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Editorial Note

In this edition, contributors critically analyse issues concerning adult education 
and community development that have important implications for policy and 
practice in Tanzania and the world at large. The edition discusses issues on right to 
education for vulnerable groups, including children, young women and prisoners; 
integration and use of multimedia and ICT in education, expanded view of 
teachers’ professional development as well as test construction practices and 
their implications on teaching and learning in primary schools and universities.

Redrawing the Map of Complementary Basic Education to Guarantee the Child’s 
Right to Quality Education in Tanzania by Godfrey M. Mnubi examines the state 
of the COBET programme today, more than 22 years since its implementation. 
The article indicates several factors that cause unsatisfactory quality of teaching 
and learning and recommends the need for improving commitment and political 
will in providing resources, motivating facilitators, providing adequate teaching 
and learning facilities and materials as well as making the public aware on the 
importance of education through outreach campaigns. On other hand, Samwel 
Gasuku discusses findings from the Girls Inspire project, aimed at preventing 
Child, Early and Forced Marriage (CEFM). CEFM focuses on empowering girls 
and young women to achieve a sustainable livelihood through attaining of and 
effective utilizing of vocational as well as entrepreneurship skills, using Open 
Distance Learning approach (ODL). 

Presently, many education institutions are moving towards ICT and multimedia 
resources as a solution for producing graduates who are creative, analytical 
and critical thinkers, able to  to solve socioeconomic problems. In this edition, 
the work from Malimi J. Kazi discusses the key principles and theories that 
are important for teachers/tutors to adhere for multimedia as a great tool 
to facilitate effective learning. On fostering the use of technology to enhance 
learning. Barnabas Bwango and Christian Mubofu examine strategies and 
benefits for automation of library services while discussing several perceptions 
of academic staffs on the suitability of automation. On the other hand, the access 
and use of information and communication technologies (ICTs) in public teacher 
training colleges (TTCs) is still minimal. The article by Anathe R. Kimaro and 
Mwajuma Mohamed presents the outlined challenge recommend an effective 
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implementation of certain student-centric methodologies, such as project-based 
learning, which put the student teachers in the role of active research whereby 
technology becomes an appropriate tool. 

In another article, Bernadetha B. Kapinga and Anathe R. Kimaro challenges the 
policy and practice to embrace the expanded view of teachers’ professional 
development in Tanzania. The paper offers suggestions for reforms in teacher 
education institutions including the mitigation strategies that meet the demand for 
21st century teachers’ professional development needs. Scholastica E. Kileo on 
the magnitude of teachers’ turnover and its impact on public secondary schools 
revealed the turnover rate of 75%. This indicates that something should be done 
to rescue the Tanzanian education system, particularly to those schools located in 
rural areas. The study highlights several consequences on schools’ administration, 
performance and government recruitment. 

Competency in test construction is an essential tool needed by every teacher or 
instructor if learning and instructional objectives are to be effectively attained. 
Asia M. Rubeba and Francis William argue on instructors’ test construction 
practices and their implications on teaching and learning in Tanzanian universities. 
Several challenges facing instructors during test construction practices were 
discussed. On the other hand, test construction in primary school have been an 
essential part of teachers’ responsibility. However, Bernadetha B. Kapinga and 
Anathe R. Kimaro found that many of primary school teachers were weak in test 
construction, therefore questions the validity of results awarded to pupils, thus 
the need to construct tests that are reliable and valid.

Prisoners’ education, especially at tertiary level for prisoners, is largely under-
researched in Africa, particularly in Tanzania. The article from Mohamed 
Salum Msoroka focuses on addressing ‘What are barriers to tertiary education 
in Tanzanian prisons?’ Few prisoners were found to have an access to tertiary 
education. Tanzania has no clear ‘proper’ policy and reliable sources of funds 
to finance education for prisoners. An interesting discussion on policies, actual 
practices and challenges of prisoners’ education was clearly articulated. 

Lastly, William L. Mboma and Beatrice G. Yamlinga examine the role of trade 
unions in solving employee’s problem in Tanzania. The authors discovered 
that trade unions have not played their role to solve employees’ problems as 
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well as preserving the worker’s rights, which eventually leads to employees’ 
dissatisfaction, absenteeism and low workers’ turnover. 

The contributors of this issue of the Journal deserve special thanks for their 
valuable contribution on varied themes. The hard work of the JAET Editorial 
Board and secretariat team for bringing out this issue of the journal is highly 
appreciated. Looking forward to receiving articles for the forthcoming issues of 
JAET. Comments and suggestions for quality improvement are welcome.

Honest J. Kipasika PhD.
Chief Editor
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Redrawing the Map of Complementary Basic Education to Guarantee 
the Child’s Right to Quality Education in Tanzania

Godfrey Magoti Mnubi
Institute of Adult Education
Email: gmnubi@gmail.com

Abstract
While more than 38,283 boys and 27,706 girls in Tanzania, who were out 
of school, gained access to basic education between 2014 and 2018, 
implementation of Complementary Basic Education (COBET) has been facing 
several challenges concerning the quality of education provided and the 
achievement of its goals.  COBET aimed at providing highly equitable access to 
quality primary education as the basic right of all out-of-school girls and boys 
in Tanzania. Given the pace of its quality delivery and socio-economic impacts 
that have affected learners’ access to COBET, this paper examines the state 
of the COBET programme today, more than 22 years since its implementation. 
More specifically, the paper explored the issue of quality that has affected 
implementation of the programme.

Data were collected through the qualitative method in Dar es Salaam, Dodoma 
and Rukwa regions, using in-depth interviews with 8 purposively selected 
school heads, 10 facilitators and 21 learners, 4 Ward Education Officers and 
2 parents. Other data were obtained from focus group discussions with 55 
learners, observations in 5 randomly selected schools and from reviewing 22 
documents.

Findings indicated that the unsatisfactory quality of teaching and learning is a 
daily reality for many girls and boys, who fail to learn, due to poor community 
participation, ineffective teaching pedagogies, families’ socio-economic 
hardships and inadequate resources to support the programme. They affected 
their learning outcomes and the country’s efforts to ensure that all out-of-school 
girls and boys “complete free, equitable and quality primary education” as 
stated and emphasized in the National Education Policy of 2014, Tanzania 
Development Vision of 2025 and Sustainable Development Goals (SDGs-
2030), particularly goal 4. Improving the quality of COBET requires increased 
commitment and political will to invest more in providing resources, motivated 
facilitators, teaching and learning facilities and materials as well as making the 
public aware on importance of education through outreach campaigns.

Keywords: Complementary Basic Education; Access to Education; Quality 
Education; Right to Education
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1.0 Introduction

To ensure that all out-of-school boys and girls have equal access to quality 
primary education, with no-one left behind, and to show the government’s 
commitment towards provision of care, welfare, rights and protection of 
children, Tanzania ratified many human rights treaties and conventions. 
They include the Convention on the Rights of the Child (1989), the Dakar 
Education for All framework and the UN World Fit for Children (2002). 
Also, it ratified the Africa Charter on the Rights and Welfare of the Child 
(1990), and passed the Child Act of 2009 (Mainland) and the Children’s Act 
of 2011 (Zanzibar), which aimed at removing barriers preventing children 
from accessing and enjoying proper care, health, nutrition, education and 
protection (REPOA, 2009; URT, 2006). 

One of the steps taken to support children’s rights and welfare was introduction 
of the Complementary Basic Education Programme (COBET) in 2001 (URT, 
2014; Bhalalusesa, 2005) known as MEMKWA in Kiswahili. COBET provides 
education opportunities to out-of-school young people aged 9 to 18 years 
outside the formal education system (URT, 2006b; BEST, 2018). 

In Tanzania, the largest and fastest growing age group of 10 to 19 years 
constitutes 26 percent of the population, while those under 19 comprise 55 
percent of the population, which is estimated to reach 58 million (World 
Population Review, 2019). It means that children’s right to quality education 
needs to be ensured, and that their intrinsic worth is recognized as well as 
supported (Andrzejewski, Baltonado & Symcox, 2009; URT, 2006). 

COBET as an alternative path to primary education, leading to improved 
livelihood and sustainable development, aimed at mainstreaming all school-
aged boys and girls in the formal system.  COBET caters for two cohorts, one 
comprising children aged 9 to 13 years who are supposed to be at school 
for two years before they take standard four examination. Upon passing 
the examination, learners continue to standard five. The second cohort of 
learners consists of children aged 14 to 18 who are at school for three years, 
before they take the standard seven national examination (BEST, 2018; 
UNICEF, 2006; URT, 2006a). Woods (2007) added that COBET was initiated 
specifically by focusing on girls, orphans and other vulnerable groups left out 
of the education system. Other objectives of COBET were to provide quality 
primary education to out-of-school children, develop a complementary basic 
education curriculum to strengthen basic competencies and survival skills, 
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and to develop the capacity of the community to plan, monitor, evaluate 
as well as report on COBET’s progress and challenges (Mwegio & Mlekwa, 
2003; UNICEF, 2006 & 2009). Also, it aimed at sensitizing and mobilizing 
communities to support the right to quality basic education for out-of-school 
girls and boys, including those in nomadic communities.

Available data indicate that a large number of children (more than 3 
million) are still excluded from getting basic education (URT, 2016a), which 
clearly predicts that an increasing number of them will be illiterate. Evidence 
suggests that many girl and boy pupils are completing their basic education 
without a strong foundation in reading, writing and doing simple arithmetic 
(URT, 2014 & 2014a). In addition, the Tanzanian Population and Housing 
Census of 2012 (URT, 2013) revealed that 5.5 million (22.4%) young people 
and adults aged 15 and over (22.4% of the population) were illiterate, with 
men accounting for 69 percent.

As the country aimed to achieve Education for All by 2015 and other 
national development goals, COBET was scaled up throughout the country 
in 2004 to provide basic education opportunities to more out-of-school girls 
and boys while improving their livelihoods (URT, 2014a). Through COBET, 
40,040 school-aged girls and 28,909 school-aged boys were enrolled in 
non-formal educational centres in 2018 (BEST, 2018) compared to 82,459 
in 2011, which was a decrease of 13,510 (16.3%) (URT, 2016a). Such 
decrease of learners in COBET programme reflects lower existence of out of 
school children, which was the key target of the COBET programme.   

Although the number of out-of-school boys and girls dropped by 16.3 
percent from 2011 to 2018, the country is still far from realizing inclusive 
and quality basic education for all vulnerable boys and girls (URT, 2014), 
despite its success in improving equitable access and providing basic 
education.  COBET has failed to absorb all out-of-school boys and girls 
as originally intended. The programme has also been facing a number of 
challenges, including but not limited to, an unconducive teaching and learning 
environment, inadequate funding, an incompatible curriculum, ineffective 
Non-Formal Education (NFE) committees, truancy and poor learning outcomes 
(Mushi et al., 2012; URT, 2006 & 2005).

Similar to other studies that have identified the achievements, challenges and 
prospects of COBET-related programmes (Association for the Development 
in Africa-ADEA, 2017; UNESCO, 2013) in other African countries, faced 
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with the challenge of poor quality, scarce or irrelevant resources, the quality 
of basic education has been a national concern, requiring coordinated 
efforts of the government, communities, civil society organizations and Non-
Governmental Organisations (NGOs).

