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SHORT SUMMARY

Effective teacher policies
are key for achieving the
Sustainable Development Goals

Teachers are the most important school-level factor contributing to quality education.
However, an estimated 69 million additional teachers are needed globally to meet the
Sustainable Development Goal’s target 4.c to increase the supply of qualified teachers,
especially in low-income contexts, and to fulfil the Education 2030 Agenda.

The development of holistic and comprehensive teacher policies supporting a
coordinated management of the teacher workforce is an important step to ensure
countries can deliver on the promise of quality education. Based on this understanding
and to assist national decision-makers and education officials, the Teacher Task Force and
UNESCO developed the Teacher Policy Development Guide.

This publication shares the experience of nine sub-Saharan African
countries which used the Guide. It contains new insights and
lessons on key processes, content, structure and support
that are needed to develop teacher policies that respond
to national goals and are aligned with wider policy
frameworks.

Sub-Saharan Africa
requires an additional

16.5

million primary and
secondary teachers to
meet global targets
in 2030

The publication provides recommendations for national
decision-makers and development partners on how
they can better support teacher policy development,
including on how the Teacher Policy Development
Guide itself can be further developed to meet evolving
needs.
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Foreword

Teachers are the most important school-level factor contributing to quality education. However, the teaching
profession faces many challenges, which must be overcome if global education goals and targets are to be achieved.
There are teacher shortages in many parts of the world, classrooms are crowded, and teachers are underprepared,
overworked, demotivated and unsupported. As a result, the learning and well-being of students is at risk. The
qualitative and quantitative ‘teacher gap'is undermining our capacity to reach the fourth Sustainable Development
Goal of the Agenda 2030, to ‘ensure inclusive and equitable quality education and promote lifelong learning
opportunities for all’

One important step to ensure countries can deliver on the promise of quality education is to develop holistic and
comprehensive teacher policies to support more effective organization and management of the teacher workforce.
Comprehensive teacher policy development is based on the understanding that all teachers need to be working in
an education system that has coherent and consistent policies that support them to fully deploy their talents and
vocations, making learning and well-being a reality for every student.

Based on this understanding, UNESCO and the International Task Force on Teachers for Education 2030 (Teacher
Task Force, TTF) produced the Teacher Policy Development Guide, to assist national decision-makers and education
officials in building evidence-based teacher policies as integrated components of national education sector plans
and policies. The Guide proposes a holistic approach and lays out nine interrelated dimensions to be taken into
consideration when countries develop their own policies.

This report provides an overview of the experiences of nine countries in sub-Saharan Africa where the Guide was
utilized to develop their teacher policies, and whose processes inspired further developments to the Guide. The
lessons drawn from these experiences are important, especially three aspects that seem common to the reviewed
policy exercises. First, teacher policy and decision-making processes must be done with teachers, through robust
social dialogue. This process can be time-consuming, but that time must be invested if any teacher policy is to
succeed. Secondly, teacher policy development is about partnerships, between different members of the education
community, different ministries and in several cases with the support of international actors. And lastly, policy
development should not be the end of the process, but the beginning; countries need to have policies that are not
just designed but fully costed and implemented.

We hope the lessons contained in this publication will be helpful to further guide teacher policy development
processes across the globe. UNESCO and the Teacher Task Force through all its members, will continue to provide
the tools that countries need not only to develop holistic policies, but also to cost and implement them. We will
continue to advocate for recognition of the importance of the teaching profession — recognition that must translate
into sufficient funding for the profession as a whole. Unless this is realized, the world’s ambitions towards inclusive,
quality and transformative education are unlikely to be met.

(XN P

Dr Heike Kuhn Mr Tinti Enoch Rabotapi
Head of Division ‘Education; BMZ, Germany Chief Director, National Institute for Curriculum and
co-Chair of the Teacher Task Force Steering Committee Professional Development, Department of Basic

Education, Republic of South Africa

co-Chair of the Teacher Task Force Steering Committee
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Executive summary

Teacher policy fragmentation undermines decision-makers’ efforts to develop coherent and effective teacher
responses. Unfortunately, however, it remains common across too many countries. Given the high cost of preparing,
remunerating and supporting teachers, especially in countries that are chronically under-resourced to meet
international, regional and national targets, developing holistic and comprehensive teacher policy is a critical means
for underpinning and delivering quality education with quality teachers and teaching as the centrepiece.

