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Teacher Trainees’ Knowledge and Preparedness for 

Inclusive Education in Tanzania: 

The case of Mkwawa University College of Education 

Orestes Kapinga 

 

Abstract  

The purpose of this study was to explore trainee teachers’ 

knowledge and preparedness for teaching students with special 

needs accommodated in regular classrooms in Tanzania. Inclusive 

education has gained significant currency nationally and 

internationally. Inclusive education demands that the teacher 

should be able to meet the needs of students with disabilities in 

a regular classroom. The success of inclusive education rests on 

quality teacher preparation gearing towards inclusive education. 

How teachers are prepared is intrinsically linked to the quality of 

education provided in the schools. A qualitative research 

approach was used to explore trainee teachers’ preparedness for 

inclusive education in Tanzania. A descriptive survey research 

design was employed. A simple random sampling procedure was 

used to select the respondents. A total of 146 final year students 

in the Bachelor of Arts with Education and Bachelor of Science 

with Education at Mkwawa University College of Education were 

involved in the study. A close-ended questionnaire was 

administered to the trainee teachers during normal lecture 

sessions. Overall, the study revealed that trainee teachers are not 

adequately prepared for teaching students with special needs 

included in regular classrooms as the as the present teacher 

                                         
  Mkwawa University College of Education, orestes.katopu@gmail.com 
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education curriculum does not cover a lot of courses in special 

education and inclusive education in general. It was further 

revealed that trainee teachers were not equipped with relevant 

special education needs knowledge. However, it was noted that 

trainee teachers had positive attitudes towards students with 

special needs and attitudes towards inclusive education. 

 

 

Descriptors:  

trainee teachers; inclusive education; special needs 

education; regular classrooms, teacher education 

 

 

Background 

The commitment to provide primary education to every 

child is the oldest of the Millennium Development Goals, having 

been set at the first Education for All conference in Jomtien, 

Thailand more than 20 years ago. Inclusive education is premised 

on a philosophy of educational reform that gives the highest 

priority to equal right to education for all people irrespective of 

their diverse circumstances, as pronounced in UNESCO’s 

Salamanca Declaration (UNESCO, 1994). Tanzania, like many 

other countries, is moving towards inclusive education. Tanzania 

is the signatory of a number of international agreements such as 

Education for All - EFA 1990 (UNESCO, 1990), the Salamanca 

Framework of Action (UNESCO, 1994), Dakar Framework for 

Action (UNESCO, 2000) and the Convention on the Rights of 

Persons with Disabilities (UN, 2008).  

The significance of inclusive education has been recognized 

at the educational policy level in Tanzania. The government of the 

United Republic of Tanzania has been committed to Universal 
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Primary Education since 1977 when enrolment rates reached 

95%, but the economic hardship of the 1980s eroded these gains. 

In response to the economic problems, the Government 

introduced cost-sharing measures, froze recruitment of teachers 

and reduced overall spending on education. These measures led 

to a shortage of teaching and learning materials, non-maintenance 

of school infrastructure, discontinued classroom construction, as 

well as shortage of teachers. These effects resulted in low 

enrolment, high dropout rates, and low performance at national 

examinations, dilapidated buildings, an uncomfortable learning 

environment and a decline in completion rates. The Education 

Act No. 25 of 1978 made primary education compulsory though 

not free (Okkolin, Lehtomäki & Bhalalusesa, 2010). There are 

today several primary and secondary schools in Tanzania that are 

involved in inclusive education programmes. 

The projected population in Tanzania for the 2012 

Population and Housing Census conducted in August 2012 was 

45 million people. There are an estimated four million people 

living with disabilities in Tanzania (URT, 2012)1. What does it mean 

in terms of education provision for persons with disabilities? The 

growing population suggests more expansion in school 

enrolment and facilities for persons with disability. This has also 

implications on teacher deployment and further development. 

Teacher education is of paramount importance if inclusion is 

intended to be achieved by any system of education. The role of 

teachers is given great importance for the effective handling of 

the inclusive classroom (Rajeshwari & Chander, 2014). 

Primary schools and secondary schools accommodating 

pupils with disabilities in Tanzania face many challenges. Most of 

the classrooms are crowded with large number of pupils. The 

                                         
1  Downloaded from http://www.nbs.go.tz/sensa/new.html on 21st May 2014 

at 15.10 hours. 
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classrooms have poor conditions with an acute shortage of 

furniture. On average about five pupils share one desk, and 

majority of the pupils sitting on the floor. Most schools especially 

in the rural areas are understaffed. The pupil qualified teacher 

ratio (PQTR) is very high. For example, the PQTR in primary 

schools in 2010 was 1:54. In secondary schools, the PQTR for 

2010 was 1:51 (MoEVT, 2011). Considerable variations exist 

between schools and between regions. Most pupils lack basic 

learning materials such as books, pens and pencils. The average 

pupil to textbook ratio is 5 to 1. Schools have poor sanitation 

facilities. Most schools lack clean and safe drinking water as well 

as playgrounds for sports activities. The pupil to latrine ratio is 

90:1, meaning that 90 pupils have to use one pit latrine. Schools 

are not designed to cater for children with disabilities and 

teachers are not adequately trained. Generally, the learning 

environment is unfriendly and not supportive for pupils with 

disability. What is the situation of children with disabilities in the 

absence of teachers with some knowledge in special education? This 

account implies that the situation for pupils with special needs 

included in the regular classrooms is threatening and that pupils 

with disabilities are the most underprivileged. 

A Disability Survey Report of the Government of the United 

Republic of Tanzania conducted by the National Bureau of 

Statistics in 2008 (URT, 2008) found disability prevalence to be 

7.8 percent (about 2.0 million people). The disability survey also 

reported that, the illiteracy rate for persons with disability in 

Tanzania was 47.6% compared to 25.3% of the persons without 

disability. That means almost half of the persons with disability 

are not educated. The survey also revealed that 42% and 3% of 

people with disabilities had no education at all or had secondary 

education respectively, compared to 24% and 7% of those 

without disabilities. The survey further indicated that enrolment 
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rates were also low among children with disabilities (52%) when 

compared with those without (75%) (URT, 2008). 

The Primary Education Development Plan I 2002-2006 

(PEDP I) and PEDP II (2007-2011) was the first outcome of the 

efforts to turn international education obligations into feasible 

strategies and actions. Trends in enrolment show that the 

number of pupils with disabilities in primary schools increased 

from 18982 in 2006 to 26436 in 2011.The enrolment rates for 

pupils with disabilities have increased but not significantly and the 

proportion of primary school enrolment for pupils with 

disabilities in 2011 was 0.36% (MoEVT, 2011). The Secondary 

Education Development Programme (SEDP I & II) paid attention 

to students with disabilities, though there were no specific 

objectives and strategies of making education more accessible for 

pupils with disabilities (URT, 2004; O-Saki &Njabili, 2003). 

Educational services to persons with disability have increased 

significantly during the last two decades, but they still are 

inadequate and of poor quality (Mboya&Mosha, 2003). Enrolment 

in secondary schools for persons with disability increased from 

716 in 2006 to 5534 in 2010 and dropped to 5008 in 2011.  

In most schools in Tanzania, the significantly increased 

enrolment rates at Standard I have resulted in overcrowding, and 

children repeating years have further aggravated the problem. 

According to previous studies, lack of qualified and competent 

teachers is one factor attributed to increased repetition rates. 

The repetition rate is higher in the lower grades and decreases 

in higher grades (Kalanje, 2011).The available statistics indicate 

that the level of passing examinations for pupils with disabilities 

is falling. For instance, in year 2009 only 65 percent of pupils with 

disabilities were selected to join secondary schools comparing to 

70.43 percent of 2008. Therefore, for one year the number had 
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fallen for about 16%. This situation is expected to be worsened, 

as the condition in schools has not improved. 

Reports and experience show that people with disabilities 

often face mistreatments in a number of ways and because of 

various reasons. For instance, according to the Legal and Human 

Rights Centre’s Report (Tanzania Human Rights Report of 2008), 

the World Bank has estimated that, 20% of the most 

impoverished individuals are disabled because they lack education 

and employment opportunities to earn their living. A Disability 

Survey Report of the Government of the United Republic of 

Tanzania conducted by the National Bureau of Statistics in 2008 

found disability prevalence to be 7.8% (about 2.4million people) 

(URT, 2008). The survey also reported that, the illiteracy rate for 

persons with disability in Tanzania was 47.6% compared to 25.3% 

of the persons without disability. That means almost half of the 

persons with disability are not educated. The survey also revealed 

that 15.5% of children with disabilities aged between 3-14 years 

were refused entry to schools because of their disabilities. The 

highest refusal of 8.4% was in regard to entry into regular primary 

schools. This was followed by refusal to join the regular pre-

schools at 4.7% (URT, 2008). 

 

 

 

Problem Statement 

Although, there are quite a few schools currently offering 

education in inclusive settings, especially through the 

Government’s programme, the challenges to further develop 

inclusive education in the Tanzanian primary and secondary 

schools are immense. One major challenge is related to the 

supply of enough and qualified teachers with a background in 
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special education who can teach in the regular classrooms and 

schools which accommodate pupils with special needs. In this 

view, inclusive education is one major explanation to reach 

majority of the children with disabilities in schools. One way of 

enhancing this is through the professional development of 

teachers and educators who can teach and conduct research. 

 

Literature Review 

Teacher Education in Tanzania 

Teacher education in Tanzania is categorized as regular and 

special education teacher education. Both regular and special 

education teacher education is college based and university 

based, and similarly both systems offer pre-service and in-service 

teacher education programmes. The college-based regular 

teacher education programmes offer a two-year grade ‘A’ 

teacher education certificate and diploma in education. Teacher 

grade ‘A’ certificate is the initial course for primary school 

teachers and it is the minimum qualification for teaching at 

primary school level. A diploma in education is the initial 

qualification for teaching in secondary schools. In 2012 the 

enrolment in both Government and Non-Government Teacher 

Colleges was 43,258, of which the enrolment for teachers in 

special education at certificate level was 0.11% (MoEVT, 2012). 

The University based regular teacher education programmes 

offer a three year bachelor’s degree, which qualifies graduates for 

teaching in secondary schools and teachers’ colleges. There are 

at present 28 universities and university colleges which offer 

degree programmes in education. Of the 28 universities and 

university colleges, only two universities and one University 

College offer degree programmes in special education at a 

bachelor’s level. 
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The college based teacher education for special education is 

offered at Patandi Teachers’ College. The college offers 

programmes at certificate and diploma levels. These are the 

teachers expected to work in special primary and secondary 

schools respectively. The teacher education for special education 

is categorical in character, that is, student teachers specialize and 

become experts in one disability area. Three areas of 

specialization are offered at Patandi: visual impairment, hearing 

impairment and intellectual impairment. Some disability areas 

such as autism, deaf blindness, learning disabilities, speech and 

language disorders, physical disabilities, emotional and 

behavioural disorders, health impairments and multiple 

disabilities are not offered as specializations. The capacity of 

Patandi is to enrol around 300 student teachers per year. This 

number is extremely small to meet the ever-growing demand for 

teachers with qualifications in special education countrywide. 

To meet the demands of teachers and educators with 

specialization in special education, and with a degree qualification, 

the Open University of Tanzania (OUT) introduced the first 

bachelor’s programme in special education in 2005 in 

cooperation with Åbo Akademi University. This was an in-service 

programme for teachers and professionals in special education. 

The first batch of the B.Ed. Special Education programme was 

offered as a pilot. The programme was later mainstreamed into 

the OUT’s wide programmes. 

The Sebastian Kolowa University College (SEKUCo) recently 

transformed into a fully-fledged university, Sebastian Kolowa 

Memorial University (SEKOMU) started offering a three-year 

bachelor’s degree in special needs education (B.EdSN) in October 

2007. The university enrols both fresh entrants and those with a 

background in special education. The bachelor’s programme is 

offered in the following specializations: cognitive disabilities and 
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autism spectrum, visual impairments, hearing impairments, and 

speech and language disabilities. Disability areas such as deaf 

blindness, health impairments, physical disabilities and emotional 

and behavioural disorders are not catered for. The University of 

Dodoma since 2009 offers a three year Bachelor of Education in 

Special Needs (B.Ed. SPED) for both pre-service and in-service 

teachers. It is however, important to note that teacher education 

for special education has been very limited in quantity. Mkwawa 

University College, which is a constituent college of the 

University of Dar es salaam, offers degree programmes leading to 

the teaching profession. The components of the degree 

programmes include elements of special education. However, the 

content of the courses does not adequately prepare trainee 

teachers to meet the needs of children with special needs 

accommodated in regular classrooms. 

 

Inclusive Education in Tanzania 

Many declarations and statements have been made in recent 

years by the international community to promote the rights of 

persons with disabilities and other learning needs to an 

appropriate education (Kisanji, 1998). According to Kisanji 

(1998), most of these declarations and statements were 

endorsements and/or adoptions of policy proposals and practices 

which already existed in some industrialized Western countries. 

Abosi (2000) observed that in Africa the implementation of 

inclusive education has not received strong support from most 

of the governments in terms of proper planning and resource 

provision. Abosi considered that inclusive education practiced in 

Africa and many other developing countries (DCs) results in 

isolation and frustration for learners with special needs because 

the necessary support and resources for meaningful inclusion are 

lacking.  
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However, Mmbaga (2002) argues that there are clear 

indications of inclusive attitudes in Nyerere’s ideology of 

socialism and self-reliance enshrined in ESR, which still guides the 

legislation on education today in Tanzania. The policy was based 

on the culture of people living together, working together and 

helping each other. In Tanzania, the culture of African socialism 

points towards a culture of inclusiveness (Mmbaga, 2002). Many 

of these norms and customs originate in indigenous customary 

education (Kisanji, 1998). Kisanji (1998) cautions that while 

attempts are being made in Western countries to accommodate 

all learners, whatever their needs, non-Western countries are 

expected to follow the Western experiments as modus operandi. 

The implication is that non-Western countries should model 

their own system of inclusive education by taking into account 

cultural aspects when implementing the programs. Tanzania 

started to implement the inclusive education idea after the 

Salamanca Conference in 1994. The initiative started in 1998, 

when the government of Tanzania, the Salvation Army and 

UNESCO carried out a joint venture project at Temeke district 

in Dar es Salaam aimed at introducing inclusive education in 

primary schools in Temeke (URT, 2008). This was part of the 

national program for inclusive education. Seven schools were 

involved in the project and until 2008, 280 primary schools were 

involved in inclusive education in different regions of Tanzania 

(URT, 2008). As a result of the project, more children with 

disabilities have been accepted in the schools. However, there is 

dearth of data related to enrolment in this category, but the 

official statistics reveal that the number has remained low. 

 

Theoretical Considerations 

In establishing the theoretical foundations for the study, a 

self-determination theory was adopted. Deci and Ryan (1985) 
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proposed a self-determination continuum to describe 

motivational variables with different degrees of self-

determination. From higher to lower self-determination, Deci 

and Ryan (1985) identified three types of motivation, namely 

intrinsic motivation, extrinsic motivation and a motivation. Intrinsically 

motivated behaviors are those that are engaged in for their own 

sake, in other words, for the pleasure and satisfaction derived 

from performing them (Deci, 1971). Extrinsic motivation refers 

to activities that are carried out as a means to an end and not for 

their own sakes (Deci, 1975). According to Deci and Ryan (2002) 

extrinsic motivation refers to a broad array of behaviors having 

in common the fact that activities are engaged in not for reasons 

inherent in them but for instrumental reasons. The third type is 

a motivation, or lack of intrinsic or extrinsic motivation. A 

motivation represents the absence of self-determination 

(Levesque, Copeland & Sutcliffe, 2008). When a motivated, 

individuals disengage from the activity and eventually stop doing 

it. A motivation according to Ryan and Deci (2000) results from 

perceptions of helplessness or lack of self-efficacy, competence 

or valuation of the activity. According to Ryan and Deci (2000) 

people have not only different amounts, but also different kinds 

of motivation. That is, different people have different orientations 

of motivation – intrinsic or extrinsic – as well as different levels 

of motivation. 

 

METHODOLOGY 

Aim and Relevance of the Study 

The purpose of this study was to explore trainee teachers’ 

knowledge and preparedness for teaching students with special 

needs accommodated in the regular classrooms in Tanzania. The 

study sought to gain an understanding into the university teacher 
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preparation programmes and the characteristics of teacher 

trainees having undergone such training and how such 

programmes can better prepare future teachers for inclusive 

education.  

Why was it important for me to conduct a study with a focus on 

a degree programme? First, as Tanzania has only one teachers’ 

college for special education, the need for university based 

programmes in special education is obvious. Second, the basic 

training which teachers get through initial teacher education 

programmes does not provide them with adequate theoretical 

and practical experiences related to special education. 

Furthermore, the in-service education and training (INSET) 

provision for teachers in Tanzania is inadequate in terms of 

coordination, consistency and coverage. 

 

Research questions 

The study was guided by two research questions. They are: 

i. What knowledge do trainee teachers have for teaching 

students with special needs included in regular 

classrooms? 

ii. To what extent are trainee teachers prepared to teach 

students with special needs included in regular 

classrooms? 

 

Participants 

A total of 146 participants randomly sampled from amongst 

third year Bachelor of Arts with Education and Bachelor of 

Science with Education students were included in the study. The 

students did a course on counselling and special needs education 

in which some elements of special needs education and inclusive 

education have been treated. In terms of sex, 81 were males and 



JED Inaugural Edition 

13 

65 were females. Furthermore, majority of the respondents 121 

were doing Bachelor of Arts with Education while 25 were doing 

Bachelor of Science with Education. in addition, of all the 

participants, only 37 had attended teacher education 

programmes before joining the degree programmes and 109 had 

not attended teacher education programmes prior to joining the 

university, and 41 of the respondents had worked as teachers 

prior to joining degree programme and 105 participants had not 

worked as teachers. 

 

Data Collection and Analysis 

A survey questionnaire was used to collect the data for this 

study. A 20 items questionnaire was administered to 146 third 

year students in the Bachelor of Arts with Education and 

Bachelor of Science with Education. The respondents were 

randomly selected. The students had done a course on 

counselling and special needs education during the first semester 

of their third year. It was anticipated that, the students would 

have information with respect to inclusive education. The 

questionnaire used Likert-scale questions. Each item required a 

response to a4-point Likert type classification with response 

choices ranging from 1 (strongly disagree) to 4 (strongly agree). 

Data were analysed by using SPSS version 16.0 for windows. 

Descriptive statistics namely frequencies and crosstabs were 

used. 

 

RESULTS AND DISCUSSION 

The present study was guided by two research questions. 

The findings of the study are presented as per the research 

questions and items of the questionnaire. The first research 

question was: What knowledge do trainee teachers have 
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for teaching students with special needs included in 

regular classrooms? 

Trainee teachers were asked to indicate their knowledge for 

teaching students with special needs included in regular 

classrooms. The aim was to relate the knowledge of special 

education learned university and their ability of handling students 

with special needs. Responses were indicated on a rating scale 

from 1 to 4. The findings of the study are presented as per the 

items in the questionnaire. 

The programme has prepared trainee teachers for teaching 

students with special needs 

Trainee teachers were asked to rate the extent to which the 

programme they are prepared for teaching student with special 

needs. Around47.9% of the respondents agreed that the degree 

programme has prepared them to teach students with special 

needs accommodated in regular classrooms, while 45.2% strongly 

agreed, 4.1 % strongly disagreed and 2.7 % disagreed that the 

degree programme has prepared them for teaching students with 

special needs accommodated in regular classrooms (cf. Table 1). 

Table 1.The programme prepared trainee teachers to teach 

students with SN 

  Frequency Percent Valid Percent Cumulative Percent 

Valid strongly disagree 6 4.1 4.1 4.1 

disagree 4 2.7 2.7 6.8 

Agree 70 47.9 47.9 54.8 

strongly agree 66 45.2 45.2 100.0 

Total 146 100.0 100.0  

 

Trainee teachers’ pedagogical skills for teaching students with 

special needs 

When asked about the pedagogical skills for handling 

classrooms accommodating pupils with disability, about 54.1% of 
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the respondents agreed that they have necessary pedagogical 

skills for teaching students with special needs included in the 

regular classrooms, while 32.2% strongly agreed, 8.9% disagreed 

and 4.8% strongly disagreed (cf. Table 2). 

 

Table 2.Trainee teachers have pedagogical skills 

  
Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid strongly disagree 7 4.8 4.8 4.8 

Disagree 13 8.9 8.9 13.7 

Agree 79 54.1 54.1 67.8 

strongly agree 47 32.2 32.2 100.0 

Total 146 100.0 100.0  

 

Trainee teachers’ are adequately trained to meet the needs of 

children with special needs 

With respect to adequate training for meeting the needs of 

students with special needs, about 49.3% of the respondents 

agreed that they have been trained to meet the needs of children 

with special needs accommodated in regular classrooms. In 

addition, 28.1% of the respondents strongly agreed, 17.1% 

disagreed and 5.5% strongly disagreed that the programme has 

adequately prepared them to meet the needs of children with 

special needs accommodated in regular classrooms (cf. Table 3). 

 

Table 3.Trainee teachers are adequately trained 

  
Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid strongly disagree 8 5.5 5.5 5.5 

disagree 25 17.1 17.1 22.6 

agree 72 49.3 49.3 71.9 

strongly agree 41 28.1 28.1 100.0 

Total 146 100.0 100.0  
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Trainee teachers understanding of the needs of students with 

special needs 

Trainee teachers were asked to rate their understanding of 

the needs of students with special needs accommodated in 

regular schools. About 51.4% of the respondents agreed, 30.1% 

strongly agreed, while 15.8% disagreed and 2.7% strongly 

disagreed that they have a strong understanding of students with 

special needs (cf. Table 4). 
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Table 4. Trainee teachers understanding of the needs of 

students with special needs 

  Frequency Percent Valid Percent Cumulative 

Percent 

Valid strongly disagree 4 2.7 2.7 2.7 

disagree 23 15.8 15.8 18.5 

agree 75 51.4 51.4 69.9 

strongly agree 44 30.1 30.1 100.0 

Total 146 100.0 100.0  

 

Trainee teachers ‘knowledge of assessment to cater for diverse 

learning needs of students 

In responding to the question on their knowledge of 

assessment to cater for diverse learning needs, 63% of the 

respondents agreed, 21.9% strongly agreed, 11% disagreed and 

4.1% strongly disagreed that they have knowledge of assessment 

to meet the diverse learning needs of students accommodated in 

the regular classrooms (cf. Table 5). 

 

Table 5.Trainee teachers’ knowledge of assessment 

  Frequency Percent Valid Percent Cumulative 

Percent 

Valid strongly disagree 6 4.1 4.1 4.1 

Disagree 16 11.0 11.0 15.1 

Agree 92 63.0 63.0 78.1 

strongly agree 32 21.9 21.9 100.0 

Total 146 100.0 100.0  

 

The second research was: to what extent are trainee 

teachers prepared to teach students with special needs 

included in regular classrooms? The question aimed at 

determining the extent to which trainee are prepared to teach 

students with special needs accommodated in regular 
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classrooms. The following are the results based on the items (cf. 

Table 6). 

 

Table 6. Trainee teachers preparedness 

  
Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid strongly disagree 5 3.4 3.4 3.4 

Disagree 13 8.9 8.9 12.3 

Agree 75 51.4 51.4 63.7 

strongly agree 53 36.3 36.3 100.0 

Total 146 100.0 100.0  

 

When asked whether they needed more training in order to 

work with students with special needs accommodated in regular 

classrooms, 61 % of the respondents strongly agreed, 24.7% 

agreed, 9.6% disagreed and 4.8% strongly disagreed that they 

need more training in special education (cf. Table 7). 

 

Table 7.Trainee teachers need more training 

  
Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid strongly disagree 7 4.8 4.8 4.8 

Disagree 14 9.6 9.6 14.4 

Agree 36 24.7 24.7 39.0 

strongly agree 89 61.0 61.0 100.0 

Total 146 100.0 100.0  

 

Trainee teachers were asked as to whether they can meet 

individual needs of students accommodated in regular 

classrooms. Responses showed that 56.8% agreed, 26.7% 

strongly agreed, 14.4% disagreed and 2.1% strongly disagreed that 

they can meet the individual needs of students with special needs 

accommodated in regular classrooms (cf. Table 8). 
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Table 8.Trainee teachers can meet individual needs 

  Frequency Percent Valid Percent Cumulative 

Percent 

Valid strongly disagree 3 2.1 2.1 2.1 

Disagree 21 14.4 14.4 16.4 

Agree 83 56.8 56.8 73.3 

strongly agree 39 26.7 26.7 100.0 

Total 146 100.0 100.0  

 

Trainee teachers were asked as to whether inclusive 

education is practical. About 28.8% strongly disagreed, 26.0% 

disagreed, 25.3% agreed and 19.9% strongly agreed that inclusion 

is not practical. This suggests that trainee teachers do not have 

theoretical-practical knowledge for supporting and teaching 

students with special needs accommodated in regular 

classrooms. 

 

Table 9.Inclusion is not practical 

  
Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid strongly disagree 42 28.8 28.8 28.8 

disagree 38 26.0 26.0 54.8 

agree 37 25.3 25.3 80.1 

strongly agree 29 19.9 19.9 100.0 

Total 146 100.0 100.0  

 

SUMMARY AND CONCLUSIONS 

The findings above showed a marked lack of knowledge on 

issues related to inclusive education. This is to be expected when 

considering the inadequate training that trainee teachers had had 

in dealing with children with special educational needs. The 

trainee teachers furthermore felt unprepared to teach inclusive 
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classes ascribed to inadequate content in the course offerings. 

Trainee teachers indicated however that they were willing to 

learn more about special needs education. The findings of the 

study suggest that a huge effort will have to be made by policy 

makers to affect the paradigm shift towards inclusive education. 

The average teacher is apparently neither prepared nor ready to 

teach learners of inclusive classrooms effectively. However, it is 

commendable that the overwhelming majority of trainee teachers 

are open and willing to learn more about inclusive education. To 

date, little information is available on effective teacher education 

model for inclusive classrooms. More research is needed on 

teacher preparation in developing countries. 
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Provision of Water and Hygienic Services in  

Primary Schools in Tanzania:  

The Status, Challenges and the Road Ahead 

Salvatory Mhando 

 

Abstract 

The purpose of the study was to assess the provision of 

water, sanitation and hygiene in primary schools in Tanzania, 

particularly in Mufindi District. A descriptive case study research 

design was employed adopting a mixed method approach. Face-

to-face interviews, checklist, direct observation, questionnaire, 

and focused group discussion were employed to collect data 

related to the study. Purposive and stratified sampling techniques 

used to obtain ten primary schools and 130 respondents. 

Descriptive statistics were used to analyse the quantitative data 

while qualitative data was subjected to content analysis. The 

findings revealed that, some of the primary schools benefited with 

the provision of water, sanitation and hygienic services while 

other primary schools were not benefited with provision of 

school water, sanitation and hygienic services project in Mufindi 

District. The findings further revealed that most of the primary 

schools which benefited from the provision of water, sanitation 

and hygienic services but failed to monitor and supervise the 

services. the paper recommends that, in order to improve the 

situation the respondents argued on offering the education on 

                                         
  Department of Educational Foundations and Philosophy, St. Augustine 
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hygienic behaviour and practice to students and teachers and be 

a culture of cleaning the environment, control the waste products 

and properly managed, emphasis on operations and maintenance 

of the available facilities; and the schools to have a proper 

arrangements for monitoring, evaluation and supervision to all 

facilities around the schools.  

 

  

Key Words:  

primary schools; water; sanitation; hygiene; Tanzania 

 

Introduction  

The Dakar Education for All (EFA) Framework for Action 

recognized that education was central to individual 

empowerment, the elimination of poverty at household and 

community level, and broader social and economic development. 

It is therefore resolved that governments and all other EFA 

partners must work together to ensure that a basic education 

offered are of high quality for all children regardless of their 

background (Sumra, 2006; Hungi, 2011). In response to EFA, 

Tanzanian government, like most other governments in the 

World, has committed to the achievement of Education for All 

(EFA) and the Millennium Development Goals (MDG). Both the 

EFA and MDG require governments to ensure that by 2015 all 

children, particularly girls, complete free and compulsory good 

quality primary education. To ensure that all children attend 

primary schools, in 2002 the Tanzania government inaugurated 

Primary Education Development Plan (PEDP). Under this plan, 

user fees were abolished leading to a sharp increase in enrolment. 

In 2002, the total enrolment in primary schools increased by 23.2 

percent. Standard one enrolment in 2002 rose to 1,632,141 from 
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1,139,334 in 2001, an increase of 43.3% to 8,326,962 in 2012 and 

is estimated to reach 9,088,292 by the year 2015 (BEST, 2010). 

