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Executive Summary
This report synthesizes available evidence on the policies and practices of 40 1 sub-Saharan African
(SSA) partner countries of the Global Partnership for Education (GPE) with respect to teacher training
and support during the COVID-19 pandemic. The synthesis was conducted using rapid scoping
reviews, evidence mapping, and the team’s expert knowledge of health and education issues in Africa.
In addition to examining country responses to teacher training and support, this report identifies
challenges countries encountered in meeting the needs of teachers during the COVID-19 period, and
emerging areas of research focus. A series of recommendations are presented in the final section.

Educational Responses on Teacher Training and Support during COVID-19
The review of policy and practice responses revealed that GPE partner countries centred their teacher
training and teacher support on six areas: (i) development and use of distance learning solutions
(DLS), (ii) support to school children affected by gender-based violence (GBV) and mental health
problems, (iii) supporting vulnerable children, (iv) school reopening preparations, (v) teachers’ overall
wellbeing, and (vi) teachers’ motivation and incentives.
The teacher training encompassed the development and use of distance learning solutions and
pedagogical strategies to ensure continuity of learning and deliver catch-up lessons to mitigate
learning loss. DLS tools and platforms included Internet-based platforms and applications as well as
radio and television. DLS training also included the creation of teaching materials for learners with
special needs, such as large print resources for the visually impaired. All 40 GPE partner countries in
Africa provided at least one type of training in using DSL tools and approaches. Of these, 21 countries
provided training on the development of lesson plans, teaching plans and guides and instructional
models through DLS. Eleven countries trained teachers to use these tools to remotely monitor
learning and administer adapted learning when schools reopened. Based on a country’s capacity to
finance professional development activities, the proportion of teachers trained varied. For instance,
more than half of all teachers were trained in Lesotho, Rwanda, and Malawi, while less than 2% were
trained in the Democratic Republic of Congo (DRC). In at least five GPE countries, private sector
partners worked with government to provide teachers with free or subsidized access to the Internet.
The prolonged school closures due to COVID-19 exposed school children, especially girls, to both
physical and psychological violence. Teachers therefore needed training on mitigation strategies and
ways to support children exposed to the abuse. Ten of the 40 GPE countries offered teacher training
on how to identify and mitigate GBV and refer victims to support services. Teachers also received
training on support to vulnerable children – Including those with disabilities, displaced school children,
and those from poor and/or remote backgrounds. Fourteen GPE partner countries trained teachers
to support such vulnerable learners, including through the use of interpretive signing, closed
captioning, large print documents, and other audio or visual adaptations. Despite the trainings, gaps
remain: 41% of teachers in SSA lack the personal assistants needed to support learners with
disabilities.
Training to support preparations for school reopening focused on two main areas: pedagogical
preparedness measures, such as adapting teaching strategies to help students catch up, and health
and sanitation measures to prevent school-based infection. Eleven GPE partner countries report
having trained their teachers on measures to cope with learning loss, which include pedagogical
strategies such as Teaching at the Right Level and catch-up teaching. Other aspects of training
included how to identify and categorize learners into sub-groups depending on their learning needs,
teaching literacy and numeracy skills, and using formative assessment to support learning. Prior to
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reopening, teachers were also supported and trained on recommended WASH (water, sanitation and
hygiene) guidelines, largely through radio, television and Internet, to prevent school-based infections.
Twenty-three GPE partner countries in Africa reported an emphasis on WASH responses as schools
prepared to reopen. Sanitation and hygiene training in these countries was accompanied by other
WASH measures, including intensive disinfection of schools and the provision of personal protective
equipment (PPE).
In addition to training, teachers received a range of support to protect their health and wellbeing, and
to motivate them during these difficult times. Thirty-nine out of 40 countries prioritized teachers as
frontline workers for protective measures including vaccination and provision of PPE. Teachers were
also protected by measures that reinforced social distancing, or provided on-site care for pupils and
teachers, to limit their exposure to illness. Some countries also offered psychosocial support to
teachers and pursued a range of measures to address the stress and burnout associated with their
increased workload. Some 18 countries provided some form of incentive to offset teachers’ job losses
or increase their motivation. These incentives ranged from salary guarantees and other financial
incentives, to the provision of airtime credits or Internet bundles to support them in offering distance
education.

Challenges to Enhancing Teacher Training and Support
GPE partner countries have faced numerous challenges in trying to improve teaching effectiveness
during the COVID-19 period. Teachers faced the loss of employment and salaries during school
closures, with female teachers disproportionately affected due to their dual role as professionals and
primary caregivers in their households. Those in the private sector, meanwhile, were largely deprived
of professional development opportunities during school closures. Almost all countries lacked
adequate financial resources to support teacher training, which meant relatively low proportions of
teachers were trained in skills essential to supporting distance learning solutions. Though DLS were
essential to sustaining learning continuity during COVID-19, they also widened existing disparities.
Online training suffered from Internet connectivity problems common in many SSA countries. The lack
of infrastructure to support distance learning was most keenly felt by those in rural and remote areas,
while many teachers struggled to adapt DLS tools and approaches to meet the needs of students with
special needs. Teachers displaced by conflict likewise faced challenges accessing tools for remote
training and teaching that required connectivity.

Emerging Evidence
Emerging evidence on teacher training during the pandemic response relates to three main areas:
the lack of teacher preparedness for distance education; the challenges to teachers’ social and
economic wellbeing during COVID-19; and best practices in supporting and monitoring learner
progress. Inadequate ICT (information, communication and technology) skills among teachers was
the major barrier to their access and use of distance learning solutions. This was common even in
countries with considerable connectivity and digital infrastructure. Research on teacher wellbeing
during the pandemic shows that many experienced salary cuts, delayed payments and even job
losses. This affected their wellbeing and ability to sustain quality teaching. In terms of supporting
learner progress, emerging evidence indicates that accelerated learning, focused on foundational
skills, along with enhanced teacher skills development, have positive impacts on children’s learning
in developing countries.

Recommendations
To better support teachers in facing the challenges presented by the pandemic, our recommendations
to GPE partner countries and development actors include the following:
1. Invest more resources in teacher training to enhance pandemic-coping mechanisms, reverse
learning losses, and build back better in education.
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2. Explore public-private partnerships with digital service providers to expand digital access and
facilitate DLS use in training and learning.
3. Explore the best ways to train teachers in assessing and providing feedback and guidance to
learners during emergencies, using DLS.
4. Prioritize strengthening teachers’ capacity, as frontline workers, to respond to the needs of
vulnerable school children within their communities.
5. Incentivize teachers by addressing the challenges that hinder their performance – providing
adequate teaching resources, PPE, and monetary incentives, and rewarding those who make
noteworthy efforts.
6. Institutionalize a system that enhances teachers’ wellbeing during emergencies – including
through psychosocial supports.

3
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Introduction

To ensure learning continuity during COVID-19, education systems in Global Partnership for
Education (GPE) partner countries in Africa provided teachers with training and support to help them
adjust to the emerging circumstances. Teachers’ presence within communities, and their institutional
base within an education system, made them easily accessible and suitable as frontline responders.
During COVID-19, teachers were among the earliest to reach communities through outreach
initiatives that targeted parents’ and learners’ overall wellbeing. This was done by creating community
awareness and helping provide psychosocial support (Mundy & Hares, 2020; Ngwacho, 2020).
When school closure mandates curtailed these efforts, the need for learning continuity required efforts
to ensure teachers were prepared to respond remotely. These closures exposed the gaps and dire
need for distance learning solutions (DLS) and related digital skills (GPE, 2020a-z; UNESCO, 2020a).
In light of this, countries made noteworthy efforts to ensure that schoolchildren continued learning
virtually during the school closure periods, and resumed onsite learning in conducive environments.
Their efforts to ensure learning continuity could not succeed without addressing the role and capacity
of teachers, and pre-existing teaching barriers. For instance, teachers in sub-Saharan African (SSA)
contend with large class sizes, non-participatory education reforms, limited material and financial
resources for schools, and inadequate resources for teacher professional development (TPD)
initiatives (Akyeampong, 2017; Milondzo & Gumbi, 2011; Barron, Cobo, Munoz-Najar & Ciarrusta,
2021). In fact, evidence shows that a limited emphasis on digital-aided learning in professional
development largely contributed to the DLS teaching skills gap witnessed during the pandemic, when
teachers most needed these ICT skills (UNESCO, 2020a; Teacher Task Force, 2020).
This synthesis focuses on teacher training and support domains provided during school closure and
reopening periods across the 40 GPE partner countries in sub-Saharan Africa. Our review of evidence
shows that this training and support focused on six inextricably linked themes (Government of Côte
d’Ivoire, 2020; Government of Chad, 2020; Government of Mali, 2020; Government of Mauritania,
2020; GPE, 2020d-m; GPE & Government of Guinea, 2020; GPE & Government of Madagascar,
2020; World Bank, 2020a). Of these six, four relate to teacher training, and another two relate to other
areas of teacher support.
Teacher training covered:
1. Development and use of distance learning tools and approaches. This included the
development of appropriate virtual lessons, lesson guides, teaching plans, and instructional
models. It also involved the use of distance learning tools, and catch-up learning.
2. Mitigation and response strategies for gender-based violence (GBV) and mental health
problems. Related training focused on how to identify school children exposed to violence and
make appropriate referrals.
3. Support to vulnerable school children. This area of training aimed to minimize the exclusion of
vulnerable children as education systems took measures to curb the spread and impact of
COVID-19. Training helped teachers to focus on learners with special needs, displaced school
children, and children from remote and low-income backgrounds.
4. Preparations for school reopening. This area of training aimed to enhance school readiness
for reopening after the long closures occasioned by the pandemic, and focused on both
general preparedness and water, sanitation and hygiene (WASH).
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Other areas of teacher support addressed:
1. Teachers’ overall wellbeing, with a view to minimizing their risk of infection, and
2. Motivation and incentives to ensure their emotional and financial needs are addressed.
This report is one of several outputs of the Knowledge and Innovation Exchange (KIX) COVID-19
Observatory, which aims to provide policymakers in GPE partner countries with actionable evidence
to inform their decisions. The Observatory collects, synthesizes, and mobilizes evidence about
COVID-19 responses in primary and secondary education systems in GPE partner countries, focusing
on both the operations of these systems and the wellbeing of children. Policies and practices related
to teacher support in GPE partner countries in Africa are tracked, and continue to be updated, using
a live spreadsheet. The Observatory also tracks emerging research on COVID-19 education
responses, including on interventions being tested and evaluated.
The authors of this report applied a systematic and exploratory approach to identify, gather, analyze,
and synthesize information on policies and practices from multiple sources. We utilized scoping
reviews to understand past and emerging policies, practices, and teacher support strategies used by
various countries to respond to COVID-19 education-related challenges. The report covers the period
from about the first quarter of 2020, when schools initially closed, to the end of July 2021, when most
education systems in GPE partner countries had begun returning to normalcy.
Sources of information included planning, policy and programming documents of:
•