The Teacher Policy Development Guide or‘the Guide, published in 2019 by the International Task Force on Teachers
for Education 2030 in collaboration with UNESCO, is a useful tool to support country-level efforts. An examination
of recent teacher policy development efforts in sub-Saharan Africa sheds light on good practices and lessons for
other countries to adapt and apply in their own context. This study covers the processes employed during policy
development, how the Guide was used, the content that emerged within national policies, and the ways in which
national and international partners supported countries during the policy development process. Participating
countries were Benin, Burkina Faso, Ghana, Guinea, Lesotho, Madagascar, Malawi, Togo and Uganda.

Governments developed collaboration frameworks including various stakeholders during policy dialogue and
development, which was found to be important for ensuring the widest range of perspectives and a plurality of
voices. The process of policy dialogue largely took place through country-level policy workshops and team meetings,
with the frequency and participation of stakeholders in workshops and meetings differing between countries. Policy
dialogue included an array of civil and teacher service commissions, regional education managers and inspectors, as
well as other relevant civil servant representatives. Reflecting teachers'voices during policy development is critical
to ensure their buy-in, which is all the more important because teachers are on the frontline in education policy
implementation. Therefore, key to success, collaboration also incorporated social dialogue, which entails direct
discussion between governments and teachers through their elected representatives, such as teacher trade unions
or associations and head teachers/principals and their associations. In some countries, however, evidence suggests
that social dialogue was limited, undermining the wider collaboration required for shared policy development.

Structurally, two key teams to manage policy development processes emerged across countries. These were, firstly,
the steering committee, which provided strategic guidance and oversight and was comprised of a core team

of higher-level decision-makers from relevant government ministries and departments, teacher unions, teacher
training institutions, universities, civil society organizations and the private sector. Secondly, the technical committee,
reporting to the steering committee, was responsible for the daily work of drafting the policy and was made up of
technical specialists from the same organizations and entities. All country respondents stated that their process was
inclusive and transparent, with meaningful stakeholder involvement throughout; however, procedural challenges
did emerge, to which countries attempted to develop solutions.

The majority of countries perceived the Guide as practical, easy to use and relevant to develop a teacher policy in
their context. As the Guide suggests, countries that developed teacher policies linked the teacher policy’s vision and
strategy to the country’s overall education policy/plan and its social and macroeconomic development framework.
Each country also included in their national teacher policy all nine of the Guide’s key interconnected teacher
dimensions for developing a comprehensive policy framework. These include teacher recruitment and retention;
teacher education (initial and continuing); deployment; career structures/paths; teacher employment and working
conditions; teacher reward and remuneration; teacher standards; teacher accountability; and school governance.
For all countries, the dimensions provided a foundation to help shape the overarching vision and principles of

the teacher policy. Moreover, through a reflective and collaborative process, these dimensions were adapted and
arranged thematically around different national strategic axes. Due to the Guide's thematic structure, the dimensions
also provided a framework for how to organize consultation processes, including actors'roles, procedures and
milestones.

Supporting teachers through policy development - Lessons from sub-Saharan Africa



Several countries were found to have additional teacher policy-making needs based on current and emerging issues
in their national context, and as a result, countries developed additional dimensions in their teacher policy. These
included areas such as social dialogue and teacher autonomy, as well as cross-cutting themes of inclusivity and
gender. Some countries used the Guide to develop the issue of implementation within their teacher policies, while
other countries developed separate implementation plans altogether. Overall, countries recognized the Guide as

a living document, and made suggestions for its improvement through including new dimensions, cross-cutting
topics or tools that could assist in its use.

Development partners, including international organizations, bilateral aid agencies and civil society organizations,
played a vital role in supporting countries to develop teacher policies, by providing financial and technical support
and assisting with overall coordination. International agencies are also key to foster international forums and
platforms for additional policy learning and sharing, which can allow countries to learn from each other and adapt
policy responses to their own national contexts. While organized policy and social dialogue are essential means

for developing teacher policy, it is also important to not overlook the role and influence of donor support through
ongoing initiatives, such as capacity-building programmes for teachers, school leaders and other education staff that
can be scaled up and provide lessons for policy-making.

Developing a holistic and comprehensive teaching policy is a key initial step for realizing a high-quality teaching
workforce and accelerating progress towards achieving SDG 4, but the project requires political will and government
ownership. Efforts should be led by education ministries, but finance and labour ministries should also be included
to ensure policies are viable, can be implemented and meet minimum adequate working conditions. For this reason,
teacher policies should be costed early in the process, as well as throughout.

