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Executive Summary

The Community of Practice in Teacher Education Reform in Sub-Saharan Africa is a learning and
exchange platform for Ministry of Education officers, teacher educators, school leaders, and
education researchers in Africa to discuss and deepen their understanding of strategies that are
improving initial teacher education and professional development in the region.

The course and community of practice (CoP) was launched in July 2025 and concluded its first
module on pre-service teacher education reform topics in February 2026 with 163 participants
in Africa joining 10 virtual peer-learning workshops between July and December 2025. Twenty-
nine (29) participants joined all sessions and completed all course assignments and other
requirements and thus earned certificates of completion. The CoP was highly assessed by
participants, with post-session survey data reflecting 84 percent of participants were very
satisfied or satisfied with the content and workshops.

At the conclusion of the first module of the CoP on pre-service teacher education, a second
module on participant-selected topics in-service teacher education and continuing professional
development is being planned for mid-2026.

The course and CoP as earned participation from 22 countries in sub-Saharan Africa, namely
Botswana, Chad, the Democratic Republic of the Congo (DRC), Eswatini, Ethiopia, The Gambia,
Ghana, Kenya, Lesotho,
Liberia, Madagascar, Malawi,
Mozambique, Namibia,
Nigeria, Somalia, South
Africa, South Sudan,
Tanzania, Uganda, Zambia,
and Zimbabwe.
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This report will present key
findings from the organizers
and participants of the CoP.

Right: Countries participating in the course are
highlighted in blue.



Background

Teachers are the most important school-level factor influencing students’” academic
achievement. When teachers are well qualified, well prepared, and well supported, they can
better address their students’ learning needs. Quality pre-service education must be part of the
certification process for teachers, and quality professional development must be continuously
provided to teachers to enable them to update their skills and knowledge. However, teacher
education and professional development programs in the region are often ineffective, outdated,
and misaligned with teaching realities, national curricula, and 21st century learning needs.
Moreover, while evidence on what works in strengthening teacher education and development
in Africa is available, it tends to be underutilized in the design and delivery of programs and
curricula. There is therefore a need to promote discussion and understanding about effective
programs and strategies amongst teacher educators and teacher departments in governments.

To address this need, in July 2025 UNESCO IICBA created a virtual Community of Practice (CoP)
in Teacher Education Reform in Sub-Saharan Africa to promote the exchange of ideas and good
policies, frameworks, and evidence-proven practices in teacher education from sub-Saharan
Africa. The CoP was open to specialized regional experts, practitioners, and policy actors who
were interested in joining a peer exchange platform to deepen their understanding of teacher
education in Africa and enhance their capacity to contribute to reform efforts in their own
departments. While originally envisioned as a platform for government officers and teacher
educators, the CoP was expanded to admit school leaders and head teachers, who provided real
context on the experiences of new teachers and the professional development needs of schools.

The CoP was organized by UNESCO IICBA with funding and facilitation from the Global
Partnership for Education’s Knowledge and Innovation Exchange (GPE KIX) Africa 19 Hub, a joint
project with the International Development Research Centre (IDRC) of Canada. Partners included
the European Union’s Regional Teachers Initiative for Africa (EU-RTIA); the Shanghai Funds-in-
Trust; the Africa Federation of Teaching Regulatory Authorities (AFTRA); and the African Union.

Photos: Mr. Allen Thomas, Physics teacher from Liberia and a winner of the 2025 African Union Continental Teacher
Awards, shares adaptation strategies for new teachers during an online session in October 2025 (left) and instructs
his students in rural Liberia (right).



Course Design

The first module of the CoP focused on select topics in pre-service teacher education in sub-
Saharan Africa and ran from July through December 2025, with participants completing final
assignments by February 2026. The second module of the CoP, which will shift to focus on select
topics in in-service teacher education and continuous professional development, is being
planned for mid-2026.

Topics were selected through a consultative process between experts from UNESCO IICBA and
the EU-RTIA. GPE partner countries also influenced the selection of topics through their
responses on a prior GPE KIX Africa 19 Hub country representative survey facilitated by UNESCO
[ICBA, the secretariat of the KIX Hub, in March 2024. ! Their responses indicate the central
placement of teacher certification, development, and management in their countries’ GPE
Partnership Compacts, documents co-created by GPE and Ministries of Education to articulate
how the parties will collaborate for a priority reform area.? From this consultative process,
several key topics emerged to form the basis of the content shared in the CoP:

e Dimensions of effective teacher education and development programs from UNESCO
[ICBA;

e Regional guidance on teacher competencies and teaching standards from the African
Union;

e Challenges faced by new teachers, teacher educators, and TTIs due to gaps in teacher
education curriculum and implementation;

e Reforms and innovations in teacher education;

e Digital skills integration in pre-service teacher education.

The CoP was designed as a free online professional learning course in the English language with
conceptual presentations by experts, experience sharing by national representatives,
discussions, and regular, though voluntary, assignments. The CoP was strongly defined by
participant discussion directed by facilitators’ questions; heavy utilization of a variety of virtual
tools to document learning; and peer-to-peer sharing about challenges faced by teachers, current
reform efforts, national aspirations, and participants’ professional experiences.

Ten (10) virtual, synchronous workshops were held on Zoom, each lasting at least two and on
occasion up to three hours. Each session featured speakers from UNESCO I|ICBA and co-
organizers, especially AFTRA and the EU-RTIA. A gquestion-and-answer session between the
speakers, facilitators, and participants followed each presentation. Then, a learning activity and
plenary allowed participants to delve more deeply into the content shared.

1 UNESCO IICBA (2024) KIX 2024 Pulse Survey Results Infographic
2 GPE (2024) Partnership Compact Guidelines



https://drive.google.com/file/d/1QMVY5Hds0vyecriW-Epf5ns4UhfrUQHm/view
https://www.globalpartnership.org/content/partnership-compact-guidelines

The 10 workshops were supplemented by asynchronous discussion boards on Google Classroom
and WhatsApp, which drew upon questions posed earlier in session on virtual platforms, usually
Padlet. A dedicated WhatsApp group with high participation—88 participants—became a
reliable, easily accessible space for members to post questions, obtain information, and give peer
feedback. However, Google Classroom presented a learning curve for participants, some of
whom were inexperienced in using in online learning platforms; as a result, many drifted towards
familiar tools like email and WhatsApp.

Participants were encouraged to complete weekly readings of articles, case studies, and regional
teacher frameworks and submit short essays and reflections prior to each session. Participants
were also required to submit a long-term assignment in order to earn a certificate of completion.
Assignment options included: Writing a case study paper about the state of pre-service teacher
education in their country; interviewing teacher educators and/or novice teachers in their
country; creating and implementing a professional action plan to apply their learning in their
departments; or assessing their country’s teacher education system using a matrix with
delineated dimensions of pre-service teacher education and assigned indicators, provided by
UNESCO IICBA.

Since peer learning was central to the design of the CoP, participants were expected to provide
peer feedback on each other’s assignments. Peer feedback the form of both back-and-forth
discussion in session and peer reviews and comments on other’s submissions in Google
Classroom. The CoP was set up to allow participants to learn as much from each other as they
would from speakers and experts.

Finally, the CoP sessions, virtual platforms, and assignments were facilitated by a hired teacher
educator from the region. The facilitator was an Adjust Assistant Professor of the Aga Khan
University Institute for Educational Development in East Africa and heads the Professional
Development Centra at the Aga Khan Academy in Mombasa, Kenya. The facilitator worked closely
with UNESCO I[ICBA to implement the CoP.
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Participant Engagement

The course and CoP registered 163 participants who logged in a total of 639 times across 10
online workshops between July and December 2025. Male participants slightly outnumbered
female participants, with males making up 53 percent of the group to the females’ 47 percent (as
indicated in Graph 1 below). Twenty-nine (29) participants joined all sessions and completed the
voluntary course assignments and other requirements to earn certificates of completion.

Graph 1: Participation by Gender

Female
Male 47%

53%
N =163

The CoP attracted a strong, strategic mix of high-level policy actors, academics, practitioners,
technical experts, and regulatory bodies, mirroring the ecosystem of teacher education itself.
Participants could be classified into four groups:

Group 1: Policy Makers and Ministry Leadership: A number of participants held strategic
positions within Ministries of Education, such as Assistant Minister for Teacher Education
(Liberia), Deputy Directors (Kenya and Sierra Leone), Director of Academics (Tanzania), Chief
Education Officer (Nigeria), as well as GPE KIX Hub Focal Points at Ministries (in Eswatini, Ethiopia,
and South Sudan) and several education officers, planners, and middle managers in Eswatini, The
Gambia, Lesotho, Liberia, and South Sudan. However, this group of participants demonstrated
the most attrition, with government officers and especially leaders dropping out as sessions
progressed. This is unsurprising, considering their official duties and limited time. It is significant
enough that the CoP attracted the interest of Ministry leadership and teacher departments.

Group 2: Academia and Teacher Education Institutions: Lecturers and academics were well
represented, particularly from universities (such as the University of Namibia, Bahir Dar
University, and University of Nigeria) and Colleges of Education (such as Ngwane Teachers
College, Methodist College, and Morogoro Teachers' College). Some specific roles include senior
lecturer, college director, and teacher educator. These members tended to contribute the most
ideas to the CoP and had the highest completion rate of assignments.



Group 3: Non-Governmental and Regulatory Bodies: Key organizations involved in regional
teacher development registered, including staff from UNESCO IICBA, AFTRA, and multiple
representatives from the Community Aid for Humanitarian Organization in South Sudan.

Group 4: School Leadership and Practitioners: Though the CoP was envisioned as a space for
government and university and TTI staff, it was expanded to include school-level practitioners
such as school leaders, head teachers, award-winning teachers, new and experienced teachers,
and some recent graduates from TTls. This group participated quite enthusiastically in the CoP.

Participants from 22 countries in sub-Saharan Africa joined the CoP, namely Botswana, Chad, the
Democratic Republic of the Congo (DRC), Eswatini, Ethiopia, The Gambia, Ghana, Kenya, Lesotho,
Liberia, Madagascar, Malawi, Mozambique, Namibia, Nigeria, Somalia, South Africa, South
Sudan, Tanzania, Uganda, Zambia, and Zimbabwe. Of these, 19 countries are GPE partner
countries (Botswana, Namibia, and South Africa are not). Through this diversity of participating
countries, the CoP convened expertise on a continental level and reached a critical mass of GPE
stakeholders. Countries’ participation from July to December 2025 are depicted in Graph 2.

Graph 2: Participation Levels by Country throughout the Course
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As indicated in Graph 2 above, participation was spread quite broadly across sub-Saharan Africa,
with the highest level of participant representation (25 percent) from Namibia. Other countries
with notable levels of participation were South Sudan and Eswatini (both at 9 percent of total
participation) and Tanzania, Kenya, and Nigeria (each at 7 percent of total participation).

In particular, the relatively high representation (9% of total country representation) from South
Sudan in this online course is noteworthy, given the country’s generally weak internet
connectivity which has tended to limit its participation in other online learning opportunities
offered by UNESCO IICBA. Participant data shows sustained participation from South Sudan
across all 10 sessions of the online course, with at least one participant and up to 15 participants
at times, joining each of the 10 sessions from July through December 2025, a trend not seen with
all other countries in the CoP. This engagement from South Sudan reflects the motivation of
individual participants and suggests the relevance of the course for them.

An analysis of participation over time (see Graph 3) reveals noticeable attrition over the six
months, with high initial participation tapering off mid-course. Participation stabilized mid-
course as a committed group formed, and nearly all from this committed group finished the
course and submitted assignments. Attrition can be understood as a common occurrence in
virtual, voluntary spaces targeting senior officers and working professionals; some join to explore
the topic and the networking platform, and as the time commitment and workload builds, only
the most dedicated or the most available ones remain. Even though the readings and
assignments were only recommended, participants who did not complete them weekly would
have found it challenging to keep pace with those who did. Therefore, attrition is understandable.

The most promising finding from the participation trend is that a committed community of
practice formed over time, with 29 participants submitting assignments and earning certificates.

Graph 3: Participation Trend throughout the Course
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Learning

Throughout the 10 sessions of the CoP, participants engaged with foundational concepts,
evidence on teachers, and teacher frameworks shared by experts from UNESCO IICBA, AFTRA,
the AU, EU-RTIA, the World Bank, and GPE KIX-funded projects. Participants also learned about
national policies through presentations by Ministry of Education representatives, government-
affiliated institutions, and university staff. Most participants demonstrated a continuous
progression of individual learning, moving from identifying broad gaps in teacher education to
making specific recommendations for their own systems and teacher colleges informed by
programs and frameworks they became aware of through this CoP.

The initial sessions established a conceptual foundation of the state of pre-service teacher
education including systemic and programmatic gaps across the region in quality, consistency,
alignment with standards, and gender equality and inclusion with findings from UNESCO IICBA
and the World Bank. Participants took a deep dive into the AU’s Teaching Standards and
Competences especially for the beginner teacher, and theoretically applied the domains on
teachers’ professional knowledge, practice, values and ethics, professional development, and
community engagement and inclusion to their own national contexts by reviewing their
countries’ national teacher policy and assessing the AU domains therein. Participants also
reviewed UNESCO IICBA’s Guidance on Teacher Education and CPD and Uganda’s Quality
Assurance Framework and Quality Self-Diagnostic Tools developed by Makerere University.

Building on this foundation, subsequent sessions of the CoP gave participants examples of
teacher policies and teacher curriculum reform efforts in Kenya, Nigeria, and Uganda to compare
to those of their own systems. These national policy presentations were supplemented by
examples of innovations in teacher education being funded and implemented by GPE KIX in
Kenya, Nigeria, and Tanzania. Participants were guided to apply principles of design thinking to
analyze these reforms and innovations, identifying components of most value, such as the
presence of mentorship opportunities for new teachers, supportive school leadership, and a plan
for career progression.

Participants also reflected on context-sensitive strategies for managing challenges that new and
in-service teachers face, such as overcrowded and multilingual classrooms, conflict-affected
settings, and the digital divide. In later sessions, participants were familiarized with UNESCO
IICBA’s digital skill-building courses for new teachers and UNESCQ’s ICT Competency Framework
for Teachers and learned about digital tools for teacher development such as e-portfolios at the
school level.

Ongoing and summative assessments were integral to the course design. To demonstrate their
weekly learning, participants wrote short essays and reflections about content from sessions and
supplemental readings. In online discussion boards on Google Classroom, participants
commented on each other’s reflections.

10



Results

Participants were encouraged to apply their learning from the entire course through a long-term
assignment of their choice; either:
a) A case study paper on the state of teacher education in their countries and
recommendations for improvement;
b) Qualitative interviews with teachers and / or teacher educators in their countries; or
c) A practical action in their own departments, and a report on the results.

Twenty-nine participants submitted a longer assignment, with 22 opting to write collaborative or
solo papers of varying depth depending on their individual learning, capacities, and available time
for this course. A selection of three higher-quality papers is included in the next section.

For the interview assignment option, four participants interviewed teacher educators and
primary teachers in Eswatini and Uganda, drawing insights on the gap between teacher
preparedness and classroom realities and making evidence-informed recommendations for
competency-based education (CBE) and curriculum alignment between teacher colleges and
primary schools. A group of three participants from Eswatini reflected thus on their interviews:

[Teacher] participants attested to the fact that much as they were
prepared for the teaching profession through the content and
practical they were equipped with, the reality seemed to strike
when they got to their assigned schools for teaching practice. They
claimed that they disconnected what they learned in class with the
realities in the schools, and it dawned when they were already
placed in schools...What surprised and frustrated them the most
was that the teachers (mentors) in schools were not well versed
with CBE, yet they were supposed to be their mentors...Hence, there
are requisite measures that need to be taken to bridge this gap. The
conclusion is that while alignment exists, practical gaps in CBE
preparation need addressing for better teacher readiness.

A further three participants enacted action plans in teacher colleges in Ethiopia and the DRC, and
at schools Nigeria, conducting short and demand-driven teacher development trainings on digital
tools, differentiated instruction, and formative assessment. A participant who conducted digital
training for pre-service secondary school teachers in the DRC reflected how he applied his
learning in his department:

These [CoP] lessons guided me in designing an action plan that is
realistic, context-sensitive, and aligned with educational priorities
in Kinshasa. They allowed me to shift from ad-hoc ICT
demonstrations to creating a structured workshop that builds long-
term teacher capacity. This approach supports my institution’s goal

11



of improving teaching quality and preparing teachers for a digital
learning environment.

Participants worked for two months on these long-term assignments in the CoP space, sharing
drafts and giving peer feedback to each other. Participants who submitted assignments that met
expectations received certificates of course completion.

Participants who committed to joining most sessions experienced and expressed greater
understanding of content and higher satisfaction with the course. UNESCO I[ICBA conducted a
series of short satisfaction surveys at the conclusion of each session, to which 115 participants
overall responded, a response rate of 18 percent. The consolidated results from the surveys are
reflected in Graphs 4 and 5 below. Encouragingly, the great majority (84 percent) of participants
expressed satisfaction with the course, with 53 percent saying they were very satisfied and 31
percent saying they were satisfied with the content and platform. A small percentage (4 percent)
were not sure, and 12 percent were not satisfied, expressly with the fast pace of delivery, the
high number of presentations at the sake of discussion time, and challenges with technology.

Graphs 4 and 5: Participant Satisfaction with the Course
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Selection of Papers

As part of their assignment for course credit, 22 participants submitted a total of 12 collaborative
or individual case study papers describing the state of pre-service teacher education in their
countries and making recommendations for improvement, based on their learning from the
community of practice and their insights from their applied teaching and training experiences. A
selection of the highest quality papers is included in this section. These three papers examine
teacher education at a systems level in three countries, Liberia, Namibia, and Nigeria, focusing
on:

a) Guiding frameworks;

b) Existing programs and practices;

c) Persistent gaps;

d) Providers including international partners; and

e) Sources of funding for teacher education.

13



Taking Stock of the Situation of Pre-service Teacher Education in Liberia:
An Exploratory Inquiry

March 2026

Authors:

Wehye Benjamin Yele (Ed.D), President, LICOSESS College of Education, Liberia
Dennis Darric D., President, National Association of Liberia School Principals, Liberia

Abstract:

The study explored pre-service teacher education in Liberia with emphasis on legal and policy
framework, institutional actors, the obtaining conditions, and the mechanisms in place to address
pre-service teacher training in the country. It adopted a qualitative approach anchored in
interpretivist logic. Both secondary and primary data were used. Participant interviews were
conducted with 13 participants purposively drawn from actors across the sector and linked to
pre-service education. The findings revealed that Liberia has a strong legal and policy framework,
active institutions, and appropriate mechanisms capable of fostering effective teacher training,
especially, pre-service programme. However, an existence of inadequate and unsustainable
funding, facilities, infrastructure, and qualified faculty affect the effectiveness of pre-service
education. This situation is exacerbated by a presence of weak policy implementation and
governance, curriculum misalignment and uneven implementation, uneven institutional
functionality, weak pre-service teacher preparation, poor teacher working conditions and
motivation, gender disparities, low perception of the teaching profession, and decline in donor
funds — withdrawal of USAID. The paper recommends that education sector stakeholders
institutionalise competence-based teacher training, invest in teacher development, guard
against misuse of educational training funds, promote equity, and strengthen monitoring and
evaluation of teacher training. The paper supplements scholarly understanding of pre-service
teacher education in fragile contexts from a triangulated lens of outcome-based education,
human capital theory, and ecological system theory, while suggesting plausible strategies to
improve teacher training practice in Liberia.

Key words: Pre-service Teacher Training, Education Policy Implementation, Educational
Governance, Teacher Status, Teacher Education Reform, Liberia
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Introduction

The purpose of this case study paper is to explore pre-service teacher education in Liberia to
provide a bird’s eye view of the landscape of teacher preparation in the country. Liberia’s
education system like most other African educational systems evolved through a complex
historical course influenced by the legacy of the country’s formation, the political volatility, and
the post-conflict reforms and reconstruction initiatives. Formal education in Liberia evolved from
a dual approach of both missionary and government programmes that have structurally grown
over the years to include early childhood, primary, secondary, and tertiary education under
centralised policy administration of the Ministry of Education (Wehye & Asiimwe, 2024a).
Presently, the formal structure of education in the country consists of three years of early
childhood education (ECE), nine years of basic education — primary, three years of senior
secondary education, and post-secondary training — higher education including tertiary
institutions like teacher training institutions and universities (Notre Dame University Liberia,
2020). However, decades of civil conflict particularly from 1989 and 2003 significantly disrupted
the educational system, destroyed infrastructure, displaced teachers and students, and
weakened the institutional capacity of the education sector. Therefore, since 2003, rebuilding of
Liberia’s education sector became a central national priority (Wehye & Asiimwe, 2024b) to
ensure equitable access to quality and relevant education for all.

Since 2003 when the civil wars formally ended, the government has developed and implemented
numerous education sector reforms aimed at rebuilding and transforming a system severely
damaged by decades of civil unrest. These reforms covered the entire spectrum of the education
sector aiming at providing equitable access to quality and relevant education (Ministry of
Education, 2024). These reforms focused on three strategic goals, reopening schools,
rehabilitating infrastructure, and reintegrating large numbers of out of school children through a
number of initiatives like the national “Back to School” campaign supported by partners like
UNICEF. The subsequent reforms focused on strengthening education sector governance and
quality service delivery through the Education Reform Act of 2011 that, among others,
established a comprehensive legal framework for education policy planning and administration
(Wehye & Asiimwe, 2024a). Other reforms such as the “Getting to Best Education Sector Plan”
shifted the attention from expanding access to education to improving the quality of the learning
outcomes through initiatives like teacher professionalization, national learning assessments such
as Early Grade Reading Assessment (EGRA) and Early Grade Mathematics Assessment (EGMA),
and renewed participation in the West African Senior School Certificate Examination (WASSCE)
implemented by the West African Examinations Council (WAEC). Other recent reforms such as
Excellence in Learning in Liberia (EXCEL) Project have further prioritised inclusive education —
equitable access, expansion of technical and vocational education subsectors, infrastructure
development, and strengthening of the monitoring systems to enhance the quality and
effectiveness of the country’s education system (Ministry of Education, 2024; UNICEF, 2024).