Ministries of education in GPE partner countries;

•

Regional and global organizations, including the African Union, KIX regional hubs in Africa,
GPE, the International Development Research Centre (IDRC), United Nations Educational,
Scientific and Cultural Organization (UNESCO), UNICEF, United Nations High Commissioner
for Refugees (UNHCR), the World Bank, and the World Health Organization (WHO); and

•

Researchers and scholars such as those based in universities and research institutions.

5

2

Teacher Training during School Closure and
Reopening

In this section, we synthesize policy and practice responses on teacher training in the four inter-related
areas outlined above:
•

Development and use of distance learning tools and approaches

•

Mitigation and support strategies for GBV and mental health problems

•

Support to vulnerable school children

•

Preparations for school reopening

Highlights
•

All 40 GPE partner countries provided at least one training in DLS tools and
approaches during school closures, though not all teachers were reached. Proportions of
teachers trained ranged from a high of nine out of ten to less than one in ten.

•

10 of the 40 GPE countries offered training on GBV-related issues including
identification, mitigation, and referral mechanisms for learner victims.

•

14 GPE partner countries provided training to address the needs of vulnerable
learners, though this training reached fewer than one-third of teachers in most of these
countries.

•

To prepare for school reopening, 11 countries offered some form of training in
pedagogical approaches to help students close the “lost learning” gap, while 23
emphasized WASH responses.

2.1 Distance Learning Tools and Approaches
Following school closures, education stakeholders opted for alternative learning approaches to
enable the continuity of learning. Among the key initiatives adopted was the use of technology to
promote distance learning. As a result, there was a need to build teachers’ capacity in the use of
these tools and approaches. Governments and development partners (including GPE, the World
Bank, and others) supported initiatives aimed at equipping teachers with the knowledge and skills
needed to navigate distance learning approaches. At least one teacher training/capacity building
activity took place in each of the 40 GPE partner countries during school closures, though not all
teachers were reached. For example, all 40 countries reported having trained their teachers on the
use of varied distance learning solutions adopted for distance teaching, such as radio, TV,
smartphone apps (short message services and WhatsApp), and online platforms (YouTube, Google
Classrooms, Zoom etc.). Of these, eleven GPE countries trained their teachers on how to use these
tools to monitor distant learning during school closures, and to administer accelerated and/or remedial
learning upon school reopening (GPE, 2020a-za).
Twenty-one GPE countries also reported training their teachers in the development of distance
learning solutions. Capacity building in this area took place virtually. In addition to helping teachers
navigate various education technologies, such as Google Classroom, provided by the government or
other education funders, this training covered how to develop appropriate lessons, lesson guides,
teaching plans, instructional models and approaches that can be used remotely.

6

Training was administered by private institutions to some better-resourced schools (mostly private
schools), while government agencies trained teachers in state schools and some private schools
(Government of Kenya, 2020a; GPE, 2020n). In Burkina Faso and Central African Republic (CAR),
governments collaborated with development partners to train teachers in the use of DLS (GPE,
2020n,za; UNHCR, 2020a). In Cabo Verde, Cameroon, Comoros, Kenya, Senegal, Togo, and
Zimbabwe, ministries of education, supported by development partners and private ICT companies,
trained teachers to use digital learning solutions and to develop innovative materials that could be
streamed via platforms such as YouTube through devices such as tablets and smart televisions (GPE,
2020o-u).
Figure 1 shows the total number of primary and secondary school teachers trained in DLS in various
GPE partner countries in SSA.
Figure 1: Proportion (%) of teachers trained on the development and use of distance learning
tools and approaches by country, 20202
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Source: Authors’ computation from various government sources

2

Other countries that had high numbers of teachers trained on the development and use of distance learning tools and approaches were
Ethiopia (40,000), Guinea (14,501), Guinea Bissau (12,060), Nigeria (48,500), Sudan (33,000), and Zambia (7,000). These countries
were not included in Fig. 1 because in-country data on either total primary or secondary teachers, from which proportions are
calculated, was not easily accessible. See more details in Appendix 1.
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Figure 2: Numbers of teachers trained on the development and use of distance learning tools
and approaches by country3, 2020
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The high proportions of trained teachers observed for some countries like Lesotho (92.8%), Rwanda
(88.9%), Malawi (55.6%), and Central African Republic (42.5%) could be related to the overall low
number of primary and secondary school teachers in those countries (see Appendix 1 for the total
number of teachers by country). Most countries which had seemingly high numbers of teachers
trained, such as Ghana (40,000) and Kenya (150,000), had higher total numbers of teachers (see
Appendix 1), but a lower proportion of trained teachers. While total numbers of teachers are not
available for Ethiopia and Nigeria, their large overall population sizes would suggest that their
respective numbers of teachers trained – 40,000, and 48,500 – likewise represent only a small
proportion of teachers.
The high numbers and relatively higher proportion of teachers trained in Kenya (150,000), Rwanda
(96,000) and Malawi (54,504) could be due to previous budget allocations for planned and ongoing
teacher professional development, including training in remote learning. COVID-19 financing and
professional development responses then added an orientation to DLS in the training programs and
brought even more teachers into training. In Kenya, the government’s digital learning program4 had
previously set out to train 92,000 early grade teachers on the use of distance learning solutions. With
the onset of COVID-19, it built on this initiative, expanding its training to reach 150,000 teachers and
head teachers (or their deputies). An additional 100,000 curriculum support officers were also trained
(Government of Kenya, 2020a,b). Against this background, the higher numbers in these three
countries could be a function of pre-existing training plans, on which COVID-19 teacher training
responses were built. Countries reporting lower numbers and proportions of teachers trained may
have lacked prior plans for teacher training on DLS.

3
4

See Appendices 2 and 3 for proportions by region (i.e., KIX Africa 19 & KIX Africa 21) and for detailed numbers of trained teachers.
Administered by the Ministry of Information Communication and Technology, the Information and Communication Technology Authority,
and the Teachers Service Commission.
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Below are other remarkable examples of teacher training on the development of distance learning
tools and materials:
Ethiopia mobilized some 200 volunteer university professors and secondary and primary school
teachers to develop and record subject materials, prepare worksheets, and develop tests and
assignments, accompanied by explanations and answers, at a cost of ETB500,000 (equivalent
to US$12,091) (Government of Ethiopia, 2020). In Ethiopia, GPE trained 4000 master trainers
and 40,000 teachers at a cost of US$400,000 and US$1,000,000 respectively (GPE, 2020v;
Government of Ethiopia, 2020).5

In Sierra Leone, approximately 12,000 teachers were trained in the use of various DLS platforms
for teaching and administration to ensure continued learning during the school closure period.
The training was administered by the country’s Teachers’ Service Commission (GPE, 2020w;
Government of Sierra Leone, 2020).