Effective policy development requires a well-planned collaborative framework, with robust structures, procedures
and assigned roles across the widest possible group of relevant stakeholders. Policy dialogue is a long process,
and this needs to be taken into account in planning by developing realistic timelines, bearing in mind that policy
and social dialogue and consultation take time. To ensure holistic and comprehensive teacher policies meet

their objectives, effective communications plans should be designed to ensure all stakeholders commit to policy
implementation, and monitoring while evaluation frameworks should also be established to assess progress.

Executive summary
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Part 1. Introduction

This report examines how nine countries in sub-Saharan Africa conducted teacher policy development in their
national contexts. In particular, it examines how the Teacher Policy Development Guide or ‘the Guide’helped
countries develop holistic and comprehensive national teacher policies. It examines the developmental processes,
emphasizing how the Guide helped to identify hurdles, pinpoint best practices and provide guidance in policy
development (UNESCO-TTF, 2019). The report also provides key findings and recommendations for national
stakeholders during policy development; for partners on ways to support countries; and for the International

Task Force on Teachers for Education 2030 (Teacher Task Force, TTF) on ways to build synergies between different
stakeholders and improve the Guide and its use.

The Guide was produced by the TTF in collaboration with the United Nations Educational, Scientific and Cultural
Organization (UNESCO) Teacher Development Section. Further contributions and feedback were provided by
UNESCO Institutes, Regional Offices, the TTF steering committee and external partners.!

The Guide contains indispensable information regarding:

contextualizing a policy within the existing national policy frameworks

the interconnected dimensions that relate to teachers

different phases of policy development

implementation of the policy

This first section of this report summarizes important background information and the methodology used to review
national teacher policy development work.

The second section discusses why teachers need to be placed at the core of the global education agenda including
international and regional frameworks and how quality teachers and teaching affect education.

The third section looks more closely at the policy development process, providing an overview of the principles and
methodology used and analysing and synthesizing the ways in which countries conducted the process. For instance,
it examines the overall coordination and management mechanisms used to support collaboration and dialogue with
all interested parties, including teachers. It reviews the trends in how the Guide was used and the support provided
to countries by various partners. It also analyses content from some countries that have fully developed their policies.

The fourth section presents detailed case studies developed during the research, covering country context, the
national education system, the overall policy development process, the content of teacher policies and the ways in
which the Guide was used.

The fifth and last section reports the main findings and provides specific recommendations for governments and
development partners involved in developing national teacher policies. It also includes recommendations to the TTF
on how to improve the Guide and better support countries during teacher policy development.

Methodological tools, including the survey and interview schedules used with the National Focal Points (NFPs), are
provided in appendices.

1 The full version of the Guide was published in late 2019. At the time of the research, all countries had access to at least the summary version of the Guide.

Part 1. Introduction
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This report examines and compares how teacher policies were being developed in nine sub-Saharan African
countries: Benin, Burkina Faso, Ghana, Guinea, Lesotho, Madagascar, Malawi, Togo and Uganda.

The Guide was developed as a resource to help countries design a holistic and comprehensive teacher policy, using
a participatory approach. It lays out nine dimensions considered most important to include in a teacher policy:

1. teacher recruitment and retention

2. teacher education (initial and continuing)

3. deployment

4. career structures/paths

5. teacher employment and working conditions
6. teacherreward and remuneration

7. teacher standards

8. teacher accountability

9. school governance

The Guide shows that teacher policies need to be situated within national contexts, education sector plans and
development priorities; it describes phases in the process of developing a teacher policy from identifying key roles
and responsibilities to government policy approval; and it outlines potential implementation mechanisms and issues
that need to be addressed. It was first published in summary form in 2015 and the full version was published in late
2019.The full version of the Guide is available in Arabic, English, French and Spanish.

This report sheds light on the national policy development process using the Guide and other resources, as part

of the TTF's work programme, and on its role in supporting the achievement of SDG 4 and Target 4.c:'By 2030,
substantially increase the supply of qualified teachers, including through international cooperation for teacher
training in developing countries, especially least developed countries and small island developing States’ The
research conducted for this report included a desk-based component, together with selected country case studies.

The countries examined include both TTF-supported countries (Benin, Guinea, Lesotho, Madagascar and Togo)

and those covered by the Norwegian Teacher Initiative (NT1)% Burkina Faso, Ghana, Malawi and Uganda. The desk
research included a review of policies, strategies, education sector plans and teacher-related documents. Most
countries included in the review already had a national teacher policy or had begun a policy development process.
Designated NFPs in education ministries in the participating countries provided related documentation.