In Liberia, the need for a robust pre-service teacher education presents an important scholarly
agenda given the country’s historical and practical challenges that seem to undermine the
progress of the education sector. Research in the area of pre-service teacher education
contributes to understanding the education sector’s human resource development dynamics like
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how teacher preparation influences the quality of instruction and learning outcomes and the
education system resilience in the post-conflict resource constrained societies. In Liberia’s case,
this scholarly inquiry is particularly imperative to appreciating the country’s ongoing education
system reforms aimed at reconstructing and institutionally strengthening the sector to meet the
national and global SDG 4 targets before 2030. Therefore, taking stock of the situation of pre-
service teacher education provides helpful evidence-based insights that can inform education
policy and practice. A study of pre-service teacher education in Liberia represents two important
aspects: (i) it is a national development priority that underpins the realisation of several SDGs
especially SDG 4 and those that gravitate around education as a foundation of development
opportunities and (ii) it is also a significant area of scholarly interest for researchers who are
concerned with educational reforms, teacher quality, and sustainable development in resource
constrained and fragile contexts.

Statement of the Problem

Despite the enactment of numerous reforms, accessing quality education in Liberia especially at
foundational level continues to face significant institutional and systemic challenges that negate
the aims of these reforms. As noted by Wehye and Asiimwe (2024a), the sector continues to
suffer from limited financial investment, shortages of trained and certified teachers, and
inadequate learning resources including teaching and learning materials that bedevil both the
efficiency and effectiveness of the country’s education system. Notably, Liberia’s public
expenditure on education oscillates between 11 and 16 percent persistently falling below the
internationally recommended benchmark of 20 percent of the national budget which
exacerbates the sector’s incapacity to improve infrastructure, provide adequate instructional
materials, implement appropriate teacher training programmes, and employ qualified teachers
(Insights Liberia, 2024). Moreover, research indicates that a large proportion of teachers in the
country lack adequate professional preparation, with less than 50 percent the teachers being
certified which appears to be lagging behind the global Sustainable Development Goal (SDG) 4.c
target that aims at achieving 100 percent by 2030 (Challenges and Progress in Liberia’s
Educational History, 2023). This status of teacher capacity especially, the inadequate training
directly affects the quality of classroom instruction, student learning outcomes, and the quality
of human capital produced by the country’s education system.

Therefore, within this context, strengthening the country’s pre-service teacher education
ecosystem is a fundamental strategy for improving the overall quality of education. For example,
globally, pre-service training programmes that are delivered through teacher training institutes
and universities aim to equip prospective teachers with three critical abilities namely,
pedagogical knowledge, subject expertise, and classroom management skills before they enter
the teaching profession. These teacher training programmes are of particular importance in
Liberia because presently, less than 50 percent of the teachers in classrooms lack appropriate
formal preparation arising out of inadequate mechanism for producing qualified teaching talent
caused by the disruptions associated with the decades of civil conflict and policy gaps (Wehye &
Asiimwe, 2024a). Thus, emphasising the need to enhance the quality of pre-service training
through sufficient investment in teacher training programmes, plus updating teacher training

16



curricula, developing teachers’ practical teaching experiences before going to classrooms, and
ensuring inclusive education approaches becomes central to national education reforms in
Liberia (Inclusive Development Partners, 2025; Springer Nature, 2025).

Methodology

This study draws its analytical logic from the interpretivist epistemology that investigates the
matter through qualitative methods (Creswell & Creswell, 2023). The paper draws evidence and
insights from both existing literature using document analysis and participant interviews of 13
sector actors using interview guide and thematic analysis to extract the lived experiences of
education sector stakeholders who are information rich and purposively selected across sections
of sector stakeholders. The participants were drawn from the Ministry of Education = 3, private
university = 2, degree awarding college = 3, public university = 1, and primary schools = 4. The
participants from the ministry were middle level managers while those from universities were
senior educators. The teachers from primary schools represented both early career and mid-
career teachers. The Participants were purposively selected because they were considered to be
information rich about the study phenomenon whose lived experiences would provide deep and
practical insights about the issue under review. The interview questions and document review
guidelines focused on the four objectives of the review that underpin the study’s thematic areas
namely, policy implementation, governance and funding; status of pre-service teacher education;
status of pre-service teacher education, situation of teachers in Liberia, and strategies for
addressing issues related to teacher education. Questions on policy implementation, governance
and funding presence, functionality, and effectiveness of institutions governing education
curriculum implementation, adequacy of funding and associated challenges. Meanwhile the
guestions on status of pre-service teacher education focused on policies and standards,
curriculum, training programmes, mentorship, recruitment, and certification. The situation of
teachers in Liberia included questions on teachers’ working conditions, challenges teachers face,
gender equity, and general perception of the teaching profession and teachers as professionals.
Meanwhile strategies for addressing the education sector issues within the context of teacher
education highlighted current reforms, innovations, new strategies and practices, and what is
being done to improve teacher education in Liberia.

Individual interviews lasted a minimum of 30 minutes per participant at places and times
convenient to the participants. The sample size of 13 information rich participants provided
sufficient responses and by the 13t interview, it was evident that no new ideas would come out
of additional interview. Field notes were taken, cleaned, elaborated, and thematically analysed
flowing the four areas covered in this paper. Participants were coded as MEO... from the Ministry
of Education, HEO... from higher institutions — universities and college, and EO... from primary
school teachers.

Theoretical Framework

The study uniquely explores the phenomenon through three theories related to education sector
assessment namely, the ecological systems theory (EST), the human capital theory (HCT), and the
outcome-based education (OBE) as explanatory frameworks to understand and explain issues
connected to competency gains, supportive policy environment, and investment in human
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capital within the wider realm of education (Abdul Karim & Khoo, 2013; Ren & Zhou, 2023). This
framework provides a more comprehensive explanatory foundation that underlies
understanding issues related to the education sector in general, and teacher development and
pre-service teacher training in particular. EST explains the influence of multi-layered context of
legal and policy frameworks, social perceptions, donor interactions, and institutional level
dynamics that affect the education sector and teacher training in Liberia. Meanwhile, OBE and
HCT explicate the competency-based curricula, teacher training outcomes, and the strategic
investment in teacher education as a means to human capital development respectively as
mechanisms that enhance teacher capacity as a capital resource for education in Liberia. These
theories underpin the initiatives and process that aim at producing a more effective and skilled
teaching workforce in the country.

Findings

This study aimed at addressing five research objectives namely to: (i) provide an overview of
education policy implementation, governance, and financing in Liberia; (ii) establish the status of
pre-service teacher education; (iii) document the status of teachers in Liberia; (iv) describe the
efforts in addressing issues in teacher education in Liberia; (v) recommend plausible evidence
based strategies to improve pre-service teacher education in Liberia. The next sections integrate
the findings from both document review and key informant interviews objective by objective and
highlights the strategies expected to address the persistent challenges of pre-service teacher
training in the country.

Overview of the education policy implementation, governance, and financing in Liberia

Education in Liberia started with the establishment of the Liberian state in the 19th century by
both missionaries and state government (UNESCO, 2022). While the education sector had
registered significant growth overtime, the decades of civil conflict between 1989 and 2003
destroyed educational infrastructure, interrupted teacher training and access to schooling, thus
creating serious systemic challenges for the sector to thrive. Nonetheless, the 2001 Education
Act of Liberia attempted to redefine education sector ecosystem by introducing free and
compulsory basic education in 2003. According to Ministry of Education (2024), Wehye and
Asiimwe (2024a), since 2011, after the enactment of the Education Reform Act of 2011 and the
National Education Policy 2011, a number of policies and standards have been established to
govern the sector including the 2012 National Inter-Sectoral Policy on Early Childhood
Development (NIPECD); 2018 Inclusive Education Policy;
Getting to Best Education Sector Plan (2017-21); 2019 Girls Education Policy; 2019 National
School Health Policy for quality school based health services; and the 2019 National Career
Guidance and Psychological Counselling Policy for Liberian Schools. Others include the 2019
National Curriculum Framework (NCF) 2019 / Curriculum Reform; 2019 ICT Policy; 2021 National
Learning Assessment Policy (NLAP); and the 2021 National School Quality Standards (NSQS).
These policies have numerous intentions aimed at promoting equitable access to quality and
relevant basic and secondary education in the country in various ways. Richer explanation of the
policy intentions of the above policies can be obtained from the works of Wehye and Asiimwe
(2024a) and Wehye and Asiimwe (2024b). While the documentary review depicts an existence of
a powerful education policy regime in Liberia, the in-depth interviews with key education
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stakeholders reveal a pattern of policy abundance that is riddled by a debilitating implementation
scarcity in a number of areas confirming the assertions of Wehye and Asiimwe (2024a, 2024b).

The education sector in Liberia has a comprehensive institutional framework to ensure efficient
and effective management of education service delivery in the country. The Ministry of Education
is the mother ministry that is responsible for overall policy planning and implementation at pre-
primary, primary, and secondary education levels in the country. In 2024, the ministry established
a centre of excellence to manage a broad range of services aimed at streamlining the sector. The
Ministry of Education (2024) reveals that the Centre is to ensure that all teachers in the country
are qualified, certified, and licensed. Other institutions like the National Teachers’ Association of
Liberia, the National Association of Liberia School Principals (NALSP), the National Association of
Private School Owners of Liberia (NAPSOL), the National Commission on Higher Education
(NCHE), and County and District Education offices exist to provide complementary services to
foster provision of education services. More information about institutions is provided in Table
1.

Table 1: Institutions Managing Education in Liberia

Institution When established and Legal Key Responsibilities
Basis
Ministry of 1847 but restructured under Formulate national education policies;

Education (MoE) Education Reform Act, 2011 manage pre-primary, primary, and
secondary education; supervise
curriculum, teacher training, and school
standards; and coordinate with counties

and districts.

National Teachers’

Association of
Liberia
(NTAL)

1936 registered as a
professional union and an
active partner with MoE

Represent teachers; advocate for
working conditions, professional ethics,
and continuous development; and
participate in education reform
dialogues.

Liberia Institute for
Public
Administration
(LIPA)

1969

Train education administrators and
school managers; and support capacity
building for public-sector education
leadership.

County and District
Education Offices
(under MoE)

Decentralized under
Education Reform Act, 2011

Implement national policies at local
level. Manage school supervision,
teacher deployment, and data
collection.

MoE Centre of
Excellence

2024 established under the
Education Reform Act, 2011,
Section 6.1.1

Oversee teacher certification,
accreditation, and licensing for schools
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National Established in 1965 as a Represent school leaders; advocate for
Association of registered professional working conditions, professional ethics,
Liberia School association and umbrella and continuous development; and
Principals organization for school leaders | participate in education reform
(NALSP) dialogues.
National Registered in 2020 as the Represent school owners and
Association of umbrella organization for all proprietors. Advocate for adherence to
Private School owners of individually owned | National standards, investment in
Owners of private schools teacher training, infrastructure and
Liberia (NAPSOL) continuous development. Participate in
education reform dialogues.

Source: Government of Liberia (2011), Ministry of Education (2022, 2024), Wehye and Asiimwe
(2024a)

While document review shows responsible institutions exist with clear legal mandate to manage
the education sector, in-depth interviews demonstrate uneven institutional functionality
especially, those responsible for lower levels of education. Participants interviewed during this
study suggested that education institutions exist and are functional but they not as effective as
they are expected to run. One participant from higher education institution explained that: “Most
institutions governing education in Liberia are functional but not successful in executing their
mandate. For instance, the NCHE is not effective in monitoring higher learning institutions”
(HEO1).

Government of Liberia since 2011 has expanded its foundational learning initiatives guided by
the Education Act of 2011 and the subsequent policy shifts to enhance education sector
performance including initiatives to produce qualified teachers for all elementary levels of
education (Government of Liberia & World Bank, 2025). These include the US $88.7 million
project on Excellence in Learning in Liberia to enhance teachers’ skills, upgrade primary school
infrastructure, improve learning environment, and adoption of the national curricula to link
educational processes to measurable learning outcomes. The educational policies have triggered
improvements in infrastructure, increased school enrolment and qualified teachers, promoted
community policy engagements, improved data-systems, and enhanced community — school
governance systems. However, according to Wehye and Asiimwe (2024a), this policy
environment has posted mixed results on key areas such as enrolment that has grown
fundamentally but against a backdrop of declining indicators for equitable access to quality and
relevant education. For example, there are limited early childhood learning centres, ineffective
enforcement of standards, lower enrolment, low level of technology adoption in schools, limited
access to ICT, inadequate funding, shortage of qualified teachers, overcrowded classrooms, and
inadequate supplementary learning materials for early childhood education. One educator from
primary education interviewed observed that: “In Liberia, gaps exist between policy design and
institutional capacity, funding flows, and monitoring systems making the enacted policies fail to
meet the educational objectives as planned” (E01). These institutional and systemic challenges in
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the education sector keep account for the low learning outcomes in numeracy and literacy which
fall below the regional and international standards.

Moreover, funding sources are not adequate. The country’s education sector is funded by the
government as provided for under the Act of 2011, supplemented by domestic subsidies and
household contributions, donor financing in grants and donations, private sector and community
contributions under the public-private partnerships (PPP). The World Bank (2025) indicates that
while the funding has increased from 14 percent in 2020 to 16 percent in 2023, it remains below
the ideal 20 percent threshold of public budget and less than 4 percent of the country’s gross
domestic product (World Bank, 2025) needed to adequately fund the education needs of a
country. Interview participants revealed that funding to education is inadequate and
unsustainable. One interview participant from the Ministry of Education said: “Funding to
education is minimal, leaving many schools in dilapidated state, not conducive for learning, and
grossly under-staffed” (MEOQ1). This explains the persistent funding gaps in the education sector
and the crippling policy barriers associated with inadequate funding as noted by Wehye and
Asiimwe (2024a).

Peering into the status of pre-service teacher education in Liberia

The Education Reform Act of 2011 is the Principal Act on education complemented by several
other legal and policy instruments aimed at ensuring a successful education sector in the country.
The Act sets the country’s teacher development structure and operational mechanisms in place
including underscoring components like teacher recruitment, training, professionalization,
licensing, and certification standards. In addition, it specifies the quality assurance framework
and mandates for institutions providing teacher education including the accreditation of
programmes (Republic of Liberia, 2011; Ministry of Education, 2024). The National Education
Policy (NEP) of 2011 complements the Act as it emphasises the practical details and principles of
education intended to guide effective implementation of the education reform agenda. For
example, the policy highlights the government’s strategic direction on education in line with the
Sustainable Development Goals (SDGs), specifically, SDG-4 emphasising the sector achieves
equitable access to quality and relevant education, and underpins the preparation of qualified
and competent teachers through standardised, regulated, and certified pre-service training
programs.

The Act and the education policy both lay down a set of logical expectations that define the
teacher education structure and the functioning of the pre-service teacher training and
gualification system of Liberia (Ministry of Education, 2024) in line with meeting the targets of
SDG 4.c target. The policy, among others, specifies clear qualification pathways for teachers
progressing from certificate level to diploma and the undergraduate degree awards in education.
In addition, they ensure the training programme follows a competency based curriculum that is
aligned to the national teacher standards. Moreover, it sets rigorous practicum and supervised
school practice for checking learners’ progress and experience. Further, the policy provides the
framework for institutional accreditation and quality assurance for pre-service teacher training.
The Inclusive Education Policy 2018 aims at strengthening the foundations of the Act by enjoining
teacher education institutions to integrate two elements of inclusive and special needs education
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within the pre-service training curricula. While the Education Sector Plan (ESP) 2017-2021 and
Education Sector Performance Reports (ESPRs) set the performance indicators for teacher
education and capacity development to ensure teacher training is aligned to the manpower
needs of the education sector. Meanwhile, the Centre of Excellence for Educational
Administration, Certification, Accreditation and Licensing (CEACAL) which was established in
2024 operationalizes the teacher certification and accreditation agenda (Ministry of Education,
2024) to promote teacher training and qualification through a standardised quality assurance
process. The essence of these frameworks seen together is to improve the effectiveness of the
overall process of teacher training, accreditation, accountability, and adherence to professional
standards of teachers in Liberia. These revelations demonstrate that the Liberian government
has created a coherent policy structure that should when fully and effectively implemented
ensure competency based teacher preparation which is aligned with the national standards and
supports formal processes of accreditation, certification, and licensing systems in the country.

However, studies and programme assessments show mixed outcomes regarding pre-service
teacher education in Liberia in particular and the growth in qualified teachers’ numbers during
the 2011 and 2023. While there was increased teacher enrolment and deployment, teacher
training suffered persistent capacity gaps like having fewer qualified faculty at teacher training
institutions, weak curriculum alignment, and inappropriate level of practicum supervision in
model schools (Ministry of Education, 2019; Saila, 2022). While the policy documents
demonstrate high standards as an expected outcome, the Regional Teacher Training Institutes
(RTTIs) lacked adequate and relevant instructional materials, infrastructure, and qualified tutors
to translate these expectations into reality which constrained achievement of the policy
objectives. This is accentuated by interview participants who observed that there are non-
uniform curricula across RTTIs and Private Teacher Training Institutes (PTTIs), insufficient
practicum and mentorship, and faculty shortages indicating weak pre-service preparation and
implementation of standards within the teacher training institutions themselves. In addition,
Kennedy (2025) highlights how pre-service teacher education in Liberia suffers persistent
systemic underfunding due to low budgetary allocation that triggers performance related
challenges like low faculty capacity — inadequate teacher trainers, insufficient materials and
facilities, inappropriate curriculum, and use of outdated pedagogical practices. Further, while the
policies emphasise use of competency based teacher training to produce the right quality of
teachers with right knowledge, skills, and behaviours, its implementation at RTTIs remains limited
due to insufficient programme monitoring, inadequate professional development mechanisms
for tutors, and weak administrative practices to enhance teacher training. Interviews with
teacher educators indicated that though national standards for pre-service teacher education
exist and would ideally lead to training of quality teachers, the fidelity of implementation of these
initiatives varies across colleges hindering uniformity of knowledge and practices among newly
trained teachers. One educator emphasised the existence of these gaps in teacher training
institutions by saying that: “In spite of the efforts in place to ensure quality teacher training, many
institutions lack qualified faculty to teach and structured mentorship approaches to develop
teachers. In addition, there is a lack of harmonised curricula to produce teachers with uniform
knowledge, skills, and behavioural traits across institutions which worsens the problem of teacher
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training. Therefore, the graduates from these institutions often enter classrooms without
adequate practical readiness as qualified teachers” (HE02).

Relatedly, there are large disparities persisting between urban teacher training institutions which
are considered relatively resource rich settings versus rural institutions that are more resource
constrained and difficult to attract qualified tutors (World Bank, 2024a). Therefore, these studies
reveal a consistent pattern with the existence of strong policy design on the one hand and weak
operational capacity on the other hand. Taking an example of the Education Reform Act of 2011,
which mandates formal teacher certification and the 2024 CEACAL whose purpose is to enforce
it, it is surprising that many teachers still join the teaching service without completing
standardized certification processes (Ministry of Education, 2024; World Bank, 2024a).
Moreover, quality assurance functions remain centralised, thus restricting the Ministry’s ability
to regulate standards across the geographically dispersed RTTIs. This depicts the weaknesses
persistent in the teacher preparation process in the presence of strong policy statements and
institutional frameworks.

Liberia has numerous universities and colleges both public and private that provide pre-service
teacher training programmes at certificate, diploma, and degree levels. The University of Liberia’s
William V. S. Tubman Teachers College and Tubman University’s College of Education function as
primary institutions for degree-level teacher education though several others offer same
programmes (Ministry of Education, 2019). The colleges in Liberia mainly offer degree courses in
education that combine subject content, pedagogy, and supervised teaching practice in the
course which would enable teachers develop the requisite knowledge, skills, and behaviours.
Kennedy (2025) notes that most of these institutions have shifted toward competency-based
curricula, which integrates three key ingredients namely, content knowledge, professional
studies, and inclusive education with some colleges like LICOSESS having its own demonstration
school for practicum. Though, the practicum component in other institutions is sometimes
constrained by a shortage of cooperating schools and trained supervisors. Kennedy (2025)
further asserts that the Regional Teacher Training Institutions (RTTIs), mainly focus on teachers
training for level C (certificate) programmes for primary and lower secondary levels. It is noted
that the Ministry of Education intended to phase out C level programmes and continue with
diploma or degree pathways to produce high calibre teachers with more than elementary
knowledge and skills. In addition, most of the RTTls remain operating under legacy models
characterised by minimal changes to course structure to meet changing needs of the sector
(Kennedy, 2025). Participants pointed out the continued existence of curriculum misalignment
on the one hand and uneven implementation of training programmes on the other across teacher
training institutions. A participant from one of the RTTIs pointed out that: “The CBC since 2020
has been in existence, but it is yet to be readily available in schools and to teachers. Most teachers,
especially in rural areas, cannot access it online” (HEO3). Participants remarked that access and
usability of CBC are limited due to inadequate digital infrastructure, lack of appropriate and
relevant training materials, and limited teacher readiness particularly those serving in the rural
areas.
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Further, Liberia’s education policy prioritises mentoring as part of teachers’ professional
development initiatives and processes and some mentoring programmes were launched with
donor support (World Bank, 2024a). These largely function as informal peer assistance schemes
but not formalised induction programmes. Therefore, formal and structured mentoring systems
remain underdeveloped in the country (Kennedy, 2025). Moreover, teachers entering the
teaching career rarely obtain continuous supervision during their first year of teaching. This
undermines classroom practice quality associated with systematic mentorship and coaching. A
new primary teacher that just recently joined service said that: “New teachers are not properly
mentored when placed in schools to relate theory to practice. They struggle with classroom
management and assessment because they are not well guided on how to go about them” (E02).
Consequent to the establishment of the Centre of Excellence, teacher recruitment and
certification processes are being reformed to meet the new certification standards. For example,
the Ministry of Education in 2023 introduced a system for teacher certification and validation
and in 2024, it strengthened it by launching the CEACAL to centralise the country’s teacher
accreditation and licensing functions (Ministry of Education, 2024). These build on earlier reforms
of 2015-2018 where teacher vetting and testing process weeded out non-existent teachers from
the sector’s payroll. In addition, this process re-established recruitment integrity in the teaching
profession (Harvard Ministerial Leadership Project, 2019). In spite of these developments,
certification enforcement remains incomplete which is a policy implementation gap especially
mostly affecting the rural areas which still rely on unqualified or underqualified teachers thus
perpetuating systemic inequities in accessing the quality of qualified teachers between the rural
and urban areas.

