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Abstract
This research examined the influence of the distance mode of teacher training on quality teacher performance at the pre-
tertiary level of education in Ghana. The study used the quantitative approach involving 304 participants who completed
teacher training through the distance education mode and taught at the Kindergarten, Primary School, Junior High School,
and Senior High School. Data were sourced via a survey questionnaire and follow-up in-class observations. Analyses were
made analyzed using descriptive statistics and ANOVA. The survey results revealed that, generally, the teachers engaged in
quality classroom performance. Data from the in-class follow-up observations largely confirmed the teachers’ performance
self-assessment as measured by the survey. It is hoped that the discussion stimulated by the findings will affect the general dis-
course on the impact of performance assessments on teacher learning and teaching practices at the pre-tertiary level in
Ghana and beyond. Although this research is limited in generalizability because of its focus on only a Ghanaian context, it has
some significant implications for teaching practices and the quality of teacher performance assessments across the globe.

Plain Language Summary

Training Teachers by the Distance Mode: Implications for Quality Teacher Performance in Pre-Tertiary
Schools
This study was conducted to find the influence of the distance mode of teacher training on quality teacher performance
at the pre-tertiary level of education in Ghana. The study used 304 participants who completed teacher training
through the distance education mode and taught at the Kindergarten, Primary School, Junior High School, and Senior
High School. The participants completed a survey questionnaire and their lessons were observed. After analyzing the
data, the survey results revealed that, generally, the teachers engaged in quality classroom performance. Data from the
in-class follow-up observations largely confirmed the teachers’ performance self-assessment as measured by the survey.
It is hoped that the discussion stimulated by the findings will affect the general discourse on the impact of performance
assessments on teacher learning and teaching practices at the pre-tertiary level in Ghana and beyond.
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Introduction

Quality teacher performance is crucial in national devel-
opment because it leads to quality learning outcomes
which are ‘‘centre stage to Sustainable Development
Goal (SDG) 4 and supported by a general global com-
mitment to improving quality in education’’ (The
Commonwealth Education Hub, 2016, p. 1). Although
several factors, including well-resourced learning
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environments, well-written self-contained study materi-
als, effective monitoring, and delivery systems, have all
been acknowledged as contributing to quality teacher
performance (Larson & Owusu-Acheaw, 2016; Salifu,
2021), the influence of quality professional training on
teacher performance is by far more impacting without
which teachers cannot meet learners’ needs (Aslam et al.,
2021; Colognesi et al., 2021; Owusu-Mensah et al.,
2015). It has therefore been argued that quality profes-
sional training of teachers is a critical issue in every edu-
cational discourse because it offers potential teachers
both practical and theoretical experiences needed to
deliver quality performance in the classroom leading to
desirable learning outcomes (Nessipbayeva, 2012; Ning
et al., 2020).

From an educational perspective, the concept ‘‘qual-
ity’’ refers to the measurement of the extent of achieve-
ment of attitudes, behavior, competence, knowledge, and
skills defined in a national curriculum (Asare & Nti,
2014; Barrett et al., 2006). As applied in this current
research, the concept similarly refers to the measurement
of the extent to which professional training of teachers
by the distance mode in Ghana meets the standard set in
the national curriculum for classroom performance at
the pre-tertiary level of education (i.e., Kindergarten,
Primary, Junior High School, and Senior High School).

According to Van Kemenade et al. (2008), measuring
quality teacher performance is difficult without first set-
ting the parameters of quality teaching. Doing so serves
as the basis for assessing the quality of teacher perfor-
mance. The framework for determining quality teaching
has already been identified and classified broadly by
Barrett et al. (2006) as effectiveness, efficiency, equality,
relevance, and sustainability. However, because this
research used the context of Ghana, we assessed quality
teaching based on a framework specified by the country’s
National Inspectorate Board of Education (NIBE) (n.d.).
Elements of the framework were structuring and organiz-
ing lessons, creating a positive climate, providing a well-
designed task, teaching interactively, assessing learning,
engagement and attitudes, and attainment. Guided by
the framework, a range of issues were examined in the
research, some of which were stating objectives clearly,
utilizing learners’ prior knowledge to introduce new con-
cepts, and learner-centered teaching (see Appendixes ‘‘A’’
and ‘‘B’’).