To collect further information from each country, NFPs completed a survey (Appendix 1) and were interviewed along
with several key individuals involved in the teacher policy process, including policy-makers, representatives from
teacher unions and UNESCO National Project Officers (NPOs) (Appendix 2).

Preliminary findings were presented to representatives of all participating countries at the 12th Policy Dialogue
Forum (PDF) organized by the TTF in Dubai, United Arab Emirates from 8 to 11 December 2019. All queries were
addressed and/or clarified and relevant feedback was incorporated into the final report.

A final data collection and review process of the report and country case studies was conducted in 2021 to update
each country’s current status, reflect developments since the 12 PDF and validate previous findings.

2 Aproject coordinated by UNESCO and the TTF to strengthen multi-partner cooperation to support teacher policy and improve learning, the NTI brought together
stakeholders including the Norwegian Agency for Development Cooperation, Education International, the Global Partnership for Education, the International
Labour Organization, the United Nations High Commissioner for Refugees, the United Nations Children’s Fund and the World Bank. Its pilot phase was carried out
between 2017 and 2019. See https://en.unesco.org/themes/teachers/nti
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Part 2. Putting teachers at the core of the global

education agenda

The 2015 commitment by countries to adopt the seventeen United Nations Sustainable Development Goals (SDGs)
to be achieved within the Education 2030 Framework represents the most significant global shift in recent history
towards increased equity and development. SDG 4, the education goal, aims to ‘Ensure inclusive and equitable
quality education and promote lifelong learning opportunities for all’ It has seven targets focused on education
outcomes along with three measures of implementation.

The role of teachers is covered within these means of implementation in Target 4.c, which commits countries to:
‘By 2030, substantially increase the supply of qualified teachers, including through international cooperation for
teacher training in developing countries, especially least developed countries and small island developing States’
The International Task Force on Teachers for Education 2030, also known as the Teacher Task Force (TTF) focuses
on Target 4.c.

The increased focus on quality in the Incheon Declaration and Education 2030 Framework for Action (UNESCO,
2016a) rightly emphasizes a concern for teachers, teaching and teacher education.® Regionally, an increased focus on
teachers is also reflected in the African Union Continental Education Strategy for Africa (AU-CESA) 2016-2025 (African
Union, 2016) and the Africa Agenda 2063 (African Union, 2015). Like the SDG framework, the AU-CESA strategy
recognizes the critical role of teachers in education transformation. One of its key goals is to revitalize the profession
to ensure quality and relevance at all levels. To achieve this, the strategy identifies key actions needed, including
recruiting, training and deploying well-prepared quality teachers as well as promoting continuous professional
development by instilling a sense of commitment and accountability towards learning. Meanwhile, the African
Teacher Qualification Framework for Teacher Quality, Comparability and International Mobility proposes minimum
competencies for teachers and minimum entrance requirements for the teaching profession (African Union
Commission, 2019).

Target 4.c highlights the global ‘teacher gap” in order to achieve SDG 4, an estimated 69 million additional teachers
were needed by 2030, according to teacher projections from the UNESCO Institute for Statistics (UNESCO-UIS, 2016).
Meanwhile, new projections by the TTF in 2021 show that sub-Saharan Africa is not on track to meet the demand for
teachers, still requiring 16.5 million more teachers to be recruited by 2030 (TTF, 2022).

In addition, many teachers are not adequately trained. For example, the global proportion of teachers with minimum
required qualifications in primary and secondary education was 83% and 83% in 2019, compared to just 67% and
61% in sub-Saharan Africa. Moreover, these figures have been falling in sub-Saharan Africa since 2000 due to a
growing number of private/community education providers, recruitment of contract teachers and constrained
budgets.

The TTF works to help bridge this teacher gap. The focus on teachers in the global and regional frameworks cited
above is evidence of the growing recognition of the influence of teachers and teaching on learning outcomes. For
instance, a recent analysis by the TTF of the latest TIMSS 2019 data in 64 high- and middle-income countries shows
that when teachers had achieved higher levels of education, were trained in pedagogy, were provided CPD and had
more years of teaching experience, their students generally had higher learning achievement (TTF, 2021b). While

3 See Sayed and Ahmed (2015) for an extensive discussion.
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a multitude of other factors are also associated with better student outcomes — such as smaller class size, richer
classroom environments, better access to ICT, and parents with higher levels of education — the findings suggest
more consideration of how to support teachers to provide quality teaching is required. Moreover, they demonstrate
the need for better cohesion and alignment within and between education sector and other policies.