Given the unsuccessful history of Adult and Non-formal Education (ANFE) 
provision in Tanzania and the need to realize the basic right to quality and 
inclusive education for all out-of-school girls as well as boys, while achieving 
the Tanzania Development Vision 2025 and Strategic Development Goal 4 
(SDG 4) by 2030, this study sought to ascertain aspects that affected quality 
implementation of the COBET programme delivered in Tanzania during the 
last twenty-two years, with an eye to ensuring that all out-of-school girls and 
boys have equitable access to and participation in a COBET programme of 
good quality. 

In this paper, the quality of the COBET programme was viewed in terms of 
resource allocation, the teaching and learning process, and pupils’ expected 
learning achievements and their acquisition of skills. It also takes into account 
the teaching and learning materials, the curriculum and counselling as well as 
qualified and motivated facilitators capable of handling learning outcome 
challenges and enabling pupils to acquire meaningful competencies, attitudes 
together with values.   

2.0 Methods

The study was conducted in a safe and ethical qualitative research 
environment by triangulating sources of data collected to provide a 
clear picture of COBET’s implementation status in Tanzania.  A total of 9 
randomly identified schools were involved from three selected regions of 
Dar es Salaam, Dodoma and Rukwa, based on their convenience. At the 
school, ward and community levels, 45 interviews were conducted with nine 
conveniently selected school heads, 10 randomly selected facilitators and 
21 randomly selected COBET learners from November 2019 to March, 
2020 using Kiswahili. Other participants were two parents and four Ward 
Education Officers (WEOs) who were purposively selected. The interviews 
were recorded using a digital tape recorder, supplemented by note taking. 
Other data were generated from four focus group discussions (FGDs) 
comprising a non-random sample of 29 female and 26 male learners. Each 
group consisted 9 to 15 learners. A total of 99 respondents were involved 
(see Table 1).
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Observation involved paying close attention to classroom size, the teaching 
and learning environment, available facilities, learners’ critical thinking 
level, their involvement and interactions in and outside classroom as well 
as teaching pedagogies. Observations took three weeks after conducting 
interviews with respondents. Specifically, the researcher took brief notes in 
short phrases during classes, such as a small “i” for weak interaction and a 
capital “I” for positive interaction to jog his memory.

The study was enriched by examining a lot of documents, including reports 
and agreements relating to the COBET programme. Twenty-two archival 
documents from the time COBET was established in 2001 to 2019 were 
explored. Some examples of reviewed documents are international and 
official national records, reports, policies and other relevant materials 
portraying the status of the current COBET programme in Tanzania. 

Table 1: Approaches and respondents reached

No Respondents
Mode of 
approach

Number of  Respondents
Male

 ( percent)
Female

(percent)
Total

1
School Heads
(3 Rukwa, 3 Dodoma & 
2 DSM)

In-depth 
individual  
interviews

5 (62%) 3 (38%) 8 

2 Facilitators (4 Dodoma, 
3 DSM 3 Rukwa) 

In-depth 
individual  
interviews

4 (40%) 6 (60%) 10

3 Learners ( 15 Rukwa, 22 
Dodoma18 DSM)

FDGs 26 (47%) 29 (53%) 55
Individual 
interviews 8 (38%) 13 (62%) 21

4 Parents (1 Dodoma & 1 
Rukwa)

Individual 
interviews 1 (50%) 1 (50%) 2

5
Ward education officers
(1 DSM;2 Rukwa & 1 
DOM)

Individual 
interviews 2 (50%) 2 (50%) 4

Totals across methods by 
gender (N)

-----------------
------ 45 54 99

Source: Field data

 Key: DSM – Dar es Salaam, DOM - Dodoma

2.1 Ethical issues

All interviews were transcribed, and participants were informed on the 
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purpose of the study and promised anonymity. Emphasis was placed on the 
participants’ informed consent.  In the case of minors (COBET learners), the 
facilitators, school heads and parents were involved in guiding individuals 
and group discussions with children. The interviews were scheduled and 
conducted at the participants’ convenience using Kiswahili. The names of all 
participants were kept confidential and coded by numbers as well as letters 
to protect their identities. Any information obtained for the study that could 
be identified with the participants will remain confidential and would not be 
disclosed without their permission.  

2.2 Data Analysis Plan
First, the interview data were transcribed and read through, and informal 
notes were written regarding the issues as well as themes that emerged. 
Information from secondary sources was cross-checked with information 
from interviews, meetings and discussions. Desk review of secondary data 
assisted in establishing a coherent background regarding success, challenges 
and mitigating strategies relating to implementation of the COBET 
programme. The researcher then honed categories of themes and analysed 
divergent findings, through deliberating on opposing ideas and agreeing on 
meaning of the findings. As a result of analytically processing the data and 
verification by respondents, codes, categories and themes were developed 
to demonstrate the findings (explicated and substantiated in results section). 

3.0 Results and Discussion 
The findings are presented according to the research question that sought to 
ascertain the state of quality of COBET programme today, twenty-two years 
since it was implemented, and whether or not learners have been socially 
and economically empowered. Data analysis is reported in an aggregate 
form and presented in the following sub-sections.

3.1 Social and demographic information
The COBET learners in this study were predominately females by 61 percent 
(Table 2). Some communities, particularly in rural areas, tend to see girls 
as an economic burden in the case of school fees and a source of income 
through marriage dowries, which might have led to more boys than girls in 
school in the past (Mnubi, 2017; Segumba, 2015). This aligns with a lot of 
data (URT, 2016) that have reported a greater number of female than male 
learners in the COBET programme, showing a positive move toward gender 
equality. 
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In addition, during interviews and FGDs, seven out of ten learners’ respondents 
reported to come from socio-economically troubled families, and those with 
a single parent family through separation or divorce. In some cases, learners 
were forced by socio-economic circumstances to support themselves despite 
being underage. There is no doubt that such kind of life leaves very little 
time and space for schooling thereby promoting child labour and related 
abuses (Mnubi, 2017; Wedgewood, 2005). 

 Table 2. Sex of learners
Sex Frequency Valid Percent
Male 109 39
Female 168 61
Total 277 100

3.2 Learners’ pro-social school behaviour 

With regard to learners’ socio-economic circumstances, most of them came 
from vulnerable and disadvantaged communities, particularly those who 
see no value in acquiring an education. UNICEF (2006) defines vulnerable 
children as those who are at risk of not getting access to quality education, 
who come from poor households that are at greater risk of contracting the 
Human Immunodeficiency Virus and Acquired Immune Deficiency Syndrome 
(HIV/AIDS). 

There was consensus among respondents that parents/guardians’ lack of 
responsibility, poverty and not valuing education resulted in an increased 
number of out-of-school boys and girls. During interviews and FGDs, the 
majority of learners (6 out of 10) indicated that financial difficulties and the 
need to sustain their lives were the main reasons for dropping out of school. 

The school head ‘F’ pointed out that “… some learners came from the streets, 
some from troubled ‘dysfunctional’ families and some were engaged in 
begging and petty trading.” During interviews, the learners reported their 
experience, some as breadwinners, generating incomes to sustain their lives 
and those of their families. Child labour was one of the sources of income 
for some COBET learners’ households. One female learner explained that, 
“[Before joining COBET classes] I used to do household chores and other-
income generating activities, such as selling packed drinking water, peanuts 
and sweets to support my family…”  Another learner added that, “…I stay 
with my grandmother who is now old and needs my support.” Therefore, 
effective learning would not happen without some psychological counselling. 
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3.3 Community participation in COBET programme

Poor community participation in monitoring key COBET programme targets 
was also an issue. Before joining COBET, some pupils had also been engaged 
in immoral behaviours such as taking drugs, theft and so forth. Thus, they 
needed the community to pay more attention. It is challenging when the 
community does not have enough time to model pro-social school behaviour 
to such specific group that needs it the most. These feelings were shared 
by one WEO who said, “It is crucial to cultivate extensive community and 
active parental participation both in and outside the children’s classroom for 
COBET to succeed.”  Other school heads A, D and E also emphasized the 
need to sensitize the community, particularly parents and guardians, about 
the need to support the education for their children. One of the reasons girls 
and boys drop out of school was lack of parental support and involvement 
in their education. 

3.4 Ineffective teaching pedagogies

Majority of facilitators expressed their concern over use of combined classes 
[mixing two cohorts of different ages in the same classroom] due to shortage 
of classrooms and teachers and the large number of pupils in the class. Data 
from the visited school indicated that some COBET classes accommodated 
up to 70 learners per class. Female facilitator 2 noted that, “… due to 
shortage of facilitators, particularly for teaching COBET classes, I am forced 
to combine pupils of different grades in one class…” This is a challenging 
problem for teachers, especially those with not enough experience.  The 
facilitators acknowledged that they received a form of training in COBET.

A number of scholars agreed that the lecture method commonly used to 
teach tends to be less effective in regard to improving learning outcomes 
than alternative methods, such as role plays, brainstorming, group discussions 
and problem-based learning that require small classes (Saville, Zinn & Elliott, 
2009; Tiwari, Lai, So, & Yuen, 2006).  

A facilitator from Dar es Salaam explained that, “teaching vulnerable and 
hard-to-teach street children requires special pedagogical approaches 
that are participatory and child friendly, which incorporate local ways of 
knowing and learning … these are not supported in our combined classes.” 
It is argued that utilizing culturally responsive teaching approaches to 
promote increased connections between what learners’ experience in school 
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and what they experience outside school appear to have a significant and 
positive impact on their academic performance (UNESCO, 2015).  UNICEF 
(2008) adds other dimensions to the quality of teaching and learning that 
include a gender-friendly classroom and learning environment that provide 
physical as well as psychological safety and security inside and outside the 
classroom. 

Classroom observation indicated that a few learners actively participated 
in the lessons. Many facilitators reported having limited time to engage fully 
with so many learners and meet their diverse learning needs.  The school 
head ‘G’ added that, “teaching special classes requires more exercises and 
feedback to track their learning needs and help them accordingly.” Another 
facilitator explained how class discussion helps to stimulate learners’ thinking 
and engage them in the learning process. She indicated that,

“I always ask many questions to make my learners engage in lessons…
Therefore, recognizing and support the education potential of each 
girl and boy in COBET classes, and making changes necessary to meet 
their learning needs require effective teaching pedagogies as well 
as supportive teaching and learning infrastructure, including learning 
materials and motivated teaching staff.”

3.5 Effects of combined classes for COBET

Data from observation showed that some learners were shy and 
uncomfortable being in a combined class and they felt embarrassed when 
they failed to answer the questions correctly. One male learner commented 
that, “I sometimes dodge school to avoid being questioned about something I 
can’t answer…” During the focus group discussions, it was noted that bullying 
and lack of sensitivity when dealing with COBET learners pushed them 
away, causing them to drop out of school. Another facilitator recalled during 
teaching sessions, “I always ensure there is enough space and time for both 
girls and boys to participate and contribute, which has led to their improved 
ability to think, enthusiasm for studying, and they actively participate in class 
activities.” Furthermore, a retired male facilitator pointed out that early 
learning and development of children occur within socio-cultural contexts, 
involving collaborative efforts of learners, teachers and parents, which need 
to be cultivated. 
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3.6 Learners’ socio-economic hardship

Overall, poverty and poor parenting were significant barriers for many 
resource-poor families to fully support their children’s education. Although 
primary education has been universal and free in Tanzania since 2000, some 
children are still far from enjoying this basic right. Some of the examples 
cited by the pupils and facilitators during interviews on challenges that 
pushed learners out of school included, but were not limited to, the following:

a. Economic hardship drives girls and boys out of school, the need to work 
and earn money and the inability to cover their basic needs, such as 
uniforms, exercise books, pens, and so forth;

b. Parents’ lack of involvement in and awareness on importance of 
education;

c. Lack of moral and material support due to death of either one or both 
parents; and

d. Long as well as risky distance from school, where in some cultural settings, 
it is uncommon for girls to travel unaccompanied for a long distance. 