The private sector enabled by the supportive legal and policy framework is becoming
instrumental in pre-service teacher preparation in Liberia with institutions such as LICOSESS
College of Education standing out as a leading success story in complementing government
efforts to professionalise and expand the nation’s human capital in the education sector
(Heritage News, 2024a). Established in 1994, the primary purpose of the college is to support the
Ministry of Education train teachers and mentor them into professional teachers. LICOSESS
started with training certificate (C) teachers who teach at ECE and primary school levels but
progressed to training graduate teachers for the award of the Bachelor of Education degrees in
sciences and arts subjects (New Republic, Liberia, 2022; Boayue, 2023). In addition, unique to the
college, is its inclusive and practice-oriented curriculum that is outcome based and includes
pedagogical and practicum innovations like Braille Education for the sighted teachers to train the
visually challenged and a Demonstration School for practicum. Moreover, the college has also
increased access to quality pre-service teacher education through strategic partnerships with
international development partners such as USAID/RTI to provide 500 tuition-free scholarships
for in-service teachers (Heritage News, 2024a) an initiative that aligns closely with the national
teacher qualification goals. Further, the college has expanded across multiple campuses
increasing the number of trainees contributing to training of over 15,000 educators. Besides, the
college invested in infrastructure development and strengthening the teaching and learning
facilities with the establishment of a modern US$1.9 million campus that underscores the
college’s growth and impact in the country (Heritage, 2024b). In this case, LICOSESS exemplifies
private institutions supplement government efforts to drive national progress in pre-service
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teacher training through creative, accessible, and professional services of excellence in teacher
preparation. However, the systemic barriers that affect other colleges such as capacity gaps,
curriculum misalignment, and lack of materials affect the college’s efficiency and effectiveness.

Literature reveals that Liberia’s pre-service teacher education system is guided by a strong legal
and policy framework that is capable of producing high quality teachers through effective teacher
training, mentorship, certification, and monitoring. Theoretically, this should promote
professionalism, accountability, and competence in relation to teacher training. The country’s
institutional and policy framework provides a clear progressive value chain aimed at promoting
teacher development such as teacher preparation, certification, deployment, and continuous
professional growth that should meet national teacher capacity requirements. In addition, the
tailored teacher development initiatives such as World Bank support projects and CEACAL are
significant policy shifts toward professionalised teacher preparation whose results should be
demonstrable in the number of qualified teachers in the country. However, studies and
assessment reports (Ministry of Education, 2019; World Bank, 2023; Kennedy, 2025) point to an
existence of persistent challenges including inadequate funding — expenditure on education
remains less than 20 percent of national budget and low faculty capacity — most teacher trainers
in RTTIs lack graduate degrees or up to date pedagogy, inadequate infrastructure and
instructional materials, weak practicum facilities and supervision, gender and locational
disparities in training opportunities and qualifications, limited mentoring, and incomplete
accreditation and licensing coverage especially in the rural areas.

A synopsis of the situation of teachers in Liberia

Liberian teachers operate in a context of constrained resources, characterised by inadequate
funding, weak facilities and infrastructure, uneven deployment — lower shares of qualified
teachers in rural areas than urban areas, and high classroom pressures due to overcrowding
which is mainly an urban area issue. There is a persistent shortage of qualified teachers outside
Monrovia which has been referred to as the “Montserrado effect” as qualified teachers prefer to
work in areas with better conditions such as in the urban areas. In addition, due to infrastructure
constraints against high school enrolment occasioned by free and compulsory primary education,
schools run large and variable class sizes. These challenges are more acute in rural areas than in
urban areas where infrastructure deficits are more pronounced that discourage most qualified
teachers from accepting rural posting (Ministry of Education, 2024; World Bank, 2024a).
Practically, these conditions create heavier workloads for teachers leading to multi-grade
teaching responsibilities in rural areas and overcrowded and large class sizes in peri-urban
schools leading to poorer completion rates and learning outcomes in rural areas. These claims
are supported by participant interviews that revealed that teachers in rural areas face harsh
working conditions, overcrowded classes, poor housing, and delayed pay. Urban teachers
experience congestion and limited materials though, have relatively better access to resources.
In both cases, poor teacher motivation leads to absenteeism and attrition.

Liberia suffers several recurrent and overlapping issues that affect teachers and affect their
career professional effectiveness. For example, there is unstable employment and unclear career
pathways in the country’s education sector. It is noted that some teachers are employed under
a mixture of civil service, contract, and community arrangements leading to service variability
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associated with unpredictable payments and career advancement that ultimately create career
instability especially, for early career teachers who are still building themselves professionally
(World Bank, 2024a). In addition, limited induction and in-service support at school level to the
newly deployed teachers coupled with a lack of adequate formalised mentoring and structured
continuous professional development (CPD) initiatives affect teacher development
opportunities. These issues are more pronounced in rural institutions like the rural RTTIs
(Ministry of Education, 2021). This leaves the new teachers underprepared to the learning
process characterised by large and multi-age classrooms making the teachers fail to satisfy the
social and emotional needs of learners. A presence of large and mixed ability classes constrains
differentiated instruction thus worsening teacher workload which is a stressor for the early
career teachers with low classroom management experience (Ministry of Education, 2024; World
Bank, 2023). World Bank (2023) claim that teachers in Liberia have low morale due to issues such
as low pay, delayed payments, inadequate welfare, weak staff safety measures, student
behavioural issues, and professional isolation especially, in the rural settings. Some teachers are
forced to abandon rural schools where they feel isolated from professional peers to look for
opportunities in urban centres. Seen collectively, these factors explain the relatively high labour
turnover among early career teachers in rural areas exacerbating the rural urban divide in the
education sector. One new career primary school teacher said: “Teachers that work in rural
settings face huge workloads and in most instances do not get the just remuneration for the work
they do” (EO3).

The teacher workforce in Liberia depicts more gender balance in the classroom but there are
persistent gaps in leadership positions and deployment in certain regions of the country. For
example, the data from the Teacher Task Force demonstrates that there are more qualified
female teachers in primary schools than their male counterparts, which suggests a highly
feminised profession at primary school level (Teacher Task Force, 2020) but female teachers
represent a lower percentage in secondary schools. In senior leadership positions, women
remain underrepresented as fewer women are appointed in positions of seniority compared to
their male counterparts affecting the objective of achieving gender equality in leadership in the
education sector. Social and institutional barriers related to recruitment and promotion such as
cultural norms and stereotypes, gender bias, lack of appropriate mentorship, and limited role
models, among others, hinder their career growth (Ministry of Education, 2024). This is against
the Ministry’s National Teacher Training Management Policy of 2023 which prioritises closing
gender gaps in leadership. It is common that in rural areas, cultural norms and caregiving
responsibilities, which are specific to women constrain their mobility and career progression
(Ministry of Education, 2024). Underscoring gender disparity in education, one participant from
the ministry revealed that: “There are more female teachers in ECE and Primary than in junior
and senior levels of education. Additionally, there are more males in leadership positions than
females” (MEQ2). The assertion confirms persistence of gender disparities despite the policy
postulations on promotion of gender equality in accessing opportunities.

In education, like in other professions, respect for professionals is a function of social status —

how teachers are perceived and treated by the community, remuneration vis-a-vis other
professions, and professional regulation. The status of teachers in Liberia demonstrates tension
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between policy recognition —teachers as professionals on the one hand and the reality in practice
— inappropriately trained and mentored, poorly remunerated and not sufficiently supported on
the other hand (Ministry of Education, 2024). The policy argues for raising the social status of
teachers through improving their welfare, career structures, and training. Though teachers are
socially valued in communities for their role, a combination of poor pay, unstable employment,
and weak reward systems undermine their social respect. The reality on the ground asserts that
teaching remains respected in cultural terms though, undermined in material and institutional
terms, which keeps teachers not appropriately appreciated, motivated, committed, and effective
in their career. Participants indicated that teachers in the country still experience low public
perception. The public still considers teaching as a low status profession or temporary job that
has limited recognition and societal respect. “The teaching profession is one that is considered a
low-level job in Liberia. In most cases, it is seen as an entry-level job to the job market” (HEO5)
tutor from higher institution remarked. These perceptions and the gaps in the sector affect
teachers’ morale, their sense of professionalism, and the growth of the teacher profession in the
country.

The educational policy remains positive on wishing teachers better working conditions including
material and emotional support. The status of teacher support and motivation seen in light of
the preceding claims emits mixed signals as on the one hand, many teachers report intrinsic
motivation like commitment to community and student welfare which sustains practice while
appreciating the hardships faced on the other. This explains why teachers in Liberia still
demonstrate a presence of affective, continuance, and normative traits of commitment
especially, among teachers in urban areas (Teacher Taskforce, 2020; World Bank, 2024a). Many
teachers value their continued service to community and learners and would not wish to
terminate their services. On the other hand, they abhor the deplorable nature of the extrinsic
motivators such as salary inadequacy, poor job security, unclear career ladder, weak recognition
system, and a CPD mechanism that does not seem to work effectively. This situation affects the
affects their level of commitment to their profession.

Relatedly, evidence shows a correlation between low pay, irregular and insecure contracts, and
weak extrinsic motivation of teachers in Liberia with most of them likely to seek alternative
income or exit the profession (World Bank, 2024a). In addition, working conditions characterised
by overcrowded classrooms, inadequate materials and facilities, low safety measures, lower
morale of teachers. It is observed that teachers working in settings where induction, mentoring
and regular classroom level supervision exist, teacher self-efficacy and motivation rise.
Therefore, teachers’ sense of support and motivation in the country is affected by both systemic
factors like pay, deployment, policy, and proximal aspects, including community recognition, and
access to CPD mechanisms. Interview participants emphasised that teaching in Liberia is widely
perceived as a low prestige and transitional profession which is a negative perception that affects
recruitment, retention, and morale, of teachers despite teachers’ community engagement driven
by their intrinsic satisfaction.

The evidence demonstrates that Liberia’s policy patterns conform to the theoretical postulations
that teachers serving in constrained and uneven working conditions correlate with existence of
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low teacher recruitment, retention and quality challenges. In addition, gender imbalances remain
due to partial progress in female teacher qualification levels, persistent leadership gaps, and
structural barriers both in the profession and society — cultural biases, norms, and roles. It is also
noted that teaching remains socially respected in community but not in material and institutional
terms.

Documented efforts in addressing issues in teacher education in Liberia

Liberia has well-documented legal, policy, and project initiatives aimed at addressing challenges
in teacher education in the country. The prominent efforts to address challenges to teacher
education in Liberia include regularising and improving teacher remuneration and contract
security and investing in systematic induction, mentoring and CPD with emphasis on rural
postings and RTTls. Others are addressing the persistent rural — urban deployment inequities to
reduce the “Montserrado effect” — where most qualified teachers are concentrated in urban
areas; and removing any remaining barriers to female career advancement through efforts like
targeted recruitment, supportive posting policies, and intentional leadership development
through mentorship (Ministry of Education, 2024). Other outcomes expected from these
initiatives focus on mitigating teacher attrition, improving classroom conditions, and providing
appropriate induction and incentive packages.

The Education Reform Act (2011) and the subsequent sector policies and plans establish the
framework aimed at addressing the question of teacher education in Liberia in various but
complementary ways. Most importantly, was the establishment of the minimum qualification
requirements for teachers, certification pathways, teacher development, and deployment
(Government of Liberia, 2011). In addition, the National Teacher Training Management Policy
was developed to provide a coordinating mechanism for pre-service and in-service pathways,
certification, and monitoring of teacher training and related matters in the country covering
teacher training in the entire sector (Ministry of Education, 2024). These policy instruments
created the structure required to raise resources from donor programmes, channel public funds,
and galvanise private investment to improve the number of certified teachers and enhance the
curriculum, content, and delivery of teacher training in Liberia.

In addition, attraction of donor support for pre- and in-service programmes is central to
enhancing teacher training. For example, the Liberian Teacher Training Program (LTTP) and
complementary projects supported by USAID, the World Bank, and other development partners
with investment in teacher training activities such as structured pedagogy, development and
delivery of early grade reading and numeracy curricula, and mechanisms for intensive coaching
for classroom practice greatly improved teacher education challenges. These projects have
caused significant improvements in the teachers’ pedagogical practices especially, the adoption
of structured lesson plans and use of formative assessment techniques that have led to better
foundational reading and numeracy scores in the participating schools (World Bank, 2024a).
Moreover, projects like the USAID supported Transforming Education Systems for Teachers
(TEST) activity improved the human and physical resource capacity in the higher education
teacher training institutions (HETTIs) and strengthened both the practicum and the mentoring
elements of the pre-service teacher preparation. This resolved the historical praxis dilemma of
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the weak link between theory and practice. Participants during interviews regardless of their
institutions corroborated the benefits of donor funded initiatives like the USAID TEST programme
which introduced valuable reforms such as curriculum harmonization, mentor training, and
alignment with the national standards. However, the interview participants from teacher
education institutions and government agencies were unanimous that the discontinuation of
funding disrupting the progress so far registered while weakening the momentum for systemic
improvement in teacher preparation in Liberia. A tutor from one of the universities said that: “/
am disappointed that USAID TEST programme and other programmes funded under USAID were
ended by the American government. These brought lots of reforms that improved teacher
wellbeing and curriculum instruction and needed to be left to run for more years” (HEO6). The
government of Liberia is not likely to close the funding gap caused by this withdrawal due to
resource constraints which will result into reduced access to schooling, stalling of teacher training
and gender equity programmes, and weak quality education outcomes.

As part of implementing the Education Act of 2011 and the subsequent policy initiatives on
education, Liberia undertook administrative reforms and accountability measures to improve
teacher training in the country in line with promoting equitable access to quality and relevant
education (Ministry of Education, 2024; Wehye & Asiimwe, 2024a). Notably, the Ministry’s
teacher vetting and payroll cleaning exercise of 2017— 2018 weeded out ghost teachers and
enhanced accountability. Use of approaches such as biometric verification, auditing, and
selective rehiring, significantly cut down expenditure on non-existent staff and freed fiscal space.
This outcome allowed the government the latitude to hire qualified teachers and raise the
number of certified staff in some districts (Ministry of Education, 2019). The workforce
rationalization due to reform while was considered politically sensitive at the time, it created
immediate cost savings that released additional resources for teacher training and professional
development (Harvard Ministerial Leadership programme, 2019). Participants observed that
though these efforts exist, more needs to be done on ensuring that rural areas get adequate
qualified teachers. The working conditions that deter qualified teachers from serving rural areas
should be holistically addressed including provision of appropriate accommodation and special
allowances.

Implementation of certification paths for teachers at foundational stage - ECE and lower primary
contributed to increased number of qualified teachers in the country. According to World Bank
(2023), the supported ECE teacher certification system created short, competency based
certification programmes such as the C-certificate tracks which rapidly increased the number of
qualified ECE teachers and promoted the adoption of the age appropriate and play based
pedagogy that improved learning. In addition, the World Bank supported access to
complementary teaching and learning materials like structured lesson guides and simplified
assessment tools paired with in-school coaching especially for early career teachers them
translate the knowledge into practical classroom skills and behaviour that were critically missing.
These interventions have greatly improved ECE teacher capacity and the entire training process
like the Global Partnership for Education (GPE) trained and supported certification of 380 ECE
and 356 primary school teachers (World Bank, 2024b). Moreover, under the Liberia Learning
Foundations Project, 4082 out of 5,286 overage students representing 77 percent successfully

29



passed the Level 1 examination (World Bank, 2024b) underscoring the critical contribution of the
certification paths on both ECE teachers and learners.

The nature of the interventions reveals three cross-cutting patterns that are specific to the
education reforms undertaken in Liberia following the enactment of the Education Act of 2011.
Firstly, the linking of the short competency based training and certification to classroom coaching
path produces quick and long lasting gains in knowledge and teacher practice when compared to
using the standalone workshops for teacher training (World Bank, 2024a). Interventions coupled
three elements important to teacher development namely, practical certification, practicum
placements, and long-term mentorship. This combination registered significant improvements in
instructional routines in terms of structured pedagogy and daily formative checks compared to
those that focused only on content delivery. Secondly, accountability reforms at system level
such as payroll cleansing and clearer certification requirements and processes enhanced rapid
reallocation of resources leading to quality improvements. The teacher vetting exercise
highlighted how fiscal and administrative reforms can save resources and create fiscal space for
hiring and development of professional teachers in resource constrained settings (Harvard
Ministerial Leadership Program, 2019) especially, when the initiatives are supported by
investments in aspects like teacher preparation and supervision to ensure long term gains. Lastly,
strengthening teacher training institutions both RTTIs and HETTIs in curricula and linking them to
schools enhances teacher training like the institutions that received support to revise and adopt
competence based curricula, expand practicum opportunities, and train teacher educators fast
tracked alignment of early career teachers’ knowledge and the expected classroom practices.
The efforts in place emphasise one important theory of change in teacher training that when
teacher educator capacity is strong, it becomes more possible to cascade quality gains down to
novice teachers, calling for more investment in the faculty of teacher education and necessary
facilities.

In spite of the progress registered on the frontline teacher training level, some hurdles remain in
the way of achieving greater results like the rural urban inequities remain evident. Rural RTTls
still lack adequate qualified faculty, the resources for practicum are limited, while the newly
certified teachers posted in remote schools receive little follow-up coaching (Ministry of
Education, 2024). Moreover, the gender imbalances in leadership positions coupled with the
uneven access to continuous professional development persist and severely affecting the career
growth of female teachers. In addition, Kennedy (2025) notes that structured pedagogy, coaching
intensity and supply of appropriate teaching materials vary across areas, thus reducing system
wide impact of the interventions. Lastly, as highlighted by the participants, teacher motivation
and commitment remain constrained by low teacher pay and weak incentive structures
dampening teacher morale and increasing teacher attrition.

Conclusions

The education policy implementation, governance, and financing in Liberia demonstrates that
the sector has made remarkable progress since the end of the civil conflict and particularly, after
the enactment of the Education Act of 2011 that has ushered in significant institutional and
systemic changes. To strengthen the sector to respond to the growing needs and to catalyse its
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expansion, the government of Liberia made efforts to rebuild the education system, improve the
governance structures, and expand access to quality and relevant education. The policies and
standards focused on ensuring decentralisation, accountability, and strengthened sector
coordination, efficiency and effectiveness. Foundational learning initiatives increased access to
quality and relevant education in the country. However, the overall status of the education policy
implementation, governance, and financing in Liberia reveals inhibitive gaps hindering the
functional effectiveness of the education sector. The institutional capacity of the public agencies
that are mandated to run the education sector remains weak, suffering inadequate funding that
is unevenly distributed, and low governance effectiveness. As a consequence, many schools
continue to operate with limited infrastructure, teaching materials, trained personnel, and weak
monitoring mechanism to deliver the full benefits the education sector in Liberia envisaged.

The status of pre-service teacher education of Liberia explored from the broader education policy
and governance setting reflects a mix of progress and continuing weaknesses related to the
effective pre-service teacher development, deployment, and continuous development. The
country has a teacher development structure and operational mechanisms to ensure optimal
teacher preparation focusing on recruitment, training — competence based curriculum, and
professionalization — licensing, accreditation, and mentoring. Consequently, teacher education
institutions both public and private have expanded their training programmes in an effort to
address the country’s shortage of professionally qualified teachers at all levels leading to increase
in the number of trained teachers. More teachers have benefitted from strengthened
pedagogical knowledge, subject mastery, and classroom management skills required to work
professionally as qualified teachers. Despite these efforts, the quality and capacity of pre-service
teacher education remain uneven especially, between the rural and urban divide with urban
centres taking the lion’s share of trained teachers. Moreover, many institutions are ineffective
due to high shortages of qualified teacher educators that rely on limited instructional resources,
outdated training facilities, inconsistent application of standards. Pre-service teacher
development also suffers limited uniformity of knowledge, weak practicum supervision, and
incomplete accreditation and licencing limiting the number of teachers qualified to teach. It
noteworthy to point out that the pre-service teacher education programme in Liberia is failing to
keep pace with the increasing demand for qualified teachers across the country causing the
supply of newly trained teachers to remain insufficient mainly in rural and underserved areas.

The broader situation of teachers in Liberia equally depicts a presence of systemic challenges in
spite of the enabling institutional framework which affect recruitment, retention, and perception
of the teaching profession itself. About a half of the teachers in the country remain unqualified
or underqualified and enter the profession without adequate pedagogical training leading to
weak instructional quality. Besides the qualification gaps, teachers often face difficult working
conditions characterised by overcrowded classrooms, insufficient teaching materials, inadequate
school facilities, and low compensation and incentives. In addition, in the rural areas, other
challenges such as poor housing, isolation from professional colleagues, poor transportation
systems, and limited access to professional development opportunities exacerbate the ability of
rural schools to attract and retain qualified teachers. These factors contribute to the general low
morale and limited motivation among teachers.
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In an attempt to address the challenges related to pre-service teacher education and proximal
activities, the government of Liberia together with its development partners have introduced
numerous initiatives focused on strengthening teacher education and improving the overall
quality of the teaching workforce. The initiatives have targeted expanding teacher training
opportunities, upgrading the qualifications of the in-service teachers, and strengthening the
institutional capacity of teacher education providers in the country. Further, efforts have been
made to standardise teacher training curricula — adopting the competence-based curricula and
pedagogical approaches and aligned teacher preparation processes with the national education
standards as stipulated both in the Education Act 2011 and the National Education Policy 2011.
In addition, targeted programmes aimed at training teachers in foundational literacy and
numeracy instruction — ECE and lower primary levels where learning outcomes were persistently
weak were implemented to address the quality of learning outcomes. Specific investments were
also focused on improving the teacher licencing and certification processes based on the
established professional standards and expanding continuous professional development
opportunities.

Overall, Liberia’s education sector proves a presence of a strong commitment to rebuilding and
strengthening its teacher education system both to close the gaps left by years of conflict and to
meet the international development obligations related to SGD 4 on education underscoring
teacher education as a central pillar of a robust educational reform. While important progress is
noticeable especially in the intuitional framework and policy development, teacher training
expansion, and sector coordination, there are significant challenges that inhibit consistent policy
implementation, adequate financing and proper allocation, and guaranteeing availability of well
trained teachers across all regions of the country.

