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ABSTRACT 

This conceptual article explores the discourse of teacher-centred (TC) versus student-centred 

(SC) through the lenses of Freire's critical pedagogy, Sen's capability approach, and Vygotsky's 

social constructivism to establish which model best promotes equity and inclusion in Ghanaian 

higher education. The narrative analysis shows that TC models offer structured delivery but 

perpetuate hierarchies, while SC approaches may encourage engagement but also require 

significant institutional support. As such, neither paradigm adequately addresses the challenges 

of equity and inclusion. Instead, this study proposes a hybrid pedagogical framework that 

combines (1) scaffolded content delivery, (2) culturally responsive SC adaptations, and (3) 

strategic digital integration. For effective implementation, the model requires systemic reforms, 

including teacher development programs and infrastructure investments. The proposed blended 

approach transcends the TC/SC binary to create an inclusive academic environment in which 

diverse learners can thrive. This research contributes to the pedagogical discourse in the Global 

South by offering a context-sensitive model for equitable higher education in resource-constrained 

settings. 
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INTRODUCTION 
Around the world, policy makers are using education as a means to reduce socio-economic 

inequalities (Ilie and Rose 2016, 647–668; Nwafor 2014; UNESCO 2020). Although primary 

and secondary education has been considered the main focus of development policy, more 

recently, higher education (HE) has received more attention (Chankseliani, Qoraboyev, and 

Gimranova 2021, 109‒127; Mbithi, et al 2021). Undeniably, higher education (HE) improves 

the development activities of any nation and the well-being of individuals. As Reinders, Lakhal, 

and Couturier (2021:56‒72) indicated, HE is seen as a key tool to improve socio-economic 

mobility and reduce inequalities. Nevertheless, growing inequalities in educational access and 

outcomes remain a pressing concern in the higher education landscape of developing countries 

(Marmolejo and Groccia 2022, 34–50). However, in Ghana, while significant progress has been 

made in expanding tertiary education, inequalities persist, particularly along infrastructures and 

academic performances (Agyei et al. 2024), socio-economic and geographical lines (Buabeng 

and Amo Darko 2024, 78–950. But as Ghana seeks to bridge these gaps, a significant gap still 

persists with regards to the pedagogical approaches in terms of teacher-centred (TC) and 

student-centred (SC) been adopted (Adjei Baah 2024; Joyce 2023; Takyi et al. 2021, 157-182). 

A critical discourse that has emerged which (TC versus SC) is the most effective pedagogical 

approach to promote inclusivity education. The traditional TC model emphasises instructor-led 

teaching, hierarchical knowledge transfer, and standardised curricula (Camac 2018; Xhomara 

2022, 101‒120). In contrast, SC learning promotes active engagement, critical thinking, and 

personalised learning experiences (Camac 2018; Xhomara 2022, 101‒120). Amidst a global 

shift towards inclusive education aspect, Ghanaian institutions must confront a key question: 

which model best promotes equity and inclusion in higher education?  

 

CONTEXTUAL BACKDROP 
In Ghana, significant efforts have been made in the expansion of higher education institutions, 

driven by increased government investment, private sector participation, and international 

cooperation (Acquah 2021; Al-Mokdad 2025, 179‒202; Arthur and Arthur 2016, 387‒408). 

Nevertheless, as UNESCO and World Bank reported, despite enrolment rates have risen 

sharply, inequalities in access remain, particularly for students from rural areas and low-income 

backgrounds (Reinders, Dekker and Falisse 2021, 865‒889). While urban centres such as Accra 

and Kumasi boast of well-resourced institutions, rural universities and technical institutions 

struggle with underfunding, inadequate infrastructure, and limited faculty capacity (Oduro et 

al. 2018; Unterhalter et. 2019). In addition, women, students with disabilities, and first-
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generation learners continue to face systemic barriers to full participation in Ghanaian higher 

education (Vanderveer 2019). Beyond these challenges, while the global discourse on higher 

education pedagogy increasingly advocates a transformative approach to equity (Tyagi et. 

2019), Ghana's tertiary institutions remain largely entrenched in TC methods (Saaka 2024, 

384‒402). This is because lectures dominate teaching, with limited opportunities for student-

led inquiry, collaborative learning, and participatory assessment (Takyi, et al 2021, 157‒182). 

This disparity raises critical concerns: does the persistence of TC learning perpetuate 

exclusion? Conversely, critics argue that SC learning strategies mitigate structural inequalities 

and improve student engagement, retention, and academic success for marginalised groups. 