While significant success has been made in extending access, in 

the issue of improving quality remains a challenge. The increase 

of number of schools is inversely proportional to the increase of 

sanitation facilities. The Ministry of Education and Vocational 

Training (MoEVT) has defined clearly the standards for school 

sanitation facilities. These standards include setting latrines with 

the ratio of one drop hole per 20 girls and one per 25 boys. In 

2009, UNICEF and Water Aids carried out a survey (2009) to 

find out the existence situation and standards of facilities in 

schools. The survey revealed that most of the schools have not 

met these standards. This situation has prompted the MoEVT to 

join effort of Development Partners to design a School Wash and 

Hygiene (SWASH) program in scaling up the sanitation facilities 

in schools. In order to embark on this situation and bring effective 

implementation of the SWASH program strategic plan was 

necessary to be developed. The SWASH strategic plan aimed at 

enhancing the provision of adequate safe water, sanitation and 

hygiene facilities as well as improving the academic performance, 

school attendance and overall health of school children. It acts as 

a guide to various stakeholders including the Government, 

Development Partners, Non-Governmental Organizations 

(NGOs), Civil Society Organizations, Communities and others to 

work together towards attainment of better healthy learning 

environment among school children. The development of this 

strategic plan took advantage to the on-going initiatives of PEDP 

and SEDP which apart from raising enrolment, aimed at 

improving the quality of education as whole. It also recognizes 

the support from a range of players who complement the national 

and regional efforts in implementing SWASH. Furthermore, the 

disease burden in developing countries has been correlated to 
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poor sanitation and hygienic services that rendered the global 

community to give WASH a considerable priority. For instance, 

the inclusion of sanitation in the Millennium Development Goals 

(MDG) (Goal 7) and is an evidence of the International and 

National commitment to improve the performance in the 

education sub-sector. It is reported that 60-80% of cases in health 

facilities are due to water borne and sanitation related diseases. 

Therefore, the development of this strategic plan among others 

plays a key role in preventing WASH related diseases to school 

children and the community at large. Although this strategic plan 

has a five years from 2012 – 2017, it is expected that after two 

years of implementation, a review be carried out to adapt changes 

based on experience learnt. From the stipulated strategies the 

programme seems not be active in some of the area, thus this 

study aim at appraising the implementation of provision of water, 

sanitation and hygienic services in primary schools as a program 

initiated to enhance the services in primary schools in Tanzania 

particularly in Mufindi District.  

 

Statement of the problem  

Despite the effort taken by the government in Tanzania to 

improve and rectify the quality of education, the study conducted 

by UNICEF in 2011 revealed that, Tanzania has experienced high 

rates of communicable diseases in schools. The report revealed 

that, the communicable disease is due to poor sanitation and 

unhygienic behaviour. UNICEF (2011) reported that, in Tanzania 

mainland 6% of the schools had no latrines, 99% has no hand 

washing facilities, 86% had no water for hand washing and 38% of 

the schools had no water supply (UNICEF, 2011). The shortage 

showed that, the existence of diarrhoea, worms and acute 

respiratory infection, trachoma, are because of improper and 

inadequate linked with water supply in schools, improper 
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sanitation and unhygienic behaviour. Due to such situation, the 

government has employed different measures to improve and 

rectify the situation in schools by incorporating the hygienic 

education in curricular together with provision of latrines and 

water facilities in schools. Thus, the study attempted to assess 

the implementation of SWASH in Tanzania primary schools and 

Mufindi District in particular.  

 

Objectives of the Study:  

1. To assess the provision of water and hygiene facilities 

along with hygiene education in primary schools.  

2. To recommend ways for improving the provision of 

water and hygienic facilities along with hygiene 

education in primary schools. 

 

Significance of the Study  

The study provides good insight on knowledge and 

experiences of teachers, policy planner, as well as educational 

administrators in the implementation of school water, sanitation 

and hygienic in primary schools in Tanzania. The study findings 

are useful to improve the implementation of SWASH programme 

in primary schools. Furthermore, the study provides some 

empirical information for policy makers, curriculum developer 

and other relevant stakeholders in formulation of policies, as well 

as improvement of teaching and learning to students especially in 

process of empowering children in the global world of learning. 

As such the study contributes to the existing body of knowledge 

in Tanzania and its current challenges and strategies to improve 

implementation within Tanzania context. 

 

Research Methodology 
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This study used a mixed methods research approach and 

within framework of mixed approach, a descriptive case study 

design informed researcher the research procedures. The 

qualitative research helped the researcher to generate or gather 

in-depth opinions directly from respondents related to the 

evaluation of the national strategic plan for school water, 

sanitation and hygiene through interviews and observation 

checklists. Therefore, the use of both approaches made a 

researcher in a good position to confirm and cross-validate the 

findings within a single study. In this juncture, the mixed approach 

was informed by a descriptive case study design.  

The study was conducted in Mufindi District, in Iringa Region 

where SWASH programmes are also implemented. In addition, 

the researcher visited in the teacher education department and 

Tanzania Institute of Education (TIE) as the Ministry of Education 

and Vocational Training department supervising primary schools 

in Tanzania. With respect to this study, the selection of the 

samples considered a number of factors such as the information 

required, purpose of the study and time. Likewise, the target 

population size for ten selected schools in Mufindi District 

estimated to be 100 students, 20 teachers, 10 heads of school 

and one school inspector by using a marginal error of 5% and 

confidence level of 95% of the sample size. This study employed 

two types of sampling techniques, namely stratified random 

sampling and purposive sampling. Stratified random sampling 

procedure was used in regards to gender, working categories, 

and class level that were used to select students and teachers for 

interviews and questionnaires. Purposive sampling was used to 

select head of school, and School Inspectors.  

The study further used both primary and secondary sources 

of data and five data collection methods. Primary data which 

relied on interactive methods based on discussions between the 
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informants and the researcher. The setting of primary data varied 

from one place to another and the researcher collected primary 

data from the following respondents: students, teachers as well 

as head of schools. The tools used in collection of primary data 

includes, interview, questionnaires and observation. Secondary 

data, on the other hands included the information which has 

already been collected and compiled for other purposes. These 

were encyclopaedias, newspapers, journals, books, periodicals 

and compiled statistical statements and reports. These sources 

were used in order to have relevant information that could 

possibly not be obtained directly from the field. Secondary data 

was collected through documentary review. Best and Khan, 

(1998) commented that the combination of several instruments 

ensures better results than using a single method. In addition, 

Shipman (1972) presents the advantage of using a combination of 

instruments by giving a way that, no single method is superior over 

one another. The selected tools were there just to reveal and puts 

a good picture on the implementations of SWASH programs in 

Mufindi Districts 

In this study, data analysis as an on-going process throughout 

the data collection phase and thereafter, the collected data 

sorted and placed in respective categories as per study objectives 

entails. The analysis involved coding and giving the required 

statements. Qualitative data was subjected to content analysis 

and analysed thematically at the outset of fieldwork in which main 

themes such as similar responses on the same questions from 

different schools was identified, analysed and presented as 

compared to the objectives of the study also descriptive statistic 

was used to analyse quantitatively. Before going for data 

collection, the researcher sought the permission letter from the 

office of the Vice Chancellor, St Augustine University of Tanzania. 

The researcher ensured confidentiality about the information 
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given by respondents. The respondents were assured beforehand 

that the information they provided would be kept confidential 

and private and would only be used for research purposes. The 

researcher was also extremely careful in storing the data and in 

reporting the research findings so as to protect anonymity of the 

respondents. For example, the researcher used no actual name 

of any respondents and there was no force in selection of 

participant and they have a freedom of withdraw at any time. 

 

Findings and Discussion  

Findings resulting from the questionnaires, review of relevant 

documents and interviews indicated a varied views, feelings, and 

experiences regarding the provision of water, sanitation and 

hygiene in primary schools in Tanzania. The findings and 

discussion are presented in the subsequent sections.  

 

Water Supply Connection  

The first research sub-objective required the respondents to 

assess the provision of water services and the extent of water 

supplies in primary schools located in Mufindi district. To achieve 

this sub-objective the researcher administered a questionnaire to 

students and teachers in ten primary schools in Mufindi District. 

The responses unveiled as shown in the Table 1 below: 

 

Table 1: Responses on availability of water supply in the 

sampled schools 

 

S/N Schools Students 

  N Available Not available 

1 Ikongo primary 

school 

10 60% 40% 
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2 Ifwagi primary 

school 

10 20% 80% 

3 Ndolezi 

primary school 

10 20% 80% 

4 Igowole 

primary school 

10 50% 50% 

5 Nyororo 

primary school 

10 50% 50% 

6 Isalavanu 

primary school 

10 10% 90% 

7 Upendo 

primary school 

10 75% 25% 

8 Wambi 

primary school 

10 80% 20% 

9 Mafinga 

primary school 

10 80% 20% 

10 Mkombwe 

primary school 

10 80% 20% 

 Total 100 CHAPTER 1  CHAPTER 2  

Source: Field Data, 2015 (N=100) 

 

The overall responses as indicated in Table 1 revealed that 

some of the primary schools in Mufindi district had a good 

connection with water supply as it stipulated in SWASH projects. 

The primary schools like Mkombwe, Wambi and Ikongo and 

Mafinga were properly connected with water stream because 

80% of the respondents reported that water is available to suffice 

the requirements of the schools. The remained schools like Ifwagi 

Primary School, Ndolezi Primary School, Igowole Primary School 

and Isalavanu Primary School the respondents reported that 

there are connection with water supply but the nature of area 

did not suffice the requirements of water at all the time. 

Also, the researcher interviewed ten heads of school on the 

availability of water supply in primary schools. The respondents 
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revealed that, some of schools are connected with water supply 

while other schools were not connected with water supply. For 

example one of the head of school said that: 

 

The SWASH project assisted my school because 
before in there was no connection of fresh water for 

domestic use to my students but in 2012 the 

government through SWASH supported my school 
with fresh water supply and pupils and teachers are 

using this water for drinking and other domestic 

activities (Field Data, 2015)  

 

In the above assertion by the head of school, it is revealed 

that, the implementation of SWASH programme in Mufindi 

District was successful and water supply was available. On the 

other hand the researcher visited one of the primary schools and 

interviewed one head of primary school and she reported that: 

The program of connecting water system in this 
district were announced by the education district 

officer but they selected some of schools that 

benefited with the program of connecting water 
system in their school, the school that am heading 

we do depend on water that was connected by 

DANIDA (Field Data, 2015) 

 

Basing on the response of the head of school, it is revealed 

that the implementation of the programme in connecting water 

in primary school were not meant for all but it was meant for 

some of schools. In doing that the study revealed that were 

advantaged due to some of geographical location that led to the 

poor supply of water the water table or allocation of some 

schools in terms of remoteness or being located in urban area. 

This has been justified due to the facts that most of schools with 
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water connection it was found in urban area while those in rural 

area there is poor connection of water supply in primary schools. 

Also through observation the researcher revealed that there is a 

connection with water basing to the SWASH project. The 

following picture reveals the situation in Plate 1 below: 

 

Plate No. 1. SWASH Project in one of the primary schools 
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The pictures above indicate that some of the schools were 

connected with the service of clean water and it aim at reducing 

the health related problem to students. The study also identified 

that, the SWASH plan has not yet implemented to all primary 

schools but for few schools. Furthermore, the study has revealed 

that, regardless of its implementation of the SWASH program the 

problem will not stop due to poor monitoring and evaluation of 

the schools properties. 

 

Nature of Sanitation in Primary Schools 

The second research sub-objective required the participants 

to identify the nature of sanitation and environmental control 

facilities available in primary schools located in Mufindi district. 

The researcher used questionnaire, interview and observation to 

teachers, students and head of schools to collect the information 

related to the nature of sanitation facilities that are available in 

the primary schools. Through questionnaire that was 

administered to teachers on the availability of sanitation facilities 

in the visited primary schools, the results are presented in the 

Table 2 below: 

 

Table 2. The availability of sanitation facilities in primary 

schools 

S/N Sanitation Facilities Teachers 

  Available Not available 

1.  Latrine facilities 65% 35% 

2.  Hand wash facilities 34% 76% 

3.  Pit holes for keeping 

waste product 

70% 30% 

4.  Dustbin facilities 05% 95% 

Source: Field Data, 2014 
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Table 2 indicates that majority of the primary schools under 

this study had poor sanitation facilities. For instance, in this study 

the researcher found that all primary schools had good latrine 

facilities that are used by teachers and pupils but the challenges 

was revealed by the researcher to be a ratio between the number 

of latrine and students. Thus, 65% of the primary schools were 

having latrine facilities, while 35% had a shortage of latrine 

facilities. Also, it was found that, in most of the primary schools 

had poor hand wash facilities which indeed were a poor indicator 

to the survival of students and teachers to the schools due to 

eruption of diseases. For instance, in Table 2, only 34% of the 

schools had hand wash facilities, while 76% had no hand wash 

facilities. The available facilities were prepared to the office of 

head teachers, and teachers and students had no access to the 

hand wash facilities. Furthermore, in all visited primary schools 

under this study the researcher found that most of primary 

schools had pit holes for keeping some waste products and the 

respondents revealed 70% of primary schools had a pit holes for 

keeping dust but the challenges was due poor monitoring and 

evaluation of the available pit holes. Also under this study only 

05% reported that primary schools had a dustbin. 

However, through interviews with heads of school and 

teachers it is revealed that in the sampled schools, out of 10 

schools, only two schools had adequate sanitary facilities; two 

thirds of the schools in this district had inadequate sanitary 

facilities. The issue of privacy in latrine use particularly for girls 

during menses leaves a lot to be desired. In many schools, there 

were inadequate facilities required to facilitate changes and make 

a safe disposal of sanitary pads and other waste materials. In the 

interview with one of the heads of school, the following was 

commented: 
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The services of toilet, pit holes, dustbin are very 

essential in my school by sometime am limited with 
budget of improving our sanitary facilities…Also the 

government stopped some of our sources of fund 

hence budget limited to improve the latrines and 

other sanitary facilities…  

(Field Data, 2014) 

 

The findings revealed further, that there is a limited budget 

for acquiring important sanitation facilities in primary schools. 

The findings are in line with the nation-wide survey that has 

shown in 2006 the number of schools with proper latrine was 

only 38%, leaving behind more than 60% of the schools in need 

for proper latrines (BEST, 2006). This gap represents only a 

demand in toilet facilities besides other provisions such as hand 

washing facilities, operation and maintenance.  

Due to the nature of sanitation in this study it revealed that 

the number of pupils and the available latrine facilities, poor 

sanitation, unsafe water supply and unhygienic practices in these 

schools act as catalyst and good contributor to high prevalence 

of long list infectious diseases including cholera, typhoid, 

dysentery, acute respiratory infections, urinary tract infection, 

scabies and eye infection. However, weak system for collection 

and management of sanitation related disease data render 

difficulty in analysing disease burden in schools. The finding is in 

line with study done by World health Organization in their report 

that indicates more than (70%) of diarrhoea is reported to be 

caused by poor sanitation, inadequate water supply and hygiene 

practices and also (WHO, 2004) reported that more than 88% of 

diarrhoea are caused by poor sanitation and inadequate water 

supply. The nature of toilet found in the field was in poor situation 

due to poor monitoring and evaluation to particular schools. The 

situation was unveiled in Plate 2 below: 
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Plate No. 2. Student’s toilets in one of the primary schools 

in Mufindi District . (Field Data, 2014) 

 

Plate No. 3: One of the sanitation facilities in a primary 

school  

The picture above reveals that monitoring and evaluation in 

the sampled primary schools were very poor and the situation 

signify that controlling diseases and improving health to primary 

students’ needs other effort like educating teachers with skills of 

monitoring and evaluation.  

 

Conclusions and Recommendations 

Hygienic behaviour is a function of many factors namely 

availability of water supply, hygiene facilities, attitude, and 

appropriate knowledge. Knowledge on hygiene is imparted to 
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school children through the existing school curriculum and health 

education provided by local health professionals. Behaviours of 

school children may not be possible to change if enabling factors 

such as water supply and other elements of hygiene are 

inadequate or lacking. For instance, data from school WASH 

mapping shows that only 10% of surveyed schools had hand 

washing facilities and only 2% had soap for hand washing. Under 

this environment it becomes difficult for school children to 

practice what they have been taught in classes or by public health 

officers. It is very good to know that children are the change 

agents. Schools are important links to reaching individual families 

and communities. Children pass on their knowledge from school 

to their families and thus influence the community attitudinal 

changes. 

Also under this study the liquid and solid waste management 

remains to be a challenge in many primary schools. Facilities for 

waste management such as waste disposal bins are hardly 

provided in schools compound. Currently, there is an increased 

concern on proper management of sanitary pads and provision of 

sanitary bins in girls’ latrines. Furthermore, there are no schools 

with changing rooms for girls during menses period. In schools 

with water borne sanitation facilities there is frequent clogging of 

waste water systems caused by thrown sanitary pads or cloths. 

Under such circumstances schools without changing rooms, pads 

are thrown haphazardly causing unsightly condition and foul 

smells. Schools using pit latrines for disposing sanitary pads, the 

pits get filled up quickly. So it is recommended that, the schools 

should plan for where to keep the waste materials and to find the 

proper ways of managing the waste materials. 

Apart from that, the paper reveals that regular operation and 

maintenance of infrastructures and facilities in schools is not done 

properly. This is due to low priority given to operation and 
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maintenance during planning, budgeting and implementation; low 

awareness among schools children; weak supervision and 

negligence. It is emphasized that school children should be 

involved in operation and maintenance of facilities. Often, 

involvement of users has great outcome which is achieved when 

intended behaviour is built through practice. Therefore, this 

paper recommends that cleaning of pits and latrines should not 

be used as a punishment as this will develop negative attitude 

towards environmental hygiene practices among school children 

and staff. Henceforth this should be treated as a normal routine 

activities and individuals behaviour towards cleanness.  

Water, Sanitation and hygiene in schools is a cross cutting 

issue. Currently, the Government of Tanzania has experienced 

high involvement of stakeholders in implementation of School 

Water, Sanitation and Hygiene. Being important cross sectoral 

issue, the Government strives to implement SWASH by 

distributing roles and responsibilities to key Ministries, 

Departments and Agencies (MDAs). However, due to weak 

monitoring and coordination mechanism, this paper recommends 

that the government and other partners must cooperate in 

implementation of the plan. It is wealthier to note that most of 

primary schools are well connected with water services system 

as well as sanitation facilities, however in this paper revealed that 

most of primary schools lack a proper monitoring and 

supervision atmosphere. Schools should have a policy in which all 

teachers, students and other school personnel surrounding the 

schools are well involved in handling as well as controlling the 

school facilities for the purpose of controlling disease that are 

related with shortage and lack of water supply, sanitation and 

hygienic facilities. Moreover, research needs to be carried out on 

how to improve the situation to the students, teachers and other 

member surrounding the schools environment.   
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Involvement of Teachers in Decision Making in 

Secondary Schools: The Case of Tabora Municipality 

Abdallah Daud & Stephen Mabagala 

 

Abstract 

The purpose of the study was to investigate teachers’ 

involvement in decision making process in secondary schools. 

The study employed descriptive survey research design. The 

sample of the study consisted 21 heads of school who were 

purposely selected and 113 teachers who were stratified 

randomly selected. Questionnaire and structured interview were 

the instruments used for data collection. Quantitative data were 

analysed through percentages, means, and standard deviation, 

while qualitative data were subjected to content analysis. Ethical 

considerations were observed before and after data collection. 

The researcher obtained permission from the University, 

Municipality, and school authorities to conduct research. 

Participants were also asked for their consent to participate in 

the study and they were assured of confidentiality. Findings 

revealed that heads of schools dominated in making decisions. 

The findings also indicated that teachers liked to be involved in 

all administrative tasks. The study recommended that there is a 

need for heads of schools to involve teachers in decision-making 
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in their schools so that they become motivated and gain 

experience. 

 

Key words:  

Involvement, teachers, decision making secondary schools.  

 

Introduction 

In school administration and management, decision making is 

fundamental and it does not only produce a link between an 

institution’s current situation to actions that would take 

institution into the future, but permeates every step in the 

administrative and management process and penetrates all the 

functions of administration and management. According to Luck 

(2011) school administrators frequently find themselves in 

situations which require them to make decisions. These decisions 

are made when delegating work or responsibilities to staff and 

when they communicate to superior or colleague at work. Park 

and Datnow (2009) argue that decision making is a significant 

element of administrative leadership because leaders are always 

required to make decisions whose outcome would determine the 

direction of the institution. Decisions are made at all levels in 

order to solve problems and to enhance the achievement of the 

goals and objective of the school. If decisions are not made, crisis 

situation might arise. 

According to Hannagan (2009) organizations are largely 

expected to operate as industries where end products must be 

of quality and to the customer satisfaction. As organizational 

managers are given responsibilities to provide direction to 

institutional success, they often find themselves constantly under 

pressure due to increased competition, changing nature of 

competition, increased focus on quality of products which are for 
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the customer satisfaction and financial implications, and changing 

technologies. Hannagan (2009) further noted that, the pressure 

on the managers to produce results increases the desire to take 

decisions and this makes the Head teachers or school managers 

to have less and less time available in which to make decisions. 

This demand of decision makes it necessary for subordinates to 

be involved in the decision making process.  

There is a common view that schools would be more 

effective if they were given more autonomy and teachers are 

involved in school decision making. According to Mullins (2005) 

execution of work involves decision making as managerial level 

sets objectives at technical levels and also encourages decision of 

labour for effectiveness. The need for involving teachers in 

decision making is more crucial today when schools struggle to 

respond to a growing demand for flexibility, concern for quality, 

and the requirement of a high degree of commitment by teachers 

to their work (Scott-Ladd, Travaglione, & Marshall, 2006; 

Tschennen-Moran, 2001). According to Kannapel, Moore and 

Aagaard (1995) involving decision making authority to those 

closest to students can result in a more harmonious and 

productive environment in schools. Such sentiments are 

supported by Katz and Lawyer (1994) who assert that 

participative decision making by members of an organization 

enables members to determine the direction of the organization 

and promotes cooperation. 

Scholars and practitioners often conclude that the problems 

facing schools are too great for any one person to solve alone. 

Involving teachers in the decision making process offers a variety 

of potential benefits, which could generate the social capacity 

necessary for excellent schools, improving the quality of the 

decisions (Scully, Kirkpatrick, & Lock, 1995), enhancing teachers 

motivation (Taylor & Tashakkori,1997) and contributing to the 



JED Inaugural Edition 

49 

quality of their work life (Somech, 2002). Wekesa (1994) 

contends that head teachers are found to employ autocratic 

leadership style in their schools as they make decisions alone 

without inputs of others. With this style of leading the school, 

Mukasa and Achoka (2009) observe that teachers desire greater 

involvement and participation in decision making than they were 

currently involved. Such a system of management and 

administration is seen to be making school aims and objectives 

not to be fully realized as teachers develop cold fit in 

implementing decisions which they were not participated in 

making. This kind of leadership creates a gap between teachers 

ownership of decisions made hence a need to have a participatory 

process to arrive at decisions. Involvement of teachers in school 

organizations is very important for the success of the school and 

it is regarded as a major component of democracy. Despite this 

fact, however, many questions had been raised as to the extent 

to which teachers are involved in decision making, not only at 

school level, but also at national education policy issues. 

Moreover, there had been virtually limited studies concerning the 

role of teachers in decision making in secondary school in Tabora 

region in general and Tabora municipality in particular. With 

limited studies on the topic in Tabora Municipality and owing the 

importance of teachers’ participation in decision making, this 

study was imperative. The present study, therefore, was intended 

to address the question “what role does teachers play in decision 

making process in secondary schools in Tabora Municipality? 

 

Purpose of the Study 

The purpose of the study was to assess teachers’ 

involvements in school decision making process. 
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Objectives of the Study 

The objectives of the study were to:  

i. Identify the major participants in decision making  

ii. Identify the areas in which teachers would like to be 

involved in decision making, 

 

Theoretical Underpinning 

This study was based on collegial models, which emphasized 

that power and decision making should be shared among some 

or all members of the organization. Collegial models assume that 

organizations determine policies and make decisions through a 

process of discussion leading to consensus. Bush (1995) 

acknowledges the fact that power is shared among some or all 

members of the organization who are thought to have a mutual 

understanding about the objectives of the institution. Wallace 

(1989) concurs with this view by stating that, “something is gained 

when members of an organization work together and something 

is lost when they do not.” Collegial approaches reflect the 

perspective that management should be based on agreement, that 

decision making should be based on democratic principles 

(Lambert, 2003). These models assumed that professionals have 

a right to share in the wider decision making process. 

The reason that prompted the researcher to use collegial 

models in this study was based on the fact that school-based 

policy formulation and implementation ought to be based on 

consensus of all stakeholders. School teachers are professionals 

and thus possess authority arising directly from their knowledge 

and skills. They have the authority of expertise. Consequently, 

teachers not only require a measure of autonomy in the room 

but also need to collaborate to ensure a coherent approach to 

teaching and learning. 



JED Inaugural Edition 

51 

Collegial models assume that members of the organization 

hold a common set of values. The authority of expertise 

advocated by a collegial approach encourages teachers to 

collaborate through shared values and establish decision-making 

skills based on their expertise. This implies that teachers should 

mostly be held accountable when they are included in the 

decision making process in a meaningful and collegial manner.  

The size of the decision making group is an important 

element in collegial management. Bush (1995) adds that the 

democratic element of formal representation rests on allegiance 

owed by participants to their constituencies. Formal 

representation confer the right to participate in defined areas of 

policy, while informal consultation is at the sole discretion of the 

leader who is under no obligation to act on the advice received 

(Bush, 1995). Effective policy formulation and implementation at 

school level should embrace collegial theories.  

Secondary school heads on this case are supposed to be 

responsive to the needs and wishes of their profession 

colleagues. Collegial school heads acknowledge the expertise and 

skill of the teachers and seek to harness these assets for the 

benefit of pupils and students. Head teachers are expected to be 

sensitive to the informal codes of professional practice that 

govern expectations for relations among teachers and between 

teachers and heads.  

 

Methodology 

This study used a descriptive survey research design. A 

descriptive survey design is used when collecting information 

about people’s attitudes, opinions, habits or any of the variety of 

educational or social issues (Orodho & Kombo, 2002). A 

descriptive survey research design was preferred because it could 

be able to assess and give a picture of the real situation on the 
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role of teachers in decision making process. The study was 

carried out in Tabora Municipality involving teachers and heads 

of school in 23 public secondary schools. Tabora Municipality was 

also chosen because it had many secondary school teachers 

compared to other districts in Tabora region. A total of 134 

respondents were involved in this study comprising of 21 heads 

of school and 113 secondary school teachers. The sample was 

obtained using purposive and stratified random sampling 

techniques. The school heads were purposely selected by virtue 

of their positions. Simple random sampling technique was used to 

select teachers.  

Data was collected through questionnaires and structured 

interviews. Close ended questionnaire items were used in this 

study and were based on a five point Likert scale. Structured 

interviews were conducted among heads of school and teachers 

to supplement information obtained from the questionnaire. A 

pilot study was conducted in one school using 12 respondents 

who were selected randomly. The pilot school was not sampled 

in the actual study. Data collected through the questionnaires 

were coded and analysed with the help of the Statistical Package 

for the Social Sciences (SPSS) version 20.0 for windows. 

Descriptive statistical tests such as percentages, mean, standard 

deviations and frequencies were used. Data collected from 

interview was categorized in similar themes and subjected to 

thematic content analysis.  

 

 

 

Findings 
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The first objective required participants to identify the major 

participants in decision making in the four key administrative task 

areas. The tasks identified were curriculum and instruction, 

finance and business management, teacher and student personnel 

management, and school maintenance and development. Twenty 

(20) items representing different administrative tasks were 

administered to respondents. The options that were provided for 

key decision makers were Head Master (HM), Second 

Master/Mistress (SM), Academic Master/Mistress (AM) and 

Teachers (TC). The findings are presented in Table .1. 

 

Table 1: Major participants in decision making in secondary 

schools 
Task Area Key Function Decision Maker (n = 109 

HM SM AM TC 

Curriculum 

and 

Instruction 

Choice of textbooks 25% 0% 3% 72% 

Teaching methods 1% 0% 1% 98% 

Evaluating student performance 3% 0% 9% 88% 

     

Semi average 7% 0% 3% 90% 

Finance and 

business 

management 

Managing school fund 79% 16% 3% 2% 

School budget preparation 26% 25% 25% 24% 

School fees 70% 30% 0% 0% 

School projects 60% 27% 7% 3% 

Purchase of materials 80% 0% 20% 0% 

Resource allocation 77% 13% 10% 0% 

Semi average 65% 19% 11% 5% 

Personnel 

Management 

Students’ welfare 30% 40% 0% 30% 

Maintaining studens’ discipline 25% 30% 20% 25% 

Administration and registration of 

students 

3% 55% 20% 27% 

Recording students’ academic 

performance 

0% 0% 60% 40% 

Assigning tasks and duties 68% 17% 15% 0% 

Predicting personnel needs 97% 3% 0% 0% 

Semi Average 37% 24% 19% 20% 
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School 

maintenance 

and 

development 

Develop organizational structure 

and procedures 

75% 22% 1% 2% 

Discern goals and policies 45% 30% 22% 3% 

Initiate changes 27% 6% 2% 65% 

Public relations with community 97% 1% 0% 2% 

Semi average 65% 11% 6% 18% 

 Grand Average 44% 14% 10% 33% 

Table 5Table 4.4 Experience in Leadership Position by Heads  

As depicted in Table 1, the main decision makers in 

secondary schools were heads of schools (44%) followed by 

teachers (33%), and second masters or mistresses (14%). The 

academic masters and mistresses were the last group in decision 

making process (10%). In an interview with teachers, it was 

revealed that most of the decisions in the school were made by 

the heads of school. 

As indicated in Table 1, respondents were of the view that 

teachers’ participation in decision making was limited to 

curriculum and instruction (90%). All respondents reported that 

teachers were major participants in preparation of scheme of 

work and lesson plans (100%), teaching methods (98%), and 

evaluating student performance (88%) and in the choice of text 

books (72%). In the interview regarding this aspect, one teacher 

said that: 

Our responsibilities are concerned with 

teaching. We make almost all decisions concerning 
the teaching and learning process. We teachers are 

the ones who are supposed to choose what to teach 

and which resources to use. 