Recommendations

Improving the status of teacher education in Liberia calls for effectively coordinated policy and
practice interventions that are aimed at addressing the persistent gaps in education policy
implementation, governance, and education sector financing. In addition, it requires
strengthening teacher preparation practices and correcting the broader weak conditions of
teachers. While the country has made notable progress in rebuilding its education sector since
2003 with most serious intervention coming in after the 2011 reforms, achieving sustainable
improvements in learning outcomes still call for strong and targeted reforms that are more
practical and supported by clearly defined institutional responsibilities.

To improve the education policy implementation, central government should strengthen the
implementation agencies mandated to deliver results with adequate resources that meet the
planned objectives. The county and district education teams should be empowered by the
Ministry of Education to oversee education policy implementation at local levels through
structured reporting mechanisms linking schools and education offices and undertaking periodic
performance reviews. This goes together with establishing a centralised results tracking system
to monitor the progress of policy implementation on key education indicators across counties
and districts. The Education Sector Development Committee (ESDC) should bring on board
international development partners, donors, Non-Governmental Organisations (NGOs), and Civil
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Society Organisations (CSO) to support these efforts by way of providing additional off budget
funding to specific policy implementation and governance initiatives, technical assistance, and
capacity building initiatives that strengthen governance, data systems, and policy monitoring
processes for better results.

Education financing is a debilitating gap to teacher education that requires both increased
domestic investment from the current less than 17 percent to 20 percent as recommended by
UNESCO and improved efficiency in resource allocation and utilisation. In this regard, the Ministry
of Finance and Development Planning collaborating with the Ministry of Education should ensure
high impact areas such as teacher training, instructional materials, and school infrastructure are
prioritised and adequately funded. This should be matched with improved financial
accountability mechanisms that are necessary to mitigate fiscal leakage and ensure that the
allocated resources reach schools and training institutions and are effectively utilised. Measures
like putting in place transparent budget tracking systems and strengthening the internal audit
functions within the Ministry of Education itself and the delegated agencies including schools will
help reduce inefficiencies and funding of non-priority areas.

Strengthening pre-service teacher education is an essential component in building a sustainable
pipeline of qualified teachers required to promote better quality learning outcomes envisaged
by the education sector reforms. To achieve this, universities and teacher training institutes
should align their teacher education curricula and practices with the national competency
standards and classroom realities to produce classroom ready graduates. The central
government investments should prioritise low cost but high impact improvements like upgrading
the teaching practice programmes - practicums, strengthening mentorship arrangements for the
early career and student teachers, and providing targeted professional development for teacher
educators which should also be gender sensitive to enhance inclusivity. The Ministry of Education
should promote stronger partnerships between teacher training institutions and public schools
to provide teaching practice opportunities to teacher trainees to gain meaningful practical
classroom skills and experience before graduation. Moreover, development partners and teacher
training universities and institutes should explore developing and implementing digital teaching
platforms and resources for one line and distance learning teacher training opportunities to
expand access to quality teacher training without incurring heavy infrastructure investments and
costly movement of trainees.

Addressing the broader situation of teachers in Liberia calls for policies that focus on ensuring a
simultaneous improvement of the teachers’ professional capacity - training, working conditions
— accommodation and rewards, and public perception — rebuilding their image as professionals.
The Ministry of Education in collaboration with the education sector stakeholders like the Civil
Service Agency and teacher unions should implement teacher professionalization strategy with
a clear focus on upgrading the qualifications of untrained or underqualified teachers by way of
providing flexible in-service training programmes. Use of training approaches such as blended
learning which combines short face to face training sessions and distance learning modules can
be plausible in ensuring flexibility in learning. The Ministry of Education and local authorities and
community leaders should improve teacher motivation by focusing on addressing their welfare
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concerns like providing appropriate accommodation to teachers and their families, recognition
programmes for high achievers, and regular and fair remuneration and special allowances such
as locational allowance for rural teachers in addition to other perks.

For the ongoing efforts to be effective at addressing the obtaining teacher education challenges,
a comprehensive national teacher development framework should be developed and activated
to coordinate the initiatives linking firmly together the sector stakeholders. This should be led by
the Ministry of Education in conjunction with universities, teacher training institutions,
development partners and donors, NGOs, and CSOs. This framework should integrate the entire
teacher development value chain from recruitment, pre-service preparation, in-service
professional development, teacher licensing and certification, placement, and career progression
into a coherent system including supporting the continuous professional development (CPD) and
career growth.
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Abstract:

Since independence in 1990, Namibia has implemented extensive reforms aimed at expanding
access to education, promoting equity, and improving the quality of teaching and learning.
Despite these efforts and sustained public investment in education, significant disparities remain
between national policy frameworks and the realities experienced in schools. This article
examines the extent to which Namibia’s education reforms have translated into improved
educational practice, with particular attention to the relationship between policy frameworks,
teacher preparation, and classroom conditions. Drawing on policy analysis and a synthesis of
existing empirical literature, the paper reviews key legislative instruments governing basic
education, the national curriculum, education financing structures, and the institutional
architecture responsible for policy implementation. It further examines the status of pre-service
teacher education, including governance frameworks, practicum arrangements, mentorship
systems, and professional certification. The analysis highlights persistent challenges related to
uneven curriculum implementation, disparities in teacher deployment, limited mentorship
support for novice teachers, and difficult working conditions, particularly in rural schools. The
study reveals that while Namibia has established a strong policy and institutional foundation for
education, the effectiveness of these reforms depends largely on implementation capacity,
equitable resource allocation, and sustained professional support across the teacher education
continuum.
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1. INTRODUCTION

1.1 Background and purpose

Since gaining independence in 1990, Namibia has undertaken extensive reforms aimed at
expanding access to education, promoting equity, and improving the overall quality of teaching
and learning. These reforms have been guided by a national commitment to the principles of
access, equity, and quality, which continue to underpin the country’s education policy agenda.
Over the past three decades, Namibia has developed a comprehensive legislative and
institutional framework governing pre-primary, primary, and secondary education. Key policy
instruments such as the Education Act (Republic of Namibia, 2001) and the Basic Education Act
(Republic of Namibia, 2020) have established the legal foundation for the provision of free and
compulsory basic education and have clarified the responsibilities of the Ministry of Education,
Innovation, Youth, Sports, Arts and Culture in ensuring equitable access and quality education
for all learners.

Alongside these legislative frameworks, Namibia has introduced a unified national curriculum
and strengthened the institutional structures responsible for curriculum development,
assessment, and quality assurance. The National Curriculum for Basic Education (NCBE),
developed by the National Institute for Educational Development, emphasises learner-centred
approaches, competency-based learning outcomes, and inclusive education principles (NIED,
2016). Furthermore, Namibia remains one of the highest public investors in education in Africa,
allocating approximately 8—9 percent of its gross domestic product to the education sector
(Trading Economics, 2024). These commitments reflect the country’s recognition of education as
a key driver of social development, human capital formation, and national transformation.

Despite these policy commitments and financial investments, significant disparities persist within
Namibia’s education system. Numerous studies and sector reports indicate that the
implementation of education policies remains uneven across regions, particularly between urban
and rural schools. Differences in infrastructure, teacher deployment, availability of teaching
materials, and institutional support continue to shape the quality of learning environments
across the country. Rural schools often experience shortages of qualified teachers, overcrowded
classrooms, and limited access to professional development opportunities, conditions that
directly influence the effectiveness of policy implementation (Junias, 2022; Shikalepo, 2019;
Shavuka, 2020).

This article therefore provides a critical examination of the alighment between Namibia’s
education policy framework and the lived realities within schools. Drawing on policy analysis and
a synthesis of existing empirical literature, the paper explores the extent to which the country’s
education reforms have translated into improved educational practice, with particular attention
to the relationship between policy frameworks, institutional arrangements, and classroom-level
conditions.
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1.2 Scope of the paper

The analysis focuses on three interrelated dimensions of Namibia’s education sector that are
central to understanding the gap between policy intent and implementation outcomes.

First, the paper examines the policy and institutional architecture governing basic education in
Namibia. This includes an analysis of the legislative framework, the national curriculum,
institutional governance structures, and the financing arrangements that shape the delivery of
basic education. Particular attention is given to how these policy frameworks operate in practice
and the extent to which they address or reproduce rural—urban disparities in access to
educational resources.

Second, the article explores the status of pre-service teacher education and the broader teacher
preparation continuum in Namibia. This includes an examination of the policies and standards
guiding teacher education, the structure of teacher preparation programmes, practicum
arrangements, and the systems intended to support novice teachers during their transition into
professional practice. Existing research has highlighted persistent challenges in aligning
theoretical training with classroom realities, particularly in under-resourced school environments
(Junias, 2022; Uugwanga, 2010; Shanyengana, 2023).

Third, the paper analyses the professional conditions under which teachers work, including issues
related to working conditions, teacher deployment, motivation, gender representation, and
public perceptions of the profession. Particular attention is given to the structural differences
between rural and urban school contexts and the implications these disparities have for teacher
retention, morale, and instructional quality.

By examining these three interconnected dimensions, the paper aims to provide a
comprehensive overview of the current state of Namibia’s education sector while highlighting
the structural factors that continue to shape disparities in educational opportunities and
outcomes.

2. PROBLEM STATEMENT

Despite Namibia’s extensive investment in education and the establishment of a comprehensive
policy framework governing basic education and teacher development, significant disparities
persist in the implementation of these policies across the education system. Since independence,
Namibia has introduced a range of legislative instruments, institutional reforms, and curriculum
developments aimed at expanding educational access, strengthening equity, and improving the
quality of teaching and learning. Key policy frameworks such as the Education Act (Republic of
Namibia, 2001), the Basic Education Act (Republic of Namibia, 2020), the National Curriculum for
Basic Education (NIED, 2016), and the National Professional Standards for Teachers (Ministry of
Education, 2006) collectively provide a strong regulatory and institutional foundation for the
education sector. In addition, Namibia remains among the highest public investors in education
in Africa, allocating approximately 8—9 percent of its gross domestic product to education
(Trading Economics, 2024).
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However, the existence of these policy frameworks has not always translated into consistent
implementation or equitable outcomes across the country. Evidence from empirical studies and
sector reports suggests that disparities in infrastructure, teacher deployment, instructional
resources, and professional support continue to shape educational experiences in different
regions. Rural and remote schools in particular often face shortages of qualified teachers, limited
access to teaching and learning materials, overcrowded classrooms, and weaker institutional
support structures compared to schools located in urban centres (Junias, 2022; Shikalepo, 2019;
Shavuka, 2020). These structural inequalities influence both the quality of instruction and the
professional experiences of teachers working within these contexts.

Teacher education and professional preparation represent another critical dimension of this
policy—practice gap. Namibia has undertaken important reforms aimed at strengthening teacher
preparation, including the transition from college-based teacher training to university-based
programmes and the introduction of national professional standards for teachers. These reforms
were intended to improve the professionalisation of teaching and enhance the quality of
instruction across the education system (Uugwanga, 2015). Nevertheless, research continues to
highlight persistent challenges in aligning theoretical preparation with the realities of classroom
practice. Studies indicate that novice teachers frequently encounter difficulties related to
classroom management, multilingual learning environments, large class sizes, and limited
teaching resources, particularly in rural schools (Junias, 2022; Uugwanga, 2010; Muyumbano,
2019).

Furthermore, the professional conditions under which teachers work remain uneven across the
country. Variations in infrastructure, access to professional development opportunities,
workload pressures, and living conditions influence teacher motivation, retention, and career
progression. These conditions are particularly pronounced in rural areas, where schools often
struggle to attract and retain qualified teachers despite policy measures such as the remoteness
and hardship allowance introduced by the government (Namupala, 2023; Hawene, 2018).

Taken together, these issues highlight a central tension within Namibia’s education sector: while
the country has developed a relatively robust policy and institutional framework for education,
the translation of these frameworks into equitable and effective educational practice remains
uneven. The core problem addressed in this paper therefore concerns the gap between
education policy frameworks and the lived realities of schools, particularly in relation to teacher
preparation, professional support, and rural-urban disparities in educational conditions.

3. CASE STUDY ANALYSIS

Namibia provides an important national case for examining the relationship between education
policy frameworks and their practical implementation within schools. Since independence in
1990, the country has undertaken significant reforms aimed at expanding access to education,
strengthening equity, and improving educational quality. These reforms have been accompanied
by the development of an extensive legislative framework, the establishment of specialised
national education institutions, the introduction of a unified national curriculum, and sustained
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levels of public investment in education. As a result, Namibia is often cited as an example of a
country that has prioritised education within its national development agenda.

At the same time, existing research and sector reports indicate that important challenges persist
in translating these policy commitments into consistent educational outcomes across different
regions. Differences in infrastructure, teacher deployment, professional support, and access to
learning resources continue to shape the realities experienced by schools, particularly in rural
and remote areas. These disparities make Namibia a useful case through which to explore how
well-developed education policies interact with contextual constraints that influence
implementation in practice.

The analysis presented in this paper draws on policy documents, government reports, and
existing empirical studies examining Namibia’s education system. Through a synthesis of this
literature, the paper examines three interrelated dimensions of the education sector that are
central to understanding the policy—practice gap. These include the policy and institutional
architecture governing basic education, the structure and effectiveness of pre-service teacher
education and early career support, and the professional conditions under which teachers work
within rural and urban school contexts. Examining these dimensions together provides a
comprehensive understanding of the structural factors that continue to shape educational
inequalities within Namibia’s education system.

4. STATUS OF BASIC EDUCATION IN NAMIBIA

4.1 Contextual and situational overview

Since independence in 1990, Namibia has prioritised the development of a national education
system capable of expanding access to schooling while promoting equity and quality in teaching
and learning. The post-independence government introduced a range of reforms designed to
restructure the education sector and address inequalities inherited from the apartheid education
system. These reforms focused on establishing a unified national curriculum, strengthening
education governance structures, expanding school access, and improving the quality of teacher
preparation and instructional delivery.

Over time, Namibia has developed an extensive legislative and institutional framework to guide
the delivery of basic education. The education system now includes a coordinated network of
institutions responsible for policy formulation, curriculum development, assessment, and quality
assurance. At the same time, the country has maintained a strong commitment to financing
education as part of its broader national development strategy. Despite these achievements, the
implementation of education policies and programmes continues to vary across regions,
particularly between urban and rural areas where differences in infrastructure, resources, and
teacher availability remain pronounced.

4.2 Evidence from policy frameworks and sector literature

The structure and governance of Namibia’s basic education system are guided by several key
legislative and policy frameworks. The Education Act of 2001 provides the foundational legal
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framework for the administration and governance of education in Namibia, outlining school
management structures, regulatory responsibilities, and the overall organisation of the
education system (Republic of Namibia, 2001). This legislation was later strengthened through
the introduction of the Basic Education Act of 2020, which formalised the provision of free and
compulsory basic education and clarified the responsibilities of the Ministry of Education,
Innovation, Youth, Sports, Arts and Culture (Republic of Namibia, 2020).

Early childhood education is guided by the National Integrated Early Childhood Development
(IECD) Policy, which promotes a multi-sectoral approach to early childhood development by
integrating education, health, nutrition, and social services (Ministry of Gender Equality, Poverty
Eradication and Social Welfare, 2007). Although this policy provides a comprehensive framework
for early learning and school readiness, implementation has varied across regions due to funding
limitations and capacity constraints.

The governance of the education sector is coordinated through several national institutions. The
Ministry of Education, Innovation, Youth, Sports, Arts and Culture (MEIYSAC) serves as the central
authority responsible for policy formulation, funding allocation, monitoring, and quality
assurance within the education system. Supporting institutions include the National Institute for
Educational Development (NIED), which is responsible for curriculum development, syllabus
revision, and teacher professional development (NIED, 2016), and the Directorate of National
Examinations and Assessment (DNEA), which oversees the administration and regulation of
national examinations (MoEAC, n.d.). In addition, the Namibia Qualifications Authority (NQA)
plays a key role in maintaining the National Qualifications Framework and ensuring coherence
between different levels of education and training.

A central component of Namibia’s education reform agenda has been the introduction of the
National Curriculum for Basic Education (NCBE), implemented between 2015 and 2016. The NCBE
promotes learner-centred education, competency-based learning outcomes, and inclusive
education principles (NIED, 2016). The curriculum outlines subject syllabi, learning outcomes, and
assessment procedures for all grades from pre-primary to Grade 12. Recent reforms have also
included the introduction of the Namibia Senior Secondary Certificate Advanced Subsidiary
(NSSCAS) to replace the Cambridge curriculum previously used at the senior secondary level.

From a financing perspective, Namibia remains one of the highest spenders on education in Africa
as a proportion of gross domestic product. Public expenditure on education is estimated at
approximately 8-9 percent of GDP, demonstrating the government’s commitment to human
capital development (Trading Economics, 2024). However, the composition of education
spending presents structural challenges. A significant proportion of the education budget,
estimated at between 70 and 80 percent, is allocated to personnel costs, leaving comparatively
limited funding available for infrastructure development, teaching materials, maintenance, and
early childhood services (UNICEF, 2023). In addition, although basic education is legally free,
households often continue to bear indirect costs associated with uniforms, stationery, and hostel
fees.
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4.3 Analytical synthesis

Taken together, the evidence suggests that Namibia has established a relatively strong policy and
institutional framework for the provision of basic education. The country has developed
comprehensive legislation, established specialised institutions responsible for curriculum
development and quality assurance, and maintained sustained public investment in education.
These measures demonstrate a clear national commitment to expanding educational access and
improving learning outcomes.

However, the effectiveness of these frameworks is influenced by persistent disparities in
implementation across different regions. While urban schools generally benefit from stronger
infrastructure, better access to teaching materials, and greater availability of qualified teachers,
many rural schools continue to experience shortages of resources and professional support.
Differences in teacher deployment, infrastructure development, and access to professional
development opportunities contribute to uneven implementation of the national curriculum and
variations in the quality of educational provision.

These disparities highlight a broader structural challenge within Namibia’s education system.
Although the country’s policy framework provides a solid foundation for improving educational
qguality and equity, the translation of these policies into consistent classroom practice remains
uneven. Addressing this gap requires not only continued investment in education but also
targeted interventions that strengthen implementation capacity and reduce resource
inequalities across regions.

5. PRE-SERVICE TEACHER EDUCATION IN NAMIBIA

5.1 Contextual and situational overview

Teacher education has been recognised as a central pillar in Namibia’s efforts to improve the
quality and equity of its education system. Since independence, the Namibian government has
prioritised reforms aimed at strengthening teacher preparation and professionalising the
teaching workforce. The underlying assumption guiding these reforms is that well-prepared
teachers play a critical role in improving learner achievement, enhancing instructional quality,
and reducing educational disparities across regions.

In pursuit of these goals, Namibia has gradually restructured its teacher education system by
introducing national professional standards, expanding university-based teacher training
programmes, and strengthening institutional frameworks governing teacher preparation. A
major reform occurred in 2010 when teacher education programmes previously offered by
colleges of education were integrated into the University of Namibia (UNAM). This transition
from diploma-based training to university-based degree programmes was intended to enhance
the academic rigour and professional status of teacher preparation in Namibia.

Despite these reforms, the effectiveness of teacher education programmes continues to be
shaped by a range of contextual challenges. These include the alignment between theoretical
training and classroom practice, the quality and timing of teaching practicum experiences, and
the availability of mentorship and induction support for novice teachers entering the profession.
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These challenges are particularly significant in rural schools, where newly qualified teachers often
encounter difficult teaching environments characterised by large class sizes, limited teaching
resources, and multilingual classroom contexts.

5.2 Evidence from policy frameworks and empirical studies

Teacher education in Namibia is guided by a range of policy frameworks designed to ensure the
professional competence and ethical conduct of teachers. The Education Act (Republic of
Namibia, 2001) provides the legal basis for the teaching profession, outlining qualification
requirements, service conditions, and professional responsibilities. Complementing this
legislation are the National Professional Standards for Teachers, introduced by the Ministry of
Education in 2006, which define the competencies, values, and performance indicators expected
of teachers within the Namibian education system (Ministry of Education, 2006). More recently,
the Teaching Profession Bill has been proposed to establish a regulatory council for teachers and
formalise professional registration and continuous professional development, representing an
important step toward strengthening the professionalisation of teaching in Namibia (Republic of
Namibia, 2025).

These professional standards are closely aligned with the National Curriculum for Basic Education
(NCBE), which provides guidance for teaching, learning, and assessment practices across all levels
of schooling (NIED, 2015). In addition, teacher education institutions are guided by the
Curriculum Framework for Inclusive Education, developed by the National Institute for
Educational Development, which aims to ensure that teachers are prepared to address the
diverse learning needs of all learners in Namibian schools (NIED, 2014).

Teacher preparation programmes in Namibia now operate primarily through universities, with
the University of Namibia serving as the main provider of teacher education. UNAM offers
Bachelor of Education (B.Ed.) and Postgraduate Certificate in Education (PGCE) programmes,
while other institutions such as the International University of Management (IlUM), Namibia
University of Science and Technology (NUST), and the Namibia College of Open Learning
(NAMCOL) also contribute to teacher preparation through specialised and distance education
programmes (Junias, 2022).

The curriculum of pre-service teacher education programmes typically integrates subject content
knowledge, pedagogical knowledge, and practicum experiences aligned with national
professional standards and curriculum requirements. However, research has highlighted ongoing
challenges within these programmes. For example, earlier teacher training colleges were often
criticised for emphasising teaching methodology while providing limited subject content
knowledge. Conversely, university-based programmes have sometimes been criticised for
focusing heavily on subject content while giving less attention to pedagogical training
(Uugwanga, 2015).

Several studies have also highlighted challenges related to the structure and timing of teaching

practicum experiences. Uugwanga (2010) found that novice teachers reported that teaching
practice placements were often too short and poorly aligned with the school calendar, limiting
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opportunities for meaningful classroom engagement. In some cases, student teachers spent
much of their practicum period observing administrative activities rather than actively teaching
in classrooms. Similarly, research by Junias (2022) and Shikalepo (2019) indicates that newly
qualified teachers frequently report difficulties adapting theoretical training to the complex
realities of classroom teaching.

