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ABSTRACT
As a result of increasing knowledge about how teaching and lcarning
occur, new techniques are constantly emerging of which the classroom teacher
must be aware. His or her methods will remain static and ineffective if he or

she is not exposed to new ideas through in-service training.

The study was to evaluate in-service training (IMSET) organized for
training college teachers based on some factors like content, time duration,
motivation, finance and instructional methods that affect the organization of

INSET.

Data were collected using questionnaires and interviews. A total of 120
respondents were selected through purposive and random sampling. The
respondents included 78 males and 22 female teachers from training collcges
and 20 training personnel from both Ashanti and Brong Ahafo regions. All

responded to the questionnaires given to them.

The study showed that: 65% of the Training College Teachers attended
INSET; the contents of INSET were beneficial to the teachers; the best time
for the organization of INSET was vacation; the duration of INSET was short;
the Ghana Education Service (GES) and NGOs were the main sponsors of
INSET; teachers who attended INSET were not well motivated: and the most
popular instructional method used by training personnel at INSET was
demonstration lesson followed by discussion. Based on the conclusions somc

recommendations were made for improvement of future in-service training.
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CHAPTER ONE
INTRODUCTION
Background to the Study

The teacher is in a scnse a guide to learners who are involved in an
cducational journcy. A sﬁcccssful trip for the teacher and for the learner
depends on well planned and carefully implemented educational programmes.
As change and growth are endemic in our complex modern socicty, the school
or staff must also change and grow or else it atrophics.

Also many people are with the view that teaching is an occupation that
anyone can do without necessarily any special training if the person has the
initial academic knowledge from the basic level, sccondary level and tertiary
level, This fact may be true if teaching is to prepare individuals for an
examination py leaming a lot of information very quickly or in short, if
teaching is by cramming of concepts or facts. However, if the tcacher is
considered as a counsellor and a change agent of learning then it is obvious
that without adequate competencies the teacher cannot perform his or her
various roles perfectly. This is why teacher training colleges are cstablished to
prepare the teacher with the necessary competencices or skills to be able to act
as a guide, a facilitator and a change agent of leaming.

Now the question one may ask is that, are the teachers adequately
equipped to teach forever after the pre-service training? This guestion could bc'
fully answered by looking at the problems at the initial training of tcachers

itself. At the initial training not all knowledge and skills teachers may need in



the future are acquired. Beside this, some aspects of the coursc may not have
been properly taught to the tcacher trainees. That aside, capabilitics or
competencies acquired in pre-service training become smaller, weaker or less
important with time. For instance at the pre-service training the skills the
teacher has learnt, if he or she is not using them, he or she may losc touch with
them. Another factor that may make teachers become stale is isolation of
teachers. Those teachers who are likely to encounter the problem of isolation
are those who spend most of their lifetime teaching in the villages and towns,
where libraries, computers, internet café and other facilities are not in
existence.

According to Carwardine (2003) the world in which teachers operate is
changing rapidly. It has been argued that there has been no period of time
since the second world war during which schools have been confronted with
SO many challengcs. Teachers need new skills and capabilities to respond to a
wide range of demands, which include:

1. Economic — economic globalization is leading to pressure to raise
educational standards in order for countries to be intemationally
competitive.

2. Social - changes in society are influencing students’ home and family
environment and it is not always possible to address students’
educational needs without also considering their social necds and
cultural identity.

3. Educational — educational research continues to reveal new insights

about teaching and learning which teachers need to incorporate in their

teaching practice,



4. Use of information and communication technology (ICT) in learning -
the effective use of ICT in schools has the potential to enhance
teaching and leaming, but only if teachers are adequately trained; and

5. Government policy — schools and teachers need to respoﬁd to reforms

in educational administration, curriculum and assessment (p.86).

H

Most nations have now realized the importance of new trends in
education, economics and science as a tool for development and are therefore
going by tl;ese W.etys. In this vein there is the need for the products St
Ghanaian schools to be jwell equipped with the modern outlook. How can this
be done if the teacher is ignorant of this modern outlook? In-service training
of teachers is increasingly being regarded as the key mechanism to cquip
schools to respond to fhese challenges.

The arguments advanced so far seem to justify the continual learning
of the teacher even after the initial teaching. Thus, no matter the length or
quality of the initial training, it cannot prepare a teacher forever. According to
Boakye (1991) in-service training, thus forms a unique aspect of the teacher’s
training because of the underlisted functions it is supposed to perform: |

1. Advance the teachers skills and pedagogical knowledge required for
new teaching roles;

2. Advance and update the teachers knowledge of subject matter:

3. Remedy the teachers deficiencies arising out of defects in his initial
teacher training preparations;

4. Train the teacher for other positions apart from teaching.



These functions suggest that in-service training should cquip thé
teacher for his profession throughout life. Apart from correcting faults at the
pre-service stage, it prepares the teacher for any change in his or her
profession, be it new knowledge or new positions. Because of its ability to
cater for change, in-service training is mostly welcome by many teachers in
various institutions.

The evaluation evidence obtained by the Education Review Office
(ERO) in schools throughout New Zealand demonstrates clearly that the skills
and capabilities of teachers have a significant impact on students learning and
achievement. Both pre-service and in-service teacher training have a central
part to play in developing teachers skills and capabilities. There is relationship
between in-service training and student achievement. Effective in-service
training can enhance teacher performance and this in turn will bring about
improvements in gtudent achievement.

Looking: at the importance of in-service training to teachers much more
cffort should be made to develop programmes to fit the needs of practicing
teachers. In Ghana the essence of in-service training has been realised with
result that several categories of in-service training are organized, namely:

1. Workshops by subject associations. This is a problem solving activity.

Sometimes its duration is about one week,

2. Refresher courses for all categories of serving and administrative
personnel within the Ghana Education Service. This is designed to
update teacher’s knowledge in specific areas,

3. Induction courses for newly appointed and newly promoted teachers,

4. Seminars, which aim at updating knowledge in subject matter arcas.



5. Confercnces designed for administrative personnel. This exposcs
personnel to new educational policies and programmes.

6. Promotion courses, which prepare teachers for promotion intervicw.

In addition, national objectives for in-service training in Ghana have
been formulated as the following;

1. To update teachers;

!\)

To introduce new methods and concepts incorporated in new

syllabuses;

3. To render the teacher more effective in the classroom through scif-
confidence;

4. To inculcate in the teacher adaptability and committal to change and
innovation;

5. To eliminate weakness detected in the teaching — leaming habits of
teachers and students;

6. To keep the teacher up-to-date and

7. To reinforce desirable teaching learning methods and techniques.

These are among the objectives of in-service training in Ghana. And

these are the requirements of a life long education. However, onc may ask . is

it the real situation in Ghana?

Statement of the Problem

In many situations in-service training is not given the needed attention®
and only organized to meet cmergency needs. For example, in Ghana the
structure of Teacher Training does not give prominence to the requirements of

a life long cducation strictly. In-service training is not being provided for



teachers as expected although the new structure and content of education of
the Ministry of Education make pro‘vision for in-service education as part of
the continuing education for teachers. Day-in and day-out, stakeholders of
education lament over the fact that the Ghana Education Servicé (GES) has
not been organizing in-service training to teachers. Boakye (1991) pointed out
that sometimes érﬁcles in the daily news papers appeal to GES to look
seriously into the question of retraining of teachers in view of the scientific
and technological changes going on worldwide. -

Assessing iﬁ-seryice teacher training in New Zealand and Europe,
Marchandisse and Breuse (1581) brought to li ghf factors such as timing, venue
and duration as having effect on the organization of in-service training
programmes. Awudetsey’s (1971) study on in-service training of primary
school teachers also pointed out the scanty nature of work done on in-service
training programmes in Ghana. Similar observations have been made by_
Boakye (1991) on -in-service training of science teachers in Ghana. The report
of the National bonference on Teacher Education and its Ageﬁcies in Ghana,
organized by the Institute of education in 1986 also came up with factors such
as timing, duration, venue and financial constraint as having effects on in-
service training programmes,

From the above, it is realized that there are problems \;rith in-service
training programmes. Unfortunately, it seems not much has been done by way
of scientific research to identify the nature of the problems and the extent to
which the problems affect the effective running of in-service training

programmes in the country.



Since in-service training is an important aspect of teacher training and affects
the performance of teachers at the training colleges in terms of new ideas and
methodology, it was worthwhile investigating the constraints associated with
the organization of in-service training for training college teachers. The study
also sought to find out the measures that could be taken to address the

problems of in-service training in teacher training colleges.

Purpose of the study

The study sought to investigate whether there were limitations of the
provision of in-service training programmecs for training college tcachers. The
study also sought to find out what kind of measurcs could be taken to address

the problems of in-service training.

Objectives of the study

1. To determine the benefit of the content of INSET to the training

college teachers.

(L]

To deteﬁnine the instructional method used during in-service training

of teachers. ’

3. To evaluate adequacy of the duration of INSET to training college
teachers.

4. To find out the appropriate timing of in-service training for teachers in
the training colleges.

5. To find out whether teachers are well motivated to participate in

INSET.

6. To determine how in-service training programmes are financed,



To find out how teachers of training colleges evaluate INSET

organised for them.

To find out whether resource persons engaged in in-service traming

evaluate it.

Research Questions

The study sought to address the following questions:

1.

How beneficial is the content of INSET to the training college

tea(;hers?
What instructioﬁal methods are used during in-service training of
teachers?

How adequate is the duration of INSET to teachers in the training
college?

How appropriate is the timing of in-service training for teachers in the
training colleges?

Are teachers well motivated to take keen interest in INSET?

How are in-service training programmes for teachers financed?

How do teachers of the training college evaluate in-service traiﬁing

programmes organized for them?

Do resource persons engaged in in-service training properly evaluate

what they do?

Significance of the study

The skills and capabilities of teachers have a significance impact on

student learning and achievement. Both pre-service and in-service teacher

training have a central part to play in developing teachers skills and



capabilities. Considering the pace of technological development and the facﬂt
that most of the teachers being trained today will be teaching so many years
into the future, it is important that the students should be abreast with modern
technology such as the use of information and communicgtion technology
(ICT) in leaming and other changes which will influence their work. In-
service trainiﬁg is one of the avenues of passing on the new ways of doing
things to the practicing teacher in the training college who can also impart that
to his or her students. i

The study has helped to identify the nature of the problems with
respect to methodology, content, sponsorship, evaluation and the timing of
INSET and recommended measures for improvement. The study, it is hoped;

will be useful to organizers of in-service training programmes for the

betterment of future in-service training programmes.

Delimitation of the study
The scoine of the study involved the analysis of how in-service training
was organized for training college teachers. It also covered factors ‘that
affected the organization of INSET such as motivation, finance, content,
~ instructional methods, evaluation, timing and duration. The study was also
Vconcemed with both internally and externally organized in-service training

programmes.

Limitations of the study
There were some limitations encountered in the course of undertaking
the research. These limitations include the following; firstly. during the time

of collecting the data the training college teachers were on long vacation and



some of them were at the marking centre to mark Institute of Education, UCC
examination scripts and therefore, it was very difficult to get them for the
questionnaire administration, which somehow affected the questionngir(;
recovery rate. Secondly, some of the quéstions were close ended ones and did
not give the respondents chance to express their views on the issues. Thirdly,
as a result of:tixﬁe factor, the researcher could not choose a large sample size

as expected. All these were likely to affect whatever conclusion might be

drawn from the study.

Organization of the s't;ldy

The study, which was on evaluation of in-service training for teachers
of teacher training colleges, has been organized into five chapters.

Chapter one of the étudy is the introduction. It gives the background to the.
study, the statement of the problem, the purpose of the study, significance of
the study and research questions.