Côte d’Ivoire, Kenya, and Rwanda considered digital technology and related IT literacy as key
components of contemporary learning media. They embarked on intensive capacity building to
enable teachers to deliver lessons using innovative approaches, not bound by physical space
(Government of Côte d’Ivoire, 2020; Government of Kenya, 2020a, b; Government of Rwanda,
2020a). This allowed teachers to not only use distance education media, but to be creative in
using them to develop and share lessons and teaching materials.
In Africa, the expansion of access to digital solutions has been driven by the private sector. Yet, during
the pandemic, this increase in access among the general population has not been uniformly
accompanied by an expansion of digital infrastructure, such as electricity and fibreoptic cable. This
creates gaps in access to online learning. In countries that have experienced a notable expansion in
infrastructure (driven by the private sector), this has largely been confined to urban areas. As a result,
Kenya’s remote and rural areas, for example, which lack such infrastructure, have enjoyed limited
use of DLS (Ngware & Ochieng, 2021). Below are some examples of how the private sector has
helped to expand access to digital learning solutions (Chebib, 2020):

5

•

As part of its COVID-19 response, the telecommunications company Orange Liberia granted
free access to online educational content via the Orange Campus Africa, thus enabling
teachers and students to access educational resources available from providers such the
Khan Academy.

•

Bharti Airtel Africa collaborated with UNICEF to provide access to DLS in 13 countries of SSA,
and zero-rated select e-learning platforms, allowing learners and teachers to access them at
low or no cost.

•

In Benin, MTN financed infrastructure for digital classes that trained 100 teachers in digital
literacy and benefited 15,000 school children.

•

In Kenya, the Instant Network Schools program by Vodafone Foundation and UNHCR
responded by training teachers in digital literacy. An initial evaluation shows that, among
refugee populations in Kakuma, teachers experienced a 125% increase in ICT literacy and
gained confidence, new pedagogical strategies, and access to teaching materials.

It is not clear whether the 4,000 teachers are part of the 40,000 teachers reported by the Ethiopian government.
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These efforts demonstrate the response of the private sector in supporting teachers during the
pandemic by removing cost barriers to accessing online educational platforms. However, teachers
also need access to digital devices to apply the knowledge and skills learned from their in-service
training during school closures. But government provision of digital devices was not common among
GPE partner countries in Africa. Only a handful of countries reported providing digital teaching and
learning tools such as tablets, computers, laptops and Internet bundles for access to either teachers
or learners. These include Cabo Verde, Ghana, Somalia (Somaliland and Puntland), Sudan, and Togo
(Government of Ghana, 2020; Government of Somalia, 2020; Government of Sudan, 2020;
Government of Togo, 2020; GPE, 2020o). In Sudan, for example, teachers were provided with tablets
and smartphones to facilitate their engagement with learners (GPE, 2020x).
Other countries mainly relied on pre-existing digital systems and/or infrastructure, owned largely by
the private sector. In Uganda, for example, teachers were granted access to non-Internet related
airtime (for radio and television) and telephone credit to facilitate their use of DLS. In this arrangement,
head teachers were mandated to encourage teachers to support distance learning initiatives
spearheaded by the government (Government of Uganda, 2020).
While private sector responses offer good opportunities for partnership with governments, the costs
associated with access to Internet service and educational content providers could limit their use even
in areas with good digital service coverage.

2.2 Mitigating Gender-based Violence and Promoting Mental Health
During prolonged school closures, school children – mainly girls and young women – have become
more vulnerable to sexual and gender-based violence, such as defilement and other forms of physical,
emotional and psychological violence, including online bullying (Ajayi, 2020; Dreeseni et al., 2020;
UNICEF, 2020a).
As discussed in the COVID-19 Observatory paper on the overall wellbeing of school children during
the pandemic in Africa, there have been huge increases in GBV in this period: in some parts of Nigeria,
Niger and Liberia, for example, the incidence increased by over 50% in Liberia, 60% in Niger, and
149% in Nigeria (ADEA et al., 2021a). The most likely victims of GBV include those whose parents or
caregivers are ill, deceased, or otherwise unable to care for them. The perpetrators most often include
extended family members, boyfriends, teachers and trusted adults (Save the Children 2020; WHO,
2020a, b).
To better protect children, teachers received training on GBV, including how to identify potential
victims and how to respond with psychosocial support in emergencies. Though GBV concerns and
mitigation measures are widespread in GPE partner countries, our review shows that 10 of the 40
GPE countries – Including Burundi, Cabo Verde, Chad, Côte d’Ivoire, Guinea Bissau, Lesotho,
Malawi, Nigeria, Tanzania (mainland), and Togo – offered teacher-training on GBV-related issues
including identification, mitigation, and referral mechanisms of learner victims.
Distance learning solutions were preferred for training in this area. For instance, GBV training content
was streamed through media channels such as radio, television, and other platforms. Offline platforms
included the use of printed materials on GBV identification and risk mitigation, with communication
campaigns and messages targeting both teachers, and parents/guardians (GPE, 2020g). Teachers
also received training on how to prevent and mitigate GBV in emergency situations, including how to
refer cases to higher institutions for action (GPE, 2020m,o,z; UNICEF, 2020b; 2021a,b).
In Cabo Verde, Cameroon, Central African Republic, Chad, Comoros, Côte d’Ivoire, Democratic
Republic of Congo, Guinea Bissau, São Tomé and Príncipe, and Zimbabwe (Beche, 2020;
Government of Côte d’Ivoire, 2020; GPE, 2020f, j,k,l,n,o,u), teachers were trained to help students in
dealing with the diverse effects of the COVID-19 pandemic, at family, individual or school level. This
includes identifying learners who may have experienced violence and providing them with appropriate
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referrals and psychosocial support through counselling. Teachers either offer the psychosocial
support themselves or refer learners to support centers recommended by the Ministry of Education.
Kenya offers a blended support system: in institutions where some teachers had previous training in
guidance and counselling from the Teachers Service Commission, these teachers provide face-toface psychosocial counselling to identify learners at risk. Schools that lack teachers trained in
guidance and counselling have offered online support through a toll-free service (GPE, 2020r). In
Ghana, teachers were equipped with skills and related resources to provide learners with
psychosocial support through various channels, including television, radio, WhatsApp, and other
online and mobile platforms (Government of Ghana, 2020). Other countries that adopted similar
channels to those used in Ghana include Malawi (Government of Malawi, 2020a), Mozambique,
Rwanda and Zambia (GPE, 2020za).
The following are examples of training and support provided to teachers to help them protect children
and promote their mental health:
Lesotho provided 15,364 teachers with information on GBV risk mitigation, including a step-wise
approach to preventing sexual exploitation and abuse, safe referral practices, and child
safeguarding during school closures. The training was conducted via four series of mobile phone
messaging to targeted teachers. At a cost of US$0.08 per message for every teacher (GPE,
2020z), a total of US$4,916 was used for this purpose.

Teachers in Uganda and Zambia were trained on how to identify learners who were experiencing
various challenges due to COVID-19. They were then expected to offer such learners appropriate
psychosocial support through phone and text during their routine student monitoring activities
(Government of Uganda, 2020; Government of Zambia, 2020).

2.3 Supporting Vulnerable Children
In this synthesis, vulnerable children include those with special needs, displaced school children,
those living in rural, remote settings, and those from low-income backgrounds.
The need for teacher training and support to vulnerable school children became more apparent during
school closures and reopenings. The pandemic exacerbated exclusion in learning for these children,
with estimates indicating that nearly 40% of least developed and lower-middle-income nations are
unable to support learning for vulnerable children. This includes learner populations in rural and
remote areas and those living with disabilities (UNESCO, 2020b). In SSA, teachers feel that they are
not adequately supported with essential learning resources to attend to school children with special
needs (World Bank, 2020b,c). For example, 41% reported that the lack of personal assistants was a
barrier in their efforts to support learners with disabilities (Ngware & Ochieng’, 2020; World Bank,
2020c).
Notwithstanding these limitations, 14 GPE partner countries (see Figure 3) provided teacher training
to address the learning needs of vulnerable school children. This covered various approaches such
as the use of interpretative signing, closed captioning, large print documents, and other sound or
visual adaptations, among others (Government of Côte d’Ivoire, 2020; Government of Rwanda,
2020b; Government of Zambia, 2020; GPE, 2020b,e,k,u,z,za; GPE & Government of Guinea, 2020;
UNICEF, 2020a,b; UNESCO, 2020a,b). In the Republic of Congo, for example, all teachers trained
on the development and use of DLS also received training on how to support learners with special
needs, especially through the development of visual learning materials. In Malawi, 500 were trained
on braille usage, 600 on sign language, and 160 on the maintenance of assistive devices
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(Government of Malawi, 2020a, b). Burkina Faso, Cameroon, Côte d’Ivoire, Djibouti, Guinea, Kenya,
Lesotho, Nigeria, and Rwanda trained special needs education teachers on how to develop and
disseminate accessible materials (including large font sizes and other adaptations) for use by learners
living with disabilities. The Democratic Republic of Congo (DRC), the Republic of Congo, Sierra
Leone, and Zambia trained teachers on how to promote the safety and psychosocial wellbeing of
learners with special needs.
Figure 3 highlights the number and proportion (in brackets) of teachers trained to address the learning
needs of vulnerable school children in 11 of the 14 countries which provided training in this area.
Figure 3: Number and proportion (%) of teachers trained to address the learning needs of
vulnerable schoolchildren6
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Sources: ActionAid (2021); Government of Côte d’Ivoire (2020); Government of Malawi (2020b);
Government of Zambia (2020); GPE (2020k, 2020p, 2020zb & 2020zc); World Bank (2020c)
In addition to training, teachers were provided materials to facilitate effective teaching of special needs
learners, and psychosocial support to these students. In Cameroon, for example, teachers received
kits with assistive learning devices and protocols/ guidance for providing psychosocial support during
the pandemic (GPE, 2020p; Education International, 2020a,b). Guinea Bissau, São Tomé and
Príncipe, the Gambia, and Kenya also provided teachers with special needs assistive devices such
as braille and large print materials (Government of Gambia, 2020; Government of Kenya, 2020a,b;
GPE, 2020f,j). In South Sudan, the government gave schools capitation grants to enable teachers to
develop and manage teaching resources for students living with disabilities (GPE, 2020z). For
instance, those with visual impairments have received learning resources that include access to braille
devices; lessons delivered through adapted distance devices, such as tablets equipped with sign
language features; and large print materials, among others.