Teacher Training Context in Ghana

Teacher training in Ghana is offered in about 47 Colleges
of Education and six universities. The training is done
mainly by two modes, namely regular face-to-face and
Distance Education (DE). While the face-to-face mode is
offered through the traditional residential system and

sandwich, the DE mode is done via learning centers
across the country (Asare & Nti, 2014). This research
was delimited to only an investigation on the DE mode
because, as a new concept in the country’s teacher educa-
tion sector, concerns were raised about its ability to meet
the quality requirement of the national policy of trans-
forming teacher education and learning (T-TEL) (Asare
& Nti, 2014).

Research evidence suggests that the DE mode of
teacher training has grown over the past two decades in
many parts of the world (Carrillo & Flores, 2020; Essig,
2020; Salonen et al., 2021). However, in Ghana, it was
introduced just a little over a decade ago by a few older
universities, such as the University of Cape Coast, and
the University of Education, Winneba. Before the period,
teachers had their training to teach at the pre-tertiary
level through only the traditional face-to-face mode.
According to Larkai et al. (2016), since its inception in
the country, the DE mode has witnessed an increased
enrollment of students. An earlier study by The Ghana
National Council for Tertiary Education (2015) on
enrollment of tertiary students in the mode for 7 years
(2008/2009–2014/2015) revealed that enrollment rose by
39.4% in the previous 2 years. This emerging trend has
also become evident in the increase in study centers and
the introduction of more teacher training programs
(Armah, 2017; Larkai et al., 2016).

From the records above, it is clear that the DE mode
of teacher training in Ghana has been churning out
many teachers for pre-tertiary level teaching. However,
what appears uncertain is whether the mode adequately
prepares teachers for the standard set for quality teacher
performance in the country based on the NIBE frame-
work explained in the third paragraph of the previous
section. It is this vagueness that informed the objective
of the present study to examine the influence of the DE
mode of teacher training on quality teacher performance
at the pre-tertiary level of education in Ghana (i.e.,
Kindergarten, Primary, Junior High School, and Senior
High School) taking into consideration the NIB frame-
work. Consistent with our study objective, we posed the
question: What is the influence of the DE mode of
teacher training on quality teacher performance at the
pre-tertiary level of education in Ghana?

Theorizing Distance Education

The practice of Distance Education (DE) is presumed to
have started in Europe in the early part of 1800. It has
since evolved, and currently, it only does not comple-
ment the traditional face-to-face campus-based tuition
but also serves as a reliable alternative learning mode
across the globe (Carrillo et al., 2020; Przymusza1a et al.,
2022; Semenets et al., 2020). According to Przymusza1a
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et al. (2022), since the inception of DE, authorities have
differed in its understanding, explanation, and usage,
leading to persistent challenges in its conceptualization.
However, the need for lifelong learning and the quest for
unprecedented technological innovations in communica-
tion, coupled with fast societal changes, have made many
authorities, such as Attah-Mensah et al. (2016), Badu-
Nyarko (2013), Fojtı́k (2018), and Hong and Jung
(2011), to theorize DE as an approach in the forefront of
educational practice. Despite this consensus, opinions
still vary on how to describe it as an approach. For
instance, while some scholars such as Hong and Jung
(2011) and Badu-Nyarko (2013) consider it purely from
the angle of learner independence, other authorities such
as Attah-Mensah et al. (2016) and Fojtı́k (2018) instead
theorize it as a social interaction in which the learner is
dependent on the teacher.

Despite the ideological differences, DE has com-
monly been theorized as a mode of education delivery
dispensed mainly through virtual correspondence but
sometimes with a provision made for occasional face-to-
face interactions at designated learning centers (Badu-
Nyarko, 2013). The evolution of DE appears to have
given rise to the use of different terms to explain what it
is. For instance, while in academia, the term ‘‘distance
learning’’ is a preference for describing DE (Badu-
Nyarko, 2013; Hong & Jung, 2011; Larson & Owusu-
Acheaw, 2016), in the industry, the term ‘‘distance train-
ing’’ is instead commonly used (Essig, 2020; Semenets
et al., 2020). The popularity of DE in recent times has
mainly been attributed to its flexibility allowing instruc-
tors and students to interact remotely at their conveni-
ence (Essig, 2020).