The overall cost of teacher salaries is another key factor for stressing their role in global and regional frameworks.
Teacher salaries make up the largest component of education budgets in most countries, while in low-income
countries, they often comprise 90% or more (UNESCO-UIS, 2022b). Given the significant budget allocation made to
teachers, the increased attention to teachers and the quality of their teaching is predictable in the current global
context and is underlined by the finding in 2017 that 6 out of 10 children and adolescents were not achieving
minimum proficiency levels in reading and mathematics, signalling a‘learning crisis' (UNESCO-UIS, 2017).

Teachers should be put at the core of the global education policy agenda. Citing the 2007 McKinsey report, Cyril
Ramaphosa (then deputy president of South Africa, now president) noted that teachers needed to be treated as the
‘solution to the current crisis in education and not the problem!.South Africa, he also said, needs teachers who have
‘the ability and commitment to nurture and develop young people to their full potential’ (City Press, 2014).

If teachers and teaching are to be at the core of the education agenda, the policy framework that shapes teachers’
work must play a central role in putting them there. To shed light on how countries strive towards this end, this
review examines the development of teacher policies in selected countries to better understand how governments
prioritize teachers; which aspects of teacher policy are prioritized; and how teachers and other actors are involved in
the development process. The Guide notes that a comprehensive teacher policy should include, at a minimum, four
key features:

® Thorough and relevant initial teacher and school leadership education (including good pedagogical theory
and practice for a range of learners);

® Continuous professional development and support for all teachers, school leaders and support staff;

® Aremuneration and material incentive package that attracts and retains the best candidates in the job
compared with professions requiring a similar level of qualifications; and

® A safe, healthy, stimulating teaching and learning environment.

To better understand teacher policy issues within complex multi-layered systems, Figure 1 positions quality teaching
and its impact on student outcomes at the centre. It is based on the understanding that three factors are key to
formulating an effective and responsive teacher policy:

® Teachers'attributes, including their characteristics, backgrounds, teaching practices, professionalism,
competence, relationships and accountability;

® Teachers'teaching and learning experiences, professional development, and the background of the educators
who teach them; and

® How the intersection of teachers’attributes and teaching and learning experiences affect classroom- and
school-level learning among students.

Figure 1 further demonstrates the broader national and international political, social, cultural and economic context,
which generates issues and concerns that must be addressed to ensure that quality teaching — and quality teachers
— are at the heart of fulfilling the SDG 4 promise.
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Figure 1.  Conceptual Framework: Teacher quality and the factors that influence it
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Source: Teacher quality: evidence review, Commonwealth of Australia, 2014, p. 22. Available under CC BY 3.0 AU.
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Part 3. Teacher policy development process,

support and content: Overview and
synthesis

Policy choices for teachers should be based on a consideration of wide-ranging issues aligned in the ILO/UNESCO
Recommendation concerning the Status of Teachers (1996) and the UNESCO Recommendation concerning the
Status of Higher-Education Teaching Personnel (1997). Drawing on a large body of international standards on labour
and education, these two instruments set out principles concerning the rights and responsibilities of educators and
provide guidance for governments, employers, teacher unions, and other stakeholders in the crafting of effective
teacher policies (ILO/UNESCO, 2016).

Since then, global and regional policy shifts have increasingly placed teachers at the centre of reform processes
aimed at improving educational quality and equity, since, as an influential 2007 McKinsey report said, the quality of
an education system cannot exceed the quality of its teachers (Barber and Mourshed, 2007). Centring teachers in
policy-making must also mean including and amplifying teachers’voices.

While some progress has been made, there is still more to do to ensure this shift takes hold. This section of the report
discusses the lessons learned during the policy development process supported by the TTF Guide, as well as key
themes emerging from the review of selected country case studies.

It has four subsections:

® Section 3.1 examines the management and inclusion of different stakeholders in a collaborative policy
development process

® Section 3.2 examines countries' use of the Guide and other policy support
® Section 3.3 describes how national and international partners supported the policy process

® Section 3.4 analyses teacher policies in selected countries

Governments can collaborate with various stakeholders during policy dialogue and development. This is important
to ensure the widest range of perspectives and is fundamental to creating holistic and comprehensive teacher
policies.