6

Bars in the chart are based on total numbers. Guinea, Sierra Leone, and Kenya also provided training in addressing the needs of
vulnerable learners, but the numbers of teachers in these three countries are unavailable.
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The Nigerian government trained a segment of their teachers on how to develop and deliver education
materials suited to the situations and needs of migrant and refugee children, and other marginalized
learners. These teachers were trained on how to develop and deliver gender responsive education
materials that are inclusive in approach to benefit marginalized populations such as migrant families,
children from refugee communities, Almajiris, children living in abject poverty, girls, and children with
special needs. ICT-enabled education resources were provided to these teachers and learners
through the Mobile Classroom App, thanks to a partnership between the Nigerian Government and
School Gate (Government of Nigeria, 2020a; GPE, 2020c,z).
In the Gambia, the government and its education development partners enhanced teachers’
capacity to use learning resources provided to support visually impaired learners. These
resources included braille and related materials, and access to printing services to produce largeprint materials. Teachers were mobilized and trained in using assistive learning devices, and
deployed to help vulnerable learners keep pace with other students (Government of Gambia,
2020).

In Nigeria, the government enhanced inclusive learning by adopting no-cost access to learning
materials shared via Internet platforms. A partnership was developed with providers of the Mobile
Classroom App – an online platform that gives students access to varied educational materials
and video-based lessons for different subjects and levels. This strategy somewhat enabled
access across the board, but economic challenges that limited the use of digital learning
resources at the household level hindered access to lessons and learning materials provided
through the App (World Bank, 2020b,c). Teachers and other key education stakeholders were
tasked with developing and adapting distance learning approaches suitable for independent and
community- or family-assisted learning for students with special needs (Government of Nigeria,
2020b).

In Sierra Leone, a range of strategies was designed and adopted to enhance access to all
learners, including vulnerable learners. This entailed teachers developing or redesigning
workbooks for home learning that were context-specific and suited for different learner groups’
immediate environment. The training was provided through print materials and radio lessons.
Phone tutorials were provided after every radio show to students’ groups, while students and
parents had access to hotlines to engage with teachers and other educators, both for follow-up
and to make learning practical for students in remote, rural, or marginalized areas (World Bank,
2020b). The Sierra Leone Teachers Service Commission mandated teachers to take part in
training on how to conduct their teaching to meet the needs of all students (Bernal & Wurie,
2021).
In some countries experiencing conflict or other complex emergencies, teachers themselves were
among those displaced. Burkina Faso, Chad, Mali, Niger, Nigeria, Cameroon, and Central African
Republic reported a combined total of 2,510 teachers who were displaced by conflicts in the region
during the COVID-19 period and accommodated in refugee or displacement camps (UNHCR, 2021;
UNHCR, 2020b). All of these teachers were trained on how to administer education and psychosocial
support to children in emergencies, while 2,144 of them also received financial support to cushion
them from the adverse effects of COVID-19 (UNHRC, 2021).
In addition, teachers in different displacement camps in Benin, Burkina Faso, Central Africa Republic,
Chad, Gambia, Ghana, Mali, Niger, and Nigeria received a total of 20,000 school kits to support the
provision of quality education to the most vulnerable children in these settings. These interventions
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targeting displaced teachers benefited over 200,000 learners in all (145,000 refugees, 42,000 children
from host communities, and 14,000 internally displaced learners) drawn from twelve countries.
Learning at all levels (pre-primary, primary, secondary, and tertiary) was thus able to continue during
the school closure period (UNHCR, 2021).
Even with these noteworthy efforts, displaced teachers in conflict regions constantly contend with
security-related problems, such as threats, kidnapping, and even killing, just for being teachers
working in camps or settlements (UNHCR, 2020b,c; Norwegian Refugee Council, 2020). This calls
for a concerted effort among key education and security stakeholders to ensure that the safety of
refugee and community teachers in conflict situations is guaranteed and sustained.

2.4 Preparing for School Reopening
Two main areas of response emerged from the synthesized literature on teacher training related to
preparations for school reopening: pedagogical preparedness measures, such as adapting teaching
strategies to help students catch up, and health and sanitation measures to prevent school-based
infection.

Pedagogical Preparedness
There were notable in-country general practices and policies that set the stage for school reopening,
and which continued after reopening. These involved preparatory measures intended to ensure
uninterrupted learning. Eleven countries (Burkina Faso, Cameroon, Chad, Côte d’Ivoire, Djibouti,
Ethiopia, Senegal, Sierra Leone, South Sudan, Tanzania, and Uganda) offered some form of teacher
training and support in preparation for school reopening.
To bridge possible learning gaps, teachers were trained on applying pedagogical strategies like
Teaching at the Right Level (TaRL) and remedial teaching. These strategies involve diagnosing and
identifying students left behind in learning during school closures, and providing them with learning
content geared to their level of understanding. They were also trained in categorizing learners into
sub-groups depending on their learning needs, strengths, and weaknesses, instead of simply
according to their grade or age (this is a key approach in TaRL). This diagnosis helps determine which
learners should receive the remedial or catch-up lessons, as well as the contents of such lessons.
Other training activities included how to teach basic skills of literacy, numeracy, and hygiene, and
formative assessment during learning, which focuses on measuring the achievement of lesson
objectives.
A few notable in-country examples include the following:
In Sierra Leone, the Ministry of Basic and Senior Secondary Education (MBSSE) trained
approximately 984 trainers of trainers (ToTs) in preparation for school reopening. The ToTS were
trained on the application of the School Guidance and Safety Protocols designed by the MBSSE.
These ToTs in turn would train over 23,000 primary and secondary school teachers countrywide
on how to implement these protocols – mainly focused on health and hygiene related practices
– when schools reopen. In addition, the country’s Teachers Service Commission and the MBSSE
used the opportunity to build teachers’ capacity in providing catch-up and remedial classes using
distance teaching through media such as radio (UNICEF, 2020b).

In Cameroon, the preparations undertaken prior to schools’ reopening included teacher training
on remedial learning using distance learning approaches to make up for learning hours lost
during the school closures. Practices in this context include continued use of distance learning
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technologies like radio, television, and the Internet. Physical learning materials were also
provided to learners at schools to help them read ahead and close the gaps associated with lost
learning time. Teachers were also prepared to maintain appropriate psycho-pedagogical support
to learners when classes resume. This entailed capacity building on psychosocial support for
peers and students reporting with mental health issues (GPE, 2020p). Educators also received
training in COVID-19 prevention prior to school reopening, and how to monitor staff and students’
health status (GPE, 2020p).
Given that accelerated learning has proven effective in bridging the learning gaps occasioned by past
periods of school disruption (such as with the Ebola epidemic in Sierra Leone), Ethiopia developed
and distributed accelerated lesson guidelines and trained primary and secondary teachers in their
use (GPE, 2020q,w). The curriculum was structured to implement accelerated learning in the early
months of school reopening. Teachers were trained and mandated to ensure that all learners benefit,
especially those from poor, remote, and marginalized populations (including girls and learners living
with disabilities), with remedial lessons tailored to suit both fast and slow learners. Guidelines and
lesson plans for accelerated and remedial lessons were centrally developed, adapted and distributed
to public primary and secondary schools by Regional Education Bureaus. (GPE, 2020q,w).