Chapter two deals with the review of literature. This includes the
definitions of in-service training, characteristics of INSET, organization of
INSET and factors that affect organization of INSET, such as content of
INSET, duration, population, sample, sampling procedure, instruments for the
collection of data, data collection procedure and data analysis. Chapter four
concerns the result, analysis of the data and discussion of findings. Chapter
five comprises the summary of the study, the findings, conclusions of the

study, recommendations and suggestions for further research.
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CHAPTER TWO
LITERATURE REVIEW

This chapter presents the review of literature to the topic as
documented by some writers, authoritics and rescarchers. The review is
presented under the following headings: definition of in-scrvice training.
characteristics of in-service training, organization of in-service training.
methods used by organizers of in-scrvice training and problems associated
with the organization of INSET.
Secondly. the literature reviews the factors that affect the organization of in-
service training programmes. These include: motivation. finance. content.

evaluation. timing and duration of in-service training programme.

Definition of In-service Training

Several uscful definitions have been given to in-scrvice training h_\:
different pcople but they all have similar meanings. The terms in-scrvice
training and professional development are often used interchangeably. but
have slightly different meanings. According to the Organization of Economic
Cooperation and Development (2002) professional development signifies any
activity that develops an individual’s skills, knowledge, expertise and other
characteristics as a teacher. These include personal study and reflection as well
as formal courses. In-service training refers more specifically to identifiable
learning activities in which practicing teachers participate. In other words.
INSET is a structured training activity that is intended to increase the skills

and capabilities of teachers in a defined area.

11



Many definitions restrict the usage of the term in-service training {o
further training provided to professionals only, though others generalize it to
include in-service training as “training designed for teachers who are already
in professional practice and which they receive in the context of or in the
course of their work either in their off duty time or during periods of varying
length when their normal duties are suspended” (UNESCO, 1981).

The definition from UNESCO sees in-service training as training for
professional teachers. That is, those who have been equipped with pedagogical
skills through special training. However, in Ghana and most Africa Countrics
in-service training programmes are given to non-professional employees as
well.

Adentwi (2002) quoting Harris (1969) also says “ in-service training is
a planned programme of continuing learning which provides for the growth of
teachers through formal and informal on — the — job experience for ail
professional personnel”. This definition, like most other definitions views in-
service training as training for professional teachers.

Morant (1981) also credits Cane (1969) with the following definition.
That is in-service training is taken to include all those courses and activities in
which a serving teacher may practice for the purpose of extending his
- professional knowledge, interest or skills. Preparation for a degree, diploma or

other qualification subsequent to initial training is included within this
definition.

Clearly, the foregoing definitions limit in-service training to training
given to only professional personnel. A Commonwealth Regional Workshop

(Commonwealth, 1977), however, defined in-service training as training that

12



is conducted at any given time after an individual has been employed as a fuli
time teacher. Although léssd comprehensive in terms of describing the
characteristic features of in-service training, this definition extends the usage
of the term to include training offered to non professional or unqualificd
teachers and therefore reflects the situation as far as in-scrvice training in
many English speaking African countries arc concerncd. As a matter of fact, in
Ghana as in many other African countries, in-service training has becen
organised for both professional and pon-professional  teachers. The
researcher’s study is in-line with the definitions given by Commonwecalth
Regional Workshop (1977) and the Organisation of Economic Cooperation
and Development (2002). Greenland (1983) conducted a survey on in-scrvicc‘
training for primary school teachers in Anglophone African countrics and
found out that four main types of in-service training were provided as follows:

1. In-service training for the unqualified teachers.

2. In-service training to upgrade teachers.

3. In-service training for new roles.

4, Curriculum-related in-service training (p.52)

The word “unqualified” refers to the untrained teacher and a trained
‘teacher without a certificate. In-service training for unqualiﬁed'teachers took
place in countrie_s like Lesotho, Uganda, Liberia, Swaziland, Zimbabwe, Sicira.
Leone and Ghana. In-service training for upgrading teachers took place in
countries like Nigeria, Swaziland and Liberia. Nigeria had another varicty of
this type; that is in-service training for sub-qualified teachers which was
designed to move pupil teachers, who have been given some form of training

to higher grades after further training. For example, in Nigeria a sub-qualificd

13
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teacher can be upgraded from Grade III t(i‘)t Grade 11 In-service training for
new roles took place in countries like Ghana, Nigeria and Zimbabwe. In this
case, some already qualified teachers were trained to serve as trainer of
trainers or given further training in specialized arcas of school life (e.g. giving
teachers training in school administration, continuous assessment, or training
teachers to serve as guidance and counselling coordinators).

Curriculum related in-service training took place in almost all
countries. Such in-service training was designed to introduce teachers to.
innovations taking place in the curriculum of schools or to help implement
educational reforms, an example of such in-service training has been held in
Ghana to prepare teachers for the new curricular namely, the junior and senior
secondary schools curricular. It is also organised in Kenya, Liberia, Gambiz;
and others.

In-service training and in-service education have been used
interchangeably. While some writers prefer to use the term in-service training,
others prefer in-service education. Those who use the term ‘training’ view in-
service training as largely concemed with the acquisition of skills and
techniques using standardized leaming procedures and sequences. The
“emphasis here is on the acquisition of specific teaching skills and
competencies. In-service training programmes are too short to provide for the
complete education of participants and that the concentration or form must be
directed to the acquisition of know-how skills. On the other hand, those who
use the term ‘education’ are of the opinion that in-service training is concerned
with bringing about teachers’ professional, academic and personal

development though the provision of a whole series of study experiences and

14
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activities of which training is only a part. Those of the second school of
thought believe that the acronym INSET is unnccessary as it suggests a falsc

parallel and possibly equal relationship between education and training

(Greenland, 1983).

Characteristics of In- Service Training
Adentwi (2002) identified the following as characteristics of INSET.

1. In-service training is usually supplementary to the initial training that the

teacher has received in a training college or university. In this regard, its
role is to supp‘ort the professional development of the teacher by keeping
him abreast of new ideas, new ways of doing things, and changes taking
place on the educational front to perform effectively and efficiently.
In-service training is also supposed to be well planned and executed
activity no matter how short lived it may be.

In-service training is supposed to be a continuous process. It is supposed
to be provided at anytime the need is seriously felt to add to the repertoire
of knowledge and skills of the practicing teacher.

In-service training is normally organised for already engaged personnel in
the school or educational establishment who find time outside their
schedules to undergo the leamning experiences provided. Sometime, in-
service training may take the form of a long course, which may demand
that the teacher should be on study leave.

In-service training provides the forum for the discussion of curriculum
and instructional issues for improvement of the activities of schools.
In-service training provides experiences that lead to the professional.

personal and intellectual growth of its participants(p.120).

15
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In-service training secks to widen‘and deepen teachers’ knowledge,

understanding, skills and éxpenise in respect of their work. To achieve this

aim, Molomo (1983) suggests that the definition of in-service training should

be spelled out to include the following among others:

1.

2.

Introducing teachers to new concepts and practices

Cor‘isidcri.ng and attempting to remedy defects in existing educational
practice.

Impressing upon educators the need for innovations and change.
Reinforcingrdesirable teaching and learning methods.

Helping teachers to develop and evaluate curriculum materials.
Enabling teachers to cvaluate themselves and to upgrade their
professional status.

Providing opportunities for professicnals to socialize in order to share

ideas about their work(p.152).

Organizations Involved in Providing In-Service Training in Ghana,

There are several organizations involved in in-service training

activities, The UNESCO (1983) identifies two categories of organizations

involved in the sponsorship of in-service training on the global scene. These

- bodies are classified as governmental and non-governmental. The

governmental organizations are the:

1.

United Nations Education Scientific and Cultural Organization
(UNESCO)

Council for Mutual Economic Assistance (CMEA)

Organisational for Economic Co-operation and Development (OECD).

International Labour Organisation (ILO).

16



5. Council of Europe.

The non-governmental organisations arc:

Association for the Training of European Teachers (ATET)

—

International Council on Education for Teaching (1ICET).

]

Worid Confederation of the Teaching Profession (WCOTP).

152
.

4. International Federation of Teachers Unions (p.6).

Adentwi (2002), quoting Manu (1993), identificd the originations noted

for providing in-service training in Ghana. Thesc include:

—

. The Ministry of Education (MOE)

[N

The Ghana Education Service (GES)

The Institute of Education UCC (IOE)

L8]

4. The Teacher Education (TED)

5. The Institute of Education Planning and Administration (IEPA)

6. The Institu';e of Education Development and Extension (IEDE) of
UEW

7. The Subject Association like the Ghana Association of Science
Teachers (GAST), the Ghana National Association of Business
Education Teachers, Mathematics Association of Ghana (MAG) and so
forth.

8. Ghana National Association of Teachers (GNAT)

9. Non-governmental Organization (NGOs) like World Vision, Canadian
Teachers Federation and so on.

10. The West Africa Examination Council (WAEC)

11. The Curriculum Research and Development Division (CRDD) (p.132

17



e
i

(X%
The roles of some of these bodies in thc provision of in-service traming

in Ghana are as follows:

The Ghana National Association of Teachers (GNAT) organiscs
courses to prepare teachers to pass promotion interview and examinations. It
organizes book development workshops to train teachers in effective
techniques: for writing textbooks and other instructional materials. It organiscs
study circles for teachers to update their knowledge in professional issues and
social matters.

The subject Associations organise workshops for introducing teachers
to new syllabuses. They also organise workshops for reviewing the cxisting
syllabuses and teacher support materials to introduce need changes or to
introduce entirely new ones.

Science Teachers Association is one of the most encouraging
movement for science teaching improvements. In Ghana, at the teacher
training college lével, the importance of teachers subject Associations in in-
service training programmes cannot be underestimated (Commonwealth
Secretariat, 1974). In the United Kingdom, professional associations such as
the Chemical Society and the Guild of teachers of Backward Children Play a
supplementary function in in-service training to that organised by other

agencies (Mattdck, 1957). 1t can be seen from the examples in Ghana and the
United Kingdom that subject professional associations can play a major role or
a supplementary role in in-service training. The Ghana Education Service
(GES) conducts in-service trailning on the introduction of new curricula into
schools. It also conducts prescribed promotion courses to enable some

categories of teachers to qualify for promotion in fulfillment of the conditions

18
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of service of the GES. It aiso organises orientation courses for newly trained
officers of the GES. .

According to Boakye (1991), the Institute of Education (UCC)
organises workshops in collaboration with other égencies to review policies,
programmes and curricula for teacher education (for example, it organised the
National C:onference on Teacher Education and its agencies in Ghana in 1936
at the U. C. C.). The professional Board of the Institute of Education organizes
conferences and seminars to review syllabuses and assessment procedures for
the teacher training colleges. It organises every year courses on marking
schemes for the purpose of coordinating the marking of the Post-Secondary
Teachers” Certificate and Diploma Certificate Examinations. Besides, it
organises sandwich courses for teachers. The Institute of Educational Planning
and Administration (IEPA) of the University of Cape Coast organises courses
and workshops to equip management and administrative personnel in
educational institutes with educational administrative and management skills.
IEPA too orgc";nises M.Ed sandwich programmes for teacher and other

employees from other organizations.

Organisation of In-Service Training

Koranteng (1995) of Teacher Education Division of the GES in a
seminar paper identifies the following processes or procedures in the
organisation of in-service training.

1. Needs analysis

2. selection of Resource Persons
3. Planning of the course by the Resource Persons
4. Physical Resources
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5. Financial Estimates R

6. Sending Estimates to Sponsoring Agency
7. Invitation of the feedbagk from participants
8. Managing the delivery of the course

9. Evaluation of the course-post mortems and follow-ups(p.6).

He said that needs analysis basically involves the identification of
problems with the curriculum in schools. These problems could be those
faced by teachers in their implementation of the curriculum or may be those.
identified by a commiittee set up to find out such problems faced by teachers.
Such committee could be set up by subject associations. An example of this
was that the Mathematics Association of Ghana (MAG) conscious of the fact
that no opportunities and facilities existed for re-training and in-service
training courses for tutors, mounted an in-service training programme for
tutors at Akropong on April 22 to 26, 1987, to improve upon the areas where
they lacked competence, upgrade their knowledge and methods of tcaching.
and to discuss together the teaching syllabuses to ensure a common tecaching
approach, and above all to identify problem areas and find solutions to them
(Koranteng, 1995).