 

The above sentiments imply that teachers were mostly 

concerned with curriculum implementation. 

On the aspect of finance and business management, teachers 

were least involved in all matters related to finances and school 
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business. The major decision maker in all functions related to 

school finance and business were the heads of schools. For 

instance, respondents reported that decisions concerning 

management of school funds, purchase of material, resource 

allocation, school fees and school projects to a large extent were 

all made by heads of schools. Only school budget preparation 

seemed to be a shared responsibility. These findings imply that 

teachers were only involved in matters not directly involved 

funds. 

Another aspect was on personnel management. According 

to respondents, generally the major participants in decision 

making regarding personnel management were heads of school 

(37%) followed by second masters/mistresses (24%), teachers 

(20%) and academic masters (19%). In analysing each function 

under this task, it was observed that the matters related to 

personnel needs and assigning tasks were dealt with heads of 

schools. Second masters/mistresses were major decision makers 

concerning student administration and registration, student 

welfare and maintaining student discipline. On the other hand 

academic masters/mistresses were major decision makers in 

recording students’ academic performance. 

On school maintenance and development tasks, findings 

indicate that heads of school were the major participant in 

decision making (65%), followed by teachers (18%), deputy heads 

(11%) and academic masters (6%). In addition, it was reported 

that heads of school were major decision makers in maintaining 

public relations with community (97%), developing organizational 

structure and procedures (75%) and discerning goals and policies 

(45%). Results also show that teachers were major participant in 

decision making on matters related to initiating changes (65%). 

These findings show disparity between heads of school on the 

one hand and second masters, academic masters and teachers on 
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the other. This brings a feeling that teachers are not fully involved 

in decision making concerning the school goals and policies, 

organizational structure and school-community relationships. 

These findings are consistent with Sithole’s (1998) viewpoint that 

teachers in many schools are side-lined when it comes to the 

issue of setting goals and policies of the school. They are told to 

implement the policies without having input during policy 

formulation. According to Dessler (1986) involvement in decision 

making could be used as a motivational management style. 

Involving teachers in decision making is viewed as contributing to 

“ownership” of organizational goals. 

 

Areas In Which Teachers Would Like To Be 

Involved In Decision Making 

Based on research objectives, respondents of this study were 

asked to identify the areas in which teachers would like to be 

involved in decision making process. Respondents were required 

to respond using five point Likert scale ranging from Strongly 

Agree =5, Agree =4, Undecided =3, Disagree = 2, to Strongly 

Disagree = 1. Moreover, teachers also responded to a face to 

face structured interview. Results from questionnaire are 

presented in Table 2 and interview results follow. 

 

Table 2: Areas in which Teachers would like to be involved 

in Decision Making  
Task area Item: Areas of Decision Making Teachers 

  M SD 

School maintenance 

and development 

Developing organizational structure and 

procedures  

4.27 0.22 

Discerning goals and policies of the 

school 

4.52 0.29 

Coordinating school activities to 

implement programmes 

4.07 0.22 
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Initiating changes 4.53 0.95 

Curriculum and 

instruction 

Deciding teaching loads 4.31 0.32 

Making time table 3.34 0.33 

Evaluating students’ performance 4.69 0.91 

Planning of teaching and learning 

activities 

4.73 0.03 

Preparing of scheme of work and lesson 

plan 

4.44 0.78 

Teacher Personnel 

management 

Predicting personnel needs 2.29 0.23 

Recruitment 2.72 0.28 

Orientation of the new staff members 2.47 0.31 

Assigning tasks and duties 1.99 0.09 

Finance and business 

management 

Purchase, storage and distribution of 

supplies and equipment 

4.87 0.43 

Selecting the site for construction of 

school facilities 

2.82 0.45 

Constructing school buildings 2.94 0.41 

Managing school fund 4.93 0.45 

Student personnel 

management 

Administration and registration of 

students 

4.59 0.38 

Maintaining student’s discipline  4.72 0.04 

Recording student’s academic 

performance 

4.52 0.72 

Coordinating students health services 

and welfare 

4.98 0.08 

Ta 

Table 2 indicates that teachers reported that they would like 

to be involved in all administrative tasks in their schools except 

on the management of teacher personnel. For instance on the 

aspect of school maintenance and development, teachers had the 

view that they would like to be involved in developing 

organizational structures and procedures (M = 4.27, SD = .22), 

discerning goals and policies of the school (M = 4.52, SD =.29) as 

well as coordinating school activities (M = 4.07, SD =.22) and in 

initiate changes (M =4.53, SD = .95). 

Moreover, when teachers were interviewed, most of them 

had the same sentiments that they wanted to be part of the 
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process in determining organizational policies and procedures. 

One teacher had this to say: 

 

The current practice in our school excludes 

teachers from determining the policies for school. 
We are just told what is expected of us without 

having input in the preparation of those policies. This 
practice is not good as it does not make us own the 

policies of our school. So, in most cases what is 

brought to us is not agreed by teachers, we have to 

do because the boss wants us to do so. 

 

The above findings from both questionnaire and interview 

indicate that teachers were excluded in setting organizational 

goals, policies and procedure. Involvement of teachers in setting 

organizational goals, policies and procedure helps not only to 

achieve the predetermined goals but it also motivates teachers 

(Hoy & Miskel, 2011). Teachers feel a sense of ownership when 

they are involved in decision making concerning different aspects 

of their organization. Ndu and Anogbov (2007) noted that where 

teachers are not involved in governance, result to teachers 

behaving as if they are strangers within the school environment. 

Thus, most teachers do not put in their best to have full sense of 

commitment and dedication to the school Mullins (2005) is of the 

opinion that many people believed that staff participation in 

decision making leads to higher performance and which is 

necessary for survival in an increasingly competitive world. 

Welfson (1998) reiterated that boredom and frustration at work 

is often the result of an employee’s lack of involvement in 

decision making processes with the organization’s goals and a 

feeling that their ideas are not wanted or listened to. He further 

explained that staff turnover increases as employee’s walkout of 

the door for more interesting jobs. 



JED Inaugural Edition 

59 

Teachers were also asked whether they would like to be 

involved in decision making was on curriculum and instruction. 

Teachers opined that they should very much be involved. The 

functional areas in which teachers suggested they should be 

involved were related to decision on teaching load (M = 4.31, SD 

= .32), evaluating students’ performance (M = 4.69, SD = .91), 

planning of teaching and learning activities (M = 4.73, SD = 03) 

and preparing of scheme of work and lesson plan (M = 4.44, SD 

= .78). These findings indicate that teachers knew their roles and 

therefore they wanted to be involved in directly in discerning the 

activities related to teaching. 

These findings were in line with the findings obtained from 

interview with teachers. For instance one teacher from school A 

commented: 

The primary responsibility of any teacher is to 
teach. Therefore, as a teacher I would to be involved 

in all matters related to teaching. For example, I want 
to be involved in the development of curriculum, 

preparation of schemes of work and lesson plans, 

choice of methodology, as well in assessing students’ 

progress. I would also like to be involved in deciding 

how much lesson I should have per week. 

 

Another teacher from school B said this: 

 

Currently, we are the ones who decide which 

topic to teach and which areas of the syllabus we 
should assess students. But, I think we teachers 

should also be involved in the preparation of 

curriculum instead of being only implementers. 

 

Such ideas indicate that teachers were very much involved in 

the implementation of curriculum. However, as reported by 
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teachers, they also needed to be much more involved in 

curriculum design and in determining the teaching load. In other 

words, teachers had the sentiments that the implementation of 

the curriculum should be a cooperative venture between 

teachers and other stakeholders such as curriculum developers 

and schools administration. 

Another area that teachers were asked was on the 

management of teacher personnel. Results from teachers’ 

questionnaire indicated that this was the least preferred task. As 

indicated in Table 2, respondents were in disagreement on all the 

items concerning teacher personnel. This means that teachers felt 

that the management of teacher personnel should be left in the 

hands of the school management. According to them matters 

related to personnel needs, recruitment, orientation of the new 

staff and assigning tasks and duties were supposed to be within 

the discretion of the school management. Interview, similar 

observations were reported. For instance, one teacher said that: 

 

There are aspects that we teachers need to be 

involved in the management, but I don’t think if it is 

proper for teachers to be involved in the 
management of their fellow teachers. Let us accept 

that matters that affect teachers’ performance be 
cooperatively managed but matters that are 

supposed to be dealt with management let the 

management do so. 

Another teacher responded that: 

 

In any organization there are responsibilities 

that are directly performed by the management and 

there are some other responsibilities that need to be 

shared among subordinates and superiors. I think the 

management of workers is a direct responsibility of 

the school management. 
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Heads of school and teachers noted that teachers were not 

involved in decision making to do with the supervision of 

teachers’ personnel at their schools. In that respect, the heads of 

school as manager played the major role in the supervision of 

subordinates.  

The above sentiments indicate that teachers were aware of 

their limits. However, many scholars argue for collaborative 

power within institutions. For example, Dludla (2001) posits that 

collaborative power is needed in order to help staff members 

learn to make most of their collective capacity to run the day-to-

day affairs of their school and solve problems. If teachers are 

involved in the running of the school, they are challenged in a 

number of ways, such as learning new ways of doing things and 

even values and attitudes. 

Teachers were also asked whether they would like to be 

involved in finance and business management of the school. This 

aspect comprised four items, financial management, purchase and 

supply of materials, and school plant management. Findings in 

Table 4.6 show that teachers were only interested to be involved 

in financial management (M = 4.93, SD = .45) and in supply, 

storage and distribution of supplies and equipment (M = 4.87, SD 

= .43). Respondents disagreed to be involved in matters related 

to school plant management such as site selection for 

construction of school facilities (M = 2.82, SD =.45) and 

construction of school buildings (2.94, SD =.41).  

In the interview with teachers, a similar observation was 

made. One teacher had this to say: 

 

I would like to be involved in the management 

of school funds because during budget preparation 

we are involved. We are also involved in managing 
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school projects that help the school to generate 

funds. However, when the money is collected we 
don’t get feedback on how the money is spent. So, in 

order to ensure transparency we need to get 

involved in managing the school finances. 

 

The above quotation indicates that teachers would like to be 

involved in financial management. But, as indicated in the findings 

there are barriers from the management that hinder teachers to 

be involved on financial management. Additionally, respondents 

showed that they are involved in budget preparation. It is 

therefore important that they should also be involved in the 

expenditure including purchase and allocation of materials as well 

as in managing the finances. 

Teachers were also asked whether they liked to be involved 

in the management of student personnel. Four items were used 

to measure teachers’ interest in this area. The items concerned 

administration and registration of students, maintenance of 

students’ discipline, recording students’ academic progress, and 

coordinating students’ health services and welfare. Findings in 

Table 2 reveal that personnel management was one of the areas 

that teachers felt strongly that they should be involved. Teachers 

felt that they would like to be involved in administration and 

registration of students (M = 4.59, SD = .38), maintaining 

students’ discipline (M = 4.72, SD =.04), recording students’ 

academic progress (M = 4.52, SD = .72), and coordinating 

students’ health services and welfare (M =4.98, SD =.08).  

The findings in the current study imply that teachers were 

aware of their responsibility and they needed to be empowered 

to perform their responsibilities. The findings are in line with that 

of Udo and Akpa (2007) who opined that where teachers are 

adequately involved in decision making, they would be 
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commitment and adequate support the management and the 

realization of the school goal will be easy. According to Kannapel, 

Moore and Aagaard (1995) involving decision making authority to 

those closest to students can result in a more harmonious and 

productive environment in schools. Such sentiments are 

supported by Katz and Lawyer (1994) who assert that 

participative decision making by members of an organization 

enables members to determine the direction of the organization 

and promotes cooperation. 

Involvement in decision making could be used as a 

motivational management style. According to Dessler (1986), 

involving teachers in decision making is viewed as contributing to 

“ownership” of organizational goals. This is prevalent in areas 

such as co-curricular activities, syllabus interpretation and 

organizing of school functions. In such areas, participation in 

decision making may help teachers to get involved in their work 

practices. Participation and involvement can also be viewed as 

strategies that can be used to motivate staff. Maslow explains 

motivation in terms of drives that have to be satisfied before the 

next higher need is met (Hoy & Miskel, 2011). These needs are 

categorized into five. These are the physiological, safety, social, 

ego, and self-actualization needs (Hoy & Miskel, 2011). 

Participation and involvement of subordinates in decision making 

could be viewed within the context of relating to the developing 

of ego needs and self-actualization. 

One form of supervision that could be used in schools to 

involve teachers is clinical supervision. The study noted that 

school heads indicated that they involved teachers in supervision. 

At the same time teachers also noted that they were involved in 

decisions on student supervision. Such responses suggest that 

clinical supervision as a strategy was being used in the schools. 

Clinical supervision involves the teacher and the supervisor at all 
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the different stages. Sergiovanni and Starratt (2007) view clinical 

supervision as an in-class support system designed to deliver 

assistance directly to the teacher in order to bring about the 

necessary changes in classroom and teacher behaviour. In that 

respect clinical supervision is viewed as contributing to staff 

development and thereby organizational development. It is also 

credited with focusing on improving instruction through 

systematic cycles of planning, observation and intensive 

intellectual analysis of actual teaching performance in the interest 

of rational modification (Richard Weller in Acheson & Gall, 

1987). Clinical supervision includes several stages in which the 

supervisee and the supervisor have to involve each other. These 

include establishing the teacher-supervisor relationship, the 

supervisor and the teacher planning a lesson together, planning 

strategy for observation, analysing the teaching-learning process, 

planning the strategy of the supervisor-teacher conference, 

conducting the supervisor-teacher conference and renewed 

planning encompassing agreed changes in the preceding 

conferences (Sergiovanni & Starrat, 2007). 

 

 

Conclusions and Recommendations 

It is clear that heads of school in secondary schools dominate 

most of the decisions pertaining to administrative tasks of the 

school and teachers are only left to make decisions pertaining to 

curriculum and teaching. Teachers would like to be involved in all 

administrative task areas that are carried out in the school. Thus, 

there is a need for school heads to actively involve teachers in 

decision making in their schools as a way of encouraging, 

motivating and utilising their experience and capability. This 

involvement makes teachers to gain experience and confidence 
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as they carry out their duties and it encourages them own 

decisions and strives to implement agreed decisions. Schools 

should have a policy in which all teachers and other school 

personnel including students are involved in information and 

review of the school policies with enough resources to 

implement agreed decisions. Moreover, research needs to be 

carried out on how students influence decision making in 

secondary schools in Tabora district. More research also needs 

to be carried out on the extent to which MoEVT policies affects 

teachers’ decision making process 
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Geography Teaching in Secondary Schools: 

Contribution of Teachers Methodological 

Competencies to Students’ Achievements 

The Case of Selected Schools in Iringa District 

Ezra Nathaniel Ntazoya 

 

Abstract 

The purpose of this study was to investigate teachers’ 

methodological competencies useful for effective A-level 

Geography teaching in secondary schools. Specifically, it 

investigated the contribution of teachers’ methodological 

competencies to students’ performance. The focus was on 

investigating teachers’ effectiveness in using stipulated teaching 

strategies as per syllabus to determine their competences in 

teaching the geography subject. The specific objectives was to 

examine the major features of A-level Geography subject syllabus and 

Geography classroom teaching, to examine teachers’ methodological 

competencies useful in teaching Geography subject at advanced 

secondary schools, to examine the students performance in advanced 

level Geography subject for the last four years in the national 

examinations (2008-2011) and to examine the contribution of 

teachers’ methodological competencies on A-level Geography 

students’ achievement. The study was carried in Iringa District in 

2012. This study employed mixed research approach with 

multiple embedded case study design because, the nature of the 

study wanted multiple responses from different contextualized 
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teaching and learning situation. The study involved a total of 52 

respondents from three Advanced-Level secondary schools, in 

which 36 students, 9 A-level geography teachers, 3 heads of 

schools were sampled. Two officials from NECTA and 2 officials 

from TIE were also sampled. Probability sampling with simple 

random selection of students was employed. A-level geography 

teachers, head of schools and officials from both TIE and NECTA 

were sampled purposively because of the uniqueness of the 

information required from them. Primary information of this 

study was gathered using Observation, interview and semi-

structured questionnaires. Documentary review method was 

used to gather secondary data inscribed in different school 

documents. Data were analyzed using both content analysis and 

descriptive statistical techniques. Both Statistical Package for 

Social Sciences (SPSS-Version 16.0) and Microsoft Excel 2007 

were used in analyzing descriptive data. The findings of the study 

revealed that, A-level geography syllabus have a well stipulated 

teaching and learning strategies needed to be used by teachers. 

However, the findings indicated that, teachers were not using 

effectively the stipulated teaching strategies to fully implement 

the requirement of the syllabus. It was also revealed that, A-level 

geography teachers had inadequate practical skills and knowledge 

to fully implement participatory teaching methods, instructional 

planning and time management. Because the teacher is the centre 

of successful learning, therefore, teachers’ methodological 

incompetence often contribute to students’ poor performance in 

both internal and external geography examinations. In the light of 

these findings, it is recommended that, Colleges and Universities 

that train teachers should review their education programmes to 

strengthen the methodological competences of graduating 

teachers. Professional in-service training programs should be 

encouraged to complement pre-service training offered at 
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training institutions. To meet the demands of teaching/learning 

strategies and resources needed at A-level secondary schools, 

increasing education budget is a crucial strategy.  

 

Key words:  

Curriculum, teaching and learning, geography teaching, 

methodological competency, students’ achievements, 

participatory teaching methods 

 

Introduction and Background to the Problem 

Teaching is a way of facilitating or supporting the learners in 

bringing about their learning (Komba, 2001). Traditionally, in 

teaching, teachers were setting learning expectations for the 

learners. Contemporary studies on teaching and learning 

relationship assets that, teachers are required to involve the 

students in setting learning experiences and expectations (Celik, 

2011). This process brings in the concept of competence-based 

teaching that is activity oriented and learner centered 

(Wurdinger & Rudolph 2009). It reduces the teacher’s role as a 

prime source of information to facilitating role that encourage 

students problem solving, creativity and innovation behaviours 

(Komba, 2001; Mutarubukwa, 2007). Teaching and learning is an 

on-going educational process in any school. In this process, 

teachers are the first level implementers of the curricular in use 

(Schӧnwetter, Sokal, Friesen, & Taylor, 2002). Then, classroom 

teachers initially implement any changes to the existing curricula 

(Ministry of Education and Culture [MoEC], 1995; Ministry of 

Education and Vocational Training [MoEVT], 2008).  

Since independence, the curricula in education system have 

been changing year after year to suit the learners’ needs to 

respond to the external pressures influencing the existing 
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education system (Osaki, 1996; Dasu, 2001; Kimaryo, 2007). 

Furthermore, the changes are necessary as the overall context 

within which education systems function is also changing from 

time to time (Holsinger & Cowell, 2000; Bowers, 2011. However, 

Osaki (1996) noted that, the changing of the curriculum was not 

solving the existing fundamental contradictions between 

curriculum for academic intellectual pursuits and utilitarian 

education for social and economic reconstruction. Therefore, 

methodologically competent teachers are required to organize 

and guide students in their learning experiences and interaction 

with the content of the curriculum (Walford 1973; Celik, 2011). 

Furthermore, Holsinger and Cowell (2000) contended that, 

without a methodologically competent teacher to guide student 

development, not only would young people be ill prepared for 

tertiary education, or for the work place, but also they would be 

susceptible to juvenile delinquency and teenage pregnancy, there 

by exacting a high social cost. Thus, the recent changes in 

curriculum are calling for intensification of both pre-service 

teacher training and in-service teacher training. Pre-service 

teacher training is essential in preparing the teachers both 

pedagogically and professionally (Celik, 2011).  

In essence, curriculum reforms have necessitated in-service 

training to teachers who teaches various subjects in advanced 

secondary schools. The pre-service and in-service training helps 

teachers to update their academic and professional knowledge to 

cope with the changes of the curriculum in use (Haki Elimu, 2011; 

Bovil, Cook-Satter & Felten, 2011). Methodological competences 

as pointed out by (Selvi, 2010; Hamdan, Ghafar & Hwa Li, 2010) 

are not only among the necessary competences required to teach 

advanced level geography subject but also very crucial for 

effective teaching and learning of geography subject. Other 

important competences related to methodology include content 
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competences; competences related to other educational 

activities and evaluation competences (Briault & Shave, 1960; 

Mwizarubi, 1990).  

Studies also indicates that, for successful classroom planning, 

a teacher should essentially have functional competences 

(managerial functions and instructional functions); contextual 

competences; conceptual competences; transactional 

competences, managerial competences; competences related to 

working with parents and those related to working with 

community and other agencies (Chaudhary, Bhat & Dash, 2008). 

With regard to competence categorization, Mwizarubi (1990) 

pointed out four main areas evidencing teachers’ competences; 

namely, good command of theoretical knowledge about learning 

and human behaviors; display of attitudes that foster learning and 

genuine human relations; good command of knowledge in subject 

matter taught; and the control of the technical skills of teaching 

that facilitates students learning. Eaves, & Mclaughlin (1977) and 

Roelofs & Sanders (2007) reflected these competences in their 

studies. 

For a teacher to be competent, in-service teachers’ training 

is essential (Mwizarubi, 1990; Cubukcu, 2010; MoEC, 1996; 

Rulagora, 2004). This idea is also supported by General Teaching 

Council for Northern Ireland [GTCNI], (2011) which contends 

that, the acquisition of competence is very much related to 

context and phase, whether this be initial teacher education, 

induction, early professional development or beyond into career-

long continuing professional development. In responding to the 

aims of secondary school education (MoEVT, 2000), teaching and 

learning in secondary schools, advanced level in particular is 

essential. One of these aims is to inculcate a sense and ability for 

self-study, self-reliance and self-advancement in new frontiers of 

science and technology, academic and occupational knowledge 
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and skills (MoEC, 1978; MoEVT, 1995). A key component of 

academic development is the improvement of teaching with the 

express purpose of improving student-learning (Kucey & Parsons, 

2012). To achieve that end, teachers should develop increasingly 

sophisticated and complex conceptions of teaching so that they 

might readily think more about teaching in new ways (Dangwal & 

Mitra, 1999; Young, 2008).  

It is therefore important to examine the extent to which 

teachers are methodologically competent (Hamdan, Ghafar & 

Hwa Li, 2010) in teaching Geography subject in A-level secondary 

schools as per stipulated teaching and learning strategies in the 

syllabus and examine its contribution to students’ performance. 

This justifies the need for the current study to investigate 

whether the advanced secondary school geography teachers have 

or have not necessary and sufficient methodological competences 

as noted by Cubukcu (2010) to carry out the tasks assigned in 

the new syllabus effectively and successfully. This is because, 

there is obvious evidence that shows the inconsistence between 

what is documented in the secondary school curriculum 

(syllabus) and the actual classroom teaching. Thus, the need to 

carry out this study emerged.  

 

The Purpose and Significance of the Study 

The purpose of this study was to investigate teachers’ 

methodological competencies required for effective teaching of 

Geography subject in advanced secondary schools. The findings 

of the study contributed the knowledge on the importance of 

teachers’ methodological competences. It also provided the 

knowledge on how teachers’ methodological competences are 

developed among advanced level geography teachers in 

secondary schools. Furthermore, the findings asserted the ways 
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through which teachers’ competences foster curriculum 

implementation.  

 

Research Questions 

The following research questions guided the study. 

i. What are the major features of A-level Geography 

subject syllabus and Geography classroom teaching? 

ii. What are the teachers’ methodological competencies 

useful in teaching Geography subject at advanced 

secondary schools? 

iii. What are the students’ performances in the advanced 

level Geography subject for the last four years in the 

national examinations (2008-2011)? 

iv. What is the contribution of teachers’ methodological 

competencies on A-level Geography students’ 

performance? 

 

Methodology 

Study Design and Instrumentation 

Mixed method research was employed to accommodate 

both qualitative and quantitative approaches in the same study. 

This approach was used because it enabled the researcher to 

combine qualitative and quantitative methods and techniques of 

data collection. This made it possible to mix different set of data 

at different levels that brought a desirable conclusion. Yin (2009) 

and Ary, Cheser and Sorenes (2010) noted that, the mixing 

process might occur in any or all phases of the research, including 

the methodology, the logistic of the design, the specified methods 

to be conducted, the procedures and data collection, and the 

analysis. This idea was also supported by Jonson, Onwegbuzie & 

Turner (2007). 
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This study employed multiple embedded case study design. 

The study required this design because of the nature of the 

objectives that looks on the different contextualized process 

(teaching and learning processes) See Yin (2009). Hayes (2006) 

proposes the use of this design when the researcher expects to 

use mixed methods that will bring multiple responses from 

different informants. Semi-structured questionnaires, semi-

structured interviews and observation were used in gathering 

primary information related to teachers’ methodological 

competences. Documentary review gathered secondary 

information related to effectiveness of teaching and learning 

strategies employed in teaching geography subject. Data sources 

included filled questionnaires, field notes, observational checklist, 

interview schedule responses and video creeps of school 

environments where teaching and learning activities were carried 

out.  

McMillan & Schumacher (2006) regards research design as a 

plan for selecting subject, research site and data collection 

procedures to answer the research questions. It shows which 

individuals will be studied and when, where and in which 

circumstances they will be studied. Also, Ary, Cheser and 

Sorenes (2010) contends that, the hallmark of multiple embedded 

design is that, the different data sets are mixed at design level 

rather than in the conclusions so that one of the data sources is 

relegated to playing a supplemental role to the prominent source. 

 

Population and Sampling Procedures 

Target population in this study comprised of advanced level 

geography students, teachers and head of schools of the three 

selected cases in Iringa District. Furthermore, Tanzania Institute 

of Education (TIE) and National Examination council of Tanzania 

(NECTA) officials were involved in the study. The sample size 
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used in this study was fifty-two (52) respondents. This sample size 

was formed by; 36 students, 9 teachers, 3 heads of schools, 2 

NECTA officials and 2 TIE officials were sampled. Probability 

sampling with simple random selection of students was employed, 

because, students were so many and in the study only 36 were 

required. A-level geography teachers, head of schools and officials 

from both TIE and NECTA were sampled purposively because of 

the uniqueness of the information required from them that were 

crucial in answering the study objectives. Hayes (2006) and 

Cohen, Manion & Marrison (2000) emphasize the selection of 

informants purposively in studies that employ multiple embedded 

design as they require careful selection and deep analysis of those 

responses. 

 

Results 

Teachers’ Methodological Competencies Useful in 

Teaching A-level Geography 

Research objective aimed at examining the teachers’ 

methodological competences useful in teaching geography 

subject at advanced secondary schools. Competent teachers use 

a variety of teaching methods, which suits the learning 

environments, nature of the learners, available resources, and use 

teachers’ skills to facilitate teaching and learning process. The 

results on methods employed by teachers in teaching A-level 

geography are presented as follows. 

Teaching methods employed by teachers in teaching 

geography  

Findings from student questionnaires on a 5-point Likert 

scale (1.SD-5.SA) indicated that, the approach employed by 

teachers in teaching geography in A-level classes were grouped 

into four; namely; expository; discovery; experiential and critical 
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approach. Each approach composed three methods as indicated 

in Table 1.  

Table 1: Students rating on methods employed by teachers 

in teaching geography 

 

 

N=36 

Source: Field Data (January, 2012). 
 

Descriptive statistics for all variables as indicated in Table 1 

shows that, variety of methods were employed by teachers in 

teaching geography subject at advanced level. Generally, students 
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score shows that, teachers employed more expository teaching 

approach (M=3.5, SD=.82). Within the expository approach, 

lecture method dominated (M=4.69, SD=.67), followed by 

student note taking (M=4.5; SD=1.08). However, informants 

show that audio-visual method was not widely employed 

(M=1.31; SD=.72). This indicated that expository teaching 

approach dominated (See Table 1). Therefore, the findings 

indicated that, teachers used non-participatory teaching methods 

in teaching A-level geography subject.  

Results indicated that on discovery teaching approach, 

respondents strongly agreed on the use of group study (M=4.22; 

SD=1.05), question and answers (M=4.17; SD=1.25) and library 

search (M=3.46; SD=1.42). Therefore, discovery approach of 

teaching was widely employed by teachers as required in the 

syllabus. Of more importance, was the fact that, the experiential 

approach of teaching that is highly encouraged as appropriate 

teaching strategy had interesting results. The average mean of 

variables under the approach showed that experiential approach 

of teaching was hardly used by teachers (M=2.25; SD=1.28). This 

low average mean score of experimental approach indicated that 

it was not widely used by teachers despite the fact that it is one 

of the effective participatory teaching methods. 

The results on the use of critical approach of teaching show 

important findings. Respondents strongly endorsed the view that, 

teachers used critical approach of teaching. However, the uses of 

the individual methods within this approach show varying results. 

Data shows that, class discussion and report writing was widely 

used approach in teaching geography. Therefore, teachers geared 

more on classroom discussion and report writing after 

observation than study debates.  

Components that affected teachers’ methodological 

competences 
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Second research objective aimed at examining teachers 

methodological competences in teaching A-level geography 

subject. Questionnaires were used to collect information related 

to teachers methodological competences. Teachers rated on a 5 

point Likert scale ranging from 1 (strongly disagree) to 5 (strongly 

agree) on the statements which aimed at determining the teaching 

methods employed by geography teachers in geography 

classrooms. Descriptive analyses on each scale are indicated in 

Table 2.  

