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Editorial

Five papersfrom studies on Higher Education in Ghanaare presentedin
thiseighth volume of the Ghana Journal of Higher Education.

Inthefirst paper, | saac M epenedo and FrancisAnsah examinethe
main differencesin professional effectivenessof teacherstrained through
distance education and teacherstrained through the regular modefromthe
standpoint of frontline supervisors. Using adescriptive mixed method the
study findsout that supervisors perceivethat teacherstrained by distance
education mode are different from those trained by the regular mode.
Althoughtheparticipants perceptionsdo not suggest that teacherstrained
by distancemodearenot professiondly effective, thesupervisorsstill think
that teacherstrained through theregular modeare perceived asbetter options
for deployment inthe classroom. However, the authors argue that amore
systematic research will be needed to validate these perceptionsthrough
direct measurement of professional effectiveness of both categories of
teacherstaking into consideration al the other variablesand factorswhich
account for the competence of teachers.

Sincethe 1980s Ghanahas established variousbodiesto overseeits
university sector institutions. The roles of these bodies are varied and
numerous but the main purpose is to ensure that their progammes are
relevant to both national and global development, satisfy minimum
professiona and academic standardsintermsof quaity and arecompetitive
internationally. Inthe second paper, Emmanuel Newman presentsananayss
of themandatesand practicesof ingtitutionscharged with theregul ation of
tertiary education in Ghana focusing on the challenges regarding the
overlapping, duplicating and conflicting rolesof thesebodies, aswell asthe
interrel ationshi ps between other education and professional regulatory
bodiesinthelight of recent reformsand transformation policiesintroduced
by the government. The author is, however happy that the recent law
introduced by government, the Education Regulatory BodiesAct, 2020
(Act 1023) which has merged the two former major bodies, National
Accreditaion Board (NAB) and theNationd Council for Tertiary Education
( NCTE) into one body, the Ghana Tertiary Education Commission
(GTEC), will addressmost of thedifficultiesof thepast and resultinamore
effective supervision and cooperation among the playersinthetertiary
education sector.
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In thethird study, MaameAfuaNkrumah investigates how gender
biasesinauniversgity classroom environment influence student learning. She
identifies some of the major factors associated with gender biasesinthe
classroom and which impact academically, socidly and psychologically on
thequality of students’ learning experiences. Although gender biasesinthe
classroom can be either covert or overt the study focuses on overt biases.
Thestudy findsthat in the classroom femal e students usually experience
thingsfrom their teachers, and colleagueswhich they either do not like or
feel uncomfortable about morethan their male counterparts. Theseinclude
subtle derogatory and unfair comments, sexual harrassment, decimation
and coercion. The author recommends a more regular and intensive
supervisonand monitoring regimeonthe part of leaderstogether with stiffer
sanctionsfor offenders.

Itisgeneraly believed that women are often left out whenit comesto
leadership positionsin corporate organisations and where women are
considered they are often under-represented and thisisthe focus of the
fourth article. Using the situation of employeesat the Tamale Technical
University (TTU), BawvaWumbieand Felix MustaphaNantogmaexamine
theleadership stylespracticed by both ma eand femal e staff and how these
promoteefficient performanceaswell asenhance productivity. Considering
the relationship between two leadership styles, transformationa and
transactiona, the study revealed that TTU leadership styleislargely mae
dominanceaswell astransactiond. Inthisregard mgjor decison makingin
termsof gender, seem to favour the males at the expense of thefemales.
Quiteintriguing istheobservationthat femadeemployeesin TamdeTechnicd
Universty demongrate moreof transformationa |eadership behaviord traits
than transactional |eadership characteristicsand that thefemal e staff use
moreof consensusbuilding through parti cipation and sharing of power with
subordinatesthan their male counterparts.

Inthefifth and final article of thisedition, Tebogo Mogashoaand
AkuaTiwaaAnkomah examine the connection between teachers teaching
styles and pedagogical communicative practices on one hand, and the
academic achievement of students onthe other. The study was conducted
in selected senior high schoolsin threeregionsin Ghana. Thefindings
demonstrate the extent to which the sel ection of appropriate pedagogical
communicative practices can impact on student |earning experiences.

\'
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Although severd factorscontributeto student | earning and academi c success,
theteacher’sroleiscritical. Asthedirect implementersof the curriculum,
teacherswield aninvaluableinfluencein theeducation delivery process. As
such pedagogical communication practicesshould form agresat part of the
education and training of teachers.



Perceptions of Frontline Supervisors on the
Performance of Teachers Trained through the
Regular or Distance Modes of Tuition

ISAACMEPENEDO & FRANCISANSAH
Abstract

Fromthe pre-independence times through the independence era, the main mode of
training pre-tertiary education teachers in Ghana had been the regular “ brick
and wall campus’ system. But in the last two decades, the distance system of
education has also featured prominently in the training of teachers in Ghana.
However, there seemto be some perceived discrimination against teacherstrained
through the distance mode of education with the citing of unsatisfactory
professional effectiveness as the reason, which is not backed by any evidence. A
descriptive mixed methods resear ch design was used to examine the per ceptions of
frontline supervisors, who are likely to be more familiar with teachers and their
performance, about the professional effectiveness of pre-tertiary education teachers
trained through regular and distance modes of education. Questionnaire and
semi-structured interview schedul e wer e used in collecting the data. A total sample
size of 108 comprising all the 98 Headteachers, six Circuit Supervisors and four
Deputy Directors of a municipality in the Central Region of Ghana was used for
the study. Findings fromthe study indicate that generally, the frontline supervisors
perceive teachers trained through regular mode of education to be professionally
mor e effective than teachers trained through the distance mode of education. The
study concludesthat even though the study participants’ perceptions do not suggest
that distance education trained teachers are not professionally effective, they do
indicate that teacher strained through the regular mode of education are considered
as better options for deployment in classrooms or teacher assignments. The study
suggests that further research is required to validate these perceptions through
direct measurement of professional effectiveness and also to identify the variables
that account for the possible differences in professional effectiveness among the
teachers.

I ntroduction

Quiality education hasundoubtedly been embraced by al asthe bedrock of
individual and national devel opment. Andrésand Shavez (2015) explained
that education canimprovethe capabilities of aperson to enable him/her
bring positive socia changeinthesociety. Khalid (2012), cited in Somani
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(2017), aso noted that education hasagreat influence on changing society.
Quiality education, ishowever, dependent largely on quality and effective
professiond teachers. Teachersaretheheart of providing quality education
to children. They takelearnersthrough not only book knowledge, but aso
social normsand acceptable behavioursto becomereliable charactersin
society. According to Kadingdi, cited in Adu-Agyem and Osai-Poku (2012),
thequality, effectivenessand attitudes of theteaching forcerest heavily on
twofactors: thetypeof person recruited to the serviceand the qudity of the
pre-serviceandin-sarvicetraining they receive. Teacher education or training
isoneof theultimate meansof ensuring theavailability of quality teachersin
schools. Teacher training ingtitutionsare established with well-planned and
structured programmesto accomplish thisvery crucia desireof producing
quality and effective professiond teachersfor quality educationdelivery in
thesociety.

Teacher education started in Ghanain 1848 by the Basdl Missionaries
at Akropong-Akwapim (Pecku, 1998, cited in Cobbold, 2010). According
to Akyeampong (2003), teacher education has continued since Ghana's
independence in 1957 with strong government commitment aimed at
producing adequate numbersof teachersfor the nation’seducation system.
With the continued expansion in school enrolments, moreteacher training
ingtitutions have been established. The consciouseffortsby government to
train teachersfor the primary, secondary and tertiary levels of education
haveincluded the establishment of teacher training colleges, now colleges
of education, and universities (University of Cape Coast and University of
Education, Winneba) with the mandateto train professional teachers.

Until thelast two decades, teacher training in Ghanahad predominantly
been executed through theregular “brick and wall campus’ system. This
appeared to belimiting the capacity of thetraining institutionsto produce
the required numbers of teachers due to limited facilities on campus.
Ultimately, in spiteof al the consciouseffort by government, the country
continued to experience acute shortage of professional teachersto meet
thenational goal of providing universal basic educationto all children of
school going age, and thusoffer all Ghanaiansthe opportunity to have access
toall formsof education and training regardless of whereonelives. It was
againgt thisbackground that the government of Ghanainitiated theideaof
distance education to augment theregular education sysemtotrain sufficient
professiona teachersfor the education system.

Theusefulnessof distance education hasbeen globally acknowledged
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inrecent yearsasone of the strategic meansof increasing accessto tertiary
education through effective use of human resources, spaceand timeof the
varioustraining ingitutions. Thisview issupported by an assertion made by
Sam-Tagoe (2007) that distance education isuniquely seen asatool for
widening accessto higher education and bridging the gap between those
who havethe opportunity to gain admissionto study directly inthevarious
tertiary institutions and those who have the ambition for schooling but are
chalenged because of limitedinfrastructureor their peculiar financid, socia
or occupational circumstances.

The distance education programme has for the last two decades
become an integral part of the training of teachersfor the primary and
secondary education subsectorsin Ghana. However, anumber of concerns
have been raised about the quality of teachers produced from distance
education programmes in recent times particularly in respect of their
professiond effectiveness (Yarboi-Tetteh, 2014). Consequently, there have
beenissueswith the acceptance of theseteachersinto the Ghana Education
Service (GES) as qualified and well-trained teachers imbued with
professional competence. A former Provost of the College of Distance
Education (CoDE) of the University of Cape Coast was reported to have
expressed concern over alleged casesof someDistrict Directorsof GES
discriminating againgt diplomaand graduateteachersof distance education
programmes (Yarboi-Tetteh, 2014). Another reported case had to do with
the selectiverecruitment by GES, wherein 2017 graduate teachersfrom
the distance mode of training were not permitted to apply for recruitment
(Ansah, 2017).

The perceived discrimination against teacherstrained through the
distance mode of education has been argued on the grounds of their
professiond effectivenessbe ng unsatisfactory. However, theargumentsfor
thediscrimination appear only anecdotal and not backed by any evidence
particularly asshared by frontlinesupervisorswhowork closdly and regularly
with theseteachers. Thefrontline supervisorsin thisstudy context arethe
headteachersand officersof the district/municipa/metropolitan education
directorates. Theargument of thisstudy isthat without the views of these
two categoriesof frontline supervisors, conclusionson the professiond
effectiveness of teacherswould beincomplete. Thus, the objective of this
study wasto examinethemain differenceinthe professional effectiveness
of teacherstrained through di stance education and teacherstrained through
regular education, fromthestandpoint of frontlinesupervisorsof theteachers.
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Flowing from the overarching objective, ahypothesisformulated for the
study wasthat, “ Thereissignificant difference between the professional
effectiveness of teacherstrained through distance education and teachers
trained through regular education.”

Sudy Methods

A descriptive convergent mixed-methods approach was adopted for this
study becausetheam of the study requiresin-depth narrativeand numeric
data to be collected and analysed separately and merged in order to
adequately addressthe phenomenon of professiond effectivenessof teachers
from the standpoint of frontline supervisors (Wisdom & Creswell, 2013;
Guetterman, Fetters, & Creswell, 2015). Convergent mixed methodshelp
researchersto present participants point of view comprehensively by
capturing their voicesin additionto statistical representations. It isfor this
reason that the convergent mixed methods design was considered
appropriate to expansively examine the difference in professional
effectiveness between distance education trained teachers and regular
education trained teachers, from the standpoint of frontline supervisorsof
theseteachers. Themix methodsdesignrdieson thecomplementary strength
of quditativeand quantitativeresearch desgns. Thecharacteridic of flexibility
in the design as emphasised by Wisdom and Creswell (2013) became
relevant in thisstudy sincethe content demanded amoreflexibleapproach
that would examineboth quditative and quantitativeindicators. Perception
ishighly subjective and should not only be quantified and hencerequires
qualitative techniquesthat could adequately addressmost rel evant i ssues
concerning the professiond effectivenessof teacherstrained through regular
and distance education modes. On the other hand, some of thevariables
under teachers professional effectiveness are standards and can be
measured through quantitative techniques.

AccordingtoBest and Khan, ascited inAmadehe (2002), descriptive
research concernsitsaf with conditionsand rd aionsthet exist. Theseinclude
practices, attitudes and opinionsthat are held by research participants.
Supporting thisassertion, Nassgji (2015) stated that descriptiveresearch
involvesthe study of aphenomenoninitsnaturalistic characteristics. Thus,
an attempt ismadeto study the phenomenoninitsnatural setting without
any manipulationsof variables.

The population for the study was made up of all headteachersand
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municipal education officersin onemunicipality inthe Central Region of
Ghana. Thetarget popul ation consisted of 98 headteachersand 33 municipd
education officers, making atotal of 131.0ut of thistarget population, a
total samplesizeof 108 wasused for the study. Thisrepresents 82 per cent
of the population, comprising all the 98 headteachers and 10 municipal
education officers(six Circuit Supervisorsand four Deputy Directors of
Education). The 82 per cent of the population used asthe samplesizewas
based ontheassertion by Nwana (1992) that if the populationisin hundreds,
40 per cent and above could be used asthe sample. The Headteachersand
Municipa Education officerswere chosen becausethey arethe category of
supervisorswho haveregular and cons stent interaction with theteachersin
their day-to-day activities.

A combination of purposive and census sampling techniqueswas
employed inthisstudy. The Municipal Education Officerswere selected
purposively becausethey were deemed “ information rich” on supervision
issues and could provide in-depth information about the professional
performance effectiveness of the teachers. Thisisbased onthe submission
by Etikan, Musa, and Alkassim (2016) that purposive sampling technique
isthedeliberate choice of aparticipant dueto the qualitiesthe participant
possesses. Additionally, Kumar (2005) stated that the basic consideration
in purposive sampling isthe judgement of the researcher asto who can
providethemost needed informationtofulfil the objective of thestudy. One
of the merits of purposive samplingisthat it ensuresthat at |east some
information from therespondentswho arecrucia isobtained (Aina, 2002).
Thecensustechniquewasused to sdlect dl thedligible headteachersbecause
unliketheMunicipa Educetion Officerswhereonly the Circuit Supervisors
(C/Sand Deputy Directors(D/Ds) haveregular and consistent interactions
withtheteachers, al Headteachershaveregular and consistent interactions
with the teachers on the teachers' day-to-day functions. Thus, al the
headteachersin the public bas ¢ school swere sel ected as parti ci pants of
thestudy.

A questionnaire and semi-structured interview schedulewereusedin
collecting the data. The questionnaire was used to collect datafrom the
headteacherswhilean interview guidewas used to elicit responsesfroma
selected few of the headteachers. Whilethe Headteacherswere considered
to haveindepth knowledge of the specific teachersunder them, the Circuit
Supervisorsand Deputy Directorswere considered to have more generd
information on al teachersinthe municipality.
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The quantitative datawas analysed with descriptive and inferential
satistical techniquesincluding: percentages, meansandt-test. Thestudy’s
hypothesiswastested at a5 per cent level of significance. Onindividual
basis, the respondentsrated thetwo categories of teachersindependently
on percentage point on theindicators of professional effectiveness. The
ratingswere analysed on criterion-reference basis; thus, thetwo categories
of teacherswere scored independently against professional effectiveness
indicators. Thisimpliesthat each indicator was scored asapercentagefor
each category of teachers. The Means of all the indicators were also
determined and used to run at-test to establish the overal differencesin
perceptionsacrossal theindicatorsof professiond effectiveness. Thiswas
donewith the hel p of SPSS software. The second subsection dwelt onthe
qualitative datawhich was anaysed thematically with the help of NVivo
software. Thequditative datawas andysed thematically to exploreemerging
themesand existing indicators on the professiona effectivenessof thetwo
categoriesof teachersunder considerationinthisstudy.

Findings

This section presents the findings of the study, which are put into two
subsections. Thefirst section focuses on quantitative dataregarding the
perceptionsof thefrontline supervisorsabout thedifferencesin professond
effectiveness of teacherstrained through regular and distance modes of
education.

Findings of the Quantitative Data

The quantitativefindingsinvolved fiveindicators of teacher professional
effectiveness by which respondents compared teacherstrained through
regular and distance modes of education. Table 1 presentsthe collective
responses of Headteacherswith regard to the professional effectivenessof
teacherstrained through the two modes of training, namely: regular and
distance education.

Theresultsfrom Table 1 indicate that the assessment was higher for
the regular education teachers than the distance education teachersin
Ingtructiond Planning Skills(Lesson Plan). Thesupervisorsrated theregular
teachersashigh as85.2 per cent as compared to 71.8 per cent for their
distance education counterparts. On Teaching M ethodol ogy and Delivery,
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therating was 86.8 per cent and 79.1 per cent for theregular and distance
educationteachers, respectively. Thismeansthat the Headteachersperceived
theteacherstrained through the regular mode comparatively better intheir
delivery methodol ogies than the teachers trained through the distance
education mode. Intermsof Classroom Organisation/Management skills
of thetwo groups of teachers, the respondentsrated theregular teachers
with 85.1 per cent as against 76.2 per cent for the distance education
teachers.

Table 1: Headteachers' Ratings of Distance and Regular Education Teachers
Professional Effectiveness

Tablel: Headteachers Ratingsof Distanceand Regular Education Teachers
Professional Effectiveness

Distance Regular
Core Areas of Comparison Education Education
Teachers (%) | Teachers (%)

Instructional Planning Skills (Lesson Plan) 718 852
Teaching Methodology and Delivery 791 86.8
Classroom Organisation/ Management 762 8.1
Teachers' Knowledge-Based Attitudes 589 835
Teachers' Response to Support and Suggestions 66.1 78
Mean 7042 84.68

The supervisorsgraded distance education teachersquitelow whenit
cameto their Knowledge-Based Attitudes (Content knowledge). Indeed,
they rated the teacherstrained through the distance mode 58.8 per cent,
whileontheother hand, they rated the teacherstrained through theregular
education mode 88.5 per cent. Similarly, regular education teacherswere
considered to be more responsiveto support and suggestionsfrom their
supervisorsthan the distance education teachers. Theratingwas 77.8 per
cent versus66.1 per cent infavour of regular education teachers. Onthe
whole, the mean rating of the regular education teacherswas 84.68 per
cent, whiletheir counterpartshad 70.42 per cent with variability of 4.09
per cent and 8.09 per cent, respectively. A visual comparisonindicatesthat
theteacherstrained through the regular mode had ahigher professional
effectivenessrating from their frontline supervisors (Headteachersand
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education officers) than theteacherstrained through the distance education
mode.

Hypothesis

Thestudy tested the null hypothesisthat: “ Thereissignificant difference
between the professiond effectivenessof teacherstrained through distance
education and teachers trained through regular education.” at a .05
sgnificancelevd.

Table2: Summary Statisticsof the T-Test

Statistic Value
T -352
df 8
p-value (2-tailed) .008
Mean (Regular) 84.68
Mean (Distance) 7042
Lower Limit (95%Cl) -
Upper Limit (95%Cl) 2361
Level of significance (o) =.05 -491

For thetest of datistically significant difference, thet-value of —3.52
withan associated p-value of .008 required that the null hypothesis (H o)
of nosgnificant differenceshould bergected at a.05 dphalevel. Therefore,
it can be concluded that, from the perceptions of thefrontline supervisors
of thisstudy, therewasasignificant difference between the professional
effectiveness of teacherstrained through distance education programmes
and thosetrained through regular education programmes. Theimplication
of this result is that regular education teachers were, on the average
perceived to be performing better ascompared to their colleaguestrained
through the distance education mode, according to thefrontline supervisors.

Findings of the Qualitative Data

The qualitative data collected also explored in-depth the same areas
examined with the quantitative data. Thus, Instructional planning skills,
Teaching methodol ogy and delivery, Classroom management skillsand
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content knowledge. However, additiona themesa so emerged. Thissection
presentsthefindingsof thequalitative data.

Instructional Planning Skills — Lesson Plan Preparation

With regard to theeffectivenessof thetwo groupsof teachers, the supervisors
indicated that therewasavast differencein theinstructiond planning kills,
especialy inthe areaof lesson notes preparation. For instance, aCircuit
Supervisor with nineyears working experienceindicated that distance
education teachers had challengesin terms of |esson note preparation. He
recounted, “ Though some teacherstrained through regular education
also have problem with lesson note preparation, however, most
teachers trained through distance education have a lot of problems”
Similarly, aheadteacher with adecade experiencea so reported thet teachers
from distance educationd ingtitutionshad somedifficultiesinthe preparation
of scheme of work, “some of them even did not know what scheme of
work wasabout” said, aheadteacher. Another Circuit Supervisor said,
“most regular education teachers prepare detailed and good lesson
notes compared to those teachers trained through distance education
mode”. Inasimilar vein, aDeputy Director in charge of Supervision and
Monitoring with 15 yearsworking experience made adefined distinction
between these groups of teachers. He said, “Thereisavast difference.
Regular education trained teachers are far better than distance
education teachers.”

Teaching Methodology and Delivery

Thestudy also sought the differencein performance among thetwo groups
of teachersin their methods of teaching and ddlivery. It was centred on how
they taught andinteracted with pupils, used teaching and learning materials
and posed questionsto pupilsin class. Thefrontline supervisorsgeneraly
stated that regular education teacherswere better in thisregard compared
to distance education teachers. A circuit supervisor contended that there
wasadifference between theseteacherswhenit cameto classsoom ddivery.
Hesaid, “the confidencelevel of distance education teacherswas|ower
thanthosetrained through regular education.” Similarly, another Circuit
Supervisor revealed that intermsof classroom delivery or methodol ogy,
distance education teacherslacked alot compared to regular education
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teachers. Heindicated that, “ the aspect of teaching methodol ogy depends
moreontheindividual teacher’scommitment level. However, teachers
fromregular education institutions are slightly ahead of teachersfrom
distance education institutions.”