Challenges Confronting the DE Mode of
Teacher Training in Ghana

Owusu-Ansah et al. (2021) found that most universities
offering instruction through the DE mode in Ghana were
seriously affected by the absence of strategic supports,
consistent policies, and dedicated funding for digital
library initiatives. The study further revealed that, as of
2011, three decades after the initial implementation of
the mode in Ghana, the country was yet to incorporate
an effective plan to use Information and Communication
Technology (ICT) into instructional delivery. According
to the study, the worst affected sector was teacher educa-
tion, which was yet to fully utilize the infrastructure for
training teachers who were supposed to lead the way.

In another study in the country on students’ percep-
tion of the DE delivery mode, Oteng-Ababio, (2011)
noted a negative attitude toward examination-related
issues. The study also revealed challenges such as unti-
mely delivery, poor editing of modules, and poor

arrangement of examination schedules undermined the
program structure. It further found that sustainable
assessment procedures were also not in use.

For his part, Owusu-Mensah (2015) identified the lack
of strategic human resource development policies con-
cerning the training of technical, administrative, and
other ancillary staff at the study centers. According to
him, the situation was likely to reflect negatively on
tutorials at the centers since the DE mode needed plan-
ning and administrative support. In the view of many
researchers such as Attah-Mensah et al. (2016), Cobbold
(2015), and Kumi-Yeboah et al. (2014), the DE mode of
teacher training in Ghana is instructor-centered in which
trainers view trainees as people in dire need of prescrip-
tive advice and guidance about how to teach. This men-
tality does not consider whether the prescriptions are
suitable for the learning contexts of trainees (Kumi-
Yeboah et al., 2014). Again, the structure of the teacher
training programs in the country also puts more empha-
sis on the theoretical acquisition of knowledge than prac-
tical teaching skills. In Kumi-Yeboah et al.’s view, this
situation tends to affect the trainees’ ability to meet the
complex demands of learners by drawing on and mobiliz-
ing psychosocial resources (including skills and attitudes)
in a particular context when they become teachers.
Outside Ghana, many researchers have also expressed a
similar concern. For example, Donitsa-Schmidt and
Ramot (2020), Fojtı́k (2018), Hong and Jung (2011),
Nessipbayeva (2012), and Salonen et al. (2021) have
argued that teacher preparation, in the 21st-century,
should be done in terms of roles and competence to teach
while emphasizing a collegial professional learning effort
which requires a blend of efforts of lecturers, students,
technology experts, and administrators and the institu-
tion’s actual contribution in policies and resource
provision.

Methods

Design and Sample

We conducted this research using a quantitative cross-
sectional survey and follow-up in-class teaching observa-
tions. We used the observation data to shed light on the
initial survey data (Creswell, 2014). We used four tech-
niques to arrive at our sample. First, we used the modal
purposive sampling technique. In applying the technique,
we considered the sizes of the institutions and the effec-
tiveness of their teacher training programs. We chose
two Ghanaian universities because they were more orga-
nized teacher training institutions and had a larger stu-
dent population. We used the same modal purposive
technique to select one of the 16 regions of the country
as the study area, considering that it was the most popu-
lous region and had the highest concentration of schools
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and teachers (Ghana Statistical Service, 2021; Ministry
of Education, 2018).

Because it was laborious to identify teachers in the
selected region who had completed their teacher training
via the distance mode at the two universities, we used the
snowball method as a second technique through which
we initially relied on 11 teachers from two schools to
access many other qualified participants. After getting
many participants through the technique, we used the
non-proportional quota method as a third technique to
select a uniform number of 155 participants who com-
pleted their teacher training in the two institutions, bring-
ing the total to 310. However, we used 304 participants
for the final analysis because six teachers inappropriately
filled out their questionnaires, which we excluded. The
sample size was deemed appropriate given that by
Krejcie and Morgan’s (1970) procedure for sample size
determination, the minimum sample size for the research
should be 291 participants based on a 95% confidence
level and a 5% margin of error.

The fourth and final technique we used was the sim-
ple random sampling method. The list of participants
used for the survey served as the sample frame from
which we randomly selected 76 participants to take
part in the follow-up in-class teaching observations.
The number represented 25% of the 304 teachers who
participated in the survey. Table 1 summarizes the
background features of the sample in frequencies and
percentages.

Setting

This research used two Ghanaian universities. The first
university was established in 1962 as the first tertiary
institution to train and award teacher-professional quali-
fications at certificate, diploma, bachelor’s, and master’s
levels. The unit of the university in charge of its teacher
training program in the distance mode is the College of
Distance Education (CoDE). The College had 69 DE
learning centers across the country (Asare & Nti, 2014)
at the time of the study.