Table 2: Teachers’ score on components of teachers’ 

methodological competences  

 
Statement/Questi

on 

Percentages by choice (%)    

5 4 3 2 1 Tota

l 

M (SD

) 

χ2 

Do the current 

responsibilities 

(those apart from 

teaching) affect your 

teaching 

methodological 

competences? 

14.2

8 

42.8

6 

0 28.5

7 

14.2

9 

100 3.1

4 

1.46 1.5

7 

 

Does the teaching 

load adversely affect 

your teaching 

methodological 

competence? 

 

42.8

6 

 

42.8

6 

 

14.2

8 

 

0 

 

0 

 

100 

 

4.2

9 

 

 

.76 

 

1.1

4 

 

Inquisitive 

(Investigative 

behaviours) within 

teachers enhances 

teaching 

methodological 

competences? 

 

57.1

4 

 

28.5

7 

 

0 

 

14.2

9 

 

0 

 

100 

 

4.2

9 

 

1.11 

 

2.0

0 

 

The integrated 

teaching 

methods/techniques 

is the key factor in 

 

71.4

3 

 

14.2

8 

 

14.2

9 

 

0 

 

0 

 

100 

 

4.5

7 

 

.78 

 

4.5

7 
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building the teacher’s 

teaching 

methodological 

competences 

 

Do teacher’s 

methodological 

competences 

influence students’ 

performance? 

 

71.4

3 

 

28.5

7 

 

0 

 

0 

 

0 

 

100 

 

4.7

1 

 

.49 

 

1.2

7 

MEAN 
      

4.2 .92  

N=12  

Source: Field Data (January, 2012) 

The last statement/question in Table 2 is reflected in the 

following figure 
 

 

 

 

 

 

 

 

 

 

 

 

Figure1. The influence of teacher’s methodological 

competences 

Data in Table 2 shows that, majority of respondents 

endorsed the view that, non-teaching current responsibilities that 

were assigned to A-level geography teachers affected their 

teaching methodological competence (M=3.14; SD=1.46). This 
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indicates that, teachers were aware on the effects brought by 

these non-teaching responsibilities assigned to them on their 

methodological competence. In addition, the computed chi-

square table value is 1.571 which is less than the critical chi-

square value at df=3 which is 7.815 at p≤.05. This indicates that, 

there is significant relationship between non-teaching 

responsibilities assigned to teachers and methodological 

competences used in the classroom. 

Respondents strongly supported the view regarding the 

statement that “teaching load adversely affect teaching 

methodological competence” (M=4.29; SD=.76). The computed 

chi-square value is 1.143 which is less than the critical chi-square 

table value at df=2 which is 5.991 at p≤.05. This indicates that, 

there is significant relationship between teachers’ teaching load 

and teachers’ methodological competences employed in the 

classroom. Furthermore, the question on whether teachers’ 

investigative behaviours were enhancing teachers’ 

methodological competences, results revealed that, teachers 

strongly endorsed the view (M=4.29; SD=1.11). As indicated in 

Table 2, the computed chi-square value is 2.000 which is less than 

the critical chi-square table value at df=2 which is 5.991 at p≤.05. 

This indicates that teachers’ investigative behaviours were 

enhancing teachers’ methodological competences.  

Results revealed that, participants strongly supported the 

view that integrated teaching methods were the key factor in 

building the teacher’s methodological competences. The 

calculated chi-square value is 4.571 which is less than the critical 

chi-square table value at df=2 which is 5.991 at p≤.05. Therefore, 

integrated teaching methods were the key factor in building the 

teacher’s methodological competences. Participants strongly 

agreed that, teachers’ methodological competences influenced 

students academic performance (Fig.1) (M=4.71; SD=.49). 
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Similarly, the calculated chi-square value is 1.286 which is less 

than the critical chi-square table value at df=1 which is 3.841 at 

p≤.05. Therefore, it was revealed in this study that teacher’s 

methodological competences significantly influenced students’ 

academic performance. These findings are compatible with what 

was found by Ralph (2005) who asserted that, when teachers are 

not well trained at training colleges and universities, their ability 

to cope with the emerging components that affects their ability 

to perform their work correctly and efficiently is very limited. 

Teaching techniques used by teachers in teaching A-level 

geography  

Second research objective aimed at examining the teachers’ 

methodological competences in geography teaching. 

Furthermore, this objective aimed at examining the main 

techniques employed by teachers in A-level geography teaching. 

Teachers rated the techniques that ranged from expository 

teaching approach to interactive participatory teaching 

techniques. Where by 1. Never, 2. Seldom, 3. Occasionally, 4. 

Frequently, 5. Always (See Table 3). 

Table 3: Teaching techniques used by teachers in teaching A-

level geography 
Statement  Percentages by choice (%)   

  1 2 3 4 5 TOTAL M SD 

Brainstorming ideas 

with the student in 

the class 

0 0 57.14 28.57 14.29 100 3.57 .79 

Questioning 

Techniques 
0 0 28.57 57.14 14.29 100 3.86 .69 

Guiding Projects e.g. 

Form six projects, 

Study Reports, 

Extracts 

0 28.57 42.86 14.28 14.29 100 3.14 1.07 

Use of Guiding 

Exercise to 

students.ie. marked 

and recorded 

0 14.28 14.29 71.43 0 100 3.57 .79 
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Grouping students 

& Classroom 

Presentation 

0 14.28 14.29 71.43 0 100 3.86 .38 

Observation & 

Clarification of 

procedures e.g. 

Farming 

14.29 28.57 57.14 0 0 100 3.00 1.00 

Guiding the 

students to review 

documents 

0 28.57 14.29 42.86 14.28 100 3.43 1.13 

Discussion & 

Explanation of facts, 

theories, issues 

0 0 0 71.43 28.57 100 4.29 .49 

Invitation of Experts 

e.g. Veterinary 

Officers on Diary 

Farming 

42.86 28.57 28.57 0 0 100 2.43 1.40 

Visitation of both 

local and national 

study sites e.g. 

School farms and 

various physical 

features found 

nearby school 

28.57 42.86 14.29 14.28 0 100 2.71 1.38 

Debating within and 

outside the school 

on selected 

topics/issues 

28.57 14.29 42.86 0 14.28 100 2.57 1.40 

Encouraging 

students to read 

from library on their 

own and internet 

search 

0 14.29 14.28 14.28 57.14 100 4.14 1.22 

Demonstrating the 

skills to be attained 

e.g. How to 

distinguish the soil 

types, How to 

conduct a 

research(within 

local environments) 

14.28 0 42.86 28.57 14.28 100 3.29 1.25 

 MEAN       3.37 1.00 

N=12 Source: Field Data (January, 2012)  

Results indicated in table 3 show that, majority of teachers 

used brainstorming techniques (M=3.57; SD=.78). Study results 
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shows that teachers used questioning technique frequently 

(M=3.86; SD=.69). Majority of teachers used guiding projects 

occasionally (M=3.14; SD=1.07). Thus, in most cases teachers 

were using guiding tools like Form six projects, Study Reports 

and Extracts in classroom teaching. On the use of guiding 

exercise to students, results indicated that majority of teachers 

used the technique frequently (M=3.57; SD=.79). Furthermore, 

results indicated that, teachers used student grouping and 

classroom presentation more frequently (M=3.86; SD=.38). 

Despite the importance of observation such as farming practices, 

teachers were not widely using this technique (M=3.00; 

SD=1.00). Thus, it was found that, teachers did not involved 

students in observing and practicing farming as required despite 

the facts that schools were surrounded by farms.  

The review of various documents by students in the library 

such as books, journals, articles, pictures, sketched diagrams and 

maps are very important is studying A-level geography 

(Compbell, 2007). Results showed that, majority of teachers 

frequently guided students to review various documents in 

addition to classroom teaching (M=3.43; SD=1.13). . 

Furthermore, majority of teachers used discussion and explained 

facts to students during lesson presentation (M=3.29; SD=.49). 

Evidence indicated that, to enhance standardized teaching and 

increasing student’s participation (with high skills levels) in the 

lesson, a teacher needs to invite various experts from various 

sectors to make presentations on various lessons (MoEVT, 2010). 

It is however, noted in the present study that, use of this 

technique is very low (M=2.43; SD=1.40). With regard to 

visitation of both local and national study sites, results showed 

that, quite few teachers use this technique of teaching geography 

(M=2.71; SD=1.38). Visitation of both local and national study 

sites such as school farms and various physical features found 
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nearby school is very essential in building student’s participation 

and ability to link theories with practical skills learned during the 

study tours (Siddiqui, 2010, MoEVT, 2010). Results on whether 

teachers guided students to debate within the school or with 

their fellow student from neighboring schools indicated that, 

quite few teachers occasionally guided their students to 

participate in these debates (M=2.57; SD=1.40). However, 

literatures indicated that, well-organized debates within or 

outside the school increases students acquisition of skills (Huntly, 

2003; MoEVT, 2010)  

Despite the fact that the schools visited had neither the 

official libraries nor the working internet services, majority of 

teachers always encouraged their students to read for their own 

from library and searching learning materials from the internet 

(M=4.14; SD=1.22). 

Practically, competent teachers are required to demonstrate 

the skills to be acquired by the students by the end of the 

topic/sub-topic; demonstrating skills are very essential to make 

students competent in the area studied (Achwarin, 2009; Siddiqui, 

2010). The results indicated that, teachers occasionally 

demonstrated the skills in front of the class (M=3.29; SD=1.25). 

Thus, the findings indicated that, generally, teachers used the 

approved teaching techniques to a satisfactory level (M=3.37; 

SD=.99). That is why Olusegun (2006) and Muhando (2011) 

emphasize the use of effective and active teaching techniques in 

teaching geography 

Documents prepared and consulted by teachers before 

classroom teaching 

Second research objective required the researcher to collect 

information about teachers’ ability to prepare and use important 

curriculum documents that were vital in teaching and learning 

process. Questionnaires with four rating scales (1-Unimpotant, 
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2-Important, 3-Very Important, 4-Not Applicable) were 

employed in collecting evidences and results are presented in 

Table 4.  

Table 4: Documents consulted and prepared by teachers 

before A-Level geography teaching 

Curriculum 

Document 

Percentages by choice (%)    

1 2 3 4 TOTAL M SD 

Syllabus 0 42.86 42.86 14.28 100 3.29 .76 

Scheme of work 0 28.57 57.14 14.29 100 3.43 .79 

Lesson Plan 0 0 85.71 14.29 100 3.71 .76 

Teachers guiding 

book 
0 14.29 71.43 14.28 100 3.57 .79 

Text book 0 28.57 71.43 0 100 3.71 .49 

Reference books 0 28.57 71.43 0 100 3.71 .49 

Teachers lesson 

notes 
0 28.57 71.43 0 100 3.71 .49 

MEAN      3.59 .65 

N=12 

Source: Field Data (January, 2012)  

  

Data in Table 4 indicates the extent to which teachers rated 

various curriculum documents. Findings indicated that all 

documents were equally acknowledged as being very important 

to be consulted before a teacher enters the classroom (Overall 

Mean=3.59; SD=.65). However, results showed that, syllabus 

(M=3.29; SD=.76), scheme of work (M=3.43; SD=.79) were 

consulted less frequently while lesson plan, teachers guiding 

book, text book, reference books and teachers lesson notes 

were frequently consulted. Generally, participants responded 

that the curriculum documents outlined in Table 4 are very 

important and were consulted before a teacher enters the 

classroom (M=3.59; SD=.65). 

Teachers perception on methodological 

competences 
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Research objective two aimed to examine the teachers’ 

methodological competence useful in teaching geography subject 

at advanced secondary schools. To fulfill the requirement of this 

objective, data were collected through interviews in which four 

geography teachers participated in face-to-face interview. 

Findings were grouped into five major themes; namely; 

perception on teaching techniques suggested in geography 

syllabus; difficulties in using participatory teaching techniques; the 

importance of methodological competence; relationship of 

teachers’ methodological competence to students’ performance 

and factors affecting teachers’ methodological competences. The 

findings along each of these themes are presented. 

 

Teachers’ perception on teaching techniques suggested 

in geography syllabus 

The findings indicated that, teachers did not directly attribute 

the teaching methods favored with their methodological 

competences, rather the situation and context from which 

teaching takes place. In addition, teachers seemed to favors 

lecture method. When responding to this, one teacher had this 

to say: 

 

Ok, it is true; let me say that, despite the fact 

that there are various teaching methods supposed to 

be used by teachers, some are not used because of 

the number of student in the class. For example, 
when teaching the class with 270 students, I am 

forced to use a lecture method, which is not effective 
or efficient; though in so doing, we help the student 

to learn. [Interview with one of the teacher held on 

24/01/2012]  
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In addition to lecture method, majority of teachers also 

employed question and answers method that is one of the 

discovery teaching methods. This method of teaching is 

interactive in nature and can help the students to understand 

basic concepts and facts. When interviewed about discovery 

teaching methods, the one respondent said that:  

 

Another method of teaching we favour is the 
use of questions. When you allow them to discuss 

the questions, it is easier for them to grasp ideas 

during presentation. [Interview with one of the 

teacher held on 24/01/2012]  

 

Notably, teachers appreciated that, the competence based 

teaching and learning strategies suggested in the syllabus provided 

means through which students acquire the desired abilities, 

awareness, knowledge, skills and positive attitudes towards what 

they learn. For example, teachers undoubtedly recommend 

brainstorming the ideas with the students as a useful means in 

building students awareness. Holloway (2003) had the same views 

when he asserted that, active learning of geographical concepts 

requires active teaching and learning techniques such as 

brainstorming of the concepts to be learned. When interviewed 

about brainstorming ideas with students in the class, one of the 

female teachers responded that: 
 

For sure, I see the competence based teaching 

techniques as good technique; they make students 

understand the lesson (true learning) rather than 
learning by rote. It makes students participate in the 

lesson, rather than being mere listeners to teachers. 

For example, when I am starting a new topic, I begin 

with brainstorming the ideas with students to-
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foresee the challenges within that particular topic 

[Interview with one of the teacher held on 

04/01/2012]  

 

Difficulties faced by teachers in employing participatory 

teaching techniques  

Competent teachers can easily adapt to teaching techniques 

suited to a certain teaching situation (Siddiqui, 2010). 

Incompetent teachers will always rely on the easiest methods 

because of the difficulties in using the other methods (Rupia, 

2007). Teachers explained these as reasons that caused non-

adherence to the use of participatory teaching techniques such as 

debating, study tours, survey and field excursion and interactive 

discussion. The findings indicated that, majority of teachers were 

affected by school culture that made them not to bother about 

important issues like inviting experts or guest speakers to make 

presentation to geography students. One of the teachers from 

the schools under study had this to say:  

 

Despite the fact that invitation of guest speakers 

is a good thing, yet, it has been difficult for the 
administrators to support such process. For 

example, I have never experienced such invitation, 

since my first appointment. Therefore, it is difficult 
to introduce something new in this school, although, 

I am aware that, it is being done in other schools. 
[Interview with one of the teacher held on 

05/01/2012].  

 

Another reason was lack of teaching facilities such as 

computers connected to the internet, at the school or near by 

the school that could have given students the opportunity to 
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access web based resources that are useful in their learning. 

When interviewed on internet accessibility, one of the male 

teachers from one school recommended that:  

 

It is true that the syllabus suggests the use of 
web based resources in teaching, geography subject 

in particular. But, the problem is that, we don’t have 

computers here at school, so even to students it is 
difficult to access the web based internet resources 

as the town is far away from here [Interview with 

one of the teacher held on 24/01/2012]. 

 

The importance of methodological competence in 

successful teaching 

Methodological competences are vital in teaching and 

learning process; and are developed on knowledge, skills and 

attitudes of a teacher during both pre-service and in-service 

training programmes (Huntly, 2003; Anderson, 2004). Knowledge 

base includes the knowledge on curricula, pedagogical strategies 

and learners. Furthermore, teachers’ characteristics grounded in 

experience, attitudes, interests, motivation and inquisitiveness 

behaviors are of most important in developing methodological 

competences to teachers. It is also the result of opportunities and 

academic tasks provided by the curriculum in particular context 

(Siddiqui, 2010; Haki Elimu, 2010). 

The context through which teachers conceived 

methodological competences varied. Some perceived it as the 

ability of the teacher in curriculum planning and classroom 

organization. This involves plan ahead, careful consideration of 

intended students outcomes, the needs to change the plan if 

necessary to suit the situation, prioritization of tasks, abilities of 

a teacher to establish a physical setting that is workable and 
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appropriate and the abilities of a teacher to manage time. Despite 

this perception, teachers were in the view that, preparation of 

various curriculum documents such as scheme of work and 

lesson plan is so tiresome, thus teaching is what matters. This 

teacher from one of the school researched said that: 

Frankly speaking, I have not bothered about 
preparing lesson plans and schemes of work since 

2009. Therefore, if you want of that time, you can 
get it. In reality, preparing scheme of works and 

lesson plans is a very tiresome and tedious job. I just 
teach without preparing such documents [Interview 

with one of the teacher held on 03/01/2012].  

 

Despite its importance in teaching, yet, teachers’ 

competence as contextualized from preparation point of view 

revealed that, teachers had inadequacy skills in preparing the 

various curriculum documents such as scheme of works and 

lesson plans. Teachers faced problems in stating the class 

competences and lesson competences. When interviewed on 

difficulties faced during the preparation of these curriculum 

documents lesson plan in particular, one teacher had this to say:  

 

It has its importance [stating competences on 

both scheme of work and lesson plan], because, first, 
we started using those lesson plans even before the 

training was given. Therefore, we hesitated, as it was 

not clear what things should be written in which part. 
It reached a time when a teacher prepared a lesson 

only for four periods, then lesson plan were left 
away. Lesson plan preparation is difficult to prepare 

if one seats alone. Therefore, two or three teachers 

seated together and asked one another depending on 

what one understood during the training. If the raised 

contradictions were not solved, then you decide to 
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write in a certain way [Interview with one of the 

teacher held on 04/01/2012]. 

 

Therefore, the findings indicated that, teachers did not 

properly prepared scheme of work, lesson plan and lesson notes. 

As noted by Anderson (2004), improper preparations of these 

curriculum documents were subsequently affecting classroom 

presentation. 

Finding also indicated that, teachers’ methodological 

competences were viewed as the ability for teacher to change 

the teaching strategies in the class when the initial strategy fails. 

Thus, a teacher who cannot switch to alternative method to suit 

student understanding was considered incompetent. Therefore, 

competent teachers switch to another strategy to make the 

learners understand the lesson. This teacher had this to say: 

 

Being competent in various teaching methods 

enable the teacher to switch to the other teaching 
technique when the current technique employed 

before fail. For example, when the lesson is not well 

introduced to students (brainstormed), then, the 
students cannot fully participate. Therefore, 

incompetent teachers cannot easily switch to 
another method due to fear of upholding the 

coherency of the lesson [Interview with one of the 

teacher held on 04/01/2012].  

Therefore, the findings indicated that, teachers did not 

widely change to appropriate teaching strategies when lecture 

method-that was dominantly used failed to achieve the intended 

learning objectives.  

 

Relationship of teachers’ methodological competence 

to students’ performance  
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Teacher’s methodological competences were viewed as a 

vital tool in enhancing students’ academic performance. A 

competent teacher employs integrated and interactive teaching 

methods and techniques that are more participatory (Basha, 

2004). Teachers also know how and where to apply a particular 

skill and use knowledge base to ensure achievements of planed 

instructional objectives (Siddiqui, 2010). The findings reveled that, 

when the planned instructional objectives are fully achieved, the 

students’ high level skills are well utilized and thus make it 

possible for students to retrieve the corresponding materials 

during the exams. To support this idea, one teacher had this to 

say, “Even if a teacher is competent in using lecture method, if he/she 

is not competent in other participatory methods, no any student 

progress can be sustainable” [Interview with one of the teacher 

held on 04/01/2012]. Therefore, it is evident that 

methodologically competent teacher relates to student 

performance. The situation makes teachers to fully utilize the 

available scarce resources as well as application of both academic 

and professional skills they possess. 

 

Factors affecting teachers’ methodological competences 

The findings indicated that, teachers had varied views on the 

factors that affect methodological competences in teaching. Large 

number of students enrolled in the subject was one of the factors 

mentioned by teachers. Another factor was lack of in-service 

training course on pedagogy. Furthermore, majority of teachers 

mentioned poor working environment as a dominant factor 

affecting their methodological competence. Other factors 

included lack of support from the administrators, personal 

indecent behaviours and the nature of students. One male 

teacher said that, “For example, I have 270 students in the class, it 
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is not easy to use participatory method, I just use lecture method to 

help the student” [Interview with one of the teacher held on 

24/01/2012]. 

Therefore, teachers teaching geography subject at advanced 

level did not adequately conveyed their methodological 

competences as desired. Furthermore, it was indicated that, 

teachers’ role and abilities in enhancing the applicability of the 

participatory teaching methods was minimal. This finding is not 

friendly to both the features of a competent teacher, and an 

effective teacher as suggested by Anderson (2004) and Rupia 

(2007). 

 

i. Heads of schools perception on teachers 

methodological competencies 

Three heads of schools were interviewed to respond to the 

second research objective that aimed to examine the 

methodological competences useful in teaching geography 

subject at advanced secondary school. Three major themes were 

identified, namely; curriculum changes and teachers adaptability 

to new changes; teachers’ teaching behaviours and applicability of 

participatory teaching methods. Findings on each of these themes 

are presented. 

Curriculum changes and teachers adaptability to new 

changes  

Head of schools considered important to change the 

curriculum of the existing education system whenever possible 

to suit the current political, social, technological and 

environmental changes occurring worldwide. New curriculum 

was appreciated by being more participatory in nature and thus 

increases teacher-student’s interaction. This head of school had 

this to say, “It is true, a curriculum change goes with time, and it will 
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help both student and teachers as contracted to the previous one that 

was content based [Interview with one of the head teacher held on 

24/01/2012]. 

Despite being important, yet, head of schools complained on 

the ways through which the curricula are changed and cited the 

reason that teachers at lower levels were not fully involved. 

Difficulties in implementation of the new changes incorporated 

into these new curriculums were due to the fact that teachers 

were not fully involved in curriculum reforms made. One head of 

school had this to say: 

 

It is true; it hurts us, even in TAHOSA [Tanzania 
Heads of Schools Association], we have been 

shouting about it. It is required that, before changing 
the curriculum, prepare the teachers who will work 

with it. By so doing, one can get good evaluated 

results [Interview with one of the head teacher held 

on 24/01/2012]. 

 

Therefore, teachers cannot be competent in using the 

competent based curriculum of which they were either not 

participated in its preparation or not inducted on its 

implementation. 

Teachers’ teaching behaviours  

Teachers’ behaviours are an essential part in maintaining 

teaching professionalism and sense of professional autonomy. 

Positive teaching behaviours have positive influence towards 

students learning. The opposite is adversely affecting student 

learning due to lack of seriousness teachers. Unpromising 

teachers’ behaviours leads to lack of teachers control on the 

subject taught (Huntly, 2003). Indecent teaching behaviours 

create sense of incompetence to a teacher (Anderson, 2004; Haki 



Journal of Education and Development 

98 

Elimu, 2010). One head of school had this to say in relation to 

teachers behaviours:  

Yah, actually, I have to be open, now teachers are not as 

teachers we used to see. Right now as the head of school, I have 

two tasks, to counsel and guide students, but again teachers. 

When teachers behaviours are not controlled, they may 

misbehave and thus affecting their ability to control the classroom 

when teaching [Interview with one of the head teachers held on 

24/01/2012]. 

In relation to teachers behaviours, another head of school 

from one of the school had this to say: 

 

 We have greater task on how to handle these 

young teachers. I do not know whether it is the 

environment or anything else. May be it is the fallacy 

of this generation. I am always asking myself; but I 

think it is the environment [interview with one head 

of school held on 04/01/2012] 

 

On the other hand, head of schools complained on the way 

teachers are trained at Colleges and Universities particularly, 

private universities.The following was named as references found 

in Iringa, Tumaini University College (Iringa), Ruaha University 

College, Mkwawa University College of Education. It was 

revealed that, Colleges and Universities are currently 

concentrating more on teaching the content of the teaching 

subjects and less on other methodological subjects including 

educational psychology. This has resulted into production of 

teachers who care less on codes of professional conduct and 

teaching standards but much on content delivers. One of heads 

of schools said that: 
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I was real complaining on the methodology used 

now to the College/University. The patterns of 
teaching have changed! Educational Psychology (EP) 

is not more seriously taught to teachers at College 

and Universities as it used to be [Interview with one 

head of school held on 24/01/2012]. 

 

Studies exist that have concluded that teachers’ indecent 

behaviours create sense of incompetence and hence adversely 

affecting student learning and performance (Ololube, 2010; 

Komba, 2001). Therefore, Haki Elimu (2011) concluded that, 

poor teachers behavioral contagion has led to failure in 

controlling students’ behaviours, and hence poor academic 

performance.  

 

Applicability of participatory teaching methods  

Participatory teaching methods as suggested in the new 

curriculum that are competence based are very important to 

both teachers and students in acquiring the desired learning 

objectives (MoEVT, 2010). Findings revealed that, the nature of 

students has a greater influence to teachers’ abilities to select the 

kind of technique to employ during the lesson delivery. One of 

head of schools interviewed said that: 

The students we have nowadays are not the 

kind of students whom you can share ideas; they 

want to be spoon fed and hence not able to 
cooperate with teachers in any participatory teaching 

strategies [Interview with one of the head teacher 

held on 24/01/2012]. 

 

In relation to teachers use of more participatory teaching 

methods, another head teachers said that, “No, we haven’t done it. 
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As I told you before, teachers have no desire in doing that” [Interview 

with one of head teachers held on 03/01/2012]. It was also 

revealed that, head teachers were less inviting experts to address 

various issues related to students learning. One head teacher 

expressed that, “I remember I did it once and I decided to invite a 

counselor who came to conduct counseling training to teachers” 

[Interview with one of head teachers held on 04/01/2012]. 

However, the syllabus suggested various teaching techniques 

such as study tours, field observation and invitation of experts to 

present a lesson in the class (MoEVT, 2010). Teaching is a 

practice that demands a teacher to be skillful and innovative all 

the time (Anderson, 2004). Non-adherence to standards, 

rendered the teachers in using non-participatory teaching 

methods that have little role to play to effective student learning 

(Rupia, 2007).  

 

ii. Teachers’ participation in curriculum 

development and methodological 

competences 

One of the aims of the second research objective was to 

examine how teachers participated in curriculum development 

that suits to their teaching environments. It aimed also to 

examine how teachers evaluate students’ performance at school 

and national level. The findings from face-to-face interview 

indicated that, teachers were participating in all stages of 

curriculum development, subject syllabus in particular. One of 

TIE official said that:  

 

Various stakeholders including teachers 

participated in the early stages of the preparation of 

these subject syllabuses including geography syllabus 
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as you asked. The problem is the participation on the 

level of implementation at grassroots level. This is 
due to lack of fund that could have been used to 

organize seminars and workshop where teachers 

could have been trained on these new syllabuses. 

[Interview with one of TIE Geography subject 

coordinator held on 11/05/2012]. 

 

It was therefore, indicated by TIE official that, teachers have 

been involved at national level in the early preparation of the 

current competent based curriculum and on various teaching and 

learning strategies. However, this finding was contradicting with 

teachers who endorsed that, they have not been involved in such 

process. Furthermore, those few, who managed to attend the 

workshops /seminars organized by TIE and Ministry of Education 

and Vocational Training, have not had means and disseminating 

mechanism for such knowledge and skills to other teachers as 

desired, thus, making most teachers to be incompetent on key 

skills that are so essential in teaching and learning process.  

The following section presents the interview findings related 

to students abilities in learning and teachers methodological 

competence from NECTA, which is one of the important 

stakeholders in education system. The interview with NECTA 

official focused on the ways through which they get feedback with 

regard to weakness observed in students’ scripts during marking 

of national examinations as an indication of teachers 

incompetences. Results revealed that, the special report forms 

filled by head of examiner’s committee after marking the form six 

candidates’ scripts were considered enough to give feedback on 

how the students performed and what were the contributing 

factors. To rectify teachers’ incompetence when revealed 

through the candidates scripts NECTA sends special evaluative 

report to all head of schools for implementation of the suggested 
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solutions. Furthermore, NECTA advice the government on 

various measures to take including the issuing of “Ministerial 

Documents-such as Curriculum Review Framework and 

Educational Circulars. One of NECTA Geography subject 

coordinators had this to say: 

 

When the marking of candidates’ scripts is over, 

examiners fill special report forms and write their 
own report. These reports help us to identify areas 

of weakness and threats. These weaknesses 
observed are communicated to heads of schools 

through either NECTA or The Ministry of Education 
and Vocational Training for implementation. 

[Interview with one of NECTA official held on 

13/05/2012]. 

 

Findings revealed that, NECTA are efficiently communicating 

various problems including cases related to evidence of teachers’ 

incompetence in teaching a certain class level. The challenge 

revealed was the implementation of the instructions given to 

heads of schools that are responsible to administer all academic 

matters at their schools. In addition, results revealed that, 

NECTA collaborates with other stakeholders such as TIE and 

The Minister of Education and Vocation Training in solving 

problems relating to teachers’ methodological competences. One 

of the TIE officers had this to say: 

 

After marking, NECTA pass through the 
candidates’ scripts to make an item analysis. The 

weaknesses revealed facilitate the review of the 

syllabi. Any weaknesses in the syllabi that could have 

caused teachers to make wrong interpretation 

during lesson delivery, is communicated to heads of 
schools after being discussed by responsible TIE 
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subject coordinators and NECTA specialist. For 

example, repetition of content has been one of the 
common problems and has been resolved in the 

geography syllabus for advanced secondary 

education (Form V-VI) of 2010 [Interview with one 

of NECTA official held on 13/05/2012]. 