Mentorship and induction support represent another important dimension of teacher
preparation. The Namibia Novice Teachers Induction Programme (NNTIP), introduced in 2011,
was designed to support new teachers during their transition into professional practice (Ministry
of Education, 2011). However, studies suggest that the implementation of the programme has
been inconsistent across regions due to resource limitations and the limited availability of trained
mentor teachers (Shanyengana, 2023). In many schools, mentor teachers are often overloaded
with teaching responsibilities or lack formal training in mentorship, reducing the effectiveness of
induction support.

Another emerging concern relates to language proficiency among student teachers. Research by
Shingenge (2024) indicates that some student teachers struggle with academic English, which is
the official medium of instruction in Namibian schools. Limited proficiency in academic English
can affect both teacher learning during training programmes and the effectiveness of classroom
instruction, particularly in multilingual rural contexts.

5.3 Analytical synthesis

Overall, Namibia has made significant progress in strengthening the institutional and policy
framework governing teacher education. The transition to university-based teacher training, the
introduction of national professional standards, and the development of curriculum frameworks
for inclusive education represent important steps toward improving the quality and professional
status of the teaching profession.

However, the literature suggests that important gaps remain between the formal structure of
teacher education programmes and the realities encountered by teachers in schools. These gaps
are particularly evident in the alighment between theoretical preparation and classroom
practice. Short practicum periods, limited mentorship opportunities, and insufficient induction
support can leave novice teachers underprepared for the complex teaching environments they
encounter, especially in rural schools.

In addition, the uneven implementation of mentorship and professional support programmes
limits the effectiveness of teacher preparation reforms. Without consistent support structures
during the early stages of teachers’ careers, many novice teachers must rely on informal learning
and personal coping strategies to adapt to professional expectations. Addressing these
challenges requires strengthening the continuum between pre-service training, school-based
mentorship, and ongoing professional development. Improving this continuum is essential for
ensuring that teacher education reforms translate into improved classroom practice and more
equitable educational outcomes across Namibia’s education system.
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6. TEACHERS’ WORKING CONDITIONS AND PROFESSIONAL CONTEXT

6.1 Contextual and situational overview

Teachers play a central role in determining the quality and effectiveness of education systems.
In Namibia, the professional conditions under which teachers work are shaped by broader
structural factors, including the distribution of educational resources, school infrastructure, and
regional socio-economic inequalities. Although Namibia has made substantial progress in
expanding access to education and strengthening its policy framework, the working
environments experienced by teachers vary significantly across the country.

Urban schools generally benefit from better-developed infrastructure, more reliable access to
electricity and water, and improved availability of teaching and learning resources. In these
settings, teachers often have greater access to professional development opportunities,
institutional support, and educational technologies. By contrast, teachers working in rural and
remote areas frequently face challenging conditions characterised by limited teaching materials,
overcrowded classrooms, inadequate housing, and reduced access to professional support
structures. These differences have important implications for teacher motivation, professional
development, and retention within the education system.

6.2 Evidence from empirical studies and sector reports

Evidence from existing research and sector data highlights substantial disparities in teachers’
working conditions across Namibia. In urban centres such as Windhoek, Oshakati, and
Swakopmund, schools generally operate with relatively stable infrastructure and manageable
class sizes. Teachers in these environments typically teach classes of between 35 and 45 learners
and often have better access to instructional resources and institutional support (Basiamang,
2024).

In contrast, teachers in rural and remote regions frequently encounter more demanding teaching
environments. These may include classrooms with more than 50 or 60 learners, shortages of
textbooks and teaching materials, and limited access to essential services such as electricity and
clean water (Shavuka, 2020). In some cases, teaching occurs in temporary structures or outdoor
environments, conditions that place additional strain on teachers and limit the effectiveness of
instructional practices.

The Namibian government has introduced several policy measures aimed at addressing these
disparities. One such initiative is the remoteness and hardship allowance, commonly referred to
as the bush allowance, which was designed to attract and retain teachers in remote and under-
served areas (Namupala, 2023). However, research suggests that the effectiveness of this
measure has been limited. Many teachers continue to migrate toward urban schools due to
better living conditions, access to services, and family considerations (Hawene, 2018).

National education statistics further illustrate these disparities. According to the Education

Management Information System (EMIS), Namibia currently employs approximately 33,322
teachers serving about 896,311 learners across 2,036 schools (EMIS, 2024). While the national
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learner—teacher ratio averages 26.9:1, this figure conceals significant regional variation, with
considerably higher ratios often observed in rural and marginalised regions.

In addition to structural disparities in working conditions, teachers also face a range of
professional challenges related to workload, professional recognition, and career progression.
Many novice teachers enter the profession without sufficient induction or mentorship support
and struggle to adapt to classroom realities such as lesson planning, classroom management, and
learner discipline (Muyumbano, 2019). Uugwanga (2010) notes that new teachers frequently
experience feelings of unpreparedness and must rely on trial-and-error strategies to manage
classroom challenges.

Teachers also report heavy workloads due to administrative responsibilities and extracurricular
duties, which reduce the time available for lesson preparation and instructional planning.
Behavioural challenges among learners, including indiscipline and occasional violence, can
further increase emotional stress among teachers (Kariko, 2020; Basiamang, 2024). Research
emphasises the importance of mentorship from experienced educators in helping novice
teachers navigate these challenges and adapt to professional expectations (Vatileni, 2024).
However, such mentorship structures remain inconsistent across schools.

Gender representation within the teaching profession also reflects broader structural dynamics.
Women constitute a majority of the teaching workforce in Namibia, accounting for
approximately 60.6 percent of teachers (Namibia National Teachers’ Union, n.d.). According to
EMIS data, of the 33,322 teachers in Namibia, 22,871 are female and 10,451 are male (EMIS,
2024). Despite this numerical majority, women remain underrepresented in school leadership
and decision-making positions, reflecting persistent structural and cultural barriers (Marenga,
2021).

Finally, issues related to teacher morale, motivation, and professional recognition continue to
shape the overall status of the teaching profession. Many teachers perceive their salaries and
career progression opportunities as limited, which can affect job satisfaction and long-term
retention (Shihomeka, 2015; Shavuka, 2020). Although teaching is widely recognised as an
important public service, the profession is sometimes viewed as less prestigious compared to
other careers, partly due to remuneration concerns and periodic labour disputes (Nakale, 2022).

6.3 Analytical synthesis

The evidence presented in the literature highlights the significant influence that working
conditions have on teacher performance, motivation, and retention within Namibia’s education
system. Although the country has made important progress in expanding access to education and
strengthening its policy framework, structural inequalities between rural and urban schools
continue to shape the professional experiences of teachers.

Rural-urban disparities in infrastructure, teaching resources, and professional support affect not

only teachers’ working conditions but also the quality of learning opportunities available to
learners. Teachers working in under-resourced environments often face greater workloads and
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fewer opportunities for professional development, which can limit instructional effectiveness
and contribute to professional burnout. These challenges also make it more difficult for rural
schools to attract and retain qualified teachers, reinforcing patterns of educational inequality
across regions.

In addition, challenges faced by novice teachers highlight weaknesses in the broader continuum
of teacher preparation and professional support. Without consistent mentorship and induction
programmes, many new teachers must navigate the complexities of classroom practice with
limited guidance. Strengthening these support systems is therefore essential for improving
teacher retention and professional development.

Overall, improving teachers’ working conditions and professional status represents a critical
component of efforts to strengthen Namibia’s education system. Addressing disparities in
infrastructure, professional support, and career development opportunities will be essential for
ensuring that national education policies translate into meaningful improvements in classroom
practice and learning outcomes.

7. RECOMMENDATIONS

Addressing the persistent disparities between education policy frameworks and classroom
realities in Namibia requires coordinated policy responses that strengthen both institutional
capacity and teacher support systems. The findings discussed in this paper indicate that
improvements in educational quality and equity will depend not only on the existence of well-
designed policy frameworks but also on the effectiveness with which these policies are
implemented across different regions.

One key priority involves strengthening mentorship and induction systems for novice teachers.
Although the Namibia Novice Teachers Induction Programme (NNTIP) was introduced to support
new teachers during their transition into professional practice (Ministry of Education, 2011),
evidence suggests that its implementation remains uneven across regions due to resource
constraints and the limited availability of trained mentors (Shanyengana, 2023). Institutionalising
structured mentorship programmes within schools and ensuring that experienced teachers
receive formal training as mentors could significantly improve the professional integration of
novice teachers. Strengthening mentorship structures would also help bridge the gap between
theoretical preparation and classroom practice identified in several studies (Junias, 2022;
Uugwanga, 2010).

A second priority concerns improving teacher retention in rural and remote areas. Although the
Namibian government introduced the remoteness and hardship allowance to encourage
teachers to accept positions in rural schools (Namupala, 2023), existing research indicates that
the incentive has not fully addressed teacher mobility toward urban areas (Hawene, 2018).
Expanding housing provision, improving rural infrastructure, and increasing access to essential
services could significantly improve teachers’ willingness to remain in remote communities. In
addition, strengthening professional support networks for rural teachers may help reduce
feelings of professional isolation and enhance teacher morale.
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Enhancing continuous professional development (CPD) opportunities also represents an
important strategy for strengthening instructional quality. Many teachers, particularly those in
rural schools, have limited access to professional development due to geographic distance and
resource constraints (Chirimbana, 2023; Waiganjo, 2024). Expanding decentralised training
initiatives, school-based professional learning communities, and digital training platforms could
help ensure that teachers across all regions have access to ongoing professional development
opportunities.

Improving the professional status and recognition of teachers is another critical dimension of
education reform. Many teachers report dissatisfaction with career progression opportunities,
remuneration levels, and public perceptions of the teaching profession (Shihomeka, 2015;
Shavuka, 2020). Establishing clearer career progression pathways, strengthening recognition
systems for professional excellence, and promoting leadership development opportunities for
educators could help improve teacher motivation and retention.

Gender equity within the teaching profession also requires continued policy attention. Although
women constitute the majority of teachers in Namibia, they remain underrepresented in school
leadership and management positions (EMIS, 2024; Marenga, 2021). Implementing gender-
responsive leadership development programmes and transparent promotion systems could
contribute to more balanced representation within educational leadership structures.

Finally, several recent reforms provide important opportunities for strengthening Namibia’s
education system. The proposed Teaching Profession Bill (Republic of Namibia, 2025) represents
a significant step toward formalising professional standards for teachers and establishing
mechanisms for teacher registration and continuing professional development. If effectively
implemented, the Bill could strengthen professional accountability and improve the overall
status of the teaching profession. In addition, national initiatives related to digital education and
artificial intelligence readiness (UNESCO, 2025) highlight the importance of integrating digital
competencies into teacher preparation and professional development programmes. Aligning
these reforms with equitable financing strategies and targeted support for rural schools will be
essential for ensuring that education reforms translate into meaningful improvements in
teaching and learning outcomes.

8. CONCLUSION

This study revealed that although Namibia has established a strong policy and institutional
framework for education since independence, significant gaps remain between policy intentions
and the realities experienced in schools. Legislative instruments such as the Education Act (2001),
the Basic Education Act (2020), and national curriculum reforms have provided an important
foundation for expanding access to education and improving quality. However, the findings
indicate that disparities in implementation capacity, resource allocation, and teacher distribution
continue to shape the effectiveness of these policies, particularly across rural and urban contexts.
The analysis further revealed that teacher education and professional support systems remain
central to improving the quality of teaching and learning in Namibia. While the transition to
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university-based teacher preparation, the introduction of national professional standards, and
the expansion of teacher training institutions represents important progress toward
professionalisation, persistent gaps remain between theoretical preparation and classroom
practice. Many novice teachers continue to enter the profession with limited mentorship,
insufficient induction support, and inadequate preparation for the complex realities of
multilingual and resource-constrained classrooms.

At the same time, Namibia’s education system is undergoing important reform initiatives aimed
at strengthening the teaching profession and modernising the education sector. The proposed
Teaching Profession Bill, curriculum reforms led by the National Institute for Educational
Development, expanded investments in education financing, and emerging digital and artificial
intelligence readiness initiatives collectively represent significant opportunities for strengthening
teacher education and professional development. However, the study suggests that the success
of these reforms will depend largely on effective implementation, strengthened institutional
capacity, and sustained support for teachers across the entire education system.

Overall, bridging the gap between policy frameworks and classroom realities will require
continued attention to equity, particularly in addressing rural-urban disparities in resources,
infrastructure, and professional support. Strengthening mentorship systems, improving teacher
working conditions, and expanding opportunities for continuous professional development will
be essential for ensuring that Namibia’s education reforms translate into meaningful
improvements in teaching quality and learner outcomes.

References:

Basiamang, O. (2024). An Investigation on the Role of Secondary School Teachers’psychological
Capital and Perceived Supervisor Support on Job Stress, in Windhoek, Namibia (Doctoral
dissertation, University of Namibia).

Chirimbana, M., Kashweka, E., & Amunime, S. (2023). Assessing the effectiveness of the
remoteness and hardship allowance on teacher retention in Oshana Region in Namibia rural
schools: Teachers views. Open Journal of Social Sciences, 11(8), 383-397.

Education Management Information System (EMIS). (2024). The Fifteenth School Day Report for
2024. https://moe.gov.na/media/attachments/2024/07/09/moeac---15th-school-day-report-
2024---web-quality.pdf

Hawene, L. K. (2018). Effects of remoteness and hardship allowance in retaining teachers in
rural schools in the Oshana Region in Namibia (Doctoral dissertation, University of Namibia).

Ipinge, E. (2025, October 21). Continuous learning to become law for teachers. Namibian Sun.
Retrieved from https://www.namibiansun.com/education/continuous-learning-to-become-law-
for-teachers2025-10-21 174368

50


https://moe.gov.na/media/attachments/2024/07/09/moeac---15th-school-day-report-2024---web-quality.pdf
https://moe.gov.na/media/attachments/2024/07/09/moeac---15th-school-day-report-2024---web-quality.pdf
https://moe.gov.na/media/attachments/2024/07/09/moeac---15th-school-day-report-2024---web-quality.pdf
https://www.namibiansun.com/education/continuous-learning-to-become-law-for-teachers2025-10-21
https://www.namibiansun.com/education/continuous-learning-to-become-law-for-teachers2025-10-21

Josua, L., Auala, R., & Miranda, H. (2022). Chronicle of basic education curriculum
transformations in pre- and post-independent Namibia: A responsiveness perspective. Creative
Education, 13(1154-1169). https://doi.org/10.4236/ce.2022.134072

Junias, K. (2022). The quality of teacher education in Namibia: An analysis of the teacher
education programme at a Namibian university. SSRN Electronic Journal.
https://doi.org/10.2139/ssrn.4032458

Ministry of Education, Arts & Culture. (n.d.). Directorate of National Examinations &
Assessment (DNEA). Windhoek.

Ministry of Education, Arts & Culture. (n.d.). Organizational structure and directorates.
Windhoek.

Ministry of Education, Arts and Culture. (2004). Government Gazette of The Republic Of
Namibia. Amendment of regulations made under Education Act, 2001. Windhoek: Government
of the Republic of Namibia.

Ministry of Education, Arts and Culture. (2011). Namibia Novice Teachers Induction Programme
(NNTIP): Implementation guidelines. Windhoek: Government of the Republic of Namibia.

Ministry of Education, Arts and Culture. (n.d.). Directorate of National Examinations &
Assessment.

Ministry of Education, Arts and Culture. (n.d.). Organizational structure.

Ministry of Education. (2006). National professional standards for teachers in Namibia.
Windhoek: Government of the Republic of Namibia.

Ministry of Gender Equality, Poverty Eradication and Social Welfare. (2007). National Integrated
Early Childhood Development Policy. Windhoek.

Ministry of Gender Equality, Poverty Eradication and Social Welfare. (2007). National Integrated
Early Childhood Development Policy. Government of Namibia.

Muyumbano, A. L. (2019). Challenges facing novice teachers: The case of selected schools in the
Zambezi region of Namibia (Doctoral dissertation, University of Namibia).

Nakale, A. (2022). Schools close, teachers vote to strike. New Era Live.
eweralive.na/posts/schools-close-teachers-vote-to-strike

Nakale, A. (2022, May 11). NIED turns focus to e-learning. New Era Live. Retrieved from
https://neweralive.na/nied-turns-focus-to-e-learning

New Era. (2025, September 30). Al law on the cards. New Era Namibia. Retrieved from
https://neweralive.na/ai-law-on-the-cards/

51


https://doi.org/10.2139/ssrn.4032458
https://neweralive.na/nied-turns-focus-to-e-learning?utm_source=chatgpt.com
https://neweralive.na/nied-turns-focus-to-e-learning?utm_source=chatgpt.com
https://neweralive.na/ai-law-on-the-cards/?utm_source=chatgpt.com
https://neweralive.na/ai-law-on-the-cards/?utm_source=chatgpt.com

Namibia National Teachers’ Union. (n.d.). Gender policy of the Namibia National Teachers’
Union (NANTU). Windhoek: Namibia National Teachers’ Union.

Namibia Qualifications Authority (NQA). (n.d.). National Qualifications Framework and
accreditation role. Windhoek.

Namibia Qualifications Authority. (n.d.). National Qualifications Framework.

Namupala, E.A. (2023). Factors causing job dissatisfaction among teachers in selected schools in
the Onankali circuit in the Oshikoto region of Namibia (Doctoral dissertation, University of
Namibia).

National Institute for Educational Development (NIED). (2014). Curriculum framework for
inclusive education. Okahandja: NIED.

National Institute for Educational Development (NIED). (2015). The National Curriculum For
Basic Education, Okahandja; NIED.

National Institute for Educational Development (NIED). (2016). National Curriculum for Basic
Education. Windhoek.

National Institute for Educational Development. (2016). National Curriculum for Basic
Education. Government of Namibia.

NIED. (2016). National Curriculum Guide: Basic Education (Grades 0-12). Windhoek.
Republic of Namibia. (2001). Education Act, 2001 (Act No. 16 of 2001). Government Gazette.
Republic of Namibia. (2001). Education Act, Act 16 of 2001. Windhoek: Legal Assistance Centre.

Republic of Namibia. (2020). Basic Education Act, 2020 (Act No. 3 of 2020). Government
Gazette.

Republic of Namibia. (2025). Teaching Profession Bill. Windhoek: Government of the Republic
of Namibia.

Shanyengana, W. N. (2023). Novice teachers’ and mentor teachers’ perceptions of the Namibia
Novice Teachers Induction Programme (NNTIP). Master’s thesis, University of Namibia.

Shavuka, T. N. (2020). Factors contributing to low teacher morale in secondary schools in the
Oshana educational region, Namibia (Doctoral dissertation, University of Namibia).

Shikalepo, E. E. (2019). Teacher recruitment, motivation and retention at rural schools in
Namibia. International Journal of Education and Research, 7(9), 13-26.

Shikalepo, E. E. (2020). Improving the quality of Education at Rural Schools in Namibia.
International Journal of Research and Innovation in Social Science, 4(2), 62-68.

52



Shikalepo, E. E., & Kandjengo, S. N. (2021). Challenges facing learner leadership at schools.
International Journal of Research and Innovation in Social Science, 5(12), 43-51.

Shingenge, F. N. (2024). Academic language proficiency of student teachers in a Namibian
teacher education programme. Southern African Linguistics and Applied Language Studies,
42(1), 45-61.

Smith, S. (2025, April 5). Namibia will offer free university education starting in 2026. AP News.
Retrieved from_https://apnews.com/article/e2ba928f6deb9f69553a82d6a9150a96

Trading Economics. (2024). Namibia: Public spending on education (% of GDP).
Trading Economics. (2024). Namibia: Public spending on education, total (% of GDP).

UNESCO. (2025, August 14). Namibia launches artificial intelligence readiness assessment
report. UNESCO.org. Retrieved from https://www.unesco.org/en/articles/namibia-launches-
artificial-intelligence-readiness-assessment-report

UNICEF. (2023). Namibia Education Budget Brief 2023/24. UNICEF Namibia.
UNICEF. (2023). Namibia Education Budget Brief 2023/24. Windhoek.

UNICEF. (2024). Namibia education budget brief 2023-24. Retrieved from
https://www.unicef.org/esa/media/13006/file/Namibia-Education-Budget-Brief-2023-24.pdf

Uugwanga, P.N. (2015). Teacher educators’ perceptions about possibilities and challenges of
the merger between Namibian Higher Education institutions for improving teacher education.
Doctoral thesis, University of the Western Cape, Cape Town.

Uugwanga, T.T (2010). An investigation of the coping mechanisms of the novice teachers: a
study of selected high schools in the Oshikoto region of Namibia. Masters thesis, University of
the Western Cape, Cape Town.

VATILENI, F. T. (2024). Teachers’ experiences and roles of the revised biology curriculum: A case
of selected secondary schools in Ompundja circuit, Oshana region, Namibia (Doctoral
dissertation, University of Namibia).