Water, Sanitation and Hygiene (WASH)Training
WASH activities were an integral part of GPE partner countries’ school reopening plans and have
been ongoing to ensure staff and student health after reopening. Prior to reopening, teachers were
supported and trained on recommended WASH guidelines, largely through radio, television and
Internet (GPE, 2020p). For instance, in Burkina Faso, Chad and Mali, these trainings came in the
form of community- focused campaigns and advertisements (on the Internet, radio, and television),
with both audio and visual training components. This training equipped teachers to take a consistent
and structured approach to monitoring awareness and observance of WASH guidelines in schools
(UNHCR, 2020a,b).
Twenty-three countries (about 58% of GPE partner countries in Africa) reported an emphasis on
providing adequate and quality WASH responses as schools prepared to reopen.7 In Cameroon,
teachers received monthly training on how to reduce the incidence of COVID-19 transmission through
platforms including radio, Internet and television (GPE, 2020p; Education International, 2020b). In
Ethiopia, Madagascar, and Mali, teachers were trained first in WASH-related measures, then
transferred this knowledge to their students, making it a chain of learning and capacity building not
constrained to teachers (Government of Ethiopia, 2020; GPE & Government of Madagascar, 2020;
GPE, 2020h).
Training in these countries was accompanied by other WASH measures, including intensive
disinfection of schools and providing personal protective equipment (PPE) to both teachers and
students, among other WASH-related training and resources to prevent the spread of COVID-19
among the school stakeholders.

7

The countries that enforced WASH include Benin (ADEA et al., 2021b), Burkina Faso (GPE, 2020za), Burundi, Central African Republic
(GPE, 2020n), Cameroon (GPE, 2020p), Chad (GPE, 2020m), Democratic Republic of Congo, Côte d'Ivoire, Guinea (GPE &
Government of Guinea, 2020), Guinea Bissau (GPE, 2020j), Lesotho, Liberia, Madagascar, Malawi, Mali, Niger, Nigeria, Republic of
Congo, Sierra Leone, Somalia, Sudan, Zambia, and Zimbabwe (ADEA et al., 2021b).
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3

Other Areas of Teacher Support during School
Closure and Reopening Periods

In this section, we look beyond training to other kinds of support provided to teachers during
pandemic-related closures and reopenings. We synthesize policies and practices that helped to:
•

strengthen teachers’ overall wellbeing, including addressing those with underlying health
conditions; and

•

motivate and incentivize sustained teachers’ performance under difficult circumstances.

Highlights
•

39 out of 40 GPE partner countries in Africa prioritized the protection of teachers as
frontline workers.

•

Some 18 countries provided some form of incentive to offset teachers’ job losses or
increase their motivation

Table 1: Type of teacher support and number of countries providing each type
Support provided to
teachers

Number of
countries

Description

Support to overall
wellbeing, including
protection to those
with underlying health
conditions

39

Prioritization for vaccination and protection as
frontline workers
Hygiene kits, PPE, and other resources provided at
school level to improve WASH
Support with virtual interactions and access to
Internet while working from home

Motivation

12

Monetary and non-monetary incentives to support
teachers (e.g., smartphones, increased income,
allowances, Internet, airtime, access to radio/TV)

3.1 Support to Teachers’ Overall Health and Wellbeing
The outbreak of COVID-19, followed by school closures, continues to affect the physical, economic
and socio-emotional health of teachers, whose families were also affected by the strain of the
pandemic, just as were the families of their students. Evidence indicates that teachers’ performance
is at its peak when their morale is at its highest. This occurs when their overall wellbeing – physical,
mental/psychological, and economical – is addressed (ADEA et al., 2020b). The absence of teacher
wellbeing, which can manifest as intense work strain, psychosocial pressure, teacher absenteeism,
increased burnout, or resignations, ultimately translates into negative education outcomes among
learners (UNESCO, 2020c). Psychosocial and material support for teachers is thus important to
reduce negative teaching attitudes and outcomes.
To avert or mitigate these adverse impacts on their health and wellbeing, most GPE countries
provided additional layers of support to teachers, largely psychosocial support through counselling to
help them cope with effects of the pandemic. Sudan, South Sudan, Tanzania and Uganda offered
such support to teachers along with referrals for teachers’ case management. Cameroon, Central
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African Republic, Chad, Comoros, Côte d’Ivoire, Djibouti, Guinea, Guinea Bissau, Mali, Mauritania,
Rwanda, São Tomé and Príncipe, Zambia and Zimbabwe offered psychosocial support or counselling
to teachers to help them cope and to help their peers cope with effects of the pandemic. Rwanda also
offered teachers airtime to pursue counselling or psychosocial support whenever they needed it.
Our synthesis of supportive policies and practices reveals that, in most GPE partner countries,
teachers were treated as frontline workers and given priority access to COVID-19 prevention support.
Some of these response measures are especially critical to teachers with underlying health conditions
that make them more susceptible to COVID-19. Thirty-nine countries supported teachers’ health and
wellbeing, including 33 that offered them priority for vaccination and other protection measures, and
six that supported teachers’ wellbeing mainly through psychosocial guidance and counselling. In
Ethiopia, Guinea, Guinea Bissau, Lesotho, Liberia, Madagascar, Republic of Congo, and São Tomé
and Príncipe, teachers were offered WASH and PPE resources to protect them from contracting
COVID-19, which posed a greater risk to those with underlying health conditions (Government of
Ethiopia, 2020; GPE, 2020e,f, y,z & za; GPE & Government of Madagascar, 2020; Government of
Liberia, 2020).
Teachers were also protected by measures that reinforced social distancing, or provided on-site care
for pupils and teachers, to limit their exposure to illness during the pandemic. For example:
Cabo Verde’s key education stakeholders developed a learning design in which distance
education complements face-to-face learning during school closures and when schools
reopened, to help curb teacher infections and create a safe learning environment (Education
International, 2020a; GPE, 2020o).

Cameroon, Eritrea, the Gambia, Nigeria, Senegal and Zimbabwe utilized distance
communication channels to reach out to teachers during training sessions (GPE, 2020c,p,q,u &
za; Government of Nigeria, 2020a,b; Government of Gambia, 2020; UNICEF, 2020a,b). The goal
was to prevent all teachers – with or without underlying conditions – from contracting COVID-19
and safeguard their wellbeing.

In Rwanda, in addition to adopting audio and visual distance support solutions to limit physical
contact, upon school reopening, the government equipped schools with nursing facilities for
short-term care of teachers and students who fall ill for any reason. Teachers/matrons also
receive first aid treatment for any health concern at the schools’ nursing bays (GPE, 2020b;
Government of Rwanda, 2020b).

In Ethiopia, teachers were supported in conducting safe home visits and remote monitoring of
student progress. Free or facilitated transportation was provided to all teachers willing to do
home visits, and free SMS were provided to engage remotely with parents in monitoring their
children’s learning experiences (Government of Ethiopia, 2020).

In Nigeria, to reduce teacher-to-teacher transmission of COVID-19, the government and its
education development partners dispensed distance learning solutions to facilitate teaching from
home and reduce the sharing of teaching resources. (Government of Nigeria, 2020b).
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As an additional measure to safeguard the wellbeing of both teachers and students and prevent the
spread of COVID-19 during and after school reopenings, there were calls to prioritize vaccination of
teachers. Some countries, including Côte d’Ivoire, Kenya, Malawi, Rwanda, and Uganda prioritized
their teachers in the first stage of the vaccination drive, while Central African Republic, Ethiopia,
Republic of Congo, South Sudan and Sudan were among those who included teachers in priority
group two (UNESCO, 2021a,b). This measure was intended to safeguard the wellbeing of teachers
as frontline workers (ADEA et al., 2021a; UNESCO, 2021c).
Some countries also made adjustments to manage teachers’ workloads, given the added burden of
responding to COVID-19. In Benin, in a bid to manage extra teaching assignments necessitated by
social distancing and classroom spacing guidelines, the government made efforts to recruit more
teachers for the classrooms added upon reopening (World Bank, 2020a,b). In Uganda, university
graduates were recruited to supplement teaching in schools through a pilot fellowship initiative led by
Building Tomorrow (an international social enterprise). It aimed to increase re-enrolment and bring
every child up to their respective grade levels in numeracy and literacy skills (Building Tomorrow,
2020).

3.2 Teacher Motivation and Incentives
In-country education responses to the COVID-19 pandemic also addressed teacher motivation and
overall economic wellbeing. Teachers lost teaching time due to school closures, which had
repercussions on their income, especially for those in the private sector who rely on non-governmental
funding. A range of incentives were provided to encourage teachers to persevere despite the
challenging teaching environment.
Some 18 countries provided some form of incentive to offset teachers’ losses or increase their
motivation. These measures included provision of financial incentives. Of the 18 countries, only
Somalia (Somaliland and Puntland) and South Sudan reported offering financial incentives to
teachers. Somalia provided US$100 monthly incentive to cushion teachers who lost their jobs due to
COVID-19, and to those volunteering to support distant learning. South Sudan also offered their
teachers financial incentives to continue providing educational services to learners during the school
closure periods. The amount of the financial incentive given to each teacher was not disclosed.
Other incentives were given to facilitate the shift to remote teaching. These include provision of
airtime/credit to teachers to access psychosocial support (Rwanda); re-employment of teachers in
grant-supported schools after school reopening (Malawi); provision of free Internet connectivity to
schools and by extension to teachers to facilitate teaching (The Gambia); and provision of free SMS
channels to enable teachers and parents to interact regarding the wellbeing and progress of learners
at home (Ethiopia).
In Côte d’Ivoire, key GPE partner countries’ education stakeholders developed an incentive policy to
engage previously unemployed teachers who volunteered to offer teaching services in response to
the emergency (Government of Côte d’Ivoire, 2020). The incentive was monetary in nature and
created an emergency fund to pay additional teachers who volunteered to support teaching during
emergencies. This policy aimed at incentivizing existing and volunteer or prospective teachers to offer
their services during the pandemic.
Below are other examples of incentives provided to support teacher motivation and wellbeing:
In Burkina Faso and the Central African Republic, governments and in-country development
partners offered reimbursement fees or remuneration to teachers and supervisors who took part
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in the production and dissemination of distance learning content through radio broadcast and
other channels (GPE, 2020n; UNICEF, 2020b; UNHCR, 2020a,b).