Hence, this article sets out to explore which model is the best in promoting equity and inclusion.  

 

PROBLEM STATEMENT 
Despite global advocacy for student-centred pedagogies, Ghanaian higher education continues 

to rely heavily on TC approaches (Takyi et al 2021, 157‒182). This reliance is often justified 

by arguments of efficiency, standardisation and resource constraints on teaching staff. 

However, critics argue that TC learning reinforces existing social hierarchies and limits 

opportunities for disadvantaged students to develop agency, critical thinking and adaptability 

in an evolving knowledge economy (Sammut 2024; Vanarsdale 2020). SC learning, on the 

other hand, has gained traction as a potential remedy for educational inequalities, promoting 

inclusivity through active participation, contextualised learning, and learner autonomy 

(Sammut 2024; Vanarsdale 2020). However, the extent to which SC methods can be 

successfully implemented in Ghana's socio-cultural and economic context remains 

underexplored. Furthermore, concerns remain about the feasibility of a large-scale transition to 

SC learning in the face of infrastructure deficits, large class sizes, and teacher preparedness. 

This study seeks to address these tensions by examining the implications of TC and SC models 

for equity and inclusion in Ghanaian higher education. 

 

PURPOSE and RESEARCH QUESTIONS 
This research aims to assess the relative effectiveness of TC and SC learning models in 

promoting equity and inclusion in Ghana's higher education sector. Specifically, the study 

sought to answer the following research questions: 

• How do TC and SC models impact student engagement, learning outcomes, and 

participation of marginalised groups in Ghanaian higher education? 

• Which model is best as pedagogical strategy in response to Ghana's socio 
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cultural and economic realities while promoting equity and inclusion? 

 

Rationale and Significance 
The debate between TC and SC learning models has significant implications for promoting 

equity and inclusion in Ghanaian higher education. As Ghana seeks to improve the 

accessibility, engagement, and overall academic success of marginalised students, the 

pedagogical framework adopted by institutions becomes a critical determinant of outcomes. 

This conceptual article aims to provide conceptual insights into policy debates on TC/SC 

models and which one best promotes equity and inclusion in higher education in Ghana and 

beyond, in line with Sustainable Development Goal 4 (SDG 4) for inclusive and equitable 

quality education. Ghana's Education Strategic Plan (ESP) emphasises the need for pedagogical 

reforms to increase student engagement and diversity. Existing research on TC and SC learning 

models mainly reflects Western paradigms, with limited focus on African contexts. This study 

addresses this gap by situating the SC/TC debate within Ghana's unique socio-economic, 

cultural, and institutional landscape. This has practical implications for policy makers, 

educators, and institutional leaders in designing inclusive pedagogical frameworks. By 

exploring hybrid learning models that integrate the strengths of TC and SC, this study provides 

evidence-based strategies for a more equitable higher education system in Ghana. As Ghana 

expands access to higher education while addressing inequalities, the pedagogical model is 

critical to educational equity. This study provides a nuanced understanding of the impact of TC 

and SC methodologies on marginalised learners and explores solutions for bridging the equity 

gap in higher education in Ghana. The following sections review the relevant literature, 

methodological considerations, empirical findings, and policy recommendations. 

 

LITERATURE REVIEW 
Teacher-Centered Learning 
Teacher-centred (TC) learning positions the teacher as the primary source of knowledge, 

directing learning through structured lectures and assessments (Mavhunga and Rollnick 2016; 

Shah 2020). It emphasises hierarchical teacher-student dynamics, content mastery and passive 

knowledge absorption, often marginalising independent inquiry (Freire 1970; Murphy, Eduljee 

and Croteau, 2021). Although criticised for stifling critical thinking and reinforcing power 

imbalances (Bonwell and Eison 1991; Ghafar 2023), TC remains prevalent in higher education 

due to its efficiency in scalable knowledge transfer (Gibbs and Coffey 2004). Its standardised 

approach lends itself to large classes and fits cultural norms in contexts such as Ghana, where 
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education prioritises authority and curriculum coverage (Ampiah 2008; Biggs and Tang 2011). 

However, the rigidity of TC risks excluding diverse learners by neglecting different learning 

styles and reinforcing marginalisation (Gay 2018). Despite these limitations, its structured 

delivery is pragmatic for foundational disciplines that require systematic knowledge transfer 

(Ghafar 2023; Vavrus, Thomas and Bartlett 2011). 