He further on said that the success of any in-service training
programme depends to a large extent on the efforts of the resource persons.
Having identified the problems the next stage is to come up with a list of
experts or professionals who would be able to help solve the problems
identified. In doing so, there is the need for contacts and consultations in
order to get those with the required expertise to handle the subject matter or

topic. Also one needs to recognise the need for such training course to give
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‘adequate attention to teaching methods"bsinge ‘the concern here is about

teachers and teaching. Tt is therefore :e’quired that most of these resourcc
persons should have enjoyed successes as teachers in schools, and their school
experience should be recent, sﬁbstantial and relevant.

According to Harlen (1985) the main objectives for planning of in-
service training include the following:

1. It establishes clearly the identifiable goals for the training proccss for
both teachers and pupils.

2. It offers a framework for course design to meet the need for practicai
classroom skills.

3. It emphasizes the practical skills nature of teaching(p.45).

It was said that to be able to achieve these objectives the course co-
ordinator and all the resource persons should meet and plan the course. At
such a meeting the content and methods of delivery should be identified. A
day’s seminar is ttien held for the resource persons before the actual in-service
training prograrame. Here they do an in-depth study of the syllabus and
textbooks and also spend time working on functional methods in teaching andﬁ
learning. The organisation of this seminar culminates in the production of a
training manual or handouts which are used for the in-service course. Also the
needed resource materials are identified and finally a time-table for the course
is drawn.

Marchandisse and Bruese (1981) suggest that the running of in-service
course will definitely require some funding. It is the duty of the co-ordinator /
organising team to come up with the estimates of the required funding that can

successfully run the course. These estimates may include some items such as:
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Travelling and Transport Claims Accommodation

Resource Materials

Honorarium for Resource Persons

Funding may also be solicited from various sources both governmental
and non governmental. Corporate bodies and business organisations as well as
international educational agencies may be approached for assistance. But the
caution here is that sponsors of in-service training programmes find it difficult
to part with money especially when they find it unbearable. This lcads to
postponements which invariable lead to a further increase in cost thereby
rendering it impossible to run. Therefore estimates should be on the moderate
side or preferable manageable (Marchandisse and Bruese, 1981).

It must be emphasized that an Association which relies solely on
external donors for its activities may run into difficulties. The members of the
association must themselves be willing to make financial contributions
towards their \\}orkshop or course activities. Besides, the Association must
generate funds from activities such as fairs, exhibitions and particularly,v
publishing projects (Marchandisse and Bruese, 1981).

Koranteng (1995) says that after coming up with the required estimatesl
there is the need for the co-ordinator to send these estimates to the sponsoring
agency for discﬁssion. If the donor / sponsors do not become convinced,
should the unfortunate happen, that is, approval not given, there is the need for
a downward review of the figures without necessarily sacrificing quality.

Wheﬁ the estimates are approved the next stage is the invitation of

participants. What has been happening for sometime now is that invitation of
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participants are either published in the media.‘cjf:"‘thgt invitation letters arc sent
out to them a week to the start of course. This is wrong. In such situations
either the letters fail to reach them or when they do the recipients are not able
to reply to them in time. The result is that the number of participants expected
for the course is reduced significantly. Course co-ordinators or organisers arc
advised to send out these invitations on time so as to enable the recipients
react to them. When this is done co-ordinators could find replacements for
those who would not be able to attend the courses (Koranteng, 1995).

It is the responsibility of the co-ordinator to sec to it that the course is
run successfully. The course coordinator should ensure that the programme is
carried through with the little or no hitches at all. But this, it is expected that
the right people and logistics are at the right places at right times. This will
sérve as a motivation to both the resource persons and participants and will
urge them to take the course seriously. When courses are run in a lackadaisical
manner everybody tends to relax which badly affects the intended impact or
goal. It needs e;nphasising that the delivery of workshop materials should £0
beyond the use of traditional lecture approach only. Other, methods such as
co-operative teaching, group use of classroom children, demonstrations,
.discovery, and others depending on the set goals must be used. A variety of
approaches ensure participation by all and remove the tendency of boredom
which lectures often generate (Koranteng, 1995).

MclIntosh (1974) points out that to determine the success of the course
there is the need for evaluation. There must be criteria for evaluating the
course, Evaluation enables the course organisers to know what has been

achieved and the shortcoming. This helps them to improve upon future
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programmes. Questionnaires could be developed and  distributed to

participants to elicit information from them. These questions could be
structured so as to evaluate either the resource persons or the whols:
programme. There could be open durbars at the end of the course where
organisers and participants could exchange ideas. Also the course prefect’s

report serves as a form of cvaluation.

Methods of Presenting In-Service Training
In-service training has many objectives and takes many forms. It
includes specific learning activities tailored to the development nceds of
teachers and schools as well as nation-wide courses to equip teachers to dcal
with curriculum and other changes. For this reason, the methods of teaching
employed during in-service training presentations should ideally be interactive
and action-oriented to enable teachers to fully participate in the learning
process. People who make presentations at in-service t;aining should
therefore present model lessons so that the teachers will learn from such
presentations. However, it appears that the lecture method is most frequenily
used during in-service training programmes. Greenland (1983) explains that
‘this is so because many in-service training programmes last for a short
duration, even though very large volumes of information have to be passed on
to the participants. Another possible reason for the domination of the lecture
method is lack of planning. This may cause resource persons to lecture even
though some other presentation techniques might have been better. Thcﬂ

problem with the overuse of the lecture method during in-scrvice training is
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that it may not be the best for the teaching of p?actical skills. As Harlen

(1985) points out:

Telling Teachers what they might do using teaching methods in
practice quite contrary to the ones being advocated in theory would be likely
to be a waste of time. Giving participating teachers experience of the
proposed teaching approach could be more effective. (p. 57).

As a matter of fact, to give teachers practical skills, it is better to use a
variety of teaching methods during in-service training programmes. Among
the many methods advopated for use in-service training programmes are the.
case study, seminars, conferences, workshops, demonstrations, discussions,
small group work, problem-solving methods, exercises, field trips, displays,
exhibitions, panel discussions, participant presentations and the use of distance
education materials. rOthers are team teaching, role-playing, simulations,
television instructional sessions and the wuse of information and
communication technolegy (ICT) (Harlen, 1985).

Each of ‘these techniques may have its own merits and demerits.
Therefore it has been realised that a combination of methods at in-service
training may help to counterbalance the strengths and weaknesses of the
various methods thereby making for a more effective presentation. It has also
been observed that in-service training presentations can be made particularly
interesting where the various methods are combined and the lessons illustrated
with teaching and learning resources in the form of audio-visual aids and
other media and technologies for learning (Arcus, 1979).

Where small groﬁps arc used during in — service training presentations.

it is advisable to include people of varied backgrounds in different groups so "
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that there would be a greater knowledg_e}tp'doil'-“ih the group (Bolam, 1980).
Also, it is considered important to kécp group size small enough to allow for
members to fully participate in the lesson.

Another important observation about in-service training presentation
methods is that in-service training appears to work best where participants are
involved in the planning of in-service training particularly, in deciding on the

timing of in-service training as well as the topics or issues to be deliberated

-

upon (Bolam, 1980).

Problems Associated With In-Service Training
Many researchers have brought to light the nature of problems
confronting in-service training. Akeson, Tibetts and Silverman (1968),
claimed in their book entitled ‘Teaching in the Developing Nations: A Guide
for Educators’ that there were problems associated with in-service training in
developing countries including Ghana. According to them, in these countries,
difficulties enconntered by the participants in travelling, poor accommodation,
second job responsibilities of many teachers, may result in poor attendance. It
has been observed that as a result of improper supervision, many teachers who"
' have profited from in-service training go back to the college to continue with
the old ways of doing things. This sometimes happens because it is more
challenging to introduce innovations than to continue with old ways of doing
things. Thus, when teachers who have benefited from in-service training face
the least resistance in their attempts to introduce change, they give up trying to
introduce change that would otherwise have been very beneficial to their

schools. Bame (1991), has published the following summary of the reasons

why in-service training fails:
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1. Topics arc frequently sclected by pcop!c‘dthcf than those for whom the

in-scrvice is provided.

Follow-up support for ideas and practices introduced during in-scrvice

g8

programme occurs in only a very small minority of cascs.
3. Follos -up evaluation occurs infrequently.
4. In-service programme rarcly addresses the individual nceds and
concems of participants(p.39).

The problems cited by Akeson ct al (1968) can be summarized as
venue, poor coordination and lack of financial support for the in-scrvice
training. These factors are worth considering sincc the Ins.tituxc of Education.
UCC (1986) identificd similar problems with in-service training programmcs
in Ghana. These problems relate to short duration, inadequate ﬁnanciu]{
support, lack of materials for workshops and lack of evaluation. Furthcrmore,
some teachers do not attach any seriousness nor show commitinent to in-
serv.ice training because they are not issued with certificates after attending
some of the in-service training courses. Even when certificates are given, they

may not count towards the promotion of teachers.

Motivations of Teachers to attend In-Service Training Programmes
The word “Motivation”, according to Moffit (1967) is a desire to do

something. This “sometimes” can be as simple as eating 2 meal or as complex

as designing a space capsule. It can be activities done alone or involving*

working with others. It can take a few moments or require years of efforts.
Marty variables influence people’s desire to “do something” in the work

environment. These variables include their own needs, factors present or
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absent in the environment itself and the "bt-e‘h-aviour of their immediate
managers. Taylor (1997) defined motivation as forces that maintain and alter
the direction, quality and intensity of behaviour.

Good (1959) similarly defines motivation as the process of arousing,
sustaining and regulating activity. Motivation as defined here, suggests
interest in doing something, which may be the result of an incentive. But for
the purpose of this study, it is considered as the attraction to attend in-service
training for financial gain, promotion or acquisition of knowledge.

According to the commonwealth Secretariat (1974), teachers can be
induced by incentives such as promotion or recognized qualification. This
report sees promotion and qualification as being motivating factors for
teachers to attend in—serviée training. This may not be true in all cases.

On the issue of rewards and the use of in-service training knowledge,
Postlethwaite and Husen (1985) claimed that long courses leading to academic
awards can have negative effects. This is in the sense that they focus the
minds of the participants on the prospects of the promotion associated with it
at the expense of the practical knowledge that is needed for classroom work.

Kendall (1989) writing on the title ‘Managing Educational Change™
'says that the individual will oppose innovation if it means he has more load
without compatable rewards.  Connecting this to in-service training
programmes it can be said that the teacher will be more involved in in-service

training programmes and put whatever is learnt into practice if it means the

teacher’s efforts will be rewarded.
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Chambers {1997) pointed out that teachers can be persuaded to involve

themselves when they feel that their own ‘personal curricula’ will be enhanced

by so doing.

Content of In-Service Training Programmes
Chamber (1997) says that much of the discussion about the content of
in-service training programmes over the past years has completely missed the
point, for it has failed to recognize that what is taught is the teacher and not
subjects. The focal point of any discussion about the content must be the
teacher. It follows, too, that not only the focus but, indeed, the whole rationale
for any in-service training articulation and planning must, again, reflect both
the individual and collective curricular needs of real teachers in real schools.
Considering the various functions a teacher performs, Awuku (1986)
suggests that the teacher must be knowledgeable about several issucs being
past or contemporary in our community, about the culture of his or her society
apart from teaching the pedagogical skills he/she acquired in his area of
specialization. Although some of these skills may have been taught during his
or her initial training school, he or she still needs refreshment of knowledge,
updating and strengthening his or her knowledge and professional skills since
knowledge and skills are dynamic. A teacher being a member of the
community and because of school — community relationship he or she must be
current so that he will be able to explain current issues to the community
members.
In this sense, Trendall (1989) says it is a shortcoming of initial and in-"
service courses when more emphasis is placed on only academic skills at the

expense of inter-personal education. Sharing similar viewpoint, Chambers
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(1997) writing an article about in-service trafr‘iiﬁgh and the needs of teachers

states that teachers have an interlocking range of total and ‘life-skills’ needs

that are profoundly diverse. The motives for participating in in-service

training programmes should reflect the extent to which they believe their ‘life-

skills’ needs can be or are likely to be met by that provision and those

‘providers.