The university offered the following programs via the
DE mode to give pre-service teachers professional train-
ing: 3-year Diploma in Early Childhood Education
(DECE), a 3-year Diploma in Primary Education (DPE),
a 3-year Diploma in Junior High School Education
(DJHSE), 2-year Postgraduate Diploma in Education
(PDE) for non-professional teachers who already have
Bachelor Degrees, 5-year Bachelor of Education
Programme in Early Childhood Education (B.Ed. Early
Childhood), 5-year Bachelor of Education Programme in
Primary Education (B.Ed. Primary Education), and 5-
year Bachelor of Education Programme in Junior High
School Education. These programs prepared pre-service

teachers for general specializations to teach all subjects
at the pre-tertiary level.

The programs designed to equip pre-service teachers
with professional competence to teach specific subject
areas included: 3-year Diploma in Mathematics Education
(DME), 3-year Diploma in Science Education (DSE), 2-
year Bachelor Degree in Educational Psychology, 2-year
Bachelor Degree in Educational Foundations, 2-year
Bachelor Degree in Mathematics Education for Diploma
in Mathematics and Science Education Holders or its
equivalent from recognized tertiary institutions, 2-year
Bachelor Degree in Science Education for Diploma in
Mathematics and Science Education Holders or its equiva-
lent from recognized tertiary institutions, 3-year Bachelor
Degree in Basic Education (3PDE) for holders of
Specialist Certificates in Education or Diploma in subjects
other than Education from recognized tertiary institutions,
3-year Bachelor Degree in Educational Psychology
(3BEP) for holders of Specialist Certificates in Education
or Diploma in subjects other than Education from

Table 1. Background Features.

Variable No. %

Age
20–25 103 33.88
26–30 52 17.10
31–35 58 19.07
36–40 35 11.51
41–45 20 6.57
46–50 16 5.26
51–54 13 4.27
55–60 7 2.30
Total 304 100.0

Gender
Male 152 50.0
Female 152 50.0
Total 304 100.0

Professional qualification
Diploma 191 64.5
Degree 93 31.4
Others (specify) 20 4.1
Total 304 100.0

Area of specialization
Basic education 193 66.0
Others 111 34.0
Total 304 100.0

Level of teaching
Kindergarten 61 19.7
Primary school 104 34.9
JSS 104 34.9
SHS 35 10.6
Total 304 100.0

Number of years of teaching exp.
1–5 183 58.6
6–10 78 25.9
11 and above 43 15.5
Total 304 100.0
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recognized institutions, 5-year Bachelor of Education
Programme in Accounting (B.Ed. Accounting), 5-year
Bachelor of Education Programme in Management
(B.Ed. Management), 5-year Bachelor of Education
Programme in Social Studies (B.Ed. Social Studies), and
5-year Bachelor of Education Programme in Arts (B.Ed.
Arts).

The second university was established in 1992 with
the same mission of training professional teachers at the
levels cited previously. The university ran its distance
education programs through its academic unit called the
Institute of Distance and E-learning (IDeL). The
Institute had 40 learning centers across the country
(Asare & Nti, 2014).

The university offered the following programs via the
DE mode to give pre-service teachers professional train-
ing: 1-year Diploma in Education, 3-year Diploma in
Basic Education, 3-year Diploma in Early Childhood
Education, 2-Year Post Diploma (Bachelor of
Education) in Basic Education, 2-Year Post Diploma
(Bachelor of Education) in Early Childhood Education,
4-year B.Ed. in Basic Education, and 4-year B.Ed. in
Early Childhood Education. These programs prepared
pre-service teachers for general specializations to teach
all subjects at the pre-tertiary level.

The programs designed to equip pre-service teachers
with professional competence to teach specific subject
areas included: 3-year Diploma in Accounting Studies,
3-year Diploma in Management Studies, 3-Year Post
Diploma (Bachelor of Arts) in English Language
Education, 3-Year Post Diploma (Bachelor of Arts) in
Social Studies Education, 3-Year Post Diploma
(Bachelor of Arts) in Social Studies Education, 3-Year
Post Diploma (Bachelor of Science) in Mathematics
Education, 4-year B.A. in English Language Education,
4-year B.Sc. in Mathematics Education, and 4-year B.A.
in Social Studies Education.