Whilethegeneral perception of amgjority of thefrontlinesupervisors
wasthat regular trained teachersperform better than their distance education
counterparts on their methodol ogy, somefrontline supervisorsrated the
two groupsof teachersonthe sameleve pegging. Thus, someheadteachers
and Circuit Supervisorsfound no marked differenceintheir methodol ogy
and delivery skills. “For classroomdelivery it isa 50-50 affair. Thus,
the two groups of teachers are at par. This stems from the fact that a
teacher’sability to deliver in the classroomdependsontheindividual’s
own intensions, regardless of the training given,” aCircuit Supervisor
responded. A headteacher also said, “there isno significant difference
between the two groups of teachers in the area of teaching
methodology.”

Classroom Management Skills

A circuit supervisor reved ed that thereisagap between theteacherstrained
through the regular mode and the teacherstrained through the distance
mode in terms of classroom organi sation and management. He stated,
“distance education teachers have challenges in this regard.” A
headteacher also indicated that there was adifferencein the classroom
management strategies between the two groups of teachers. He noted,
“Comparably, regular education teachers do better than distance
education teachers when it comes to classroom management due to
the fact that distance education teachers did not have much contact
with their tutors while regular education teachers had more and
continuous contact with their tutors.” According to aCircuit Supervisor
who hassevenyears experienceworking with teachers, teacherstrained
through regular education controlled and managed their classesbetter than
distance education teachers. To support thisobservation, shesaid, “ Regular
education teachers are taken through thorough and intensive teacher
training as against those from distance education. Thisis evident in
the duration and the programme of activities for teaching practice.”
On the other hand, an Assistant Director in charge of Finance and
Administration said that he did not see any differencein the classroom
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management skills particularly in terms of class control and pupils
involvement in lessons between the two categoriesof theteachers.

Subject Matter Delivery

Thelevel of ateacher’s knowledge based on the subject content to be
facilitated isequaly crucid for effectiveteaching andlearning. Inthisregard,
the supervisors' viewswere sought about the two categories of teachers.
The study participants appeared to show preferencefor teacherstrained
through the regular education mode when it comes to subject content
delivery. Generdly, they indicated thet theteacherstrained through theregular
education modewererel atively more knowledgesbleintheir subject matter
than their colleaguesfrom the distance education mode. For instance, one
headteacher said, “the regular education trained teachers are better
than their distance education colleagues in terms of knowledge.”
Another headteacher responded, “the subject matter or the knowledge-
base of distance education teachersis bel ow expectation. Similarly, a
Circuit Supervisor noted, * intermsof content or knowledgelevel, regular
education teachers are better than distance education teachers.”

However, therewere some of the respondentswho were of theview
that both categoriesof teachershad equal level of knowledge. Oneof the
Circuit Supervisorssad,

Both teachers possessthe samelevel of knowledge and content level. However,
distance education teachers lack the exposure to put what they know into
practice. Distance education teachers are not given the opportunity to do
mor e teaching practice to enable them have much exposurelike their regular
education counterparts.

Another Circuit Supervisor stated, “ For the content and knowledge
level of the teachers, | will rate them 50-50. That is, both groups of
teachersareat thesamelevel, considering their areas of specialisation
or interest.”

Teachers Response to Support and Suggestions

Thisareawasaimed at seeking the views of thefrontline supervisorson
how readily thesetwo categoriesof teacherstakethetechnicd or ingtructiond
support offered them. The qualitative datasuggeststhat distance education
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trained teachersreadily embrace supportsand suggestions offered them by
their supervisors. Therespondents attribute thisto the fact that teachers
trained through the di stance education mode seethemsel vesto beunceasingly
learning and hence are alwaysready to accept suggestionsto help them
improve.

The headteachers and education officers had these responses to
support the above assertion on teachers' response to support and
suggestions. One headteacher had thisto say, “teachersfromdistance
education are ready to accept the support offered them unlike those
fromregular education who feel proud and think that what they have
been taught in school isthebest.” A circuit supervisor with over tenyears
working experienceal so said, “ those fromdi stance education know they
do not know. Thus, they know they are still in the learning process.
Most regular education teachers think they have got enough training
and that they do not need support.” Most headteachers and officers
made similar commentsduring theinterview sessionto support their view
on how theteachersrespond to supports offered them.

Theaboveareasof consideration in connection with the assessment
of theteachers' level of effectivenessasininstructional planning skills,
teaching methodol ogy, classroom management and content knowledge of
theteachersconformwith Gurney’s(2007) and Hunt’s (2009) description
of an effectiveteacher. According to Gurney and Hunt, the effectiveness of
ateacher isevident in hisor her content and pedagogical knowledgelevel
and how they are applied to facilitate students' learning processes.

Discussions

It washypothes sed that thereisno sgnificant differencein the professiona
effectivenessof teacherstrained through distance education and thosetrained
through regular education, from the standpoint of frontlinesupervisors. Itis
noteworthy that thetwo categoriesof frontlinesupervisorsgeneraly perceive
teacherstrained through regular education modeto berelatively more
effectivethan ther counterpartstrained through the distancemode. Thisis
in agreement with Attri’ s (2012) research findingswhich indicated that
universitiesand outsidersdo not equate the products of distance education
with products of traditional educational system in spite of their better
achievementsin the same examination. The perception of therespondents
is, however, in contrast with the research findings by Koomson (1998),
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Sam-Tagoe (2000) and Bampo (2008). According to these studies, there
isnosignificant differenceinthe professiona competence betweenteachers
trained by distance and those trained by theregular system. However, on
the singular issue of receptivenessto suggestions, the perceptionswere
mixed; whereastheheedteachers quantitatively dicited perceptionsgenerdly
favoured teachers trained through the regular mode of education, the
municipa officers perceptionsdicited quaitatively favoured teecherstraned
through distance mode of education. The nuancein this divergence of
perceptions may stem from the perceived authority differencesbetween
the headteachersand themunicipa educetion officerswheretheheadteachers
are seento havelesser authority than the municipal education officers. In
thissense, itisplausbleto arguethat teechersarelikely to bemorereceptive
to suggestions from the municipa education officers than from the
headteachers.

Thevarious contributing factors noted to account for the perceived
differences in the two categories of teachers regarding professional
effectivenessgoto support an observation madeby theUniversity of Mumbai
(2008) about the characteristics of teacher education. It wasnoted that the
crux of theentire process of teacher education liesinitsdesign, structure,
organisation and the transactional modes as well as the extent of its
appropriateness. Additionally, Mireku-Gyimah (1998) stressed, asafactor
for the acceptance of distance education system, thet the entry requirements,
lecturers, syllabus, course content, examinationsand grading systemfor the
distance education system should be the same asthe regular educational
system.

Conclusionsand Recommendations

Theeffectivenessof teachersisimportant for quality education delivery for
learnersat al levelsof education including basic schools. Headteachers
and officersasfrontline supervisorsof basic schoolsin Ghanaassessthis
fromsaverd perspectives, includingingructiond planning skills(lessonplan),
teaching methodol ogy and ddlivery, classroom management kills, teechers
knowledge-based attitudes, and how teachers respond to support and
suggestions. Based on thesg, it was discovered in the current study that the
supervisors perceived distance education teachersto be different from
regular education teacherswith regular education teachersseento bemore
professiondly effectivethan thedistance education trained teachers. These
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perceptions, however, do not suggest that distance educationtrained teachers
arenot professionally effective. Indeed, the mean rating of the regular
education teachersof 84.68 per cent and 70.42 per cent for distance mode
trained teachers suggest that both categories of teacherswererated far
above average. Again, the study used norm-referenced criteriaand not
standard-referenced criteria. Finally, the study was conducted in only one
district and that cannot be used asthe basisfor generaisation for theentire
netion.

The aforementioned findings point to the fact that the organisers of
distance education programmesaredoing their best; however, thereismore
room for improvement. It isalsoto be noted that professiond effectiveness
of teachersisdependent on anumber of factors apart from the mode of
training. Inview of these observations, distance education ingtitutionson
one hand and supervisors of basic schools on other, need to do morein
order to bridgethe perceived gap between the effectivenessievd of distance
educationteachersand that of regular education teachers. Theteachersare
admonished to beready to learn and changetheir attitudestowardsthe
professionto reflect the efforts of their educational institutionsand their
supervisors at their work places. Teacher professional effectiveness
undoubtedly isacollectiveresponsibility of al stakeholdersirrespectiveof
themodeof training and therefore, it behoovesonal and sundry to contribute
their quota. Thestudy suggeststhat further researchisrequired to validate
these perceptionsthrough direct measurement of professiond effectiveness
and also to identify the variablesthat account for the differencesin the
teachers professiond effectiveness.
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A Review of the Multiple Regulatory Regimein
Tertiary Education in Ghana

EMMANUEL NEWMAN
Abstract

Ghana like many other African countries has had morethan one agency regulating
itstertiary education sector. Thus, in that multiple regulatory environment, different
regulatory institutions were responsible for policy and funding, accreditation
and regulation of aspects of vocational and technical education. Consequently,
the regulatory environment comprised agencies with overlapping mandates which
tertiary education institutions were required to respond to, whether to commence
operationsor mount new programmes. The challengesin thisarrangement included
duplication of functions, high cost of education, and in the main, inefficiency and
ineffectiveness in the regulation and management of tertiary education. The
Education Regulatory Bodies Act, 2020 (Act 1023) was enacted in Ghana as part
of reforms to the education sector in 2020. This legislation merged the erstwhile
National Council for Tertiary Education and the National Accreditation Board to
form the Ghana Tertiary Education Commission, as well as the merger of the
Council for Technical and Vocational Education and Training and the National
Board for Professional and Technician Examinations to form the Commission for
Technical and Vocational Education and Training. This paper discusses the state
of affairs regarding the multiple regulations of tertiary education in Ghana prior
to the mergers and the future of tertiary education regulation in Ghana in the light
of reformsin tertiary education regulation and the regulatory practicesin selected
African countries.

Introduction

Sub-Saharan African countries have established various bodiesto regul ate
tertiary education systems since the mid-1980s (Kasozi, 2014). These
regulatory bodiesmay serveasbuffer bodiesto obviatedirect government
control of tertiary educationingitutions, or charged with policy devel opment
and implementation, conflict mediation, performance monitoring, and
accountability intertiary education (Saint, 2014). They coordinate various
aspectsof thetertiary education systemincluding: “theefficient allocation of
fundsand other resources; policy and planning for the development of the
tertiary sector, oftenin relation to nationa devel opment objectives, andthe
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information and expertise such policy devel opment and planning requires,
uniformity across academic programmesand between ingtitutionslocally
and abroad; and managing theincreas ngly important rel ati onshipsbetween
key tertiary education stakehol ders (in particular, government, ingtitutions,
professions, market andindustry) roles’ (Bailey, 2015).

Different regulatory modelsfor tertiary education existin African
countries. Mogt FrancophoneAfrican countrieshave supervising government
minigtriesfor tertiary education. Nigeriaand Ugandahavedifferent regulatory
bodiesfor Universities, Colleges of Education and the Polytechnicsor
Collegesof Technology sub-sectors. In Namibia, the Council for Higher
Education and the Namibian QualificationsAuthority have been established
to regulate different aspects of tertiary education. The Human Resource
Devel opment Council and the Botswana QudlificationsAuthority arethe
two main bodiesresponsiblefor the regulation of tertiary educationin
Botswana.

Theregulatory framework of tertiary education in Ghanacomprised
the National Council for Tertiary Education, the National Board for
Professiona and Technician Examinationsand the National Accreditation
Board. Thus, Ghanahad multipleregulatory regimesfor tertiary education.
Apart from the above-mentioned statutory tertiary education regulatory
bodies, bodiesthat regul ate the professionsin Ghanasuch asthe General
Legal Council, theMedica and Dentd Council, and the Pharmacy Council
area so mandated to regul ate some aspects of tertiary education.

Theforegoing pointsto thefact that the higher education systemin
Ghanaas el sewhere “was characterised by amultiplicity of regulatory
influencesthat together formitsregulatory regime”; thus higher education
providersareregulated in waysthat may be described as complex and
multi-faceted” (Higher Education Commission, 2013). Thereareseveral
challengesthat areinherent in the multipleregulatory regime. Thereisthe
tendency for multipleregul atory regimesto haveingtitutionswith overlgpping
regulatory mandates. Complaintsregarding encroachment on mandatesand
“turf protection” among regulatory bodiesin aregulatory framework cannot
beruled out (NCTE, 2012). Additionaly, the effectiveness of theregulatory
regime could be adversdly affectedif theregulatory bodiesfail to cooperate
(Blackmur, 2007). Thatis, if each regulator attemptsto optimiseinterms
of itsown goa sand fail sto take account of interaction effectsand necessary
trade-off which may undermine sub-optimisation (Blackmur, 2007). This
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risk of non-cooperation could be exacerbated by thelack of legidationthat
prescribesthe manner and theareasin which different bodiesinvolvedin
theregulation of tertiary ingtitutions should cooperate.

A regulatory regime with multiple regulatory requirements may
engender lengthy regulatory processes which may impede efforts of
providers— public and private— to mount innovative programmesinred
time to produce human capital to meet emerging trendsin theindustry.
Industry and society becometheultimatelosersfrominefficienciesinthe
production processesresulting fromlack of |abour with nove skills. Without
doubt, multipleregulation raisesthe cost of tertiary education. These costs
maly be drawn against the public purse, borne by studentsor possibly met
in part through foregoing investmentsin the core activities of tertiary
education institutions — teaching and learning and research. Higher
regulatory costsmay haveimplicationsfor accesstotertiary educationand
opportunity costs. Increasesin costs may result inincrement in feesby
tertiary educationingtitutionswhich may adversely affect enrollmentsand
ultimately compromiseequity (Blackmur, 2007). Besides, increasesin public
expenditure ontertiary education meansthat fundswould not beavailable
to be expended on basi ¢ education and rel ated areas (Blackmur, 2007).

Multipleregulatory regimeswith multiplerequirementscould frustrate
theentry of new providersand/or the mounting of new programmes, and
thus protect existing providers from competition (CMA, 2015).
Cumbersomeregulatory processes could frustrate expansion of available
programmes, and diminish opportunitiesfor education andtraining available
to students. “ Ultimately, students could suffer dueto higher prices, less
choiceor apoorer |earning experience that would not have been the case
without regulation” (CMA, 2015).

TheObjective

The objective of thiswork isto discussthe overlapsand conflictsinthe
mandates of thevariousregulatory bodiesthat existed intertiary education
in Ghana; assessthe mainissuesand challengesin the current regul atory
framework, and devel op conclusi onsinformed by experiencesin other parts
of Africa. Itisguided by thefollowing questions:

¢ What werethe overlapsin the enabling legislations of tertiary
education institutions,
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e How did statutory regulatory bodies collaborate to regulate
the tertiary education sector;

e How do regulatory bodies collaborate with professional
regulatory bodies and tertiary education institutions; and

¢ What arethetertiary education regulatory frameworksin other
countriesin Africa and what could be learned from them?

Thiswork isaqualitative analysis of the mandates and practices of
ingtitutions charged with the regulation of tertiary educationin Ghana. Itis
hinged on | egid ative enactmentson regul atory bodiesand reports produced
by statutory regulatory bodies. Discussionswere held with the Chairman
and membersof theNational Council for Tertiary Education, the President
of the Conference of Heads of Private Universities and the Executive
Secretaries, Deputy Executive Secretariesand senior officersof theNationd
Council for Tertiary Education and the National Accreditation Board.
Additiondly, discussonswerehd dwith senior officersof theNationa Board
for Professiona and Technician Examinations. Thiswork isalso informed
by the author’ s observation of thetertiary education sector in Ghanafor
nearly two decades.

THEORETICAL AND CONCEPTUAL CONSIDERATIONS
Rationaleof Sate Regulation of Higher Education

Therearesevera consderationsfor state regulation of tertiary education.
Nations continueto grapple with challenges such asthe need to expand
coverageof tertiary education, inequitiesin access, quality outcomesand
relevance, and unrespons ve governance and management practices (World
Bank, 2002). There are al so economic considerations. The World Bank
(2002) statesthat “ tertiary education exercisesadirect influence on nationa
productivity which largely determinesliving Sandardsand acountry’ sability
to competein theglobal economy”. Thus, thereisaneed for ingtitutionsto
be more relevant and accountable in terms of outputs and outcomes
(Newman, 2011). Tertiary educationinstitutions should contributeto the
production and dissemination of relevant knowledge and be responsiveto
the socio-economic challengesfacing society. Governments should also
promote access of heedy studentswho have demonstrated capacitiesfor
advanced learning and address past inequdities (Blackmur, 2007).
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The expansion in state subsidies to tertiary institutions has been
accompanied by strident call sfor accountability. The concept of accountaility
bringsto mind answerability for theuseof publicfunds, and responsiveness
to the needs of society. Regulationisthus meant to ensure proper oversight
and management of public funds. Kearns(1998), notesthat accountability
obligeseducationa ingtitutionsto acknowledgeahigher publictrust, which
ultimately isthesourceof thair authority and credibility. It entallstheprovision
of information on performanceto stakehol ders and the measurement of
performanceof higher educationingtitutions(Barneston, 1999).

Theneed to protect the reputation of ahigher education system may
prompt state regulation of higher education (CMA, 2015; Blackmur, 2007).
Aningtitution may engagein activitiesthat diminishitsreputation and, the
resultant effectswould affect the reputation of the entire higher education
system and impact negatively on their stakeholders— staff, students, and
graduates (Blackmur, 2007). Blackmur (2007), states that when
governmentsregul ate matters of higher education, they are, explicitly or
implicitly, thinkingintermsof sandardsconcerningsomeor al characteridics
of the system (or its components) against which assurance of adequate
performanceis subsequently sought. Inthisregard, regulationisto ensure
that quality and standardsremain high and that theingtitutions put in place
measuresto defineand sustain high quality and standards.

Regulation Defined

Generally, regulation relatesto thelaws, directives, and policiesdevel oped
for theoversight of aparticular sector by agovernmentd authority. Jackson
(1997) statesthat aregulatory regime (in higher education) isbased on
explicit “rules’, that is, principles, formal requirements, procedures,
specifications, standards, charters, codes of practice or best practice
guiddinesand frameworksfor external quality review. Itisasoinfluenced
by implicit “unwritten rules’ which areembedded in the accepted norms of
behaviour, values, standards, traditions, and conventionsin regulation
standardsfor behaviour are set, and decisions on sanctions aretaken by
arm-length, relatively independent from government and from thewhim of
the el ectorate (Jackson, 1997).

Self Regulation, Co-Regulation and External Regulation
Jackson (1997) distinguishesthreetypesof regulation in higher education:
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Theseareingtitutional self-regulation, externd regulation, and collaborative
regulation. Intheinstitutional self-regulation approach, theactivitiesand
actionsof ahigher educationingtitution arenot subject to externa regulatory
controls. Regarding externa regulation, the principles, rules, expectations,
and conditionsthat definethe scope and nature of regul ation are determined
by aregulatory authority that is independent of the higher education
Ingtitutionsand theserequirementsmust be satisfied for the higher education
provider to operate (Jackson, 1997). Finaly, Jackson (1997) statesthat in
the mixed or collaborative regulation approach, the principles, rules,
expectations, and conditions, which define the scope and nature of
regulationsare partly imposed and partly determined through processes of
negoti ations between the various components of theregulatory structure.
In collaborative regulation, regulatory bodiesrepresenting the state, and
tertiary education institutions collaborate in the development and
implementation of theregulatory processes.

Singleand Multiple Regulatory Bodies

Higher educationingtitutionsmay beregulated by asingleregulator (Sngle
regulatory body) or multipleregulatory bodies. There are advantagesand
disadvantages associated with both mechanisms. A singleregul atory body
makesfor easy cooperation among operational units. Inthisregard, the
decision-making process may be unified and policy implementationis
expedited, asthewhole processiscontrolled by onebody (NCTE, 2014).
Consequently, duplication of functions, “turf wars’ and costs associ ated
with multipleregulatory bodies may be avoided. Theremay beonly one
channel for advising the government on the development of tertiary
education. Thismay prevent theprovision of conflicting advicefrom severd
regulatory bodiesto Government. However, thereis atendency of the
agency to becometoo largeand unwiddy and thusmarginalise someof its
constituents (NCTE, 2014).

Inmultipleregulatory environments, the creation of alargeunwieldy
body that has too many functions to be effective is avoided. Multiple
regulatory environmentsmay foster specidisation among different agencies
andfacilitate effectivenessin the operationsof their different areas(NCTE,
2014). However, contradictory regulation may betheresultif oneor al the
characteristics and standards defined are assumed by several agencies
(Blackmur, 2007). Each regulator may optimiseintermsof itsown goals
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but such a process may fail to take account of interaction effects and
necessary trade-off which may lead to the risk of sub-optimisation
(Blackmur, 2007).

TERTIARY EDUCATION REGULATORY BODIES INAFRICA

Therearedifferent mode sfor regulation and supervison of tertiary education
inAfrica. Thehigher education systemsin most French-speaking countries
inAfricaareregulated by separate ministriesof higher education (Saint et
al, 2009). These countries have established the Conseil Africain et
Malgache pour I’ Enseignement Superieur (CAMES) to, among others,
harmoni serecognition and equiva ence of awardsamong member nations.
CAMESisa soresponsiblefor accrediting privateuniversitiesaswell as
sel ected number of professional programmes (Saint, 2009).

CAMES coordinates the higher education and research systemsin
nineteen countriesin FrancophoneAfrica, in order to harmonise higher
education and researchin Africa. The organisation (CAMES) accredits
bachelor’s, master’ sand doctoral degreesof higher education ingtitutions
and evaluates the professor-researchers of the member countries
(Wwww.haununiversity.org/e’CAMES/shtml).

In Nigeria, universities, Polytechnicsand Colleges of Education are
regulated by the Nationa UniversitiesCommission (NUC), theNationa
Board for Technical Education (NBTE) and the National Commission for
Collegesof Education (NCCE), respectively. TheNUC isresponsiblefor
granting approva for the establishment of universitiesand the mounting of
al programmesin Nigerian universities. The Commission overseesqudity
assuranceregarding dl academic programmesofferedinNigerianuniversties
(Government of Nigeria, 1993).