Virere, K. (2025, September 15). Teaching bill to restore teachers’ respect. New Era Live.
Retrieved from https://neweralive.na/teaching-bill-to-restore-teachers-respect

53


https://apnews.com/article/e2ba928f6deb9f69553a82d6a9150a96
https://www.unesco.org/en/articles/namibia-launches-artificial-intelligence-readiness-assessment-report?utm_source=chatgpt.com
https://www.unesco.org/en/articles/namibia-launches-artificial-intelligence-readiness-assessment-report?utm_source=chatgpt.com
https://www.unicef.org/esa/media/13006/file/Namibia-Education-Budget-Brief-2023-24.pdf?utm_source=chatgpt.com
https://www.unicef.org/esa/media/13006/file/Namibia-Education-Budget-Brief-2023-24.pdf?utm_source=chatgpt.com
https://neweralive.na/teaching-bill-to-restore-teachers-respect?utm_source=chatgpt.com

Pre-Service Teacher Education in Nigeria: Policy Coherence, System
Integration, and Reform Pathways

March 2026

Authors:

Onuh Oyigoga John, Benue State Teaching Service Board, Nigeria
Kafayat Olanrewaju, Hakolat Private Schools, Lagos, Nigeria

Abstract:

This case study examines the coherence, alignment, and transformation-readiness of Nigeria’s
Pre-service Teacher Education policy architecture between 2014 and 2027. Guided by
international frameworks, including those developed by UNESCO and the ESD Promotion Centre
at Okayama University, the study adopts a qualitative documentary policy analysis of national,
continental, and global instruments. The analysis is structured around five thematic pillars: 1)
governance and regulatory coherence; 2) quality assurance and competency alignment; 3)
sustainability and transformative education integration; 4) inclusion and equity in pedagogical
practice; and 5) financing and resource sustainability. Findings reveal a system characterized by
strong normative alignment with international standards but constrained by operational
fragmentation across institutional, regulatory, and financing structures. Governance
coordination gaps, compliance-oriented quality assurance systems, partial integration of
sustainability and inclusion, and insufficiently aligned financing mechanisms collectively limit
implementation coherence and transformation potential. The study argues that advancing
reform requires a shift from policy articulation to system integration, supported by sustainable
and coordinated financing. It proposes a set of interconnected reform pathways focused on
governance harmonization, performance-oriented quality assurance, embedded sustainability
and inclusion competencies, strengthened practicum systems, teacher educator
professionalization, and dedicated financing mechanisms. The case concludes that while
Nigeria’s Pre-service Teacher Education system is partially coherent and moderately
transformation-ready, achieving systemic transformation will depend on coordinated,
adequately resourced, and institutionally embedded reform strategies. The findings provide
relevant insights for African countries seeking to align teacher education systems with
continental and global education agendas.
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1. Introduction

Across the world, the quality of education systems is closely linked to the quality of
teacher preparation. Pre-service teacher education (PTE) therefore occupies a central position in
global education reform efforts aimed at improving learning outcomes, advancing social equity,
and equipping learners with competencies for sustainable development. International policy
frameworks emphasize that teacher education systems must evolve to address emerging
priorities such as sustainability education, inclusive pedagogy, and evidence-informed
policymaking (UNESCO, 2019; UNESCO, 2020; Steiner-Khamsi et al., 2024).

Nigeria’s education system is undergoing a period of significant transformation driven by
national reform initiatives and continental commitments to improving teacher quality. As the
principal entry point into the teaching profession, PTE plays a decisive role in shaping teacher
competence, professional identity, classroom effectiveness, and long-term learning outcomes
across the basic education sector. Strengthening teacher preparation has therefore become a
central priority within Nigeria’s education reform agenda (Federal Ministry of Education, 2013;
Federal Ministry of Education, 2024).

Despite these policy commitments, persistent challenges continue to affect teacher
preparation in Nigeria. National assessments indicate shortages of qualified teachers in several
regions and uneven distribution of teaching personnel across the education system (UBEC, 2022;
Guardian Nigeria, 2023). These challenges raise important questions regarding the coherence
and transformation-readiness of Nigeria’s PTE system within an evolving policy landscape.

2. Problem Statement

Against this backdrop, the central problem examined in this case study concerns the
extent to which Nigeria’s PTE policy architecture demonstrates coherence, alighment, and
transformation-readiness within an evolving national, continental, and global policy
environment. While numerous policy reforms have been introduced over the past decade,
guestions remain regarding the degree to which these initiatives function as an integrated system
capable of supporting effective teacher preparation. Specifically, the study addresses the
following guiding question: How coherent, aligned, and transformation-ready is Nigeria’s PTE
policy architecture, and what reform pathways can strengthen its responsiveness to national
priorities, continental education strategies, and global sustainability frameworks through 2027
and beyond?

Addressing this question is important for several reasons. Nigeria represents the largest
education system on the African continent, and reforms within its teacher education sector carry
implications for regional policy discourse. Moreover, challenges related to teacher shortages,
uneven teacher quality, and sustainability integration are widely shared across sub-Saharan
Africa. Finally, the implementation of the Education for Renewed Hope: Roadmap for the Nigerian
Education Sector 2024-2027 (Federal Ministry of Education, 2024) provides a timely opportunity
to assess the coherence of ongoing reforms and identify pathways for strengthening teacher
education systems in alignment with continental and global priorities.

Addressing this question requires situating Nigeria’s teacher education reforms within the
broader policy landscape that has shaped their development over the past decade.
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3. Policy Context

Nigeria’s PTE reforms have developed within a broader policy environment shaped by national,
continental, and global education priorities. The National Policy on Education (NPE) provides the
overarching framework for teacher development and emphasizes the preparation of
professionally competent teachers capable of supporting national development goals (Federal
Ministry of Education, 2013). Complementing the NPE is the National Teacher Education Policy
(NTEP, 2014) which represented a major attempt to establish a coherent framework for teacher
preparation across Nigeria’s Colleges of Education and university-based Faculties of Education.
The policy emphasized competency-based training, strengthened practicum experiences, and
alignment between teacher preparation programmes and professional standards established by
the Teachers Registration Council of Nigeria (TRCN). Teacher preparation in Nigeria is regulated
through several institutional mechanisms. The National Commission for Colleges of Education
(NCCE) establishes minimum standards for Nigeria Certificate in Education programmes and
oversees accreditation of Colleges of Education (NCCE, 2012/2020). In parallel, the National
Universities Commission (NUC) regulates teacher education programmes offered within
universities through the Core Curriculum and Minimum Academic Standards framework (NUC,
2022). Professional regulation is provided by TRCN through the Professional Standards for the
Teaching Profession in Nigeria, which defines expectations for teacher competence and
professional practice (TRCN, 2019). Subsequent reforms have continued to build on this
foundation, culminating in the Education for Renewed Hope: Roadmap for the Nigerian Education
Sector 2024-2027 which identifies teacher development as a central pillar of education system
transformation. The roadmap emphasizes digital innovation, improved teacher quality, and
strengthened institutional coordination across the education sector.

The above national frameworks operate within broader continental commitments to teacher
education reform. The Continental Education Strategy for Africa (CESA) 2026—2035 (African
Union, 2023) recognizes teacher quality as the most significant school-based determinant of
learning outcomes and calls for strengthened teacher preparation systems, improved
professional standards, and the integration of emerging competencies such as digital literacy,
sustainability awareness, and inclusive pedagogy. These priorities reinforce the need for
coherent teacher education systems capable of preparing educators for rapidly evolving social,
economic, and environmental challenges across the continent (African Union, 2023).

Global frameworks also shape expectations for teacher education transformation. The Education
for Sustainable Development: A Roadmap: ESD for 2030 emphasizes the need to integrate
sustainability competencies across teacher education programmes (UNESCO, 2020). Earlier
UNESCO guidance similarly highlighted the importance of reorienting teacher education to
address sustainability challenges through curriculum reform, pedagogical innovation, and
institutional transformation (UNESCO, 2005). More recent international recommendations
emphasize the role of teacher education institutions in fostering transformative competencies,
systems thinking, and interdisciplinary collaboration for sustainable development (OU-EPC,
2025).
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In addition to policy frameworks, several reform initiatives have sought to strengthen teacher
capacity in Nigeria through partnerships with international organizations and development
agencies. Programmes such as STEP, STRIDE, and SPRINT have focused on improving teacher
development and strengthening institutional capacity within the education sector (British
Council, 2021).

Within this evolving policy landscape, assessing the coherence of Nigeria’s PTE reform
architecture becomes essential for understanding both the progress achieved and the challenges
that remain. The subsequent case study analysis therefore examines the alignment and
transformation-readiness of Nigeria’s PTE system across five interrelated dimensions:
governance and regulatory coherence; quality assurance and competency alignment;
sustainability and transformative education integration; inclusion and equity in pedagogical
practice; and financing and resource sustainability.

To examine these dimensions systematically, the study employs a qualitative documentary policy
analysis approach grounded in internationally recognized frameworks for teacher education
reform.

4. Methodology

This case study adopts a qualitative documentary policy analysis design to examine the
coherence, alignment, and transformation-readiness of Nigeria’s PTE system between 2014 and
2027. Documentary analysis is particularly appropriate for this study because the primary objects
of inquiry consist of national policy instruments, regulatory frameworks, continental strategies,
and global normative documents that are publicly accessible and authoritative. In the absence of
consistent longitudinal field-level datasets covering the full reform period, documentary analysis
provides a systematic and credible approach for assessing policy intent, structural alignment, and
reform evolution across governance levels.

The temporal boundary of 2014-2027 was selected to capture the introduction of the National
Teacher Education Policy (NTEP), subsequent regulatory developments, and the implementation
period of the Education for Renewed Hope Roadmap 2024-2027. This timeframe also coincides
with the transition to the African Union Continental Education Strategy for Africa (CESA 2026—
2035), enabling the study to assess both retrospective developments and forward-looking policy
alignment. The selected period therefore provides a comprehensive basis for examining
continuity, change, and emerging reform trajectories within Nigeria’s PTE system.

Primary national sources analyzed include the National Teacher Education Policy, the
Professional Standards for the Teaching Profession in Nigeria issued by the Teachers Registration
Council of Nigeria, the National Commission for Colleges of Education Minimum Standards, the
National Universities Commission Core Curriculum and Minimum Academic Standards for
Education, and the Education for Renewed Hope Roadmap 2024-2027 published by the Federal
Ministry of Education. Continental and global sources include the Continental Education Strategy
for Africa (CESA 2026-2035), the Guidelines for Reorienting Teacher Education to Address
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Sustainability (2005), Education for Sustainable Development: A Roadmap (2020), and the
Recommendations for Innovating Teacher Education for Sustainable Development developed by
the ESD Promotion Centre at Okayama University (2025). Supporting evidence was drawn from
the Universal Basic Education Commission National Personnel Audit (2022), World Bank
education diagnostics, and selected national reports to provide contextual grounding and
triangulation.

The analytical framework was informed by internationally recognized normative standards,
particularly those advanced by UNESCO in relation to teacher education reform, sustainability
integration, and evidence-informed policymaking. Drawing from these frameworks and the
evolving national reform discourse, the study applied a deductive thematic coding strategy
organized around five interrelated pillars: governance and regulatory coherence; quality
assurance and competency alignment; sustainability and transformative education integration;
inclusion and equity in pedagogical practice; and financing and resource sustainability. These
pillars were selected to capture both structural and operational dimensions of reform, while
reflecting priority areas emphasized across national, continental, and global policy frameworks.

Each document was systematically examined for provisions related to institutional coordination,
curriculum design, practicum structures, teacher educator capacity, inclusion mechanisms,
sustainability competencies, financing arrangements, and monitoring systems. Cross-document
comparison was conducted to identify areas of convergence, divergence, omission, and policy
silence. Particular attention was given to the relationship between policy intent and
implementation architecture, including the extent to which financial frameworks support or
constrain the realization of stated reform priorities. In this regard, financing was treated not
merely as an enabling condition but as a cross-cutting structural determinant influencing the
operationalization of all other thematic pillars.

To enhance analytical rigor, the study employed multiple reading cycles, reflexive analytic
memoing, and cross-verification of findings across documents. Coding decisions were
continuously assessed against indicators derived from UNESCO and OU-EPC frameworks to
ensure consistency with internationally recognized standards. This iterative approach
strengthened the reliability and validity of the analysis while allowing for nuanced interpretation
of policy coherence and reform dynamics.

The study adheres to ethical principles of transparent and responsible documentary research. All
data sources were publicly accessible and formally published, and no confidential or personal
data were used. Interpretations are grounded in documented evidence and presented with due
consideration of context and limitations. Nonetheless, certain constraints must be
acknowledged. Documentary analysis does not capture implementation fidelity at institutional
or classroom levels, and variations in state-level policy enactment are not fully represented due
to uneven documentation. Despite these limitations, the triangulated documentary evidence and
structured analytical framework provide a robust foundation for assessing Nigeria’s PTE policy
architecture.
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The following section applies this analytical framework to examine the structural characteristics
and policy dynamics shaping Nigeria’s PTE system.

5. Case Study Analysis
5.1 Structural Characteristics of Nigeria’s Pre-Service Teacher Education System

Nigeria’s PTE system operates within a structurally complex and institutionally diverse
architecture designed to supply teachers across early childhood, basic, and senior secondary
education levels. The system is characterized by multi-tiered institutional provision,
differentiated regulatory oversight, and significant regional variation in capacity and access.
Understanding these structural characteristics is essential for evaluating both policy coherence
and transformation-readiness (Federal Ministry of Education, 2014; UNESCO, 2019).

At the institutional level, PTE provision is primarily delivered through Colleges of Education
(COEs), Faculties of Education within universities, and Institutes of Education embedded in
university structures. Colleges of Education constitute the principal providers of initial teacher
preparation for the basic education subsector and award the Nigeria Certificate in Education
(NCE), which remains the minimum teaching qualification for basic education (Federal Ministry
of Education, 2013; NCCE, 2012/2020). These institutions are regulated by the National
Commission for Colleges of Education, which prescribes curriculum standards, practicum
requirements, and quality assurance mechanisms (NCCE, 2012/2020). Universities, regulated by
the National Universities Commission, offer Bachelor of Education degrees, Postgraduate
Diplomas in Education, and subject-specialized education programmes that prepare teachers for
upper basic and senior secondary levels (NUC, 2022). Institutes of Education increasingly function
as hubs for curriculum development, in-service training, and educational research, although their
role in pre-service reform remains unevenly articulated across institutions (UNESCO, 2019).

While this multiplicity of providers enhances national capacity for teacher supply, it also
generates differentiated standards and governance pathways. Regulatory responsibilities are
distributed across the Federal Ministry of Education, the National Commission for Colleges of
Education, the National Universities Commission, and the Teachers Registration Council of
Nigeria (TRCN, 2019). Although each agency performs a defined mandate, the absence of a fully
integrated coordination mechanism creates structural fragmentation. Accreditation processes,
practicum expectations, and teacher competency interpretations may vary between institutional
types, contributing to inconsistencies in graduate preparedness. Similar governance
fragmentation challenges have been identified in several African teacher education systems
undergoing reform (UNESCO, 2019; Steiner-Khamsi et al., 2024). This structural fragmentation
forms a critical backdrop to subsequent thematic analysis on policy coherence.

Enrollment patterns further illuminate the system’s scale and unevenness. As of 2025, the
National Commission for Colleges of Education reports 255 accredited NCE-awarding institutions
with total enrollment exceeding 2.7 million students, reflecting substantial national investment
in teacher preparation capacity (NCCE, 2025). However, enrollment distribution varies
significantly across geopolitical zones. Southern regions, particularly the South-West and South-
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South, demonstrate higher enrollment concentrations, while the North-East and North-West
experience lower participation rates, partly due to insecurity, infrastructure deficits, and socio-
economic barriers (UBEC, 2022; World Bank, 2021). Gender disparities persist in certain northern
regions, affecting the future supply of female teachers for basic education (UNESCO, 2019). These
regional variations underscore equity challenges embedded within the structural configuration
of PTE.

Curriculum design across PTE institutions has undergone periodic revision, most notably through
the 2020 NCCE Minimum Standards and the 2022 Core Curriculum and Minimum Academic
Standards for Education (NCCE, 2012/2020; NUC, 2022). Both frameworks adopt competency-
based orientations and emphasize subject mastery, pedagogical content knowledge, and
integration of information and communication technology. However, structural emphasis on
sustainability education, interdisciplinary problem-solving and whole-institution transformation
remains limited. While digital competence receives increasing attention—particularly within the
Education for Renewed Hope Roadmap 2024-2027—the depth of integration varies across
institutions depending on infrastructure capacity and faculty expertise (Federal Ministry of
Education, 2024).

The practicum constitutes a mandatory component of all PTE programmes and is widely
recognized as central to teacher readiness. International teacher education frameworks
emphasize that well-structured practicum experiences significantly enhance teacher
competence and classroom effectiveness (UNESCO, 2019). Yet, the structural organization of
practicum systems reveals systemic weaknesses. Placement schools are often overcrowded,
mentor teachers frequently lack formal preparation for supervisory roles, and institutional
partnerships between PTE providers and basic education schools are inconsistently formalized
(UBEC, 2022; World Bank, 2021). Supervision quality varies significantly, influenced by logistical
constraints, funding limitations, and uneven coordination between institutions and state
education authorities. In the absence of a unified national practicum framework, implementation
fidelity differs across institutions and regions, reinforcing variability in graduate competence.

Teacher educator capacity further shapes structural performance. Variation in qualification
levels, exposure to contemporary pedagogies, and engagement in research networks affects
programme quality across institutions. Opportunities for continuous professional development
remain uneven, and structured national frameworks for teacher educator competency
development are limited (TRCN, 2019; UNESCO, 2019). This structural constraint has implications
for curriculum delivery, innovation adoption, and sustainability integration.

Infrastructure and digital readiness represent another defining structural characteristic. Although
national reform priorities emphasize digital transformation, many PTE institutions continue to
operate with inadequate ICT facilities, unreliable electricity supply, and limited access to e-
learning platforms. Evidence from national education sector reviews indicates that infrastructure
deficits and digital capacity gaps remain significant challenges across Nigerian education
institutions (World Bank, 2021). Such constraints restrict the implementation of blended learning
models, digital practicum supervision, and simulation-based teacher preparation. Consequently,
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while policy discourse reflects modernization ambitions, institutional capacity gaps moderate
implementation potential.

Taken together, Nigeria’s PTE system demonstrates substantial institutional breadth and policy
ambition but operates within a structurally fragmented and capacity-constrained environment.
The system exhibits strong supply potential yet uneven quality assurance integration.
Institutional diversity provides opportunity for reform innovation; however, without harmonized
governance, strengthened practicum structures, enhanced teacher educator development, and
targeted infrastructure investment, structural conditions may continue to impede
transformation. These structural characteristics frame the workforce conditions examined in the
following section and provide essential context for assessing thematic policy coherence and
reform readiness.

5.2 Teacher Workforce Conditions and Implications for Pre-Service Reform

The structural characteristics of Nigeria’s PTE system cannot be meaningfully assessed without
situating them within the broader realities of the national teacher workforce. Workforce
conditions shape both the urgency and direction of reform. In Nigeria, persistent quantitative
shortages, uneven deployment, professional status challenges, and limited career progression
pathways collectively influence the effectiveness of pre-service preparation and the long-term
sustainability of the teaching profession (UBEC, 2022; UNESCO, 2019).

Nigeria continues to experience a significant teacher supply-demand imbalance, particularly at
the basic education level. Rapid population growth, expanding school-age cohorts, and uneven
regional development have increased pressure on the education system. National personnel
audits indicate that although Nigeria employs more than one million teachers within the basic
education subsector, many states still face shortages of qualified teachers relative to student
enrollment levels (UBEC, 2022). While institutional enrollment in Colleges of Education and
university Faculties of Education suggests robust pre-service intake capacity, workforce
deployment does not consistently translate into equitable distribution. Rural and conflict-
affected areas, especially in parts of northern Nigeria, face acute shortages, whereas urban
centers often experience relative concentration of teachers (World Bank, 2021). This mismatch
highlights a systemic coordination gap between teacher preparation outputs and national
workforce planning mechanisms.

Beyond numerical shortages, qualification disparities remain a concern. Although the Nigeria
Certificate in Education is the minimum qualification for basic education teaching, a proportion
of serving teachers—particularly in underserved regions—either lack full professional
certification or teach outside their subject specialization (UBEC, 2022; UNESCO, 2019). Such
patterns reflect both historic supply constraints and limited enforcement of professional
standards. The TRCN has advanced teacher registration and licensing frameworks designed to
strengthen professional accountability (TRCN, 2019); however, full compliance and monitoring
remain uneven across states. The resulting heterogeneity in teacher competence reinforces the
need for strengthened pre-service quality assurance and alignment with professional standards.
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Professional status and motivation constitute additional structural challenges. Teaching in
Nigeria, especially within the public basic education subsector, is frequently associated with
relatively low remuneration compared to other graduate professions, delayed salary payments
in certain states, and limited opportunities for structured career progression (World Bank, 2021).
These conditions affect recruitment attractiveness and may influence the caliber of candidates
entering teacher education programmes. When high-performing secondary school graduates
perceive teaching as a less desirable career pathway, pre-service institutions may admit students
with varying academic preparedness levels. Consequently, pre-service reform must engage not
only curriculum content but also the broader professional ecosystem that shapes talent
pipelines.

Induction and early-career support mechanisms remain inconsistently institutionalized. Newly
qualified teachers often transition directly from pre-service practicum into full teaching
responsibility without structured mentoring or phased professional support. International policy
frameworks emphasize that well-designed teacher induction systems play a crucial role in
consolidating competencies developed during initial teacher preparation (UNESCO, 2019). In
Nigeria, however, the absence of a nationally coordinated induction framework weakens the
bridge between initial preparation and professional consolidation. This gap has implications for
how practicum experiences are conceptualized within pre-service programmes; without
alignment to post-graduation support systems, the developmental continuum of teacher
competence remains fragmented.

Continuing professional development (CPD) opportunities also vary widely across states and
school types. While federal and state initiatives periodically provide in-service training—often
linked to donor-supported programmes—these interventions are not always systematically
integrated into a coherent professional growth trajectory (British Council, 2021). Limited CPD
continuity constrains the reinforcement of competencies introduced during pre-service training,
particularly in areas such as digital pedagogy, inclusive education, and sustainability integration.
In this respect, pre-service reform must anticipate and compensate for uneven in-service
reinforcement by embedding stronger adaptive and lifelong learning dispositions within initial
preparation.

Regional insecurity and socio-economic disparities further complicate workforce conditions. In
conflict-affected areas, teacher attrition is heightened by safety concerns, displacement, and
school disruptions (World Bank, 2021). Female teacher representation, particularly in some
northern states, remains lower than national parity aspirations, affecting gender-sensitive
learning environments (UNESCO, 2019) . These contextual pressures underscore the necessity
for pre-service programmes to prepare teachers not only for instructional delivery but also for
resilience, psychosocial responsiveness, and community engagement.

Taken together, workforce conditions reveal a profession operating under structural strain yet
central to national development aspirations. Quantitative shortages, uneven deployment,
qualification gaps, professional status challenges, and limited induction systems collectively
shape the reform imperative for PTE. Any policy coherence framework that focuses exclusively
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on curriculum revision without addressing these systemic interdependencies risks producing
technically aligned but practically constrained reforms.

Therefore, PTE reform in Nigeria must be conceptualized not as an isolated institutional
adjustment but as a strategic lever within a broader professional ecosystem. Strengthening entry
standards, aligning preparation with deployment realities, embedding resilience and adaptive
competencies, and reinforcing the professional status of teaching are mutually reinforcing
objectives. The workforce context thus provides both the justification and the evaluative lens
through which subsequent thematic analysis—governance coherence, quality assurance
integration, sustainability orientation, and digital transformation—must be interpreted.