In both universities, aside from coursework, practice
teaching for practical skills was also a key component of
the program structure. The practice teaching took the
form of attachment or internship for one academic year,
during which pre-service teachers learnt how to teach in
assigned schools under the supervision of mentors. The
mentors were also required to write a report on the trai-
nees’ learning experiences. The mentors’ work was com-
plemented by selected faculty members who paid
periodic visits to the schools to assess the classroom per-
formance of the trainees and offer suggestions for
improvement (Asare & Nti, 2014).

Instruments

We used a self-constructed questionnaire (see Appendix
‘‘A’’) and an in-class teaching observation guide (see

Appendix ‘‘B’’) as instruments for the research. The ques-
tionnaire had two sections of closed-ended items. The
first section (‘‘A’’) had eight items asking participants to
tick boxes to indicate their ages, genders, level of teach-
ing professional qualification, the number of years since
qualification was awarded, area of specialization, sub-
ject(s) taught, the level at which teaching was done, and
the number of years of teaching experience. Section ‘‘B’’
had 17 items on the quality of classroom performance.
We formulated all the questions in Section ‘‘B’’ according
to views in the literature on the influence of the DE mode
of teacher training on quality teacher performance by
authors such as Donitsa-Schmidt and Ramot (2020),
Fojtı́k (2018), Salonen et al. (2021). Attah-Mensah et al.
(2016), Cobbold (2015), and Kumi-Yeboah et al. (2014),

We used the 5-point Likert scale (strongly agree-5;
agree-4; unsure-3; disagree-2; and strongly disagree-1) to
measure the responses to items in the second section.
Before using the instrument, we conducted a pilot test to
ascertain its validity and reliability. Our face validity test
proved that the questionnaire met the research purpose.
The reliability co-efficient test also provided Cronbach’s
alpha of .78. To use the in-class teaching observation
guide, we redesigned the questionnaire (see Appendix
‘‘B’’), allowing the ‘‘Yes’’ or ‘‘No’’ option to be used
against each of the 17 items in its second section.

Data Collection and Analysis

Using a self-administered questionnaire and a follow-up
in-class observation guide, we collected primary data in
a paper-and-pencil format. For ethical reasons, the
researchers applied and obtained ethical clearance num-
bered ECH 101/20-21 from the University of Ghana
Ethical Committee before commencing the research. We
also had permission from the Regional Directorate of
Education of the Ashanti region. We obtained informed
verbal consent from the teachers and made them aware
that their participation in the study was voluntary and
had the free will to withdraw at any stage.

For the survey aspect of the research via the question-
naire, we used 47days. We cleaned and entered returned
questionnaires into the computer for analysis using SPSS
version 25.0. We analyzed the group means and variance
(ANOVA) to compare the different levels of influence of
the distance mode of teacher training on teacher perfor-
mance at the various levels of pre-tertiary education in
the study areas.

The follow-up observations took 38days. Before the
observations, the 76 selected teachers voluntarily agreed
to be observed teaching in class. All four of us simultane-
ously observed one lesson for each participant, lasting for
an average of 35min. We used the opportunity to inde-
pendently tick the ‘‘Yes’’ or ‘‘No’’ option against each of
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the 17 items in the in-class teaching observation guide.
Through this action, we aimed to assess classroom perfor-
mance quality. After the observations, we compared data,
put them together, and analyzed them using frequencies,
percentages, means, and standard deviations.

Results and Discussion

This research mainly investigated the influence of the DE
mode of teacher training in Ghana on quality teacher
performance at the pre-tertiary level of education (i.e.,
Kindergarten-KG, Primary-PS, Junior High School-JSS,
and Senior High School-SHS), taking into consideration
the NIBE framework described in the introductory sec-
tion of this paper. Table 2 presents the results of the pre-
liminary fieldwork in which participants indicated their
levels of agreement or disagreement with 17 key indica-
tors of quality teacher performance. From the table,
while all the teachers in JHS (4.57), SHS (4.87), KG, and
PS (3.98) averagely had self-efficacy in their ability to
deliver lessons that were ‘‘measurable, achievable, realis-
tic and time-bound,’’ the results of the ANOVA test show