The NCCE isresponsible for the accreditation of all Colleges of
Education in Nigeria, aswell asthe certification of the products of the
Collegesand other awvardswith prior gpprova fromtheMinister of Education
(Government of Nigeria, 1993). The Commission advisesthe Feder al
Government of Nigeriaon all aspectsof teacher education offeredin
Collegesof Education.

TheNBTE regulatesnon-university technica and vocationa education
including polytechnicsinNigeria TheBoard advisesthe Federd Government
of Nigeriaon al aspectsof technical and vocational education outsidethe
universities. The Commission hasremit for nationa policy ontechnica and
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vocational education; accreditation of programmes and the establishment
and maintenance of minimum standardsin polytechnicsand colleges of
technology (Government of Nigeria, 1993).

InUganda, theNationa Council for Higher Education, the Department
of Teacher Education and the Business, Technical, Vocational Education
and Training (BTVET) areresponsiblefor regul ation and supervision of
tertiary educationin Uganda. The National Council for Higher Education
(NCHE) is responsible for regulating higher (universities) education
indtitutions. The Council advisesthegovernment on policy and other matters
relating to university education. NCHE’s core functions include the
establishment and accreditation of public and privateingtitutionsof higher
education; ensuring minimum standards for courses of study and the
equivalence of degrees, diplomasand certificatesawarded by public and
privateinstitutions (Government of Uganda, 2006). The Council isalso
responsiblefor setting and coordinating national standardsfor admission of
studentsto higher education institutions (Government of Uganda, 2006).
The Department of Teacher Education hasoversight for teacher education
colleges. The DTE articul atesthe policies, processes appointments and
supervises the administration of Colleges and teacher professiona
development programmes. TheBTVET isrespongblefor regulatingtechnica
tertiary ingtitutions— Health training ingtitutions, colleges of commerce,
and technical colleges(Government of Uganda, 2008).

InNamibia, theMinigter for Educationisresponsiblefor determining
thenationd policy on higher education and the co-ordination and supervison
of the higher education system. The Council for Higher Education and the
Namibian QudlificationsAuthority (NQA) areresponsiblefor someaspects
of tertiary education. Thefunctionsof the NCHE areto accredit, with the
concurrence of the NQA, programmes of higher education provided at
higher education ingtitutions; and quality monitoring in higher education
institutions, among others (Government of Namibia, 1996). The Council
advisesthe Minister of Education onthe structure of the higher education
system; quaity promotion and qudity assuranceand thedlocation of public
fundsto higher educationingtitutions (Government of Namibia, 2008).

TheNamibian QualificationsAuthority isrespons blefor accrediting
entities providing education and courses of instruction or training. The
Authority hastheremit for setting the national qualificationsframework;
and occupationd sandardsfor postionsinany career dructure. Theauthority
isalso respongblefor the setting of curriculum standardsfor achieving the
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occupationd stlandardsinagiven career sructure (Government of Namibia,
2008).

TheFederd Minigtry of Educationismandated to superviseandregulate
the higher education sector in Ethiopia— public and private. Other bodies
that haveremitfor tertiary education arethe Education Relevanceand Qudlity
Agency andtheHigher Education Strategy Centre (Government of Ethiopia,
2019). The Ministry of education’s overwhelming mandate in higher
education includes ensuring theimplementation of the national policy and
Srategy on higher education; and approving and ensuring theimplementation
of strategic plansof publicinstitutions. The Minister isresponsiblefor
determining the criteriaand proceduresfor public funding of institutions.
TheMinigter hasremit for determining therequirementsfor Bachelor, Madter,
Medical Specidty, and Doctoral programmes (Government of Ethiopia,
2019). TheMinigter isa so responsiblefor the preparation and delivery of
thecurriculaof higher education. The Minister ismandated to specify the
minimum national quality standardsin higher education and to provide
technical support for internal quality assurance and enhancement systems
of ingtitutions (Government of Ethiopia, 2019).

TheHigher Education Strategy Centreismandated to prepare national
srategiesand plansfor the devel opment of higher education andingtitutions
and research (Government of Ethiopia, 2019). The centreisal so expected
toensurethatinditutionlevel planning and srategy areinlinewiththenationa
development plansand higher education plan and strategy. The centre has
theremit to devel op proposason block grant budget dlocationstoindividud
publicingdtitutions, and monitor theimplementation of thesame (Government
of Ethiopia, 2019). The centreisresponsblefor collecting, publishing and
disseminating dataon higher education. Itisa so responsiblefor advising
the Minister of Education on waysto ensure efficient higher education
governance, leadership and management (Government of Ethiopia, 2019).

Theresponsibility of the Education Relevance and Quality Agency
includesaccreditation, quality assurance of local and foreigninstitutions
and equivalenceof quaificationsin higher education. TheAgency advises
theMinister of Education onmergers, division, closureor change of names
of ingtitutions (Government of Ethiopia, 2019).

The Human Resource Development Council and the Botswana
QudificationsAuthority arethetwo main bodiesresponsiblefor theregulation
of tertiary education in Botswana. The Human Resource Devel opment
Council isanindependent statutory body responsiblefor national human
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resource devel opment in Botswana. The Council hasplanning, coordination,
implementation, advisory and funding responsibilities. It is(the Council)
mandated to supervise and coordinate theimplementation of the National
Human Resource Strategy and ensurealink between the different level sof
education, training and skillsdevel opment (Government of Botswana, 2013).
Additiondly, the Council ismandated to plan and adviseontertiary education
financing and workplacelearning; co-ordinate, promoteand support tertiary
education-industry link inresearch and innovation activities, and develop
strategiesfor students’ internshipsand skillsdevelopment. The Council is
a so mandated to promotethe establishment, coordination and gpprovd of
ingtitutiond plansfor public and privateingitutionsand post implementation
monitoring and eva uationwith specific referenceto research and innovation
andingdtitutiona capacity building, among others(Government of Botswana,
2013).

The Botswana QualificationsAuthority ismandated to providefor
andmaintainanationd credit and qualificationsframework andto co-ordinate
theeducation, training and skillsdevel opment; and quality assurancesystem
(Government of Botswana, 2013). The Authority isresponsiblefor all
qudlifications, fromearly childhoodtotertiary level. Theauthority hasthe
remit for the registration and accreditation of education and training
providers, learning programmes, assessors, awarding bodies and
moderators deve opment (Government of Botswana, 2013). Itisrespongible
for devel oping and reviewing quality standards, and ensuring compliance
through amonitoring and eval uation system. The authority’ swideranging
powersincludethedesigning of qudificationsand curriculafor generd and
tertiary education, aswell asthe setting of criteriafor the devel opment of
nationa education andtraining quaity andingpection sandardsdeve opment
(Government of Botswana, 2013).

EVOLUTION OF EXTERNAL REGULATION IN TERTIARY
EDUCATION IN GHANA

Two eventspartly account for themultipleregulatory framework for tertiary
educationin Ghana One, inthelate 1980s, the Provisonal Nationa Defence
Council (PNDC) Government initiated reformsto thetertiary education
sector with the establishment of two Committees (The University
Rationalisation Committee and the Polytechnic Study Committee) to make
recommendationsfor reformsto thetertiary education system. After the
two Committeeshad presented their reports, the Government published a
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White Paper on the Reformsto Tertiary Education Systemin 1990, which
provided for the establishment of an Education Commission “to advise
Government on theformulation of policiesonthetotality of the national
education system and be avail ableto tertiary institutionsfor consultation
and advice, and makerepresentation to thegovernment through the Ministry
of Education on education as, it sees fit”. The Commission was aso
expected to maintain acontinuous dial oguewith the Government, tertiary
ingtitutions, and the private sector (GoG, 1990).

TheWhite Paper aso providesfor the establishment of thefollowing
bodies:

Joint Admission and Matriculation Board

Board for Accreditation

Board for Professional and Technical Examinations; and
Nationa Teaching Council

The other event wasthe promulgation of the 1992 Constitution of
Ghanawhich providesfor the appointment of aCommission for tertiary
education. Article 70(1)(d)(iv) of the Congtitution of Ghanastatesthat: “The
President shall, acting in consultation with the Council of State appoint a
Nationa Council for Higher Education howsoever described”. However,
intheearly 1990s, three bodies were established to regulate the tertiary
education sub-sector. TheNationa Council for Tertiary Educationin Ghana
was established by the NCTE Act, 1993 (Act 454). The National
Accreditation Board Law (PNDCL 317), waspromulgated in 1993 whilst
the National Board for Professional and Technician Examinationswas
established by the NABPTEX Act, 1994 (Act 492).

Apart from the above-named regulatory bodies, the Council for
Technical and Vocational Education and Training was established in 2006
by the COTVET Act, 2006 (Act 718), to co-ordinate and oversee all
aspectsof technical and vocational education and training. Additionally,
legislations have been enacted to empower statutory bodies such asthe
Medica and Dentd Council, the Engineering Council, Pharmacy Council,
andthe General Lega Council to regulate aspectsof tertiary education.

MANDATESOF TERTIARY EDUCATION REGULATORY BODIES

Inthissection, themandates of different bodieswith regulatory functionsin
tertiary educationin Ghanaarediscussed. Thesebodiesarestatutory tertiary
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education regul atory bodies— TheNationa Council for Tertiary Education,
theNational Accreditation Board, theNational Board for Professional and
Technician Examinations, and the Council for Technical and Vocational
Education and Training. And statutory regulatory bodies of selected
professions— The Engineering Council, theMedica and Dental Council
andthe Genera Lega Council.

STATUTORY TERTIARY EDUCATION REGULATORY BODIES
TheNational Council for Tertiary Education

TheNationa Council for Tertiary EducationAct, 1993 (Act 454) mandated
the NCTE to overseethe proper administration of institutions of tertiary
education. The Council was expected to advisethe Minister of Education
on the development of tertiary education and the financial needs of the
indtitutionsdesignated astertiary indtitutions. Inthisregard, the Council was
expected to recommend to the Minister for the preparation of the annual
nationa education budget: block alocationsof fundstowardsrunning costs,
and grantstowardsthe capital expenditure of eachinstitution of tertiary
education, indicating how theallocationsareto be disbursed (GoG, 1993).

The Council wasa so expected to recommend nationa standardsand
norms, including standardsand normson staff, costs, accommodation, and
time utilisation, for the approval of the Minister and to monitor the
implementation of any approved national standards and norms by the
ingtitutions(GoG, 1993). Additiondly, the Council wasmandated to publish
information on devel opmentsin tertiary education; and to collect and submit
totheMinister of Education annual financia reportsof tertiary education
ingtitutions (GoG 1993).

TheNational Accreditation Board

The National Accreditation Board wasresponsiblefor determining the
programmes and requirementsfor the proper operation of aningtitution
and the maintenance of acceptable levels of academic or professional
sandardsintheingtitutionin consultation with that ingtitution (GoG 2007).
TheBoard wasresponsi blefor determining the equivaencesof diplomas,
certificatesand other qudificationsawarded by ingtitutionsin the country or
elsewhere. [t wasexpected to publish thelist of accredited public and private
institutionsand programmes at the beginning of each calendar year; and
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advisethe President onthegrant of aCharter to aprivatetertiary ingtitution
(GoG, 2007).

Legidativelnstrument 1984 (L1 1984) mandated the Board to prepare
and publishinthe gazette standardsto govern the performance, operation
and generd conduct of ingtitutions. Thesestandardsincluded: Theminimum
entry requirementsfor admission to any certificate, diplomaor degree
programmebeing or to be offered by theingtitution; the minimum number
and duration of programmesaét the certificate, diplomaor degreelevelsthat
ought to be offered; and the acceptabl e student-staff ratio for effective
teaching and learning (GoG, 2010).

The Board was a so mandated to publish standards of proficiency
assessed intermsof content and contact hourswhich studentsare expected
to ataininrespect of acertificate, diplomaor degree; thelevel of academic
training required of teaching Saff of theingtitution at thecertificate, diploma
or degreelevd; detailed specifications on space requirementsand rel evant
servicesfor each classand for the absol ute number of studentsexpectedto
beenrolledin, or activity to be carried out in theinstitution (GoG, 2010).

TheNational Board for Professional and Technician Examinations

The National Board for Professional and Technician Examinations,
established by Act 492, wasresponsiblefor providing administrative and
structural facilities and expertise for the organisation and conduct of
professona and technician examinations. It wasmandated to, in consultation
with the relevant polytechnics and professional institutions, conduct
examinationsand award national certificates and diplomas based onthe
result of theexamination (GoG, 1994).

TheBoard wasa so mandated to review syllabusfor generd curriculum
enrichment; gppoint examinersand moderatorsand determine methodsfor
the proper conduct of examinations, and make regulationsto governits
examinationsand awards, deviseaschemefor testing skillsfor competence,
and testing aptitude (GoG, 1994).

TheCouncil for Technical and Vocational Education and Training

The Council for Technical and Vocationa Education and Training was
established by Act 718. The Council was mandated to advise Government
on all mattersrelated to the management and improvement of thetechnical
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and vocationa education andtraining system and formulatenationa policies
for skillsdevel opment acrossthe broad spectrum of pre-tertiary andtertiary
education, formd, informal and non-formal.

The Council was responsible for coordinating, harmonising, and
supervising the activities of private and public providersof technical and
vocationd education and training, including theinforma sector. The Council
wasa so expected to rationalisethe assessment and certification systemin
technical and vocational education and training, and maintain anational
database ontechnical, vocational education andtraining.

Additionally, the Council was mandated to facilitate collaboration
between training providersand industry and withinternationa agenciesand
devel opment partnersand sourcefunding to support technica and vocationd
education andtraining activities.

STATUTORY REGULATORY BODIESOF SELECTED
PROFESSIONS

TheEngineering Council

TheEngineering Council Act, 2011(Act 819) mandatesthe Council toregister
engineering educational unitsand programmes, determinethe content of
engineering programmes, and undertake ingpection visitsto engineering
departments of educational units. Section 24 of Act 819 statesthat “an
engineering educational unit of aninstitution shall not offer engineering
education or holditself out asaunit that offersengineering education unless
theunit has satisfied requirements and standards prescribed by the Council
and approved by the National Accreditation Board”. Additionally, section
26(2)(a) of the Engineering Council Act providesthat “the Council shall
determine the minimum content of engineering education programmes
required for theinitia registration of engineering practitioners’.

Infurtherance of itsobjectives, the Council isexpected to collaborate
withtheNational Accreditation Board and other relevant bodiesto ensure
that the minimum educationa requirementsare satisfied (GoG 2011).

TheMedical and Dental Council

Sections 26 and 27 of the Health Professions Regulatory Act, 2013 (Act
857) providesthat the Medical and Dental Council isto “securein the
publicinterest thehighest sandardsinthetraining and practice of medicine
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anddentistry” . The Council ismandated to assessthefacilitiesand contents
of programmes for the training of doctors and dentists, and physician
assistantsintraining ingtitutions. The Council isaso mandated to ensure
that thepre-registration training of newly qualified doctorsand dentistsand
physician assistantsin accredited training ingtitutions meetsthe required
standards.

TheGeneral Legal Council

Sections 13 and 14 of theLega ProfessonAct,1960 (Act 32) (asamended)
providesthat the General Lega Council “may, by legidativeinstrument,
withtheapproval of the Minister makeregulationsconcerning al matters
connected with legal educationand, in particular, concerning the conduct of
examinations, anong others’. TheAct a so providesthat it sha | betheduty
of theGenera Legd Council to makearrangementsfor Edtablishingasystem
of legal education in Ghana; sdlection of the subjectsinwhichthoseseeking
to qualify aslawyersareto be examined, and the establishment of courses
of ingtruction for students.

ISSUESIN MULTIPLEREGULATION OF TERTIARY
EDUCATION IN GHANA

OverlapsintheEnabling L egidationsof Tertiary Education
Institutions

TheNationa Council for Tertiary EducationAct, 1993 (Act 454) mandated
the Council to advise the Minister of Education on the devel opment of
ingtitutions of tertiary education. However, the NCTE was not the sole
body mandated to advisethe Government ontertiary education. The Council
for Technica and Vocationa Education and Training wasa so mandated by
its enabling Act to advise the Government on all mattersrelated to the
formulation of policiesacrosspre-tertiary andtertiary education. Additiondly,
the National Accreditation Board wasmandated to advisethe President on
thegrant of Charter to privatetertiary institutions.

Another issue was the body responsible for the development of
standardsand norms. The NCTE was mandated by the National Council
for Tertiary EducationAct, 1993 (Act 454) to recommend for the approval
of the Minister of Education standards and norms on staff, costs,
accommodation, and time utilisation for the approval by the Minister of
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Education. Thus, the NCTE has devel oped standards on costs, student/
teacher ratios, and accommodation. The Council has also developed
minimum entry requirementsfor admissontotertiary educationingtitutions.

The National Accreditation Board was also mandated by the
Legidative Instrument 1984 to prepare and publishin agazette, standards
to govern the performance, operation, and general conduct of tertiary
ingtitutions. These standardsincluded the acceptabl e student-staff ratio for
effectiveteaching and learning; the standards of proficiency assessedin
termsof content and contact hourswhich studentsareexpectedto attainin
respect of acertificate, diploma, or degreelevelsand the minimum entry
requirementsfor admissiontotertiary educationingtitutions. Apart fromthe
NCTE and NAB, theenabling legidation of public universitiesand certain
professional bodiesempower them to regul ate the admission of students
(GoG, 2010; GoG, 1960). This means multiple regulatory bodieswere
mandated to provide standardsfor the regulation of tertiary education.

The National Accreditation Board wasresponsiblefor accrediting
both private and public institutionsand their programmes. However, the
NCTE cameup with an administrative processwhereby publicinstitutions
had to seek approval for their new programmesbeforethey proceeded to
the NAB for programme accreditation. Thisprocesswasto ensurethat the
proposed programme waswithin the mandate of theingtitution and national
development objectives, and that public funds should be expended onthe
programmeby the State.

Themandateto accredit ingtitutionsand programmeswas not limited
tothe National Accreditation Board only. Some professional regulatory
bodies have been mandated to accredit institutionsand programmes. The
Engineering Council Act, 2011 (Act 819) mandatesthe Engineering Council
to register engineering educational unitsand programmes; determinethe
content of engineering programmes and undertake inspection visitsto
engineering departments of educational units. The Legal Professions
Act,1960 (asamended) providesthat only graduatesof approved universities
will beenrolled aslawyers. Thus, apersonwill not beenrolled asalawyer
unless he/sheisaholder of adegreefrom auniversity approved by the
General Legal Council. Additionally, section 3 of the Allied Health
Professions Council Act, 2013 (Act 857), mandatesthe Council to ensure
that theeducation and training of dlied hedlth practitionersand other health
careprovidersare carried out at approved institutions.
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The Nationa Board for Professional and Technician Examinations
wasresponsiblefor the conduct of examinationsand award of National
Certificates, Diplomas and Higher National Diplomas. However, the
COTVET wasdso mandated to rationdi sethe assessment and certification
systemintechnical and vocationa educationand training.

Collaboration Among Statutory Regulatory Bodies

Collaboration among regulaory bodiesisnecessary tofoster the optimisation
of the objectivesand functions of them to achieve effective regul ation of
tertiary education (Blackmur, 2007). However, thekind of relationshipthe
Satutory tertiary education regulatory bodiesshould havewith other bodies
that have oversight over aspectsof tertiary education had not been defined
intheenabling Actsof the statutory tertiary education regul atory bodies-
NCTE, NAB, NABPTEX, and COTVET. Additionally, there was no
indicationintheenabling Actsof the statutory regulatory bodiesregarding
thekind of reaionshipthey should havehad among themselves. TheNationd
Accreditation Board Law (PNDCL 317) mandated the NAB to provide
theNCTE withitsannual reports. But thismandatory reporting relationship
between the NCTE and the NAB was removed when the National
Accreditation Board Law, 1993 (PNDC Law 317) wasreplaced with the
National Accreditation Board Act, 744in 2007.

Therelationship between NCTE and the NAB wastenuousover the
years. Indeed, therewereinstanceswhere personnel of NCTE and NAB
leveled complaintsabout the over-reaching of mandatesand lethargy against
each other. Therewere complaintsthat NCTE saw itself asabody with
oversght authority over theother regulatory bodies. NCTE (2012) reported
that thereweresituationswherethe NAB and NCTE found themselvesin
roleconflict and roleambiguity. Theofficersof NAB had again complained
that thereweretimeswhen NCTE failed to provide policiesto guide the
tertiary education sector. Thus, the NAB took upon itself to issue
administrativedirectivesin theabsence of clear policy guiddinesfromthe
NCTE and such actions had been interpreted as NAB overreaching its
mandate.

Thesecomplaintsby NAB seemed to have been affirmed by NCTE
(2012) which stated that “wefind that deterioration in therelationship
between NCTE and NAB isaresult of lack of pro-activenesson the part
of NCTE withinitsconstitutional mandate...asaresult, NAB appearsto
beplaying rolesthat NCTE should havetakenup”. Additiondly, officersof
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NAB damed that therewereinganceswhere programmesinitialy approved
by the NCTE werenot submitted tothe NAB for accreditation. And NAB
viewsthat asdirect sabotage of itsfunctionsby NCTE (NCTE, 2012).
There had been issuesbordering on theinterpersona relationship among
theleadersof thetwo institutionswhich hampered collaboration among the
two ingtitutions. The NCTE (2012) stated that “we can confirm that the
current situation of uneasy co-existence is the result of past personal
relationship betweenthe NAB andthe NCTE”.

TheNCTE did affirmthat it derived its pre-eminent positioninthe
regulation of tertiary educationfromArticdle 70(1)(v)(d)(iv) of the Condtitution
of Ghana. And asper theNCTEAct, 1993 (Act 454), the Council wasthe
primary advisor onthedeve opment of tertiary educationto the Government.
The Council wasa so responsi blefor the coordination of the budget of the
tertiary education sector and defending the same before the Education
Committeeof Parliament.