 

Conclusions and Recommendations 

Despite the efforts made by TIE to reform the curriculum 

from content-based to competence-based, teachers were still not 

in a position to implement it as suggested in the curriculum 

review framework. Pre-service teaching programmes offered at 

various Colleges and Universities are inadequate to make 

graduate teachers competent enough in teaching A-level 

geography. The competence based curriculum implementation 

will remain ineffective. The currently employed teachers are likely 

to continue using lecture method as the dominant method used 

in teaching geography. The finding indicated that teachers were 

not attending geography workshops, seminars, conferences and 

other interactive discussion that could have updated their 

knowledge on the changing nature of geography. Competences 

of both teachers and students remained undeveloped in such 

situation. Teachers are more likely to continue teaching using the 

previous strategies within their capacities because of limited 

knowledge on competence-based teaching. Better or poor 

students’ performance will be determined by teachers experience 

in teaching and the function of other factors such as personal 

students’ initiatives in studying hard and active group discussions. 

There were no enough textbooks, teaching facilities and 

equipments to make teachers use participatory teaching and 

learning techniques successfully. However, teachers were not 

preparing the teaching and learning resources to supplement 
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deficit; they were as well not creative and motivated to perform 

such initiative. Therefore, if no any efforts from all the 

stakeholders such as students, teachers, head of school, parents, 

donors, NGO’s and government as the whole to make the 

competence based curriculum work, it is likely to remain in 

writing without any remarkable contribution to student learning. 
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Promoting Teachers’ Ethics in Tanzanian Public 

Secondary Schools: Are Approaches employed by the 

Teachers’ Service Department effective? 

Hamisi Mfaume 

 

Abstract 

This study examined the effectiveness of the Teacher Service 

Department (TSD) in the promotion of teacher ethics in 

Tanzanian public secondary schools specifically in Mbeya 

Municipality and Rural district in Mbeya region. The study was 

guided by three objectives: to explore forms of teachers’ 

misconduct common in schools, identify the approaches and 

actions applied by the TSD in promoting teacher ethics in schools 

and to explore stakeholders’ views on the efficiency of the 

approaches and actions. The study mainly employed a qualitative 

approach with some quantitative aspects. It involved a total of 75 

respondents obtained through purposive and convenience 

sampling. Interview, questionnaire, focus group discussion and 

documentary search were used in generating data. Analysis of 

data involved both qualitative and quantitative procedures. The 

findings revealed that, provision of codes of ethics, seminars and 

guidance and counselling were the common approaches 

employed by the TSD. The actions, on the other hand, included 

warnings and reprimands, demotion, stoppage of a salary 

increments and dismissal from service. However, the approaches 
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and actions were perceived ineffective. It is concluded that 

teachers’ misconducts is still a problem of great concern in 

schools that affects the teaching and learning process and the 

quality of education as well as the attainment of the EFA and 

MDGs. This situation implies that unless a collective effort is put 

forth by the TSD and all stakeholders in education, attempts 

geared in promoting teacher ethics and quality education delivery 

in schools is doomed to failure. 

 

Keywords:  

Teacher; teachers’ ethics; Teachers’ Service Department; 

Tanzania 

 

Introduction 

Teachers’ ethics refer to a set of principles and/or beliefs that 

guide teachers to good conduct (Rowse, 1936). These principles 

make a teacher in a position to distinguish right from wrong or 

acceptable from unacceptable actions. It is to the early Athenian 

philosophers Socrates (469-399 BC), Plato (427-347) and 

Aristotle (384-322) that the concepts of ethics and virtue can be 

traced in educational discourse (Nyirenda & Ishumi, 2002, p. 54-

55). Teachers probably more than any other category of 

professionals are required to observe core ethical values all the 

time (van Nuland & Khandelwal, 2006). Given the centrality of 

ethical behaviour among teachers, countries worldwide have 

instigated disciplinary authorities responsible for the 

development and enforcement of teachers’ code of conduct to 

which all teachers have to adhere. For instance, in Canada, the 

Canadian Teachers’ Federation (CTF) was established in 1920 

with the purpose of advancing the cause of education and status 

of the teaching profession (CTF, 2011). In the United Kingdom 
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(UK), Scotland in particular, the government in 1965 established 

the General Teaching Council for Scotland (GTCS) as a 

regulatory body for teacher. The council in consultations with 

professionals, parents, unions and employers has drawn up a code 

of conduct for teachers and it is mandated to ensure that all 

teachers adhere to it (GTCS, 2002; Van Nuland, 2009). In 

Singapore, the Singapore Teachers’ Union (STU) was instituted 

for same purpose (Ee-gyeong et al., 2002; OECD, 2011). 

In South Africa, the installation of a democratic government 

in 1994 heralded a new era for teachers as the South African 

Council for Educators (SACE) was set up as a regulatory body to 

set, maintain, and protect ethical standards for educators 

(Heystek, 2001; SACE, 2006). In Tanzania, in 1962 the Act No. 6 

of 1962 was passed and it repealed and replaced the 1927 

Education Ordinance. The Unified Teachers’ Service (UTS) was 

then set up to provide common terms and conditions of service 

(UTS, 1964; 1968). However, in practice the UTS was more for 

administrative central control of teachers under various 

previously autonomous teacher-employing authorities than an 

authority for enhancing teachers’ terms and conditions of service.  

In 1981 the government appointed a presidential 

Commission famously known as “Makweta Education 

Commission”. The Commission was required to review the 

system of education in the country and propose necessary 

changes to be taken by the government towards the year 2000. 

The commission’s report among other things recommended the 

establishment of an independent regulatory body to replace the 

UTS. The Teacher Service Commission (TSC) was then put into 

effect by Act No. 1 of 1989 until when it was repealed by Act 

No. 8 of 2002 that led to the establishment of the Public Service 

Commission (PSC) constituting of five distinct departments, the 

Teacher Service Department (TSD) being one (URT, 1989). 
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The Public Service Act, 2002 section 6(4) and a regulation 

2003, empower the TSD with an authority to promote teacher 

ethics in all public schools. Promotion of teacher ethics is done 

through enforcement of teacher code of conduct. However, 

despite the authority the TSD is mandated with, studies 

(Anangisye & Barret, 2005; Anangisye, 2006, 2011; Boimanda, 

2004; Oziambo, 2010; Mfaume, 2012) indicate that there has 

been a loud increase in teacher malpractices in schools a situation 

that is steadily leading to public disenchantment of the 

contribution of the TSD’s in the promotion of ethical behaviour 

among teachers. As the situation becomes critical yet, there is 

hardly any study that has examined the efficacy of the approaches 

and actions applied by the TSD in promoting teacher ethics in 

schools. Therefore, this study is an attempt to fill in such a gap. 

 

Purpose of the Study 

This paper examined the approaches and actions applied by 

the Teachers’ Service Department in promoting teachers’ ethics 

in Tanzanian public secondary schools. The study was guided by 

three specific objectives: 

1. To establish forms of teachers’ misconduct common 

in public secondary schools. 

2. To identify the approaches used by the TSD in 

managing teachers’ malpractices and promoting 

teachers’ ethics in schools. 

3. To explore stakeholders’ views on the efficiency of 

TSD in promoting teachers’ ethics in schools. 

 

Methodology 

This paper draws mainly on qualitative case study research 

approach and design with some aspects of quantitative approach 
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particularly with regard to data collection. Qualitative research 

approach is suitable when a researcher intends to gain deeper 

understanding of the constructions held by people in a particular 

context (Mertens, 2005, p.231). Merriam (1998) adds that the 

approach is suitable as it involves a researcher in gathering 

detailed and rich data about their research topic, with the 

intention of interpreting the meaning of the experiences and 

theorizing about the phenomenon under investigation. With 

regard to the current study, a qualitative approach was deemed 

appropriate since researcher’s intention was to explore the lived 

experience and perceptions of informants, interpret and theorize 

the meaning of those experiences with regard to the effectiveness 

of the TSD in promoting teacher ethics in school. Moreover, 

qualitative approach was considered appropriate for this study 

due to its theoretical underpinnings as it regards the differences 

in individual views and uniqueness in understanding and 

interpreting the phenomenon under study (Merriam, 1998; Stake, 

1995). However, qualitative approach is criticized for its reliance 

on a small sample size that makes generalization of the findings 

impossible. Thus, in order to minimize the weaknesses of the 

approach and ensure trustworthiness and quality of the study 

findings, the researcher also included quantitative data collection 

methods particularly questionnaires (Neuman, 2011).  

The study was conducted in two selected districts of Mbeya 

region, namely Mbeya City and Mbeya rural District. The 

selection of the study area was based on Mertens’s (2005) 

suggestions. Mertens (2005) suggests that selection of a study 

area should consider among other factors, its accessibility to 

participants, with a high probability of finding the phenomenon of 

interest, and where a researcher is more likely to develop 

trusting relationships with participants, ensuring high quality data 

collection and without compromising the credibility of the 
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research itself. In this study the preceding factors were highly 

considered. Consequently, the selection was influenced by a 

report obtained from the TSD (2011) that categorized the region 

among the ten leading regions in the reported cases of teacher 

malpractices in the country. 

The study involved a total of 75 respondents from Mbeya 

City and Mbeya rural District involving four public secondary 

schools. In particular, the study involved the Regional Chief TSD 

Secretary, two District TSD Secretaries, two District Education 

Officers, two District School Chief Inspectors, four heads of 

school and 64 teachers (cf. Table 1.1) 

 

Table 1.1: Sample Distribution by Category and Location 

Category  Regional Urban Rural  Total 

Chief TSD 

Secretaries 

1 1 1 3 

Educational 

Officers 

 1 1 2 

Chief School 

Inspectors 

 1 1 2 

Heads of 

Schools 

 2 2 4 

Teachers  32 32 64 

Total 1 37 37 75 

Source: Field data (2012) 

 

Respondents for this study were obtained through purposive 

and convenience sampling. Purposeful sampling is most suited to 

a qualitative case study approach because it focuses on a specific 

issue, or phenomenon, at a particular place, at a particular time 

(Bogdan & Biklen, 2007; Merriam, 1998). In this study, purposive 

sampling was used to select TSD officers, education officers, 

school inspectors, and heads of schools based on virtue of their 
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positions. Teachers were selected through convenience sampling 

based on their accessibility and readiness to participate in the 

study (Mertens, 2005).  

Data for this study were generated both qualitative and 

quantitative data collection methods including; interviews, 

questionnaires and documentary search. Data triangulation 

increases the reliability and validity of the research and prevents 

the researcher from drawing inappropriate conclusions (Arksey 

& Knight, 1999). Triangulation in this study allowed the 

researcher to obtain a variety of information on the same issue, 

thereby using the strengths of each method to overcome the 

deficiencies of the other. Thus, a semi-structured interview 

schedule was administered to Regional and District TSD officers, 

DEOs, District Chief School Inspectors and heads of schools. 

Each interview session took about 30 to 60 minutes and was held 

in the respondents’ respective offices. 

Both open ended and close-ended questionnaires items on 

the other hand were used to collect data from teachers. Open-

ended questions allowed the respondents to explain their views 

on particular issues while close-ended questions permitted the 

respondents to choose among the given responses only. The 

questionnaires were distributed to teachers in staff-rooms and 

were then collected within two days. In addition, Focused Group 

Discussions (FGDs) were used to collect teachers’ opinions and 

experience and reactions on teachers’ ethics. One FGD 

comprising eight teachers each was scheduled for each of the four 

sampled schools. Each discussion session took between 45 to 60 

minutes. FGD was applied so as to cross-check the reliability of 

the information collected through the questionnaires. Similarly 

documents and records related to teacher ethical issues from 

TSD, school inspectors and heads of schools’ offices were 

reviewed. 
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Findings and Discussion 

Forms of Teacher Malpractices Common in Secondary 

Schools 

The first research objective was to explore forms of teacher 

malpractices commonly committed in the secondary schools 

under study. The information concerning this task was obtained 

through questionnaires and focused group discussions 

administered to teachers as well as interviews held with TSD 

Officers, REO, DEOs, school inspectors and heads of schools. 

First, the respondents were required to identify types of 

teacher malpractices commonly committed in their secondary 

schools. The findings are summarized in Table 3.1. 

 

Table: Teachers responses on forms of misconduct common 

in schools 

Forms of teachers’ misconducts Mbeya city Mbeya rural 

Teachers 

N=16 

Teachers 

N=16 

Absenteeism 14 (87%) 13 (81%) 

Abusive and violent behaviours  

13 (81%) 

 

12 (75%) 

Love affairs 04 (25%) 08 (50%) 

Private tuition 12 (75%) 04 (25%) 

Improper dressing 03 (18%) 03 (18%) 

Cheating/forgery 10 (62%) 01 (06%) 

Theft  03 (18%) 01 (6%) 

Corruption 05 (31%) 01 (06%) 

Examination fraud 0 (0%) 02 (12%) 

Source: Field data (2012)  

Looking at the data presented in the table, the following 

interpretations are drawn. Firstly, there were a range of teachers’ 

misconducts in both districts within Mbeya region although these 

misconducts seemed to be of greater intensity in urban 
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secondary schools than those in the rural location. Their 

occurrence was of great concern to the department. For 

instance, the regional TSD secretary admitted: 

 

…teachers’ discipline is declining not only in my 
region but all over the country. In the past it was 

uncommon to find a teacher implicated in a certain 

kind of malpractice as it is recently the case… [05. 

01. 2012] 

 

Secondly, teacher absenteeism was found to be the most 

significant problem in both urban and rural schools. More than 

80% of teacher respondents agreed that absenteeism was 

common in their respective schools. Similarly, all interviewed 

TSD secretaries, education officers and school heads confessed 

that a majority of teachers were absent in schools because they 

were holding several unofficial jobs including teaching in private 

schools, offering private tuition, engaging in petty businesses and 

farming. Teachers were also absent because they were attending 

studies without official permission. This finding confirms the 

research findings by Bennell & Akyeampong (2007,p. 54) who 

reported that around 75% of rural teachers in Tanzania admitted 

to secondary employment activities as well as 67% of urban 

teachers, as a result of which a majority failed to attend at their 

working stations. Also, Kuleana (1999: 33) had earlier revealed 

that among the 14 least-developed countries, Tanzania had the 

highest rate of teacher absenteeism. During field interviews, an 

urban TSD secretary had this to say: 

…teachers in our region are implicated in a 

number of malpractices, amongst all absenteeism is 
the leading one…many teachers are dismissed 

annually as a result of this… [27.12.2011] 
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Abusive and violent behaviours were considered the second 

most common form of unethical practices among teachers after 

teacher absenteeism. More than three quarters of teachers both 

in urban and rural schools acknowledged that abusive language 

and corporal punishment were frequently and informally used to 

the extent of causing psychological and physical harm to students. 

This was also approved by researcher’s presence in one urban 

school whereby a male teacher caned his students, four strokes 

each simply because they did not collect their annual examination 

reports. Similarly, while at the same school he quoted a female 

teacher shouting at her students: “Nyie karume kenge 

msinihangaishe mimi sio bibi yenu!” [You crocodile don’t disturb me. I 

am not your grandmother”!-Researcher translation]” (Urban 

School ‘1’, 11. 01.2012).  

 Research findings disclosed love relationships between 

teachers and students to be a third malpractice common in 

schools. During interviews, all TSD secretaries, heads of schools 

and education officers acknowledged that some teachers, males 

in particular, engaged in sexual affairs with their own students in 

secret ways. Such incidents became known only when a teacher 

impregnated a student or when students plainly fought each other 

for their teachers or when a student rejected a teacher and 

reported the incident to the parents or school authority. Also, 

the reviewed TSD records indicated that from the year 2001 to 

2007 about eleven teachers in the region were dismissed due to 

incidents related to love affairs with students. In line with this 

finding, Leach et al (2000) also found that in a number of junior 

secondary schools in Zimbabwe male teachers had engaged in 

violent and sexual intimidation of girls in a manner that became 

institutionalized and considered normal. Sexual abuse in schools 

was reported as a major constraint towards provision of quality 

education in schools. 
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 Despite a specific order by the government banning private 

tuition by serving teachers, the findings of field research indicated 

that private tuition was prevalent and was a major concern and 

serious source of malpractices, more in urban areas than in rural 

areas. Most of the mainstream teachers were reported to 

associate themselves with a number of mushrooming private 

coaching centres as a result of which they became less attention 

in classroom teaching as an indirect way of motivating students 

to attend tuitions. Similarly, teachers involved in private tuitions 

were reported to be less attention with school affairs and they 

lacked professionalism at all. This research finding concurs with 

that by Sambo (2001). He reports that in Tanzania in particular 

urban areas, 70 percent of grade six pupils attend tuitions while 

72 percent of teachers engaged in teaching private tuitions mostly 

during official hours. Also in a focus group discussion one teacher 

remarked: 

 

…Sir! Some of our fellow teachers here are 
always chatting in the staff room instead of attending 

to their class periods… in turn they fail to cover the 

topics and force students to attend private tuitions…  

 

 From the foregoing quote, it can be argued that private 

tuition is still a problem of great concern and it denies students 

especially those from poor household their legal rights to quality 

education.  

 Nonetheless, inappropriate dressing among teachers was 

noticeable among the studied schools both in rural and urban 

areas. Through questionnaires, 18% of teachers both in urban and 

rural and interviews held with heads of schools and researcher’s 

own observation it was unveiled that inappropriate dressing 

varied in its nature between rural and urban schools. In urban 
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school the problem mostly involved female teachers who 

appeared at schools with flip-flops shoes, short or tight clothes 

made out of transparent materials while in rural counterpart 

teachers appeared dirty with crumpled clothes as well as locally 

made sandals. For instance, in his presence at one urban school, 

researcher came across an incident where by a female teacher 

was in shabby shoes which created some chaotic kind of noises 

to the extent of disturbing students and teachers who were in 

classroom sessions. Improperly dressed teachers are more often 

than not portraying infidelity towards their students, professional 

norms as well as principles and subsequently, loss of respect is 

accorded to the entire profession.  

 Forgery/cheating were found to be prevalent mostly among 

teachers in urban schools than in rural schools as it was indicated 

by 62% of teachers in urban schools against only 06% of teachers 

in rural schools. Associated with forgery included the use of 

forged academic certificates and/or using other peoples’ 

academic certificates as a way of getting employment, 

embezzlement of school funds through forged receipts as well as 

teachers’ tendency to present forged health documents so as to 

get favour in various matters like transfer or sick leaves. 

However, records from the TSD indicated that for the period 

between the years 2004 to 2007 ten teachers were dismissed 

from service as a result of forgery and/or cheating. 

 Likewise, theft was found common among teachers in urban 

schools than those in rural schools. Teachers were accused of 

stealing teaching and learning materials, building materials, 

buckets as well as school funds. They were also involved in 

stealing academic certificates of students who had completed 

schools and selling them to other people. Correspondingly, 

reviewed TSD records indicated that between the year 2004 and 

2005 four teachers were dismissed after being found guilty of 
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stealing books, academic certificates, other teachers’ salaries as 

well as students’ payments. This finding concurs with research 

findings in other countries. For example, a study carried by 

Bennel & Akyeampong (2007) indicates that in Malawi a number 

of cases received by the Ministry of Education among others 

involved stealing of teaching and learning materials as well as 

destruction of school properties by teachers. 

 

Specific Approaches and Actions employed by the 

TSD in promoting teacher ethics 

This study revealed a number of approaches and actions 

taken by the TSD in promoting teacher ethics in schools. The 

approaches and actions are presented separately under the 

following sub-sections. 

 

Specific approaches employed by the TSD in promoting 

teacher ethics 

Provision of the codes of ethics 

Interviews held with TSD officers disclosed that the most 

commonly applied approach by the department in promoting 

teacher ethics in schools was provision of copies of professional 

codes of ethics to teachers. Teachers are provided with codes of 

conduct attached with their letters of first appointments for them 

to read and internalize themselves with what they are expected 

to do as professionals. Along with that approach, it was noted 

that though the codes were useful a majority of teachers were 

ignorant of what they really addressed since they did not read 

such codes and once they read some failed to grasp what such 

codes really addressed. 

 

Provision of seminars and workshops 
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All TSD secretaries regardless of the location argued that the 

department conducted seminars and workshops related to the 

teaching profession to education officers and heads of schools as 

teacher representatives. They further argued that though 

seminars and workshops were very limited due to financial 

constraints having education officers and heads of schools or 

some few teachers attended such opportunities could enable the 

intended message to be conveyed to all other teachers and 

educationist. Stressing on this an interviewee TSD secretary 

asserted: 

 

...my brother with critical shortage of fund and 

absence of transport facilities, it renders us hard to 

conduct regular seminars with teachers. What we 

are doing is conducting seminars with heads of 

schools and education offices as representatives 

once an opportunity occurs... [7.1.2012] 

 

Guidance and counseling 

All respondents TSD secretaries and education officers as 

well as some heads of school provided that the TSD offered 

guidance to heads of schools on how to deal with teachers in 

particular the newly appointed ones so as to instigate them to 

rules and regulations regarding teaching. It was also revealed that 

in collaboration with regional and districts education officers, the 

TSD had a system of meeting with all new recruited teachers 

posted in the region and guide them on how to deal with issues 

related to teaching including discipline before they were 

distributed to their working stations. On the other hand 

counselling was often applied by the TSD officials to teachers who 

were frequently reported to be implicated in various forms of 

malpractices as a first stage before further actions were taken. 
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Therefore most of the interviewees in particular TSD officials and 

education officers presented that guidance and counselling greatly 

had contributed in stemming teacher malpractices and promoting 

teacher ethics in schools. 

 

Specific actions employed by the TSD in promoting 

teacher ethics 

This sub-section presents specific actions employed by the 

TSD against towards promoting teachers’ ethics in schools. 

Firstly, all respondents made it clear that the actions taken 

by the TSD against the misbehaving teachers depended on the 

gravity of the crime. For major malpractices such as absenteeism, 

love with pupils, forgery, and theft as well as chronic drunkenness 

the penalty awarded is dismissal from service. Under this kind of 

action or penalty a teacher found guilty may be dismissed from 

the service with or without his/her post being abolished 

depending on the nature and seriousness of the offence. For the 

teacher dismissed without his or her post abolished he/she can 

re-apply for the post after a year has elapsed since his or her 

dismissal. For the one dismissed with his/her post abolished 

he/she is not allowed to work as a teacher in his/her life time. 

Dismissal from service is administered by the TSD headquarter 

only. 

Moreover, for the minor malpractices such as unethical 

dressing, the use of abusive language and the like the actions 

taken by the department may include, reduction in rank, stoppage 

of an increment, recovery of the cost or part of the cost of any 

loss or breakage caused by his/her negligence as well as 

withholding of the increment, warning and reprimand as it might 

be decided by the district and regional committees. Penalties for 

minor offences are awarded at district and regional levels. 

Through documentary review researcher revealed a number of 
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steps taken by the department before a penalty or penalties were 

awarded. Steps in action taking are hereunder mentioned: 

Firstly, a teacher who violates a code of conduct is reported 

to the District TSD Secretary by his/her employer or supervisor. 

Secondly, on receiving the allegations against a reported teacher, 

the District TSD Secretary convenes a preliminary investigation 

to see if the allegations are substantial before the charge is 

prepared and sent to a suspected teacher. Thirdly, having 

received a charge, a teacher makes his/her representations of 

defence. In case he/she denies charge, the Secretary will establish 

an enquiry Committee to verify the defence or the matter. 

Fourthly, the District Committee will then be convened to decide 

on the matter and forward the case to the regional Committee 

and later to the TSD headquarter as it may be seen necessary. 

The TSD headquarter will then make decision and inform the 

regional and districts offices on the actions decided for 

implementation (URT, 2002).  

However, teachers who have been aggrieved with the 

decision of one level of the disciplinary authority may appeal to 

its superior level. Appeals against actions made by the TSD 

headquarter should be lodged to the commission within forty five 

days since the date of receiving the judgment. The highest 

appellate body in the public service is the President whose 

decision is final. 

Effectiveness of the Strategies and Actions employed 

by the TSD  

 Respondents were required to provide their views on the 

effectiveness of the approaches and actions employed by the TSD 

in stemming teacher malpractices and promoting teacher ethics 

in schools. The intention was to know exactly whether or not 

the employed approaches and actions were effective and if not to 
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know the reasons for their ineffectiveness. Table 4.1 summarizes 

the findings. 

 

Table 4.1: Teachers’ responses on the effectiveness of the 

approaches and actions employed by the TSD in promoting 

teacher ethics in schools by school location, frequency and 

percentage  

 School Location 

Approaches and actions 

employed by TSD effective in 

promoting teacher ethics 

Urban  Rural  

 N = 16 % N = 16 % 

Yes  2 6 2 6 

No  28 88 26 81 

Not sure 2 6 4 13 

Total  32 100 32 100 

Source: Field Data (2012) 

 

Table 4.1 shows that majority of respondent teachers 

considered the approaches and actions employed by the TSD to 

be ineffective in promoting teacher ethics in schools. This was 

indicated by 88% of teachers in urban and 81% in rural schools. 

The importunate increase in the incidents of teacher malpractices 

in schools was singled out by respondent teachers as an 

expression for such ineffectiveness. Teachers were in assertion 

that effectiveness of anything is determined against its pre-

determined goal, since the goals for the TSD to employ such 

approaches and actions was promoting teacher ethics yet teacher 

malpractices are prevalent they considered such approaches and 

actions ineffective. During interviews the headmaster from one 

of the rural schools stated: 

 

In my opinion the approaches and actions taken 
by the TSD are ineffective…It is hypocrisy to say 
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they are effective while incidents of malpractices are 

committed every now and then and are reported 

with impunity or actions being delayed [09.01.2012] 

 

As the foregoing quote indicates, it is irrefutable truth that 

tremendous increase in teacher malpractices is a sign that the 

approaches and actions taken by the TSD have not yielded the 

expected fruits. This situation requires the department to re-visit 

such approaches and actions for effective attainment of the pre-

determined goals. 

Overall, all respondents considered the provision of codes 

of conduct to teachers as ineffective approach simply because 

was not associated with seminars or workshops to educate 

teachers on what exactly such codes addressed, as a result large 

number of teachers dumped them unread and those who read 

they failed to grasp exactly what the content was all about. 

Likewise, it was disclosed that codes of conduct were only 

provided once when a teacher was appointed for the first time 

and many teachers never had a single copy especially for those in 

rural areas. This more than anything else has made teachers blind 

of what they were required to and not to do as professionals in 

education. Lieu to the explanation above, one teacher had the 

following claim in a focus group discussion: 

The only approach I know the TSD applies in 
promoting teacher ethics is provision of codes of 

conduct attached with letters of appointment. 
Unfortunately, the codes are not provided to all 

teachers and they are very difficult to understand and 
the department has never educated us on their 

contents… [10.01.2012] 

 

Arguing consistently, other teachers added: 
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I received the code of conduct during my first 

appointment, but I faced difficulties in understanding 
it because it was written in tough English. The TSD 

has left us in a swim or sink situation because they 

neither conduct seminars nor workshops to educate 

us on the content...this than anything else 

discouraged me from continuing reading the code, 

therefore I kept it in my cabinet. [10/01/2012] 

 

It is my fiftieth year in teaching but I never had a 

single copy of teacher code of conduct and I neither 

know how it looks like nor where I could obtain it. 

Is this effectiveness? [9/01/2012].  

 

Arguing in response to the above claims, the TSD Secretary 

had this to say: 

 

I hesitate to comment directly whether our 

approaches and actions are effective or not. But what 

I can agree with is that we provide teachers with 
copies of codes of conduct but we rarely educate 

them on the contents. [04. 01. 2012] 

 

Therefore, going quotes harmonize the research findings by 

other researchers (Muriel, 2009; van Nuland, 2006) that 

difficulties in understanding the codes of professional ethics is 

among the major impediments towards promoting ethics in most 

of schools.  

Concerning guidance and counselling offered by the TSD, all 

respondents except one TSD officer and one school inspector 

indicated that the approach was ineffective. Respondents 

contended that both guidance and counselling were conducted 

by TSD officers who were not specialists in that particular field. 

Some teachers went far by arguing that either guidance or 
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counselling needs to be conducted in a special room so as to 

maintain privacy but this is not the case in the TSD’s offices as 

there is no a single room for that particular service. Emphasizing 

on this the head master in one urban school said: 

 

...what the TSD offers is neither guidance nor 

counselling it is rather an advice. Guidance and 
Counselling needs experts. The TSD has never 

employed such people as a result the department 

fails in promoting teacher ethics in schools [7. 

01.2013]  

 

The foregoing quote implies that unless the department 

employs specialists in the field of counselling and guidance and 

prepares conducive environments in which the service will be 

offered the approach will always be ineffective. 

On the other hand, all interviewed heads of schools, 

education officers and school inspectors indicated some of the 

actions taken by the TSD as ineffective. They cited teacher 

dismissal from service without a post being abolished to be a lope 

hole for some teachers to deliberately misbehave knowing that 

even if they were dismissed they would after one year re-apply 

and be back to their posts. Therefore, that kind of action or 

penalty was considered by many teachers tantamount to an 

annual leave. Stressing on this, one of the school inspectors 

remarked: 

 

 How possible would it be to promote teacher 

ethics in schools while some disciplinary actions 
taken by the TSD allow misbehaving teachers back to 

teaching after a year has elapsed since dismissal?...to 

me this is ineffective action... [7.01.2012] 
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All respondents including one out of three TSD’s officers 

indicated that seminars conducted by the department were 

ineffective. They claimed that seminars were rarely conducted 

and in most cases attendants were education officers and some 

few heads of schools as representatives. This left a majority of 

teachers ignorant of what the codes of conduct addresses. 