 

Student-Centered Learning 
Student-centred (SC) learning reorients education from teacher-led delivery to active, 

participatory engagement (Altun 2023; Ghafar 2023). Grounded in constructivism, it promotes 

autonomy, collaboration, and real-world problem solving, and deepens conceptual 

understanding (Barr and Tagg 1995; Weimer 2013). SC promotes critical thinking, inclusivity 

and lifelong adaptability by prioritising learner agency (Schunk and Zimmerman 2012). Its 

flexibility accommodates diverse needs and bridges educational inequalities ‒ particularly in 

Ghanaian higher education, where diverse prior learning experiences exist (Agbevivi 2024; 

Anamuah-Mensah 2004). However, the effectiveness of SC depends on institutional resources, 

including trained instructors, small cohorts, and materials, which remain scarce in many 

Ghanaian universities (Adu-Yeboah and Yawson 2021). Critics also note that SC's Western-

centric assumptions may clash with local pedagogical traditions, making implementation 

difficult (Tabulawa 2013). Despite these challenges, SC's emphasis on equity and engagement 

offers transformative potential that aligns with global shifts towards adaptive, learner-driven 

education (Bransford et al. 2000; Joyce 2023). Despite its benefits, the implementation of SC 

faces barriers in resource-constrained settings such as Ghana. Adoption requires investment in 

teacher training, reduced class sizes and appropriate learning materials ‒ resources that are 

often lacking locally (Adu-Yeboah and Yawson, 2021). Critics also point to the Western 

epistemological underpinnings of SC, which may not align with Ghanaian educational 

paradigms, creating complexity in implementation (Tabulawa 2013). 

 

Equity and Inclusion in Higher Education 
Globally, teaching models have a significant impact on equity and inclusion in education. 

Student-centred (SC) approaches promote inclusivity, particularly for marginalised groups 

such as women, students with disabilities and those from disadvantaged socio-economic 

backgrounds (Altun 2023; Cook-Sather, Bovill and Felten 2014; Lancaste 2017). In contrast, 

teacher-centred (TC) methods often perpetuate inequality by favouring students with prior 

exposure to academic norms and quality education (Altun 2023; Giroux 1983). Ghana's higher 

education system reflects this disparity, with TC exacerbating systemic inequalities (Oduro et 
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al 2018). Rural students face higher attrition rates due to inadequate prior schooling and limited 

resources (Akyeampong 2017, 551‒68), while urban-centric curricula further marginalise rural 

and indigenous learners (Bening 2016, 34‒50). SC's participatory, contextualised pedagogy 

could redress these imbalances by creating more inclusive learning environments (Adu-Yeboah 

2021, 78‒95). 

 

Ghanaian Context: Systemic Barriers 
A major obstacle to the implementation of student-centred learning (SC) in Ghana is inadequate 

infrastructure, including limited ICT access, underfunded libraries, and insufficient classroom 

space (Osei 2020, 201‒19). While teacher-centred learning (TC) works within these 

constraints, SC requires digital tools, interactive spaces, and well-resourced libraries. 

Furthermore, the transition to SC requires educators to shift from knowledge transmitters to 

learning facilitators ‒ a shift that is hampered by inadequate training and institutional support 

(Awacorach et al. 2021, 113‒130). Without professional development, the adoption of SC risks 

resistance or failure (Akyeampong 2017, 194‒203). Cultural factors further complicate this 

shift, as Ghanaian education traditionally prioritises respect for authority, in line with the 

hierarchical structure of TC (Takyi et al. 2021, 157‒182). SC's participatory methods may 

disrupt these norms and require renegotiated classroom dynamics. Although SC promotes 

equity and inclusion (Tabulawa 2013), its success in Ghana depends on addressing 

infrastructural, pedagogical and cultural barriers. The TC-SC debate remains critical in Ghana, 

where equity gaps persist. TC provides structure but entrenches power imbalances, while SC 

promotes engagement but faces implementation challenges (Vanarsdale 2020). A hybrid model 

that leverages the strengths of both approaches could advance inclusive higher education in 

Ghana. 