Policy dialogue should involve stakeholders within government entities: civil and teacher service commissions

or equivalent, regional education managers and inspectors, and other relevant civil servant representatives.
Importantly, it should also incorporate a dimension of social dialogue by including the voices of teachers and their
elected representatives, such as trade unions or associations, and head teachers/principals and their associations.
Additionally, it should bring in teacher education institutions, learners and student associations, parents and parent—
teacher associations, and international agencies and civil society organizations.

This section examines countries’experiences of executing a policy process based on policy dialogue and wider
collaboration, in order to find out the extent to which different stakeholders can be brought into the teacher policy
process and to determine the structures and mechanisms that can ensure stakeholder involvement.

Of the nine countries participating in the review, four have completed their policies and two are awaiting final
governmental approval, while the other three are still in development (Table 1).
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Table 1. Stages of countries in developing a teacher policy

Country Policy approved Policy completed pending Policy development in

approval progress

Burkina Faso
Madagascar

Togo

X X X X

Uganda
Benin
Ghana
Guinea
Lesotho

Malawi X

Structures and mechanisms to ensure stakeholder involvement

In each country, a range of different structures and mechanisms were developed at national level to ensure
significant stakeholder participation in the policy development process. All countries developed their policy in
several phases, with coordination anchored in the key departments of the education ministry charged with making
decisions about teachers and teaching. Among the key structures for managing the policy development process
were:

® The steering committee, a core team of higher-level decision-makers that provided strategic guidance and
oversight. Referred to in various ways, these teams included representatives of relevant government ministries
and departments, teacher unions, teacher educators, universities, civil society organizations and private sector
actors.

® The technical committee, which reported to the SC and was typically responsible for the daily work of drafting
the policy. It was comprised of technical specialists from each of the groups represented in the SC (Figure 2).

It should be noted however that the terms used varied by country according to local preferences, language or other
factors. Moreover, they had various functions reflecting the above or a combination of different roles depending on
the national context. Referring more generally to the SC, the term Critical Reference Groups was used in Lesotho,
while National Education Teams (ETNs) were used in many countries in Francophone Africa.

Figure 2.  Policy process structures and mechanisms - steering committee members

Civil Ministry of
society Education
organizations

Other
Steering Ministries
Committee

Teachers’

: unions
Teachers

educators

Private Daily work

sector undertaken by a

technical
committee

Part 3. Teacher policy development process, support and content: Overview and synthesis

23



24

Though all the countries used similar structures in developing their national teacher policy, there were variations (Box 1).

Box 1. Country-specific policy structures

Ghana and Uganda: The steering committee and technical committee also included local governance
structure representatives to account for the countries’ decentralized systems and the role played in
education by local government institutions.

Lesotho: Teacher representatives (unions) were not part of the central steering committee and technical
committee and were included only as part of the stakeholder consultation. Additionally, it was not clear
whether the newly formed Critical Reference Groups consisted of teacher organizations and representatives.

Togo: The steering committee, known as the National Education Team (ETN), included all education
sub-sector representations. Beyond acting only as a steering committee, it also developed an inventory
of critical information for (a) pre-primary and primary; (b) general secondary; (c) technical and vocational
education and training; (d) literacy and non-formal education; and (e) higher education and research. This
task was often carried out by technical committees in other countries.

Development partner involvement: Local development partners also played a critical part in the process. In
countries participating in the NTI project, the expertise of development partners helped enrich and develop teacher
policy content at various stages throughout the process. Partners were allocated tasks based on their respective
partnership frameworks with national government ministries. The NTI team highlighted some concerns about
development partner involvement, including the need for stronger coordination across different projects and with
actors at the national level, as well as other coordination challenges and delays in meeting deadlines (NTI Interview,
2019). This indicates the importance of effective coordination mechanisms and processes, as well as of designating
key focal points during routine coordination.

Workshops and consultative meetings: All countries relied on capacity-building workshops and consultative
meetings as the primary mechanism for policy dialogue among stakeholders. However, the planning, number
and nature of workshops, the degree of stakeholder involvement, and the methods of resource allocation and
mobilization varied from country to country (Box 2).

Box 2. Countries’ experiences of dialogue

In Togo, consultative dialogue was essential to the process of developing a sense of collective ownership.
The ETN coordinated regular meetings to discuss the Guide with the entire educational community. One
early workshop focused entirely on adapting policy options to meet the needs of stakeholders. Meeting
proceedings were reported to education sector authorities and development partners until national
validation of the teacher policy occurred in March 2018.