Relationship Between Regulatory Bodiesand Tertiary Education
I nstitutions

TheNationd Accreditation Board accredited both privateand publictertiary
educationinstitutions. The NABPTEX conducted examinationstowards
theaward of Higher Nationa Diplomasand Diplomasfor both public and
privatetertiary educationingitutions.

The National Council for Tertiary Education’s (NCTE) advisory
mandate covered al agpectsand sub-sectorsof tertiary education, including
public and privatetertiary education ingtitutions. The Council wasmandated
to publishinformation ontertiary educationin Ghana. Inthisregard, it was
empoweredto collectinformationondl tertiary educationinditutions(public
and private).

The NCTE was expected to monitor theimplementation of policies
gpproved by theMinister of Educeation. Essentidly, the Council wasaconduit
by which tertiary education and public administration and financial
management policiesand guidelinesweretransmitted to tertiary education
institutions. The Council was expected to monitor theimplementation of
approved tertiary education policiesand report on theimplementation of
the sameto the Minister of Education and stakeholders. NCTE s policy
implementation activitiesin tertiary education were based on the del egated
authority of theMinister of Education.
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The enabling Act of the National Council for Tertiary Education
mandated the Council to collect annua accountsof publictertiary education
Indtitutionsand submit thesameto theMinister of Educationwith comments.
The Council was a so mandated to advise governing councils of tertiary
education institutions on the application for and acceptance of external
ass stance per government policy. The NCTE was expected to recommend
and monitor theimplementation of sandardsand normsintertiary education.
However, the Council did not have corresponding powersto take any
specified actionsagaingt theingtitutionsfor non-compliancewithitsnorms
(Chirwa, 2013).

The Council’ srel ationship with the private sector was not defined in
itsenabling Act. Thishad given theimpression that the Council had no
authority over the private sector (NCTE, 2014).

Relationship Between Tertiary Education Regulatory Bodiesand
Professions Regulatory Bodies

Professionsregul atory bodiesare mandated to license practitionersintheir
professiona domains; they arerequired by their enabling Actsto approve
theestablishment of indtitutionsthat offer educationand traininginthesubject
within their remitsand monitor the sameto ensurethat traineesare offered
standard educational experience. Statutory tertiary education regulatory
bodies are mandated to accredit institutions and programmes that are
adjudged to have met predetermined minimal criteriarequired for education
and training that would lead to the award of qualifications. However,
discussionswith respondentsfrom the National Board for Professional and
Technician Examinations and the National Accreditation Board revealed
mixed resultsregarding collaboration with professionsregulatory bodies
and statutory tertiary education regulatory bodies.

Respondentsfrom NAB and NABPTEX emphasi sed the necessity
for thetwo organi sationsto collaborate with professionsregul atory bodies
tofacilitatethetraining of professiona sto meet standardsrequired by the
regulators of the professions. A respondent from NABPTEX stated that
the Board workswith professionsregul atory bodiesto define competences
inthevarious subject areasto facilitate the devel opment of curricula; the
Board dsoworkswith expertsof profess onsregulatory bodiesto moderate
guestionsfor Higher National Diplomaexaminations.
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TheNational Accreditation Board worked with expertsprovided by
professionsregulatory bodiesto assessingtitutions and programmesfor
accreditation and continuoudy to monitor thequality of programmesintertiary
education institutions. However, a respondent from the National
Accreditation Board reported that thereweredisagreementswith aninfluentia
regulatory body of aprofession (the council of aprofessional body) andthe
Board regarding accreditation of ingtitutionsand programmes. The Council
did not agreeto joint assessment of programmesfor concurrent approval
and accreditation by itself and the Board. Indeed, it wasreported that a
situation arose where the Council failed to approve the mounting of a
programme which has been accredited by the Board. The Board has
therefore decided that it would accredit programmesin the subject areaof
the Council only after the programme has been approved by that Council,
toforesta | disagreementson accreditation with that particular body.

TheNCTE did not work directly with professiond bodies; the Council
ingpproving new programmesfor mountingin publicingitutionsdemanded
that theingtitution demonstrated that it had secured the collaboration of the
relevant professiona body to mount the new programme.

THEFUTURE OF TERTIARY EDUCATION REGULATION
IN GHANA

Toaddressthechdlengesintheregulation of tertiary education, the Education
Regulatory BodiesAct, 2020 (Act 1023) has been enacted to mergethe
Nationa Council for Tertiary Education and theNationd Accreditation Board
toformthe GhanaTertiary Education Commission (GTEC). Additionally,
the Nationa Board for Professional and Technician Examinationsand the
Council for Technical and Vocational Education and Training have been
merged to form the Commission for Technical and Vocationa Education
and Training (CTVET). The purpose of the enactment isto harmonisethe
consolidated bodiesto promote greater efficiency intertiary education
(dailyguidenetwork.com/educati on-bodies-bill-passed).

Theobject of the GhanaTertiary Education Commissionisto promote
the efficient and effective administration and accreditation of tertiary
education institutions; and promote the production of appropriate human
capita for thenationa economy, among others. The Commissionisexpected
to perform general, advisory, coordinating, regulatory and accreditation
functions (Government of Ghana, 2020).
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Act 1023 providesthat the Ghana Tertiary Education Commission
shall jointly accredit technical and vocational education and training
programmesand ingtitutions at thetertiary level withthe Commissionfor
Technical and Vocational Education and Training; and jointly accredit
professiond programmesandinditutionsat thetertiary level withthereevant
regulatory body (Government of Ghana, 2020). The Ghana Tertiary
Education Commission shdl liaisewith the Commissionfor Technica and
Vocationa Education and Training and other education regulatory bodies
particularly inthe case of tertiary education in the performance of their
functions (Government of Ghana, 2020).

The Education Regulatory BodiesAct, 2020, providesthat, “ The
Commission shall take appropriate actionsincluding sanctionsagainst
public and private tertiary education institutions which act contrary
to the norms and standards set by the Commission and the terms and
conditions under which accreditation has been granted “.

The Education Regulatory BodiesAct 2020 (Act 1023) (GoG, 2020)
makesthe GhanaTertiary Education Commissionthe pre-eminent regul atory
body in tertiary education. Thus, Act 1023 providesthat, “ despite the
provisions of any other law, the recognition, licensing, approval or
accreditation of any academic programme including postgraduate
degreesand diplomas and other academic degreesoffered at atertiary
education institution shall be the exclusive mandate of the Commission
to be exercised in accordance with this Act to the exclusion of any
other person or body” (GoG, 2020).

The GhanaTertiary Education Commissionismandated to sanction
tertiary educationingtitutionsfor non-adherenceto the Commissonsnorms.
Section 5 of Act 1023 gtatesthat “the Commission shall take appropriate
actions including sanctions against public and private tertiary
education institutions which act contrary to the norms and standards
set by the Commission and the terms and conditions under which
accreditation has been granted” (GoG, 2020).

Despite the pre-eminent position of the Ghana Tertiary Education
Commissionintheregulation of thetertiary education, Act 1023 requires
the Commission to cooperate with regul atory bodies of the professionsto
accredit professional programmes. Indeed, Act 1023 requires the
Commission to consult the relevant professional bodiesempowered to
approveor accredit coursesoffered at atertiary education institution, to
which the programme rel ates. Further, to deepen cooperation with the
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relevant professional bodies, theAct 1023 requiresthe Commission to
engage professiona bodiesand associationsto carry out inspection of the
ingtitution on behalf of the Commission. Act 1023 also requires the
Commission to engage the Auditor-General with regards to financial
management intertiary educationingitutions.

The Education Regulatory BodiesAct , 2020 (Act 1023) (GoG, 2020)
also merges the National Board for Professional and Technician
Examinationsand the Council for Technical and VVocational Education to
formthe Commissionfor Technica and Vocationa Educationand Training.
The object of the Commission isto regulate, promote and administer
technical and vocational education and training for transformation
and innovation for sustainable devel opment (Government of Ghana,
2020). The Commissionfor Technica and Vocationd Educationand Training
hasbeen given broad powersto formul ate policiesand regul aethevocationd
andtechnica education sector. The Commissionfor Technical and Vocationd
Education and Training hastheremit to “formulate national policiesfor
skills devel opment acrossthe broad spectrum of pre-tertiary and tertiary
education, formal, informal and alternative education; and co-ordinate,
harmonise and supervisethe activities of public and private providers of
technica and vocationd education andtraining, including theinformal sector”
(Government of Ghana, 2020). Act 1023 empowersthe Commission for
Technical and Vocational Education and Training to accredit programmes,
inditutions, centres, facilitators, assessorsand verifiersat theformd, informa,
non-formal, public, private and pre-tertiary technical and vocational
education andtraining ingtitutionsto ensurequdity ddlivery.

Act 1023 mandates the Commission for Technical and Vocational
Education and Training to collaborate with the Ghana Tertiary Education
Commissionand other relevant bodies. Indeed, the Education Regulatory
BodiesAct, 2020, providesthat the GhanaTertiary Education Commission
and the Commission for Technical and Vocationa Educationand Training
shall jointly accredit technical and vocational education and training
programmesand ingtitutionsat thetertiary level.

Conclusion

Inthiswork, the overlgpsand conflictsin themandates of regulatory bodies
of tertiary education in Ghanaaswell asthe manner by which statutory
tertiary education regulatory bodieswork with regulatory bodies of the
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professonsin regulating tertiary education and thechalengestherefromare
discussed. Additionally, we assessed the regul ation and coordination of
tertiary educationin fiveAfrican countries— Namibia, Ethiopia, Botwana,
Nigerian, Ugandaand Francophone countries. Threedifferent regulatory
mode sexist intertiary/higher education intheAfrican countriesstudiedin
this report. These are the Francophone Africa Model, the Sub-sector
Rgulatory BodiesMode and Dua Regulatory BodiesModd.

The FrancophoneAfricaModel — In FrancophoneAfrica, higher
educationisregulated by aGovernment minigtry for higher/tertiary education.
The CAMES has been established by these coountriesfor accreditation of
privateingtitutionsand the harmoni sation and equivalence of qudifications,
among others. Theexistence of CAMES makesfor cooperationin higher
education among Francophone countriesinAfrica

Sub-Sector Regulatory BodiesModel — Nigeriaand Ugandahave
separate bodiesfor theregulation of the Universities, Polytechnicsand
Colleges of Education. Such separate sub-sector regulatory bodies may
promote specialisationintheoversight of their mandated areas. However,
thelikelihood of “turf protection” and higher costsin such an arrangement
cannot beruled out.

Dua Regulatory BodiesModel — Namibia, Botswanaand Ethiopia
have two bodies with remit for coordination and regulation of higher
education. One body isresponsiblefor advising the Government on the
development of higher education aswell asthe planning and coordination
of the tertiary education system. The other body is responsible for
accreditation and quality assurance. Theroleof theMinister of Education
inthe supervision of higher education may be pronounced in Namibia,
Botswanaand Ethiopiathan the other countriesassessed in thiswork.

The 1992 Congtitution of Ghanaenvisionsaunitary regulatory body
for tertiary education; however, many other bodieswere established to
regul atedifferent agpectsof tertiary education without apoint of coordination
thusengendering some overlapsand increasing the possibility of conflicts
(NCTE, 2014).

TheNCTEAct, 1993 (Act 454) established the NCTE asthe body
referred to in the Constitution in article 71(1)(d)(i), and charged with
respongbilitiesfor advising the Minister of Education onthe devel opment
of institutions of tertiary education. However, the establishment of the
National Accreditation Board, the National Board for Professional and
Technician Examinations, the Coundcil for Technica and Vocationa Education
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and Training, and other bodiesthat were given separatelegal existence
haveresulted intheingtitutionalisation of amultipleregulatory regimein
Ghanaleading to overlapsand conflictsintheregulatory framework (NCTE,
2014).

TheNCTE wasnhot theonly body mandated to advisethe Government
ontertiary education. The Council for Technical and Vocationa Education
and Training was mandated by Act 718 to advisethe Government on all
aspectsof vocationa and technica education. Under section 2(1)(d) (NAB
Act, 2007 (Act 744) theresponsibility of advising the President onthe
granting of chartersto qudified privateinditutionswasassgned totheNAB.
Althoughtheorigind NAB Law, 1993, PNDC Law 317 did not empower
the NAB to advisethe President on the granting of charterstoingtitutions,
thisbrought to the fore the possibility of multiple organisationsgiving
conflicting adviceto the Government onissuesaffecting tertiary education.

Thekind of relationship that should exist among regulatory bodies
was not clearly defined. (NCTE, 2012) stated that there isan absence of
information flow acrossthethree supervisory bodies— NCTE, NAB, and
NABPTEX. Section 14 of theNAB Law, 1993, PNDC Law 317 required
NAB to submit annual reportsonitsactivitiesto NCTE, thereby ensuringa
reporting line between the two agencies. However, this provision was
dropped in the NAB Act, 2007 (Act 744). This action created a
communication gap that resulted in thetwo bodiesworking inisolation of
oneanother (NCTE, 2014).

Collaboration among statutory tertiary education regul atory bodies
and professional regul atory bodiesisnecessary to foster education and
training of professona swhose skillsmeet professona sandards. However,
it hasbeen reved ed that the regul atory bodies have not always cooperated
to ensure quality outcomes in tertiary education as far as professional
education and training isconcerned. Thisstate of affairsresultsfromthe
fact that the rel ationship that shoul d exist between theregulatory bodiesis
not defined intheir enabling Acts. And, thisoften engendered disagreements
on mandates. Multipleregulation could have adverse effectson tertiary
education if regulators fail to cooperate in exercising their mandates.
Regulatory costsare bound to increaseif regulatory bodiesfail to optimise
their objectives (Blackmur, 2007). Duplication of functional unitsand
operational objectives with its attendant cost to the higher education
subsector may betheresult.

Tertiary Education Indtitutionsare compelled to respond to regul atory
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requirementsof multipleregulatory bodies. For instance, thedual approval
processfor new programmeswhich were carried out by the NCTE and
NAB delayed the mounting of new programmesby publicinstitutionsand
affected their (publicingtitutions) competitivenessasfar asthe mounting of
new programmeswas concerned. Thedelayswere exacerbated if graduates
will requirelicensingto practise, inthat Stuation, theingtitutionwasrequired
to respond to the requirements of the profession’sregulatory Council .

NCTE’spreliminary assessment of new programmes mounted by
publictertiary education ingtitutions could take ayear to complete. And
that wasadrawback on the competitiveness of public tertiary education
ingtitutions asfar asthe devel opment of new demand-driven programmes
were concerned. The effectiveness of higher education was therefore
inhibited on the account of regulatory measuresinstituted by regulatory
bodies.

The development and mounting of HND programmeswasregul ated
by three bodies— NCTE, NAB, and NABPTEX. Section 4(1)(b) of the
Technical UniverdtiesAct, 2016 (Act 922) prescribesathree-stage process
for accreditation of Higher National Diploma programmes for public
institutions. Technical Universities that intend to mount new HND
programmes must first seek gpprova from NCTE; curriculum devel opment
and arrangement for examinationswere supervised by the National Board
for Professiona and Technician Examinationswhilst accreditationfell under
theremit of the NAB. Another wassueisthe duplication of operational
activitiesamong the statutory regulatory bodies. Both NCTE and NAB
had unitsfor data collection and analysis and on an annual basis, both
organi sations used a most the sameinformeation from the sameingtitutions.
The duplication of operational activities of the NCTE and the NAB
undoubtedly exacerbated the cost of regulation of higher education.

Inview of thechallengesinthemultipleregulatory regimein Ghana,
the Government of Ghanainitiated reformsto mergethe Nationa Council
for Tertiary Education and the National Accreditation Board to formthe
GhanaTertiary Education Commisson, and put together the Nationa Board
for Profess ond and Technician Examinationsand the Council for Vocationa
and Technica Educationtoformthe Commissonfor Technica and Vocationd
Education and Training with the passage of the Education Regulatory Bodies
Act, 2020 (Act 1023) by Parliament.

The Education Regulatory BodiesAct, 2020 (Act 1023) establishes
the GhanaTertiary Education Commission asthe pre-eminent regul atory
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body intertiary education. Thus, it hasprimacy in decisionsregardingissues
intheregulation of tertiary education. It isexpected that thereformswould
promote effective supervision and foster cooperationintertiary education.
Inthisregard, theAct 1023 providesthat the Commission shal liaisewith
the Commission for Technica and VVocational Education and Training and
other education regulatory bodiesparticularly inthe case of tertiary education
inthe performance of functions. The Commission isa so empowered to
proffer sanctionsagainst tertiary education ingtitutionswhich act contrary
to thenormsand standards set by the Commission.

Giventheabove, it ssemsthereformshaverationalised theregul atory
framework to potentially improvethe effectivenessin the supervision of
tertiary education. However, it remainsto be seen how themanagersof the
reformed ingtitutionswoul d operate the harmoni sed and the consolidated
bodiesto promotegreater efficiency intertiary education.
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Gender Dynamicsin University Classroomsin
Ghana: The Academic, Social and Psychological
Effect on the Quality of Sudent Learning

MAAMEAFUANKRUMAH
Abstract

The aim of this study was to investigate how gender dynamics in university
classrooms affect the quality of students' learning experiences academically,
socially and psychologically. The study wasinformed by the perception that gender
biases are perpetuated in university classrooms. A case study approach involving
553 students randomly selected from four faculties of a University in Ghana was
taken given that, the context of institutions differs. The quantitative data collected
using a semi-structured questionnaire was analysed using descriptive and
correlation analysis aided by the Statistical Package for the Social Sciences
(SPSS). The qualitative data on the other hand was analysed using thematic
analysis. The study showed that gender biases were often exhibited in areas such
as classroom participation, lecturer-student relationships, discipline and
assessment. Key academic, psychological and social effects identified included
students’ inability to answer questions in class, loss of self-esteem, inferiority,
shyness, timidity, feelings of exclusion and nervousness. The study is expected to
help educators and stakeholders alike to better understand the gender dynamics
present in tertiary classrooms so as to design and implement instructional
interventions that mitigate such, and improve the quality of students' learning
experience.

I ntroduction

Thedassroom dimateor environmentisthesocid, emotiond andthephysicd
aspectsof theclassroom or the*invisiblehand” inthe classroom (Bierman,
2011). Infact, previous studies have argued that | ecturers affect student’
learning and behaviour asthey interact with theminthe classroom based on
gender, race, ethnicity, class, nationality, disability etc. The behaviour of
lecturersinthe classroom istherefore, very important. Thisisbecausea
rich body of Socia Psychology research showsthat weareall vulnerable
to biases that operate without our awareness and this impacts on our
Interactionsand decision making in the classroom. Indeed, from ayoung
age, stereotypesrelated to race, gender, sexuality, and religion (to namea

46
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few) arelearned, reinforced and internalised through daily exposureto
embedded societal messagesand socid interactions (Collins, 2008). What
can be sometimes surprising and upsetting isthat, ingrained stereotype-
based biases can habitually influence our thoughts and behaviours, even
when those biases conflict with our personal beliefsand valuesthat control
us (Carnes, et al., 2012; Devine, et al., 2012). Stereotype threats for
example, have been found to have possibly lead under represented students
tofed additional mental and emotional pressureto succeed, whichincreases
cognitiveload, depletesworking memory and induces physiological stress
(Spencer, Logel & Davies, 2016).

A classroom environment wherethelevel of interaction benefitsall
studentsisaccordingly often encouraged to ensurethat all studentsimprove
their performance (Lorenzo, Crouch & Mazur, 2006). However, whilesome
researchersarguethat faculty traits such asteacher gender do not affect
classroom interactions (Crombie, et al., 2003; Krijnen & van Bauwsel,
2015), other researchershavefound otherwise. Canada& Pringle (1995),
in an observational study of classroom interactions found that “The
behavioursof fema e studentsand of both maleand femal e professorswere
strongly related to whether or not male students were present in the
classroom” . Other studieshave smilarly reported marked differencesin
classroom participation dueto theinfluence of faculty gender, race and
ethnicity (Statham, Richardson, & Cook, 1991; Nunn, 1996; Auwarter &
Aruguete, 2008; Boysen, et al., 2009). Fassinger (1995a) using a
guestionnaire survey administered to studentsand professorsin 51 classes,
similarly concluded that, the participation of female studentsin classwas
affected by the emotional climatein the classroom. Hefurther explained
that the observed gender differencesweretheresultsof gender politicsthat
werelargely absent in same sex environments.

These gender dynamicsin the classroom are what Crombie et al.
(2003) describeasa* chilly climate.” According to them, theterm “chilly
climate’ refersto “the aggregated impact of ahost of microinequitiesand
formsof systemic discrimination that disadvantage women in academic
environments.” For ingtance, it canimpact negatively on student performance,
emotiona well-being, sense of belonging and motivationto persistinan
academic field (Walton and Spencer, 2009; Killpack & Melon, 2016;
Spencer, et al., 2016). Pascarella, et al. (1997) therefore exhibit amodest
support “for the hypothesisthat aperceived chilly campusclimatecan, in
fact, have negativeimplicationsfor women’scognitivegrowth.” Sucha
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climate, inauniversity classroom, according to Brainard & Carlin (1998),
servesasabarrier blocking the route of women to degrees. This, if not
checked, may deepen thed ready existing divide between men and women
onthe campuses of many African universitiesaswomen fight to succeed
under these gendered circumstancesto get their diplomas, degrees, and
job opportunities. Another possibility isthat it may serveasadirect threat
totheaready existing gendered human resource on the African continent
(Hallam, 2002; Bennett, 2002; Ndlovu, 2001).

Thevariousformsof gender biasesexhibited inthetertiary environment
may includethe sexist use of language; stereotyping, disparaging viewsof
women,; differentid interaction patternsof professorsasafunction of sudent
gender; paucity of women faculty asrole model sand mentorsand gender-
based differentid attributions (Spencer, et al., 2016). In Ghana, Prah (2002)
arguesthat educationd systemsaregenderedintermsof culture, rulesand
expected outcomes. Thisisbecause gender inequalitiesare seeninthe
attitude of teachers, textbooks used and the educational policies used.
Unfortunately, these biasesare continued evento thehigher educationlevel
(Adomako, 1993; Sutherland-Addy, et al., 1995). Sutherland-Addy et
al. (1995) identified several waysthrough whichteachersadversely affect
the performanceof fema esthrough discouragement and intimidation, sexud
harassment, abuse and exploitation of females. Other gender inequalities
identifiedin GhanaandAfricaat largeincludegender stereotyping of courses/
subject (Mamag& Barnes2007).