Supporting this, TSD Secretary pointed out that: 

 

To be honest, I have been in this office for years 

and we have not conducted any seminar regarding 
the code of conduct for teachers. We lack funds and 

at all we do not have our own transport facilities 

which could have assisted us in visiting our 

schools.[07/01/2012] 

 

Additionally, another TSD officer put it thus: 

 

Unlike during the time we were under the TSC, 

the working condition under the TSD is terrible. The 

department runs with a critical shortage of funds to 

the extent that we even fail to afford purchasing 
stationeries or visiting schools and educating 

teachers through seminars… [06. 01. 2012] 

 

Arguing consistently to the above presentation a head 

teacher in one urban school remarked: 

 

Neither I nor any of my teachers has ever 
attended a seminar prepared by the TSD. I am sure 

seminars are not conducted and if they are, it is 
irrefutable truth that only Education and the TSD 

Officers might be attending... [07. 01 .2012] 



JED Inaugural Edition 

133 

 

Likewise, majority of respondents were in affirmation that 

actions applied by the TSD were ineffective simply because such 

actions against the misbehaving teachers were too delayed. It was 

revealed that some reported cases took more than a year for the 

actions to be taken and in most occasions no actions were taken 

at all against perpetrators. Affirming on this a female teacher in 

an urban school admitted: 

 

At a school I worked four years ago, a male 

teacher was caught in sexual practice with a school 
girl whom he was teaching. The incident was 

reported to the TSD .the case ended unknowingly 

and the teacher is still teaching in the same school... 

[7/01/2012]. 

 

Delay in action taking against the offenders seemed to 

demoralize reporters of unethical incidents in particular heads of 

schools who are responsible for reporting all unethical incidents 

to the department in turn most of school heads became silent of 

malpractices committed by teachers in their respective schools. 

Conclusion and Recommendations 

In the light of the findings recounted above, the study has 

concluded that teachers’ misconducts is still a problem of great 

concern in schools that affects the teaching and learning process 

and the quality of education as well as the attainment of the EFA 

and MDGs. This situation implies that unless a collective effort is 

put forth by the TSD and all stakeholders in education, attempts 

geared towards promoting teacher ethics and quality education 

delivery in schools is doomed to failure. 

Arising from the study findings and conclusions that have 

been made above, the following recommendations are put 
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forward to enable various stakeholders at both national and local 

levels to take action aimed at stemming teacher malpractices and 

promoting teacher ethics in schools. The TSD should be 

equipped with all necessary inputs in particular funds, manpower 

and transport facilities in order to enable it to execute fully the 

responsibilities it is due for. There should be instituted regular 

visits and inspection of schools by the TSD officers, school 

inspectors and education officers, and such visits and inspection 

should be conducted as a regular means for training and as a 

method to assess violation of ethical principles and 

professionalism. There is a need to encourage an active 

participation and involvement of stakeholders, in particular 

teachers, parents and students in each and every stage of 

decision-making related to teaching, as for example in designing, 

developing and enforcing the code of ethics. 
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The Working Conditions of Primary School Teachers  

in Tabora Municipality 

Michael Stephen Mambo & Stephen Mabagala 

 

Abstract 

This study examined the working conditions of primary 

school teachers and find out whether they varied with the school 

ownership. The study utilized descriptive survey design to gather 

data in both public and private primary schools in Tabora 

Municipality. The target population was the primary school 

teachers and the sample comprised of 315 respondents who 

were purposively and randomly selected. Data were collected 

through questionnaires and structured interview. Findings 

indicated that the working conditions of primary school teachers 

were poor (M = 2.44, SD =.68). The findings further indicated 

that the working conditions across school ownership were 

generally poor (M = 2.44, SD .68). It was recommended that 

there is a need for school owners and managers to improve the 

working conditions for teachers. Proper working conditions must 

be ensured since these can serve as incentives or extrinsic 

motivators leading to better performance. Educational planners 

should improve facilities and provide adequate supplies and 

equipment in the disadvantaged schools. Further studies should 
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examine teachers’ working conditions with a focus on how they 

affect teacher motivation and commitment.  

 

Key words: 

working conditions, primary school, teachers 

 

Introduction 

UNESCO (2007) in its (EFA) Global Monitoring Report 

states that improving working conditions is an important factor 

in increasing the overall supply of any educational programme. 

Equally, Herzberg (1920) argued that for an individual, conditions 

to work were basic and that one’s attitude towards work could 

determine success or failure. Herzberg’s theory assumes that 

people are motivated by financial rewards, meaningful satisfying 

work or other ‘intrinsic’ factors. The intrinsic factors could be 

job security, spiritual motivation, personal enthusiasm, personal 

goal achievement and suitable environment (Herzberg, 1926). 

Such ideas are supported by Easley (2008), who argues that 

virtually any business or organization, the conditions in which the 

employees work drive their satisfaction and productivity. 

In the present study, working conditions refers to salary, 

fringe benefits, the physical environment and administrative 

support. According to Pager (2006), improvement in working 

conditions is one of the most important factors in improving the 

motivation of teachers. Thus, working conditions such as salary, 

fringe benefits, the physical environment and administrative 

support can positively or negatively affect the motivation of staff 

in the school. 

In Sub-Saharan Africa, teachers motivation is low and it has 

being detrimental to quality of education (Davidson, 2004). A 

report by Uwezo ( 2010 ) reveals that though there have been 
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notable achievements in enrolment, construction of schools and 

teacher training, children learn very little; by their final year of 

primary education, many do not have basic numeracy and literacy 

skills. One of the reasons advanced for the failure is that teachers’ 

working conditions are poor and they are given low salaries. 

Olando (2003) for example asserts that despite being a very 

demanding job; teaching has not been remunerated accordingly. 

As a result, this had denied the teaching sector enthusiastic and 

qualified people hence impacting on the quality of teaching. 

In Tanzania, as in many other countries in Africa, improving 

the quality of education is considered a fundamental goal towards 

Universal Primary Education (Sumra, 2005). Although policy 

makers realize the central role which teachers play in achieving 

this, the living and working conditions of teachers have not 

improved significantly (Sumra, Ibid.). According to Sumra (2005) 

the living and working conditions such as salaries, housing, 

availability of teaching and learning materials, teacher’s workload, 

and adequacy of school and classroom facilities are poor. 

Despite the tasking services rendered by primary school 

teachers in nurturing the Tanzanian children, employers have not 

provided adequate incentives to teachers resulting in varied 

working conditions and teachers leaving the profession in search 

of other employment or take other work in addition to teaching 

and thus reduce the standard of education (UNESCO, 2007). 

Moreover, the employing bodies such as private schools and local 

government authorities offer inconsistent levels of compensation. 

The absence of harmonized working conditions has a direct 

impact on the teacher’s motivation. Besides, hardly few studies 

have centered on the role of working conditions on teacher’s 

motivation of primary school teachers in Tabora Municipality. 

Therefore, the purpose of this study was to examine the working 

conditions of primary school teachers and find out whether the 
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working conditions of primary school teachers vary with the 

school ownership. 

 

1. Methodology 

Research design 

The researcher adapted descriptive survey design. This 

design was ideal in examining working conditions across different 

demographic characteristics of primary school teachers. This was 

determined through questionnaires. 

 

Variables of the Study 

The independent variables of this study were the working 

conditions, which included salary, the factors related to fringe 

benefits (such as travel allowance, housing, leave allowance, 

medical insurance and retirement benefits), physical environment 

(such as class size, teaching load, availability of teaching and 

learning materials and office space), administrative support (such 

as recognition of achievement, backing up of teachers, 

encouragement, caring, transfer, promotion, as well as fair 

administration of rules and regulations). Other working 

conditions, which constituted the independent variables of this 

study, were the interpersonal relationships such as teachers’ 

relationship with the superiors, parents, students and among 

themselves. The independent variables also included 

organizational practices (such as policies and administration, 

management style, decision making procedures and 

communication), and positive job attitudes (achievement, 

recognition, advancement and promotion, personal and 

professional growth, responsibility and work itself). 
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Sample and Sampling Procedure 

The sample for this study comprised 315 participants, of 

which 9 were head teachers and 306 were primary school 

teachers. Both random and purposeful sampling techniques were 

used to get teachers from both public and private primary 

schools. Purposive sampling was used to get head teachers 

because of their responsibility as heads of schools, who are 

supposed to impact the motivation of teachers through 

leadership and administrative decisions. Random sampling was 

used to get teachers in order to get their views regarding working 

conditions in their place of work. 

 

Instrumentation 

The instruments for data collection were questionnaire and 

structured interview. This is because the questionnaire can 

gather a lot of information on a short time (Orodho, 2005). 

Questionnaires are also easy to analyze. The questionnaire were 

ideal because the respondents could easily read and write. The 

questionnaire also allowed the freedom for respondents to 

indicate their opinion on factors related to their motivation. Face 

to face structured interviewee was also to collect data in this 

study. According to Cresswell (2007) and Yin (2011) interview is 

used in order to supplement and extent knowledge about 

individual’s thoughts, feelings and behaviours, meanings and 

interpretations. 

 

 

 

Validity and reliability of instruments 

Before the actual data collection, the instruments for this 

study were designed to maintain both validity and reliability. First, 
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the supervisor reviewed and assessed the questionnaire items to 

check the appropriateness, relevance, and consistency of the 

items. Second, there were also peer and faculty review of the 

instruments during faculty presentation of the proposal. The 

instruments were then adjusted based on the observations made 

by supervisor, peers and panelists as well as members of faculty 

of education whereby clarifications, omissions or edition of 

ambiguous statements were done to ensure clarity, relevancy and 

consistency. Moreover, a pilot study was conducted at two 

primary schools, which later were not used in the study, to 

ensure the validity and reliability of the instruments. 

 

Data analysis and statistical procedure 

Both quantitative and qualitative approaches were used for 

data analysis. Data that were collected from the questionnaires 

were coded and analysed using the Statistical Package for Social 

Sciences (SPSS) programme, version 20. Descriptive data were 

calculated in percentages, means and standard deviations for easy 

interpretation of the information. For inferential data, 

independent t-test and one-way analysis of variance (ANOVA) 

were used to test significant mean differences between variables 

at 0.05 level of significance. Qualitative data were analysed 

through content analysis, in which ideas representing a particular 

aspect were presented and analysed. 

 

 

 

2. Findings 

The working conditions of primary school teachers in 

Tabora municipality 
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The objective of the study was to identify the working 

conditions of primary school teachers in Tabora Municipality. To 

capture this, items measuring the working conditions of teachers 

on a five point scale were administered. The options that were 

provided were Strongly agree (5), Agree (4), Undecided (3), 

Disagree (2), and Strongly disagree (1). The items examined 

teachers’ satisfaction with salary, fringe benefits, physical 

environment and administrative support. The items also 

examined teachers’ satisfaction with interpersonal relations. The 

higher the score on the Likert scale indicated good working 

conditions and the lower the score on the Likert scale indicated 

poor working conditions. Moreover, structured interviews were 

also used to supplement the information collected through 

questionnaire. Results are presented in Table 1. 

Table 1: The Working Conditions of Primary School 

Teachers in Tabora Municipality 

Working conditions M SD 

Administrative support 2.21 .91 

Fringe Benefits 2.75 .96 

Interpersonal relations 4.10 1.07 

Physical environment 1.82 .61 

Satisfaction with salary 1.85 .52 

Total  2.44 .68 

 

As Table 1 indicates, generally primary school teachers’ 

working condition in Tabora municipality was poor (M = 2.44, SD 

=.68). The findings concur with that of Sumra (2005) who in his 

study on the living and working conditions in Tanzania found that 

the living and working conditions of teachers in Tanzania were 

poor.  

 

Administrative Support 
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Administrative support was one of the working conditions 

that were examined. Table 2 shows the findings. 

Table 2: Administrative Support for Primary School Teachers 

Item: The school administration has M SD 

I am satisfied with the support I get from the 

administration 
2.11 .65 

I have a letter of employment stipulating the 

terms of service 
1.92 .98 

I am satisfied with the terms of employment 1.97 1.04 

I am satisfied with the promotion procedures 2.40 .95 

Total 2.21 .91 

 

Findings in Table 2 show that primary school teachers were 

not satisfied with the administrative support (M = 2.21, SD = .91). 

Out of the five items that were asked, primary school teachers 

indicated that they were not satisfied with the support they got 

from the school administration (M = 2.11, SD = .65). They also 

indicated dissatisfaction with terms of employment and also they 

indicated they had no letters of employment stipulating the terms 

of service were very poor.  

The findings from structured interview also supported that 

from the questionnaire. For example, one interviewee from a 

private school when was asked about the support they got from 

the school administration had the following to say: 

 

“We get very little assistances from the 

administration, I have been working for three years 
now, but I don’t have appointment letter. Moreover, 

the terms of service are not clear. When you try to 

ask for the appointment letter or get clarifications on 
terms of service, the administration just promises to 

meet you but this is not effected”.  
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Another interviewee from a public school indicated that the 

school administration was not supportive for the teachers’ 

demands as he said: 

 

For many years we have been making follow-up 
for our letters of promotion but we have not 

succeeded to get promotions. In fact the head of 

school has nothing to help us.  

 

The above observations indicate that the administration 

either paid little attention to workers’ demands or it has little 

power to influence the employers to implement the demands of 

workers. The findings concur with that of Winter and Sweeney 

(2004) who reported poor administrative support of teachers. 

However, in Tanzania public employee get appointment letters 

before they report to their work station. The opinion on lack of 

appointment letter might have been contributed by the presence 

of private and religious employees, who majority of them are not 

permanently employed. However, it suffices to say that primary 

school teachers received poor administrative support. Winter 

and Sweeney (2004) point that administrative support motivates 

teachers, lack of support by administration could therefore lead 

to primary school teachers’ lack of motivation. 

 

 

Fringe Benefits 

Fringe benefits were among the teachers’ working conditions 

that were examined. Table 3 shows teachers’ responses on the 

types of fringe benefits that were provided to them. 

Table 3: Fringe Benefits for Primary School Teachers in 

Tabora Municipality 
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Item M SD 

I am happy with the long school holidays. 4.15 1.02 

I am happy with the arrangement of vacation 

leave 
1.74 .82 

There is job security. 2.99 .98 

My employer provides leave and travel 

allowance 
2.94 .97 

I am satisfied with medical scheme 2.93 .97 

I am satisfied with the housing arrangement 1.50 .96 

I am happy with retirement pension scheme 2.99 .99 

Total 2.75 .96 

 

As Table 3 indicates, generally, the primary school teachers 

were not satisfied with the fringe benefits provided to them (M 

= 2.69, SD = .93). Table 3 shows that, teachers were only satisfied 

with long school holidays (M = 4.15, SD = 1.02) but were not 

satisfied with the arrangement of vacation leave (M = 1.74, SD = 

.82). Lack of satisfaction with the arrangement of vacation leave 

could be due to the fact that leave and travel allowances were 

not provided. Moreover, findings show that teachers were not 

satisfied with job security (M = 2.99, SD = .98), medical scheme 

(M = 2.93, SD =97), housing arrangement (M = 1.50, SD = .96) 

and the retirement pension scheme (M = 2.99, SD = .99). These 

findings imply that the fringe benefits provided to teachers in 

primary schools in Tabora municipality were not satisfactory. 

In an interview with teachers from a private school A, one 

teacher who had worked for 6 years had the following to say: 

 

“In this school there are good things that we are 
getting. For example we get transport to and from 

school, we get breakfast and lunch. When it comes 

to housing, leave allowance, and health care we don’t 

get them. But, the most disappointing thing in a 
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private school is that when you want to go for the 

studies, the employer stops your salary”. 

 

Another respondent from a public school, who had also 

worked for six years, had this to say: 

 

“I have worked for six years now. The school 
has never provided me with housing because it has 

only two houses, which are also in bad condition. I 

have never been given any allowance to go for leave. 

In fact, I get nothing apart from the salary.  

 

The above statements imply that fringe benefits to a large 

extent were not provided to teachers. As observed from 

respondent in school “A” there was job insecurity for teachers 

who opted to go for further studies. However, this could not be 

a problem in public schools as regulations are clear that public 

servants who have worked for three years and above are allowed 

to go for further studies and they are entitled to receive their full 

salary. 

These findings are in line with that of Sumra (2005) who 

observed that majority of teachers were not satisfied with the 

operation of the health insurance scheme put in place by the 

government for its workers. He further observed that housing is 

a major problem faced by nearly all teachers as only a tiny 

proportion of teachers stay in housing provided by schools. 

These findings also concur with that of Davidson (2004), who 

reports that teachers in Tanzania were unhappy with their 

housing arrangements. According to him teachers had few houses 

available to accommodate them and they were in extremely poor 

condition. In many schools in Tanzania, teachers rent houses 

from individual people. Given the fact that the teachers’ salaries 
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are poor, it implies that the standard of houses which teachers 

rent is also poor.  

 

Interpersonal Relations 

Another working condition that was examined was the 

interpersonal relationship between primary school teachers and 

students, superiors, parents and their colleagues. Table 4.7 

indicates the response of teachers on interpersonal relationships. 

Table 4: Interpersonal Relationship 

Item M SD 

Relationship with colleagues 4.92 .98 

Relationship with pupils 3.82 1.01 

Relationship with parents 2.87 1.08 

Relationship with superiors 4.80 1.07 

Total 4.10 1.03 

 

As Table 4 indicates, generally primary school teachers in 

Tabora municipality had good interpersonal relationship (M = 4.1, 

SD = 1.07). However, the interpersonal relationship between 

teachers and parents was reported as poor (M = 2.87, SD = 1.08).  

In an interview with teachers from private, religious and 

public owned schools, respondents said that they relations with 

fellow teachers, students and school administration were good. 

However, they noted that their relation with parents was not 

promising. One teacher said this: 

 

“Our relations with parents and the neighboring 

community are not good. Parents seem not 
recognize what we are doing. If you call them for a 

meeting they don’t appear. In have worked for three 
years now, but I have never seen a meeting between 

teachers and parents. We have neither organized any 

social activity that involves parents and teachers” 



Journal of Education and Development 

152 

 

These findings are in line with that of Sumra (2005), who 

observed that parents lacked encouragement and support of 

their children. This indicates that communication between 

teachers and parents in Tabora municipality was poor. The 

reason could be explained by the fact that students in urban areas 

come from different streets. This could make it difficult for the 

school to have frequent communication with the parents. 

As Table 4 indicates, interpersonal relationships between 

teachers and superiors was very good (M = 4.80, SD = 1.07). This 

means that the school head created and maintained good 

relations with subordinates. According to Steyn (2006), the 

school head’s leadership style has a definite influence on the job 

satisfaction of staff members. It is generally accepted that that the 

extent to which teachers are satisfied with being supervised in 

the execution of their tasks is an indicator of their acceptance of 

supervision. 

Findings in Table 4 also indicate that primary school teachers 

interpersonal relations with students was good (M = 3.82, SD = 

1.01). This shows that teachers had a positive regard of their 

pupils. These findings concur with that of Tarr, Ciriello and 

Convey (2005), and Wright and Custer (1998) who found that 

interaction with students was the most satisfying aspect of 

teachers. According to (Steyn, 2006) the relation between the 

teacher and students is the most important of all for the 

performance and satisfaction of both parties to the educational 

endeavour. 

Job satisfaction and motivation among teachers can be 

affected positively or negatively by matters such as student 

responsiveness and behaviour, students’ attitude to work, the 

level of student achievement, and the teacher - student 

relationship. Vojtek & Vojtek (2000) argue that teachers teach 



JED Inaugural Edition 

153 

because of the intrinsic rewards they get from results in student 

achievement. 

The findings in Table 4 also reveal that primary school 

teachers’ interpersonal relations with colleagues were very good 

(M = 4.92, SD = .98). This implies that teachers were working in 

a cordial environment. The findings concur with that of Wright 

and Custer (1998) and Kloep and Tarifa (2004) whose findings 

indicated that teachers were most satisfied with their co-

workers. Teachers need to identify themselves with others; they 

need the support and co-operate with their colleagues and really 

enjoy the sense of working in a team. According to Frase and 

Sorenson (2002), collegial opportunities such as team teaching, 

learning new teaching techniques, working on projects together, 

conducting workshops, experiencing stimulating and challenging 

work, and creating school improvement plans will have a 

motivational effect on teachers with high growth needs. 

Interpersonal relation with parents was also examined. 

According to findings in Table 4, primary school teachers 

reported poor interpersonal relations with parents (M = 2.87, SD 

= 1.08). The poor relations with parents could be explained by 

lack of communication between teachers and parents. These 

findings are in contrast with those of Kloep and Tarifa (2004), 

who found that Albanian teachers were satisfied with their job 

because they felt highly respected in the communities where they 

live and work, were very well integrated in the community’s 

social life, and frequently found in their students’ families.  

According to Steyn (2006), the interest, encouragement and 

support of parents can have a significant impact on their children’s 

academic achievement. Parental involvement can affect teachers’ 

job satisfaction because student achievements and attitudes do 

affect job satisfaction (Steyn, Ibid).This implies that the teacher - 

parent relationship has an influence upon the teachers’ 
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perceptions of themselves. The parents’ attitudes to teachers and 

education can affect job satisfaction and teacher motivation. 

Parental support and co-operation can be an added advantage to 

the morale of both teachers and students (Steyn, 2006). 

Rosenholtz (2003) found that teachers derived intrinsic or 

psychic rewards from external recognition of their work by 

parents. 

 

School Physical Environment 

Primary school teachers were also asked how they were 

satisfied with the physical environment in which they were 

working. Their responses are indicated in Table 5. 

Table 5: Primary School Teachers’ Satisfaction with the 

Physical Environment 

Item M SD 

I have adequate materials/equipment for my 

work 
1.88 .61 

I am contented with the physical conditions 

of my classroom 
1.75 .65 

I am pleased with my work load. 1.86 .52 

I am comfortable with office space and 

furniture of my office 
1.78 .64 

Total 1.82 .61 

 

As Table 5 indicates, generally primary school teachers 

indicated dissatisfaction with the physical environment of the 

school (M = 1.82, SD = .61). They were not satisfied with the 

physical conditions of the classroom (M = 1.75, SD .65), and the 

teaching and learning materials were inadequate (M= 1.88, SD 

.61). Moreover, they were not comfortable with office space and 

furniture (M = 1.78, SD = .64) and they were not pleased with 

their work load (M = 1.86, SD -52).  
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In the interview, the physical conditions in which teachers 

worked wre reported to be very poor. One teacher in school B 

has this to say: 

 

“You can see the school buildings are not of 
good standard, this is just outside; if you go inside the 

classroom you can find pupils sitting on the floor. We 

teachers have no office space. We normally sit 
outside under the trees when we want to mark. We 

don’t have furniture, children are too many. The 

toilets are in a bad condition. Generally, our work 

environment is very poor” 

 

The findings above portray the conditions in which teachers 

were working. Absence of necessary facilities and equipment can 

make it difficult for teachers to perform their duties effectively. 

These findings concur with that of Sumra (2005) who revealed 

that teachers were working in difficult environment with large 

class size and lack of office space. Moreover, it is a fact that many 

teachers do not have office space. 

Satisfaction with Salary 

Primary school teachers were also asked whether they were 

satisfied with the salary or not. Responses are indicated in Table 

6 

Table 6: Primary School Teachers Satisfaction with Salary 

Item M SD 

I am satisfied with my salary. 1.67 .55 

Long - term salary prospects are good 1.89 .56 

I am satisfied with the prospects of a salary 

increase. 
1.86 .49 

My salary is good compared to other school 

teachers 
1.94 .50 

Total 1.85 .52 
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Table 6 indicates that primary school teachers were not 

satisfied with the remuneration scheme (M = 1.85, SD = .52). The 

teachers’ responses indicate that the salary offered was small and 

they were not receiving the salary on time.  

In order to get more information, an interview was 

conducted among teachers and the findings indicated that 

teachers were not satisfied with the salary they were getting. For 

instance, a teacher in a public school “B” said that: 

 

“This salary I am getting is very small. It does not 
suffice me and my family for a month. Sometimes I 

wonder how I manage to live. For sure, when I 
compared myself with other workers indifferent 

sectors I find that other workers are well paid”. 

 

Another respondent from a private school said that: 

 

“My salary is not bad when compared with my 
fellow teachers from public schools. But it is still 

small to carter for my demands. Actually the salary I 

get is small when I compare with the work I do. I 
teach many classes with a lot of pupils and I work six 

day a week” 

 

Moreover, the interview with a teacher from religious school 

observed the same opinion as he said that: 

 

“Teachers’ salaries in this school are not 
different from other teachers in other schools. We 

get very little salary”. 
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Generally, the above observation suffices to say that teachers 

were paid low salaries. The above findings concur with that of 

Okumbe (1999), who observed that despite being a very 

demanding job, teaching is hardly remunerated accordingly. 

Olando (2003) asserts that this has denied the teaching 

profession enthusiastic and qualified personnel hence impacting 

on the quality of teaching. According to Sumra (2005) some of 

the factors of motivation include the level of remuneration. 

However, Mayo (1933), through his study on how payment 

incentives affected productivity concluded that despite workers 

being paid according to individual productivity, productivity 

actually decreased because they feared that their productivity had 

been boosted to justify firing later on and that the company could 

lower the base rate. To him, therefore, remuneration did not 

motivate. 

 

Working Conditions of Primary School Teachers in Relation 

to School Ownership  

The second objective was to find out whether the working 

conditions of primary school teachers varied across the school 

ownership. In order to get information on this, the mean 

differences measuring working conditions were calculated and 

compared across an independent variable of school ownership. 

The findings are indicated in Table 4.10 below. 

Table 7: Working Conditions of Primary School Teachers in 

Relation to School Ownership 

School 

Ownership 

N M SD 

Public 55 1.83 .71 

Private 17 3.05 .69 

Religious 13 2.45 .65 

Total 85 2.44 .68 
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As Table 7 indicates, the working conditions across school 

ownership were generally poor (M = 2.44, SD .68). However, 

there were slight differences in working conditions between 

private owned schools on one hand and religious and public 

schools on the other. Working conditions in private owned 

schools was reported as good (M = 3.05, SD = .69), while public 

and religious schools reported the working conditions as poor. 

This is an indication that in private schools, primary school 

teachers enjoyed good working conditions as compared to other 

teachers in public and religious owned schools. 

 

Administrative Support in Relation to School Ownership 

The administrative support for primary school teachers in 

relation to school ownership is presented in Table 8. 

Table 8: Administrative Support for Primary School Teachers 

across School Ownership 

School 

Ownership 

N M SD 

Public 55 3.27 0.7 

Private 17 2.42 0.65 

Religious 13 1.62 0.69 

Total 85 2.44 .68 

 

As Table 8 indicates, administrative support in all schools 

owned by differed institutions was poor (M = 2.44, SD = .68). 

Comparatively, although all primary school teachers in all 

institutions reported poor administrative support, teachers from 

religious owned institutions had the poorest administrative 

support compared to others. This was an interesting observation, 

as it is expected that religious institutions are God fearing and 

therefore are supposed to be very close to its workers. 

Interestingly, when they were interviewed, teachers from 
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religious institutions were positive about their administration. 

One respondent indicated that: 

 

“Actually the administration is very supportive 

on matters related to social and moral issues. But, 
the problem comes when you need financial 

assistance. Money is always not available. But, all in 
all the administration is always friendly, is very 

tolerant to stubborn teachers”. 

 

In a close examination of the responses of respondents, it 

was observed that majority of teachers in public schools were 

working on permanent and pensionable basis, while majority of 

teachers in private and religious primary schools were working 

on temporary bases. Table 8 gives further details. 

Table 8: Terms of Employment for Primary School Teachers 

by School Ownership 

Ownershi

p 

Terms of Employment 

Temporar

y 

Contrac

t 

Permanent 

&Pensionabl

e 

Voluntar

y 

Total 

Public 4 (7.2%) 6 

(10.7%) 

46(82.1%)  (0%) 56 

(100%

) 

Private 10 (58.8%) 3 

(17.6%) 

2 (11.8%) 2 (11.8%) 17 

(100%

) 

Religious 7 (58.3%) 4 

(33.3%) 

1 (8.3%) 0 (0%) 12 

(100%

) 

Total 21 15 48 1 85 

 

According to Table 8, majority of teachers in public schools 

were working on permanent and pensionable basis (46, 82.1%), 
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while majority of teachers in private (10, 58.8%) and religious (7, 

58.3%) primary schools were working on temporary bases. This 

could be discouraging to teachers in private and religious schools 

since they were uncertain about their job security. This 

uncertainty leads to demotivation. Karugu (1980) disclosed that 

job status and security ranked top among hygiene factors of 

motivation. 

Furthermore, the findings disclosed that majority of workers 

in private and religious owned schools did not have appointment 

letter as indicated in Table 9. 

Table 9: Appointment Letter for Primary School Teachers 

across School Ownership 

School 

Ownership 

Possession of letter of appointment 

Yes No Total 

Public 55 (100%) 0 53 

Private 6 (35.3%) 11 (64.7%) 17 

Religious 5 (41.7%)%) 7 (58.7%) 12 

Total 10  85 

As indicated in Table 9, though all teachers working in the 

public schools had appointment letter, majority of teachers in 

private (11, 64.7%) and religious (7, 58.7%) schools did not have 

the appointment letters. 