However, the majority of interviewed parents asserted that the cost of 
schooling was the main reason for not sending their children to school. 
One parent from a rural setting reported that, “Although basic education, 
including primary education is compulsory and free, I need money to cover 
school-related expenses, such as exercise books, uniforms and transport.”

A girl of 14 from Dodoma reported that, “I am glad that I am back at 
school.” Another boy of 13 explained that, 

“I wanted to go to school and be like my neighbours who go to school 
… but there was no-one to pay for my educational costs. I live with my 
grandfather and he cannot afford to meet my educational expenses… 
but then I was enrolled in school by my Village Executive Officer.”

In her own voice, a 16-year-old female learner explained: “when my parents 
separated, I was forced to live with my grandfather in the village…...” 
[Therefore, I left school].

Similarly, a female learner aged 17 from a nomadic community described 
her experience:

“My parents insisted that I should stop attending school by pretending 
that I didn’t want to continue schooling so that they could not be legally 
held accountable to the local authority for denying my right to education. 
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To justify this inhumane act, my parents constantly informed me that 
they are poor, and cannot afford to pay for my education … and it 
would be better for them if I got married so that they could receive a 
dowry” [Quality education is the catalyst for achieving socio-economic 
development].

Like many studies that have indicated how learners with special needs face 
many challenges getting equal access to quality education (Mnubi, 2017; 
UNICEF, 2009), many young boys and girls with special needs find it difficult 
to access education for cultural and socio-economic reasons. When analysing 
the quality of education, Andrzejewski and colleagues (2009) caution that 
variables such as gender, disability and marginalization of children should 
not be overlooked.  A rare case of a 14-year-old male learner from Rukwa 
rural district explained that, 

“I have now come to realize that despite my positive HIV/AIDS status, I 
am very optimistic and focused on my studies. It is hard as many people 
regularly ask me about it, and sometimes in a few cases, teachers refused 
to give me permission to go to the hospital to take some medication and 
my guardian has not told them of my HIV/AIDS status.  However, some 
teachers like the head teacher have been giving me support, such as 
providing me with school uniform, food and sometimes even money for 
buying books, pen, pencil, soap, shoe polish and skin oil, which sustain 
my life and my young sister’s life because we live with our jobless 
grandmother. This helps to reduce the hardship of life … I am currently 
a permanent leader in the school and I am very glad that we have a 
strong bond as we live like brothers and sisters supporting each other. 
My fellow leaders understand my issue and respond appropriately 
without any stigmatization.”

It is challenging to model learners’ behaviour and facilitate quality COBET 
teaching and positive learning outcomes through mainstreaming them 
in formal school. Increasingly, a male facilitator noted that, “allocating 
resources for this critical, special group has been a low priority, which is why 
they are inadequate.”

Learners’ motivation to learn
Data from interviews indicated that majority of learners had a number of 
reasons for joining the COBET programme, including the need to know how 
to write, read and count (82%), complete primary education (30%), and 
pressure from local authorities, their guardians or parents [(10%) see Table 
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2].

       Table 3. Reasons for joining COBET programme

Why  joining  COBET  programme Frequency
% Some form of 
agreement 

The need to know 3Rs 58 82
The need to complete my education circle 63 37
The external pressure from authorities, parents 
and guardians 60 37

As explained by one female learner from Dodoma that, “… I wanted to wear 
a uniform and go to school, but my grandmother told me that she cannot 
afford to cover for my school fees and support me with other necessities.” 
One male learner aged 15 from Dar es Salaam explained that,

“It was hard for me as you can imagine being denied my basic right to 
education. I wanted to go to school and get education. [During that time, 
although I didn’t know much about what I would do with my education, 
I loved it and believed it is the right thing for me]. I didn’t give up my 
dream to get education. Then I was supported by the religious leader 
who helped me get back to school. It is good that last year I started 
school.”

Enthusiastically, one female learner from Dodoma remarked how she was 
very eager to re-join the school. Such desire to go back to school was 
the result of awareness and empowerment she got from her mother and 
village chairperson. In his own voice, the chairperson insisted [Now, after the 
abolition of school fees and other financial contributions], “… we are striving 
to ensure that all out-of-school children are back to school.”

It is worth noting that in 2016, the Government of Tanzania introduced 
free basic education (primary and secondary schools) whereby all public 
schools were prohibited from charging pupils or their parents any fee. 
The male school head ‘C’ acknowledged how the COBET programme had 
absorbed many out-of-school pupils and mainstreamed some of them 
in formal education settings, “In my school, we have about 46 children 
mainstreamed in standard 4.” However, a female school head noted: “the 
increased demand for primary education via the COBET programme has 
not been matched by provision of supporting infrastructure, such as teaching 
and learning materials, qualified teaching staff and a structure capable of 
handling challenges and improving pupils’ learning outcomes.”
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Although COBET was a temporary measure to absorb all out-of-school age 
groups, one WEO stressed that maintaining and enhancing the quality of 
COBET was becoming a major challenge as it involves many dimensions that 
need to be addressed simultaneously. For example, resource allocation, the 
teaching and learning process and availability of motivated teachers, all of 
which can affect pupils’ learning outcomes and acquisition of knowledge as 
well as skills.

According to participants, many out-of-school girls and boys have been 
enrolled in the COBET programme. As a result of Honourable President John 
Pombe Magufuli’s strong commitment and public outreach campaigns to 
ensure that all girls and boys have access to free basic education, Tanzania 
experienced a 52 percent increase in number of learners from 54,029 in 
2013 to 82,339 in 2016 (URT, 2016b). A Ward Education Officer (WEO) 
pointed out: “we expect to phase out the COBET programme with introduction 
of fee-free education.”

3.7 Teaching and learning materials and facilities 

Good quality teaching and learning materials are very important for having 
an impact on children’s learning and for improving their learning outcomes 
(UNESCO, 2013).  The current materials used in the COBET teaching process 
are for standards one and two for cohort one, and for standards three and 
four for cohort two. Although the facilitators acknowledged that the materials 
used were outdated, the government has issued new learning materials, but 
they were not yet available or well-known to schools. Findings from this 
study indicated that the COBET programme used an informal curriculum, 
especially designed for COBET learners. However, the syllabus used is one 
for formal primary schools. A facilitator indicated that the curriculum and 
syllabus used in the COBET programme are available and well-known. For 
example, when a pupil reaches stage two, he/she moves up to class four, 
ready for the standard four national examination. 

The increased enrolment and insufficient facilities, such as classrooms, 
have made it difficult to ensure quality teaching and learning as well as 
good outcomes. Data from observations showed considerable shortage of 
desks, books and other teaching facilities in various schools. For example, 
in schools A, B, D, J and H, it was observed that the learning environment 
was unconducive, as COBET learners shared classes with standards I and II 
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once they had finished their class sessions. Some of the sampled schools that 
were visited in Dar es Salaam, Rukwa and Dodoma regions faced shortage 
of classrooms as well as teaching and learning materials that affected the 
quality of teaching and learning. 

Generally, data indicated that there has been a discernible improvement 
in terms of increasing access to primary school by un-reached out-of-school 
girls and boys, but lack of quality teaching and learning could worsen the 
learning outcomes thereby failing to achieve the national and international 
goals the country strives to achieve.

3.8 Availability of Qualified and Motivated Facilitators

Qualified and motivated teachers [facilitators] play a crucial role in enabling 
learners to understand what they are being taught and in producing positive 
learning outcomes (UNESCO, 2016a). There is growing consensus and enough 
evidence of the fact that well-trained and motivated teachers are the single 
most influential factors in determining quality education (Cherry, 2013; 
Mkumbo, 2012). This can be done through teachers’ professional interactions 
with learners to give them competence and the confidence to cope with 
their learning. Also, it requires continuous professional development and the 
disposition to be able to understand learners’ diverse learning needs (Mushi 
et al., 2012). Evidence from the field indicated that majority of facilitators, 
who implement COBET programmes, have not been given significant training 
in teaching out-of-school children, using andragogical principles and 
methods.

Although the government strived to increase the number of qualified facilitators 
by 2016, the learners-facilitators ratio stood at 32:1 (URT, 2016b). Many 
schools are still facing the challenge of insufficient facilitators capable of 
handling the teaching and learning challenges typical of Tanzanian schools.  
Since the government abolished school fees at the primary school level, 
many schools have experienced increased enrolment, causing large classes 
due to shortage of teachers (facilitators) and teaching infrastructure. In 
the field, it was noted that there was usually only one facilitator per class, 
making it difficult to properly facilitate and manage the class, particularly 
when it was large and had learners with diverse needs.

Evidence from observations and interviews showed that overcrowded and 
unfavourable classrooms affected the quality of teaching and learning.  The 
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female head of school ‘K’ explained that, “the acute shortage of qualified 
facilitators represents one of the biggest hurdles to achieving quality 
basic education [particularly in COBET] and more political will, community 
engagement and more financial and human resources are needed to help 
quality basic education to contribute in our country.”

Another facilitator noted that,

“It is a challenge to improve the quality of teaching and learning when 
you have an overcrowded class of more than 50 pupils who need 
special attention ... due to the acute shortage of teachers and facilities 
[buildings] that can handle group dynamics and diverse socio-economic 
backgrounds, therefore, the school decided to combine COBET and 
traditional classes. Teaching pupils with diverse learning needs and life 
experience in one multi-grade class has created additional learning 
challenges.”

Many studies have proved that small classes are likely to facilitate effective 
teaching and learning (Blatchford et al., 1996).  For example, a facilitator 
explained that, “It was a very uncomfortable teaching experience when 
you realize that you have left your pupils behind in the learning process 
because of the large class size and limited time.” A large class of about 60 
learners must be supplemented by extra tutoring, seminars and assignments 
to help build creative as well as interactive learning communities, which 
are rarely done. Importantly, the school head F explained that, “In order 
to make teaching and learning highly effective in situations where the 
facilitators address a huge number of learners, a pedagogical approach 
that encourages interactive discussion through use of dialogue, debates and 
course forums to brainstorm and expand ideas taught in class are vitally 
important.”

The school head E pointed out that, “Overcrowded combined classes might 
sometimes discourage teachers [facilitators] and especially learners who 
are already at great risk of not attending school and focusing on learning 
resulting in poor learning outcomes, which might lead to an increased number 
of illiterate youths and adults in the country.” Another facilitator explained 
how the problem of overcrowded classes is one of results of the country’s 
widespread shortage of facilitators and resources to manage, lead and 
supervise the teaching and learning process in the COBET programme.