Another dimensionto thisdiscussion issexual harassment, which
according to Bickerstaff (2005) cannot beignored because of itsconsstency
towardswomen by male colleagues and professors. A review of African
literatureindicatesthe preva ence of sexua harassment and gender-based
violence on the campuses of many African universities— Botswana,
Ethiopia, Ghana, Nigeria, South Africato mention but afew (Sutherland-
Addy, et al., 1995; Sall, 2000; Mama & Barnes, 2007). Perhaps, the
most infamous case of sexud harassment inAfricainvolved the heckling of
afemale student at the University of Dar Es Salaamto anextent that itis
generally believed that, it forced her to commit suicide (Sdll, 2003). Mama
& Barnes(2007) further argue that these sexually harassing behaviours,
which are often routine and persistent comein different formsincluding
direct physical violence— rapeand assault which sometimesresultin death
as earlier mentioned. Reports of widespread occurrence of sexual
harassment and sex for grades have a so been made (Morley, 2011).
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In the view of Hallam (1994), gendered hostility towards female
studentsand staff inAfrican higher educationisamost endemic. Themain
purposeof theseunethica actsisoftento silenceand intimidatean individua
womanin particular and women in general. These biasesin institutional
cultureaccordingtoKillpack & Mel6n (2016), if not checked can prevent
diverse students from thriving and persisting in for example, Science,
Technology, Engineering, and Mathematics (STEM) fields, which are
currently needed for economic development.

Intermsof current measures put in placeto addressgender biasesin
thetertiary sector, literature shows that guaranteeing equal access and
opportunity for dl, intheareasof educationand training regardlessof gender
isamagjor priority for many stakeholders (Gentry, et al., 2002; Coates,
2015; Ledig et al., 2015; MacNell, et al., 2015). Accordingly, insideand
outsideAfrica, privateand public policiesareincreasingly being aimed at
broadening accessand participationin higher educationfor dl. For instance,
the American Association of Collegesand Universities has proposed an
“Inclusive Excellence’” model aimed at institutional changeinwhich case
ingitutionsmust strategically invest inand coordinateinclusivity effortsand
createacampusculturethat wel comesand valuescultural diversity among
all students(Bauman, et al., 2005; Milem, et al., 2005).

Similarly, for thebetter part of the past fifty years, theAfrican academy
has recognised (if not always responded to) the need to transform the
composition of academic and management staff, students, and curricular
content, most often intermsof race and gender (Mabokela& King, 2001;
Mabokela, 2000). The Network of Southern African Tertiary Institutions
Challenging Sexua Harassment and Sexud Violence, wasasaresult formed
in1996in Gabarone, Botswana Also, aninvestigation into the effectiveness
of sexual harassment policies between 2004 and 2006 in someAfrican
countries, was conducted by Bennett, Gouwsand Kritzinger (University of
Stellenbosch), Hames (University of the Western Cape), and Tidimane
(University of Botswana); to degpen our understanding of the challenges
facing suchinterventions(Mamaé& Barnes, 2007). A key recommendation
made wasthat al theinstitutions haveto formally establish procedures
through which complaintsof sexua harassment could behandled (Bennett,
etal., 2007). Theseinterventionsaremeant to ensurethat indtitutionsmilitate
against stereotypethreat in classroomsand cultivateintellectua and social
environments, wheredl sudentshaveequa opportunity to achieveacademic
success (Killpack & Mel6n, 2016).
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Granted, previousstudieshavelooked at theissue of gender severaly;
nevertheless, the present study is<till important because gender issueshave
often been discussed in not lessthan binary definitionsof gender in areas
suchasmedialiteracy, sexudity, race, violence, and masculinities(Hed ey,
2013; Krijnen & van Bauwel, 2015). Besides, thefocus of most of these
studieshasbeen at the pre-tertiary level (primary and secondary school)
and not at the higher educationlevel. Studiesat thetertiary level areinfact,
few (Fassinger, 1995g; Brainard & Carlin, 1998; Sall, 2003; Blickengtaff,
2005; Mama & Barnes, 2007). It isfor these reasons that the present
study focused on gender biasesduringinteractionsin thetertiary classroom
and how it affects studentsacademically, socially and psychologicaly.

Theterm* classroominteraction” isconsstently used inthisarticleto
describetheformand content of behaviour or social interaction between
lecturersand studentsin aclassroom setting. Such interactionsmay occur
during classroom discussions, debates, question and answer sections,
conversations, small-group interactions as well as entire classroom
Interactions. Of course, classroomsare complex socia systemsand canbe
even multifaceted (Pianta, et. al, 2012). Hence, such interaction may go
beyond the classroom setting aslecturerstry to provide counselling and
coaching services, supervise student projectsand navigate studentsthrough
their career and professional experiences. Specific areas of classroom
interaction explored by thisstudy include encouraging femal e classroom
participation, student-lecturer relationshipps, discipline, assessment and sexud
issues.

Documenting whether lecturersreflect and perpetuate such biasesin
the classrooms of the University was considered necessary giventhat, if it
exids, it can potentidly affect thequdity of sudentsperformanceandlearning
experience (Thrupp, 1999; Mortimore, 1998). This study is therefore
expected to provideaninsight into how studentsview their interactionwith
lecturersboth inside and outside the classroom. The study findingsare
expected to aid educators and researchers alike to better understand the
gender dynamics present within the university context so that instructional
interventionsmeant to mitigate such and improve student performance can
be designed and implemented.

Specifically, thefollowing four objectiveswere examined:

¢ Tofind out whether gender biasesexist in the classrooms of one
Ghanaian Universty (GU) and how theseare manifested.
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¢ Toexaminethereationship between student gender and faculty on
the one hand and the sel ected variables— encouraging female
classroom participation, teacher-student rel ationships, discipline,
assessment and sexual issues, ontheother.

e To identify the specific effect of such biases on students —
academicdly, socidly, and psychologicaly.

¢ Tomake recommendations based on the study findings.

M ethodology
Sudy design, sample and sampling technique

Only one GU waschosenfor the case study becausean in-depth knowledge
wasdesired and the context of indtitutionsdiffers. Four out of theUniversity’s
fivefacultieswere selected. Two departmentswere sel ected from each of
the sal ected faculties using smplerandom sampling techniques, except for
thefaculty D which had just two departmentsout of which onewas selected.
Samplesfrom each department were sal ected using convenience sampling
techniques (al second- and third-year students present for lecturesarranged
apriori with lecturersparticipated in the study). The second and third-year
students were best suited for the study because of their relatively rich
experienceintermsof gender biasesduring classroom interactions.

Data Collection Method

The semi-gtructured questionnaire utilised had 36 itemsin thefollowing six
main sections: (1) Encouraging classroom participation. (2) Teacher-student
relationships. (3) Discipline. (4) Assessment. (5) Sexual issues. (6)
Associated academic, psychological, socia and other related effects. The
structured part of the questionnaire had afive-point Likert scaleranging
from“dways’ to“nota al”. Theingrument wasdevel oped after anextensive
literaturereview, peer review and piloting using first year studentsinthe
unsel ected faculty. Thepilotinginformed correctionsand revis onsmadeon
the questionnaire before the final administration in December, 2018.
I nappropriate questionswere dropped and few additions made based on
the suggestions given during the peer review and piloting. The study
participantswere met by gppoi ntment — meeting appointmentswere made
with lecturersteaching the sel ected departments. A 100 per cent response
rate was obtained. For ethical reasons, the purpose of the study was
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explained, voluntary participation and confidentidity wereemphas sed, and
sudentsweregiventheopportunity to ask questionsduring theadministration
of theinstrument.

Method of data analysis

The quantitative part of the datawas analysed using descriptive statistics
(frequencies, and percentages) and correlation (spearman correlation
because of the non-parametric nature of the data) with the aid of SPSS
16.0. The qualitative component was analysed using thematic analysis.
Emerging themeshighlighting areas of biaseswereaccordingly coded and
the rel ationship between the various themes and the research questions
summarised. The use of thematic analysisaided flexibility in selecting
appropriateissuesand putting theinterpretationsin context. In carrying out
analysis, thefollowing five stages of thematic analysisrecommended by
Lacey and L uff (2001) were adapted — transcription, organisation of the
data, familiarisation, coding and creation of themes.

Transcription

Each questionnaire was given acode easily traceabl e to the respondent.
Therespondent’ answersweretranscribed verbatim according tothe order,
inwhich the questions appeared on the questionnaire.

Organisation of the data

After thetranscription, repeated answerswere del eted and remaining ones
ordered according to the order in which the questions appeared on the
questionnaire.

Familiarisation

Thetranscribed datawas severally read to ensurefamiliarisation with the
databeforethe detailed coding of the content started.

Coding

Eachitem on the questionnairewasgiven acode. Thecharacteristics(e.g.
gender) of therespondentswere a so assigned codes (etterswere used to
represent each respondent and numbers were used to present their
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characteristics). Emerging major themes were also assigned codes
(numbers). Overdl, thefollowing four mgjor themesemerged— academic,
psychologica and socia effects, and sexual distractions.

Creating the Themes

Themagor ideas’themesemerging from each mgor themewerefurther coded
to develop morerefined categories (sub-themes). These coded responses
werethen compared, contrasted and reported on.

Results

Thissection hasfour main parts. First, the biographic datais presented.
Thenext partsare presented in theorder of theresearch questionsasshown
below:

B. The existence and manifestations of gender biases in the
classroom (RQ1).

C. Therdationship between student gender/faculty and the selected
variables(RQ?2).

D. Theeffect of gender biaseson students (RQ3).

A. Biographicdata

Overdl, therewere 553 studentsinvolved inthe study — 402 (73%) males
and 151 (27%) females. Out of this163 (29%) werefrom faculty A, 142
(26%) from faculty C, 127 (23%) from faculty B and 121 (22%) from
faculty D (seeTable1).

Tablel: Biography of theRespondents

Department 1 2 3 4 5 6 7 Total
Faculty

A 115 48 163
B 110 17 127
C 127 15 142
D vl bl
Total 115 8 110 17 127 15 Al 553

Source: 2018 Field survey.
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B. The existence and manifestations of gender biases in the
classroom (RQ1).

Asindicated on Table 2, themgjority (39%) view wasthat gender biases
sometimesoccurred inthevarious classroomsof the Univeraty. Therate of
occurrence however, varied according to the course and the gender of the
lecturer concerned. For example, to the majority of (62%), gender biases
were more characteristic of malelecturers. With regard to specific areas
where the lecturers showed biases, the following four areas stood out:
encouraging femal e participation, student-lecturer relationships, discipline
and assessment. Detailsareasfollows:

Encouraging female participation

This sub-theme focused on leadership, presentations, coaching and the
promotion of professionsintheclassroom aswell astheinclusion of sudents
invariousclassroomactivities. Intheareaof leadership, themgority (40%)
view wasthat positionswere most timesrotated among students mostly
by malelecturers (47%). Many of the students (71%) a so indicated that
the malelecturers most of the time (53%), ensured presentationswere
madeinturnsby all students. The samewastruewhen it cameto coaching
students (78%) and actively encouraging femalesto participatein class
activities (72%). Another interesting finding wasthat, the malelecturers
(50%) avoided stories/jokes/comments that disparaged females. The
majority (34%) were of theview that, the malelecturersespecialy talked
about women in humorous ways. Regarding the promotion of gender
sereotypeintheclassroom, themgority (30%) view wasthat thisoccurred
sometimes and was more characteristic of malelecturers (SeeTable 2).

Class assessment

Student assessment isanother areapurported to have giventhelecturers
the opportunity to show gender bias. Thefact asindicated by the majority
(38%) however wasthat lecturers seldom called more on male students
than femd e sudentsduring classroom discussons. Themalelecturers(46%6)
in particular, mostly looked for the hands of all studentsirrespective of
gender. Besides, the lecturers seldom: (a) Asked mal e studentsfactual
questions and femal e students easy questions (42%). (b) Expected male
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Table2: Encouragingfemaleparticipation
ks B wn
L N|eD
BE|B 5
Participants w é é e T g‘g g§ §
R EHE
S 22|38 |8|2|6863|5
Gender biasesvaried by | Male 917|136 |13|BH| 62 | 16 |2
class or subject. Femde |10 (19|47 | 5|19 B | 44 | 18
Total |11 (17| [10|/23| %5 | B |24
Lecturers: Made |24 |16|28 |12|23| 20 | Z7 | 3
Regularly rotated leader-| Femde | 2 {2336 | 6| 13| 3 | 40 |2
ship positions.
Total |2 (18|30 (10| 20| 47 | A | 2
avoided gendered forms |Male |2 (15|27 (14| 2| 2 | 26 | 2
of professions; Femde |2 (18|37 |10| 13| 20 | &£ | 19
Total |2 (15|30 [13|20| 48 | 3 |24
avoided denigrating Male 2014|265 2| 20| S | A4 |2
stories/jokesto females, |Femde |5 |21 |0 |11 (13| 42 | 41 | 17
Total |21 (16|26 |[12|5| 0 | 9 |24
talked about womenin | Male 6|9 28 |15(47| 61 1“4 |5
humorous ways; Femde| 9|18 %A | 7|2 A4 | 6 | D0
Tota 712|226 |13|4&R2| O | 171 |24
used exampl es that Male 913|199 | 9|0 4| 19 |Z
excluded females; Femde | 11 |17 |27 |2|B| H | B | D
Tota 94|22 |0|H| 2| B |5
actively encouraged Male |2 20|16 | 5| 6| %5 | 5 |20
female participation; Femde |46 |26|19 | 6| 3| 3B | 46 | 18
Total |51 |2|16 | 6] 5| 500 | 0 |20
coached both female Mde |61 |17|13 | 5| 4| 5 | B | 2
and male students; Femde |50 (23|17 | 7| 3| 46 | H | 19
Total |58 |19|14 | 5| 4| 2| 26 |2
ensured all students Male |22 |22|13 | 6| 8| % 2 |2
did presentations. Femde |41 | 5|20 (11| 3| &2 | 37 | A
Total |49 |2|B | 7| 7| B | B |2

Source: 2018field survey.
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studentsto do better (38%) (¢) Graded maeand femaestudentsdifferently
(47%). (d) Ensured female students got more marks than their male
counterparts (38%). In fact, many (65%) of the studentsindicated that,
thelr lecturersbelieved all students can succeed academically (seeTable
3).

Table3: Assessment

Discipline
Qo
g |5

— |E B
Item g g B = Pz 0| O
B g zlE(s|z|s2|c2|8
5 | 2|S D s ’5§ 5§ 2
6O |28 (B|2|=28|=2|5

Lecturers:
1 Cdledmoreonmae Male 812|283 |17|40| =8 16 | 26
students. Femde| 14 |16 27 |11 || 42 % | 2
Total |10 |13(24 (15|38 | ™~ AR
2. Looked for the hands Mde |46 (17|19 | 7|11 | 20 24 | 2
of all students. Femde| 3 (21|30 | 5| 9| A 4 | 2
Total |43 |18| 2 | 6|11 | 46 0|5
3. Askedfemalesfactual Mde | 12 |15|17 |11 |4 | 20 18 | 2
and easy questions. Femde| 13 |16|25 |11 |3H| 0 | 4 | B
Total |12 |16(19 (11|42 | 20 19 | 31
4. Gradedmaeandfemale (Mae | 12 13|18 |10 (47| ™4 13|33
papersdifferently. Femde| 1313|220 | 8|46| B | B | B
Total |12 (13|18 |10 (47| =0 19 | 31
5 Expected malesto Made |17 |21 23 | 9|30| 5 | 16 | 2
perform better. Femde| 5|5 |23 | 7|30 46 | B | 2
Total |14 |16|20 [12|38| &2 0 |28
6. Ensured femaestudents|Mae | 1315|220 (14| 38| 5 5|30
got more marks. Femde| 2 |20|19 | 9|40 | 4 | 3 | 5
Total |14 |16|20 [12|38| 2 0 |28
7. Believed al students Mde | @ (11|10 | 4| 6| 45 2l | 28
could succeed. Femde| 54 (19|14 | 5| 8| 3B P |5
Total |66 |13 |11 | 4| 7| 42 0 | 28

Source: 2018field survey.
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Themajority (31%) view intheareaof disciplinewasthat lecturers
seldomtook theinitiative to respond to students’ needs— usually, the
students complained first. Nevertheless, lecturer most times (53%)
responded swiftly and firmly when mal e students disrespected female
studentsin the classroom. Many of the students (66%) were also of the
view that lecturersmost times disciplined al students, regardlessof gender
and ensured al behaved well. Thisnotwithstanding, the mgjority view was
that discipline was most times. In the view of others however, (30%)
discipline was sometimes skewed towards mal e students. See Table4 for
moredetails.

Table4: Discipline

o [}

Item " g é £ = gw é %) g
ko) 2| g ’é S|s|oZ|log|8
5 2|0 Sy B§ 5§ 2
6 |23 |B|2|=2|=2|5

Lecturers:
1 Didnotwaitforfemales [Male | 20|20 |20 | 20|20 50| 21 |2
to openly complain. Femde| 18|22 (3L | 11| 19| 4 | R |24
Total | 13|16 |20 |11|31| 48| 24 |28
2. Responded swiftlyand ([Mde | 25|21 |24 | 10| 20| 5 | 18 | 5
firmlywhenmaleswere [Femde| 19| 8 |31 | 1| 11| &2 | B | DO
disrespectful tofemales.| Total | 23|23 |26 | 10| 18| 53 | 24 | 23
3 Sawtoitthat al Mde |70|12| 9| 4| 5| #A | B |R
gendersbehavedwell. |Femde| 56|24 (15| 3| 2| B | 8B | 2
Total | 66|15 (11| 4] 4| 48| O |
4. Madedisciplinemostly |Made | 19|22 |31 | 9|19 M | 20 | %
skewed towards men. Femde| 18| 28 |28 | 8|18 & | B | X3
Total | 18|24 |0 | 8|20 51| 24 |5

Source: 2018field survey.
Student-lecturer relationships

Regarding student-lecturer relationships, theoverall picturewasnot very
good. Eventhough 29 per cent of the students shared theview that al were
friendsof thelecturers sometimes, themgjority (37%) pointed out that, the
lecturersseldominvited sudentsfor privatechats. Thiswastruefor bothmale
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and femalelecturers. Neverthel ess, studentswere seldomunconsciously
shunned (28%) or prejudiced against (27%) by their lecturers. Another
interesting claim by the mgjority (30%) wasthat thelecturers sometimes
behaved differently toward mal e and fema e students (24% were undeci ded
ontheissue). Also, thelecturerswere said to have paid more attention to
femal e students sometimes (29%) and that particular groups of female
sudents seldomreceived moreattention than they should (25%). See Tableb.

Table5: Sudent lecturer-association/relationship

o Q@

Item w-gée‘:"gméw%

g glzE|s|8|ells2 |8

5 2|4 Slx B§ 5§ 2

6 |28 |B|2|=28|=28|5

1 Male students were Male 9|/19|26 [18| 28| 53 0 |27

unconsciously shunned.|Femde| 13 |21 (31 | 9|26 | 46 | 0 | 24

Total |11 (19|27 |15| 28| 51 B |26

2 All werefriendsof Mae |0 |2(27 |10|11]| 51 21 | 28

lecturers. Femade| 21|26 (3B | 9| 9| 43 |20

Total | 28|23 |20 | 9|11| 4 2l | 2%

3. Lecturersinvited al Mde [12|10|25 15| 38| 51 18 | 31

students for private Femde| 11 (16|25 |13|3H| 48 | 20 | 23

chats. Total M|{13|25 (1437 D 21 | ™

4.  Lecturer behaviour Mde (19|18 |30 | 9|24 | 5 17 | 26

toward maleswas Femde| 18 | 25|30 (12| 15| 42 7 |2

different. Total |18|20|30D |10| 22| =3 B |24

5. Lecturerswere Mde |[10|17 |3 [13| 28| 53 0 |27

preudicedagainst males. |[Femde| 9|18 |3 |17|21| 48 | D | 2

Total | 10|17 |31 |14| 27| B2 B |5

6. Lecturersgavefemales (Made | 24|19 |27 | 9|20 6/ | 13 | 20

alot of attention. Femade| 19|28 (34 | 5|14 72 13 | 15

Total |2 |21|29 | 8|{20| & 13 | 19

7. Particular groups of Made |20(20|21 |10/ 28| &4 | 11 | 5

female studentsreceived |Femde| 27 |23 |24 | 9| 17| 56 % | 18
more attention than

they should. Totd |23 |20|2 |10|5| & | 15|23

Source: 2018field survey.
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Sexual issues

Thestudy further showed evidence of sexua undercurrentsintheclassroom.
Although the mgj ority (43%) mentioned that sexual assaultswereseldom
reported, a minority (9%) indicated these were most times reported.
Mention was al so made of unwanted sexual contact, asindicated by the
majority (38%) though thisoccurred seldom. A minority (6%), however,
pointed out that thiswas most times experienced by students. The same
wastrue of sexual violence against women. Thus, whereasthe majority
(41%) claimed that, sexua violencewas seldom reported; aminority (8%)
pointed out that sexual violence against women wasmost timesreported.
Interestingly, most of these sexud assaultswere seldomagaingt maestudents
asindicated by the majority (48%), seldom (41%), reported caseswere
against women SeeTable6.