In an interview with a teacher from a private school, he said 

the following: 

 

Are you asking about terms of service and 
employment letter? In our private schools this is not 

entertained. If you want your job you don’t have to 
ask for those things. I have worked for three years 

but I don’t have a letter of appointment. I stopped 

asking for the letter when I was threatened to be 

fired” 
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As discussed earlier, many workers in private schools do not 

ask for terms of service and employment letter for fear of losing 

their jobs. An appointment letter could serve to show the terms 

of employment should a dispute arise between the employer and 

the employee on the same. Lack of it was an obvious indicator of 

job insecurity. 

 

Fringe Benefits in Relation to School Ownership 

The fringe benefits for primary school teachers is provided 

in Table 10 

Table 10: Fringe Benefits for Primary School Teachers across 

their School Ownership 

School 

Ownership 

N M SD 

Public 55 2.55 .76 

Private 17 3.06 .88 

Religious 13 2.46 .72 

Total 85 2.64 .84 

 

Table 10 indicates that private schools had more fringe 

benefits than other schools. This is an indication that private 

schools offered much more incentives than other institutions. In 

an interview with a teacher from religious owned schools, the 

following was his opinion: 

 

“Much of what we do in this school we are told 
to sacrifice ourselves. This is a religious owned 

school and the school has no enough funds to carter 

for everything. So, we never get leave allowance or 
sick allowances, we don’t have housing etc But, of 

course, there are things we get like breakfast and 

lunch. 
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The interview with a teacher from public school has this to 

say: 

“You are talking of fringe benefits….you know 

the government is supposed to give us leave 
allowance but for many years this has been a 

problem. We have a medical insurance scheme but if 
you there with your health insurance card the service 

you will get will disappoint you, you are talk that 

there are no medicine you want” 

 

In another interview, a teacher from private school had this 

to say: 

“In our school there are fringe benefits we get. 

There is breakfast, lunch and transport. We also get 

uniforms as teachers we are supposed to be smart, 

so the school management decided to buy uniforms 
for us. But, we don’t have leave allowance. 

Moreover, in this school we have medical allowance 
if a teacher gets sick or one of the members of his 

family; he is given some amount of money to pay for 

the medical bill” 

 

As observed in the interview with teachers from religious 

and private school, it could be said that teachers in private 

schools had better fringe benefits from other schools. According 

to Sumra (2005) the private sector although has less job security, 

it provides better salaries than the public and religious 

institutions. This could be the reasons for the differences in the 

provision of fringe benefits. In Tanzania, schools owned by private 

individuals have gratuity arrangement and provide tea, lunch and 

transport to teachers.  
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Interpersonal Relations across School Ownership 

The interpersonal relationship among primary school 

teachers in Tabora municipality is presented in Table 11. 

Table 11: Interpersonal Relations of Primary School 

Teachers across School Ownership 

School 

Ownership 

N M SD 

Public 55 3.80 .59 

Private 17 4.01 .77 

Religious 13 4.07 .99 

Total 85 4.10 .80 

 

As indicated in Table 4.15, primary school teachers reported 

that they had very good interpersonal relations among different 

stakeholders. However, the interpersonal relation among 

teachers in public primary schools was slightly lower than that of 

other teachers in private and religious owned schools.  

The findings from interview also revealed similar results that 

the interpersonal relations with colleagues, students and school 

management were good in all categories of school ownership. 

However, interpersonal relations with parents in private schools 

were good as one teacher reported that: 

 

“In this school we are very close with parents. 
When we call them for a meeting they normally 

come. They have been instrumental in their 
children’s education. Parents have been monitoring 

their children progress and have been participating in 

school developmental projects”. 

  

The findings imply that parents with children in public schools 

have left the responsibility of nurturing children in the hands of 
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teachers only. The findings concur with that of Sumra (2005) who 

observed that parents were not taking responsibility for their 

children’s education. According to Rosenholtz et al (2003), 

teachers derive intrinsic rewards from external recognition of 

their work by parents. Conversely, lack of recognition or 

cooperation between parents and teachers could lead to low 

levels of teachers’ motivation. In private schools as results show, 

parents were cooperative. One could argue that the current 

trend of good performance of students in private schools is partly 

contributed by close partnership between parents and the 

school. 

 

Physical Environment in Relation to School Ownership 

The findings on teachers’ responses on physical environment 

in relation to school ownership is presented in Table 12 

Table 12: Physical Environment across School Ownership 

School 

Ownership 

N M SD 

Public 55 1.71 .49 

Private 17 2.06 .77 

Religious 13 1.94 .80 

Total 85 1.82 .61 

 

Findings in Table 12 show that all teachers reported that the 

physical environment in which they were working was generally 

very poor (M = 1.82, SD = .61). In earlier discussion on physical 

environment, a teacher in a public school disclosed that some 

pupils used to sit on the floor during lessons and lack of office 

space and toilets. The findings imply that primary school teachers 

in all institution were working in a very trying condition. 

However, private schools had better physical conditions 

compared to other institutions.  
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In an interview with a teacher from one private school, she 

responded as follows: 

 

“In this school some aspects are really very 

good. We have beautiful classes, we have computers 
and every student has his/her own books. The 

dormitories and toilets are very good. Teachers have 
enough office space with enough tables and chairs. 

The only thing I see here is that teachers are loaded 

with many lessons per week. 

 

The above statements indicate that teachers in some private 

schools were working in a good physical environment. However, 

generally the working conditions were not satisfactory. The 

findings concur with that of Sumra (2005) who observed poor 

working conditions among teachers in Tanzania. A reports by 

HakiElimu (2011) also reveals the poor school environment in 

public schools where students sit on floor during lessons, 

overcrowded classrooms and lack of office space. 

 

Satisfaction with Salary across School Ownership 

Table 13 presents the findings on primary school teachers’ 

satisfaction with salary. 

Table 13: Satisfaction with Salary among Primary School 

Teachers across School Ownership 

School 

Ownership 

N M SD 

Public 55 1.59 .53 

Private 17 3.68 .51 

Religious 13 2.07 .49 

Total 85 2.48 .51 
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As Table 13 indicates, all teachers were dissatisfied with 

salary (M 2.48, SD = .51). The findings imply that all teachers from 

different employers were getting little salary. Table 4.17 also 

shows that primary school teachers in public owned schools 

were more dissatisfied with salary than other teachers. Results 

also reveal that teachers from private schools were slightly 

satisfied with remuneration package than their counterparts in 

the public and religious schools. However, in general, the salaries 

were low. These findings are supported by the results from 

interview with teachers that have been presented in the earlier 

discussion, which indicated that teachers in all institutions were 

not satisfied with salary. 

 

 

 

Conclusions 

Based on the findings of the study, it could be concluded that 

the working conditions of teachers in Tabora municipality are 

poor. Thus, this calls for the need for school owners and 

managers to improve the working conditions for teachers. 

Proper working conditions must be ensured since these can serve 

as incentives or extrinsic motivators leading to better 

performance. Educational planners should improve facilities and 

provide adequate supplies and equipment in the disadvantaged 

schools. Further studies should examine teachers’ working 

conditions with a focus on how working conditions in different 

schools affect teacher motivation and commitment. If we are to 

address the serious problem of teacher demotivation due to 

working conditions, we must continue to examine the working 

conditions of teachers with the aim of designing ameliorative 

interventions. 
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The Challenges of Implementing Competence-Based 

Curriculum in English Language in Secondary Schools 

in Tanzania: The Case of Mbeya City 

Lea Mpobela 

 

Abstract  

The aim of this study was to investigate the challenges of 

implementing competence based curriculum (CBC) in English 

language teaching in secondary schools in Tanzania. Data were 

collected from 10 public secondary schools in Mbeya City and 

teachers’ colleges. The informants included English language 

teachers and students from the selected schools, teacher trainee 

and tutors at Saint Aggrey Teachers’ College and Saint Augustine 

University of Tanzania (SAUT) in Mbeya Region. Random 

sampling technique was used to select the schools and colleges 

and the informants were selected purposefully regarding those 

who are involved in English language teaching and learning 

process. Data were collected through questionnaires, semi 

structured interviews and observation. findings of study revealed 

that lack of competent teachers, a big number of students in 

classrooms, lack of readiness among teachers and students to 

learn, unsupported assessment technique, unsupportive teaching 

and learning environment and lack of exposure to English 

language were the challenges in the implementation of 

competence based curriculum. These all calls for the need for the 
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scholars to work on the CBC and English teachers to be trained 

regularly on how to implement the CBC.  

 

Key Words:  

English language; competence-based curriculum; secondary 

education; Tanzania 

 

Introduction  

English language teaching has been a challenge to most people 

especially in developing countries and non-English speaking 

population. English language is said by many scholars including 

Coleman (2011), Mosha (2014), Roy-Campbell (1995), 

Rugemerila (2005), and Tibategeza (2009) to be of much 

importance in Tanzania and the world at large. Coleman (2010) 

identifies some of the roles that English language plays in the 

development contexts including increasing employability, 

facilitating international mobility (migration, tourism, abroad 

scholarship), unlocking development opportunities and accessing 

crucial information and acting as an impartial language in contexts 

where other available languages would be unacceptable.  

English language is a second language to most Tanzanians. 

That being the case, English language needs appropriate 

competences in teaching. There has been a great challenge in 

most schools as the language seems not to be understood by 

many teachers and students. The Ministry of Education and 

Vocational Training (MoEVT) in Tanzania (2015), claims that 

English is one of the problematic subjects to both teachers and 

learners. This problem is said to be both in the mastery of the 

subject content and pedagogy. English language is a medium of 

instruction in secondary schools and universities. It is taught as a 

subject in most primary schools.  
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Despite all the efforts made by the Tanzanian government in 

all its educational reforms, there is still a problem on how the 

said language is taught and learnt. There are a lot of questions 

that need answers. Such questions include: what causes lack of 

English proficiency among Tanzanians? Can the CBC change the 

present situation? Is it possible for Tanzanians to acquire English 

language proficiency in the present multilingual situation? What 

are the ways of improving the present situation? It was therefore 

the task of the researcher to respond to these questions. 

 

Secondary Education in Tanzania 

Secondary education in Tanzania has two levels which are 

ordinary level that starts from form one to form four and 

advanced level. All secondary school subjects are taught in 

English, except Kiswahili subject. English is a second language to 

most of the students. Despite Kiswahili being the national 

language, there are more than 150 languages which are acquired 

as first language before Kiswahili. In order to discuss the issue of 

English language learning in Tanzania, there is a need to discuss 

the language situation. Tanzania has three main groups of 

languages, which are ethnic community languages which are more 

than 150 languages. Kiswahili is the national language and English 

is an official language. All these languages are learnt by the same 

people at different time in their life. Most of the children are 

exposed to the native languages from the time of birth to almost 

6 years when they start their primary schools. At primary schools 

children are exposed to Kiswahili as a medium of instruction 

while learning English as a subject. At secondary schools the 

students tune into English language as a medium of instruction. 

According to Woods (2008), in 2000, Tanzanian secondary 

sector was one of the smallest sectors in Sub Saharan Africa 

(SSA), constituting only about 6% of the age group compared to 
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25-30% in the rest of SSA, but now the figure stands at 13.1%. 

The transition rate to secondary education is around 25% 

compared to 50-60% in the SSA as a whole. 

Most of the children in Tanzania start secondary schools at 

the age of 14 when they cannot learn second language easily. At 

the age of 13 it is considered critical period for a learner to learn 

a second language (O’Glady et al., 1996). If learning a second 

language occurs at this age, then it is accompanied by remarkable 

difficulties as observed in the utterances of a child who was kept 

in isolation for 13 years since birth as presented in Table 1. 

 

Table 1: Utterances of a 13 years old language learner 

Utterance  Meaning  

Apple sauce buy store Buy apple sauce at the store 

Man motorcycle have A man has a motorcycle 

Want go ride miss F. car  I want to go ride in Miss F.’s car 

Genie has full stomach I have a full stomach  

Source: O’Glady et al (1996) 

 

Table 1, suggests that the child will face complexities in 

learning a second language if s/he is not exposed to such language 

during the critical period of age. This is also supported by 

Philpson (1992) who argues that the earlier English language is 

taught the better the results. This is not the situation in most 

Tanzanian children who are exposed to English language in 

secondary schools. 

Competence Based Curriculum (CBC) 

The concept of competence is a prop of curriculum 

development and a driving force behind the process of change. 

According to Kouwenhoven (2009), competence is the capability 

to choose and apply an integrated combination of knowledge, 

skills and attitudes with the intention to realize the task. It is an 
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ability to perform a task up to standard. To Kouwenhoven 

(2009), it is more than learning a set of skills. Kouwenhoven 

(2009), supposes that a common term describing the acquisition 

and development of knowledge is “Competence based Education 

and Training” (CBET) where training is more associated with the 

mastery of skills. Chomsky (1995) defines competence as the 

intuitive knowledge that a person possesses. Competence for 

that matter does not mean the knowledge of the theoretical ideas 

of a certain idea but being able to practice what you learn. It is 

also defined as the development of complex capacities that enable 

learners to think and perform in various simple and complex 

situations. A competent English speaker for example, is expected 

to produce and comprehend unlimited number of utterances; 

perceive the structure of sentences in his language; judge whether 

a sentence is well formed or ill formed; recognize sentences 

which are paraphrases; and detect ambiguous sentences. 

Competence based curriculum on the other hand should 

specify the classes of situations that learners must be able to grip 

competently by the end of a certain education level. These 

situations are identified on the basis of either employers or work 

place needs of real life needs. In relation to English language both 

of the two issues are of a great concern. Today, English language 

is much needed in most of the workplaces due to its importance 

as the lingua franca of the world as suggested by Phillipson (1992). 

English language as a part of human culture and the language of 

the world needs be used in everyday life as a language of 

communication especially with different people from different 

countries speaking different languages. 

CBC brings back the real life in the class. It is a move away 

from a content-based language teaching which applies the 

concurrent learning of a specific content and related language use 

skills in a "content driven" curriculum, i.e., with the selection and 
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sequence of language elements determined by the content 

(Brinton, Snow, & Wesche, 1989). According to the International 

Bureau of Education, CBC is a move from the idea that 

curriculum is mainly implemented by having students reproduce 

theoretical knowledge and memorize facts (the conventional 

based approach). It is an institutional process that moves the 

education centre of attention from what teachers and other 

educational stakeholders think the students need to know to 

what the students need and will be able to do by the end of a 

particular programme. 

Paulo (2014) citing Kitta and Tilya 2010 claims that, as part 

of the efforts to achieve the policy, in 2005 the government of 

Tanzania through Tanzania Institute of Education (TIE) revised 

the secondary school curricula into competence-based curricula 

(CBC) with the aim of equipping school graduates with sufficient 

knowledge and life skills for them to survive academically and 

socially in the modern world. 

In relation to English language, CBC aims at making a language 

learner able to use the language properly (to achieve linguistic 

competence). According to Everwijin, Borners and Knubben 

(1993), the professional, technical, vocational education is always 

facing the problem that knowledge acquisition does not 

necessarily mean the successful application of the same 

knowledge. This has been the case in relation to English language 

as most of the elite Tanzanians have acquired the knowledge of 

English language but are not able to apply it in every day 

communication. This raises a need to look at the challenges faced 

by Tanzanian secondary schools in implementing the CBC. 

 

Methodology 

This study used both secondary and primary data. Secondary 

data were collected from literatures on English language teaching 
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in Tanzania. Primary data were collected through triangulation 

method in which the researcher incorporated a number of 

techniques including semi structured interview, focus group 

discussion, observation and questionnaire. The researcher 

conducted interview with English language teachers from selected 

secondary schools and teacher trainees from Saint Aggrey 

Teachers’ College and Saint Augustine University, Mbeya Centre 

in Mbeya region. Semi structured interview was selected to help 

the researcher be free to ask different questions depending on 

the environment. Focus group discussion on the other hand was 

mostly used with teacher trainees and trainers. Observation was 

used in classroom and school environment where the researcher 

observed the way teachers teach and the students learning 

environment and behaviour. 

The target population involved all English language teachers, 

ordinary secondary school students, teacher trainees who are 

taking English language as one of their teaching subjects, tutors, 

and District Academic Officers. Random sampling was used to 

select the schools and the informants were selected purposefully. 

Sixty informants including 5 teacher trainees, 20 secondary 

school teachers, 20 teacher trainees and 14 secondary school 

students, and one District Academic Officer were consulted. The 

collected data were analysed to come up with concrete 

information.  

Table 2: Study Sample 

S/No. Category of respondents Number of 

respondents 

1.  Teacher trainees  

2.  Secondary school students  

3.  English language teachers  

 

Results  
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Challenges facing the implementation of CBC 

The first research objective sought to find out the challenges 

of implementing CBC in secondary schools in Tanzania. A 

number of challenges were observed and they are discussed in 

details hereunder. 

 

Class size 

It was found out that most of the schools in Mbeya have a 

big number of students. In one of the visited schools one class 

had almost ninety students. As discussed already, a competence 

based teaching should be communicative hence a small number 

of students make the performance excellent. This, among other 

things, made the teaching to be less communicative and even 

when the teacher tried to make it so just a few students 

participated. This makes English teaching to be a complex task. 

Second language is learnt better in the second language 

environment where a language learner needs to interact with 

other language speakers. This however is not the case in Tanzania 

where most people speak Kiswahili and their native languages. 

Thus, classroom interaction becomes a challenge. When 

accounting for this, one of the teachers argued that it was difficult 

to involve the students in the learning process due to the number 

of students being in the class. To him, involving the students in 

such classes needed much time and a few topics to cover. The 

teacher raised a challenge that faced him in such a big class by 

saying: the learners’ number in the class is too big to practice 

competence based curriculum”. He also admitted that in such a 

situation, it is very difficult for the teachers to involve the 

students in learning. 

A small class makes it easy for the teacher to reach all the 

students and therefore make learning a process. In such classes a 
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teacher does not impart content into students but instruct them 

and supervise the classroom activities. Each student needs to 

participate in a teaching learning process. For example, one of the 

teachers was teaching a topic on “how to express directions” and 

after telling the students some of the direction statements she 

asked them to construct sentences expressing different 

directions. Twenty five out of ninety students managed to 

construct the sentences before the time was over.  

This reveals the fact that when the number of students is big 

language learning cannot be effective. For it to be effective, it 

needs commitment of both the teacher and the students. That 

means, it needs to be made something to be learnt in and outside 

the classroom setting. The students on their part should be able 

to practice what they learn in class in other school and out of 

school settings while the teacher encouraging them. This is 

reflected by the English language teaching tenet four as given by 

Philipson (1992). The tenet suggests that the more English is 

taught the better the results. 

Regarding the number of students and how it affects language 

teaching Tibategeza (2009) has this to say: 

 

Considering the number of contact hours 

needed for students to master the foreign language, 

and the fact that some languages are more difficult to 
learn to read and write than others, language 

instruction may be regarded as not cost-effective and 

students‟ motivation is likely to be affected, as 
achievement seems unrealistic. This is a result of the 

need to devise a model which permits 

communicative activities for language learning. In 
order to achieve this, class size need to be reduced 

to create \opportunities for student-student and 

student-teacher interaction. Under the prevailing in 

most African classrooms, devising the class into small 
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groups constitutes a daunting problem, as this 

requires more human and material resources.  

 

From the above assertion, the author confirms the 

complexity of foreign language learning and that due to that there 

is a need to use communicative approach in language teaching 

which is employed in CBC. However Tibategeza (Ibid) argues 

that, this is possible with smaller classes which are rarely found 

in Tanzania and Mbeya in particular. 

Big classes are also a challenge in university as there are a lot 

of students when it comes to Education courses. This situation 

makes most of the lecturers and tutors in colleges to use lecture 

method all the time. English language teaching needs much 

interaction and practice. Most of the students in such universities 

and colleges have poor English language background hence need 

to be taught intensively with a lot of authentic materials for them 

to understand. For example in one of the universities visited the 

class had 150 teacher trainees studying linguistics. When it comes 

to language teaching methods the class had more than 300 

students. In such a situation it is very difficult to reach all the 

students in a teaching/learning process. 

 

 

Lack of competent teachers 

Lack of linguistic knowledge of teachers is among the 

challenges facing the implementation of CBC in Tanzania. Most of 

the English teachers in visited schools were not competent in 

English language. Speaking English is a challenge to most of the 

Tanzanians including teachers. Tibategeza (2009), points out that, 

inadequacy in training the language teachers has been attributed 

to poor implementation of the language policy in Tanzania. He 
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also argues that the teaching of English language in Tanzania faces 

various problems including, lack of textbooks, sufficient qualified 

teachers, conducive environment for teaching and learning which 

has led to the decline of English teaching. From the data collected 

it was found out that qualified teachers is still a challenge to too 

many schools especially ward secondary schools. For example, 

one of the teachers used Kiswahili to elaborate the points he 

made. When teaching English the teacher is not expected to 

speak Kiswahili. Some of the teachers tried to use English 

throughout their teaching/learning process but they could make 

a lot of mistakes in the process of expressing themselves. The 

mistakes included tense, mispronunciation, use of incorrect 

vocabulary and ungrammatical sentences. When discussing the 

challenges one of the head teachers argued that there are few 

English teachers who are capable of speaking and writing English 

language properly. Also some of the informants preferred the 

Kiswahili interview and answers in focus group discussion. 

Any competence based teaching should be interactive hence 

it needs fluent teachers who will be able to help students to be 

fluent too. When discussing the tenets of English Language 

Teaching (ELT) Philipson (1992) argues that the ideal teacher of 

English is a native speaker.  

Most of the people opt for educational courses as their last 

choice when they have not performed better in the other 

courses. Teachers must have passed at principal level in at least 

two teaching subjects in the Advanced Certificate of Secondary 

Education Examination (ACSEE).  

Hatmanto (2011) remarked that, the transformation from 

content to CBC is a result of a paradigm shift from the traditional 

view of knowledge to a more progressive one. In the traditional 

view knowledge acquisition is the major goal of education hence 

knowledge is school based and discipline based. In the progressive 
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view knowledge should be applied in order to solve problems. 

English language teaching in Tanzania should aim at providing 

learners with linguistic knowledge. Students are expected to 

learn how to use English language to solve different 

communicative needs than learning its structure and history. In 

order to achieve this end, teachers need to have English language 

proficiency before they are able to get into classes and teach 

students proficiently. This argument is supported by Sumra and 

Katabaro (2014:26) when arguing about the challenge of using 

English as a Language of Instruction (LoI) in secondary schools. 

They believe that students and teachers in secondary schools 

have not attained levels of competency required to make English 

as a language of instruction. Both teachers and students struggle 

to express themselves in English. 

Most of the present teachers were trained to use content 

based curriculum which is obviously different from the CBC. The 

data showed that most of the teachers especially who have been 

in service for many years find it problematic to shift to CBC. 

Much of what they teach is content based. One in service 

teachers in focus group discussion argued that most teachers are 

not aware of the CBC hence they still use Content based 

Curriculum. This was also justified through observation as one of 

the teachers when teaching a form two topic on expressing 

locations, he started by defining prepositions, explaining the types 

of prepositions before he could give examples and allow students 

to construct the sentences. When the researcher looked at the 

syllabus there was nowhere a teacher is instructed to define 

preposition. All the students had to know was how to express 

locations using prepositions like on, in, at, behind and out.  

Due to lack of knowledge on CBC, some teachers find 

themselves teaching other subjects than English. For example, 

through observation, it was found out that some teachers find 
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themselves teaching geography, history and other subjects in 

English language periods. The data reflect the fact that in service 

teachers lack regular seminars and workshops on the CBC. One 

of the informants argued that there have not been enough 

paradigm shift trainings to in service teachers on how to 

implement CBC. This is also supported by the observation made 

by Tibategeza (2009) that the government needs to provide in 

service training to help teachers uphold their proficiency. 

Tibategeza (2009) believes that in-service training will not only 

develop teachers with modern methods of teaching but also will 

expose the teachers to their colleagues and get to share some 

issues related to language teaching. As linguistic knowledge is 

cemented by regular use of the language regular, trainings will 

help teachers to exercise the language and improve their day to 

day performance as they share with their fellow teachers. 

 

Teacher trainers  

From the teacher college and the university visited it was 

revealed that some teacher trainers lack some knowledge on 

how to train their students on how to implement a CBC. Most 

of the teacher trainers have also not been trained through CBC. 

Most of them were trained using the content based curriculum 

which they have used for years and therefore are used to it. To 

change their attitudes into another type of curriculum therefore 

needs an adaptation course which should not be a day seminar 

but at least a three months short course. English language 

teaching is a sensitive issue especially in Tanzania where it is the 

second language to many Tanzanians as it is mostly learnt after 

they have acquired their native languages and Kiswahili. This 

makes English learning to need greater attention hence teacher 

trainers need to know much about the proper ways of teaching 
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it. English Language is a challenge to some teacher trainers a 

situation that attributes lack of competency to secondary school 

teachers. For language teaching to be successful, the teachers 

need to have language proficiency. But in Tanzania, specifically in 

Mbeya, we there are some teacher trainers who use Kiswahili to 

instruct teacher trainees on how to teach English. For example 

the researcher observed one of the teacher trainees teaching his 

students on the use of teaching d learning materials. One of his 

statements was, “ukitaka ufundishe English vizuri unahitaji kuwa na 

matini za kutosha”. This was just a code switch to elaborate the 

English point. This has been revealed as great challenge that leads 

to the poor English teachers.  

 

Content based courses 

The other challenge found was that the courses in 

universities are still content based. Most of the contents taught 

in universities are the same as taught in secondary schools except 

for the details. One of the respondents argued that it is complex 

to turn what you have leant as a content into competence. In 

universities, educational curriculums are competent based but 

specialized (linguistics, History etc) curricular are content based. 

This being the case, a student teacher teaching English during 

macro- teaching started by the definition of articles when 

teaching his students on how to use a, an and the. He even taught 

the types of articles and how each of them is used. The syllabus 

however, does not need the student to know the types and the 

definition of articles but to be able to use articles in everyday 

communication. For a teacher to be able to do so s/he needs to 

be proficient and creative, which is also a challenge discussed in 

this paper. 

 

Teachers and students readiness to learn 
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For a successful study to take place both, teachers and 

students should be ready for the process. Readiness helps them 

to be punctual and active in the class. When one group among 

the two is not ready learning becomes complex. Most of the 

teachers complained about the students being passive learners. 

They learn because they have to but not because they want to. 

Most of teenagers do not know the importance of education 

hence, are not ready to learn. Students’ participation in learning 

depends on their readiness to learn. The teacher in this situation 

needs to motivate the students by stimulating their meta 

cognitive ability. It was realized that most students are not able 

to develop critical thinking in classroom discussion due to the fact 

that they lack readiness. Answering an interview question; “why 

don’t the students participate in class? Different informants had 

this to say; 

Informant 1:  

The learners are passive as they depend upon 

teachers to feed them materially. 

 

Informant 2:  

The students do not want to learn English 
Language because of having their native languages and 

Kiswahili 

Informant 3:  

The students feel ashamed to speak English as 
when they make misstates they believe they will be 

punished or laughed at by their fellow students. 

 

Most secondary school students are teenagers most of 

whom are adolescents. In private secondary schools the situation 

is better than in ward secondary schools here most of the 
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students go to school by force and some do not come at all. This 

has been a problem because the students are most of the times 

not in classes hence they cannot learn even where the teacher is 

competent and creative. In relation to this challenge, one of the 

teachers said, “Most of the students do not come to school on time. 

When you try to warn them they may even organize a gang to attack 

you.” This and other related responses lead to the conclusion that 

students are also a challenge to the implementation of CBC. 

Teachers on the other hand need to have readiness as well. 

Teacher’s readiness helps the teacher to prepare for the lesson 

hence good performance. A prepared teacher is expected to be 

creative and to enjoy teaching. From the observation made in one 

of the visited secondary schools, it was seen that some English 

teachers are not ready to teach. They enter classes because they 

have to not because they like teaching. Competence based 

teaching produces maximum results when the participants are 

ready for the activity. Some teachers use the lecture method 

throughout the teaching learning process. From the observation 

made, it was also seen that most of the secondary school teachers 

are busy with other economic activities than teaching. They do 

not see the necessity of using much of their time on the work 

that does not suffice their family needs. To justify this some 

secondary school teachers are involved in other business even in 

school environment. They sell food staffs, clothes etc. to both 

students and teachers. So some of them prepare lesson plans 

once in a week because they are busy. In their evaluation part of 

lesson plan, it is indicated that the lesson was understood but 

when it comes to examination results, the whole class fails. For 

example, one of the teachers commented that the form one 

lesson expressing personal and group routine/habits was well 

understood and enjoyed by most of the learners but the next day 

no one was able to express a single routine when asked to. This 
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reveals the fact that neither teachers nor students are ready for 

teaching/learning. 

It was found that students lack knowledge and motivation to 

learn. English language learning is complex and needs a language 

learner to be much motivated. Most of the secondary school 

students seemed not to know how learning English may be of 

help to them. It seemed that they are just learning for 

examination. One of the teachers asserted that students lack 

motivation to learn English that develops fear and hatred to most 

of the students has been a great challenge faced by the students. 

For that matter, claiming takes a big part of learning that makes 

it content than competence based. When asked to construct 

sentences most of the students constructed sentences from the 

previous lessons. They were not prepared to implement what 

they learnt in their everyday life. This, therefore, makes the 

community school students not to be ready to learn something 

they know less about. As said earlier, English learning need much 

motivation and readiness of the teachers and students. When the 

teacher is ready to teach s/he will teach properly and his/her 

students will enjoy the lesson.  