16

There was general consensus among teachers/facilitators and school heads 
that a class is large when learners have no place to sit, cannot hear, and cannot 
read what is on the board. Three female teachers/facilitators claimed that, 
“Currently, we have the biggest learner-facilitator ratio, hindering what can 
be read and said. Teaching large classes hinders effectiveness and quality 
of teaching and learning.”  However, when they were asked to explain what 
they meant by large classes, there was no consensus on what constitutes a 
large or small class. Meanwhile, the male school head K elaborated that, “A 
class is big when teachers do not have enough teaching materials and they 
are unable to assess learners’ performance.” Therefore, it was believed that 
inadequate teaching and learning materials as well as financial and human 
resources led to classes being large. 

4.0 Conclusion, recommendations and implications 

As the country strives to achieve SDG 4 by 2030 and realize the National 
Development Vision 2025, evidence from the study revealed the undisputed 
challenge of promoting access to quality education for out-of-school girls 
and boys. It is evident that the increased access to education and the 
growing demand for education for out-of-school girls and boys in Tanzania 
has overwhelmed the education system. That has be the case in terms of 
ensuring its quality and availability of resourceful as well as motivated 
facilitators, teaching and learning facilities and materials, and making the 
community aware, particularly learners’ parents or guardians on the need 
to support their children’s education.   

Given the importance of effectively managing the growing challenge of 
the poor quality of the COBET programme in Tanzania, it is essential that 
it should be redesigned to produce a comprehensive and broad-based 
COBET programme, which should take into consideration learners with 
special needs, such as orphans, nomads, learners with disabilities and 
street children. As Tanzania continues to make some progress in providing 
education opportunities to all citizens as a liberation tool (URT, 2016; Mushi 
& Bhalalusesa, 2002), the state of out-of-school children remains precarious, 
forcing education stakeholders to re-examine how they can make education 
attractive to them. Investing in education and developing skills of girls and 
boys will empower them to be highly responsible for their own well-being 
and that of their communities. This is integral to the right of all learners to 
an education that meets their basic learning needs, and to society’s goal of 
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having people with the skills, knowledge and values needed to bring about a 
greatly peaceful and inclusive society. It means ensuring delivery of a good 
quality COBET programme, through increased commitment and political will, 
as regards provision of adequate financial and human resources as well as 
physical infrastructure.

4.1 Recommendations

Based on the findings, the study makes the following recommendations to 
improve and strengthen policies and practices for delivery of the COBET 
programme in Tanzania:  

a. The government needs to consider redefining the approach to delivering 
COBET from focusing on access to ensuring quality learning outcomes. 

b. The government needs to consider expanding provision of COBET 
to include those with special needs in an inclusive education, and 
strengthening the curriculum so that it would take into account gender 
equity and the equality of disadvantaged groups, such as learners with 
physical disabilities and those from marginalized ethnic groups like 
Wamaasai who have been unable to take advantage of education due 
to various cultural practices.

c. All education stakeholders need to consider conducting sensitization 
and public outreach programmes on the issue of out-of-school children, 
particularly making NFEs aware of their responsibilities. The government 
should also be made aware of the need to invest further in COBET. It 
means doing an in-depth programme evaluation to see how it could 
be improved through provision of what is needed in terms of sufficient 
material and human resources, particularly teachers who are well 
trained and committed. 

d. The government and other stakeholders need to consider improving the 
teaching and learning environment so as to make it highly conducive for 
learning through building additional classrooms. 

4.2 Implication for practice

As a vulnerable group, COBET learners as children are physically smaller 
and weaker than adults and hence, they are typically voiceless. Although 
education is among priorities of the fifth phase government, as stated in 
article 52 (I) (ii) of the ruling Chama cha Mapinduzi’s five-year Manifesto 
of 2015, the alarming trend of the poor quality of COBET calls for the 
need to invest further financial and non-financial resources to address the 
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need of young people having improved access to COBET, giving them the 
opportunity to learn and reach their potential. Also, it should involve making 
the public aware and being committed to the COBET programme, and 
making the government aware on the need to train additional facilitators 
and experts with specialization in the area of non-formal and out-of-school 
programmes, including working closely with parents to achieve the required 
level of complementary education. 

As the data showed that more girls are out of school than boys, educating 
girls is vital to ensure that the next generation of Tanzanians should receive 
quality and equitable education, leading to sustainable livelihoods. 
Strengthening the quality of basic education in the country will reduce the 
number of illiterate youth and adults in the future and create a learned 
society, which will contribute to achieving the National Development Vision 
2025, the Continental Education Strategy for Africa 2025, the SDGs-2030 
and African’s Agenda for 2063.
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Abstract
Tanzania has one of the highest child marriage rates in the world with two out of 
five girls married before the age of 18. This paper focuses on the GIRLS Inspire 
project, which, since it began in 2015, has worked to both create awareness 
about child, early and forced marriage (CEFM) and to help affected girls 
as well as young women overcome associated challenges by facilitating their 
participation in economic activities. More than 3,000 participants, aged between 
15 and 24 have benefited from the project in Bahi and Kongwa, Districts in 
Dodoma Region; Kalambo and Nkasi Districts in Rukwa Region; and Ruangwa 
and Kilwa Masoko Districts in Lindi Region. The paper, which is based on 272 
in-depth interviews conducted with project staff and participants between 
January 2018 and October 2018 in eight selected learning centres, namely, 
Bahi Mission, Nagulobahi, Mlima Gata, Msunjulile (Dodoma), Msanzi, Katuka, 
Chala and Londokazi (Rukwa) discusses the current status of child marriage in 
Tanzania. It highlights that one of the major effects is to deny girls and young 
women’s education opportunities, something that has a long-term impact on their 
livelihoods. Attention is then turned to the GIRLS Inspire’s origins, how it operates, 
and how it involved distance learning that it developed to tackle these issues. 
The paper shows that the project provided a platform for girls to tell their 
stories, acquire basic literacy as well as pre-vocational skills in food processing, 
soap and batik making, and has helped them access to financial support so as 
to continue their education through open distance learning. 

Keywords: Women and girls, empowerment, skills development, employability, 
open distance learning.

1.0 Introduction

A report by Research on Poverty Alleviation (REPOA, 2017) defines child 
marriage as a civil, traditional, religious or informal union where either the 
bride or groom, or both, are under the age of 18. Human Rights Watch 
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(2014) defines forced marriage as any marriage, which occurs without the 
full and free consent of one or both of the parties or where one or both of 
the parties are unable to end or leave the marriage, including as a result 
of duress or intense social or family pressure. Within these definitions, many 
marriages in Tanzania can be described as either child marriages, forced 
marriages or both. 

It is worth briefly considering the legal situation that allows this situation to 
occur. Tanzania is a signatory to many international conventions and human 
rights treaties, which oppose these practices. They include the UN World fit 
for Children (2002), the Dakar Framework for Action (2000) and the African 
Charter on Rights and Welfare of the Child (1990). Additionally, at national 
level, mainland Tanzania adopted the Child Act (2009) and Zanzibar 
introduced the Children’s Act (2011). Regardless of these efforts, UNICEF 
(2017) explains that the country still faces many challenges related to child, 
early and forced marriage (CEFM). Crucially, customary laws run parallel to 
statutory laws. Local Customary Law (Declaration) Order, GN 279 of 1963 
allows each ethnic group to follow and make decisions based on its customs 
and traditions. Thus, the minimum age of marriage is not provided in the 
constitution. Additionally, the Marriage Act of 1971, which defines marriage 
as a voluntary union of a man and a woman stipulates that girls can marry 
at the age of 14 with parental consent.

As indicated by Loaiza and Wong (2012), despite progress made globally 
on the fight against child early and forced marriage (CEFM), like Tanzania, 
many countries still lack clear domestic laws against child marriage. Equality 
Now (2014) suggests that effective domestic laws against child marriage 
must establish 18 as the minimum age of marriage with no exception for 
girls. It is important to observe that in Tanzania, the National Action Plan for 
the Prevention and Eradication of Violence against Women and Children 
(2001-2015) has highlighted the need to amend the Marriage Act of 1971, 
suggesting a minimum age of 18 for girls. In July 2016, the Constitutional 
Court ruled that marriage under the age of 18 was illegal. The matter was a 
subject of an appeal from Tanzania’s Attorney General. However, in October 
2019, in a landmark ruling, the Supreme Court upheld the ruling. While 
laws and policies are crucial in ending child early and forced marriages, it 
should be noted that attitudes that have made it acceptable in Tanzanian 
communities also need to be changed. 
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As it stands, according to Agape Aids Control Programme (AACP, 2014), 
Tanzania has one of the highest child marriage prevalence rates in the 
world, with two out of five girls married before the age of 18. Due to local 
customs, in areas such as Shinyanga, marriage can start as young as 12 for 
girls and 15 for boys. However, UNICEF (2012) explains that child early and 
forced marriage prevalence rates vary from one region to another. 

Table 1: CEFM Prevalence Rate 

Region Percentage of (%)
Shinyanga 59
Tabora 58
Mara 55
Dodoma 51
Lindi 48
Mbeya 45
Morogoro 42
Singida 42
Rukwa 40
Ruvuma 39
Kagera 36
Mwanza 35
Mtwara 35
Arusha 27 

As indicated in the Girls Not Brides website, this is due to a variety of 
factors, ranging from lack of awareness (e.g., Lindi and Mtwara region), 
parental force (e.g., Mara, Tabora and Shinyanga region) and demand for 
house-help, which is primarily found in Iringa region. According to Tanzania 
Demographic and Health Survey (TDHS, 2012), major causes of CEFM 
include lack of education, poverty and outdated traditional values. Loaiza 
and Wong (2012) urge that less educated girls from poor or rural areas are 
most likely to marry as children. REPOA (2017) points out that CEFM often 
results in girls being denied access to education and health care, leadership 
roles and economic opportunities. Consequently, it has increased the literacy 
gap between men and women. Swai (1988) argued that extra attention 
should, therefore, be given to women to reduce the gap. 
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2.0 Child Early and Forced Marriage Project

In 2015, the Institute of Adult Education (Tanzania) secured funds from the 
Commonwealth of Learning (COL) to implement the GIRLS Inspire project. It 
was established to mobilise the power of Open and Distance Learning (ODL) 
so as to provide schooling and skills training for girls and young women 
who are prevented from attending school in Bangladesh, India, Pakistan, 
Mozambique and Tanzania. Additionally, it addresses barriers to education 
and economic participation that many women and girls face (ibid.). They 
include early marriages, distance to schools, cultural values, security concerns 
and costs for schooling (ibid.). Central to the project is the recognition that 
girls have the ability to inspire their peers to grasp opportunities for learning 
(ibid.).

The project had the following objectives:

1. To raise awareness of child, early and forced marriage;

2. To address barriers that prevent girls’ economic and social participation;

3. To promote girls’ empowerment through skills development; and

4. To provide a platform for girls to tell their stories to a wider audience, 
encouraging dialogue that will lead to positive action and inspire positive 
transformation in families and communities throughout Tanzania (ibid.).