In Mauritania, Niger, Nigeria, and Togo, guaranteed and consistent payment of teachers’
salaries despite school closures was an incentive to keep teachers teaching (GPE,
2020d,g,i,q,za; Government of Mauritania, 2020; Government of Nigeria, 2020a,b; Government
of Togo, 2020a). Moreover, in Mauritania, teachers who participated in distance teaching were
also paid overtime salaries (Government of Mauritania, 2020; GPE, 2020i).

In South Sudan and Somalia, teachers received financial support to maintain their livelihoods
during the pandemic. In Somalia (including Somaliland and Puntland) for instance, each teacher
received US$100 per month to help cushion them from the adverse economic effects of COVID19 (GPE, 2020z; Government of Somalia, 2020). Moreover, 1,500 schools received a capitation
grant to support their operations, including supports to teacher wellbeing (Government of
Somalia, 2020).

To blunt the economic impacts of the pandemic on practicing teachers, Malawi’s school return
policies saw teachers in grant-aided schools returned to the schools they had taught in prior to
school closure. This was to avert further financial loss being incurred by these teachers, who
otherwise may have been rendered jobless during the school closures (GPE, 2020a).
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4

Challenges in Teacher Training and Support during
the Pandemic

This synthesis revealed challenges in teacher training and the provision of additional supports needed
to help teachers adapt to and cope with new teaching approaches and norms. Overall, these
challenges related to the loss of employment, which was more widespread among women teachers;
a lack of earmarked funding for teacher training; and a host of gaps and inequalities that accompanied
the transition to distance education and training, which deepened the gaps faced by vulnerable
learners and those in areas lacking adequate infrastructure to support digital connections.

Highlights
•

Private school teachers were less likely to have their salaries continued during school
closures and had less access to professional development.

•

Female teachers, especially those with children at home, faced greater workloads and
job losses due to the burden of care.

•

A lack of dedicated funding for training meant that many teachers were ill-prepared to
support students through school closures and reopenings.

•

Teachers and learners in rural and remote areas were particularly challenged by
inadequate Internet access and infrastructure to support DLS training and learning.

•

Efforts to use DLS can perpetuate learning inequalities by disproportionately benefitting
those from privileged households.

•

For displaced teachers, training modules must be adapted to insecure conditions,
including through offline resources.

4.1 Loss of Employment among Teachers
Teachers lost employment and the opportunity to participate in professional development activities
during COVID-19 (Kossi, 2020). For instance, private teachers in Togo did not receive their salaries
when schools were closed, despite government’s assurances of support, and could not participate in
TPD activities (Government of Togo, 2020b). Private school teachers in Democratic Republic of
Congo, Kenya, Niger and Senegal (Teachers Taskforce, 2020) also went without pay and were not
eligible for TPD activities. This exclusion from professional development activities contributed to
education system unpreparedness for learning continuity and catch up when schools reopened.
Teacher training opportunities are likewise often only available to teachers on the government payroll,
leaving out teachers in the private sector and excluding those not in employment from accessing such
opportunities. This is the case in Burkina Faso, DRC, Gambia, Guinea, Kenya, Niger, Senegal, and
Togo (Aslam et al., 2020; Educational International, 2020a, b; Teachers Taskforce, 2020). This
exclusive situation seems to have been exacerbated by COVID-19.

4.2 Disproportionate Impacts on Female Teachers
COVID-19 led to massive job losses in female-dominated sectors such as education, tourism, health,
and public service (UN, 2020). In Kenya, for instance, job losses in the education sector resulted from
private schools’ inability to pay teachers (particularly at the primary school level) due to their disrupted
financial streams (Teachers Taskforce, 2020). This was one area that contributed to the reported 60%
job loss among women in Kenya during the COVID-19 period (UN Women, 2020). Female teachers
in Burkina Faso, Chad, Mali, Niger, Nigeria, Cameroon, and Central African Republic were largely
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disadvantaged compared to their male counterparts in terms of job losses (Government of Somalia,
2020; Government of Nigeria, 2020a, b; UNHCR, 2021; UNHCR, 2020b,d).
Many female teachers are also mothers who, as in many other households, carry out a larger share
of household chores, which in turn limits time available for TPD activities. Female teachers who are
mothers were found to be busier than their male counterparts, as they were expected to attend to
their children at home while also tracking and teaching learners online, which negatively affected their
home caregiving (Sawchuck & Samuels, 2020; Strauss, 2020; Jones & Kessler, 2020). In some
instances, school closures also led to teacher separations, affecting their mental health and
productivity. These compounding factors adversely affected women teachers more than male
teachers, especially in conflict zones, leading to voluntary and involuntary job losses. Countries that
reported female teachers’ job losses for one or more of these factors included Burkina Faso,
Democratic Republic of Congo, Mali, Mozambique, Nigeria, and Somalia (Bissoonauth, 2020; Lorente
et al., 2020; Teacher TaskForce, 2020; Walters & Bam, 2021).

4.3 Lack of Dedicated Financing for Teacher Training
While skills development for teachers is an essential component of effective pandemic response, in
most countries, the budget allocation for TPD activities during COVID-19 was not specific: it was
lumped in with other education responses. Funding for teacher training thus competed with other
priority sectors such as public health.
Even where financial allocations for teacher training were available, only a fraction of teachers in each
country was trained on DLS use (see Figure 1). The lack of adequate funding for training means that
many teachers were likely ill-prepared to support students through school closures and reopenings.
Only three countries (Lesotho, Rwanda, and Malawi) had over 50% of their teachers trained, while
thirteen8 trained between 1.7% and 42.5% of their teachers (refer to Figure 1). This was a function of
the financial resources at the disposal of implementing agencies in the respective countries.

4.4 Inadequate Capacity to Use DLS
Virtual teacher training activities require use of digital technology and skills, and an understanding of
how students use DLS for both learning and feedback. However, it was evident that teachers lacked
the digital/technical skills needed to measure and use the results (Conto et al., 2020). Teachers had
difficulty using DLS during their training and in later practical use. Evidence suggests that, in Africa,
DLS training shortcomings stem in part from teachers’ and learners’ limited Internet access and
access to digital education technologies and devices such as computers and smartphones. Even
where teachers had access to such devices, the same was not guaranteed for their learners, thus
hampering the practicality of digital learning (UNESCO-IS, 2020a; UNESCO, 2018; Lorente et al.,
2020).
Teachers from remote areas that are poorly served by ICT infrastructure needed face-to-face training.
Given pandemic restrictions on physical gathering, these teachers were inadequately prepared,
including in the development and use of DLS. While the restrictions were meant to protect the
population, they stifled efforts aimed at advancing learning.

4.5 Unequal Access to Professional Development
During COVID-19, access to TPD programs was unequal between teachers in rural and urban areas.
During school closures, some TPD activities used distance learning solutions that relied on Internet
connectivity, which is limited in some rural and remote areas. This is the case in Ethiopia, where
teachers in rural areas have limited access to high-speed bandwidth and digital devices required for
8

Central African Republic, Kenya, Liberia, Niger, Sierra Leone, Republic of Congo, Mali, Senegal, Ghana, Madagascar, Zimbabwe,
Chad, Côte d’Ivoire, Uganda, and the Democratic Republic of Congo
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distance learning (Belay, 2020). Teachers in rural Ethiopia thus benefited less than their urban
counterparts, who enjoyed faster connectivity. Most rural learners were more reliant on radio than
digital devices such as smart televisions and smartphones. But not all households in rural areas have
functional and accessible radios (Government of Ethiopia, 2020). These inequities in ICT access
remain a common concern across many SSA countries during the pandemic (Hailu, 2020;
IESALC,2020; World Bank, 2020b,c).

4.6 Inadequate Access to Resources for Students with Disabilities
Distance learning solutions available to rural teachers lacked assistive learning features needed for
teaching children with disabilities (Human Rights Watch, 2020a). This was just one indication of the
inadequate capacity to support teachers to effectively reach vulnerable school children. For example,
in the Central African Republic and rural Zambia, teachers sent lessons through social media, but
these were not accessible to children living with disabilities, those from poor households, and other
vulnerable categories of learners. Other countries that experienced problems with teacher training
activities for learners with special needs include Gambia, Guinea Bissau, Kenya, and São Tomé and
Príncipe (Government of Gambia, 2020; Government of Kenya, 2020a, b; GPE, 2020f, j). This
illustrates wider disparities in access to education for vulnerable learners across most GPE partner
countries, especially among those from poor households and those living with special needs (GPE,
2020a-z). It suggests that efforts to use DLS to promote equal learning opportunities can end up
perpetuating learning inequalities by disproportionately benefitting those from privileged households.