 

Classroom Environment 

Classroom is an important area where language can be easily 

exercised and learnt. O’Glady et al (1996) argue that language 

classrooms can be shattered environment where students can be 

given opportunity to learn and practise without being subject to 

penalties for failure that can be imposed outside the classroom. 

O’Glady et al (ibid) give three relevant characteristics of a second 

language classroom including modified input, modified interaction 

and focus on form. Two (modified input and modified interaction) 

of the above features apply in teaching English using competence 
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based curriculum. If such features are there then second language 

learning becomes simple. 

By modified input, it means the speech directed to non-native 

speakers needs to be simplified compared to the speech directed 

to native speakers. The teachers in second language classrooms 

need to apply foreigner talk for their students to understand. 

However, foreigner talk was not observed in the classroom 

visited. Most of the teachers instead of simplifying the language 

for the learners they use Kiswahili to explain English 

terminologies a situation that lessen the students understanding 

and cannot make a language learner proficient. Classes need to 

be interactive and students to be allowed to practice without 

being penalized- a situation that is not reflected in most Tanzanian 

English language teaching classes. Most of the teachers tend to 

punish the students who fail to construct the proper sentences. 

Punishment is a negative reinforcement hence a student who is 

punished may not be able to volunteer to answer questions next 

time. 

Lack of motivation was a challenge with students too as they 

laughed at their fellow students who failed to construct proper 

sentences or answers a question correctly. This made most 

students not ready to volunteer to answer the questions even 

when they thought they could try. This fact was realized when 

one of the students who did not volunteer was asked to answer 

the question and he answered it correctly.  

Therefore the language used in class should be simplified and 

students should be motivated to practice hence the application 

of competence based curriculum. 

Modified interaction requires a teacher to use more 

comprehension checks like “do you understand?” “ok?” this helps 

him to know the progress of what s/he is teaching the students. 

This is done by most of the teachers in the visited schools except 
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that students think the only answer to those questions is “yes”. 

There was no any time when a student’s said “no” to their 

teachers. This may be because of the social distance between 

teachers and their students. Most of the teachers keep a distance 

from their students a situation that does not influence second 

language learning. Second language is learnt better where 

teachers and students interact friendly.  

Also, the language used by the teacher in a second language 

classroom should be more prompting where a second language 

teacher should be asking some timely questions about the 

present environments, hazards, wars, etc. like, asking students 

about the previous accidents. Most of the teachers copied the 

sentences from books. One of the teachers gave the following 

example when explaining about the relative pronouns: “We visited 

our grandmother whose house is in New Orleans”. No any place 

called New Orleans in Tanzania. The students cannot understand 

if it is the name of the place or a new English terminology. When 

asking questions a teacher should make sure the terms used are 

known to students. Classroom interaction should aim at 

preparing a learner to interact both in and outside the classroom 

situation.  

From the above discussion it can be argued that classroom 

environment is a great challenge in the implementation of 

competence based curriculum in English language teaching. This 

is because the expected classroom features are not adhered to 

in most of the classes as discussed. Despite the number of 

students in the class, still the situation is greatly influenced by the 

poor classroom interaction strategies. 

 

Linguistic Exposure  

Linguistic exposure is another problem that make complex 

the implementation of competence based curriculum in Tanzania. 
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The language spoken outside the classroom is different from the 

language used in the classroom situations. Most of the time 

students and teachers speak Kiswahili when outside the 

classroom while at home they speak Kiswahili or other native 

language. Students are not exposed to other English speaking 

community outside the classroom. This results into failure to 

apply the classroom knowledge in everyday communication. Thus 

students fail to be proficient in English. As communicative as 

competence based curriculum should be the environment should 

be conducive in the sense that a learner should be exposed to 

the language use environment both in and outside the classroom. 

The question to ask is; how can language learning reflect the real 

life when the learning environment supports other languages than 

the language in question. In support of this Philipson (1992) 

argues that if other languages are used much standards of English 

will drop.  

Assessment 

Assessing competence becomes a central need while new 

creative methods of assessment are more significant in the 

implementation of any CBC. A teacher is expected to create 

assessments that reflect as closely as possible real life. In doing 

so, multiple choice examinations are often not sufficient to 

evaluate skills, attitudes, and behaviours. In the visited schools 

most of the English teachers provide choice questions in order 

to make the marking of the papers simple. In most cases, the 

students are assessed during examinations hence no formative 

evaluation which is very important and shall take a big part in a 

competence based curriculum. Summative evaluation which is 

implemented in many schools does not make the assessment 

reflect the real life. A student learning for such evaluation will be 

just claiming and drilling than understanding.  
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When asked about how they assess their students the 

teachers said;  

 

“The teachers are still of the former stand in 

constructing examinations and tests, marking them 
and awarding the marks. They assess the ability of the 

student to deliver what they have taught than what 
is happening in a student’s real life. When a student 

say what was not taught in class it will be seen as a 

mistake even if it is perfect.” 

 

This is what was observed in many schools. When students 

were examined the answers given were the copy of their class 

notes and teachers’ sentences. This being the case the 

implementation of CBC in English language teaching is still a 

problem. The government has not put much effort in helping 

teachers and students to implement it properly. On the other 

hand implementing such assessment propositions in a country 

where a student speaks three languages is complex and it needs 

much efforts and education reforms. 

 

Conclusions and Recommendations 

Competence based curriculum faces a lot of challenge. It 

needs much effort by both individuals and the government. 

Teachers need to be educated on how to implement the CBC. 

From the collected data different challenges have been presented. 

However those may not be the only challenges. The researcher 

presented the challenges which were observed in most of the 

schools leaving out those which seemed not to be specific to 

English language. Therefore other scholars are advised to 

perform such a study in other disciplines so that we come up with 

the proper conclusion about CBC.  
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Strategies Employed By School Administrators To 

Cope With Insufficient Educational Resources In 

Tanzania’s Public Primary Schools 

Kennedy Kaduma 

 

Abstract 

The study examined the strategies employed by school 

administrators to cope with insufficient educational resources in 

Tanzania’s public primary schools. Based on qualitative approach, 

the study covered seven primary schools in Rungwe district in 

Mbeya region. A sample of 81 respondents including two district 

educational officers, two district school inspectors, seven head 

teachers, seven academic teachers, twenty one teachers and forty 

two pupils was selected using purposive and stratified sampling 

techniques. Sufficient data were collected through unstructured 

interviews, focus group discussions (FGDs), observation and 

documentary review. Data obtained from interviews and FGDs 

were analysed using Miles and Huberman’s model of qualitative 

data analysis, whereas those obtained through documentary 

review and observations were subjected to content analysis and 

visual analysis. The study findings established that educational 

resources both physical facilities and instructional resources in 

primary schools were insufficient, partly due to insufficient 

funding, increased enrolment without matching the provision of 

educational resources, misuse of fund provided to schools and 
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failure to provide appropriate resources primary schools actually 

needed. To cope with the challenge, it was established that head 

teachers employed different strategies. These strategies include 

involvement of parents and the community, strengthening self 

reliant activities, seeking support from non government 

organizations and borrowing some educational resources. 

Moreover, some schools resorted to double shifts and double 

sessions, as well as using temporary buildings. Nevertheless, the 

strategies adopted were found to be ad hoc and aimed at 

mitigating the challenge of insufficient educational resources but 

were impotent in arresting further deterioration of education 

system. In adopting these strategies, head teachers had to 

contend with unwilling parents and community, political 

interference and lack of space for further extension of the school. 

On the basis of these findings it was concluded that educational 

resources should be an integral part in planning for educational 

expansion, capacity building for head teachers and the community 

is necessary for them to handle successful the challenge of 

insufficient educational resources. Furthermore, in planning for 

school location there should be consideration of space for 

further expansion. 

 

Key words:  

Educational resources, coping strategies, Primary schools, 

Head teachers. 

 

Introduction 

Tanzania like other countries in the sub Saharan Africa has 

been putting more emphasis on investing in primary education. 

This is manifested through various initiatives that have been 
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undertaken for decades soon after independence (1961). In 1967 

to mid 1980s, for example, the government introduced education 

for self reliance (ESR) and Musoma resolution, all of which among 

others, geared towards democratizing education to extend 

access for all school aged population irrespective of social- 

economic or geographical background. The recorded enrolment 

gains were however, hampered by the liberalization policies of 

the mid 1980s and mid 1990s. Following the problems 

experienced through the implementation of liberalization 

policies, in recent times the government introduced the primary 

education development programme (PEDP) in 2001. Through this 

initiative from independence (1961) to date, primary education 

has been undergoing various financial reforms which in turn has 

opened the doors for more children to be enrolled in primary 

schools as well as improvement in the provision of required 

resources to facilitate the provision of education. The grounds 

for placing more emphasis on primary education is based on the 

fact that primary education is singled out as a minimum level of 

delivery that equips an individual with basic skills required in life 

as well as a foundation and a cornerstone upon which any further 

education and vocational training are to be based (Omari, 1995).  

Despite these efforts, however, throughout an endeavor to 

improve access and quality primary education, the subsector is 

still weighed down by numerous problems, insufficient 

educational resources being among the most severe ones. During 

the early efforts to expand access to primary education through 

Universal Primary Education (UPE), the increased enrolment 

hampered the provision of resources. In 1978, for example, out 

of the 48217 classrooms required, only 36860 had been 

completed and of the 49567 teachers’ houses required, only 

14567 had been completed (Chonjo, 1994). The pupil latrine 

ratio (PLR) was 1:100 and the pupil desk ratio was 1:4. 
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Furthermore, the supply of textbooks was inadequate in almost 

all subjects with science subjects being even fewer (ibid). 

The introduction of Structural Adjustment Programmes 

(SAPs) in the mid 1980s to the mid 1990s brought double effects 

on quantity and quality of primary education. Galabawa (2005) 

points out that apart from constraining enrolment gains 

experienced before, SAPs led to maximum decrease in provision 

of sufficient educational resources leading to some communities 

being contended with pupils studying under trees, in the churches 

and open spaces. In fact, there was a shortage of 207% teachers’ 

houses in 1982 and the number of primary schools decreased 

from 10960 in 1992/1993 to 1089 in 1994/1995. In other words, 

SAPs brought double effects in terms of enrolment and provision 

of educational resources, all of which undermined the access and 

quality of education provided. 

To date, the problem of inadequate educational resources is 

still persistent. As a matter of fact, the shortage has increased due 

to, among others, the implementation of primary education 

development programme (PEDP) from 2001 onwards. PEDP is an 

outcome of the efforts to translate Tanzania’s education and 

training policy, educational sector development programme 

(ESDP) together with international Education For All (EFA) goals 

into feasible strategies and actions for the development of 

primary education ( Davidson, 2004). This, in turn, has resulted 

into increased enrolment of pupils as the gross enrolment rate 

(GER) and net enrolment rate increased gradually from 84% and 

65.5% in 2001 to 98.4% and 92.0 in 2012 respectively (URT, 

2012). Like what happened during the early efforts to improve 

primary education through UPE, the tremendous increase in 

enrolment could not simply correspond with the provision of 

relevant resources. According to national statistics, the current 

primary schools are facing acute shortage of 113,095 (49%) 
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classrooms, 155,351 (79%) teachers’ houses 210,192 (60%) 

latrines and 1,879,806 (48%) desks (ibid). This raises doubt on 

how primary school administrators as among the crucial agents 

for driving school improvement run these schools together with 

their embedded challenges of insufficient educational resources. 

The above identified hindrance to education provision calls 

for an inquiry that investigates the strategies employed by school 

administrators to cope with insufficient educational resources in 

Tanzania’s’ public primary schools. Educational resources in this 

study are confined only to physical facilities (classrooms, 

teachers’ houses, offices, stores and furniture) and instructional 

materials (textual and non textual materials). Other equally 

important educational resources are subject to other researches. 

 

Purpose of the Study 

The purpose of the study was to investigate the strategies 

employed by head teachers to cope with insufficient educational 

resources in Tanzania’s’ public primary schools. In particular the 

study sought to attain three objectives: 

a. To determine the status of the existing educational 

resources in order to identify their deficit. 

b. To explore the strategies head teachers employ to 

cope with insufficient educational resources. 

c. To examine the challenges facing head teachers in 

their initiatives to cope with insufficient educational 

resources. 

 

 

 

Significance of the Study 
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The study findings were expected to provide insights that 

policy makers and planners may use in making informed decisions 

and effective plans to enhance the provision of primary education. 

Also the study findings can be used by school administrators to 

determine the best mechanisms for addressing the challenges of 

insufficient educational resources in primary schools. 

Furthermore, the study contributes context-specific information 

to the existing body of knowledge, on the topic that inspires 

other academicians to carry out similar or related studies in other 

areas. The information generated could also be needed as 

background information or as empirical evidence in other studies. 

 

Literature Review 

Schools exist for the purpose of teaching and learning 

process, hence, the need for educational resources in schools to 

optimize productivity in teaching and learning process acts as 

important vehicle for facilitating the development of learners in 

all aspects. In developed countries like British and Canada as well 

as middle income countries like Taiwan and Indonesia, quality 

education is deemed to be well provided because of strong focus 

on quantity and quality of educational resources. However, 

despite the crucial role educational resources play in ensuring 

optimum teaching and learning, their availability has been one of 

the critical impediments in most of the developing countries. The 

increased emphasis especially on basic education in these 

countries has lead to over enrolment of pupils which 

consequently increased pressure on the few resources available. 

In some African countries like Ghana, Malawi, Burkina Faso and 

Lesotho for example, the actual classroom construction during 

the late 1990s and early 2000s was growing only half as fast as 

56%. Other facilities such as furniture and sanitary facilities are 

still a serious problem in these countries (World Bank & 
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UNICEF, 2009). In Tanzania like other sub Saharan countries, the 

quantity and quality of educational resources is worse. The 

average pupil classroom ratio is 1:70 against the recommended 

ratio which is 1:40. The variation across regions ranges from 1:42 

in Kilimanjaro to 1:112 in Singida. The Pupil Latrine Ratio is about 

55.9 percent for boys and 60.9 percent for girls. Furthermore, 

The status of teachers` house is even worse as the shortage is 79 

percent with the problem being more pronounced in Mwanza, 

Dar es salaam, Shinyanga and Mbeya ( URT, 2012a). Likewise 

Mosha (2006) pointed out that shortage of instructional materials 

both textual and non textual is common in many Tanzanian 

primary schools especially in rural areas. In addition the training 

and development of head teachers in Tanzania and other African 

countries is not as well pronounced as in developed countries. 

Thus given the nature of insufficient educational resources and 

the nature of appointment of head teachers there was an urgent 

need for conducting this study to establish how head teachers are 

engaged in handling the challenge of inadequate educational 

resources.  

 

Methodology  

The study was conducted in Rungwe district in Mbeya region. 

It covered seven public primary schools and employed qualitative 

research methodologies. The study sample consisted of two 

district educational officers (DEOs), two district school 

inspectors, seven head teachers, academic teachers 21 teachers 

and 42 pupils. Purposive and stratified sampling techniques were 

employed to get the required sample. Requisite data were 

collected with the use of documentary review, unstructured 

interview and focus group discussion. Furthermore, observation 

was used to collect information from the natural setting of 

primary schools. 
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Key findings 

The research findings are presented and discussed under 

three major issues reflecting the research objectives. 

 

The status of existing educational resources in public 

primary schools 

To obtain the status of educational resources the researcher 

held interviews with district educational officers, district school 

inspectors, head teachers, academic teachers and teachers. 

 

Status of permanent buildings 

Regarding the status of permanent buildings, the research 

findings revealed acute shortage of almost all kinds of buildings. 

Through interview with DEOs, it was established that the district 

had acute shortage of 11306 (57%) classrooms with the deficit 

being more pronounced in urban areas. In reviewing the 

documents, it was found that in all the seven sampled schools, 

there were only 53 (51%) classrooms available out of the 104 

required classrooms implying the shortage of 51 (49%) 

classrooms. On the other hand, a critical shortage of teachers’ 

houses in primary schools was established. During interviews 

with the district educational officer (statistics and logistics) it was 

found that the district had a shortage of 971 (73%) teachers’ 

houses with the severity varying from school to school. Through 

documentary review in the sampled schools, it emerged that only 

8 percent of the teachers’ houses were available against 92 

percent of the actual requirements. More surprisingly, some of 

the schools under study did not have any, a situation which forced 

teachers to live far from schools undermining their performance 
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effectiveness. In addition even the very few houses available were 

of very low quality most of which were made of mud and grass 

thatched.  

The status of pit latrines was even worse, especially for 

schools located in remote rural areas. In some schools there was 

no single toilet ascertaining a hazardous hygiene condition for 

pupil’s health. The backlog toilets were paramount because most 

of the communities regarded such facilities as not important in 

schools and thus giving little priority to them. Furthermore, on 

the case of offices and stores only three schools under study 

were found to have enough offices. The deficit of stores was 

higher than that of offices and this led to some properties being 

stored in offices. 

 

The status of furniture 

Research findings show that the status of furniture was also 

a source of serious concern. Through documentary review (see 

Table 4.1) it was found that none of the schools had adequate 

desks. The same was found on the status of tables. This has led 

to some schools being contended with pupils sitting on the floor 

during classroom session. As well other kinds of furniture such 

as cupboards and shelves were in short supply. 

Therefore, like other African countries, these findings 

ascertains that the provision of facilities in Tanzania`s primary 

schools has not been growing fast enough to accommodate all 

the school aged children and the large share of the existing stock 

was unsafe for learning. 
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Table 1: Status of Furniture in the Sampled Schools  

Schools  Desks  Tables  Chairs  Cupboards  Shelves  

A Required 350 38 32 8 3 

Available 277 

(79%) 

30 

(79%) 

27 

(84%) 

7 (87%) 1 (33%) 

Shortage 73 

(21%) 

8 (21%) 5 (16%) 1 (13%) 2 (67%) 

B Required 288 47 32 26 3 

Available 185 

(64%) 

24 

(51%) 

32 

(100%) 

8 (31%) 3 (100%) 

Shortage 103 

(36%) 

23 

(49%) 

- 18 (69%) - 

C Required 302 47 48 26 3 

Available 203 

(67%) 

24 

(51%) 

33 

(69%) 

4 (15%) 1 (33%) 

Shortage 99 

(33%) 

23 

(49%) 

15 

(31%) 

22 (85%) 2 (67%) 

D Required 235 32 32 10 3 

Available 166 

(70%) 

9 (28%) 12 

(37%) 

3 (30%) - 

Shortage 69 

(30%) 

23 

(72%) 

20 

(63%) 

7 (70%) 3 (100%) 

E Required 132 20 23 11 5 

Available 76 

(58%) 

9 (45%) 9 (39%) 3 (27%) 3 (60%) 

Shortage 56 

(42%) 

11 

(55%) 

14 

(61%) 

8 (73%) 2 (40%) 

F Required 118 17 18 10 3 

Available 63 

(53%) 

7 (41%) 13 

(72%) 

1 (10%) 2 (67%) 

Shortage 55 

(47%) 

10 

(59%) 

5 (28%) 9 (90%) 1 (33%) 

G Required 94 17 17 11 3 

Available 58 

(62%) 

6 (35%) 6 (35%) 1 (9%) 1 (33%) 

Shortage 36 

(38%) 

11 

(65%) 

11 

(65%) 

10 (91%) 2 (67%) 

Source: Field data 
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The status of instructional resources in primary schools 

Instructional resources constituted one of the crucial aspects 

of interest to the researcher. Given the significance of 

instructional resources in primary schools, it was deemed 

necessary to examine their availability. Through interview with 

DEOs’ it was established that all the schools were provided with 

relevant materials like models, globes and science kits and that 

the Pupil Book Ratio (PBR) was around 1:3. However, this 

constrained with the information from district school inspectors 

as it was revealed that the situation was still persistent. Through 

documentary review in the sampled schools, it was found that flip 

charts, models and globes were well supplied, however, only few 

schools reached the recommended ratio of textbooks for some 

subjects. Overall, the PTR ranged from 1:1 to 1:48. On the other 

hand, subjects such as Information Communication and 

Technology, sports and personality development and vocational 

skills had critical shortage of textbooks. This implies the 

discrepancy in the provision of textbooks across the schools and 

subjects. 

 

Causes of insufficient educational resources 

The researcher was interested in understanding the causes 

of insufficient educational resources. Such factors would appear 

to have significant base for remedial measures to rescue the 

situation. On the whole, the findings underscored three reasons. 

First, insufficient funding, it was established that although the 

government committed itself to provide enough funds for both 

development and capitation grants, the implementation had been 

contrary to expectations as what reached schools was not 

proportional to the requirements. This has in turn made schools 

to have very restricted spending in educational resources leading 
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to their persistent shortage. The second reason is increased 

enrolment. It was revealed that recently the number of pupils had 

been increasing without being matched with the rate of the 

provision of educational requirements. This has, in turn, put 

pressure on the few resources available. The third reason is 

misuse of funds. Though schools received insufficient funds, they 

were not used accordingly by some head teachers to reduce the 

deficit of educational resources. Dishonest among head teachers 

and irresponsibility among the school committees concerning 

school matters facilitated these practices. 

 

Strategies Head teachers Employ to Cope with 

Insufficient Educational Resources 

Given the deficit of educational resources existing in primary 

schools, it was deemed necessary to investigate the strategies 

employed by head teachers to cope with insufficient educational 

resources primary schools face. To do so, the researcher 

conducted interviews with district educational officers, district 

school inspectors, head teachers, academic teachers and 

teachers. From the responses it emerged that the head teachers 

took six major initiatives to handle the challenge: involvement of 

parents and the community, strengthening self-reliance activities, 

seeking support from non-governmental organizations, 

borrowing some educational resources, using double shifts and 

double sessions and using temporary buildings. These initiatives 

are discussed in detail here under. 

 

Involvement of parents and the community  

It was revealed that in many cases, the head teachers 

involved parents and the community in solving problems the 

schools faced including the deficit of educational resources. The 



Journal of Education and Development 

212 

means for involvement was through meetings, where collective 

decisions regarding the shortage of educational resources were 

made. Eventually, parents and the community had to contribute 

whether in kind or in cash depending on the kind of the challenge 

the schools faced. It was further noted that even the support 

from the central government depended much on what the local 

community has done to alleviate the challenges where by 

supportive communities were more likely to be subsidized by the 

government than unsupportive communities. 

 

Strengthening self-reliance activities 

 Research findings also established that in some schools head 

teachers relied on self-reliant activities such as cultivation of 

crops and other school projects as part of the production unit. 

Farming activities were the most dominant especially in schools 

located in rural areas. The most common crops grown included 

bananas, irish potatoes, and tea. Respondents insisted that such 

activities were key to enabling the schools to cope with the 

shortage of educational resources. In fact, some schools were 

able to build classrooms, purchase chalks and other school-

related materials through school projects. In one of the schools 

under study, for example, the researcher noted that school 

projects enabled schools to purchase chalks and other office 

equipments. This practice had its roots in the so called education 

for self-reliance introduced in 1967. Though it has been neglected 

practically, some schools still recognize its usefulness, especially 

to alleviate some of the challenges they face.  

 

 

 

Seeking support from non-governmental organizations 

(NGOs) 
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In some schools, head teachers had been writing letters 

requesting support from non-governmental organizations 

(NGOs) in the provision of educational resources. Two NGOs 

were found popular in supporting schools: the Rungwe Tea Small 

holders Association that existed in Rungwe district and the 

Mango Tree that operated in both Rungwe and Kyela districts. 

However, among the sampled schools, this practice was evident 

at only one school where a building of two classrooms was 

constructed with the help of the Rungwe Tea Small holders 

Association.  

 

Borrowing some educational resources 

The interview held with the respondents showed that head 

teachers in some schools relied on borrowing some educational 

resources especially instructional resources. The academic 

teacher from one of the sampled schools revealed that the school 

opened in January with no bank balance. Thus, the head teacher 

borrowed two cartons of chalk from a stationery shop. 

Furthermore, the head teacher from another school requested a 

non-school building to be used as a classroom. The building was 

used by the community as a Teachers’ Resource Centre. With 

the use of such a building Standard I and II pupils were able to 

hold classroom sessions indoors rather than outdoors as the 

school had a serious shortage of buildings. 

 

Using double shifts and double sessions 

Research findings show that due to insufficient classrooms, 

desks and other school facilities, head teachers in some schools 

resorted to double shifts and double sessions whereby some 

pupils attended morning sessions and others afternoon sessions. 

The intention was to use the few educational resources available 



Journal of Education and Development 

214 

as efficiently as possible by allowing two groups of pupils to use 

one set of facilities. The use of shifts is also a practice in some 

secondary schools in Kenya in response to the shortage of 

teachers and classrooms (Chambari, 2010). It is also more 

common in Ethiopia and Burundi primary schools as economists 

and planners prefer it as a way to address the problem of 

overcrowding when resources are limited (World Bank, 2004). 

However, some educational experts suggest that this practice 

should be used with caution as it has shortcomings in terms of 

pupils’ concentration and time available to accomplish the 

educational programme (Bray, 2008). 

 

Using temporary buildings 

To cope with insufficient school buildings, some head 

teachers embarked on the use of temporary buildings. The 

findings are supported by those obtained through observation in 

some schools. At one of the schools, for example, a very old 

classrooms building was found to be used temporarily while the 

planning to build new classrooms was in progress. Likewise, 

another school was found without pupils’ toilets. To ensure that 

school activities continued, temporary toilets were constructed. 

Meanwhile, the community around was made aware of the 

situation. The use of temporary buildings is also common in 

Uganda and Malawi. In Malawi, for example, a study by the World 

Bank and UNICEF (2009) found that temporary shelters were 

constructed in some areas to be used as classrooms. 

 

 

 

Utility of the strategies employed to the provision of 

quality education 
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The findings indicate that the strategies head teachers 

employed helped to reduce the negative consequences of the 

challenges of insufficient educational resources in primary 

schools. Four reasons were mentioned. The first reason was 

minimizing the deficit of educational resources. It was revealed 

through interview that measures such as strengthening self-

reliance activities, seeking support from NGOs’ and community 

contributions of money, material and labor helped to cushion the 

effects of the deficit of educational resources in different schools. 

Respondents declared that without the adoption of such 

strategies, the shortage of educational resources would be even 

more aggravated and in some schools the teaching and learning 

process would not take place or would be conducted under 

trying conditions. Secondly, some strategies like the use of double 

shifts and double sessions lead to more efficient use of the few 

resources as they permitted two groups of pupils to use one set 

of resources in teaching and learning. This, in turn, made the 

available limited resources such as buildings, desks and other 

facilities to be used more efficiently and effectively. Thirdly some 

strategies including the use of non-school buildings, temporary 

buildings as well as double sessions and double shifts helped to 

ease the pressure on the existed few resources in primary 

schools. 

From the findings, it can be concluded that the mechanisms 

employed were just a means to mitigate the challenges of 

insufficient educational resources and did not prevent further 

deterioration of the educational system. Thus, there is a need to 

find a permanent solution to the problem rather than depending 

on ad hoc measures. 

 

Challenges head teachers face in coping with 

insufficient educational resources 
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In devising the strategies to cope with insufficient educational 

resources, it was observed that head teachers faced three major 

challenges. Firstly there was unwillingness among some parents 

and community members to support the school where by there 

was no cooperation between the school and the community 

around for some schools and that in many cases the community 

members believed that the burden for education provision was 

the governments’. Thus, even if head teachers involved the 

community and made collective decisions, when came to the 

issue of implementation, the response was very poor. The refusal 

was based on the fact that most of the parents and the 

community were poor as they failed even to meet basic 

necessities for their family. Furthermore, apart from poverty, 

ignorance about the value to education was another factor as 

during interview with head teachers it was revealed that some 

parents spent their money on buying local beer instead of 

contributing to educational resources for schools to facilitate 

learning process for their children.  

Secondly, it was found that while head teachers focused on 

mitigating the challenges of insufficient educational resources, 

politicians on the other hand obstructed some of the initiatives 

and thus making the whole process of running schools become 

more difficult. The interest of politicians was to see all the pupils 

enrolled in primary schools without considering the schools 

capacity in terms of the presence of educational resources to 

support teaching and learning for populist reasons aimed at 

winning over votes in elections (Mosha, 2006). In some schools 

politicians tended to mislead the community and parents that 

education was free and thus the community contributions were 

not allowed.  

Thirdly some schools were found to lack ample land for 

future extension of the school. The limited space for school 
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expansion had in turn made even some initiatives to construct 

more classrooms and teachers’ houses became not feasible. In 

fact this problem was common in urban schools due to 

congestion. 

 

Conclusion  

In the light of the foregoing discussion, the following 

observations are made. first some resources in primary schools 

were well supplied at the expense of others thus it is high time 

now for District educational officials to assess the type of 

educational resources needed in primary schools before 

providing them to avoid duplication and replication in the 

provision of those resources. Secondly, the increased enrolment 

without matching the provision of resources suggests for 

integration of resource requirements in planning for education 

expansion. Thirdly, there is a need to organise more capacity 

building programmes for head teachers, teachers and the 

community around; to equip them with adequate skills and 

abilities to handle the emerging challenges associated with 

insufficient educational resources in primary schools. Fourthly to 

allow space for further expansion of the school, the planning for 

location and construction of schools should recognize the 

specified norms for school mapping. Lastly politicians should not 

interfere with important decisions made by professionals as the 

study found that in many cases politicians interfered the initiatives 

made to cope with the problem of insufficient educational 

resources. All in, there is a need to find a permanent solution to 

the problem rather than depending on these mechanisms which 

does not provide a lasting solution 
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