He suggested a possible ‘taxonomy’ of such ‘life-skills’ as

indicated below.

LIFE — SKILLS

!

Dealing
with
pupils

T

Social Skills : .
ocid Coping Skills
At work
Management Getting on Dealing Choosing, Survival
and with others with finding & ina
supervision at work people in improving number
authority work-roles || of ways

Figure 1: Taxonomy of Life Skills

This should be considered in the

programmes for training college teachers.

‘Financing In-Service Training Programmes

context of in-service training

The success of in-service training like many other important activitics

depends mostly on the availability of funds and other resources. It cannot be

denied that the success of teacher education depends largely on the availability

of resources. Marchandisse and Bruese (1981) reported that some sub-Saharan

African countries continue to cut down their budget for in-service training duc

to financial constraints. Most of such countries do not organise in-service-
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training for their employees because of inadéq‘t'latc: funding. Even for those
countries which organise it, how to get funds to purchase logistics such as
teaching and learning materials, handouts, pens and pencils for the in-service
training programmes was a problem. The feeding of participants, their
accommodation and night allowance deterred most of the countrics from
organising in-service training for teachers.

In Ghana, government subvention is one major source of funding for
in-service training activities but these subventions do not come at the right.
time. Other means of funding in-service training include money provided by
the professional associations or subject association of teachers, interested non-
governmental organisations (NGOs) such as World Vision, JICA, UNICEF,
USAID and Commission on Human Rights and Administrative Justice.
Sometimes, they are called development partners (Koranteng, 1995).

Carwardine; (2003) reported that a major step towards enhancing the
quality of educe}tion in Afghanistan is made today with the start of the first
nationwide teacher training programme, run by the Afghan Ministry of
Education with the support of UNICEF. During 2003 a total of 70,000
teachers had received in-service training designed through a partnership
“between the Ministry and UNICEF. It could be realised from Cowardine’s
report that the in-service training programmes were supported by NGOs or
Development Partners. Ahmed (2002) also reported that in Somali in-service
training courses offered to 841 teachers was funded by Save the Children,
NGO in United Kingdom.

In Ghana for example, funds provided by GNAT is one important

source of money for in-service training. GNAT may cither provide
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sponsorship for teachers attending in-service fraining or may organisc in-

service training programmes itself either alone or in collaboration with other

interested partners.

Goble and Porter (1977) reported of a form of sponsorship in Bul garia,
Hungary and USSR where the government teachers’ organisation and teachers
themselves supported in-service training. Here three parties namely the

government, teachers’ organisation and teachers provide the financial support.
In New Zealand, the Crown currently spends around $60 million on

in-service training a year which amounts to 2.7 percent of its total budget for
teachers salaries. This tells us how much goes into in-service training only

(Goble and Porter 1977).

Evaluating In-Service Training Programmes

At time when there is more and discussion about accountability in
education, it is inevitable that this should include a consideration of evaluating
in-service programmes more systematically than before. Taylor (1997) says
that even if we were to disregard the accountability argument, there arc still
good reasons for giving more thought to this task. First, provision of in-
service training has greatly increased during recent years, but the quality of
some of it has been doubtful. Clearly this ought to be rectified 'immediatcly.«
Secondly, despife the claims of the James Committee (1996) and other
teachers who have made use of in-service training opportunities that it makes
the teacher more efficient, there is very little empirical evidence to support this
claim or indeed other claims that are made for in-service training. Thirdly,

during recent years, there has been considerable diversification in the types of
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programmes available, and this understandably has écncratcd such questions
as whether they are more beneficial than what was available before. Fourthly.
since many teachers give up much of their own time for in-service education,
we must cnsure that this is not wasted. More attention to evaluation should
assist us in providing answers to some of these questions.

The evaluation of in-service programmes is, of course, not new? it has
been taking place for years, primarily through the incrcasing usc of
questionnaires given to teacher participants. However, the extent of even this
kind of evaluation has been limited. We now need more accurate and valid
information.

Although cducational programmes can be cvaluated in different ways
and from different points of view, it seems to bc some agreement about the
general purpose of educational evaluation as advocated by Moffit (1967). He
maintains that educational evaluation is a process of delincating, obtaining and
providing uscful information for judging decision alternatives.

In their analysis of the steps to be taken in the process of evaluation,

Alexander and Sayler (1994) include the following:

1. the determination of what is to be provided; for what kinds of decision
is evaluative data needed;

2. the kinds of data needed in making these decisions;

3. the collection of data;

4. defining criteria for determining the quality of the matter being
evaluated;

5. analysis of the data in terms of these criteria;

6. provide information for decisicn making(p.42).



Equally helpful is the comment by Melntosh (1974) that a prerequisite

of educational programmes should be their evaluation at a different levels,

which includes:

evaluation of the need or demand of the programme;

bk

evaluation of the effectiveness of the programme in the opinion

!\J

of the students;

3. evaluation of the effectiveness of the programme in the opinion
of the educator providing the in-service programme;

4. evaluation of the effectiveness of the programme in the opinion
of user, buyer, or employer of the newly trained product;

5. evaluation of the effectiveness of the programme in the opinion
of outside educationalists;

6. cvaluation of individual units or blocks of work of the

programme for example, one day or one week’s work.(p.27).

Because éf the volume of in-service programmes, their aiversity, and
the various resource problems, few programmes are likely to undergo such a
vigorous evaluation process. However, evaluation at one o-r more of these
levels would often be a considerable improvement on what has gone before

{Mclntosh, 1974).

Timing of In-Service Training Programmes

On the issue of timing of INSET, Thompson (1982) realised in an
evaluation of in-service training education in Europe that low participation of
most teachers in in-service training was due to the inappropriate or unstable-‘

timing. Most of the in-service training programmes occurred during
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vacations, sometimes in the evenings and_ at the \"»"eekends where most workers
rest and do their private work. ‘He said that in Europe timing scarred most
married couples and other workers to attend in-service training, Therefore in
order to encourage high participation: Local Education Authorities (LEA’s)
set aside some days either two or three for participation in in-service training
programmes. During these days schools are closed down. This is done
because it is expected that every teacher will attend the in-service training.

It is released from Thompson (1982) evaluation that teachers do not
want to sacrifice their leisure time for activities of the school such as in-
service training. Perhaps, that was the reason why LEA’s decided to use
school days for in-service training which might make their duty-bound to
participate.

Even though it appeared that the holiday periods seemed not be
convenient for some of the teachers in Thompson’s study, Marchandisse and
Breuse (1981) evaluating in-service teacher training in Europe realised that
most of the in-service courses took place in the holidays. Probably, teachers

Pl

may participate fully in in-service training during vacations.

‘Duration of In-Service Training Programmes

The leng§h of in-service training programmes determines the depth of
content and instructional methods to be used. If the period for in-service
training is very short, it implies that only few materials would be used and the
participants would nét receive detailed information from the in-service
training programmes. On the other hand, if there is a long period for the in-
service training sufficient information would be gained from it. The length of
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in-service training also dictates the soﬁ of instnicfibﬁal methods to adopt at the
in-service training programmes. If ther‘e arc few days for the programmes.
non-interactive methods would be used, for example the lecture method
(Mattock, 1975).

Bolam (1980) a research fellow, University of Bristol, School of
Education writing an article on ‘Training of the trainers’ suggested some skills
to be included in in-service training programme. These include; Clinical
Supervision, Microteaching, Classroom interaction analysis and Adult ,
counselling if there is to be adequate opportunity to practice these skills in
both stimulated and real life situations. Bolam said these need longer duration
for the practice and not just a short period. This was supported by Institute of
Education, University of Cape Coast (1986), which also claimed that the
duration of in-service training in Ghana was relatively short with the result
that participants gained very little from the course. This also implicitly shows
a dependence on the content covered at in-service training programme on
duration. Thus tfxe duration of in-service training may depend 611 what needs
to be achieved at the end of the programme.

According to Mattock (1975), the aim and the content of in-service
training programmes will determine the duration. Depending on the aim,J
varying durations of in-service training can be organised as was found in the

United Kingdom. They are:
1. Short courses ranging from evening courses with duration of up to two
years to one or two weeks vacation éourses, one-day conferences and

single meetings.

(%)
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2. One-term full-time non-award bearing c;ourses of professional study
based on curricular and organisétional changes in schools organised
mostly by the colleges of education.

3. One-year full-time courses, which always lead to a named award (c.g.
B.Ed: M.Ed; M.A; M.Sc and Advanced Diploma).

Mattock (1975) indicates the various in-service training that can be
organised depending on the aim of the in-service training programme. In this
case, longer duration in-service training led to the obtaining of an award.

This is not different from Ghana where such in-service training
programmes are being organised for teachers to pursue Diploma in Basic
Education (D.B.E); Post-Graduate Diploma in Education (PGDE); Degree for
Higher National Diploma (HND) holders from Polytechnics; Masters Degrec
in Education (M.Ed) and Master of Arts degree (M.A) as sandwich and
distance education programmes.

When teachérs are sponsored fully to do the aforementioned courses it
costs govemmen;[ a lot, and at the same time teachers leave the pupils and
students in the classroom leading to shortage of teachers now and then. To cut
everything short, funds in addition to other factors are essential factors in

deciding the length or duration of in-service programmes. When there is
enough money coupled with other factors the duration of in-service training

-

would be longer (Koranteng, 1995).
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CHAPTER THREE
METHODOLOGY
In this chapter the method and instruments used in the collection of

data are presented. It also describes the population and sampling techniques.

Research Design

The study was a descriptive sample survey which employed
quantitative research methods. The descriptive survey basically inquires into
the status quo; it attempts to measure’ what exists’ with respect to variables or
conditions in a situation (Marchandisse & Breuse, 1981).

The descriptive sample survey was chosen because in considering the
purpose of the study, the research questions and the magnitude of target
population, it was the most appropriate design, which could lead the
researcher to ac};ieve the purpose and to draw meaningful conélusions from

the study.

Population

The population of the study comprised all training college teachers in
Ashanti and Brong Ahafo Regions of Ghana estimated to be 400 and 20
training officers from Ashanti and Brong Ahafo Regional and District
education offices. These teachers were post graduates and graduates. usually,

from the University of Cape Coast and University of Education, Winneba.
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Sample and Sampling Procedure
The sample for the study cdnsistéd of training personnels involved in

in-service training at the District and Regional Education Service Units who
organised in-service training for teachers. It also included teachers from five
teacher training colleges in the Ashanti and Brong Ahafo Regions of Ghana.

| In all there are ten government teacher colleges in the two regions.
The names of training colleges selected and the number of teachers sampled
from each coilege are presented in Table 1.

Table 1
Number of Training College Teachers Sampled

Teacher Training Colleges Total Number of Number of
Teachers Sampled Teachers

FEMALE COLLEGES

St, Monica’s Training College 36 18

St. Louis Training College 34 17

CO-EDUCATIONAL COLLEGES

Wesley College 50 25
Atebubu Training College 38 19
Berekum Training College 42 21
Total _ 200 100

The researcher used purposive sampling to select the training
personneis at various Education units because the researcher needed specific
information on in-service training. This specific information could only be
obtained from specific people engaged in in-service training. In selecting the

training college teachers a cluster sampling technique was used. Cluster
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sampling was used to ensure that teachers from the co-educational training
institutions and those from the exclusively female training institutions were
adequately represented. This bccame necessary because it was observed that
while males headed the co-cducational training colleges in two regions, the
female training colleges were headed by females whosc leadership styles

might be somehow different.

Two colleges were selected from the three female training colleges
using simple random sampling technique (The lottery method). The names o}
the colleges were written on pieces of paper and put in a containcr. After
shaking training it thoroughly, two schools were picked namely; St. Monica’s
and St. Louis training colleges. The same procedure was done for the co-
educational training colleges which led to the sclection of the three colleges
namely; Wesley, Atebubu and Berekum training colleges.