there were differences in the extent to which JHS and
SHS perceived their self-efficacy compared to their coun-
terparts at the KG and PS levels (F=10.376, p\ .01).
Also, there were significant differences in how teachers
who taught in SHS (4.92), JHS (4.69), KG (4.29), and PS
(4.14) reviewed learners’ previous knowledge to intro-
duce new concepts (F=7.52, p\ .01). While all the
teachers in JHS (4.69), SHS (4.93), KG (4.14), and PS
(4.27) actively involved learners in instructional activities,
the results of the ANOVA test indicate that there were
significant differences (F=9.465, p\ .01). The results in
the table further show that there were significant differ-
ences in how SHS (4.93), JHS (4.30), PS (4.24), and KG
(3.86) teachers trained by the distance mode used techno-
logical tools to make lesson delivery easier and interest-
ing (F=7.594, p\ .01). For example, compared to KG
teachers, the majority of SHS teachers were more likely
to use technological tools to make lesson delivery easier
and interesting.

Evidence in the literature suggests that accountability
in teaching has surged globally because of the increasing
quest to hold teachers responsible for their performance

Table 2. ANOVA.

Indicators

Group means

F-value p-ValueKG PS JHS SHS

My professional training by the distance mode has made me able to .
-state lesson objectives which are measurable, achievable,

realistic and time bound
3.9643 3.9796 4.5714 4.8667 10.376 .000

-review learners’ previous knowledge to introduce new concepts 4.2857 4.1429 4.6939 4.9167 7.524 .000
-actively involve learners in instructional activities 4.1429 4.2653 4.6875 4.9333 9.465 .000
-use a wide range of technological tools to make lesson delivery

easier and interesting
3.8571 4.2449 4.3061 4.9333 7.594 .000

-choose appropriately instructional materials for lessons 4.4286 4.2041 4.5833 4.8000 5.993 .001
-use a variety of question-and-answer techniques to elicit desired

responses from learners
4.2857 4.2041 4.4898 4.7333 5.376 .001

-use a variety of assessment techniques to evaluate and measure
learning outcomes

4.5185 4.2500 4.4082 4.4000 1.709 .165

-encourage feedback from leaners on lesson delivery 4.6429 4.3125 4.5510 4.4000 3.163 .025
-make learners apply classroom knowledge to real life situations 4.6429 4.1702 4.5208 4.4000 5.843 .001
-use a variety of instructional delivery techniques such as the

problem-solving approach to stimulate critical thinking in
learners

4.3929 4.2449 4.2449 4.7333 2.522 .058

-cater for the diverse needs of learners including those with
disabilities

4.1429 4.1020 4.5102 4.7333 6.779 .000

-show respect to learners and safeguard their rights 4.5714 4.4898 4.5306 4.9333 2.191 .089
-allow learners to freely express their opinions during

instructional time
4.5714 4.4043 4.6327 4.7333 2.097 .101

-institute measures to ensure discipline and class control 4.3571 4.5532 4.6531 4.8667 4.685 .003
-use clear and audible voice during teaching 4.5000 4.2292 4.6735 4.7333 6.125 .000
-use instructional time judiciously 4.5926 4.5106 4.5510 4.8000 2.200 .088
-ensure that classroom seating arrangement promotes effective

learning
4.8214 4.5918 4.6327 4.7333 1.760 .155

Overall classroom performance 4.404 4.255 4.517 4.510 5.427 0.001

Note. Scale: 1 = strongly disagree, 2 = disagree, 3 = unsure, 4 = agree, 5 = strongly agree.
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(Aslam et al., 2021; Attah-Mensah et al., 2016; Donitsa-
Schmidt & Ramot, 2020). This development appears but-
tressed by the present research indicating that the teach-
ers were generally accountable for their performance and
taught responsibly by engaging in many activities which
manifested quality teaching—a revelation that under-
scores the positive influence of the DE mode on teacher
classroom performance. As Kumi-Yeboah et al. (2014)
observed, the structure of many programs offered in the
DE mode of teacher training in Ghana puts a premium
on the theoretical acquisition of knowledge while relegat-
ing to the background practical teaching competence.
This situation could affect pre-service teachers’ ability to
meet the complex demands of learners when they become
full-fledged teachers. Research shows that teacher perfor-
mance quality accounts for at least 7.5% of student
achievement differences (Nketia, 2023).