Table6: Sexual issues

o (0]
Item Q é é = © Em § 5 g
ks S| g ’é Sl=|al|22|8
S 2|0 Slx B§ B§ 2
6 (2|8 |B|2|=28|=28|5
1 Womenreported being | Male 8|10 |2 |10|50| 20 27
sexually assaulted. Femde (10 |2 |B |10 |5| 51 PA]
Total 9|13 |5 |10 (43| 20 24 | %
2. Women experienced Male 4|14 |24 |5 |4LB] 8| 17 |5
unwanted sexual contact.| Femae (10 |23 |#A |11 |2 | 5 5 |0
Total 6|16 |26 (13|38 57 9 |24
3. Sexual violencewas Made 7113|119 (13|48 | 41 2 |\Z
reported by women. Femde |1 | B (2 1 (B| B | 4 |0
Total 8|16 |23 |12 41| 40 5 |5
4.  Men havebeenvictims | Male 5/10 |20 |14 |51 | 40 2 (A
of sexual assault. Femde | 8|12 |24 |17 || 41 5 | A4
Total 6|10 |21 |15 (48| 40 31 |

Source: 2018field survey.

Tofurther investigatetheissue, the correlation between the occurrence
of sexud related issuesand faculty wascarried out. Theresultsare presented
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onTable7. Asexpected, the Table showsevidence of sexual related issues
such sexua contact, assault and violencein al four selected facultiesthough
relatively small. For instance, although many (82—-85%) of the students
indicated that the above sexua abusesdid not occur intheir faculties; quite
asubstantial number of them (15-18%) also pointed out the opposite. A
comparison of thefacultiessuggest that the most occurrencewasinfaculty
B andtheleast occurrencewasin faculty C.

Table7: TheOccurrenceof Sexual Related | ssuesby Faculty

Faculty A B C D Total
Sexual contact

Always v\ % 16 4 15
Not at all K7 u A 23 &b
Tota A 15 3 20 100
Sexual assault

Always 21 2 2% 2% 17
Not at all 18 15 3B 2 83
Tota 18 18 b 2 100
Sexual violence

Always 2 3 24 16 18
Not at all 19 15 3B 2 &
Tota 21 18 b 2% 100

Source: 2018field survey.

C. Therelationship between student gender and faculty on one
hand, and the selected variables— on theother hand

According to Table8, therewasasi gnificant rel ationship between student
gender and the selected variables(correlationsweresignificant at the 0.01
level, 2-tailed). The Table (thefiguresin bracket), showsthat student gender
shared 6 per cent of the variability in the unwanted sexual contact
experienced by females, 5 per cent in sexua assaultsreported by females,
and 5 per cent in sexual violencereported. A student’sfaculty on one hand
shared, 7 per cent of thevariability in unwanted sexual contact experienced
by fema e students, 5 per cent in sexual assaultsreported by females, 4 per
cent in sexual assaults reported by females and 4 per cent in lecturer
utterances, that made femal e studentsfed uncomfortable. These estimates
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though smdll, suggest that thevariability inthe selected variablesisaccounted
for by other variables other than those examined by the studly.

Table8: Correlationsbetween theselected variables

Correlation Correlation

Selected Variables Coefficient Coefficient
for or Faculty | for Gender

L ecturers voided stories/jokes/comments 080 —151** (2.28)
derogatory to females.
L ecturers used examplesthat made females 107 —133** (1.77)
feel excluded.
Lecturerstalked about women in ways that J189** (357) | —181** (3.27)
made them uncomfortable.
Lecturers allowed jokes/stories that made A42%* (2,02) | —111** (1.20)
femal es obj ects of laughter/ridicule.
Women reported being sexually assaulted. 216** (4.67) | —221** (4.88)
Women experienced unwanted sexual .265** (6.55) | —238** (5.66)
contacts.
Sexual violence wasreported. J198** (3.90) | —214** (4.57)
Male students were unconsciously shunned. | .152** (2.31) | —067
Particular groups of female students received | .145** (2.1) -105*
more attention than they should.
Lecturers called on male students more A34** (1.79) | —114** (1.23)
than female students.
All students were made to believe they -054 .130** (1.69)
could succeed.

Note:

* Correlationissignificant at the 0.05 level (2-tailed).

** Correlationissignificant at the 0.01 level (2-tailed).

* R?isinthebracket

D. Theeffect of gender biasesin the classroom

Thediscussionsunder thissection, arefrom the unstructured section of the
semi-structured questionnaire employed by thestudy. Theresponsesof the
sudentsregarding theeffectsof gender biasesinthecdasssroomweregenerdly
classfiedintofollowing four categories— academic, psychological, socia
and sexual effects.
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Academic effect

Academicdly, the studentshad the perception that | ecturers expected more
from mal e sudentsthan femal e sudents. Themaestudentsin particular felt
femal eswere often favoured in assessments because of their relationship
with lecturers. For example, it wasmentioned that, somefemaesintentionaly
do not work hard becausethey know somelecturerswill surely passthem.
These perceptionshad different effectson the tudentsbased on their gender.
Whereasthe femal e studentswere motivated to work hard to provetheir
mal e counterpartswrong, the mal e studentswere discouraged and did not
put intheir best becausethey felt the assessment processeswere not fair.
Thisaccording to the studentshasled to poor academic performance. Others
felt unhappy and bad and even absented themsel vesfrom lectureshandled
by such lecturersor planned |eaving the university. Some of the students
commentswereasfollows:

A.  “Sometimesthey exchange marksto suit ladies.”

B. “Sometimesfemalestudentsare given somefreemarksdueto
their relationshipwithlecturers.”

C. “Whenl amlearning | know that they dwaysfavour femaesso
| study hard to get more marks.”

D.  “Itdoesn’turgemetolearn hard because after dl, thefemales
will befavoured.”

E “Sometimesstudentsprefer not to study hard becausethey know
they would get higher grades.”

F  “lthaskilledthelearning spiritin male studentsand | havelost
my lovefor the course.”

G “Itcontributesto poor performance.”
Psychological effects

Thepsychological effectsof gender biasesin the classroom mentioned by
thestudentswere: |ossof self-esteem, inferiority complex, shyness, timidity,
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exclusion, nervousness and theinability to answer questionsin class. Other
effects identified were feelings of not being capable of doing well
academically, lack of attention during lecturesinvolving alecturer whois
biasedinoneway or theother, lossof interestin the course, and unwillingness
to gpproach biased lecturersfor further discussionsand clarification outside
the classroom. These were some of the commentsfrom the students:

“Makesmefed inferior.”
“Itmakesonetimid and shy.”
K: *“Itcausesinferiority complex.”

H  “ltmakesmelosemy self-esteem sometimes.”
I
J

Social Effects

With respect to unfairness or unequal treatment, the general perception
wasthat themal e studentswere often treated badly especidly, inthe presence
of femal e students. A ccording to the students, male students were often
disrespected, disgraced, insulted, looked down upon, ignored or givenless
attention. For example, when studentswerelatefor aclass, thefemales
wereallowed in, but the malesare sacked. Thus, the male students often
felt nervousapproaching lecturers. The supposed “ favoured” fema estudents
presumably showed an air of superiority and thisbrought division and
unhappiness among the students. These were some of the students
comments.

“Weall deserveto betreated equaly, right?’
“Maesudentsaretreated badly especidly inthemidst of girls?’
“Malestudentsget humiliated by femaleteachersinclass.”
“They look downon us, males’.

“1t makes some peopl e seethemsel vesas superior inclass.”

“It hasbrought about classdivision.”

“Studentsfindit difficult to sharetheir problemsor what worries
themwithlecturers”

VQUVQzZzI-

Sexual distractions effects

According to the students, theway some male studentstalk about sex and
ordly “harass’ fema estudentsin classmade concentration very difficultin



64 Ghana Journal of Higher Education \olume 8

theclassroom. Thesamewastrueof how somefema estudentsand lecturers
dressed to classand theway and manner somefema e studentsdisrespected
male studentsin the classroom just because of their “ supposed” relationship
with malelecturers? Thesewere some of the responsesfrom the students
onthisissue

S “Somelecturersaredating femaestudentsand the male students
harassthefemal e students’

T. “Femaestudentsandlecturers dressing seduce male students’

U “Female students disrespect male students because of their
relationshipwithmalelecturers’

V. “It hasmadefocusing and concentrating in classvery difficult.”

W “Teachersforcefully take students’ phone numbersto call and
toast them with proposals, al in the name of giving them good
grades.”

Discussion

Regarding thefirst objective, astowhether gender biasesexisted, theoverdl
finding wasthat gender biasesdid occur in the classroom sometimesand
that they varied depending onthe courseand thelecturer concerned. Although
such biasesinthe classroom can generally be covert or overt, thefocus of
thisarticlewason overt biaswhich oftentendsto beintentional and obvious
and may contain subtleinsultsand offenses (Sue, Capodilupa, Nadal, &
Torino, 2008; Boysen, et al., 2009). Boysen, et al. (2009) in asurvey
ng the perceptionsof 2,523 professors, graduates, instructors, and
undergraduateson classroom bias, amilarly reported that sudentson severd
occasions, experienced thingsthey didn’t like, were perhaps, alittle or
morethan subtly derogative or thingsthat made them uncomfortable. The
study finding isfurther supported by Boysen, et al. (2009), who showed
that “One place that studentsface overt and subtle forms of biasisthe
collegeclassroom”. Marcus, et al. (2003) showed that studentsexperienced
higher levelsof biasesinthe classroom than outsideit further supporting the
finding of thisstudy. Thesefindingswererather unfortunate given that the
teaching profession requiresall studentsto betreated equally regardlessof
their background; gender or any other characteristicswhich could bea
basisfor discrimination.

Interms of how such biaseswere manifested, two areas stood out:
(1) which teacher gender generally made students uncomfortablein the
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classroom and (2) issues surrounding sex perpetuated by male students
and lecturers. Asindicated by 58 per cent of the respondents, gender biases
inthe classroom were more characteristic of malelecturersthan female
lecturers. For example, the male lecturers did not avoid stories/jokes/
commentsthat denigratefemales. Thisfinding isnot surprising because,
gender biasesin society though, generaly perpetuated by all gendershave
often been against women (Sartore and Cunningham, 2007).

Regarding the second i ssue on sex, the tudy showed that sexua assault
was aways (8%), most of the time (13%) or at |east sometimes (25%)
reported. The gender that generally experienced more of these assaults
wasfemal esasindicated by someof the studentswhoindicated that femaes
always (9%) or most of the time (13%) experienced sexual assaults.
Sonnert (1995b) inamilar study involving 191 femd efelowshiprecipients
smilarly found 12 per cent of thefema esreporting being sexually harassed
during their graduate school or early professional experience. The study
findingsare aso supported by earlier argumentsthat women encounter
more sexism thanmen (Swim, et al., 2001, Kalof, et al., 2001).

Regarding thesecond objectivewhich sought tofind out therd aionship
between the sel ected variables, the study showed that astudent’ sfaculty
ononehand shared 7 per cent of thevariability in unwanted sexua contacts
experienced by women, 5 per cent in sexual assaultsreported by women
on the other hand. These suggest that sexual related issues were more
prevaent in somefacultiesthan others. Whether such sexual issueswere
reported or not similarly depended onthefaculty involved. Aspreviousy
mentioned, sexud contact, assault and violencemostly occurred at thefaculty
of Applied Sciencesathough somefacultieshave fewer femal e students
(e.g. Engineering) than others. Thisnotwithstanding, further researchis
necessary to ascertain why sexua issueswerereatively moreprevaentin
somefacultiesthan others.

Thethird objectivewasto identify the specific effect of such biaseson
students. The study findings indicated that male students were often
disrespected, disgraced, insulted, looked down upon, ignored or givenless
attention. Theselecturer behavioursare unethical giventhat the Code of
EthicsPolicy (2016) of the university section 4.0 prohibitsintentionally
causi ng reasonabl e apprehension or harm. Theseincluded but not limited
to abusive language and/or physical or verbal intimation, harassment,
decimation, coercion andfairnessfor al students. Boysen, et al. (2009) in
a survey assessing the perceptions of 2,523 professors, graduates,
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instructors, and undergraduates on classroom bias, smilarly reported that
onsevera occasions, studentsreferred to thingsthey did not like or were
perhapsalittle or more subtly derogative, making them uncomfortable.
Such biasesincluded indirect confrontation, discussionandignoring.

The effect of these as evidenced by this study can be academic,
psychological, socid etc. Such biasesaccording to Benson and Thomson
(1982) can causefemd e studentsin particular to beginto carefully look for,
monitor and even avoid lecturerswith such attitudes. Some may even not
choose courses, programmes and careersthat involve such lecturers. Staff
who engaged in such relationshipson the other hand may |ose self-respect
among studentsor may even beineffectivein class.

Conclusions

Thisstudy set out to investigate how gender biasesin atertiary classroom
environment affect thequaity of students learning experienceacademicaly,
socialy and psychologicaly. Itisclear from the study findingsthat gender
biases sometimes occurred in the classroom though these were often
dependent on the lecturer and the course concerned. Classroom
participation, sudent-lecturer re ationships, discipline, and assessmentswere
someof theactivitiesthat provided | ecturersthe opportunity to show such
gender biasnessintheclassroom. Among themany effectsof such classroom
biases were academic, psychological, social and sexual effects which
specificaly ranged fromignoring studentsto sexua assaults. Promotion of
students academic welfare, professionalismin the classroom, adequate
supervision and monitoring and amedium for studentsto channel their
concernsweresomeof therecommendationsmadeto addressthechallenges
identified.

Recommendations

» Promotion of students’ welfare academically

L ecturersshould expect equal performancefromall gendersand respect
the male students as much asthey respect females. They should alsotry
and befair toall students. Studentson the other hand, should be encouraged
to appreciate each other and to work hard.

 Lecturer Professionalism
Management through the Human Resource Unit should educate and
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encourage lecturers to be professional in the classroom by respecting
themselvesand giving all studentsequal opportunity regardlessof their
gender. Lecturersshould dsotry to beinterested inthe general welfareand
fedingsof students.

* A mediumfor channelling students' concerns

An office should be set up for studentsto report or sharetheir problems,
worries, concernsand grievancefor redress. Perhaps, suggestion boxes
could belocated within vantage points so that student can report lecturers
anonymously when need be.

» Adequate supervision Monitoring

Theuniversity authorities particularly, Heads of Departments, Deansand
colleaguelecturers should beinterested in the behaviour of lecturersinthe
classroom by regularly checking onthem during classhours, interacting
with students, alowing student to assesslecturersor using e ectronicmedia
(e.g., C.C.T.V. cameras) togainingght intowhat ishgppeninginthevarious
classrooms.

» Sanctions
Appropriatesanction should begiventolecturerswho engagein professond
misconduct or those found to be engaged in wrong doing.
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An Examination of Leadership Syles by Gender in
Tamale Technical University

BAWAWUMBIE & FELIX MUSTAPHA NANTOGMA
Abstract

There is a growing interest in the need to expand frontiers of leadership studies
with particular reference to leadership styles that people practice in both public
and private sector organisations. This is to ensure that the right leadership
behavioural traits are identified and encouraged for practice among workersin
organisations to enhance efficiency and productivity. This study examines
leader ship stylesin the Tamal e Technical University employeesaccording to gender.
Key issues examined include relationship between staff leadership styles i.e.
leader ship styles practiced by both male and femal e staff and how these |eader ship
styles promote efficient performance and productivity. The study adopted a
descriptive survey of non-experimental research method involving the use of both
qualitative and quantitative analytical techniques. The study used purposive and
stratified random sampling techniques for selection of respondents with a
guestionnaire as the research instrument. The study discovered that there is an
association between the gender of staff and their leadership styles. The study also
revealed that although both male and femal e empl oyeesin the university practiced
transformational |eader ship characteristics than transactional behavioural traits,
female staff slightly dominated their male counterparts in the practice of
transformational |eader ship styles whilst the mal e staff also dominated the female
staff in the practice of transactional leadership styles. The study concludes that
behavioural traits of transformational |eadership styles promote staff efficiency
and productivity than transactional leadership styles. The study recommends that
the university authority should encourage the practice of transformational
leadership characteristics among its staff to ensure efficient performance and
productivity.

I ntroduction

Theworldisfast becoming aglobal village mainly dueto technological
improvement. Today, many countries, especially the devel oping ones, have
growninterest inthe use of Information Communication Technology (ICT)
asadevelopment tool to grow their economies (Samuel and John, 2009).
Inlinewiththis, the International Monetary Fund (IMF) forecastsglobal
output to expand by 4.8 per centin 2010 and 4.2 per centin 2011 and this
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could only becomearedity through prudent management of scarcenationd
resources acrossthe globe (Wilsonand Clark, 1997).

However, devel opment goesbeyond mereimprovement in economic
growth. “Today, development is seen as a multi-dimensional process
involving changesinthesocid, palitical, cultural and economic structures,
population atitudesand nationd indtitutionsfor accd erated economic growth
to ensure the elimination of poverty, unemployment and inequality”
(Amegashie-Viglo, 2009). The multi-dimensiona processof development
must encompasstrue leadership characteristicsmalesand femal esexhibit
asafunction of their gender (Rosener, 1990).

Furthermore, it isbelieved that women are often | eft out of |eadership
positionsin corporate organi sationsand wherethey are not, they are often
under-represented. The situation of ManicaPolytechnicin Mozambique
confirmsthisassertion wherethereare only 17 per cent female employees
asagainst 83% maedstaff (Manjichi, et al., 2007). Most feministsexplain
that under-representation of women in top management positions could
lead tothe possibility of talented women avoiding corporatelifeinfavour of
entrepreneurial careers(Oakley, 2000). Thispresentsaworrying trend of
fema erelegation from respongble positionsin organisations, especidly a
thetimetheworld is calling for female empowerment through drastic
reductionsof their unemployment rates.

Despitethedisparities, researchershavetried tofind reasonsfor the
problem by looking into |eadership styles of malesand femal es (Rosener,
1990). Thiswould not only helpin the femal e empowerment but, would
satisfy the critical research curiosity of getting adefinite solution to the
leadership problem and theendlessquest for it in most organi sations (Handy,
1993; William, Jamesand Susan, 2002).

Waldman et al. (2001) arguethat thereisthe need to take asearch
into leadership styles serioudy sincethesevariableshavedirect effectson
thedecisona processand resultsof organisations. Kaha and Sosik (1997)
and Evkdl and Rhammar (1998) smilarly arguethat |eadership stylesaffect
group-work processes, socia climate and results of organisations.

Theoveral pictureisthat thereisgrowing interestsin the need to
expand thefrontiers of |leadership styles studies asthese variables affect
performance of workersand organisational outputs. Specificinterestisaso
towards the need to identify leadership styles with gender by many
researchers (Kanter, 1977; Barrett, 1980; Helgesen, 1990; Rosener 1990).
Thisprovidesenough ground for the studly.
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Objectivesof the Sudy

Themain objectiveof thisstudy wasto examinetheleadership stylesof the
staff of TamaeTechnical University by gender and how theseleadership
sylesaffect saff productivity. Specificaly, thisstudy examinedtheleadership
sylesinthefollowing aress,

1. Toexaminecharacteristicsof |eadership styles of femaleand
maegaff.

2. Toascertain whether gender isrelated to leadership styles.

3. Toidentify how leadership stylesarerelated to productivity.

Resear ch M ethodology
Research Design

In thisstudy, descriptive survey of non-experimental research designwas
used. Yieri (2006) assertsthat descriptive survey involvescollection of data
inorder to answer research questions concerning the current status of the
subjectsunder study. Theinvestigator does not control factorsthat may
influencethe behaviour and performance of subjectsunder study thereby
reporting the outcome as they are (Marshall and Rossman, 1989).
Researchersoften usethisdesign to gainin-depth understanding of events,
processesand Stuationsinvolving aspecific casestudy area(Trochim, 2006).

The design of aresearch is an overall programme guide that the
researcher usesinthe processof datacollection, andysesandinterpretation
(Obeng, 2003). Yieri (2006) and Yin (1994) dso describeresearch design
asaplan or blueprint that specifieshow datarelating to agiven problem
should be collected and analysed.

In order to obtain in-depth background of respondents, participants
were asked to indicate their gender to help inform the study on the
demographic characteristics of the populationinthe study area.

Inaddition, the study took into consideration thelevel of respondents
education as part of their demographic information so asto help inthe
discussion of their leadership style by gender. Another important
demographic datathe study obtained from respondentswason their ranks.
Employeeswere grouped into threeranks namely; junior staff, senior staff
and senior members.
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Aspart of the demographicsof the respondents, the study elicited
their viewson how long they had stayed and worked intheingtitution so as
tomeasurether experienceleves. Theleadership Sructureof theuniversity
isdivided into academic and administrative divis onswhich aremade up of
Principal Officers, Deans, Heads of Departments(HoDs) and Unit Heads.
Inorder toidentify positionsheld by gender among staff, respondentswere
madeto indicatethe gender of their current supervisors.

Consensusbuilding ismostly arrived at in any human establishment
through popular participation by membersof thegroup. However, theextent
to which the group leader exercises his or her discretion by allowing
subordinatesto participatein consensushbuilding may depend ontheleader’s
gender. Onthat basis, thestudy sought the viewsof respondentson whether
ferd e supervisorsdo use partici pation to build consensuswith subordinates
at work. Four (4) objective variables were presented to respondentsto
choosefrom.

The study in an attempt to establish theinfluence of gender on staff
leadership stylesin Tamale Technical University, respondentswere asked
toindicatefromfour objective variablestheformsof decisionsoftentaken
by their supervisors.

Inthislight, the study examined femaleleadership characteriticsin
theuniversity by takinginto consideration their use of power sharing and
delegation of subordinatesin decision making.

Similarly, the study analysed the extent at which femalesexhibit a
transactional leadership style of spelling out clear rulesand enforcingthem
on subordinates.

Asaway of ng themaleleadership characterigticsinrelaionto
transactional leadership styles, their behaviour in respect to monitoring of
subordinatesirregul arities, mistakesand deviationswere examined.

Sample size determination

Sampleinresearchisdescribed asasubsat or aportion of thetotal population
(Bernett, 1991). Therationaleisto make generdisation or inferencesbased
onthestudy of the samplesabout parametersof the populationfromwhich
the samples are drawn (Yin, 2003). Obeng (2003) holds the view that
sampling apopulationfor researchisadvantageousfor thefollowing reasons.

e |t savestimeand resources;
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o [tminimisesproblem of record keegping sinceresearcher ishandling
relatively smaller number of respondents; and

o |f well done, it canbehighly accurate.