5.3 Governance and Regulatory Coherence in Pre-Service Teacher Education

Governance arrangements constitute a central determinant of policy coherence in Nigeria’s PTE
system. As outlined in the preceding structural analysis, regulatory authority over teacher
preparation is distributed across multiple national bodies, including the Federal Ministry of
Education (FME), the National Commission for Colleges of Education (NCCE), the National
Universities Commission (NUC), and the Teachers Registration Council of Nigeria (TRCN) (Federal
Ministry of Education, 2013; TRCN, 2019). While this multi-actor architecture reflects an attempt
to ensure specialization and oversight, it simultaneously introduces coordination complexity that
affects systemic coherence (UNESCO, 2019).

From a situational perspective, each regulatory body performs a distinct statutory mandate.
NCCE prescribes minimum standards for NCE programmes, conducts accreditation exercises, and
monitors institutional compliance within Colleges of Education (NCCE, 2012/2020). NUC oversees
university-based Faculties of Education and approves programme accreditation under the Core
Curriculum and Minimum Academic Standards framework (NUC, 2022). TRCN regulates
professional licensing, registration, and teacher professional standards (TRCN, 2019). In addition,
state ministries of education exercise significant influence over teacher recruitment and
deployment within their respective jurisdictions (UBEC, 2022) . Although these mandates are
individually defined, mechanisms for integrated coordination across agencies remain largely
procedural rather than strategic.

Policy documents at federal level emphasize alighment and reform intent. The National Policy on
Education underscores teacher quality as foundational to national development (Federal
Ministry of Education, 2013). The 2020 NCCE Minimum Standards and the 2022 Core Curriculum
and Minimum Academic Standards introduce competency-based orientations intended to
harmonize teacher preparation expectations across institutional types (NCCE, 2012/2020; NUC,
2022). Furthermore, national reform roadmaps increasingly reference digital transformation and
sustainability competencies. However, documentary alignment does not automatically translate
into operational coherence. Variations in accreditation cycles, interpretation of competencies,
and enforcement rigor contribute to differentiated implementation across institutional contexts.
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The distributed governance model creates several coherence tensions. First, curriculum
harmonization between Colleges of Education and university Faculties of Education remains
incomplete. While both operate under competency-based language, conceptual definitions of
teacher professionalism, practicum intensity, and assessment standards vary across institutional
contexts (UNESCO, 2019). Second, the linkage between pre-service standards and professional
licensing requirements is not fully systematized. Although TRCN establishes professional
benchmarks, systematic feedback loops from teacher licensing data to curriculum revision
processes are limited (TRCN, 2019). Third, workforce planning and institutional output alignment
remain weakly integrated; teacher education enrolment decisions are not consistently tied to
projected state-level staffing needs (UBEC, 2022; World Bank, 2021).

These coherence gaps do not imply institutional dysfunction but rather reflect the absence of a
consolidated governance framework that aligns preparation, accreditation, licensing, and
deployment within a unified strategic architecture. In policy coherence terms, Nigeria
demonstrates vertical ambition - clear federal reform intentions - but horizontal fragmentation
in implementation coordination. Without strengthened inter-agency collaboration mechanisms,
reform initiatives risk being implemented in parallel rather than synergistically (UNESCO, 2019;
Steiner-Khamsi et al., 2024).

From an analytical standpoint, governance coherence is not merely an administrative concern; it
directly affects teacher preparedness outcomes. Fragmented oversight may produce variability
in graduate competencies, uneven practicum supervision standards, and inconsistent emphasis
on emerging priorities such as sustainability education and digital pedagogy (UNESCO, 2020).
Moreover, the absence of integrated data systems limits evidence-informed decision-making
across agencies (Steiner-Khamsi et al., 2024). Coherent governance architecture would ideally
include shared competency frameworks, synchronized accreditation cycles, joint monitoring
platforms, and formalized policy review mechanisms that incorporate workforce feedback.

Therefore, strengthening governance coherence emerges as a foundational reform pathway.
Institutional specialization need not be dismantled; rather, strategic coordination platforms
should be institutionalized to harmonize standards interpretation, align professional licensing
with curriculum revision, and integrate workforce planning with teacher preparation intake. Such
measures would enhance policy consistency, reduce duplication, and increase reform
effectiveness.

In sum, Nigeria’s governance framework for PTE exhibits substantial institutional capacity and
policy ambition, yet coherence remains partial. Addressing coordination fragmentation
represents a necessary precondition for deeper transformation in quality assurance,
sustainability integration, and digital readiness - each of which is examined in subsequent
thematic sections.

5.4 Quality Assurance and Competency Alignment in Pre-Service Teacher Education
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Quality assurance constitutes a central pillar of effective PTE, particularly within systems
characterized by institutional diversity and multi-layered governance. In Nigeria, formal quality
assurance mechanisms are embedded within accreditation frameworks administered by
regulatory bodies, notably the National Commission for Colleges of Education (NCCE) and the
National Universities Commission (NCCE, 2012/2020; NUC, 2022). These frameworks define
minimum standards for programme delivery, curriculum design, and institutional capacity across
teacher education providers. However, the relationship between formal accreditation
compliance and substantive competency attainment warrants closer analytical scrutiny
(UNESCO, 2019).

At the structural level, accreditation processes evaluate programme content, staffing
qualifications, infrastructure adequacy, and institutional governance. Periodic accreditation visits
assess conformity to prescribed minimum standards and core curriculum frameworks (NCCE,
2012/2020; NUC, 2022). These processes are essential for safeguarding baseline quality and
preventing institutional deterioration. Nevertheless, accreditation exercises tend to emphasize
documentary compliance and input indicators - such as staffing ratios, curriculum outlines, and
facility inventories - rather than systematically measuring graduate-level teaching competence
or classroom performance outcomes (UNESCO, 2019; World Bank, 2021).

Competency alignment is further shaped by the shift toward competency-based curriculum
frameworks introduced in recent reforms. The 2020 NCCE Minimum Standards and the 2022 Core
Curriculum and Minimum Academic Standards articulate expectations related to subject
mastery, pedagogical knowledge, classroom management, assessment literacy, and integration
of information and communication technology (NCCE, 2012/2020; NUC, 2022). This shift
represents a positive movement toward aligning teacher preparation with contemporary
professional standards (UNESCO, 2019). However, the operationalization of competency-based
education within institutions remains uneven. Faculty familiarity with competency-based
assessment design, performance-based evaluation tools, and reflective practicum supervision
varies significantly across institutions.

The practicum serves as the most direct mechanism for translating theoretical competencies into
classroom performance. While practicum placement is mandatory across PTE programmes, its
quality is influenced by contextual constraints identified earlier, including overcrowded
placement schools, limited mentor preparation, and inconsistent supervision intensity (UBEC,
2022; World Bank, 2021). In many cases, assessment of teaching practice relies on episodic
observation rather than longitudinal performance tracking. The absence of standardized national
practicum rubrics or digital monitoring systems further contributes to variability in evaluation
rigor. Consequently, alignment between stated competency frameworks and demonstrated
teaching performance is not uniformly guaranteed.

Teacher educator capacity presents an additional determinant of quality assurance effectiveness.
Although many faculty members possess strong disciplinary backgrounds, exposure to
contemporary pedagogical research, inclusive education strategies, and digital instructional
design is not systematically institutionalized through national professional development
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frameworks (TRCN, 2019; UNESCO, 2019). Where teacher educators lack sustained opportunities
for up-skilling, curricular innovation may remain superficial, limiting the transformative potential
of competency-based reforms.

Assessment culture within PTE institutions also reflects transitional dynamics. While
competency-based rhetoric emphasizes authentic assessment and performance tasks,
examination-driven traditions remain influential in many teacher education contexts (UNESCO,
2019). Written examinations often continue to dominate evaluation practices, potentially
constraining the measurement of higher-order pedagogical competencies such as adaptive
teaching, collaborative problem-solving, and socio-emotional facilitation. The persistence of
examination-centric assessment practices suggests a partial, rather than complete, paradigm
shift toward competency-based evaluation.

Despite these challenges, quality assurance infrastructure in Nigeria demonstrates important
strengths. National regulatory bodies conduct recurring accreditation cycles, curriculum revision
occurs at periodic intervals, and professional standards frameworks are formally articulated
(NCCE, 2012/2020; TRCN, 2019). These elements provide a foundation upon which deeper
competency alignment can be built. The critical question, therefore, is not whether quality
assurance exists, but whether it sufficiently captures the complexity of classroom-ready teacher
competence.

Analytically, quality assurance in Nigeria can be characterized as structurally established but
pedagogically uneven. Institutional compliance mechanisms are relatively robust, yet systematic
outcome measurement remains limited. Bridging this gap requires moving from compliance-
based quality assurance toward performance-informed quality enhancement. This would entail
the development of standardized practicum rubrics aligned with national professional standards,
structured mentor training frameworks, digital tracking systems for teaching practice
performance, and strengthened feedback loops between graduate outcomes and curriculum
revision (UNESCO, 2019).

Furthermore, aligning competency frameworks with workforce realities—particularly in rural,
conflict-affected, and resource-constrained environments—requires embedding adaptive and
context-responsive teaching capacities within preparation programmes. Without such contextual
calibration, competency statements risk remaining abstract and insufficiently grounded in lived
classroom conditions (World Bank, 2021).

In summary, Nigeria’s pre-service teacher education system possesses formal quality assurance
mechanisms and articulated competency standards, yet alignment between policy intention and
classroom-level performance remains partial. Strengthening practicum rigor, teacher educator
development, and authentic assessment practices represents a critical reform pathway for
enhancing coherence between standards and outcomes. Quality assurance reform, however,
must operate in tandem with governance coordination and workforce alignment to achieve
systemic transformation.
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5.5 Sustainability and Transformative Education Integration in Pre-Service Teacher Education

The integration of sustainability and transformative education within PTE represents a critical
dimension of contemporary education reform, particularly in the context of global commitments
to Sustainable Development Goal 4.7 and the broader Education for Sustainable Development
(ESD) agenda (UNESCO, 2020). In Nigeria, while policy discourse increasingly references
sustainability-related priorities, the extent to which these principles are systematically
embedded within PTE structures, curricula, and institutional practices remains limited and
uneven.

At the policy level, national frameworks such as the Education for Renewed Hope Roadmap
2024-2027 acknowledge the importance of digital literacy, foundational learning, and inclusive
education within the broader modernization of Nigeria’s education system (Federal Ministry of
Education, 2024) . However, explicit articulation of sustainability competencies—such as systems
thinking, anticipatory skills, ethical reasoning, and global citizenship—remains relatively
underdeveloped within core teacher education policy instruments. References to environmental
education or civic responsibility appear in broader curriculum discourse, yet these are not
consistently translated into structured competency frameworks within pre-service preparation.
This suggests a partial alignment with global sustainability agendas, but insufficient
operationalization within teacher education systems (UNESCO, 2019; UNESCO, 2020).

Global normative frameworks provide a more comprehensive articulation of expectations.
UNESCQ’s Education for Sustainable Development: A Roadmap emphasizes whole-institution
approaches, integration of sustainability across curriculum and pedagogy, and the development
of transformative competencies that enable learners to address complex social, environmental,
and economic challenges (UNESCO, 2020). Similarly, the Guidelines for Reorienting Teacher
Education to Address Sustainability advocate embedding sustainability principles not only within
course content but also within institutional governance, community engagement, and reflective
practice (UNESCO, 2005). More recent recommendations developed by the ESD Promotion
Centre at Okayama University highlight the importance of interdisciplinary collaboration, teacher
educator competence in ESD, and alignment between practicum experiences and real-world
sustainability challenges (OU-EPC, 2025).

When assessed against these frameworks, Nigeria’s PTE system demonstrates emerging
awareness but limited systemic integration. Sustainability-related concepts are not yet
embedded as cross-cutting competencies within curriculum standards, nor are they consistently
reflected in practicum design or assessment frameworks. In many institutions, sustainability is
treated as an implicit or peripheral theme rather than as a core organizing principle of teacher
preparation. Consequently, student-teachers may graduate with limited exposure to pedagogical
approaches that foster critical thinking, problem-solving, and community engagement around
sustainability issues (UNESCO, 2020).
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Institutional culture further shapes the extent of integration. The whole-institution approach
advocated by global frameworks requires alignment across curriculum, campus operations,
governance structures, and community partnerships (UNESCO, 2005). However, few PTE
institutions in Nigeria have formal sustainability policies, dedicated ESD coordination units, or
institutional strategies that integrate environmental and social responsibility into operational
practices. This limits opportunities for experiential learning and reduces the visibility of
sustainability as a lived institutional value.

Teacher educator capacity represents another critical constraint. Effective integration of
sustainability requires educators who are themselves conversant with ESD principles,
transformative pedagogy, and interdisciplinary teaching approaches (UNESCO, 2020). Yet, as
noted in earlier sections, opportunities for structured professional development in these areas
remain uneven across institutions (TRCN, 2019; UNESCO, 2019). In the absence of deliberate
investment in teacher educator competence, sustainability integration stands the risk of
remaining rhetorical rather than pedagogically enacted.

The practicum dimension also reveals a missed opportunity. Global frameworks emphasize
community-based learning and real-world problem engagement as central to ESD (OU-EPC,
2025). In the Nigerian context, practicum experiences are rarely designed to incorporate
sustainability-oriented projects or community engagement initiatives. Instead, they tend to focus
on conventional classroom teaching performance. This limits the extent to which student-
teachers develop the capacity to connect curriculum content with local sustainability challenges
such as climate change, environmental degradation, or social inequality.

Despite these constraints, the Nigerian PTE system possesses latent potential for sustainability
integration. The growing emphasis on digital transformation, learner-centered pedagogy, and
innovation - reflected in national initiatives such as the 4-in-1 pedagogical model, STEP, and
STRIDE - provides entry points for embedding transformative competencies (British Council,
2021; Federal Ministry of Education, 2024). These initiatives align conceptually with ESD
principles, particularly in promoting active learning, collaboration, and adaptive teaching.
However, their potential contribution to sustainability education will depend on deliberate
alignment with ESD frameworks and institutionalization within curriculum and practicum
structures.

Analytically, sustainability integration within Nigeria’s PTE system can be characterized as
conceptually acknowledged but structurally underdeveloped. Policy signals indicate recognition
of emerging global priorities, yet translation into coherent curriculum design, institutional
practice, and competency assessment remains incomplete. This gap reflects a broader challenge
of moving from policy awareness to systemic implementation (UNESCO, 2020).

Strengthening this dimension requires a shift from additive approaches - where sustainability is
introduced as a discrete topic - to integrative approaches that embed sustainability across all
aspects of teacher education. This includes aligning curriculum standards with ESD competencies,
equipping teacher educators with transformative pedagogical skills, redesigning practicum
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experiences to include community engagement, and adopting whole-institution sustainability
frameworks (UNESCO, 2005; UNESCO, 2020). Such reforms would position PTE as a driver of
societal transformation rather than merely a preparatory stage for classroom instruction.

In conclusion, while Nigeria’s PTE system demonstrates increasing alignment with global
education reform discourse, sustainability and transformative education remain areas of partial
integration. Addressing this gap is essential not only for aligning with international frameworks
but also for preparing teachers capable of responding to the complex and interconnected
challenges facing Nigerian society. The extent to which sustainability becomes embedded within
PTE will significantly influence the system’s overall transformation-readiness.

5.6 Inclusion, Equity, and Transformative Pedagogy in Pre-Service Teacher Education

Inclusion and equity are central to the effectiveness and legitimacy of PTE systems, particularly
in contexts characterized by demographic diversity, regional disparities, and socio-economic
inequality. In Nigeria, these dimensions intersect with pedagogical practice, shaping both access
to teacher education and the capacity of future teachers to respond to diverse learner needs.
The extent to which PTE integrates inclusive principles and transformative pedagogy therefore
constitutes a critical indicator of system readiness for equitable education delivery (UNESCO,
2019; UNESCO, 2020).

From a structural perspective, access to PTE institutions reflects broader national inequalities. As
noted earlier, enrollment distribution varies significantly across geopolitical zones, with lower
participation rates in regions affected by insecurity, infrastructure deficits, and socio-economic
constraints (UBEC, 2022; World Bank, 2021). These disparities influence the geographic
distribution of qualified teachers and contribute to persistent inequities in learning opportunities
across the country. Gender disparities further compound this challenge, particularly in parts of
northern Nigeria where socio-cultural factors limit female participation in teacher education
(UNESCO, 2019). The resulting imbalance affects not only workforce composition but also the
availability of gender-responsive teaching in schools.

Policy frameworks at national level recognize the importance of inclusive education. The National
Policy on Education and subsequent reform initiatives emphasize access, equity, and the need to
address the educational needs of marginalized groups (Federal Ministry of Education, 2013).
However, the translation of these policy commitments into pre-service training structures
remains uneven. While inclusive education is referenced within curriculum frameworks, it is not
consistently operationalized through structured modules, practicum requirements, or
assessment criteria that ensure all graduating teachers possess practical competencies for
teaching diverse learners.

Global frameworks provide clearer benchmarks for inclusive and transformative teacher
preparation. UNESCO’s Education for Sustainable Development: A Roadmap and Global
Citizenship Education (GCED) frameworks emphasize the development of socio-emotional
competencies, intercultural understanding, ethical reasoning, and learner-centered pedagogies
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that empower students as active participants in society (UNESCO, 2019; UNESCO, 2020). These
frameworks position teachers not only as knowledge transmitters but as facilitators of inclusive,
participatory, and justice-oriented learning environments.

When assessed against these expectations, Nigeria’s PTE system demonstrates partial alignment
but limited pedagogical depth. Curriculum structures often prioritize subject content and general
pedagogical theory, while practical training in inclusive education - such as differentiated
instruction, special needs education, multilingual classrooms, and culturally responsive pedagogy
- remains insufficiently emphasized (UNESCO, 2019). Consequently, many student-teachers enter
the profession with limited preparedness to address the diverse learning needs present in
Nigerian classrooms.

Transformative pedagogy, which underpins both ESD and GCED, remains similarly
underdeveloped. Although recent reforms emphasize learner-centered approaches and active
learning strategies, these are not consistently modeled within teacher education institutions
themselves. Teacher educators may lack sustained exposure to innovative pedagogical practices,
and institutional cultures may continue to reflect traditional lecture-based instruction (TRCN,
2019). This creates a disconnection between policy aspirations and classroom realities, where
student-teachers are expected to implement pedagogical approaches they have not fully
experienced during their training.

The practicum offers a critical opportunity for bridging this gap, yet its current structure limits its
transformative potential. As previously noted, practicum experiences are often constrained by
logistical challenges, inconsistent supervision, and limited integration of inclusive or community-
based learning objectives (UBEC, 2022; World Bank, 2021). Without explicit emphasis on inclusive
teaching strategies, student-teachers may focus primarily on content delivery rather than learner
engagement, participation, and differentiation.

Despite these challenges, emerging national initiatives provide opportunities for strengthening
inclusion and transformative pedagogy. Digital learning programmes, foundational literacy and
numeracy strategies, and pedagogical innovation models such as the 4-in-1 approach emphasize
active learning and learner engagement within Nigerian classrooms (Federal Ministry of
Education, 2024). These initiatives align conceptually with inclusive and transformative education
principles, yet their integration into PTE curricula and practicum systems remains uneven.
Strategic alignment could enhance their impact by embedding inclusive competencies and
participatory pedagogies within teacher preparation frameworks.

Analytically, inclusion and transformative pedagogy in Nigeria’s PTE system can be characterized
as normatively endorsed but operationally constrained. Policy commitments to equity and
inclusion are evident, yet their translation into structured training, assessment, and institutional
practice remains partial. This reflects a broader pattern across the system, where policy intent is
not consistently matched by implementation mechanisms (UNESCO, 2019).
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Strengthening this dimension requires a deliberate shift toward embedding inclusion as a core
competency rather than a peripheral consideration. This includes integrating inclusive education
modules across all programmes, equipping teacher educators with practical expertise in
differentiated instruction and learner-centered pedagogy, redesigning practicum experiences to
emphasize inclusive classroom practice, and incorporating socio-emotional and intercultural
competencies into assessment frameworks. Additionally, addressing structural access barriers -
particularly regional and gender disparities - will be essential for ensuring that the teacher
workforce reflects the diversity of the learners it serves.

In conclusion, inclusion and transformative pedagogy remain critical yet underdeveloped
components of Nigeria’s PTE system. Advancing this dimension is essential for achieving
equitable education outcomes and aligning with global commitments under SDG 4.7. The extent
to which PTE can prepare teachers to navigate diversity, promote participation, and foster
inclusive learning environments will significantly influence the broader effectiveness and
legitimacy of Nigeria’s education system.

5.7 Financing and Resource Sustainability in Pre-Service Teacher Education

Financing constitutes a foundational determinant of policy coherence and transformation-
readiness within Nigeria’s PTE system. While policy frameworks articulate ambitious reform
priorities - ranging from competency-based education and digital transformation to sustainability
integration and inclusive pedagogy - the extent to which these priorities can be operationalized
is directly conditioned by the availability, allocation, and sustainability of financial resources. An
analysis of financing patterns reveals systemic constraints that both reflect and reinforce broader
structural challenges identified across governance, quality assurance, and curriculum
implementation (World Bank, 2021; UNESCO, 2019).

At the national level, funding for PTE institutions is derived primarily from a combination of
federal allocations, subnational government budgets, and, in some cases, internally generated
revenue. Colleges of Education, particularly those under state ownership, are heavily dependent
on state government financing, which varies significantly in reliability and adequacy. This
variability introduces uneven institutional capacity across regions, affecting infrastructure
development, staffing stability, and programme delivery (World Bank, 2021). University-based
Faculties of Education similarly rely on federal and institutional funding streams, yet allocations
often prioritize broader university operations, with teacher education not always receiving
proportionate investment relative to its strategic importance within the education system
(Federal Ministry of Education, 2024).