The project set out to provide schooling and skills development to some of 
the most vulnerable and hard to reach girls in Dodoma, Lindi and Rukwa 
regions. The Institute of Adult Education (IAE) implemented the project in 
Dodoma and Rukwa regions, with KIWOHEDE (a local NGO) running it in 
Lindi. The IAE conducted a ‘training of trainers’ (TOTs) exercise in Morogoro, 
which included key technical representatives from ward, district and regional 
levels targeted for project implementation. Thereafter, the TOTs went back to 
their districts to establish learning centres, register learners, identify as well 
as train centre facilitators in collaboration with IAE regional resident tutors in 
their respective regions. To create awareness about the GIRLS Inspire project 
in the targeted communities, awareness campaign meetings were held. They 
were attended by ward councillors, village elders, religious leaders, street 
leaders, District Commissioners, District Administrative Secretaries, District 
Executive Directors, District Adult Education Officers and District Development 
Officers. Also, capacity building exercises were undertaken by regional 
training coordinators and centre facilitators to help stakeholders understand 
the project’s objectives and to share information with the project team.
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In the project, teaching and learning materials were adopted from other 
alternative learning programmes. They were taken from Integrated Post-
Primary Education (IPPE), a programme, which targets people with diverse 
educational backgrounds such as primary school leavers, adults and 
learners with special education needs. A total of 13 modules were used in 
24 established centres in Dodoma, Lindi and Rukwa regions. The materials 
included self-instructional modules on subjects including basic literacy, 
mathematical operations, communicating in English and Kiswahili, life-skills, 
sexual and reproductive health, HIV/AIDS, gender, entrepreneurship and 
financial management skills as well as environmental and civic and human 
rights education. Additionally, there were modules available on pre-
vocational skills such as batik making (tie and dye), soap making and food 
processing. Also, IAE produced audio and audio-visual programmes that 
beneficiaries used in their training on topics such as how to make juice and 
nutritious flour, entrepreneurship (audio) and gender, soap making as well 
as batik making (video). Hence, girls and young women used technology as 
part of the learning process under supervision of their facilitators during the 
training.

Learning was in two phases with each centre registering 64 girls and young 
women. The first phase was between January and April, 2018 and the second 
phase started in May and ended in July, 2018. It is important to observe 
that there was no standardised assessment such as taking examinations 
because the project focused on basic knowledge and skills. However, an 
evaluation form was developed to track their performance on a daily basis. 
Thus, facilitators were able to collect information on the learning progress in 
each centre. However, on Technical Vocational Education skills development, 
the beneficiaries undertook practical assignments to ensure that they were 
sufficiently competent to be able to produce quality products to sell in their 
local markets. 

In the project, mobilization and advocacy approaches were used as an entry 
point to the communities and to create awareness as well as influence their 
perception on effects of child early and forced marriages. To achieve this, 
the Institute of Adult Education (IAE) Regional Resident Tutors, Ward Executive 
Officers, Ward Councillors, religious leaders, street leaders, facilitators, 
District Adult Education Officers and District Community Development Officers 
were all used as project focal people at the village, at both ward and 
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district levels.  The focal people at ward and district levels were instrumental 
in assisting the Resident Tutors in organising meetings with parents and the 
public as well as in identifying and registering learners, establishing learning 
centres and identifying centre facilitators. This is because of their familiarity 
and influence on their communities. During the meetings, the community 
was educated on effects of CEFM, the importance of educating girls and 
abandoning the outdated traditional as well as cultural practices, which lead 
to CEFM. At the learning centre level, facilitators recorded human-interest 
stories and sent them to the IAE project team. Such information was shared 
with the Commonwealth of Learning, other project implementing partners 
and the public through media and social networks. At all levels, the IAE 
project team conducted bi-monthly visits to the learning centres, grass-root 
leaders and government district officials. 

3.0 Methodology 

The GIRLS Inspire project used a bottom-up approach model, informed 
by locally formulated challenges, and needs. Based on this approach, the 
project was developed after a survey study was done by the IAE in Dodoma, 
Lindi and Rukwa regions. More than 3,900 girls and young women excluded 
from formal education were reached in the survey. They were grouped into 
five categories, namely, never attended school, dropped out of primary 
school, completed primary education, dropped out of lower secondary 
school and failed at lower secondary school. The methodology used was 
mainly qualitative. Then 30 focus group discussions (FDGs) were conducted in 
Dodoma and Rukwa regions. Each group consisted of six to eight participants. 
Questions were designed to reflect the need for the project and showed 
prevailing situation before project implementation. 

During field visits, in-depth interviews were held with key informants 
comprising parents, project coordinators and facilitators, ward councillors, 
village elders, religious leaders, street leaders, District Commissioners, District 
Administrative Secretaries, District Executive Directors, District Adult Education 
Officers and District Development Officers in Bahi, Kongwa, Kalambo and 
Nkasi districts in Dodoma and Rukwa regions, respectively. The interviews 
were conducted between January, 2018 and October, 2018 and they were 
of a conversational style rather than a formal question to answer format. 
Purposive sampling was used to identify key stakeholders. Participants were 
selected because of their suitability for the project. Additionally, telephone 
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interviews and social media platforms such as WhatsApp and Facebook 
were used. This component was primarily used to capture information. For 
example, to take pictures, record videos and to seek any clarification from 
regional coordinators as well as facilitators at the 16 learning centres in 
Dodoma and Rukwa during project implementation. 

Data collected from the study were analysed using descriptive and 
interpretative techniques. Responses from focus group discussions and in-
depth interviews were translated from Kiswahili to English and transcribed. 
The findings were organised and coded into themes. Similar views were 
grouped and recorded together, while different views were recorded 
separately. The transcripts were analyzed with regard to objectives of the 
project. Participation was on a voluntary basis and no data were collected 
without consent. Participants had a right to refuse to answer any question 
and they were allowed to ask for any clarification they might need. 

4.0 Findings

4.1 Cultural Bias 

This study found out that child early and forced marriages are still common 
practices in communities in which GIRLS Inspire has been operating and they 
affect girls who are both in and out of school. Interviewees maintained that 
for those who were in school, CEFM was a major cause of dropping-out among 
girls, supporting the claim that CEFM denies girls the right to education and 
increases the literacy gap between boys and girls. One of the implications 
of this finding is that girls affected by CEFM will be far more likely to lack 
the necessary skills to seek jobs and be competitive in the job market. Other 
implications that respondents noted included lack of negotiation power in 
their families (which can lead to verbal, physical or even sexual abuse at 
hands of either their husbands or relatives), difficulty in handling their family 
roles as mothers and wives, and problems in dealing with medical issues 
including pregnancy as well as childbirth. Besides, interviewees noted that 
child marriage does not only affect girls but also impacts on families and 
the wider community. As a result, girls without education are likely to remain 
within a cycle of poverty, which affects development of their community. 
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Table 2: Regional profile

Dodoma Region Population Male Female Literacy rate
Kongwa District 309,973 149,221 160,752 61.7%
Bahi District 221,645 105,975 115,670 57%
Rukwa Region Population Male Female Literacy rate
Nkasi District 281,200 137,041 144,159 67.8%
Kalambo District 207,700 100,474 107,226 69.1%

4.2 Voice for girls and young women

To sensitise the community about the GIRLS Inspire project, a number of 
awareness activities and campaigns were conducted. They included public 
meetings (see Table 3) and use of media such as community radio, television 
and newspapers (see Figure 1). The IAE Resident Tutor, with assistance from 
street leaders, Ward Executive Officers, Ward Councillors and District 
Adult Education Officers held public awareness campaign meetings in their 
respective regions. In the meetings, issues addressed were mainly dangers of 
CEFM, the importance of educating as well as protecting girls and the ways 
that traditional values can hinder girls’ progress in the community. 

Table 3: Type of Meeting

Type of meeting Actual Percentage of total meetings (%)
Public meetings 19 14.6
District meetings 12 9.2
Ward meetings 17 13.1
Parents 24 18.5
Girls 58 44.6
Total 130 100

It is important to observe that meetings were conducted in participatory 
manner and community members were allowed to give their views or ask 
questions. One community leader described the process as follows:

“After receiving information about the project, I presented it in the 
leader’s management meeting. Then, leaders went to their respective 
communities and used platforms such as school, churches and community 
meetings to create awareness about the project and encourage girls 
including young women to enroll for the project.”
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4.3 Awareness creation among community members

Media embody a vital tool in creating awareness about CEFM because 
many people’s opinions are at least partly based on information they 
receive through it. Therefore, communication through the media is critical for 
facilitating shifts in attitudes, beliefs, perception and behaviour. To achieve 
this, local community radio stations such as Dodoma FM, Mwangaza FM 
in Dodoma; and Chemi Chemi FM in Sumbawanga were used to create 
awareness. Beneficiaries were interviewed and programmes were made 
from their stories.

Figure 1: Number of times project covered media coverage

Such moves attracted attention of both local and international mainstream 
media, namely, Tanzania Broadcasting Corporation (TBC), Independent 
Television (ITV), Star TV, British Broadcasting Corporation (BBC) and Deutsche 
Welle (DW) Radio. As a result, the project was featured in the BBC special 
documentary on African child rights and DW’s weekly edition of women 
documentary. Furthermore, information captured by IAE resident tutor and 
project facilitators through photographs and videos was shared with the 
public on the Institute of Adult Education against CEFM Facebook page, 
Twitter and Instagram accounts. The captured stories portrayed different 
experiences of girls and young women before, during and after the project. 
The facilitators began to act as advocates for the girls and young women 
because their stories were heard by a wider audience.

4.4 Increased self-awareness

Findings from this study suggest that literacy and life-skills classes helped to 
increase awareness among girls and young women on various cross-cutting 
issues (see Figure 2). For example, they learnt about gender equality. In 
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Tanzania, girls tend to be given a lot of domestic works such as washing 
clothes, cooking and looking after their siblings, while boys are more likely 
to go to school and have time to study, play or rest. Findings from this study 
further showed that most of the girls and young women in the project became 
confident, compared to the past. Initially, they had difficulty in talking and 
mixing with people in public. When describing this change, one participant 
said: “Before I joined the project, I had difficulty in talking and mixing with 
people in public. Now, I can confidently express myself.” Additionally, they 
have become role models in their communities by speaking against child 
early and forced marriages.

Figure 2: Increased self-awareness

The findings showed that community leaders and community members gave 
good cooperation to IAE resident tutors in identifying girls and young women 
who were affected by CEFM and they encouraged them to enrol in the 
project. Such measures led to high participation level. Also, participants 
explained that the community has changed its perception on girls and young 
mothers because of their newly acquired skills in soap making as well as 
batik and food processing. All gave chance to rebuild their lives through their 
newly acquired skills and to participate in income generating activities. One 
participant explained that, “The project has broadened our understanding 
on how to identify business opportunities. For example, I make soap, batik 
and peanut butter and tailor clothes too from the batik fabrics we make.” As 
a result, the community is happy with the project and they hoped that it can 
spread to other parts of the country. 
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4.5 Financial and Marketing Opportunities

Skills development is a primary way by which economically and socially 
marginalized girls as well as young women can lift themselves out from 
poverty and participate in income generating activities. The study showed 
that beneficiaries came together and formed women’s groups, namely, Bahi 
Women’s group (Dodoma) as well as Mwadimata, Msanzi and Mwanguta 
(Rukwa). The groups were registered and others were in the final stage of 
the registration process. Each group consists of at least 30 beneficiaries 
guided by a group constitution that was developed with the help of the 
Community Development Officers in their respective districts. With formation 
of the groups, the beneficiaries can access the 10 percent of the Municipality 
Council Development fund (revolving fund) allocated to support women, youth 
and disabled groups in every council as directed by the government.  As one 
participant explained on the impact of the groups that it was significant: 
“I didn’t have any job and I was fully dependent on my husband but now 
I make soap, batik and nutritious flour to sell as well as earn some income. 
Now, I also contribute to the family income.”