4.7 Teacher Displacement
Teachers were not immune to conflict and displacement. Teacher training initiatives related to COVID19 were disrupted in GPE partner countries experiencing new or ongoing conflicts – such as Burkina
Faso, Central African Republic, Democratic Republic of Congo, Mali, Somalia, and South Sudan
(UNESCO-IS, 2020a,b). Even when opportunities for teacher training were targeted to those in
conflict-affected regions, the inherent security risks of accessing community centers with digital
devices that can be used for training purposes prevented some teachers from pursuing such
opportunities. It is important, therefore, that teacher development and training modules be devised in
ways that can be adapted to conditions in these insecure areas, including operating offline for those
without Internet connections.
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5

Emerging Research

This section presents a brief synthesis of emerging research related to teacher training and support
in the context of COVID-19, mostly conducted by GPE, UNICEF and international NGOs. The
emerging research focuses on three areas: teachers’ development and use of distance learning tools;
support provided for teachers’ wellbeing; and strategies for supporting and monitoring student
progress in home learning, and in catch-up or accelerated learning programs. The resulting evidence
points to ways in which to support teachers so they can best contribute to their education systems’
efforts to build back better.
Table 2: Focal areas for emerging research on teacher training and support
Research Focus

Details

Teacher preparedness for
distance education

ICT skill sets and capacity building
Connectivity and infrastructure
Access to ICT infrastructure

Teachers’ wellbeing during
COVID-19

Psychosocial support

Supporting and monitoring learner
progress

Increased or accelerated learning time

Teacher salary payments

Coverage of more curriculum areas
Home learning

5.1 Teacher Preparedness for Distance Education
Across the globe, COVID-19 revealed high levels of unpreparedness among teachers for
incorporating DLS. Evidence indicates that only 64% and 50% of primary and secondary teachers,
respectively, have received the minimum training in basic digital literacy in sub-Saharan African
countries (International Task Force on Teachers for Education 2030, 2020). Surprisingly, even in
countries with considerable connectivity and infrastructure, most educators did not have prerequisite
ICT skills, implying that they will have difficulties in their own ICT skills development on quality
teaching (UNESCO, 2020a). The COVID-19 pandemic has shown that both pre-service and in-service
teachers need capacity building on ICTs and education-related technology applications for their own
professional development, and for effective teaching using these technologies (UN DESA, 2020).
Investment in ICT infrastructure and access has gained significant attention in Africa owing to the
position ICT wields in advancing the continent’s development (OECD/ACET, 2020). Africa is a
potential beneficiary of ICT, stemming from its growing working age population, which is expected to
increase by over 40% from 2018 to 2030 (OECD/ACET, 2020). Against this background, it is evident
that ICT-related infrastructure is critical in Africa, where it offers opportunities for “leapfrog” advances
in different sectors such as education, health, and labor force development, among others (Calderón
et al., 2018). In Africa, DLS has transformed access to education and related materials, especially by
increasing the dissemination of education resources. Despite the adoption and adaptation of different
digital solutions for teaching and learning, GPE partner countries still need significant ICT investments
to enhance universal access to DLS and related infrastructure (AUC/OECD, 2019; OECD,
forthcoming). As it stands, nearly 300 million African people live more than 50 kilometers from the
closest cable broadband or fibreoptic network (ITU/UNESCO, 2019a). It is estimated that about
US$100 billion is still needed to establish some 250,000 kilometers of fibre across the continent to
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enable better access to ICT and, consequently strengthen DLS (ITU/UNESCO, 2019b). This
highlights the ICT gap that, if not addressed, will undermine the continent’s education and
development agenda.

5.2 Teachers’ Social and Economic Wellbeing during COVID-19
With the onset of the pandemic, research shows that teachers, as frontline workers, are at higher risk
of contracting COVID-19. This was particularly so when teachers resumed in-person teaching upon
schools’ reopening. Along with the risk of contracting the virus, female teachers faced added familial
responsibilities, even moreso for those who are the sole household heads (UN DESA, 2020). As a
result, a few countries in SSA integrated psychological and social support units in their manuals,
contingency plans, teacher guides and addressed this within their associations, with NGOs providing
support to governments to facilitate support initiatives.
Loss of salaries has been a key challenge faced by some teachers and their families. This affects
both teachers’ wellbeing and their ability to offer quality teaching. Salary cuts, delayed payments, and
even job losses further complicated teachers’ ability to cope with increased demands associated with
family and work. While available research indicates that only a few countries failed to pay governmentemployed teachers during the pandemic (UNESCO & ILO, 2020), salary delays were more
pronounced. Teachers serving in private schools and/or on temporary contracts were the most
affected by job loss, since contracts were mostly not renewed (Education International, 2020). In SSA
countries, the lack of fee payments by parents/guardians drained schools’ financial resources, which
left them unable to pay contract teachers. In a survey of 93 teachers’ unions from 67 countries
(including some in SSA), about two-thirds of respondents indicated that educators in private schools
were severely affected, with temporary and contract teachers and support staff adversely affected
(Education International Research, 2020). Equally, non-state teachers working with vulnerable
children, who mostly fall outside the mainstream school system, were adversely affected by the job
and salary losses due to school closures (Doorly, 2020). Some teachers who were adversely affected
by the pandemic were forced to look for alternative sources of livelihoods (UN DESA, 2020).

5.3 Supporting and Monitoring Learner Progress
School closures led to a loss of learning time. After reopening, teachers had to make up for this lost
time and content. This demanded pedagogical strategies that would allow content coverage and
learning within a shorter period. In some countries, teachers received learning and monitoring
resources to better support home learning (Government of Kenya, 2020c; Koomar, 2020; Government
of Nigeria, 2020; GPE, 2020f). Prolonged school closures are associated with learning loss, especially
for children already furthest behind and/or those from low-income families. Emerging evidence
indicates that accelerated learning focused on foundational skills, together with enhanced teacher
skills development, has positive impacts on children’s learning in developing countries (Carvalho et
al., 2020; Conto et al. 2020; Fitzpatrick, Korin & Riggall, 2020; Jackson, 2019; Lynd, 2005; Oddy,
2021). This involves simplifying the planned curriculum, focusing on basic literacy and numeracy
skills, and providing teacher-led learning camps for remedial tuition – as were offered in Liberia and
Côte d’Ivoire. Currently, GPE countries are assessing learning with a view to quantifying the loss of
learning, and what measures and strategies are needed for recovery (UNICEF, 2020c; Government
of Ethiopia, 2020; World Bank, 2020d).
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6

Conclusions and Recommendations

Recommendations in brief
1. Invest more resources in teacher training to enhance pandemic-coping mechanisms,
reverse learning losses, and build back better in education.
2. Explore public-private partnerships with digital service providers to expand digital access
and facilitate DLS use in training and learning.
3. Explore the best ways to train teachers in assessing and providing feedback and guidance
to learners during emergencies, using DLS.
4. Prioritize strengthening teachers’ capacity, as frontline workers, to respond to the needs of
vulnerable school children within their communities.
5. Incentivize teachers by addressing the challenges that hinder their performance – providing
adequate teaching resources, PPE, and monetary incentives, and rewarding those who
make noteworthy efforts.
6. Institutionalize a system that enhances teachers’ wellbeing during emergencies – Including
through psychosocial supports.