The researcher used proportional random sampling for individual

teachers for the study. For each college fifty percent (50%) of the total

number of teachers were selected using the table of random numbers

Instruments for Data Collection

The instruments used for collection data were interviews and
questionnaires. The researcher developed two sets of questionnaires.

One set of questionnaire was for the teacher training college teachers
and the other set of questionnaires was for the training personnel or resource
persons involved in the organization of in-service training in the teacher
training colleges. Open and close-ended questions werc used. The

questionnaires were developed by the researcher based on the information
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extracted from the literature on previous researcher work on in-scrvice
training. After designing the questionnaire the rescarcher gave them to his
supervisor to cxamine and scrutinize them. Bascd on the comments made by

the supervisor changes werc then effected in some of the questions.

Questionnaires for the Teacher Training College Teachers

The questionnaires for teacher training college teachers had six
sections, The first section ‘A’ sought background information on the teacher
training college teachers and the sort of in-service training programmes thc_\,:
had attended. Under section ‘B’ the questionnaire sought information on the
instructional method used at INSET. In section "C™ questions were asked about
content of In-Service Training Programmes organized for Teacher Training
College teachers. Sections ‘D7, ‘E’, *F” and ‘G’ looked for information about
financing, duration, timing and evaluation of in-service training programmes

organized for teacher training college teachers respectively.
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Questionnaires for the Training Personnel Concerned  with  the

Organization of In-Service Training for Teacher Training, College

Teachers

The same pattern as uscd in the casc of Teacher Training College
teachers was used for the structuring of questionnaires for in-scrvice training
officers: section ‘A’ dealt with genera! information regarding the background
of the training officers. The next section ‘B” dealt with financing ol in-service
training. Section ‘C” dealt with motivation at INSET. The remaining section
D. dealt with evaluation of in-service training programmes organized for
teacher training college teachers.

The researcher pre-tested the questionnaircs on training C()Hcgcﬂ
tcachers at Atebubu Training College. Ten questionnaires were sent out and
response ratc was 80%. The pre-testing showed that four questions needed
clarification. The researcher thercfore modified the questionnaire to enable it

elicit the right responses.

The Interview

The researcher used the interview method to seek for further
information and clarification of the responses obtained using the questionnaire
method. The researcher conducted unstructured interview with the heads of
subject dcpartmént and training officers to clarify some issucs on in-service

training,
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Procedure for Data Collection

The researcher sent out hundred questionnaires to the selected colleges
to be administered to the teachers. The questionnaires for the colleges in
Kumasi were personally administered by the rescarcher while in the casc of
the colleges outside Kumasi the researcher had earlier on gone there to discuss
with the vice principals so the questionnaires were mailed to them to be
distributed to the training college teachers. A covering letter was enclosed in
each batch of questionnaires posted to the colleges. The letter attached
explained the purpose of the questionnaire and the deadline for the return of
the completed questionnaires.

For the colleges in Kumasi the researcher collected the completed
questionnaires himself. In addition, twenty questionnaires were sent to
training officers at the regional and district education officers of the GES. The
questionnaires for the training officers were administered personally in
Kumasi and Sunyvani. After a week the completed questionnaires were
collected personc:ﬂly from them. The researcher also conducted face-to-face
interview with the heads of subject department and training officers to clarify

some issues on in-service training they had ever attended.

Problems

In the coﬁrse of undertaking the study the researcher encountered many
problems. The information was collected from the training college teachers
but during the time of collecting the data, the teacher training colleges were on
long vacation so the researcher found it very difficult to get the teachers. The

researcher chased them here and there since some of them had left for their
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hometowns and others had left for variou_s centeré to mark examination scripts.
At first, since the teachers had scattered the researcher taught it was
impossible to administer and collect all the questionnaires from the teachers.
But the researcher, however, managed to go to the nearby marking centre (o
collect all the questionnaires upon the assurance given by some of thc
teachers,

Apart from these, the researcher had to make two trips to Sunyani and
Kumasi to seek information from the Regional Education Service Directorates
of the GES. All the journeys to these places cost the researcher much money,

which was hard to come by.

Methods of Analysis
The researcher used descriptive statistics such as the mecan and
percentages in analyzing the data collected. Tables and a pie chart were also

used to present the analyzed data
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CHAPTER FOUR
RESULTS AND DISCUSSION
This chapter presents the results of the study and discusses the data
collected. Firstly, data on the background information of the training college
teachers are presented and discussed. Secondly the data for the main rescarch
questions are presented and discussed. Tables and a pic chart are used to

facilitate presentation of the data.

Background Information on the Training Tcachers

In this section information is provided on the characteristics of the
training college teachers and the INSET they have attended. The
characteristics of the teachers include qualifications, ranks and teaching
experience. The information presented on in-service training thcy have
attended is with reference to time, organizers, level of attendance and so on.
Qualification of Teachers
Data on the qualification of the teacher respondents is presented in Tablc 2.
Table 2

Distribution of teachers by qualification

Qualification No. of Teachers %
B.Ed 75 75
B.Sc/ B.A. and Diploma Ed. 7 7
B.Sc/B.A. PGDE 7 7
M.Ed. M Phil, M.Sc, MA 11 11
Total 100 100
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As indicated in Table 2 as- many as 75 teachérs representing 73% had
B.Ed degree. In addition there werc also 14 teachers (14%) who were
graduates and had diploma in education. There were as many as {1 teachers
who had the master’s degree (i.e. M.Ed, M Phil, M.Sc, and M.A.).

From Table 2 it is clear that almost all the teachers in the teacher
training colleges studied were professional teachers having at least diploma in
education. The implication is that they were professional tcachers who knew
the essence of in-service training and understood why they should avail
themselves of any opportunity offered through in-service training to ensurc
their continuous development and growth. In fact, there is no doubt that in-
service training helps to upgrade and update the professional skills,

competencies and knowledge of serving teachers.

Rank of the Teachers

Responses with regard to the rank or professional status of the teachers are
presented in Tablé 3.

Table 3

Distribution of Teachers by Rank

Rank No. of Tutors Percentage
Principal Superintendent 60 60
Assistant Director 2 31 31
Assistant Dircctor 1 3 3

Non Response 6 6

Total 100 100
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Table 3 clearly shows that 60% of the tutors who were of the lowest
rank were of the status of principal superintendent fﬁ]i;le 31% werc of the rank
of Assistant Director 2. In addition, 3 teachers were of the status of Assistant
Director 1. From Table 3 it may be concluded that all the tutors were
experienced ones of the highest professional status. Then it could be said that
the tutors were experienced ones who had taught for some considerable
number of years and might have had some in-service training. This is
particularly so in view of the fact that in the Ghana Education Service before
one is usually promoted he/she has to go through some prescribed courscs or
orientation which are all typed of in-service training.

Attendance of Teachers at INSET

Data on the attendance of training college teachers at in-scrvice
training is presented in Table 4. |
Table 4

Teachers’ years of teaching and attendance at INSET

Years Taught Years attended INSET No. of Teachers who have

not attended INSET

No % No %

,1'5 years 8 12.5 23 63.8
6-10 years 20 31.5 7 | 19.4
11-15 years 17 26.5 5 13.8
16.20 years 10 15.6 1 3.0.
21.25 years 7 10.9 0 0
25+ years 2 3.1 0 0
Total 64 100 36 100
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The data in Table 4 iﬁdigate the ~re>latioﬁshi\p between teaching
experiences of training college teachers and their att‘élidancc or non-attendance
at INSET. As shown in the tabl_e 4, for teachers who had taught between -5
years, § teachers had attended in-sérvice training while 23 had not attended in-
service training. For those who had taught between 6 — 10 years, 20 out of 27
had attended INSET. And for those who had taught for 16 — 20 years out of
the 11 teachers 10 had attended in-service training while onc had not attended
any in-service training. Finally for those who had taught for twenty years and
above all of them had once attended in-service training.

It can be said that the percentage of teachers who had never attended
any in-service training was 36. It is important to note that more than half of
the tutors who had never attended in-service training had only 1 — 5 years of
teaching experience. It is however, gratifying to note that all thosc who had
taught for a long period of time (above 16 years) had the opportunity of
attending in-service training. This implies that teachers get upgraded throughﬂ
INSET as they stay longer in the service. This is very important, because as
the adage goes “He who rests rust”, consequently teachers need to update and
upgraded their knowledge to be abreast with time. But it is important that

teachers are given in-service training to help them improve upon their
professional skills and competencies even within the first five years of their

career.
Qualification of Training Personnel

Data on the qualification of the training personnel involved in the

study is presented in Table 5.
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Table 5 | .

Distribution of training personnel by_qﬂﬁliﬁcatio'ii

Qualification No of Training Personnel Percentage
%

B.Ed 13 65
B.Sc/B.A. and Diploma Ed 2 10
B.Sc/B.A. PGDE 3 15.
M.Ed, M.Sc, MA 2 10

Total 20 100

As shown in Table 5 as many as thirteen training personnel out of
twenty had B.Ed degree. In addition to this there were five training personncl
who were graduates and had diploma in education. There were two training
personnel who had their second degree (i.e. M.Ed and M.A.). From Table 5 it
is clear that all the training personnel in the Regional and District Education
Units of GES studied were professional teachers because they all had at least
diploma in education. The implication is that they were teachers who knew the
importance of INSET and they were ready to help teachers to acquirc the
necessarily knowledge, professional skills and experiences neceded for

continuous development and growth.

Rank of the Training Personnel
Responses with regard to the rank or professional status of the trainin g
personnel are presented in Table 6. The data in Table 6 show that out of

twenty training personnel only two were principal superintendents. The rest,
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that is, cighteen representing 90% were Assistant Dircctors. The implication

is that all the training.

Table 6

Fl

Distribution of Training Personnel by Rank

Rank No. of Training Percentage
Personnel %
Principal Superintendent 2 10
Assistant Director 2 10 50
Assistant Director 1 8 40 -
Total 20 100

Personnel were experienced ones of the highest professional status. It
was therefore no wonder that interviews with some of them revealed that they
were experienced training personnel who had offered in-service training to

considerable number of teachers.

Years Worked as Training Personnel
Data on the number of years the training personnel had been
organizing in-service training to teachers is presented in Table 7. .

Table 7

Training Personnel Years of Organizing INSET to Teachers

Years organized INSET No. of Training Personnel ~ Percentage %
1-10 4 20
11-20 12 G0
217 years 4 20
Total 20 . 100




As indicated in Table 7, twenty percent of the total training personnct
had organized in-service training for tcachers for a period of one ycar o ten
years while 16 training personnel representing 80% had organized in-service

training for teachers over cleven years. This implies that they had gained

enough experience in organizing in-service training for teachers.

Results of the Study

The results of the study are presented and discussed under the basic
research questions.
Research Question |

How beneficial is the content of INSET to the training college
teachers?
Responses with regard to whether teachers benefited from in-service training
are presented in Table 8.
Table 8

Benefits of INSET to the teachers

Topic Response on usefulness of INSET Content

No %o
Preparation of teaching and learning material 17 26.6
Discussion of subject syllabus 6 94
Preparation of lesson plan 13 20.3 ]
Deliberations on subject content area 28 43.7
Total 64 100.0
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It should be noted that outr'of 100 tea‘chers: s»amplcd for the study, 64
teachers had attended in-service training while 36""lhlad not attended thercfore
the responses of the 64 teacheré were used‘ for further analysis.

As shown in Table 8 a'symany as 28 teachers representing 43.7%
indicated the deliberation on subject content areas which promotes

understanding is one important benefit of in-service training, This was

followed by 17 teachers (26.6%) who also said that the preparation of teaching

and learning materials was useful. There were also 13 teachers (20.3%) who

said that helping teachers to prepare lesson plans was one important benefit of
INSET.