In Benin, the ETN was established as a dialogue mechanism within which stakeholders were consulted and
their views expressed on policy process and content. Stakeholders met for workshops at major milestones

of the policy development process, for example, to customize the Guide to the national context.

In Ghana, previously existing dialogue platforms were used. Consultations and workshops, meanwhile,
informed content decisions in the initial draft of the policy (NPO Ghana Interview, 2019).

‘We have opened it up to all the stakeholders ... and to anyone who matters. ... The last
meeting that we held we opened up [participation] and said that if anyone has any
organization they think we should bring on board, they should let us know so that we can
consult them and bring them to the next meeting ... so that they too share their perspectives
... so all stakeholders were able to meaningfully engage’ (NFP Ghana Interview, 2019).
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Including stakeholders in policy development

All nine countries actively engaged relevant actors in the process of developing a teacher policy, as shown in Figure
3. All countries agreed that the process was inclusive and transparent, with meaningful stakeholder involvement
throughout.

Figure3.  Stakeholder involvement in the policy process

m Strongly Agree = Agree m Disagree m Strongly Disagree = Not Applicable/Not Known
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of the teacher policy.

The teacher policy development process is inclusive. || i |
The teacher policy development process is transparent. ||| GTcEcGEE
Teachers and their representatives were involved at all —
stages of the policy development process.

We received strong financial and technical support from _
external partners in the development of the teacher policy.

The benefits of an inclusive policy process are captured in comments from national stakeholders:

In the three-day session that we had, all the relevant stakeholders were meeting....It was actually
supposed to be a day and a half, but we had to expand it to three days to provide adequate
opportunity for all of them to present their aspirations, their thoughts...so they have contributed a lot
(NPO Ghana Interview, 2019).

Including everyone with an interest in teacher policy in the development process is essential to secure stakeholder
buy-in — that is, to ensure stakeholders see the process as valid and take ownership of it. In Uganda, for example,
involving all education stakeholders helped secure their feedback on policy development but also helped build
grassroots support to ensure smooth implementation.

InTogo, an inclusive process fostered a sense of ownership at different levels:

The process, which was inclusive and participatory, guaranteed the support of all education actors and
partners in Togo (NFP Togo Interview, 2019).

High-level government support and commitment is important to guarantee stakeholder involvement, as
representatives from Ghana and Uganda pointed out (Box 3). This was one of the lessons learned about successful
policy development in all NTI countries.
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Box 3. National government support in Ghana and Uganda

Ghana: We also enjoyed, more importantly, the support of the government, giving teachers the visibility
that they require. The vice-president [made] it known in his speech at the World Teachers’ Day celebration
... that an initiative has come to enable the Ghana Teacher Task Force to [develop]a comprehensive teacher
policy that would ... allow us to address the issues that confront teachers to [ensure] teachers are able to
match or meet global standards’ (NPO Ghana Interview, 2019).

Uganda: By the time we started developing the policy itself, we already had the backing and commitment
from government, so it was not difficult for us to go ahead. The government itself appointed a team of 30
members representing the teacher training institutions, universities and various ministries, departments
and agencies, both public and private belonging to sub-sectors that are affected by teacher issues. All [of
them] participated in the policy development process. For that reason, we had a very wide coverage and
everybody was involved’ (Uganda NFP Interview, 2019).

Challenges: Aiming to involve all stakeholders did bring some challenges. Some were specific to the country:

in Lesotho, for example, it was difficult to secure the involvement of people with experience of previous policy
development attempts. It was also hard to involve teacher training institutions and to generate a sense of ownership
of the policy process among all relevant stakeholders.

Other challenges were experienced in several countries: for example, many found that consensus-building was time-
consuming. Ensuring support from ministries and departments other than teacher-specific departments proved a
struggle at times, and many countries faced financial resource limitations, in particular Madagascar and Togo, as well
as coordination issues (Box 4).

Box 4. Country-specific policy process challenges

Madagascar: ‘We need to broaden participation to integrate legal bodies and keep teachers involved
throughout the process. Regional and national consultations need to be strengthened to have a stronger
consensus on decisions to be taken’ (NFP Madagascar Interview, 2019).

Guinea: ‘[We should also] ... give more time and resources to consultancy and educational authorities to
organize broader grassroots meetings with teachers and students’ (NFP Guinea Interview, 2019).