 

THEORETICAL FRAMEWORK 
Critical Pedagogy Theory 
Paulo Freire's Pedagogy of the Oppressed critiques traditional education through critical 

pedagogy, and describes the “banking model” as oppressive ‒ where teachers deposit 

knowledge in passive students, reinforcing hierarchies and stifling critical consciousness 

(Freire 1970; Nugraha, Wibowo and Hendrawan 2024, 220‒228). Instead, Freire advocates 

dialogical education, in which teachers and students co-construct knowledge, promoting 

empowerment and social justice (Nugraha, et al  2024, 220‒228). This approach remains highly 

relevant in developing countries, where teacher-centred (TC) methods dominate higher 
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education, privileging didactic lectures over engagement (Theelen and van Breukelen 2022, 

1286‒1303). Such models marginalise non-elite students, especially those from rural or 

underprivileged backgrounds, who struggle with rigid academic structures (Anamuah-Mensah 

2020, 56‒78; Lancaster 2017). In contrast, dialogic learning amplifies marginalised voices and 

promotes inclusivity and equity. Empirical research in Ghanaian universities shows that 

participatory environments foster critical thinking and challenge social inequalities (Anamuah-

Mensah 2020, 56‒78). Freirean pedagogy thus offers a transformative alternative to TC models 

that aligns education with democratic and emancipatory goals. 

 

Theory of Capability Approach  
Amartya Sen's (1999) capabilities approach reframes educational equity by emphasising 

students' actual opportunities over mere resource allocation (Dalkilic and Vadeboncoeur 2016; 

Kuhumba 2017, 127‒145). Applied to Ghanaian higher education, this raises a critical 

question: which pedagogy ‒ teacher-centred (TC) or student-centred (SC) ‒ better expands 

capacities such as critical agency and employability? TC models, with rigid curricula and 

passive learning, often limit independent thinking and real-world problem solving. Conversely, 

SC approaches promote active engagement and participatory learning, equipping students with 

adaptable skills (Aheto and Oppong 2021, 45‒62). Empirical evidence from Ghana shows that 

SC-trained graduates excel in problem-solving and labour market adaptability (Aheto and 

Oppong 2021, 45‒62), underscoring SC's alignment with Sen's vision of education as capacity-

building. To achieve equitable outcomes, Ghana must prioritise pedagogies that transform 

students' freedoms, not just their access. 

 

Social Constructivist Theory  
Vygotsky's (1978) social constructivism frames learning as socially constructed through 

interaction and scaffolding (Devi 2019, 5‒19), challenging teacher-centred models that 

prioritise the hierarchical transmission of knowledge (Saleem, Kausar and Deeba 2021, 403‒

421). This theory supports student-centred approaches that promote agency, collaboration and 

critical thinking ‒ key to equitable education. In Ghanaian higher education, constructivist 

methods could address systemic inequalities by replacing rigid lecture-based systems with 

collaborative projects and problem-based learning (Joyce 2023). Such pedagogies particularly 

benefit marginalised students who are disadvantaged by rote learning traditions. Culturally 

responsive adaptations of Vygotskian principles can further reduce inequalities, as scaffolding 

knowledge through familiar cultural contexts increases engagement among linguistically and 

socio-economically diverse learners. By connecting new concepts to students' lived 
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experiences, educators can create more inclusive classrooms that value multiple perspectives 

while improving academic outcomes (Joyce 2023). 

 

SYNTHESIS: TOWARD A HYBRID FRAMEWORK 
A hybrid pedagogical model that blends teacher-centred (TC) and student-centred (SC) 

approaches offers an equitable framework for Ghanaian higher education. While TC methods 

provide essential foundational knowledge, their integration with Freirean dialogic pedagogy 

creates a structured scaffolding from direct instruction to facilitated dialogue that promotes 

critical engagement (Mensah and Adomako 2023, 67‒84). This synthesis aligns with Sen's 

capability approach by ensuring that educational outcomes translate into real-world 

competencies (employability, social mobility). Practical implementations such as flipped 

classrooms and blended learning combine the structure of TC with the participatory methods 

of SC, proving particularly effective in resource-constrained contexts (Mensah and Adomako 

2023, 67‒84). Ghana's challenges ‒ infrastructure constraints and cultural hierarchies ‒ require 

such balanced solutions. Digital tools can mediate this transition, enabling collaborative 

learning without requiring full adoption of Western-style SC. Crucially, this hybrid model 

addresses systemic inequalities: pure TC reinforces knowledge hierarchies that marginalise 

non-elite students, while exclusive SC implementation risks overlooking basic skills gaps. By 

synthesising critical pedagogy, capability theory and social constructivism, Ghana can develop 

context-sensitive pedagogies that combine structured knowledge delivery with culturally 

responsive, participatory learning. This approach promises to improve both equity (through 

inclusive design) and quality (through critical skills development), positioning higher 

education as a driver of national development. 