Based on the above analysis, discussion of the data it could be said that
all the teachers in one way or the other acknowledged that the content of in-
service training given them was useful to their work because it enabled them
improve upon their teaching. This was supported by Awuku (2002) who said
that subject association organized workshops for introducing teachers to new
syllabuses, revie;ving the existing one and preparation of teacher support
materials for effective teaching. This is logical expectation since almost all
the topics treated at INSET are often related to the subjects the participants
teach. This suggests that whenever they are invited to workshops they will
quickly attend because they know it will be beneficial to them. In addition to
this, if the content is related to their work or needs then it will help the
teachers to improve upon their professional skills and competencies. This is in
line with what Morant (1981) suggested, that in-service training is taken to
include all those courses and activities in which serving teachers may practice

for the purpose of extending his professional knowledge, interest and skills.
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Rescarch Question 2 .

What instructional methods are used during in-service training of

teachers?

Responses with regard to the use -of appropriate instructional methods during
in-service training are presented in figure 2.

The pie chart presents information on the instructional methods, often
used at in-service training. The data was obtained by asking the respondents
to tick the appropriate methods used at in-service training they had attended
from a checklist. The checklist was obtained from the research made by Arcus

(1979). UNESCO (1981) and Morant (1981).

Investioative session,  Guided individual reading

M_icroieochino sassion
Seminar method
vemonstration lesson

Discussion method followed by discussion

alone

Lecture methogd—

™ - =

Figure: 2: Instructional Techniques used at INSET

Figure 2 shows that the main method frequently used during INSET
was demonstration lesson followed by discussion. Fifty — six percent (56%%)
of the 64 tutors indicated that demonstration lesson followed by discussion
was the instructional method often used by the training personnel at INSET.

This was followed by lecture method, which was 22.3% of the total‘
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respondents indicated was used By the training Pergépxml. Also 12.7% of the
tutors chose discussion method alone-as the instnfcétional method uscd by the
training personnel. Whilst 9% of the r;:spondents picked seminar method.
micro teaching sessions, investiga;ive session and guided individual reading as
appropriate instructional methods used by the training personnel.

It is clear that the instructional method most frequently used to help the
teachers to learn was the demonstration lesson followed by discussion. This
method is good in the sense that it promotes interactions among thé ‘
participants and also bctween the participants and the training personncl.
However, it may be pointed out that using the discussion method alonc cannot
meet all the objectives of INSET. This is because for teachers to learn they
must be involved in practical activities, This is in line with the popular
Chinese adage which says “1 hear | forget, I scc 1 remember, [ do |
understand™. To be effective a practical lesson may be preceded by a lecture,
which gives clear hnd specific instructions followed by a discussion, which
fosters clear und—crstnnding. This implics that in an INSET, diffcrcnt kinds of’
instructional methods can be combined to meet the objectives of the course.

It is unfortunate that the lecture method was identified as the second
most frequently used method of instruction during INSET. If teachers arce
taught only by the lecture method, what eftect will it have on their teaching?
They may also end up teaching by lecturing. This agrees with Harlen (1983)
who said that telling teachers what they might do using teaching methods in
practice quite contrary to the oncs being advocated in theory would be likely

1o be a waste of time.  Therefore, there is the need to de-emphasize the use of




lecture methods for teaching teachcfs and instead .encourglgc the usc of variety
of instructional methods. | ’

With regards to the spcéiﬁc method that teachers benefited most from,
56% of the teachers indicated that they benefited most from demonstration
lesion followed by discussion. They indicated it helped them most since it
enabled them to get information or ideas form their colleagues as well. This
suggests that the method which had been used at INSET and found most
useful, was teachers engage in discussions with their peers and with experts or
resource persons involved in in-service training they are able to sharpen their
knowledge of whatever subject matter they are dealing with.
Research Question 3
How adequate is the duration of in-service training to teachers in the training
college?
Responses with regard to whether the duration of in-service training for
teachers of training colleges was adequate are presented in Table 9
Table 9

Adequacy of INSET duration to the teachers

Days No. of Teachers Adequate [nadequate
1 day 2 0 2

2 days 6 1 5

3 days 15 3 12
4 - 6 days 35 15 20

1 week 6 5 1

2 weeks or more 0 - -
Total 64 24 40
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The data in table 9" show fhat the teaéhcrg _had attended in-service
training of different durations raﬁgihg- from onec tg 'seven days. Thirty-five
teachers had attended in-servicé training lﬁsting between 4 to 6 days. Twenty-
three teachers had also attended in-service training which lasted betwcen one
to three days. In addition, six teachers had attended in-service training lasting

for one week. However, none of the teachers had attended in-service training

from two weeks or more. From the result it could be realized that majority of

the teachers had attended INSET lasting for roughly a week. This suggests

that in Ghana most of the in-service training programmes organized for
teachers last for at most one week.

On the question of whether the duration was adequate or inadequatc,
out of twenty-three teachers who had attended INSET between one to threé
days four of them indicated that the duration was adequate while nincteen of
them said the duration was inadequate. Out of 35 teachers who had also
attended INSET between 4 — 6 days, 15 of them indicated that the duration of
in-service trainif{g for teachers was adequate whilst 20 said that it was
inadequate.

It may be concluded that INSET for training college teachers lasting
for less than six days may be regarded as of short duration as the teachers
considered that to be inadequate. The result is that teachers may not cover and
master much conténts or materials, which will benefit them most.

This suggests that the duration of INSET should be more than six days.J
As shown in the Table 9, ninety percent of those teachers who had attended

INSET for one week said the duration was inadequate. Teachers may consider

the duration to be inadequate when they think they may not be able to cover
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much of the contents or when they tﬁink the organizers wjll rush them through
INSET programmes and they may not haveé bétler uAi"{d.erstanding of the INSET
topics. This was supported by Institute of Education University of Cape Coast
(1986) which said that the duration of in-service training in Ghana was
relatively short with the result that participants gained very little from thc
course.

It is important for teachers-to be given adequate time to cnable them
effectively assimilate or master whatever they are taught if they are indeed to
derive maximum benefit from their learning. If the duration is short there is
the tendency for the organizers to rush the teachers through the programme.
This may not auger weﬂ for effective teaching and learning. This suggests
that ideally teachers shpuld be given a longer period for in-service training.
However, the duration of INSET must not be too long because it appears
teachers do not like to leave their homes or classrooms for a long time. Aparf
from that, it seems an in-service training that lasts for long period may lead to
boredom.

Research Question 4

How appropriate in the timing of in-service training for tutors in training
college?

Responses with regard to the timing of INSET for training co]leg'evteachers are

presented in Tablé 10a and 10b.
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Table 10a

The timing of INSET teachers had attended

Period of INSET Respbnses Percentage
School Session 70.3
Vacation 234
Week-end 6.3

Total 100

Table 10b

The preferring period for Teachers to attend INSET

Period Percentage
Schootl Session 4.7
Vacation 8§7.5
Week-end 7.8

Total 100

Table 10a indicates the timing of INSET teachers had attended. QOut of

the total respondents forty-five teachers attended their least INSET when

schools were in Session. Fifteen also attended INSET when they were on

vacation while four teachers representing 6.3% attended their last INSET at

week — ends.

From the result majority had their last INSET when schools werc in

session while only four and fifteen had their last INSET at the weekend and

vacation respectively. This reveals that in Ghana most of our workshops for

teachers are organized when schools are session this is contrary to what




Thompson (1982) found out when evaluating ir;-seryice. training education in
Europe. He said that in Europe mosf of the iﬁ-ser\fiéé training occurred during
vacation. This is serious in Ghana becauée teachers may attend INSET at the
expense of classroom work. Consequently teachers may not be able to
complete their syllabuses for the term or year.

Table 10b indicates the periods teachers would like to attend INSET.
Fifty-six teachers representing 87.5% chose vacation period as the best time to
attend INSET. Only three wanted to attend INSET when schools were il_}
session while five respondents representing 7.8% wanted to attend INSET at
week-ends. When they were asked to state reasons for their choice, about
ninety percent of those who chose vacation period as the best time for INSET
said that they used week-ends to prepare their lesson notes and perform other
activities in the home. They also claimed when schools were in session they
did not want to miss their classes. It is gratifying to note that majority of
teachers wanted INSET to be organized during vacation when they were free
or less busy. This suggests that teachers will be prepared to part_iéipate fully in
INSET activities and learn much if in-service training programmes arc
ofganized for them during vacation periods.

With regard to whether teachers received invitations earlier or not, out
of sixty-four respondents forty-eight representing 75% said ‘NO’ they did not
receive invitation early while sixteen responded ‘Yes’ they received invitation
early. From the analysis it could be realized that majority of the teachers did
not receive invitation early enough to make adequate preparations to attend in-
service programmes. This implies that teachers may rush to attend workshops

unprepared and therefore there is tendency for teachers not to understand
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issues well or acquire the needed knowledge and s_l_:i}ls at in-service training.__;.
There is the need for the organizers of in-service training programmes to
inform participants early cnough for them to prepare adequately before they
attend INSET. This will give teachers sound mind at workshops to learn and
acquire knowledge and professional competencies that will enable them carry
their work in the classroom efficiently and effcctively. Also if teachers arc
invited early encugh it will enable themm make their homework well before
leaving for workshops. If teachers are not given invitations early enough they
may attend INSET while at the same time be thinking about their familics and
other social issues at home. Whatever may be the case, the duration of any
INSET should be based on the objective of the programme. Consequently onc
cannot have a fixed duration of INSET.

Research Question 5

Are teachers well motivated to take keen interest in INSET?

Respondents concerning how teachers are motivated to take keen interest in

INSET are provided in Table 11.

As indicated in Table 11, thirty four teachers representing 53.1% said
that they were not well motivated to attend INSET. Eighty-cight percent
indicated that they were not motivated by incentives provide at INSET whilc
only 12% claimed they were motivated by incentives provided. Forty-two"
(66%) of the respondents said that they were disappointed for lack of incentive
whilst twenty-two (34%) said they were not disappointed for lack of incentive.
Fifty- six teachers representing 88% indicated that they would participate in
future INSET even without any incentives, while only twelve percent said they

would not participate because of lack of incentives. Forty-cight representing
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75% said that they were motivated by the knawledge ‘to be acquired while
only 25% said that they were not motivatjed by the. knowledge to be acquired
at INSET. ’
Table 11

How teachers are motivated to attend INSET

Extent of Motivation Responses Yes Responses No
No % No %
Well motivated to attend INSET 30 (46.9) 34 (53.1)
Motivated by incentives provided 8 (12) 56 (88.0)
Disappointed for lack of incentive 42 (66) 22 (34.0)

Will participate in future INSET
without any incentive 56 (88) 8 (12.0)
Motivated by the knowledge to be

acquired 48 (75) 16 (25.0)

From the  analysis, it good to note that when the respondents were
asked whether they would participate in future INSET even if they do not lead
to any incentive, as much as 88% answered in the affirmative. Those who
responded ‘yes™ said that in a way they benefited through valuable knowledge
and professional skills gained. Thus, although teachers were not well
motivated in terms of financial gain, promotion to another rank or allowance,
the knowledge they gained served as an intrinsic motivating factor for them to.
attend INSET. It would however be necessary to induce more teachers to have
interest in attending INSET by giving them incentives such as promotion,
allowances and other incentives. This was supported by commonwealth

secretariat report of 1974 which states that teachers could induced to attend
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INSET by giving them incentive such as promotion or recognized certificates.
It is good or important to motivate teachers well when they attend INSET
because when the teachers are well mofivatcd they will be ready to leam
whatever knowledge or skills that are taught at workshops and be read to put
them into practice in their classrooms. If teachers who attend INSET ar¢
awarded the requisite certificates, they would always have great interest in in-
service training programmes organized for them. For example, INSET of
short duration can be organized on modular or sandwich basis as done in the |
case of the post éraduate diploma in education (PGDE), diploma in basic
education (DBE), M.Ed and M.A degree programmes during the school
holidays which enable participants to earn certificates. This will prevent
teachers from the situation whereby they have to leave their classrooms for
long periods to pursue courses.

it is therefore in a good direction that the untrained teacher training
diploma education programme (UTDBE) has been introduced by the Ghanaf
Education servicé, precisely, the Teacher Education Division Directorate for
all untrained teachers in Ghana. This is form of in-service training and at the

same time solving the problem of shortage of professional teachers in the

country.