In our considered opinion, the DE mode of teacher
training in Ghana should do more to improve the quality
of teacher performance to engender development in the
country’s education system. We make this assertion
because teacher training has a direct relationship with
teacher performance, and the success or failure of the lat-
ter is directly dependent on the former. Therefore, the
setbacks in teacher performance at the lower level of
education in the country could be due to an ineffective
teacher training system. For DE mode teacher training
institutions in Ghana to effectively train professionals
for quality classroom teaching, the curriculum needs to
be well-planned to emphasize the use of an independent
and social approach to learning with adequate current
technological assistance (Kumi-Yeboah et al., 2014;
Semenets et al., 2020).

To confirm the results obtained from the preliminary
fieldwork in which the teachers indicated their levels of
agreement or disagreement with key indicators of quality
teacher performance, all four of us made in-class follow-
up observational visits to each of the 76 selected teachers
giving a total of 228 observations (i.e., 3 3 76) (see the
last paragraph of ‘‘Data collection and analysis’’). Data
from the in-class observations largely confirmed the
teachers’ performance self-assessments as measured by
the survey. From Table 3, the four observers’ objective
assessments of the presence or otherwise of the 17 indica-
tors of quality teacher performance revealed some
insightful outcomes. To comment on the most significant
and curious aspects of the results, it is worthy of note
that while 43.9% of the observations showed that the
teachers did not actively involve learners in instructional
activities, 39.9% revealed that the teachers did not insti-
tute measures to ensure discipline and class control, and
36.4% showed that teachers did not use instructional
time judiciously. These results contradict the positive
feedback the teachers, especially those at the JHS, SHS,

KG, and PS levels, gave on their efficacy in many class-
room performance areas, including these.

Clearly, the data invite us to reconsider the unidi-
mensional modes of teacher quality performance assess-
ment commonly practiced today. While generally
similar, the differences revealed between the assess-
ments of the four observers and the responses given by
the teachers on the questionnaire cannot be ignored.
Assessing the quality of teacher performance may lose
value when it is done only from the self-assessment

Table 3. In-Class Observation of Teacher Performance Quality.

Item Responses No. %

State lesson objectives which are
measurable, achievable, realistic
and time bound

Yes 201 88.2
No 27 11.8

Review learners’ previous
knowledge to introduce new
concepts

Yes 157 68.9
No 71 31.1

Actively involve learners in
instructional activities

Yes 128 56.1
No 100 43.9

Use a wide range of technological
tools to make lesson delivery
easier and interesting

Yes 204 89.5
No 24 10.5

Choose appropriately instructional
materials for lessons

Yes 162 72
No 63 28

Use a variety of question-and-
answer techniques to elicit
desired responses from learners

Yes 183 80.6
No 44 19.4

Use a variety of assessment
techniques to evaluate and
measure learning outcomes

Yes 223 97.8
No 5 2.2

Encourage feedback from leaners
on lesson delivery

Yes 169 76.5
No 52 23.5

Make learners apply classroom
knowledge to real life situations

Yes 196 86
No 32 14

Use a variety of instructional
delivery techniques such as the
problem-solving approach to
stimulate critical thinking in
learners

Yes 180 78.9
No 48 21.1

Cater for the diverse needs of
learners including those with
disabilities

Yes 215 94.3
No 13 5.7

Show respect to learners and
safeguard their rights

Yes 198 86.8
No 30 13.2

Allow learners to freely express
their opinions during instructional
time

Yes 219 96.1
No 9 3.9

Institute measures to ensure
discipline and class control

Yes 137 60.1
No 91 39.9

Use clear and audible voice during
teaching

Yes 224 98.2
No 4 1.8

Use instructional time judiciously Yes 145 63.6
No 83 36.4

Ensure that classroom seating
arrangement promotes effective
learning

Yes 175 76.8
No 53 23.2

Total N 228 100
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scores of the teacher (Luskova & Hudakova, 2013;
Chung, 2008). To ensure such assessments are objective,
there is the need to compare them with those of inde-
pendent observational data. In our view, it is only
when multiple observations are made with a single
standardized instrument that one can be sure of a
balanced performance assessment. This approach has
been found in previous research to be effective in pro-
viding objective teacher performance assessments
(Chung, 2008; Colognesi et al., 2021; Donitsa-Schmidt
& Ramot, 2020). In Chung’s (2008) research, for
instance, the corroboration of ‘‘teacher self-report with
observational data and evidence from lesson debriefs’’
(p. 8) provided some validity for the Performance
Assessment for California Teachers (PACT) portfolio.
That said, the outcome of this study also reveals, to
some extent, that the potential subjective interpreta-
tions of the measures of teacher quality performance,
even by independent observers, may lend themselves to
discrepancies.