 

Conceptual Synthesis 
This conceptual synthesis evaluates teacher-centred (TC) and student-centred (SC) learning 

models in Ghanaian higher education, focusing on their implications for equity and inclusion 

‒ a persistent challenge in low- and middle-income countries (LMICs) (Altinyelken 2010, 151‒

71; Tadesse, Suárez and Mason 2021, 78‒102). While TC learning, characterised by lecturer-

dominated knowledge transmission, remains prevalent in LMICs (Freire 1970; Glewwe, 

Kremer and Moulin 2011, 112‒35), SC approaches prioritise active student engagement and 

collaborative problem-solving (Weimer 2013; Attard et al. 2010). Ghanaian institutions 

illustrate this tension, with some universities adopting SC strategies such as blended learning 

to increase the participation of marginalised groups (Asare, Boateng and Adu-Yeboah 2020, 
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610‒30), while others remain TC-dependent due to infrastructural or curricular constraints 

(Mensah and Owusu 2022, 45‒66). 

Comparative evidence highlights the potential of SC. Studies in sub-Saharan Africa 

associate TC models with rote learning and overcrowding (Altinyelken 2010, 151‒71), while 

SC methods in Kenya and South Africa improve engagement when institutionally supported 

(Glewwe, et al 2011, 112‒35). Similarly, Asian research links SC learning to improved 

retention, but notes systemic barriers to implementation (Gupta and Sharma 2020, 56‒74). In 

Ghana, SC practices at institutions such as the University of Education, Winneba, promote 

critical thinking, but their effectiveness depends on faculty training and resources (Owusu, 

Mensah and Amponsah 2021, 87‒105). Conversely, technical universities often revert to TC 

methods due to structural limitations, exacerbating inequalities for underprepared students 

(Mensah and Owusu 2022, 45‒66). A hybrid approach is essential. SC learning promotes 

inclusivity by accommodating diverse learners (Tadesse, et al 2021, 78‒102), but Ghana's 

resource constraints require a pragmatic integration of the structured foundations of TC with 

the participatory strengths of SC. Key reforms ‒ faculty development, expansion of digital 

infrastructure, and culturally responsive curricula ‒ must underpin this shift. By strategically 

blending models, Ghana can mitigate systemic inequalities while preparing graduates for 

complex societal challenges. 

 

COMPARATIVE ANALYSIS 
Ghanaian higher education requires careful evaluation of teacher-centred (TC) and student-

centred (SC) models, which differ fundamentally in approach. TC emphasises the structured 

transmission of knowledge, ensuring clarity of content but often promoting passive learning 

(Altinyelken 2010, 151‒71). SC prioritises active engagement through collaborative, inquiry-

based methods that promote critical thinking but require greater student self-regulation 

(Weimer 2013). Evidence shows trade-offs: TC provides predictable outcomes but promotes 

rote learning over analytical skills (Glewwe, et al  2011, 112‒35; Mensah and Owusu 2022, 

45‒66). SC improves long-term knowledge retention and problem solving (Arias-Ortiz and 

Dehon 2013, 493‒510; Asare, et al  2020, 610‒30). However, the effectiveness of SC in Ghana 

is moderated by institutional readiness and student background. Rural learners unfamiliar with 

self-directed approaches may struggle without scaffolding (Tadesse, et al  2021, 78‒102). Both 

models risk reinforcing inequalities. TC disproportionately benefits urban male students by 

perpetuating traditional hierarchies (Mensah and Owusu 2022, 45‒66). SC, while interactive, 

can benefit confident, elite students if not deliberately facilitated (Glewwe, et al 2011, 112‒
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35). Successful implementation therefore requires targeted support structured facilitation in SC 

classrooms and gradual pedagogical transitions to ensure true inclusivity. 

 

CRITICAL ANALYSIS: TENSIONS AND HYBRID POSSIBILITIES  
The tension between teacher-centred (TC) and student-centred (SC) learning models in Ghana's 

higher education system highlights critical challenges in promoting equitable and inclusive 

learning environments. While the TC approach prioritises the structured transmission of 

knowledge, the SC model emphasises active student engagement (Freire 1970; Weimer 2013). 