Using aconfidencelevel of 95 per cent to give an estimated average
value of thetrue population of staff of Tamal e Polytechnic and asampling
error of 5 per cent (Cochran, 1963; and Yamane, 1967), the researcher
determined the samnl e size of the study areaby using Cochran’s (1977)
formula; n=7 +,:u-.:s:.= where N= Target population (478), e=Sampling
error and n=samplesize.

2 - 218

Therefore, M= 4e78(005) ~ 2.93

Based onthe above, asamplesize of 218 was selected for the studly.
Duetothelimited number of fema e staff inthe university (381 maesand
97 females), 70 respondents were selected from female staff and the
remaining 148fromthemaegaff. Thesamplesizesof bothmdeandfemde
staff were done purposively. This was to ensure that enough female
respondentswereincluded inthe study.

Results
Demographic Profile of Respondents

Out of the 218 respondents selected, 148 were maeswhilst theremaining
70 respondentswerefemal es, representing 68 and 32 per cent respectively.
Theresultsareillustratedin Table 1.

Tablel: Respondentsby Gender

Variables | Number | Percentage (%)

Male 148 3
Femade 70 k7
Total 218 100

Source: Fielddata, 2018.
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Table2: AgeDistribution of Respondents

Age Frequency Percentage (%)
18-23yrs 8 37
24-29yrs 3 174
30-35yrs 2 193
36-41yrs 4 294
42-47yrs ) 16
48-53yrs 24 11
Over 54 yrs 7 32
Total 218 100

Source: Field data, 2018.

Fromtheandyss, itisobservedthat themaepopul ationfar outweighs
that of thefemale populationinthestudy area.

Besdesthe gender of respondentswhich reved ed awide gap between
maeandfemaedaff intheinditution, theandysesof thefiel d dataindicated
that the employeeswerevery youthful asillustrated in Table 2 above. For
example, out of the 218 respondentsinvolved in the study, 8 were between
the agesof 18-23, representing 3.7 per cent. In addition, 38 respondents
were between the ages of 2429, representing 17.4 per cent whilst 42
respondentswereidentified to be between ages 30-35, also representing
19.3%. In addition, 64 respondents were between the ages of 36-41 and
the ages of the remaining 35 respondents ranged between 42-47 years,
representing 29.4 per cent and 16 per cent respectively.

Asillustrated in Table 3, dataobtained from thefield study revealed
that out of the 218 respondents sel ected for the study, 35 of them had only
basi ¢ education and 48 of them had secondary education, representing 16
per cent and 22 per cent respectively.

Table3: Respondentsby L evel of Education

Education level Frequency | Percentage (%)

Basic education b 16
Secondary education 48 2
Tertiary education 115 53
Other 20 9
Total 218 100

Source: Field data, 2018.
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Also, 115 respondents indicated that they had tertiary education,
representing 53 per cent whilst the remaining 20 (9%) respondents al so
indicated ‘ other’ meaning that they did not have any form of education.

AsshowninTable4, anaysisof theresultsindicated that therewere
more senior staff and senior members selected for the study than junior
gaff.

Table4: Ranksof Respondentsin TamaleTechnical Univer sity

Rank Frequency Percentage (%)
Junior staff 103 a7
Senior staff & 40
Senior members 2 13
Total 218 100

Source: Fielddata, 2018.

Staff of theingtitution could riseto higher ranksthrough acquisition of
higher academic certificatesand the number of years spent at post.

TheresultsareshowninFigure 1. Information obtained revealed that
out of the 218 respondents, 42 of them have stayed intheinstitution for less
than 3 yearswhilst 78 respondentsindicated that they stayedintheingtitution
between 4—7 years, representing 19 per cent and 36 per cent respectively.
Theremaining 98 respondentswho constituted an overwhelming mgjority
of 45 per cent al'so indicated that they stayed inthe university for 8 years
and above.

Figurel: Duration of Say of Respondentsin Tamale Technical University

42(19%)

78[36%)

.

Sour ce: Field data, 2018.
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Thelarge number of respondentswho stayed in the university for
many years might have started at lower ranks and haverisen through the
ranksascontainedintheuniversity statutes. The net effect isthat they had
worked with or under supervisorsof different gender and leadership tyles.

Gender and Leadership Styles
Theresultsareshownin Figure2.

Figure2: Current supervising officersby gender

" 5%(12)

= hdale

95% (208] " Female

.

Source: Fielddata, 2018.

The study revealed that out of the 218 respondents sel ected, 206 of
them indicated that their supervisorswere maleswhilst 12 of them also
indicated that they had femaesastheir current supervisors, representing 74
per cent and 26 per cent respectively.

In effect, 86 respondentsindicated that their supervisorsdidinclude
subordinatesin decision making processes, representing 39 per cent. In
addition, asignificant number of 102 respondentswho represented 47 per
cent of the respondentsreveal ed that supervisorsintheinstitution aways
takedecisonsaoneasshowninTableb.

However, 22 respondentsindicated * not sure’ whilst theremaining 8
respondents chose ‘other’, representing 10 per cent and 4 per cent
respectively. Theresultsindicatesthat mgority of staff inleadership postions
who are mostly males often take decisions without consulting their
subordinates.

Inareated manner, many researchershave expressed divergent views
on the extent to which gender could be adetermining factor of aperson’s
leadership style. Inther responseto how gender influences staff leadership
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yleinthe TamaeTechnicd Universty, it wasdiscovered thet overwheming
mgority of therespondentsagreed that gender greatly determinesaperson’'s
leadership style.

Table5: Formsof decisionsby supervisorsin Tamale Technical University

Formsof Decisions Frequency Percentage (%)
Includes subordinates 86 Y
Takes decisions alone 102 a7
Not sure 2 10
Other 8 4
Total 218 100

Source: Field data, 2018.

Gender is described as social and cultural characteristics which
distinguishwomen from men thereby leading to socialy constructed roles,
behaviours, activities. Asindicated in Table 6, 72 (33%) respondents
indicated strongly ‘ agree’ whilst 93 (43%) indicated ‘ agree’ and thesegive
theindication that gender influences staff |eadership styleintheuniversity.

Table6: Gender asdeterminant of leader ship style

Level of Agreement Frequency Percentage (%)
Strongly agree Iz 3
Agree B 43
Disagree 0 18
Strongly disagree 13 6
Total 218 100

Source: Fielddata, 2018.

On the other hand, 40 respondentswho represented 18 per cent of
the entire respondents disagreed that gender determinesone’sleadership
style. Theremaining 13 (6%) respondentsal so strongly disagreed with the
assertion. Inthisregard, it isobserved that majority of the respondents
attest to thefact that gender has an influence on aperson’sleadership

style.
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Female Leadership Characteristics

Fromtheanaysesof their responses, it wasfound that femaeleadersmostly
use participation to build consensuswith subordinates. That isasignificant
number of respondents (78) who constituted 36 per cent strongly agreed
with the assertion that femal e supervisorsin Tamale Technical University
alwaysuse participation to build consensuswith subordinates. Similarly, 92
respondents representing 42 per cent also agreed with the assertion that
fema e supervisorsintheuniversity use participation to build consensusas
indicatedinTable7.

Table7: Femalestaff and useof participation at work

Variables Frequency Percentage (%)
Strongly agree 8 9]
Agree 2% viv)
Disagree K 15
Strongly disagree 16 7
Total 218 100

Source: Field data, 2018.

From Table 7, one may observethat 32 (15%) respondentsdisagreed
with the assertion whilst an insignificant number of 16 respondentswho
represented 7 per cent indicated that they strongly disagreed. Therewas
theindicationthat femd esupervisorsinthestudy areamogtly useparticipation
to build consensuswith their subordinates. It wasrevealed that female
supervisorsin the study areashare power and del egate subordinatesto
take decisions on their behalf. For example, 80 (38.5%) respondents
strongly agreed that female supervisors share power and delegate
subordinatesto take decisionson their behaf asindicated in Figure 3.

Categorically, it could be stated that femal e staff of Tama e Technical
Univergty practicetransdformetiond leadership syleasthey aremorewilling
to share power and del egate subordinatesto take decisonson their behalf.

The study compared these leadership characteristicsto behavioura
characterigticsof fema e staff inthe Tamae Technical University andit was
reveded that fema e supervisorswerelesslikely to exhibit theseleadership
characteristicsasillustrated in Table 8.
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Figure3: Sharingof power and delegation of subor dinatesby femalesupervisors

W ctrangly agree
B Agres
mLhisagres

strongly disagree—

Source: Fielddata, 2018

Table8: Monitoringof Subordinates and spelling out rulesby Female

Supervisors
Monitoring subordinates Frequency Percentage (%)
Strongly agree 3 17
Agree ! o)
Disagree &8 41
Strongly disagree 3 17

Source: Fielddata, 2018.

Also, 38 (17%) respondents strongly agreed that femal e supervisors
monitor subordinates irregularities, mistakesand deviations. Similarly, 54
(25%) respondents merely agreed to the assertion that femal e supervisors
do focus much attention on mistakes, irregularities and deviations of
subordinates.

Onthe contrary, an overwhelming number of 88 (41%) respondents
disagreed with the assertion whilst 38 (17%) of them aso strongly disagreed
withtheassartionthat femaeleadersintheingtitution dofocusthelr ettentions
onsubordinates mistakes, irregularitiesand deviations.

Anaysisof thefield datareved ed that femadestaff intheuniversity did
practice participatory leadership styleasillustrated in Table 9. Statisticaly,
68 (31%) respondents strongly agreed that female supervisors in the
Technica University always spell out clear rules and enforce them on
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subordinates. Also, 72 respondents s mply agreed with the assertion that
femaegtaff dwaysspdll out clear rulesand enforcethem on subordinates,
representing 33 per cent.

Table9: Femalesupervisorsand spellingrulesand enforcingthem on

subordinates
Soelling out rules Frequency Percentage (%)
Strongly agree 8 3
Agree s 3B
Disagree 48 2
Strongly disagree 0 %)
Total 218 100

Sour ce: Field data, 2018.

Itisa soworth noting that an insignificant number of the respondents
expressed opposing viewson theassertion giving theindicationthat femae
employeesaremoretransactional inthe spelling out of rulesand enforcing
them.

MaleL eader ship Characteristics

In trying to find out male supervisors way of leading in relation to
participation by subordinates in decision making process and policy
formulation, views of majority of the respondents indicated that male
supervisorsinthestudy areaawaysuse participation asaway of involving
subordinates in decision making processes. In comparison, the male
employeesarepractising smilar transformational leadership styleastheir
femal e counterparts since both of them use participationto involvetheir
subordinatesin decision making processes. Asillustrated in Figure 4, 78
(35.8%) respondentsstrongly agreed that mal e supervisorsuse participation
to build consensus in policy formulation whilst 92 respondents who
congtituted 42.2 per cent of thesampled soindi cated that they Smply agreed
with the assertion that men do use participation to build consensuswith
subordinates.

Onthecontrary, only afew of the respondents objected to the view
that male employees use partici pation to take decis onswith subordinates.
Inarelated manner, the study a so sought views of respondents on whether
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Figure4: Use of participation and sharing of power by male staff
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Source: Fielddata, 2018.

mal e supervisors share powers with and del egate subordinatesto take
decisonsintheingtitution. Theresultsareillustratedin Table 10. Analyses
of responses obtained from therespondents suggested that mal e supervisors
inthe study areashare power with subordinatesand aswell delegatethem
totakedecisonsontheir behalf.

Table10: Sharing of power and delegation by malesupervisors

Sharing of power Frequency Percentage (%)
Strongly agree S 0] 36.7
Agree B 12
Disagree K 147
Strongly disagree 13 59
Total 218 100

Source: Fielddata, 2018.

Thegatistical resultsindicatethat 80 (36.7%) respondentsindicated
‘strongly agree’ and 93 (42%) of them alsoindicated ‘ agree’ . Onthe other
hand, lessthan 20 per cent of the respondentsreported that mal e supervisors
inthe study areado not share powerswith or del egate subordinatesto take
decisonsontheir behalf. In effect, both maleand female employeesare
found to again have common |eadership characteristic in the use of power
sharing and del egation of subordinatesin decision making.
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With the data obtained from thefield study, 38 of the respondents
strongly agreed that mal e supervisors normally monitor subordinates
irregularities, mistakesand deviations, representing 17 per cent. Similarly,
54 respondents who constituted 25 per cent of the respondents also
indicated that they simply agreed that mal e supervisors concentrate on
monitoring subordinates’ irregularities, mistakesand deviationsat work as
showninTable11.

Table11: Monitoringof subordinates irregularities, mistakes
and deviationsby malesupervisors

Monitoring subordinates Frequency | Percentage (%)
Strongly agree 3 17
Agree %) s)
Disagree &8 1
Strongly disagree 3 17
Total 218 100

Source: Field data, 2018.

However, mgority of therespondentswere of the opinionthat male
supervisors do not monitor subordinates’ irregularities, mistakes and
deviationsat work. Noting from the results, one could redlisethat quitea
significant percentage of the respondents confirmed that mal e supervisors
donot monitor subordinates' irregularities, mistakesand deviationsat work.
Thisfinding therefore refutes the arguments of Hakim (2000), Rosener
(1990) and Helgesen (1990) who in their works postulate that male
supervisorsor leadersaremoretransactiond intheir style of leadership. In
thisrespect, though mal e employeesdightly dominate, acomparison of the
responsesfurther indicatesthat both male and femaleemployeesareless
likely to monitor subordinates’ irregularities, mistakesand deviaionsa work.

Probing further, respondents’ viewsweredso dicited onwhether males
intheindtitution awaysspell out clear rulesand enforcethem on subordinates
asseenin Table 12. According to the data obtained from the study, 68
(31.2%) respondentsstrongly agreed whilst 72 (33%) of themdsoindicated
‘agree . Theremaining 48 and 30 respondentshowever indicated * disagree
and ‘strongly disagree’, representing 22 per cent and 13.8 per cent
respectively.
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Table12: Malesupervisorsand spelling of rulesand enfor cing them
on subordinates

Spelling out rules Frequency Percentage (%)
Strongly agree 312
Agree 7 3B
Disagree 48 2
Strongly disagree 0 138
Total 218 100

Source: Fielddata, 2018.

By indication, majority of the respondents suggested that male
supervisorsinthestudy areaawaysspell out clear rulesand enforcethem
onsubordinates. Inthisregard, themaeemployeesdiffer fromtheir femae
counter partsinthe practice of thistransactional |eadership characteristic
astheearlier resultsindicated that thefema e staff do not spell out rulesand
enforcethem ontheir subordinates.

L eader ship Sylesand Productivity

Consensud |eadership stylethrough participation of subordinatesstrengthens
group connections. Asto how theseimpacts on productivity inthe study
area, respondentswere asked to eval uate how participation on consensus
building could influenceefficient performance of staff in Tamale Technical
University. Theresultsindicated that the morale of staff would be boosted
to efficiently perform if supervisorsalow themto participatein decision
making processes and this hasthe effect of increasing productivity. As
illustrated in Figure 5, 78 and 99 respondentsindicated ‘ strongly agree’
and ‘agree’, representing 36 per cent and 45 per cent respectively.

Inanother view, aningdgnificant number of therespondentsrefuted the
claimthat participation and consensus building could bring about efficient
performance ascontained intheresultsdisplayed above. Fromtheanayses,
itisclear that consensual decisionsthrough the use of participation of
subordinates could impact positively ontheir performance. Furtheranceto
theassessment of leadership characteristicson performanceand productivity,
thestudy d so solicited viewsof respondentson power sharing and delegetion
of subordinatesto take decisionsinfluence performance.
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Figure5: Useof Participation and Power sharingon Productivity
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Source: Fielddata, 2018.

Dataobtained indicated that 109 respondents strongly agreed that
delegation and sharing of power with subordinates could improve staff
Innovation and performance, representing 50 per cent. Smilarly, 76 (35%)
respondents also opted for ‘ agree’ . In another perspective, only 15 per
cent of the respondents showed that they disagreed with the assertion that
delegation and sharing of power with subordinates could improve staff
innovation and performance.

Asindicated earlier, fema e empl oyeeswerefound to have dominated
their male counterpartsin sharing of power and del egation of subordinates
totakedecisions.

In examining how transactional |eadership characteristicsinfluence
performance and productivity, study concentration of subordinates
irregularities, mistakes and deviations by supervisors. Theanaysesof the
datashowed aninversere ationshi p between concentration of subordinates
mistakes, irregularitiesaswell asdeviationsand their performancelevel.
Theresultsareillustrated in Table 13. That is, only 26 (12%) respondents
strongly agreed whilst 54 (25%) respondentsa soindi cated that they smply
agreed that supervisors paying attention on subordinates mistakes,
irregularitiesand deviationslead to better performance.

In another view, an overwhel ming majority of 84 of the respondents
(38%) disagreed whilst the remaining 54 respondentswho a so constituted
25 per cent of the sample popul ation strongly disagreed with theideathat



Wumbie & Nantogma ~ An Examination of Leadership Styles by Gender 87

paying atentiontoirregul aritiesand deviationsof subordinatescould enhance
job performance. L eadership stylesinfluenceefficienciesand productivities.

Table13: Influence of irregularities, mistakes and deviations on

performance
Variables Frequency Percentage (%)
Strongly agree 2% 12
Agree ! o)
Disagree A 3
Strongly disagree 7] )
Tota 218 100

Source: Fileddata, 2018

Viewsof therespondentsas contained in the Table 14 reveal ed that
76 of themindicated ‘ disagree’ whilst 11 of them also opted for ‘ strongly
disagree’, representing 35 per cent and 5 per cent respectively.

Table 14: Spelling out clear rulesfor subordinatesand itsinfluence
on performance

Clear rules & productivity Frequency Percentage (%)
Strongly agree 7] 24.7
Agree 7 3H3
Disagree 76 )
Strongly disagree u 5
Tota 218 100

Sour ce: Filed data, 2018

It pointsto thefact that spelling out clear rulesand enforcing themon
subordinates by the leader de-motivate staff to perform and thislowers
productivity. In effect, thefindingsof the study disagreewith Muna(2008)
assertion that spelling out clear rules by transactional leaders could bring
about achievement of target outputs.

Discussion

The study revealed a higher number of males than females among the
employeesof theTama e Technicd University andthiscouldleadtoagtuation
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inwhich decisionsrelating to gender are taken in favour of male staff.
Another effect isthat fema e staff could be scared from making meaningful
contributionsduring committee meetings.

Per thegender disparity infavour of maegaff intheinditution, it gives
theindication that there was more youthful male staff than their female
counterpartsand thispresentsathrest to the achievement of gender balance
intheingtitution. However, the youthful nature of theemployeesgivesthe
university acompetitive advantageintermsof productivity.

From theanayses, one could observethat mgority of therespondents
had accessed tertiary education meaning that theuniversty hasstrong human
resource basein termsof educated personnel. Theindicationisthat most of
these respondents occupi ed positionsof leadershipinoneway or theother
thereby making it possiblefor thisstudy to obtainin-depthinformationfrom
their rich experiencesinleadership. Thispotentid if properly tapped, could
a so contribute meaningfully towardstheredlisation of theuniversity’svision
of becoming the best middlelevel personnel developer especialy inthe
northern part of Ghanaand thewhole country at large.

Policiesand decisonsinvolvingingitutiona governanceand leadership
direction largely depend on staff in theseranks. Thelevel of successor
faluresof policiesintheuniveraty will largely depend on the contribution of
itsemployeesasthey arelikely to be heavily represented on Academic
Board and itssub-committees. Thesefactorsalso helpinthe enrichment of
staff experiencewith regard to the functions and governance structures of
theuniversty.

Theindicationisthat many of theserespondentswerevery conversant
withingtitutiona structures, dynamicsand processesof theuniversity. Asa
result, the empl oyees stand the chance of gaining rich experience on how
decisonsat |eadership levelsaretakenintheuniversity.

From the analyses, one could concludethat thereare moremalesin
leadership positionsin the university than therearefemales. Asaresullt,
women arelikely to belessrepresented in committees and other bodies
responsiblefor policy formulationsand implementationsin theingtitution.
Thisa so hasthetendency of gender bias policiesand programmesbeing
formulated.

It isthereforeimperativeto notethat the responses hold true with
assartionsof many gender researchersincluding Rosener (1990), Butterfield
and Grinnell (1999) and Park (1996) that gender determinesaperson’s
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leadership styles. It could therefore be argued that gender determinesthe
styleof leadership being practicedintheuniversity.

However, non-usageof participationin consensud building by femade
supervisorscannot a so beruled out completely. Thisa so atteststo thefact
that womenintheuniversty aremoretransformationa sincethey aremore
likely to adopt consensusin decison making.

Inthissense, Bass (1990) assertion that women arelesstransactional
inleadership style holdstruewithfindingsof thestudy. Thisthereforegives
anindicationthat female supervisorsin Tama e Technica University do not
concentrateon subordinates mistakes, irregul aritiesand deviationsat work.
Hence, they arelesstransactional inther style of leadership inthisregard.

Contrary tothe earlier revelation that femal e empl oyees adopt more
transformational |eadership characteristicsin their positionsof leadership,
one standsto agree with the assertion of Natalia(2010) that femal es often
adopt multipleleadership stylesand gpply each of themto different Stuations.

Therefore, one could argue that too much attention on subordinates
irregularities, mistakes and deviations by leaders could lower their
performance and hencelow productivity. Thediscovery madeinthiswise
confirms Muna (2008) assertion that transactional |eadership styleshave
beenineffectivein providing satisfaction to employeesto perform.

Conclusion and Recommendations

The study examined |leadership stylesof Tamale Technical University staff
by gender with referenceto whether gender isrelated to leadership styles,
characteristicsof maeandfemaeleadership stylesaswell astherdationship
between |eadership stylesand productivity. Thediscussion of theresultsof
thisstudy showed that gender determines staff leadership styles.