Research Question 6
How are in-service training programmes for teachers financed?
How teachers are sponsored to attend in-service training are presented in

Table 12a and 12b.
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Table 12a

Teachers’ responses regarding how they were sponsored to attend INSET

Source of Sponsorship Responses No. %
I'sponsored myselt - TO 5.0
I was sponsored by my school 3 4.7
Sponsored by Subject Association 2 3.1
Sponsored by GNAT 3 4.7
Sponsored by GES 40 62.5
Sponsored by some NGC 6 9.4
Table 12b

Teachers’ views regarding sponsorship and financing of INSET

Item Yes No

It’s night for the teacher to pay for INSET 5 59
Money for Sponsoring to Attend INSET received
before INSET 24 40

Money spent by teacher reimbursed soon after INSET 5 13

From the table 12a it could be realized that over 80 percent of the
teachers were sponsored to attend INSET. Non-governmental organization,
Ghana Education Service and others sponsored nearly three quarters of the
teachers. Ten teachers representing 15.6 percent sponsored themselves. From
Table 12a it is also seen that although 84.4 percent of the total respondents
were sponsored, this gave the false indication that training college teachers did

not have any problems with sponsorship. This is because financial constraint
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actually limited the participation of many tcachers at INSET. The explanation
being that because of the financial cor;strainl L;ndcr which colleges were
operating it was highly impossible to sponsor all the teachers and as a result
only the selected few were sponsdred, normally, Heads of Department. It also
implies that without sponsorship less than 20 percent of the teachers in the
sample might have attended any INSET. This is very serious becausc if
sponsors fail to sponsor teachers to attend INSET, it means teachers may not
be able to attend INSET to update and upgrade their knowledge.

From Table 12b, out of sixty-four respondents indicated, as many as
38% of them were provided with funds before they attend INSET. A large
number of the respondents 80% said they werc sponsored and when they
returned from the INSET their monies were reimbursed promptly while 20%
of the respondents said they were reimbursed very late. Most of the
respondents said that even if their monies were not reimbursed they would
continue to attend IN SET programmes to upgrade their knowledge.

Since maj:on'ty of the teachers monies were reimbursed promptly, it
indicates that training cbllege teachers would be prepared to attend any INSET
they are invited to attend even if the colleges have not got money at that hour.
This is because they are sure that when the colleges get money they would
reimburse their monies to them.

One objective formulated to obtain information from the training
personnel related to how the financial constraint of INSET affected the
organization of in-service training. Fortunately, it was found out that therc
was no indication that the organizers had any financial problems with respect

to INSET activities.
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The organizers (training personnel) rcceived support in the form ..ol'
equipment and money. In addition nori-go{/é;nﬁie;tal organizations and the
Ghana Education Service gave financial support to the organizers for INSET
activities. Marchandisse and Breuse (1981) reported, that some sub-Saharan
African Countries continue to cut down on their budget for in-service training
due to financial constraints. Thus, most of such countries did not organize in-
service training for their employees because of inadequate funding.
Fortunately this is not the case in Ghana. The responses from the organizcrsl
(training personnel) on the source of financial support for INSET indicated
that Training Personnel got support for the organization of their activitics
mainly from the Ghana Education Service and international Organization.
This agrees with Globle and Porter (1977) who reported that in Bulgaria and
USSR in-service training is sponsored by the government, teachers’
organization and other international organizations. The training personnel
indicated that they obtained support in the form of money, textbooks,
equipment and Gihers. Since the support was not sufficient to meet the needs
of the organizers, it was supplemented with support from local non-
governmental organizations. According to them the supports was regular and
met their needs with respect to the organization of INSET. The picture is not
so bright as has been presented here because without the financial support of
GES and other local Organizations, organization of INSET would bcﬂ
financially handicapped.

Proper funding for INSET activities and full sponsorship at INSET for
teachers will enable many more teachers to attend INSET and also enable the

organizers to provide the needed facilities or materials for the participants.
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Although money cannot <olve all INSET preblems 1 pliys an auperma
function in INSET activities hecause matenals for teachmy and leamane
provigan of food for the paticipanis and cven transporiation of paricpan
ali invelve money,
Rewearch Question 7

How do teachers of the training college evaluate an-service trammny
programmes orgamized for them?

Responees repardmg how teachers are made o evaluste mesemvice tramine
programmes orgamzed fop them sre presented in Tahle 13,

Toble 13

Respontes rezarding the evaluation of INSET

Tool for Evaluation Responses Moo of Percentage (7o)

Teachers

Through epen forum discussion 2 2
Through ascessment forms given 54 IR
Through the report of the course 3 a7
Prefect

No response 5 75

Total 64 b

v oA
LA
-

- i

As indicated in Table 13 two teachers representing

programmes were evaluated through the open forum diccussion,  Fifn-tour

—
=

;

ieachers representing 82.3% saiG INSET programmues were evaluated thrount:
the filling of essessment forms given to them when they attended DYSET winle

three teachers indicated thet the INSET programmes were evaluated when io

INSET course prefects presented their repons.
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Form the analysis of the data it is clear that gftc: the training personnel
had taken the participants (tcachers) through the INSET programmes the
teachers were given the chance to evaluate the programme. This implies that
the teachers would have the chance to point out the pitfalls of the INSET for
the organizers to improve upon the INSET programmes in future. Out of lleC
64 teachers as many as 54 tcachers 84.3% indicated that the cvaluation was
donc through the filling of asscssment or cvaluation forms. This is not the
best, becausc such evaluation forms are usually issued to the participants at the
end of the training programme when they are cxhausted and anxious to rush
back home. Under such conditions they may not take their time to analyzc the
questions on the evaluation forms given to them for proper evaluation. Since
teachers may not get time to do proper evaluation there should be much time
sct aside for effective evaluation of INSET as the programme proceeds on.
This agrees with James Committee (1996) which said that the evaluation of in-
service training programmes is not new, it has been taking place for years:
primarily through the increasing use of questionnaires given o teachers
participants. However, the extent of even this kind of evaluation has been
limited. We now need more accurate and valid information. It is believed that
will enable the organizers to have the necessary feedback for improvement in

subsequent in-service training programmes.

Research Question 8

Do training personnel or resource persons engaged in in-service training
properly evaluate what they do?

Reponses with regard to evaluation of INSET by training personnel / resource .

persons are presented in Table 14.
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Table 14

Responses regarding evaluation of INSET by organizers

Evaluation Mcthod Responscs

No Y

I evaluate INSET by making follow up to see

tcachers put what they learn into practice 2 10
[ evaluate by using questionnaire | 1 5

[ evaluate by observing students’ performance 4 20
I evaluate based on whether teachers needs were mect 2 10
None of the above 11 35

Responses from the training personnel indicated that out of twenty (20)
training personnel, two evaluated the INSET activities by making follow up to
colleges to see teachers put what they had learned into practice. One training
personnel evaiuated INSET activities in the colleges by using questionnaires
while four evaluated by observing students performance. However, eleven
training personnel did not use any of the techniques mentioned to evaluate the
INSET activities in the colleges. It is unfortunate to note that out of twentyl
training personnel interviewed eleven representing 55% did not evaluate in-
service training activities at all after workshops. The implication is that
teachers may go- back to their schools with some misconceptions and to
practice what they were previously doing. Even those training personnel who
evaluated whatever teachers had learnt at the workshops did not do regular
evaluation of teachers in the schools. It is unfortunate that training personnel
did not make follow up to see whether what the teachers learnt during the

INSET were put into practice or not. [f such situation prevails then the aims
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and ohjectives of the orpanization of the PYSET pragrammes cannet B0
achicved. This was supporied by Tavlor (1997) whao soid that even Howe vy
1o disregard the zecauntability argument, there are still pood reawons for gasvine
more thought ta evaluaion of in-serviee training programmes Prostaon of
m-service tramning has greatly increased during recent years, but the guahity o
tome of 1 hac been doubiful. There is theretore thie need for the sponsors and
organizers of INSET programmes to visit the various nstitutions of the
participants for proper evaluation to ensure they really put whatever they fearn

dunng ineservice training programmes into practice in their classrooms.
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CHAPTER FIVE
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
This chapter presents the summary of the study, conclusions drawn
from the study and recommendations for future improvement of in-servicc
training programmes for training college teachers. Finally, suggestions for

further research work have been put forward.

Summary

The study, which was a descriptive sample survey, was undertaken to
find out how in-service training programmes were organized, how beneficial
were the contents of INSETS, how adequate were the durations of INSET to
teachers and whether teachers were motivated to take keen interest in INSETS,
among others.

Relevant -nd related literature to the study was reviewed. Data were
collected from training college teachers in selected training colleges in both
Ashanti and Brong Ahafo Regions. A set of questionnaire was administered
to the teachers in training colleges, while another set was given to training
personnels who were responsible for the organization of various INSET at

both district and regional levels.

The accessible population of the study comprised teachers in two
training colleges in Brong Ahafo, three training colleges in Ashanti Region
and training personnel in Sunyani and Kumasi, which are the regional capitals
of Brong Ahafo and Ashanti respectively. A sample of 120 respondents was

selected for the study. This consisted of 100 training college teachers and 2()
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training personnel. Purposive sampling was used to select respondents from

Sunyani and Kumasi (Brong Ahafo and Ashanti Regional Education Offices)

who were in charge of INSET for the study.

The data collected were analysed using descriptive statistics, to be

precise, percentages. The data were statistically analysed using the Statistical

Package for Social Science (SPSS) computer software.

Summary of findings

Among other things the study found out that:

1.

g8 ]

Teachers in the teacher training colleges’ studied were professional
teachers who knew the essence of attending in-service training
programmes.

Teachers in the training colleges studied were experienced oncs of the
highest professional status. About 70% of the teachers had taught for
over ten years and had attended in-service training several times.

The content of each in-service training the teachers had attended was
useful to their work because it enabled them to improve upon their
teaching, hence they were ready to attend any workshop or INSET that
will be organized for them.

The instructional method most frequently used at INSET that helped
teachers to learn, understand and assimilate knowledge, skills and
competencies was demonstration lesson follow by discussion. 1t was
found out that this technique of instructions promoted interactions
among the participants and also between participants and training’
personnel or experts. In addition, some of the training personnel used

the lecture method at INSET.
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5. Both teachers and training personncl agre:ed that the duration for most
in-service training in Ghana was i;mdcqﬁatc. The duration for most
INSETS was between 1 and 7 days.

6. Teachers who attended INSETS were not well motivated in terms of
money or financial gains but the teachers considered the knowledge
they gained as an intrinsic motivation factor for them to attend INSET.
It was also found that even though the teachers were not motivated
well, they were ever ready to attend INSET programmes because of the
valuable knowledge they would gain.

7. In-service training programmes were mainly sponsored by Ghana
Education Service and agencies or development partners such as
World Education, World Vision and other non-governmental
organizations.

8. The organizers of INSET programmes faced financial problems that
was why éometimes only few teachers were invited to attend
workshop—s. Sometimes teachers attended workshops with their own'
monies but when they retumed to their colleges those monies werc
reimbursed.

9. In most cases teachers attended workshops with their own money only
to be reimbursed later when they returned to their college. |

10. The training personnel seldom made follow-up to the colleges of
participants to see whether they were putting what they leamt at
INSET into practice and also during INSET teachers were not given

enough time to evaluate INSET programmes.
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[1. Most of the INSET programmes for teachers took place when schools

were in session and that teachers attended workshops and seminars at

&

! the expense of teaching in the classroom.
12. Teachers preferred attending INSET during vacation periods when

schools were not in session.