However, resource constraints in Ghana ‒ large class sizes, inadequate infrastructure, and 

limited faculty training in SC methods ‒ hinder this shift (Owusu, Mensah and Amponsah 2021, 

87‒105). In addition, resistance from teachers stems from entrenched TC traditions and 

perceived threats to authority. 

A key concern is the cultural misalignment of Western TC models that prioritise 

individualism, which contrasts with Ghanaian communal values of hierarchical teacher-student 

relationships and collective knowledge building (Ryan and Deci 2000, 68‒78; Nsamenang 

2018, 33‒50). A culturally responsive hybrid model must therefore integrate the structured, 

foundational instruction of TC with the collaborative, application-based learning of SC (Biggs 

and Tang 2011; Kolb 1984). Group-based SC activities ‒ peer tutoring, case studies and local 

knowledge-centred projects ‒ can be aligned with Ghanaian epistemologies (Amoako and 

Effah 2022, 88‒110). 

Strategic implementation requires policy interventions, including ICT investments to 

expand access to digital SC resources, especially in underserved institutions (Boateng and 

Adjei 2020, 2399‒415). Faculty development programmes should train educators in adaptive 

pedagogies, while equity audits ensure the inclusion of marginalised learners (Amoako and 

Effah 2022). This phased, context-sensitive approach balances pedagogical innovation with 

Ghana's socio-cultural and infrastructural realities. 

 

IMPLICATIONS AND RECOMMENDATIONS 
Drawing on social constructivism (Vygotsky 1978) and the capability approach (Sen 1999), 

this study examines how teacher-centred (TC) and student-centred (SC) models affect 

educational equity in Ghana. While TC learning reinforces exclusion by privileging students 

with prior academic exposure ( Zajda 2023), SC methodologies ‒ in line with Vygotsky's (1978) 

social construction of knowledge promote inclusion through participatory learning, benefiting 

marginalised rural students. The capability approach further highlights the need to expand 

students' real opportunities, with SC models fostering critical autonomy and employability, 
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whereas TC models often limit active engagement. To institutionalise equity, accreditation 

bodies need to mandate SC-integrated curricula, while policymakers should prioritise digital 

infrastructure and teacher training to bridge rural-urban divides.  

Blended learning models and targeted funding are essential to mitigate technological 

inequalities. In addition, universities need to train educators in scaffolding techniques that 

balance structured content delivery with interactive methods to support diverse learners. 

Structured peer mentoring programmes should be institutionalised to help marginalised 

students, particularly first-generation and rural students to adjust to student-centred (SC) 

environments by providing academic and social support. In addition, longitudinal studies are 

needed to assess how blended TC/SC models affect retention, engagement and performance 

across socio-economic groups. Participatory action research involving students as co-

researchers can provide deeper insights into pedagogical effectiveness and inform equitable 

policy reforms. 

 

CONCLUSION 
It is evident that both traditional teacher-centered (TC) and student-centered (SC) learning 

models inadequately address equity and inclusion in Ghanaian higher education. TC provides 

structure, standardisation and efficiency in resource-constrained settings but reinforces 

hierarchical power dynamics and limits student engagement. SC promotes autonomy, critical 

thinking, and participatory learning but requires significant faculty training, institutional 

support, and cultural adaptability. A hybrid pedagogical model that integrates elements of both 

approaches is presented as the most viable way to achieve an equitable and inclusive learning 

environment in Ghana. Achieving educational equity requires systemic change. Higher 

education institutions need to diversify their teaching strategies and invest in digital 

infrastructure, faculty development, and curriculum reforms that are aligned with Ghana's 

socio-cultural and economic realities. It is imperative to adapt SC strategies to Ghana's 

communal learning traditions through structured scaffolding, collaborative projects, and 

localised content to ensure that all students can engage meaningfully. Similarly, technology-

enhanced (TE) elements can provide foundational knowledge, particularly in disciplines where 

structured content delivery remains paramount. Ongoing pedagogical debate should focus on 

creating a contextually responsive framework that fosters meaningful learning experiences for 

all students. As Ghana expands access to higher education, institutions must prioritise 

pedagogical inclusivity, ensuring that teaching and learning processes empower students from 

diverse backgrounds. Promoting equity in Ghanaian higher education requires the deliberate 

integration of structured teaching and participatory learning, bridging the gap between 
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knowledge transfer and student empowerment, and creating a system where every learner can 

thrive. 
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