Conclusion

As with every research, this current study has some lim-
itations. The first is the non-probability sampling tech-
niques used in the selection process, particularly the
choice of one out of the 16 regions of the country. This
weakness means the findings cannot be generalized for
the entire teacher population in the country who had
their professional training via the DE mode. A further

study across more regions is, therefore, necessary to fur-
ther validate the findings of this research.

Again, the internal validity of the causal interpreta-
tions in this research may also be a weakness because of
the cross-sectional survey design employed. On this
account, we recommend a longitudinal experimental
study that will provide researchers with sufficient time
for long-term observations of teacher classroom perfor-
mance. Despite its limitations, this research is timely
and significant given that the Government of Ghana
has recently introduced a free secondary education pol-
icy, implying that second-cycle schools would be churn-
ing out students, many of whom would seek admissions
into tertiary institutions. The assumption is that infra-
structural constraints may make it difficult for tertiary
institutions to provide enough classroom spaces for the
anticipated high number of potential applicants to pur-
sue studies via only the face-to-face mode. The distance
mode could play complementary role in education pro-
vision, particularly within a hybrid learning environ-
ment. Although the present study focused only on
teacher training using the distance mode, the findings
could have implications for all forms of learning via the
distance mode. On the international scene, the objective
follow-up observations made in the research have
improved the reliability of the data set, thereby contri-
bution to the global debate on how to achieve the
United Nations’ Sustainable Development Goal 4,
which emphasizes a global commitment to improving
quality in education.

Appendix

Appendix ‘‘A’’

Training teachers by the distance mode: implications for quality teacher performance in pre-tertiary schools
Questionnaire for teachers in pre-tertiary schools who completed teacher training by the distance mode

Dear participant,
This is to invite you to be a participant to the above study. The opinions you express here are for only research purposes
and shall not be disclose in any way that will cause any risk to you or your institution. You are at will to withdraw at any
point of this investigation.

Section A
Biographical Information.
Please indicate your choice with a tick (P)

1. Age: 20–25(..); 26–30 (..); 31–35 (..); 36–40 (..); 41–45 (..); 46–50 (..); 51–54 (..); 55–60 (..)
2. Gender: Male ( ); Female ( )
3. Level of teaching professional qualification: Diploma (..); Degree ( ); Others, please specify (..)
4. Number of years since qualification was awarded: 1–5 (..); 6–10 (..); 11 and above (..)
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My professional training by the distance mode has
made me able to: Strongly disagree Disagree Unsure Agree Strongly agree

9. State lesson objectives which are measurable,
achievable, realistic and time bound

10. Review learners’ previous knowledge to
introduce new concepts

11. Actively involve learners in instructional
activities

12. Use a wide range of technological tools to make
lesson delivery easier and interesting

13. Choose appropriately instructional materials for
lessons

14. Use a variety of question and answer techniques
to elicit desired responses from learners

15. Use a variety of assessment techniques to
evaluate and measure learning outcomes

16. Encourage feedback from leaners on lesson
delivery

17. Make learners apply classroom knowledge to
real life situations

18. Use a variety of instructional delivery techniques
such as the problem solving approach to
stimulate critical thinking in learners

19. Cater for the diverse needs of learners including
those with disabilities

20. Show respect to learners and safeguard their
rights

21. Allow learners to freely express their opinions
during instructional time

22. Institute measures to ensure discipline and class
control

23. Use clear and audible voice during teaching
24. Use instructional time judiciously
25. Ensure that classroom seating arrangement

promotes effective learning

5. Area(s) of specialization: Please specify
6. Subject(s) taught: Please specify
7. Level at which teaching was done: Kindergarten (..); Primary school (..); J.S.S (..); S.H.S. (..)
8. Number of years of teaching experience: 1–5 (..); 6–10 (..); 11 and above (..)

Section B
Influence of the Distance Mode of Teacher Training on Classroom Performance.

Instruction: Using the following indicators as they relate to your classroom performance, rate your level of agreement
with the following indices ranging from 1 (Strongly Disagree) to 5 (Strongly Agree) where 5 is the highest level of
agreement. Please be as candid as possible in your responses.
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Appendix ‘‘B’’

Training teachers by the distance mode:
implications for quality teacher
performance in pre-tertiary schools

Follow-up in-class teaching
observation guide
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