Conclusions
Bascd on the findings of the study, the following conclusions were drawn:

1. Since the teachers in the training colieges studied were professional
teachers and had taught for several years, it may be concluded that
becausc of their experiences they might think they knew much and
therefore if they were not well motivated they would not attended in-
service training programmmes, which may undermine the aims and

objectives of INSET for teachers.

)

Since it was found out that teachers were ready to attend in-service
tra_ining ﬁrogrammes because the -content were bencficial to them. it
: may be concluded that for INSET to be etfective and patronized by
| A teachers. it must always be designed to meet the needs of tecachers.

Since most of the INSET programmes were sponsored by development

[F%]

partners or non-governmental organizations, if these organizations

failed to sponsor or lend suppeort, it means that INSET may not be
organized for teachers. This may have adverse cffects on the

performance of teachers in the classroom.
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As teachers were not given adequate ’tir_:ne {Q evaluate the INSET, it
may be said that the organizeré of fNSETi Jnéy not obtain the necessary
feed back to improve upon future i_n-service training programmes.
Since the training personnel seldom made follow - ups to the colleges
of the participants when they go back to their colleges they may not
put whatever they learnt at in-service training into practice.
If the lecture method was extensively used by training personnel at
INSET it may be said that there is the tendency for teachers who were .
taught at INSET by this technique to also teach students using the same
method.
Since it was found out that the contents of in-service training
programme were beneficial to the teachers, it 'may be concluded that
given the conditions and resources to teachers would readily embrace
in-service training programmes.
If training ﬁrogrammes were inadequate, there is the likelihood that
participanlts may not be able to understand and assimilate llinowledgc as
expected. This may undermine the essence of in-service training,
Because it was found out that teachers were readily to attend in-service
training even if they were not given financial rewards it could be said
that for INSET programmes to be effective, the participa_nts must be

intrinsically motivated.

Recommendations

The following recommendations are made based on the findings of the study

and conclusions drawn from them.
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Since teachers acknowledge that INSE':I" hélﬁed them improve upon
their teachings, the governmerit s‘flould q]locate substantial amount of
money in the budget purposely to organize in-service training for
teachers.

Considering the fact that INSET is important, the attendance of INSET
should be obligatory for every teacher at least once every year. This

will make the in-service Education Directorate to sit up, and frequently

organize INSET for teachers to update and upgrade their knowledge.

. To avoid the situation_where teachers have to use their own money to

attend INSET as much as possible the heads of institutions should
organize INSET internally by tapping the rich knowledge and expertise
some of the staff. This will bring INSET within the reach of every
teacher so that those in the system who have never attended an);
INSET can avail themselves of the opportunity.

INSET shoﬁld always have practical component that relates to the
expen’enc’e of teachers since the respondents maintairned that the
method which was effective and enabled them to leamn was
demonstration lesson followed by discussion method.

Considering the importance of INSET for teachers, it should be used as
criterion for promotion of teachers for example, to be qﬁaliﬁed as a
head of in.stution one should have gone through a specific number of
in-service training. In addition teachers can be allowed to attend.
INSET for a specific numbers of years and be awarded certificates

such as diploma in basic education, postgraduate diploma and masters

in education.
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6. To help heads of institutions to monitor INSET activities in the

Areas

i)

schools, they should always insist that those who attend INSET
programmes write reports for them to get insight into what such
beneﬁciaries are supposed to put into practice. In addition, the school
should have a framework for ensuring that new knowledge and skills
acquired by recipients of INSET are effectively disseminated.

Considering the benefits of feedback, the organizers of in-service
training shouid make sure adequate time is given to participants to
evaluate INSET activities after and during the programme. If proper
and accurate evaluation is done it will improve upon future INSET
programmes. The organizers of INSET should also make surc that
after each INSET programme, regular follow-up is made to sec
whether the teachers put into practice what they leamt. In addition, the
organizers should design a proper and effective evaluation mechanism

for feedback on INSET programmes. The feedback will determine

whether the deficiencies identified in teachers have been corrected.

for Further Research
The researcher concentrated on in-service training_ of training
college teachers. A study can therefore be undertaken to find out if
there is frequent and effective in-service training for teachers in
basic and senior secondary schools.

The study can also be conducted to find out how in-service training

is organized internally in the training colleges. .
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APPENDICES -
APPENDIX A
DEPARTMENT OF INSTITUTE OF EDUCATION
UNIVERSITY OF CAPE COAST.
QUESTIONNAIRE ON IN-SERVICE TRAINING FOR TRAINING
COLLEGE TEACHERS WHO ATTEND IN-SERVICE TRAINING
PROGRAMME.

The study is being undertaken to obtain information that could be used
to improve the various in-service training courses for Tecacher Training
College teachers. The usefulness of the data collected depends on the
accuracy of information provided. You are therefore entreated to be as honest
as possible in your responses,

INSTRUCTION
Supply the correct information by ticking (V) where there is Yes or No and
complete the blank where the space has been provided.

SECTION A

GENERAL INFORMATION

1. Name of subject area youteach ...
2. Professional qualification ..........coooviviiiiii

3. Academic qualification ..........oooiiiii

4. Do you attend in-service training course?  YES NO

5. If “Yes’ how many times? Please tick {once, two times, three times,

more than four times).
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SECTION B

INSTRUCTIONAL METHODS AT IN - SERVICE TRAINING

i

6. Which of the following methods(s) arc used to disseminate information
at In - Service Training Programme?. (Please tick one or more.)
* Demonstration lesson follow by discussion.
* Micro — teaching sessions.
e Interviews
e - Seminars / tutorial group
¢ Formal lecture
* Investigative session in library

s Guided individual reading

7. Did the nstructional method help you to cam?. NO

YES

8. If “Yes’, how did it help you to learn:
 The di.scussion session helped me to obtain information from my
colléagues.
e The library session enabled me to get information from books which
I would not have had access to.
o Others (Specify) vt ST
9. If ‘No’, state the mcthods you would have liked.

SECTIONC

CONTENT OF INSETS

10. How beneficial is the content of INSET you have attended?
11. Was the content able to help you improve upon your teaching?.

12. Which of the following benefited you most?



3

12. Which of the following benefited you_ni;st?
» Preparation of teaching and learning materials
 Discussion of subject syllabus

» Preparation of lesson plan

¢ Deliberation on subject content area.

SECTION D

FINANCING OF IN-SERVICE TRAINING

13. Whose responsibility was it to sponsor your attendance to the last in-
service programme?
o Myself
* My school
¢ Subject association
» GNAT
. NlAGRAT
o Others (SPECITY) «veurvuiviiiiii e
14. If you sponsored yourself, was it right to pay for the in-service? Ycs
or No.

15. GIVE TEASOMS «evrenrererearennninnennsnsarnennesseirassss RTTRPTPIPPRPRPPRS )

....................................................................................

16. If you were supposed to be sponsored, did you receive money before

the course?. Yes or No.

17. If “No°, which of the following applied to your case?

e [ was not reimbursed

o [ was reimbursed soon after the course
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* I'was reimbursed after a long peri_dd.‘ 3
o Others (specify) ....cocovnee.n.... ............................................
18. If you were not reimbursed or you sponsored yourself, indicate how it
will affect your future attendance of in-service training,
» Iwill attend INSET programmes as and when 1 like.

e [ will continue to attend INSET programmes

¢ Others (specify)

...............................................................

SECTIONE

DURATION OF IN — SERVICE TRAINING

19. How long was the last INSET you attended? 1 day, 2 days, 3 days, 4 ~
6 days, 1 week, 2 weeks or more.

20. Was the duration sufficient to enable you learn adequately as
expected? Yes or No.

21. If “No’, indicate your reasons.

» Timr too short to master course content

e Periods for the workshop too short to produce any teaching and
learning materials.

e Could not benefit from other items on the programme since they were
deleted for lack of time.

o Others (SPECIHTY) «veeeerrrvrrrrmmmrrsiin it

SECTION E
TIMING OF — SERVICE TRAINING

22. When did you attend your in-service training programme?
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e When school was in ReS8100

*  During the vacation period

Others (specifv)

.................................................

t
‘el

Did you reecive invitation carlier 1o cnable vou o adequate
preparation to attend the INSET? Yes or No.
24, State vour reasons in cither case

....................................................................................

23 I you are asked to choose suitable time., what time would vou chaose?
*  When school is 1 session

¢ Durnng vacation

s Atthe weekend

o OLhErs (SPeCHV) oo ,

20, Give reasons for ot oo

..........................................................................................

..........................................................................................

SECTIONT

EVALUATION OF IN — SERVICE TRAINING

27. Do you evaluate in — service programmes? Yes ar No.
28, If *Yes . how do vou evaluate in-service programmes?
+ Through open forum discussion

e« Through assessment forms given

» Through the report of the course prefect

29, If *No". why do you not evaluate in-service traiming?
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20,1 *No’
20, No ', whvdo v
\ vou not evaluate in-service training?
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APPENDIX B
DEPARTMENT OF INSTITUTE OF EDUCATION
UNIVERSITY OF CAPE COAST

QUESTIONNAIRE ON IN - SERVICE TRAINING FOR TRAINING
PERSONNEL / RESOURCE PERSONS INVOLVED IN ORGANISING OF
INSET.

The study is undertaken to obtain information that could be used to improve
the various In-Service Training Courses for Teacher Training Cc»]lcgc.
teachers.  The usefulness of the data collected depends on the accuracy of
infonnation provided. You are therefore entreated to be honest as possible as
in Your responscs.

INSTRUCTIONS

Supply the correct information by ticking (V) where there is Yes or No and
complete the blank spaces where the spaces have been provided.

SECTION A

GENERAL INFORMATION

1. Name of office in which you are working ... .
2. Professional qualification ..........ccooviviinnin
3. Academic qualification .........ooeeeiioiiii

4. Rank of training personnel / IESOUTCE PEISOM .ovvvveiuiuineniinniinnnes.

5. How long have you worked as training personnel / resource person?
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SECTION B
FINANCING OF INSET
6. Do you get support from any of the following?
e The Ghana Govemrhnent
* International organizations
» The participants
¢ Ghana Education Service
o Others (SPecify) ...oioeieiir i
7. What sort of SUpport? .....oovniviiiiii
8. If “No’, how do you manage to get sufficient support? ..................

..........................................................................................

..........................................................................................

9. Do you receive the support regularly? (Yes) |
(No).
10. If ‘No°, has the situation affected the smooth running of your INSET
activities? (Yes) (No)

11. If ‘Yes’, state how it has affected it ...

..................................................................
......................

....................................................................
......................

SECTION C

MOTIVATION AT INSET

12. Are teachers motivated to attend the INSET cours=? (Yes)

(No).
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13. T 'NO™, BIVE TRASONS ..o ene e
14. 1 “Yes™, how are they motivated? .......ooveereeeeeeeeeriereennieenneaeens
15. Have teachers ever asked for any incentive? (Yes)

(No).

16. If “Yes’, state the type of incentive they asked for

........................
..........................................................................................

..........................................................................................

17. Have you been able to meet these demands made by the teachers?
(Yes) (No).

18, If “INO", GIVE TEASOMS «unvevenniiiinireiteneiieiet e e e e rt e riabeananases

19. Dé you have any plans for improving future INSET programmes of
Teacher Training College teachers? (Yes) (No3.

20. If“Yes’, state the Plan ......o.eiviiieini

...................................................................
.................

SECTIOND

EVALUATION OF INSET

21. Do you make follow up to the colleges to find out whether the teachers

put into practice what they are taught? (Yes)

(No).
22 If*Yes’, how do you evaluate INSET programmes?
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* By using designed questionnaires

* Through abservation
* Through the performance of students
23.Is the cvaluation regular?  (Yes) (No).

24, "Yes', how many times do you evaluate an in-service course?

25.1f *No'. state the rcason(s) why you do not cvaluate the INSET

programmes

....................................................................................

26. Do vou identify teachers” needs before organizing INSET for them?

(Yes) (No).
27 1 NO™, IVE TCASON(S) tevviiniaii i
28. If *Yes', how do you evaluate INSET? ...

...............................................
.......................
....................
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