Uganda: ‘One [challenge] is the positioning of the teacher policy in all government institutions. Within the
Ministry of Education and Sports it comfortably sits in the Teacher/Tutor, Instructor Education and Training
(TIET) department. But, when it comes to other governmental departments that need to be present within

the discussion, so that they appreciate ... what their roles are, it requires extra effort to explain because
they think [the policy] is something that only belongs to the teacher education department and yet the
policy affects most of them. The second challenge is ... the understanding of the different members in
the committee. There was a varied understanding, and it took quite a lot of time to bring everyone to a
common understanding on teacher issues’ (NPO Uganda Interview, 2019).

Solutions: Countries tackled the challenges of involving all stakeholders in different ways. In Lesotho, for example,
reluctance to participate across all teacher training institutions was addressed, in part, by the appointment of a
national consultant from one of the institutions. In Ghana and Uganda, teacher unions were initially hesitant to
participate, but by conducting consultations with them through social dialogue mechanisms, their doubts were
overcome, and support obtained.
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To deal with the time-intensive nature of the dialogue process, more feasible and practical timelines were developed
that better anticipated interruptions, ensuring fewer delays in coordination and governance-related decision-
making. Countries also noted that continuous technical support for strengthening the process in later stages was
particularly useful to keep work on schedule. Finally, all the countries agreed that a platform for learning about other
countries’experiences of the policy development process would be useful.

Involvement of teachers and their representatives

Although countries agreed all stakeholders were involved in the policy development process, country responses
about the involvement of teachers and their representatives tell a slightly different story. In response to the
statement ‘Teachers and their representatives were involved at all stages of the policy development process, three
countries: Ghana, Togo and Uganda strongly agreed, while Benin and Guinea agreed (Figure 3).

In Ghana and Uganda, teacher unions had considerable involvement in the process. Teacher unions were part
of the high-level steering committee as well as the technical committee, which meant that teachers and their
representatives felt more meaningfully connected (Box 5).

In Lesotho, by contrast, teacher involvement was limited, as indicated by responses to the survey and interviews.
Neither teachers nor their representatives were included in the membership of the core steering committee nor
the various technical groups which made decisions on dimensions for inclusion in the policy. Teachers and their
representatives only formed part of the stakeholder consultation.

Box 5. Involvement of teachers and their unions

In Ghana, teacher unions perceived the project as a typical government intervention and were initially
‘very antagonistic. However, as discussions continued, the unions ‘realized that this is not the usual Ministry
of Education’intervention that is going to be imposed on them. But that they ... are given the opportunity

to take their destiny in their own hands' This also helped as a way to address their ‘professional confidence’.
Eventually, as the process unfolded and the unions were asked for their input and grievances, the ‘big
issues’began to diminish and relations became ‘cordial’ in the stakeholder consultation process (Ghana, NFP
Interview, 2019).

Together with the unions, teachers themselves were also involved in the discussions on the content and the
process of policy development. The need for the draft to reflect the voices of teachers was highlighted by
the NPO:

‘On World Teachers’ Day we met with 300 practitioners ... of whom 80% were teachers. We
took them through the various processes and we found the opportunity to listen to their
aspirations, their thoughts, what they think needs to be addressed to make the teaching
profession what they desire .... [We] put together a report on all the obtained responses
to inform the process ... We wanted to have as many voices and as much information. We
have put all the voices and feedback into the framework we have already developed’ (NPO
Ghana Interview, 2019).

In Guinea, however, teachers and their representatives gave mixed responses when asked about their
involvement in the process. The Guinean TTF focal point reported:

‘Teacher unions’internal conflicts and their restructuring processes prevented them from
taking part in the procedure’ (NFP Guinea Interview, 2019).
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In Madagascar, teachers were involved in the process of multi-stakeholder involvement through
multidisciplinary teams. However, the NFPs said:

‘We need to broaden participation to integrate legal bodies and keep teachers involved
throughout the process’ (NFP Madagascar Interview, 2019).

The establishment of a social dialogue framework was identified in Uganda and Ghana as a key
mechanism in the policy development process, ensuring the participation of everyone involved, including
teachers. In Uganda:

‘We have developed a social dialogue framework because we needed to work with the
teachers ... because they felt they were being left out’ (NFP Uganda Interview, 2019).

3.2 How the Teacher Policy Development Guide was used

The Guide was developed through a participatory