This synthesis has presented findings on teacher training and support responses adopted by GPE
partner countries, focused on six inter-related themes. Training responses strengthened teachers’
capacity to adapt to DLS; mitigate GBV and psychosocial problems among school children; enhance
inclusivity by ensuring education responses reached the most vulnerable school children; and prepare
for school reopening. Additional supports were provided to address teachers’ physical health and
wellbeing, and incentivize and motivate their sustained efforts during the pandemic.
Both distance and in-person training methods were used. These delivery approaches evolved with
changes in the context, with distance learning methods being utilized more during lock downs, and
in-person delivery being more common after school reopenings and in areas where virtual interactions
were less practical.
The training and support offered was facilitated through government partnerships with global
education development partners, including the Global Partnership for Education, the World Bank,
Education Cannot Wait, and in-country private sector partners. These partnerships were critical,
especially in the provision of digital devices and related access, reaching teachers in remote areas,
and closing financing gaps in TPD activities. There is, however, need for more investment in digital
infrastructure (e.g. electricity and Internet connectivity) particularly in poor, remote and marginalized
areas of the continent (ITU/UNESCO, 2019a,b).
Our review highlighted the varied levels of priority accorded to teacher training and support across
GPE partner countries in Africa. In some countries, teacher training and support was deemed
essential, as captured by the proportion of teachers targeted for training during the COVID-19 period
when schools were closed. For instance, emphasis on teacher training and support was evident in
Lesotho (92.8%), Rwanda (88.9%), Malawi (55.6%), Central African Republic (42.5%), and Kenya
(33.2%), while there was less emphasis in Cote d’Ivoire (6.9%), Uganda (4.2%), and Democratic
Republic of Congo (1.7%). The focus on teacher training and support implies that some GPE partner
countries placed a lot of importance on teachers in their plans to strengthen education systems during
and after the pandemic. Despite the challenges, their responses demonstrate the critical role played
by teachers in mitigating the adverse effects of the pandemic on the education system.
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GPE partner countries faced numerous challenges providing teacher training and support, from their
inability to adequately reach targeted teachers to factors that hindered teachers from executing their
duties despite the training and support provided to them. Some pre-existing challenges, such as
inadequate funding for professional development, were underscored by the pandemic. Other
challenges, such as teachers’ loss of employment, reflect the broader economic challenges
experienced by national governments across sectors, as lock downs and other pandemic control
measures reduced incomes and spending among their populations. The pandemic also highlighted
pre-existing gaps and inequities in the digital connectivity needed to support remote learning. Training
was hampered by, and insufficient to overcome, these gaps, which hurt not only teachers but learners.
For the most vulnerable student groups, including those with special needs or those displaced by
conflict or disaster, DLS were not always suited to their needs or accessible.
Though research on teacher training and support during COVID-19 period is nascent, our synthesis
identified a focus on three inter-related areas: (i) Evidence on teacher preparedness for distance
education shows that less than two-thirds of primary and just half of secondary school teachers in
SSA have received training on basic digital literacy. This implies a huge gap in the deployment of
distance learning solutions when in-person teaching is not possible. (ii) Emerging research on
teachers’ wellbeing shows job and income losses were deeper among private school and contract
teachers, with those in state schools experiencing some salary delays but fewer job losses. Female
teachers were more adversely affected by the increased burden of domestic responsibilities during
school closures (Dogra & Kaushal, 2021). (iii) The loss of learning during school closures required
teachers to apply new pedagogical strategies to help learners recover ground. As countries look for
ways to enhance learning recovery, evidence suggests that accelerated learning, focused on
foundational skills, can have positive impacts on children’s learning.
Based on our synthesis of evidence, we make the following recommendations for GPE partner
countries in SSA:
1. There is a need to invest more resources in teacher training to enhance pandemic-coping
mechanisms, reverse learning losses, and build back better in the education system. Teacher
needs vary from country-to-country, with some countries experiencing dire professional
development needs that stem from pre-existing training gaps. Enhancing teacher training will
require new sources of funding.
2. As some GPE partner countries are already doing, others could explore public-private
partnership arrangements with digital service providers with a view to providing low- or nocost access to Internet bundles. In addition, key education stakeholders could leverage such
partnerships to expand relevant infrastructure that could enhance bandwidth and coverage,
especially for remote, poor, and marginalized contexts. These measures could enhance the
use of digital educational materials, and improve Internet connectivity to rural and remote
schools. GPE countries could also leverage the G4/G5-enabled smartphone penetration in
SSA to disseminate educational materials. Smartphone adoption in SSA is gaining traction,
with coverage reaching the 50% mark in 2020, up from 45% in 2019 (GSMA, 2020; Mccrocklin,
2019). Flexible financing models, such as offered by a partnership between Google and
Safaricom, are allowing buyers to make payments in small daily instalments that are easier
for low-income users to make. Through such initiatives, it is expected that some 678 million
people will be smartphone users in SSA by 2025 (GSMA, 2020).
3. Countries should explore the best mechanisms and approaches for training teachers on how
to assess and provide feedback and guidance to learners during emergencies using distance
learning tools and approaches. One way to strengthen student assessment and guidance is
to build in elements of learning continuity in both pre- and in-service professional
development/training programs.
4. Education programs too often address equity and inclusivity concerns at the tail-end of their
responses. In the context of COVID-19 and other potential threats to learning continuity,
governments should prioritize strengthening teachers’ capacity, as frontline workers, to
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respond to the needs of vulnerable school children within their communities. Professional
development should address the learning needs and contexts of various groups of vulnerable
children, such as those with special needs, displaced children, or those experiencing genderbased violence, to equip teachers to provide tailored pedagogy and psychosocial support to
enhance their resilience.
5. There is insufficient in-country motivation to incentivize teachers during COVID-19 to deliver
high quality, relevant and up-to-date instruction. Education stakeholders responsible for
teachers’ wellbeing should make every effort to incentivize them by alleviating challenges that
hinder their effective performance. This includes providing adequate teaching resources
(including digital devices, bundles, and credit/airtime), PPE, and monetary incentives, and
recognizing and promoting teachers who have shown exemplary effort in supporting and
protecting school children.
6. It is also important that education stakeholders institutionalize a system that supports teachers’
wellbeing during emergencies. Beyond the integrated psychosocial support guidelines
provided in some SSA countries during COVID-19, teachers themselves need psychosocial
support to cope with new situations, even as they address the counselling needs of their
learners (see for example INEE, 2020). Without psychosocial support, teachers are likely to
suffer from intense work strain, compounded by psychosocial pressure, that can result in
absenteeism, burnout, or resignations, as highlighted by UNESCO (2020b).
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Appendix 1: Total Number of Teachers (Primary and
Secondary) in GPE Partner Countries
Anglophone Countries
Country Name

Year(s)

Number & Level

Total

Eritrea

2018
2018
2011
**
2019
2019
2019
2019
2015
2015
2017
2017
2017
2017
2019
2019
2019
2017
2010
**
2019
2019
2019
2016
2007
**
**
**
2015
2015
2019
2019
2017
2017
2017
**
2019
2019

9,028
7,436
259,636
**
10,101
8,109
168,546
187,914
266,511
198,752
11,167
5,386
28,468
17,512
83,431
14,528
121,488
33,281
574,078
**
43,878
30,415
47,738
22,129
12,870
**
**
**
27,248
5,974
196,238
105,802
207,238
63,957
78,099
**
73,148
47,964

16,464

Ethiopia
Gambia
Ghana
Kenya
Lesotho
Liberia
Malawi
Mozambique
Nigeria
Rwanda
Sierra Leone
Somalia
Sudan
South Sudan
Tanzania (Mainland)
Uganda
Zambia
Zimbabwe

Primary
Secondary
Primary
**
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
**
Primary
Secondary
Primary
Secondary
Primary
**
**
**
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
**
Primary
Secondary

259,636 (excluding
secondary teachers)
18,210
356,460
465,263
16,553
45,980
97,959
154,769
574,078 (excluding
secondary teachers)
74,293
69,867
12,870 (excluding
secondary teachers)
**
33,222
302,040
271,195
78,099 (excluding
secondary teachers)
121,112
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Francophone Countries
Country Name

Year(s)

Number & Level

Total

Burkina Faso

2019
2019
2019
2019
2018
2018
2016
2016
2017
2017
2019
2019
2018
2018
2019
2019
2018
2018
2019
2019
2016
**
**
**
2019
2019
2018
2018
2019
2019
2019
2019
2018
2018
2017
2017
2015
2015
2020
2020

82,083
60,400
51,545
25,710
3,043
3,460
96,546
114,601
9,756
4,357
44,691
22,927
4,428
8,870
96,255
77,178
544,039
378,274
2,310
2,441
37,680
**
**
**
126,649
82,444
65,485
58,364
16,630
9,029
67,285
29,225
27,845
25,847
1,193
936
64,577
55,786
41,685
30,494

142,483

Burundi
Cabo Verde
Cameroon
Central African
Republic
Chad
Comoros
Côte d’Ivoire
Democratic Republic of
Congo
Djibouti
Guinea
Guinea Bissau
Madagascar
Mali
Mauritania
Niger
Republic of Congo
Sao Tome & Principe
Senegal
Togo

Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
**
**
**
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary
Primary
Secondary

77,255
6,503
211,147
14,113
67,618
13,298
173,433
922,313
4,751
37,680 (excluding
secondary teachers)

209,093
123,849
25,659
96,510
53,692
2,129
120,363
72,179

Data Sources: UNESCO Institute for Statistics (2021), and Tilasto (2021).
Notes: ** Missing data/information
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Appendix 2: Trained teachers in KIX Africa 199
Teacher Training (KIX Africa 19) - Total
600,000

533,543
500,000

400,000
300,000

150,000
96,000
40,000

200,000

10,000

12,200

7,000

54,504
40,000

100,000

48,500

33,000
15,364

10,000
12,000

1,900
2,100
750
180 45

0

9

Teacher training numbers in Tanzania were unavailable, hence it is excluded from the list.
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Appendix 3: Trained teachers in KIX Africa 2110
Teacher Training (KIX Africa 21) - Total
160,000 151,854
140,000

20,000

7,722

120,000
18,600
100,000
80,000

14,500

15,275

6,000

15,000

12,060

60,000

1,400

5,000 3846
2,000

40,000

14,501

12,000

20,000

1516

1200
530

260 144
300

0

10

Teacher training numbers in Djibouti were unavailable, hence it is excluded from the list.
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