The groups can receive loans at low interest rates from other financial 
institutions such as banks, micro-finance organisations and community 
village banks commonly known as Village Community Banks (VICOBA). For 
instance, Msanzi women group received a soft loan of one million Tanzania 
shillings from Small Industries and Development Organization (SIDO), Rukwa 
branch. This is an important development for sustainability of the groups 
because the groups increase their capital base and enable them to produce 
more products to sell in the market. To expand and seek new markets, the 
groups have participated in regional and national events to showcase their 
products. For instance, Msanzi women’s group took part in the zonal Nane 
Nane Day exhibitions in Kalambo district, Rukwa region. It is important to 
mention that Nane Nane Day is a national holiday celebrated every 8th of 
August in Tanzania to acknowledge farmers’ contributions to the Tanzanian 
economy. After good performance at the exhibitions, the group received 
another invitation to participate at a similar exhibition but at the regional 
level in Mbeya. They represented Kalambo district as a model group during 
an eight-day long fair. The creativity in design and quality of the group’s 
products are impressive. The batik fabrics have different prints and patterns. 
Consequently, the demand for batik fabric has increased. Bar and liquid 
soaps are also still in high demand from the public.
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Msanzi women’s group shop
4.6 Open and Distance Learning 

Agatha became pregnant while in form one (grade eight) and that marked 
the end of her formal schooling. In Tanzania, many girls like her have their 
dreams cut short and lose the chance to acquire necessary skills to compete 
in the job market. According to Human Rights Watch report (2017), at least 
8,000 girls like her are expelled from formal schooling each year. GIRLS 
Inspire believe that education should be a fundamental basic right for 
everyone in Tanzania. As a result, they were able to offer the opportunity for 
some of its beneficiaries, such as Agatha, to register at the Institute of Adult 
Education centre in Sumbawanga. She continued her secondary education 
through Open and Distance Learning mode of delivery while selling soaps, 
batik fabrics, flour and peanut butter at the local market to earn incomes 
during the daytime. Agatha summarized her involvement in the project as 
follows: “I attend classes in the evening after finishing my normal duties. This 
allows me to engage in income generating activities but also to pursue my 
dream to get education. This is a good thing and it has changed my life.” 

It is worth noting that beneficiaries were divided into groups – from those 
who had never attended school at all to those with some secondary 
education. It enabled each group to be taught according to their learning 
needs. For example, those who had never attended school were taught 
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how to read, write and do simple arithmetic. All groups were taught sexual 
and reproductive health as well as environmental, gender, civic and human 
rights education, entrepreneurship and financial management skills. The 
classes were conducted between 4 pm and 6 pm to allow beneficiaries 
go about their daily duties before going to class. In the project, learning 
modules used in teaching were competence-based and self-instructional. The 
modules enabled learners to study on their own at home, in presence of 
their facilitators and in group discussions. Additionally, multimedia learning 
materials were produced to assist learners during the learning process under 
the supervision of their facilitators. Thus, learners had the opportunity to use 
technology. 

5.0 Discussion of Findings

The purpose of this study was to prevent child early and forced marriage 
and equip girls as well as young women with basic literacy and pre-
vocational skills. The study revealed that child early and forced marriage 
is a reality still faced by girls as well as they live within their communities 
and can stop them from achieving their dreams. Majority of girls and young 
women dropped-out of school mainly because of poverty and marriage. 
From the study, it is evident that the project imparted basic literacy and pre-
vocational skills to girls and young women. They gained new skills in making 
soap, batik fabrics and food processing. Also, they noted that the project 
changed their communities’ perception on them due to their newly acquired 
skills. The study noted that girls and young women were eager to take part 
in economic activities and demonstrated good marketing skills in selling 
their products. Such measures earned them respect in their communities and 
increased their confidence because they can earn incomes. By empowering 
girls and young women with development skills, they are encouraged to take 
active steps in securing their independence and to improve their livelihoods. 

Role modelling has proved useful in attitude and behaviour change 
processes. In the project, some girls and young women have become 
champions of change in their community. As a result, they can engage the 
public in dialogue on various issues such as gender equality and social rights. 
This has showed their increase in self-awareness. The study indicated that 
the girls and young women sort information on sexual reproductive health, 
human rights and gender equality. Moreover, some who dropped-out of 
school returned to continue with their education through open and distance 
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learning. The study observed that from the start, community members were 
involved in the project and learnt about effects of child early and forced 
marriage together with importance of girls’ education. The bottom-up 
approach model informed by locally formulated challenges and needs has 
led to change in attitudes, norms and behaviour of the community. Such new 
behaviours include speaking out against child early marriages together with 
encouraging as well as motivating the girls and young women.

6.0 Conclusion

In general, the community agreed that the GIRLS Inspire is a good project 
because it provides a second chance to girls and young women to rebuild 
their lives. Rather than breaking up families, it supports girls and young 
women to get basic literacy skills including pre-vocational and life-skills to 
overcome barriers that prevent them from participating in economic activities. 
It is clear that keeping girls in education helps to reduce the literacy gap 
between boys and girls. The concept of alternative education is the second 
chance for girls and young women to acquire skills and continue with their 
education through open and distance learning mode. Child early and forced 
marriage is human rights violation and denies girls’ right to education as well 
as opportunities to take part in economic activities. Therefore, continuous 
community education on effects of child early and forced marriage is also 
necessary to protect girls in communities.
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Abstract

Multimedia have emerged to be a powerful resource for teaching and learning 
various subjects. Multimedia is a way of presenting information to an audience 
in multiple formats such as text and pictures. Research shows that multimedia 
facilitates deep learning for both young and adult learners. In this paper, it is 
argued that multimedia is a great tool for teaching and learning and some key 
principles to be followed for effective use of multimedia in teaching and learning 
are presented. Multimedia principles and theories discussed in this paper 
are multimedia principle, cognitive theory of multimedia learning, signalling 
(or cueing) principle, split-attention principle, and redundancy principle. It 
is concluded that it is important for teachers/tutors to adhere to multimedia 
learning principles and theories in order for multimedia to be a great tool for 
enabling effective deep learning. 

Key words: Multimedia, multimedia principles, multimedia learning

1.0 Introduction

This conceptual paper discusses how multimedia resources can be used 
as a powerful tool for teaching. The discussion in the paper is based on 
constructivism worldview (Merriam & Tisdell, 2016). According to Mayer 
(2014b: 2), multimedia refers to “presenting words (such as printed texts 
or spoken texts) and pictures (such as illustrations, photos, animation, or 
videos).” This is to say that multimedia is about using words and pictures to 
convey information about a specific topic. In a similar vein, a process by which 
students build mental representation from word and pictures is considered as 
multimedia learning (Mayer, 2014b). When it comes to teaching, multimedia 
provides an opportunity for students to learn through use of multiple sense 
organs (i.e., ears by hearing voices and eyes by seeing pictures or texts).

1.1 Rationale for using multimedia in teaching

To understand the rationale for using multimedia in teaching requires first to 
understand the multimedia principle and the cognitive theory of multimedia 
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learning. The multimedia principle, “refers to the robust research finding 
that learning with words and pictures is more effective than learning 
with words alone” (Butcher, 2014: 175). Butcher (2014: 181) argues 
that, “adding static diagrams or illustrations to a verbal (text or audio) 
presentation frequently facilitates a deeper understanding of the to-be-
learned material.” Moreover, research findings show that dynamic visual 
representation (animation or video) is more beneficial than static visual when 
the dynamic content explicitly represents learning materials in a realistic 
manner (Butcher, 2014).

Mayer’s (2014a) cognitive theory of multimedia learning assumes that 
human information processing system includes dual channels – one for 
processing visual/pictorial information and another for processing auditory/
verbal information. Using both channels may better facilitate learning by 
maximizing learners’ cognitive capacity. Also, the theory assumes that each 
channel has a limited capacity for processing information, and that active 
learning involves carrying out a coordinated set of cognitive processes 
during learning (see Figure 1). 

Figure 1. A framework for cognitive theory of multimedia learning

Source: Mayer (2001)

The processes include the following: (1) selecting relevant words from 
the presented texts or narration, (2) selecting relevant images from the 
presented graphics, (3) organizing selected words into coherent verbal 
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representation, (4) organizing selected images into coherent pictorial/graphic 
representation, and (5) integrating verbal as well as pictorial representation 
into prior knowledge (Mayer, 2014a). Throughout the processes, depending 
on how instruction is designed, learners have to cognitively process three 
different types of information: processing of essential information, which 
is needed to represent essential learning materials; generative processing, 
which aims at making sense of the material; and processing of extraneous 
information, which is not related to instructional objective (Mayer, 2014a). 
Implications: Teachers are advised to present learning materials in both 
visual/pictorial and auditory/verbal formats. Such patterns enable effective 
learning since two sensory organs are involved and none of the channels 
will be overloaded with information beyond its processing capacity (Mayer, 
2014b). Also, teachers have to be careful in selecting and presenting learning 
materials, such that they will present only materials that are very relevant to 
learning objectives. Irrelevant materials will cause cognitive overload due to 
processing of extraneous information and hence, hinder effective learning 
(Mayer, 2014a).

1.2 Key Principles to follow when using multimedia to teach

In order for learners to benefit much from learning with multimedia, teachers 
are recommended to follow several principles of multimedia learning. The 
principles were developed based on researches about when, how, why 
and under what condition use of multimedia facilitates meaningful learning 
to students. The following are some of the basic principles of multimedia 
learning.

1.2.1 The signalling (or cueing) principle in multimedia learning 

The signalling (or cueing) principle in multimedia learning states that people 
learn deeply from multimedia message when cues/signals are added 
to guide attention to relevant key elements of the material or highlight 
organization of the essential material (van Gog, 2014). Signalling can enable 
learners to use their limited working memory capacity in an optimal manner 
by simplifying tasks of selecting, organizing, and integrating information 
presented in texts and pictures (van Gog, 2014). Working memory is a 
capacity and time-limited cognitive system, which retains and/or manipulates 
incoming information before it is transferred to long-term memory and can 
retrieve information from long-term memory (Butcher, 2014; Mayer, 2014a; 
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Paas & Sweller, 2014). Signalling has been found to be highly beneficial to 
novice leaners (van Gog, 2014). Van Gog (2014) suggests various ways of 
signalling such as the following: 

(1) Text-based cues includes font colour, bolding, underlining, italics, 
highlighting, preview sentences and numbering (Van Gog, 2014). An 
example of highlighting cues while teaching a second language is 
highlighting corresponding words with the same colour: Mvulana anakula wali 
na maharage translated as A boy is eating rice and beans. Text highlighting 
or colouring based cues can be used to show how texts and/or pictures are 
connected or relate.

(2) Picture-based cues (using arrows or different colours (see Figure 1): 
Cognitive theory of multimedia learning is clearly presented in previous 
section). 

Implication: when selecting or making multimedia materials for teaching, 
teachers are advised to consider multimedia that incorporate signalling 
principle. 