The study established that femal e employeesin Tamale Technical
University adopt moreof transformationd |leadership behaviourd traitsthan
transactiond |eadership characterigticsasthey useconsensushbuilding through
participation and sharing of power with subordinates than their male
counterparts.

Conversely, male staff dominated in the practice of transactional
leadership style as they spelt out clear rules and enforced them on
subordinates and al so monitored their mistakes. However, both maleand
female supervisors practiced some form of both transactional and
transformationa |leadership characteristics.
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The study further established that transformational |eadership
characteristicssuch asthe use of participation, sharing of power with and
delegation of subordinatesin decison making promote higher productivity
than transactional |eadership characteristics. On the bases of the above
findings, thefollowing recommendationsare made:

¢ |tisrecommended that the authority should encouragethe use of
consensusbuildingindecison makingand asodlow participation
of all employees, irrespective of their sex or ranks, in policy
formulationsand implementations. Thesewould inculcateinto the
staff asense of belongingness and the need for themto contribute
their quotato the development of theuniversity.

o |tisfurther recommendedthat theuniversity authority and employers
ingeneral should regularly offer leadership trainingsto staff. These
will exposethem to knowledge of best leadership practicesrequired
for efficient performanceand productivity in corporateingtitutions.

¢ Thefindingstha femaeemployeesaremoretrandformationd while
male are more transactional needs to be confirmed in other
Univergtiesin Ghana

Finally, it isrecommended that further research be conducted into
other aspectsof leadership such asfactorsinfluencing peopl € sleadership
stylesand effectsof |eadership styleson labour turn-over in the Education
Sector in Ghana.
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The Effects of Teachers Pedagogical
Communicative Practiceson Sudents
Learning Experiences

TEBOGO MOGASHOA & AKUATIWAAANKOMAH
Abstract

This study examined the effects of teachers' Pedagogical Communicative Practices
(PCP) on students’ academic achievement. It employed the concurrent nested
mixed methods design. A questionnaire and observation guide were used to collect
data from 481 respondents (made up of two heads of schools, 54 teachers, and 425
students) selected from 34 senior high schools in the Ahafo, Bono and Bono East
Regions of Ghana. These were analysed using means and standard deviation.
Findings from the study showed that practices employed by teachers help students
to feel comfortable in class, increase their participation and engagement, take
risks, and achieve better academic performance. Teachers are seen asrole models
and mentors in the classroom. The selection of appropriate pedagogical
communicative practices has much impact on students’ learning experiences and
every action taken by teachers has a lasting effect on their students’ academic life
and beyond. Teachers are expected to adopt practices that will instigate higher
academic achievement and better social behaviour in the lives of their students.

I ntroduction

Theability and wisdom of teachersin handling learning activitiesin school
will haveadirectimpact onlearners activeinvolvementinlearning activities
(Copriady, 2014). Pedagogical competency refers to the skills and
persondity of ateacher in handling theinstructiona processwiththehelp of
instructional methods, teaching aids and resource (Ugbe, 2000). The
competenciesof teachersincorporatearangeof subject knowledge content,
an understanding of learning stylesand methods, and how to trandate such
knowledgeinto effectiveingructionad methodswhile developing an ability
to comprehend and nurturethe unique personin every learner (Darling-
Hammond, 2006; Noddings, 2007). According to Rivkin, Hanushek and
Kain (2005), variousfactorsinfluence academic performance of students
inschools, including, among others, teaching methodsand the utilisation of
ingtructional resources.

Teachers' pedagogical communicative practice refers to all the

93
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classroom discourse strategies and language behaviours of the teacher to
facilitate effective transmission of messagesand instructionsto studentsto
enable them gain accessto knowledge and opportunitiesto advancetheir
learning. Research examining teacher characteristicsconfirmsthelogica
conclusion that poor academic performance of pupilscorrelates strongly
with poor quality of teachersteaching themin school (Anselmus, 2011).
Effective student learning and academic performance are hampered by
weaknesses in teachers’ pedagogical content knowledge (PCK) and
classroom behavioursind uding their communicative practi ces (Akyeampong,
Pryor & Ampiah, 2006). For instance, whereas appropriateinstructional
methodswoul d facilitate grasping of new concepts, inappropriate methods
are likely to constrain knowledge retention and application, leading
consequently to poor academic performance by students (Chang, 2010).

Satement of the Problem

Although several factors contribute to student |earning and success, the
teacher’sroleinthislearning processispivotal. Teachersarethedirect
implementers of the school curriculum and, hence, wield aninvaluable
influenceinthe provision of education. Indeed, much restson the shoulders
of teachers, asthey directly impart knowledgeto students. The genera
expectation from both parents and the general public has, thus, been for
teachersto ensurethat the studentsthey teach performwell academically,
and often, they receive blamefor the academic failures of their students.
One major aspect of teachers engagement with students during the
curriculumimplementation processistheir pedagogica communication. This
istheprimary tool by whichtheteacher interactswiththestudentstofecilitate
their learning. A cursory look at the performance statistics of sudentsinthe
West African Senior School Certificate Examination (WASSCE) inthe
Ahafo, Bono and Bono East Regions indicates that between 2015 and
2018, some school s consistently obtained 100 per cent passwhileothers
struggledinrespect of their sudents performance. (Thethreeregions, which
until recently weretogether asoneregion are somehow considered asthe
middlebelt of Ghanaintermsof geographical location.) It appearsno direct
study has been conducted on the connection between teachers' pedagogica
communicative practicesand student learning and particularly inthethree
regions. Itis, therefore, considered worthwhile to examinethe connection
between teachers' pedagogical communicative practices and students
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academic achievement, and the extent to which theformer influencesthe
latter inthosethreemedial regionsof Ghana.

LiteratureReview

Research suggeststhat competent teachers set the tone of the classroom
by devel oping encouraging rel ationshipswith their studentsand designing
lessonsthat build on students' strengthsand abilities (Ubit, 2017). They
establishandimplement behaviourd guiddinesinwaysthat promoteintringc
motivation. Furthermore, they coach studentsthrough conflict situations,
encouraging cooperation among the studentsand acting asarole model for
respectful and appropriate communication and exhibitions of pro-socia
behaviour (Ubit, 2017).

The study by Ubit (2017) further revealed that the pedagogical
communicative practices (PCPs) adopted by Accounting teachersinthe
dischargeof their dutiesasimplementersof the curriculum, hel p kegp sudents
focused on what isbeing taught in class, increasetheir participation and
engagement and achieve better academic performance. Again, the study
emphas sed that A ccounting teachers acknowl edge and publicly appreciate
diverse cultural and social points of view of students. Thishelpsbuild
students’ confidence in order that they would see the importance of
endeavouring to discover new A ccounting knowledgevirtudly ontheir own.
Sharing asimilar perspective, Varga(2017) arguesthat if student perceive
that they arewe comed and wanted in the classroom, they becomemotivated
and participatefreely intheclass. Thus, theroletheteacher playsinthe
classroom affectsthe perception students have on the rel ationship and the
classroom environment, which ultimately contributesto achievement. Again,
Ubit (2017) specified that although studentswere hesitant to speak inthe
classroom they generally expected teachersto deliver their lessonsinaway
that iseasy for them to understand, with some humour so they would not be
bored. Again, they expect teachersto explain thelesson first to them until
they understand and al sowilling to repeat if they do not understand.

In addition, Accounting teachers are able to adopt practices that
motivate students to strive to be the best, enjoy studying, build their
confidenceto takerisk and encouragethem to take ownership of outcomes
of their actionsand behaviour inthe classroom. Theteachersdo thisthrough
the use of body gesturesto make studentsfeel comfortablein classto ask
and answer questions, and through the use of appropriate teaching and
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learning resourcesthat hel p studentsto understand A ccounting concepts,
among others. Also, Accounting teachers ensurethat studentsremain on
task, pay attention and show interest in Accounting lesson and relate
Accounting conceptsto practical thingsoutsidethe classroom.

Varga(2017) suggeststhat the most powerful predictor of alearner’s
motivationistheir perception of control. He notesthat because students
aready haveahistory of experienceson whether adultsareattuned to their
needs, teachers build on these experiences and that astudent’s perception
of theteacher’ sbehaviour impactsthe relationship. Consequently, students
who fed their teacher isnot supportivetowardsthem havelessinterestin
learning and are less engaged in the classroom. According to Morayo
(2015), theinteraction in the classroom entails an active encounter of the
teacher and thelearner through verba, gesturd and resourceinstrumentdity
to bring about effective communi cation in the teaching-learning process.
She added that the form of the teacher’ sinitiation will go along way to
influencethekind of activitiesor interactionthat will go onintheclassroom
(Morayo, 2015).

Research Method

The study adopted the concurrent nested mixed methods design, which
wasanchored asan embedded design through concurrent nested strategy.
Thisdesign alowsaresearcher to use onedataset to play an auxiliary role
tothe primary datatype (Creswell, Plano, Clark, et al., 2003). Thismeans
that in apure quantitative research, qualitative data can be gathered to
address some research issues and vice versa. The basis for using the
embedded designisthe assumptionthat asingle datatypeisnot sufficient
to addressall theresearch questions (Creswell, et al., 2003).

Thetarget population of the study comprised teachersand students of
senior high schools(SHSs) that offer Accounting intheAhafo, Bonoand
Bono East Regionsof Ghana. Currently, there are 72 public senior high
schoolswithin 27 districtsin the Ahafo, Bono and Bono East Regions. In
order to makethe study more representative and authentic, out of these 72
public senior high schools, 34 senior high schoolsoffering Accounting were
randomly selected. Thepopulationinthese 34 SHS congtituted 425 students
and 54 teachers. All theA ccounting teachersin the selected school swere
included in thisstudy using acensussurvey. Formstwo and three students
weredirectly involved inthe study and wererandomly selected. Thiswas
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to ensurethat the students had gained at | east one-year experienceto be
ableto speak to that experience sufficiently.

Results

The study had the main objective of describing the effects of teachers

pedagogica communicative practiceson sudentslearning experiences. The
teachersand sSudentssampled provided responsesto the survey itemsrelated
to the effects of pedagogical communicative practices. Table 1 presentsa
summary of theresponsesand observation resultsof theAccounting teechers
ontheir pedagogica communicative practicesand their effects.

Pedagogical Communicative Practices of Teachersandtheir Effects

Three pedagogical communicative practices (PCPs) and their effects
recorded mean values of 4.5 and higher as noted from Table 1. These
PCPsandtheir effectsare; “ It isensured that studentsremain ontask, pay
attention and show interest during teaching for themto get theunderstanding
of theconceptsinthelesson” (M =4.54, SD = .54), “ Accounting concepts
arerelated to practica thingsoutsidetheclassroom to help studentssee
theusefulnessof theinformation giveninclass’ (M =4.70, SD = .46) and
“What students havelearned and the genera thingsthey aready know are
used to hel p them understand new conceptsinAccounting” (M =4.66, SD
=.62). The standard deviation of the three responses indicated the
homogeneity intheir reponses. Ontheissueof relatingAccounting concepts
to practica thingsoutsidetheclassroom by teachersin making studentssee
theusefulnessof ther information which wasthehighes, it was confirmed
by theresult from the observation results of M=3.86 and SD=0.86. Other
effectsfrom theresponsesincludesteachersagreeing to the use of teaching
and learning resourcesto help students understand the A ccounting content
(mean=4.20, SD=0.79). A standard deviation of 0.79 indicated that teachers
have smilar responses.

Teachers agreed strongly that they acknowledge and publicly
gppreciatediversecultural and socia pointsof view which enablesstudents
to participatein classdiscussons(M=4.41, SD=0.57). A Sandard deviation
of 0.57 indicated that teacherswere homogeneousin their responses. With
amean of 3.14 and astandard deviation of 1.23, teacher responseswere
confirmed by theresult from the observation that teecherssometimespublicly
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Tablel: Teachers Pedagogical CommunicativePracticesand Effects

Teachers

No. Responses Responses | Observation
Mean & [Mean D

1 Tone of teaching voice indicates seriousness | 434 100 | 321 167
and mastery of the core Accounting concepts

2 Criteriato be used for assessment are clearly 359 121 | - -
communicated to students for them to prepare
for lessons

3. Body gestures make students feel comfortable | 444 057 | — -
to contribute in class

4. Teaching and learning resources that help 420 079| 39 083
students to understand the Accounting
concepts are used

5. Itisensured that studentsremain on task, pay | 454 054 | — -
attention and show interest during teaching for
them to get the understanding of the concepts
in the lesson

6. Accounting concepts are related to practical 470 046 | 38 086
things outside the classroom to help students
see the usefulness of the information given in

class

7. Teachers attractive and smart dressing 3% 107 | - -
encourages students pay attention in class

8. Diverse cultural and social points of view 441 057 314 123

are acknowledged and publicly appreciated
from which students participate in class
discussions

9. Students are assisted by Teacher to uncover - - 393 062
the knowledge construction process involved
in learning and to discover new knowledge

10. What students have learned and things they 466 062 | — -
already know are used to help them understand
new concepts in Accounting

Mean of Means/Average Std Dev 431 07 | 361 104

Source: Fieldwork (2018).

Mean values: Srong Disagree (1); Disagree (2); Uncertain (3); Agree(4); Strongly
Agree (5).
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appreciate diverse cultural and socia pointsof viewsof students. Again,
teachersagreed that thetone of voi ce used in teaching indi cates seriousness
and mastery of the core Accounting content. (M=4.34, SD=1.00). The
standard deviation value of 1.0 indicatesthat teacherswere heterogeneous
intheir responses.

Insum, theresultsimplied that teachershave aclear knowledge of the
perceived effects of the pedagogical communicative practices (Mean of
means=4.31, average standard deviation=0.70). However, the average
standard deviation of 0.70 indicated that the teachers' responses were
homogeneous. Assuch, they affirmed that they have aclear perception of
theeffect of their pedagogical communicative practices. Thiswassupported
by theresultsfrom the observation whereit was observed that Accounting
teachersfrequently adopt practicesthat have positiveinfluence on their
students' achievement. Thiscamewith amean of (3.61) and an average
standard deviation of 1.04. Table 2 presentsasummary of viewsof sudents
ontheeffectsof teachers pedagogica communicative practices.

Theresultsfrom Table 2 showed that the student respondents agreed
that teachers use resources that help them to understand Accounting
concepts (Mean=4.27, SD=1.01). The standard deviation value of 1.01
indicatesthat students had varied responsesregarding teachers' use of
teaching and learning resourcesin teaching Accounting, with all their
responses showing teachers making good use of teaching and learning
resourcesto teach Accounting concepts.

Students affirmed the responses from the teachersthat Accounting
teachersrelateAccounting conceptsto practical thingsoutsdetheclassroom
and d so hdpthemto seethe usefulnessof theinformationthey givein class
(Mean=4.25, SD=0.97). The standard deviation value of (0.97) showed
that the students had homogeneous responses.

In addition, mean scoresfor studentsreveal that teachers’ tone of
voiceinteaching indicates seriousness and mastery of the coreAccounting
concepts (Mean=3.01, SD=1.40). Standard deviation value of 1.40
indicated that students had heterogeneous responses hence disagreed.

Furthermore, with amean of 4.07 and standard deviation val ue of
(1.09), students agreed the teachers constantly review their previous
knowledge and use the general thingsthey aready know to help them
understand new conceptsin Accounting. The standard deviation value of
1.09indicatesthedifferencesin students responses. Students, just likethe
teachers, also agreed that teachersensure that studentsremain ontask, pay
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Table2: Viewsof sudentson the Effectsof Teachers Pedagogical Communicative
Practices

No. Items Mean <D

1 Teacher uses teaching and learning resources that helpsme | 427 101
to understand Accounting concepts

2. Teacher ensures that you remain on task, pay attentionand | 373 136
show interest when he/she is teaching so that you get the
understanding of the concepts in the lesson

3. Teacher constantly gives the assurance that students are 30 115
good so we always contribute in the Accounting class

4. Teacher relates Accounting concepts to practical things 425 097
outside the classroom which enable us to see the
usefulness of the information he/she givesin class

5. Teacher publicly values different cultural and social points | 379 123
of view from the class so we do not feel intimidated

6. Teacher communicates clearly to usthe criteriathat would 391 117
be used for assessment for us to prepare for lessons

7. Teacher’stone of voice in teaching indicates seriousness 301 140
and mastery of the core Accounting concepts

8. Teacher’s dressing shows how seriously he/she takes the 371 136
profession and the impact it has on us to become
Accounting teachers

9. Teacher isaways attractively and smartly dressedso |l pay | 38 121
attention to him/her in class

10. Teacher’sbody gestures make mefeel comfortabletospeak | 345 129
during instructional hours

11. Teacher constantly reviews your previous knowledge and 407 109
use the general things you already know to help you
understand new concepts in Accounting

12. Teacher’s continuously use of integrating core concepts 421 0%
from various subject areas helps you understand concepts
you learn in Accounting
Mean of Means/Average Std Dev 38 118

Source: Fieldwork (2018).

Mean vaues: Strong Disagree (1); Disagree (2); Uncertain (3); Agree(4); Srongly
Agree (5).
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attention and show interest when they areteaching to get the understanding
of the concepts (M=3.73, SD=1.36). The standard deviation value of (1.36)
indicatesthat the studentswere heterogeneousin their responses.

Inshort, theresultsimplied that sudentshave unclear perceived effects
about teachers’ pedagogical communicative practices (Mean of
means=3.85, Average Standard Deviation=1.18). The average standard
deviationof 1.18indicatesthat thestudents' responsescould beinterpreted
asheterogeneousasthey affirmed that their viewson theeffectsof teachers
pedagogical communicative practicesare unclear.

Discussion

Thisstudy sought to solicit theviewsof sudentson theeffect of pedagogica
communicative strategies adopted by teachersduring lesson delivery. It
was found that practices employed by teachers help students to feel
comfortable in class, increase students' participation and students
engagement, achieve better academic performance and help studentsto
takerisk.

Teachers are seen as role models and mentors in the classroom.
Therefore, every action taken by teachers has alasting effect on their
students’ academic life and beyond. Teachers are expected to adopt
practicesthat will instigate higher academic achievement and better socia
behaviour inthelivesof their students. Alluding to research findings, Ubit
(2017) makesit clear that competent teachers set thetone of the classroom
by deve oping and encouraging rel ationshipswith their sudents. They design
lessons that build on students’ strength and abilities, establishing and
implementing behaviourd guiddinesinwaysthat promateintringcmotivation.
They dso coach sudentsthrough conflict Situations, encouraging cooperation
among students and act as role models for respectful and appropriate
communication and exhibitionsof pro-socia behaviour.

Both teachersand studentsin the current study shared the view that
pedagogical communicative practicesadopted by Accounting teachersin
theinstructiona process, help studentstofed comfortablein class, increase
students’ participation and their engagement and achieve better academic
performance. They al so emphas sed that A ccounting teachersacknowledge
and publicly appreciate diverse cultural and social pointsof view from
studentsand hel p studentsto discover new Accounting knowledgeontheir
own.
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Buttressing thisfinding, Varga(2017) postul atesthat it becomesclear
that if sudentspercelvethat they arewe comed and wanted inthe classroom,
they become motivated and participate effectively intheclass. Thus, the
roletheteacher playsin the classroom affectsthe perception the students
have on therelationship and the classroom environment, which ultimately
contributeto achievement. Ubit (2017) specifiesthat athough studentsfound
it difficult to expressthemsaves, they generaly expected teachersto ddiver
their lessonsin away that was easy for them to understand and to teach
with some humour so they would not be bored. Again, they expect the
teachersto explainthelesson first to them until they understand, and are
willing torepesat if studentsdo not understand.

In addition, Accounting teachers are able to adopt practices that
motivate students to strive to be the best, enjoy studying, build their
confidenceto takerisk and encouragethem to take ownership of outcomes
of their actionsand behaviour in the classroom. They do thisthrough the
useof their body gesturesto make studentsfed comfortablein classto ask
and answer questions, appropriate teaching and learning resourcesthat
hel p studentsto understand A ccounting concepts. Accounting teechersensure
that sudentsremain ontask, pay attention and show interestintheAccounting
lesson and relate Accounting concepts to practical things outside the
classroom.

Inaffirmation of thiscurrent finding, Varga(2017) suggeststhat the
most powerful predictor of achild’smotivationisthechild’s perception of
control. Henotesthat because studentsa ready haveahistory of experiences
with whether adults are attuned to their needs, teachers build on these
experiences and that a student’s perception of the teacher’s behaviour
impactstherelationship. In other words, studentswho feel their teachers
arenot supportivetowardsthem havelessinterest in learning and areless
engaged inthe classroom. According to Morayo (2015), theinteractionin
the classroom entail s an active encounter of the teacher and the learner
through verba, gestural and resourceinstrumentality to bring about effective
communicationintheteaching and learning process. Sheaddsthat theform
of teacher initiationwill go along way toinfluencethekind of activitiesand
interactionsthat will prevail intheclassroom.

Conclusion and Recommendations

Established ontheresultsof thestudy, thefollowing conclusionsaredrawvn
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that the sel ection of gppropriate pedagogical communicative practiceshave
much impact on students’ learning experiences. Thisiswherethetraining
that teachershaverecevedisactivated. At thispoint, teachersought tofall
ontheir professional skillset in order to deliver onthe mandatefor which
their services are engaged. Students' learning experiences are further
enhanced for utmost academic achievement if teachersare ableto employ
the most appropriate pedagogical communicative practices. Accounting
teachers who are able to engage in the most appropriate pedagogical
communi cative practi cesenhanceA ccounting sudents learning experiences,
thereby ensuring academi ¢ success.

Theeffectivenessof Accounting teachers pedagogica communicative
practices contributesto students' academic performance. Teachersmay
engageinoneform or another pedagogica communicative practiceduring
their engagement with their sudents. But if these practicesarenot effective
enough, the academic success of the students may not be guaranteed.
Pedagogica communicative practices need to form part of thetraining of
teachers for the senior high schools in order to prepare the teachers
adequately for their assignments. Teachers are al so expected to adopt
practicesthat will instigate higher academic achievement and better social
behaviour inthelivesof their students.
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