One of the most significant financing challenges relates to the underfunding of core quality
assurance components, particularly practicum systems. Effective teaching practice requires
sustained investment in supervision logistics, mentor teacher incentives, transportation, and
coordination mechanisms between PTE institutions and placement schools. However, available
evidence suggests that practicum funding remains insufficient and inconsistently allocated,
leading to reduced supervision intensity and variability in student-teacher support. This
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underinvestment directly undermines competency alignment and contributes to disparities in
graduate readiness across institutions (UBEC, 2022; Guardian Nigeria, 2023).

Infrastructure and digital readiness further illustrate the financing gap. National reform priorities
emphasize digital transformation as a central pillar of education modernization, yet many PTE
institutions continue to operate with limited access to reliable electricity, inadequate ICT
infrastructure, and constrained digital learning platforms. These deficits restrict the adoption of
blended learning models, simulation-based teacher training, and technology-enhanced
practicum supervision. Evidence from national education sector analyses indicates that
infrastructure and digital capacity gaps remain a major barrier to modernization across Nigerian
education institutions (World Bank, 2021; Federal Ministry of Education, 2024).The mismatch
between policy ambition and resource availability highlights a structural misalignment that
constrains implementation fidelity.

Financing constraints also affect teacher educator professional development, a critical lever for
system transformation. Opportunities for continuous professional development, participation in
research networks, and engagement with global best practices are often limited by resource
availability. In the absence of sustained investment, teacher educators may lack exposure to
emerging pedagogical approaches, including transformative education, inclusive pedagogy, and
Education for Sustainable Development (UNESCO, 2020; TRCN, 2019). This, in turn, affects the
quality and relevance of curriculum delivery within PTE programmes.

A further dimension of concern relates to the sustainability of reform initiatives. Many innovation
programmes and capacity-building interventions within Nigeria’s education sector are supported
by development partners and donor-funded projects. While such partnerships provide valuable
technical and financial support, reliance on external funding introduces risks related to
continuity, scalability, and national ownership (British Council, 2021; World Bank, 2021). Without
mechanisms to institutionalize and domesticate these initiatives within national financing
frameworks, their long-term impact may remain limited.

From a policy coherence perspective, financing challenges can be understood across three
interrelated dimensions: sufficiency, coordination, and sustainability. Financial sufficiency
remains constrained, with existing allocations insufficient to fully support infrastructure
development, practicum systems, and professional development needs. Financial coordination is
limited, as funding flows across federal, state, and institutional levels are not always aligned with
shared reform priorities or coordinated through a unified strategic framework (UNESCO, 2019).
Financial sustainability is further challenged by dependence on variable subnational budgets and
external funding sources, which affect the continuity of reform efforts.

Despite these constraints, there are emerging opportunities for strengthening financing
frameworks. National policy discourse increasingly recognizes the need for dedicated investment
in teacher education, including proposals for mechanisms such as a Teacher Education
Development Fund aimed at strengthening teacher preparation capacity (Federal Ministry of
Education, 2024). Such mechanisms could provide targeted financing for priority areas, including
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practicum strengthening, digital infrastructure, teacher educator development, and research
innovation. In addition, enhanced engagement with private sector actors and development
partners could support resource mobilization, provided such partnerships are aligned with
national priorities and embedded within sustainable financing strategies.

Analytically, financing within Nigeria’s PTE system can be characterized as structurally insufficient
and unevenly coordinated, with significant implications for reform implementation. The gap
between policy ambition and financial capacity represents a critical constraint on transformation-
readiness. Addressing this gap requires not only increased investment but also improved
alignment between financing mechanisms and reform priorities. Without such alignment, efforts
to enhance governance coherence, quality assurance, sustainability integration, and inclusion are
likely to remain partially realized.

In conclusion, financing is not merely an enabling condition but a central component of policy
coherence within PTE. Strengthening financial sufficiency, coordination, and sustainability is
essential for translating policy intent into effective institutional practice. As such, financing
reform must be positioned as an integral element of broader system transformation, rather than
as a peripheral consideration.

5.8 Integrated Policy Coherence Synthesis

The preceding thematic analysis reveals a PTE system characterized by strong policy intent but
uneven structural alignment across multiple dimensions. This section synthesizes findings across
governance, quality assurance, sustainability integration, inclusion, and financing to assess the
overall coherence and transformation-readiness of Nigeria’s PTE policy architecture. In doing so,
it directly addresses the central research question concerning the extent to which Nigeria’s PTE
system is aligned with national priorities, continental frameworks, and global sustainability
agendas.

Across all thematic domains, a consistent pattern emerges: Nigeria’s PTE system demonstrates
normative convergence but operational fragmentation. At the level of policy articulation,
national frameworks reflect substantial alignment with continental priorities under the African
Union Continental Education Strategy for Africa (CESA 2026 - 2035) and global expectations
articulated by UNESCO (African Union, 2023; UNESCO, 2019). Core reform themes - including
teacher professionalism, competency-based education, digital transformation, inclusion, and
emerging sustainability priorities - are present across policy instruments. This indicates that
Nigeria has developed a conceptually coherent policy ecosystem that is broadly consistent with
international standards.

However, this normative alignment is not matched by equivalent levels of implementation
coherence. Governance analysis reveals fragmented regulatory mandates and limited inter-
agency coordination, resulting in parallel rather than integrated reform processes. Quality
assurance systems are structurally established but remain predominantly compliance-oriented,
with insufficient emphasis on measuring graduate competence and classroom-level
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performance. Sustainability integration is conceptually acknowledged but lacks systematic
embedding within curriculum frameworks, institutional practices, and practicum design
(UNESCO, 2020). Inclusion and transformative pedagogy are similarly endorsed at policy level but
remain unevenly operationalized in teacher preparation processes (UNESCO, 2019).

The incorporation of financing analysis further deepens this diagnosis. Financial constraints
introduce an additional layer of structural fragmentation, reinforcing gaps identified across other
thematic areas. Insufficient and unevenly coordinated funding affects practicum quality,
infrastructure development, teacher educator capacity, and the implementation of sustainability
and inclusion initiatives. The variability of subnational funding and reliance on external donor
support limit both the consistency and sustainability of reform efforts (World Bank, 2021). In this
respect, financing is not merely a supporting factor but a cross-cutting determinant of policy
coherence, shaping the extent to which reform priorities can be translated into practice.

Collectively, these findings point to a systemic condition that can be described as vertical
alignment without horizontal integration, compounded by resource-constrained implementation
capacity. Federal-level policy frameworks articulate clear reform intentions and align with
international agendas; however, coordination across regulatory bodies, institutions, and
subnational actors remains insufficiently institutionalized. At the same time, financial limitations
constrain the ability of institutions to operationalize reforms consistently, resulting in uneven
implementation across regions and institutional types.

A second cross-cutting pattern concerns the persistent gap between input regulation and
outcome measurement. Accreditation and policy frameworks emphasize compliance with
prescribed standards, yet mechanisms for assessing graduate competence, teaching
effectiveness, and learner outcomes remain limited. Financing constraints further exacerbate
this gap by restricting investment in monitoring systems, digital tracking tools, and performance-
based evaluation frameworks. As a result, coherence is assessed primarily at the level of policy
design rather than educational outcomes.

A third systemic observation relates to the partial integration of transformative education
principles. While elements of learner-centered pedagogy, digital innovation, and competency-
based education are present, deeper dimensions of transformation - such as sustainability
integration, systems thinking, socio-emotional learning, and community engagement - are not
yet embedded as organizing principles of teacher education (UNESCO, 2020). This limitation is
reinforced by both governance fragmentation and financing constraints, which together inhibit
the institutionalization of transformative practices.

The interaction between structural conditions, workforce realities, and financing further
complicates coherence. Teacher shortages, uneven deployment, and professional status
challenges create external pressures that influence how PTE reforms are implemented. Without
alignment between teacher preparation, workforce planning, professional development
systems, and financing mechanisms, even well-designed reforms risk limited effectiveness. This
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underscores the need to conceptualize PTE as part of a broader teacher policy ecosystem rather
than as an isolated subsystem.

In synthesis, Nigeria’s PTE system can be characterized as partially coherent and moderately
transformation-ready, with coherence constrained by governance fragmentation, uneven quality
assurance implementation, limited sustainability integration, incomplete operationalization of
inclusion, and insufficiently aligned financing systems. The system possesses key enabling
elements, including policy alignment with global frameworks, established regulatory institutions,
and emerging innovation initiatives. However, these elements are not yet sufficiently integrated
to produce consistent and scalable transformation.

Advancing coherence therefore requires a shift from policy alignment to system integration
supported by sustainable financing mechanisms. This entails strengthening coordination across
regulatory bodies, aligning competency frameworks with practicum and assessment systems,
embedding sustainability and inclusion across all dimensions of teacher education, and ensuring
that financing structures are aligned with reform priorities and capable of sustaining long-term
implementation. Importantly, coherence should be understood not as uniformity, but as the
strategic alignment of diverse system components toward shared objectives, supported by
adequate and well-coordinated resources.

This synthesis provides the conceptual bridge to the reform pathways outlined in the subsequent
section. Transitioning from partial coherence to systemic transformation will require
coordinated, adequately financed, and institutionally embedded reforms that integrate
governance, quality assurance, sustainability, inclusion, and innovation within a unified strategic
framework.

6. Reform Pathways for Transforming Pre-Service Teacher Education in Nigeria

Nigeria’s PTE system demonstrates strong normative alignment with national, continental, and
global reform priorities, yet remains constrained by structural fragmentation and uneven
implementation capacity. Addressing these challenges requires a shift from isolated
interventions toward coordinated, system-wide reform pathways that align governance, quality
assurance, sustainability integration, inclusion, and financing within a unified strategic
framework. The pathways outlined below are derived from the five thematic pillars of analysis
and reflect priorities articulated within the African Union Continental Education Strategy for
Africa (CESA 2026 - 2035), as well as global frameworks advanced by UNESCO and the ESD
Promotion Centre at Okayama University (African Union, 2023; UNESCO, 2020; OU-EPC, 2025).

A first reform pathway focuses on strengthening governance and regulatory coherence. The
existing multi-agency architecture should be reinforced through the institutionalization of a
national coordination mechanism that aligns the mandates of the Federal Ministry of Education,
the National Commission for Colleges of Education, the National Universities Commission, and
the Teachers Registration Council of Nigeria. Such coordination would facilitate harmonization of
accreditation standards, alignment of curriculum frameworks across institutional types, and
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integration of pre-service preparation with professional licensing requirements (UNESCO, 2019).
Establishing a unified national practicum policy within this framework would further standardize
supervision models, mentor preparation, and assessment practices across institutions and
regions.

A second pathway addresses quality assurance and competency alignment by transitioning from
compliance-based regulation toward performance-informed quality enhancement. Accreditation
systems should incorporate outcome-based indicators that capture graduate competence and
classroom effectiveness, supported by standardized practicum assessment frameworks aligned
with national professional standards (TRCN, 2019). Strengthening supervision systems,
integrating digital tools for monitoring teaching practice, and establishing feedback loops
between graduate performance and curriculum revision will enhance alighnment between policy
expectations and classroom realities (UNESCO, 2019).

A third pathway emphasizes the systematic integration of sustainability and transformative
education within PTE. Reform efforts should move beyond treating sustainability as a discrete
subject area toward embedding Education for Sustainable Development and Global Citizenship
Education competencies across curriculum design, pedagogy, and institutional practice. This
includes integrating systems thinking, critical reflection, and community engagement into
teacher preparation programmes, as well as adopting whole-institution approaches that align
governance, campus operations, and learning environments with sustainability principles
(UNESCO, 2005; UNESCO, 2020). Such integration will position teacher education institutions as
catalysts for broader societal transformation.

A fourth pathway focuses on advancing inclusion, equity, and transformative pedagogy. Pre-
service programmes should be strengthened to ensure that all graduating teachers possess
practical competencies for addressing diverse learner needs, including those related to gender,
disability, language, and socio-cultural diversity. This requires embedding inclusive education
principles within curriculum and practicum structures, equipping teacher educators with
expertise in differentiated instruction and learner-centered pedagogy, and redesigning teaching
practice experiences to emphasize participatory and context-responsive approaches (UNESCO,
2019). Addressing regional disparities in access to teacher education and strengthening gender-
responsive recruitment strategies will further support equitable workforce development.

A fifth and foundational pathway focuses on financing and resource sustainability. Achieving
coherence across all reform areas depends on the availability, coordination, and sustainability of
financial resources. Reform efforts should prioritize the establishment of dedicated financing
mechanisms for teacher education, such as a Teacher Education Development Fund, to support
infrastructure development, practicum systems, teacher educator professional development,
and research innovation (World Bank, 2021). Strengthening alignment between federal, state,
and institutional funding streams is essential for reducing variability and ensuring consistent
implementation. In addition, partnerships with development agencies and the private sector
should be structured to support long-term capacity building while reinforcing national ownership
and sustainability.
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Beyond these thematic pathways, a cross-cutting priority lies in aligning PTE with workforce
planning and professional development systems. Data-driven approaches to teacher supply and
demand should inform enrolment, specialization, and deployment strategies, while structured
induction and mentoring systems should support the transition from pre-service preparation to
professional practice (UBEC, 2022). Strengthening these linkages will enhance coherence across
the teacher development continuum and improve long-term system performance.

In synthesis, these reform pathways reflect the need for integrated, adequately financed, and
institutionally embedded strategies that move beyond fragmented interventions. Their
successful implementation will depend on sustained political commitment, inter-agency
collaboration, and the establishment of coordination mechanisms that align policy intent with
operational practice. By pursuing these pathways, Nigeria can strengthen the coherence,
relevance, and sustainability of its PTE system and position it to contribute effectively to national
development goals and international education commitments.

7. Lessons Learned

The analysis of Nigeria’s PTE reform trajectory yields a set of interconnected lessons that extend
beyond national boundaries and contribute to broader African and global discourse on teacher
education transformation. These lessons emerge from the five thematic pillars examined in this
study and illuminate both systemic strengths and structural constraints shaping reform
implementation.

A first lesson concerns the distinction between policy articulation and policy integration. Nigeria
demonstrates substantial normative alignment with continental and global frameworks,
particularly in relation to teacher professionalism, competency-based education, and digital
transformation. However, policy coherence requires more than aligned documentation; it
demands institutionalized coordination mechanisms that translate shared objectives into
integrated implementation practices (UNESCO, 2019; African Union, 2023). The experience
suggests that vertical policy alignment at national level must be complemented by horizontal
integration across regulatory bodies, institutions, and financing mechanisms to achieve
meaningful transformation.

A second lesson highlights the centrality of practicum quality within teacher education reform.
Across governance and quality assurance domains, the practicum consistently emerges as the
most critical yet structurally vulnerable component of the PTE system. Even where curriculum
frameworks are modernized, insufficient supervision, inconsistent mentor preparation, and
limited funding undermine competency alignment. Strengthening practicum systems offers one
of the highest-leverage opportunities for improving graduate readiness and enhancing overall
policy coherence (UNESCO, 2019).

A third lesson relates to the role of teacher educators as reform multipliers. Institutional

transformation depends significantly on the professional capacity of those responsible for
delivering and modeling pedagogical innovation. Without sustained investment in teacher
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educator development—particularly in areas such as sustainability education, inclusive
pedagogy, and digital competence—curriculum reforms risk superficial implementation
(UNESCO, 2020). The Nigerian case underscores that teacher educator professionalization is not
ancillary but foundational to systemic change.

A fourth lesson underscores the importance of embedding sustainability and transformative
education as structural, rather than additive, components of teacher preparation. While
sustainability discourse is increasingly present within policy frameworks, integration remains
partial. Transformative education principles must permeate curriculum design, institutional
culture, practicum experiences, and assessment systems to generate meaningful impact. The
Nigerian experience illustrates the risks of treating sustainability as a thematic inclusion rather
than as an organizing principle of reform (UNESCO, 2005; UNESCO, 2020).

A fifth lesson concerns the decisive influence of financing on reform coherence. Financial
sufficiency, coordination, and sustainability shape the feasibility and durability of policy
implementation. Variability in subnational funding, limited investment in practicum systems, and
dependence on donor-supported initiatives constrain the translation of policy ambition into
institutional practice (World Bank, 2021). The case demonstrates that financing is not merely an
enabling factor but a structural determinant of coherence, affecting governance integration,
quality assurance, sustainability embedding, and inclusion implementation.

Finally, a cross-cutting lesson emerges regarding the interconnectedness of teacher education
and workforce ecosystems. Pre-service reform cannot be isolated from teacher deployment
policies, induction systems, professional development structures, and broader labor market
conditions. Aligning preparation with workforce planning enhances system coherence and
strengthens the long-term sustainability of reform outcomes (UBEC, 2022).

Collectively, these lessons suggest that effective teacher education reform requires coordinated,
adequately financed, and system-wide strategies rather than isolated policy interventions.
Nigeria’s experience illustrates both the promise and the complexity of pursuing transformation
within a large and diverse education system. The insights generated through this case contribute
to ongoing discourse within Africa and beyond on how to strengthen teacher preparation in
alignment with continental commitments and global sustainability agendas.

8. Implications for Other African Countries

Nigeria’s experience in PTE reform offers a set of contextually grounded yet broadly transferable
insights for African countries seeking to strengthen teacher preparation systems in alignment
with Sustainable Development Goal 4, the Education for Sustainable Development (ESD) agenda,
and continental commitments under the African Union Continental Education Strategy for Africa
(CESA 2026-2035) (African Union, 2023; UNESCO, 2020). While national contexts differ in scale,
governance structures, and resource availability, the structural patterns observed in Nigeria
reflect common challenges across sub-Saharan Africa, particularly in relation to policy coherence,
quality assurance, sustainability integration, inclusion, and financing.
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A first implication relates to the need for strengthened governance and regulatory coherence.
Nigeria’s experience demonstrates that fragmented oversight across multiple agencies can
undermine reform effectiveness, even where policy frameworks are well developed. African
countries facing similar institutional arrangements may benefit from establishing national
coordination mechanisms that harmonize standards, align accreditation processes, and integrate
teacher preparation with professional licensing systems. Coherent governance structures
enhance policy consistency and improve implementation fidelity across institutional types and
regions (UNESCO, 2019).

A second implication concerns the central role of quality assurance systems in determining
teacher competence. The Nigerian case highlights the limitations of compliance-based
accreditation models that prioritize input indicators over performance outcomes. African
countries may consider strengthening quality assurance frameworks by incorporating outcome-
based measures, particularly those related to practicum performance and classroom
effectiveness. Standardized practicum frameworks, strengthened supervision systems, and
alignment between competency standards and assessment practices can significantly enhance
the quality and relevance of teacher preparation (UNESCO, 2019).

A third implication underscores the importance of embedding sustainability and transformative
education within PTE systems. Despite growing policy recognition, the integration of ESD and
Global Citizenship Education remains uneven across many African countries. Nigeria’s experience
illustrates the need to move from conceptual acknowledgment to systemic integration, ensuring
that sustainability competencies are embedded across curriculum, pedagogy, and institutional
culture. Adopting whole-institution approaches and aligning teacher education with community-
based learning can strengthen the role of teachers as agents of social and environmental
transformation (UNESCO, 2005; UNESCO, 2020).

A fourth implication highlights the importance of inclusion, equity, and transformative pedagogy
as core components of teacher preparation. Regional disparities, gender imbalances, and limited
preparation for diverse learning contexts are common across the continent. Nigeria’s experience
suggests that inclusive education must be operationalized through structured curriculum design,
practicum requirements, and teacher educator capacity development. Strengthening
competencies in differentiated instruction, culturally responsive pedagogy, and socio-emotional
learning can enhance the capacity of teachers to support diverse learners and promote equitable
education outcomes (UNESCO, 2019).

A fifth implication concerns the critical role of financing and resource sustainability in shaping
reform feasibility. Nigeria’s experience demonstrates that even well-articulated policy
frameworks may vyield limited impact in the absence of adequate and coordinated financing.
African countries may therefore consider developing dedicated financing mechanisms for
teacher education, strengthening alignment between national and subnational funding
structures, and ensuring that donor-supported initiatives are institutionalized within sustainable
national frameworks. Financing should be treated not merely as an enabling factor but as a
structural component of policy coherence (World Bank, 2021).
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Beyond these thematic implications, a broader lesson emerges regarding the importance of
aligning PTE with the wider teacher policy ecosystem. Effective reform requires coherence across
teacher preparation, deployment, induction, and professional development systems. African
countries may benefit from adopting integrated, data-informed approaches that link teacher
education outputs to workforce planning and long-term professional support structures (UBEC,
2022; UNESCO, 2019).

In synthesis, Nigeria’s PTE reform trajectory illustrates both the opportunities and challenges
associated with large-scale education transformation in resource-constrained contexts. The case
reinforces the importance of coordinated, system-wide approaches that integrate governance,
quality assurance, sustainability, inclusion, and financing within a unified reform framework.
While contextual adaptation is essential, the underlying principles of coherence, alignment, and
sustainability provide a relevant foundation for advancing teacher education reform across the
African continent.

9. Conclusion

This case study has examined the coherence, alignment, and transformation-readiness of
Nigeria’s PTE system within the context of national reform priorities, continental commitments,
and global sustainability frameworks. The analysis reveals a system characterized by strong
normative alignment with international standards, yet constrained by structural fragmentation
across governance, quality assurance, sustainability integration, inclusion, and financing. This
pattern of normative convergence and operational misalignment underscores the central
challenge facing PTE reform in Nigeria: the need to move from policy articulation to system
integration.

The findings demonstrate that achieving coherence requires more than the presence of aligned
policy frameworks; it depends on the establishment of coordinated implementation
architectures supported by sustainable financing mechanisms. Governance harmonization,
performance-oriented quality assurance, embedded sustainability and inclusion competencies,
and strengthened practicum systems must be pursued as interdependent components of a
unified reform strategy. Financing, in particular, emerges as a cross-cutting determinant that
shapes the feasibility, consistency, and sustainability of reform efforts.

Nigeria’s experience illustrates both the complexity and the possibility of transforming teacher
education systems within large and diverse contexts. While significant challenges remain, the
presence of policy alignment, institutional capacity, and emerging innovation initiatives provides
a strong foundation for reform. Advancing from partial coherence to systemic transformation will
require sustained political commitment, strategic coordination, and adequately resourced
implementation. The insights generated through this study contribute to ongoing efforts across
Africa to strengthen teacher education as a cornerstone of sustainable and equitable
development.
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