1.2.2 The split-attention principle in multimedia learning 

The split-attention principle in multimedia learning states that when there 
are disparate two sources (formats) of information that must be integrated 
in order for information to be understood, sources of information should 
be presented in an integrated format (Ayres & Sweller, 2014). It means 
that the two sources (formats) of information should be combined so that 
they should supplement or complement each other to provide complete 
information. Learner’s cognitive load in working memory is increased by 
the need to mentally integrate or combine multiple sources or formats of 
information (e.g., picture and text) and it is likely to have negative impact 
on learning (Ayres & Sweller, 2014). However, the split-attention principle 
may not be applied if information in those sources can be easily understood 
separately without being integrated (Ayres & Sweller, 2014). For example, 
when teaching human body parts in Kiswahili, one has to label names of the 
parts in the picture as shown on Figure 2.
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Figure 2: Human body parts in Kiswahili

If one provides the names of body parts in numbers, then he/she parts 
should provide the names under or beside the picture as shown on Figure 
3. This principle implies that it is good for teachers to organize multimedia 
instructional materials in such a way that different sources of essential 
information are physically and temporarily integrated in order to prevent 
learners from involving in an unnecessary mental integration, which can 
increase cognitive load in working memory thereby hinder deep learning.
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Figure 3: Human body parts in Kiswahili

1.2.3 Redundancy principle in multimedia learning 
Redundancy principle (effect) in multimedia learning occurs when the same 
information is presented concurrently in multiple forms [(e.g., a lecture in 
which the same information is provided both on screen and orally) Kalyuga 
& Sweller, 2014]. Redundancy principle applies to a situation when more 
than one sources of information can be understood independently without 
the need for their mental integration (Kalyuga & Sweller, 2014). Redundant 
material/information interferes with, rather than facilitates, learning since 
coordinating them with essential information increases working memory load 
(ibid.). Examples of redundant information include the following: (1) picture/
text redundancy (e.g., teaching reading by presenting a word “cow” and 
a picture of a cow is redundant since the objective is to teach reading and 
(2) written/spoken text redundancy [(e.g., PowerPoint presentation when the 
same on-screen text is narrated by a presenter) Kalyuga & Sweller, 2014]. 
For example, narrating same on-screen text seemed to hamper novice 
learners’ second/foreign language learning because it overloads their 
working memory as asserted that, “learners must process those sources of 
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information simultaneously and build referential connection between them” 
(Kalyuga & Sweller, 2014: 256). Novice learners seem to require extensive 
working memory resources for decoding text and hence, they may have no 
resources available to establish referential connections (Kalyuga & Sweller, 
2014). The implication is that teachers are advised to avoid presenting 
the same information concurrently in multiple forms while teaching novice 
learners.

2.0 Conclusion

Advancement in technology has made it easier to create, search and 
retrieve or present multimedia learning materials. Currently, using a desktop 
computer, laptop or smart phone or digital camera facilitates teachers/tutors 
to easily make multimedia materials for teaching, which will help learners to 
achieve learning objectives.  However, for multimedia to be a great tool to 
enable effective learning for students, it is important for teachers to adhere 
to multimedia principle, cognitive theory of multimedia learning, signalling 
(or cueing) principle, split-attention principle and redundancy principle.
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Abstract

This study examined access and use of Information and Communication Technologies 
(ICTs) in public teacher colleges (TCs) in Moshi Rural District, Tanzania.  Mixed 
methods approach was employed using sequential explanatory design. A total 
sample of 96 respondents in categories of 90 tutors, 3 ICT system administrators 
and three heads of ICT department were used. To collect the requisite data, 
questionnaires and interview protocols were used. The study findings revealed 
that the main areas of ICT application in teaching and learning process in TCs 
included the following: used as search engines to find educational resources that 
support teaching, download resources useful for teaching in subject area, create 
teaching aids like visual graphics, charts as well as drawings, carry out power 
point presentations, use of scanner or digital camera to import graphics, photos 
together with text for presentation and use of computer to prepare scheme of 
work as well as lesson plan. Based on findings from this study, it is concluded that 
despite the fact that there are government and other stakeholders’ in continuing 
to make effective use of ICT in education like to train tutors in TCs on use of ICT 
in teaching and learning accompanied with provision of ICT facilities, there is still 
minimal access and application of ICT in teaching and instruction activities in all 
visited TCs. Although all visited TCs already have ICT facilities and use ICT, TCs’ 
application of ICT is limited to basic applications like administration, teaching 
of computer literacy and Internet skills. It is recommended that the MoEST should 
post teachers skilled in ICTs to each college so as to impart ICT skills to tutors and 
administrative staff members.

Keywords: Accessibility, ICT, Teachers’ College, Tutor. 
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1.0 Introduction 

Today’s 21st Century era and also, the age of information and technology 
(IT), every aspect of life is related to science and technology. Huge flow of 
information is emerging in all fields throughout the world. Currently, IT is 
popularly used in education field for making teaching and learning process 
successful as well as interesting for students and teachers (Dellit, 2001; 
Hare, 2007; Evoh, 2009). Moreover, IT has the potential for increasing 
efficiency and effectiveness of management and administration of Teachers 
Colleges [(TCs) Khirwadkar, 2007; Issa, 2008]. Indeed, IT has more impact 
on administrative services such as admissions, registration, fee payment and 
purchasing than on fundamentals of classroom teaching and learning in TCs 
(Resta, 2002; Momanyi et al., 2006).  It is observed that IT issues have quickly 
moved from being special for preparing individuals to become IT specialists 
into an issue and an important aspect in teachers’ preparation so as to fit 
in their daily teaching activities (Baylor & Donn. 2002; Empirica, 2006).  It 
is evident that most countries in the world have integrated Information and 
Communication Technology (ICT) in their education system, in general and 
particularly in teachers’ colleges (UNESCO, 2003).

Tanzania, like other Sub-Saharan African countries, recognizes the potential 
for ICT access and use in offering available options in promoting as well as 
improving provision of quality education in all aspects and TCs, in particular. 
To achieve this, Tanzanian government, through the Ministry of Education and 
Vocational Training [then MoEVT, currently, the Ministry Education, Science 
and Technology (MoEST)] decided to formulate a specific policy to guide 
integration of ICT in basic education (MoEVT, 2007). Promulgation of the 
ICT policy for Basic Education in 2007, created the national framework for 
integrating ICT in Basic Education (pre-primary, primary, secondary and 
teacher education) as well as non-formal education and adult education.  
According to the policy document (URT, 2007: 2), the framework provides 
for a variety of technologies including radio, television, video, telephone 
(both fixed line and mobile), computer and network hardware together with 
software as well as equipment and services associated with the technologies 
such as electronic mail, text messaging and radio broadcasts. In brief, the 
Policy (URT, 2007: 4) objectives include:

“… activities, approaches and standards in the educational uses of ICTs; 
Ensure that there exists equitable access to ICT resources by students, 
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teachers and administrators in all regions and types of educational 
institutions and offices; Ensure proper management and maintenance 
of ICT resources; Facilitate the development and use of ICT as a 
pedagogical tool; Promote development of local content for basic 
education and others; Encourage partnership; and Facilitate use of ICT 
resources in schools, colleges, and libraries.”

Integration of ICT in basic education subsector, according to the policy 
document (URT, 2007: 2), is expected to yield the following outcomes:  

“Improve access and equity to, and quality and relevance of basic 
education; Increase the number and quality of teachers, through improved 
pre-service and in-service training and better provision of teaching and 
learning materials; Enhance the acquisition and use of knowledge and skills 
for all learners, including those with special needs; Improve the efficiency 
and effectiveness of the management and administration of education, at all 
levels; and Broaden the basis of education financing, while optimizing the use 
of education resources, through partnerships and stakeholder participation.

According to the policy (URT, 2007), priority levels (though implemented 
in phases) include teacher education, secondary schools and primary 
schools among others. Moreover, in the policy document, policy statements 
revolve around infrastructure and technical issues; curriculum and content; 
training and capacity building; planning, procurement and administration; 
management, support and sustainability; and monitoring and evaluation 
(URT, 2007). The ICT policy for Basic Education and National ICT Policy 
of 2003 are not only aimed at accommodating training in ICT but also 
in enhancing ICT-enabled teaching and learning in TCs. In addition, ICT is 
taught as a subject in TCs and it is integrated as a pedagogical tool for 
teaching and learning in other subject areas (URT, 2007). The objective of 
Teachers’ Colleges (TCs) in Tanzania, is to prepare teachers for primary and 
secondary schools (URT, 1995).

According to the education system of Tanzania, TCs are education institutions 
that are at the third education level, that is, tertiary education level. In 
Tanzania, TCs are classified into Diploma TCs offering diploma in secondary 
education and Grade ‘A’ TCs offering Certificate in primary education (URT, 
2007).  On the other hand, ICT use in teaching and learning in Tanzania’s 
TCs has been introduced (URT, 2007). A study by Hare (2007) showed 
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that the Ministry of Education with support from the Swedish International 
Development Cooperation Agency (SIDA) initiated a program for introducing 
ICT in TCs in 2005. The program aimed at improving the quality of TCs by 
using ICT to both pre-service and in-service teachers (URT, 2007). Through 
such collaboration of Ministry of Education and Vocation Training (MoEVT) 
and the Swedish International Development Agency (SIDA), all 34 public 
TCs were equipped with thin client solutions and VSAT connectivity (ibid.). 
Moreover, tutors were trained in computer literacy, while tutor technicians 
received training in technical maintenance support and networking essentials 
(ibid.). It is now over fourteen years since introduction of ICT project in TCs 
in Tanzania. However, the status of access and use of ICTs in TCs remains 
unknown. Hence, this study intended to assess the status of accessibility and 
use of ICTs for policy implementation.

1.1 Objectives of the study 

The main objective of this study was to examine access and use of ICT among 
TC tutors in selected teachers’ colleges in Moshi Rural District, Tanzania. 
Specifically, the study sought to; explore the availability and accessibility of 
ICT facilities, examine how often tutors use ICT in their teaching and learning 
process and purpose of ICT use among tutors. 

2.0 Research Methodology 

In this study, mixed methods approach was employed to examine access 
and use of ICT among tutors in public TCs. Holloway and Wheeler (2010) 
declare that a mixed methods design provides better understanding of a 
research problem than solely using either quantitative or qualitative methods. 
With this consideration, sequential explanatory type of research design 
was employed. In sequential explanatory design, different forms of data 
are collected in sequence at different phases in a study (Komba &Tromp, 
2006). Therefore, the researchers collected and analyzed quantitative data 
followed with qualitative data collection as well as data analysis. Recall, this 
study was carried out in Moshi Rural District where three TCs under study 
were located. The district was deliberately preferred because there were 
three public teacher colleges in the district. This is a condition unique to needs 
for research since there was no other district in the country with three public 
teacher colleges. All other districts have only one or two such colleges. The 
sample size for this study involved a total of 96 respondents from the three 
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selected teachers’ colleges. The sample was obtained by using purposive 
sampling procedure and stratified simple random sampling procedure. 

The sample size of key categories included three heads of ICT departments, 
three ICT system administrators and 90 subject tutors. Each college provided 
one head of ICT department, one ICT system administrator and 30 tutors. 
Creswell (2009) points out that, “to study a whole population so as to 
arrive at generalizations would be impracticable, if not impossible and 
scientifically and technically not necessary.” Furthermore, Creswell (2009) 
argues that a study, which involves a small could be successfully conducted 
with a minimum of 30 participants. Therefore, the researcher involved 96 
respondents to collect research information. This study employed two data 
collection methods, namely, questionnaire and interview. 

Data analysis was performed using triangulation strategies. Both qualitative 
and quantitative data analysis strategies were employed. Data collection 
and data analysis were performed simultaneously. In the field, recorded 
interviews were transcribed verbatim into Kiswahili and later on, translated 
into English. Then, the transcribed information from heads of ICT departments 
and ICT system administrators was analyzed following Miles and Huberman’s 
(1994) model of qualitative data analysis. The model involves data reduction, 
data display and finally, conclusion drawing as well as verification (ibid.). 
Thereafter, the collected quantitative data through questionnaires were 
analysed by using Statistical Package for Social Sciences (SPSS) version 20. 
Data were classified and analysed through descriptive statistics. Data were 
then summarized and presented in tables of frequencies and percentages.

3.0 Findings and Discussion 

3.1 Availability and accessibility of  ICT facilities

Availability and accessibility of ICT facilities to instructors were measured 
using a 4-point Likert-scale. Instructors were asked to indicate their agreement 
levels to various statements they were given regarding availability and 
accessibility of ICT facilities in their respective TCs. Table 1 presents summary 
of research findings.
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Table 1: Availability and accessibility of ICT facilities in selected public TCs 
(tutors, n=90).

ICT Facilities
Not known

Not 
available

Available 
but not 

accessible

Available 
and 

accessible

F % F % F % F %

Computer hardware and 
software

01 1.0 0 0 20 20.8 75 78.1

Computer laboratories 2 2.1 2 2.0 30 31.3 62 64.6

Network connections in 
computer laboratories

3 3.1 8 8.3 32 33.3 53 55.2

Internet connections in 
computer laboratories

10 10.4 2 2.0 26 27.1 58 60.4

Internet connection out of 
the computer laboratories, 
e.g. in the classrooms.

5 5.2 79 82.3 10 10.4 2 2.1

Overhead projector(s) 16 16.7 13 13.5 64 66.7 3 3.1

Educational software for 
teaching and learning

38 39.6 20 20.8 30 31.3 8 8.3

Video and audio tapes 71 74.0 8 8.3 17 17.7 0 00.0

CDs and DVDs ROMs 36 37.6 27 28.1 20 20.8 13 13.5

Television set for teaching 
and learning

0 0.0 0 0 22 22.9 74 77.1

Photocopier machine(s) 52 54.2 25 26 14 14.6 5 5.2

Scanner(s) 2 2.1 10 10.4 68 70.8 16 16.7

Printer(s) 35 36.5 5 5.2 42 43.8 14 14.6

Whiteboard(s) for use with 
overhead projector

5 5.2 61 63.5 28 29.2 2 2.1

Digital camera(s) 35 36.5 17 17.7 64 66.7 4 4.2

ICTs textbooks 0 0.0 16 16.7 9 9.4 71 74.0
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Table 1 shows that majority (78.1%) and 74(77.1%) of tutors said that 
computer hardware and software including television sets for teaching and 
learning activities were available and accessible, respectively. Moreover, 
71(74%) and 62(64.2%) of tutors said that ICT’s textbooks and computer 
laboratories were available as well tutors as accessible (Table 1). 
Surprisingly, analysis showed that 64(66.7%), 42(43.8%), 68(70.8%) and 
64(66.7%) of tutors said overhead projector, scanners and digital cameras 
were available but were not accessible (Table 1). It implies that tutors do 
not have access to some ICT facilities although they were available in their 
respective TCs. Interview findings corroborate with questionnaire findings, as 
one of the interviewed ICT system administrators said,

Frankly speaking in this college, we have few only one projector and 5 
working computers ... Other computers are not working properly … Hence, 
few available computers are mainly for administrative purposes … We don’t 
give them to every tutor. To overcome this, most tutors use their own computers, 
projector and even printers” (Interview with ICT system administrator, April, 
2018).

It implies that visited TCs had shortage of computers, printers and projects. 
To overcome such challenges, tutors opt to use their own computers, printers 
and projector to teach. This study finding corroborates with Nihuka (2011) 
and Kozma (2000) who found out that large numbers of lecturers and 
students in developing countries, Tanzania, in particular, had limited access 
to ICT facilities. 

3.2 Use of ICT facilities by tutors for effective teaching process

Through questionnaire, tutors were asked to give their views on how often 
they used ICT facilities in teaching and learning in their respective TCS. Table 
2 provides summary of research findings. 
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Table 2: Tutors’ responses on use of ICT Tools in Teaching and Learning 
(Tutors, n=90)

ICT’s materials
S. A A S. D D

F % F % F % F %

1
I create teaching aid like 
visual graphics, charts and 
drawings 

37 41.1 29 32.2 13 14.4 11 12.2

2

use of scanner or digital 
camera to import graphics, 
photos and text for 
presentation

5 55 10 11.1 32 35.5 43 47.7

3
I use PowerPoint in presenting 
my lesson 

17 18.8 10 11.1 42 46.6 21 23.3

4
I search teaching materials by 
using search engine such as 
Google

22 24.4 56 62.2 9 10 3 3.3

5
I communicate information with 
my students via emails

11 12.2 10 11.1 43 47.7 26 28.8

6
I use computer to prepare 
scheme of work and lesson 
plan and use of excel 

7 7 11 12.2 35 38.8 41 45.5

7
I use television programmes to 
teach 

2 2.2 10 11.1 16 17.7 62 68.8

8
I use data projector to 
display the content of my 
presentations to students

4 4.4 20 22.2 42 46.6 24 26.6

9

I use printer and photocopier 
to have copy of my teaching 
notes and other teaching and 
learning related documents

45 50 14 15.5 46 51.1 25 27.7

Key: SA=Strongly Agree, A=Agree, SD=Strongly Disagree, D=Disagree
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Table 2 shows that a considerable number of tutors 22(24.4%) strongly 
agreed and 56(62.2%) agreed with the notion that, “I search teaching 
materials by using search engine such as Google.” Moreover, 45(50%) 
tutors strongly agreed and agreed with the notion that “I use printer and 
photocopier to have copy of my teaching notes and other teaching and 
learning related documents”. Also, results from this study revealed that 
37(41.1%) tutors strongly agreed and 29(32.2%) agreed with the notion 
that, “They create teaching aid like visual graphics, charts and drawing.” 
Further analysis showed that a considerable number of tutors [62(68.8%), 
48(53.3%) and 42(46.6%)] strongly disagreed and disagreed with the 
notion that they used television programmes, educational software and 
create visual display of data/and information to teach, respectively (Table 
2). This implies that at least each respondent pointed one or more than 
one use of ICT in teaching and learning process in TCs. However, the main 
areas of ICT application in teaching and learning process in TCs included 
the following:  used as a search engines to find educational resources that 
support teaching, downloading resources useful for teaching in subject area, 
creating teaching aids like visual graphics, charts and drawings, carrying 
out power point presentations, use of scanner or digital camera to import 
graphics, photos and text for presentation as well as use computer to 
prepare scheme of work and lesson plan. 

However, during interviews, it was found out that some tutors did not have 
sufficient ICT competence. In due regard, the head of ICT department noted 
that,

Majority of tutors have low level of ICT competencies. As a result, only few 
tutors can use ICT facilities such as computer to create teaching aids like 
graphics. As you know sir, using computer to design and create teaching aids 
need some drawing skills. Most of tutors only have elementary computer skills. 
They don’t have advanced skills” (Interviews with a systems administrator, 
April, 2018). 

The quoted assertion denotes that lack of adequate computer skills was 
a major hurdle that hindered TCs’ tutors in using ICT facilities to prepare 
curriculum or teaching/learning materials. On underlying importance of ICT 
skills among teachers, Hare (2007) said that in order to use ICT in preparing 
teaching and learning materials, instructors must first understand and be 
comfortable with the technologies. This is also one of the objectives of 
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Tanzania ICT Policy for Basic Education (Tanzania MoEVT, 2007), which states 
that every tutor should know how to use technology, pedagogy and subject 
area content effectively in daily classroom teaching. Arguably, TCs’ tutors 
should attain and maintain an assured degree of technological competence 
to make instructional strategies highly effective (ibid.). This was supported by 
Albirini (2006) who stated that ICTs’ competence comprises not only of ICT 
knowledge, but also skills and experience essential to put them into use. ICT 
competency allows tutors to turn into the most efficient individuals in dealing 
with daily tasks such as to keep records; to do research in their specific as 
well as main domains; and to prepare presentations (Priscilla et al., 2008).  

3.3 Purposes for tutors’ use of internet 

Generally, results presented in Table 3 show that in general, tutors agreed 
that, to a large extent, they accessed the internet for different purposes as 
Table 3 summarizes the information.

Table  3: Purpose of using internet (Tutors, n=90).

Purposes of using Internet Almost 
always

Sometime Every 
once in a 

while,

Rarely

F % F % F % F %

1 To gather educational and 
academic information  

38 42.2 52 57.2 0 0 0 0

2 For leisure and 
entertainment purposes

5 5.6 13 14.4 12 13.3 50 55.6

3 Communicate with friends/
Social network

16 17.8 41 45.6 14 15.6 19 21.1

4 For reading news 28 31.1 52 57.8 2 2.2 8 8.9
5 Sending and receiving 

students’ assignments 
11 12.1 6 6.7 28 31.1 45 50.0

6 For shopping/E – commerce 1 1.1 3 3.3 16 17.8 70 77.8
7 Sending and receiving mails 5 5.6 30 33.3 23 25.6 32 35.6

Key: SA=Strongly Agree, A=Agree, SD=Strongly Disagree, D=Disagree
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Table 3 shows that all (100%) respondents who took part in the study were 
using Internet services to gather educational and academic information 
from various sources. It is also shown that 57(63.3%) of tutors used internet 
to communicate with friends and 80(88%) tutors informed that they used 
internet for receiving news from various sources. However, few respondents 
indicated that they accessed the internet in some applications such as for 
shopping/electronic commerce/business (e-commerce/business); sending as 
well as receiving electronic mails (e-mails); for doing web-based research; 
and for games, sports, leisure as well as entertainment. These findings imply 
that the extent of internet use by tutors was found to be extensive when 
they used the internet to gather educational and academic information from 
various sources, when they communicated with friends/social networks and 
for reading news. Also, such results lead to suggest that tutors at Moshi 
Rural District colleges recognized significance of using the internet as an 
important resource in teaching and learning. Therefore, using internet 
resource is important because it assists tutors as well as students to solve the 
problem of limited books and other teaching aids in TCs. The study findings 
further showed that a small number of respondents used internet games, 
sports, leisure and entertainment, for conducting web–based research, for 
shopping, e- commerce/business and for sending as well as receiving emails. 

Moreover, from the researchers’ observations, it was revealed that most 
tutors in the sampled teachers’ colleges used their smart phones and laptops 
to access Internet. This was because access to Internet services in the computer 
laboratories at the public teachers’ colleges was limited due to insufficient 
number of computers and slow Internet speed in the available computer 
laboratories. 

4.0 Conclusion and Recommendations 

Despite efforts by government and other stakeholders in continuing to 
make effective use of ICT in education entities like to train tutors in the 
TCs on use of ICT in teaching and learning accompanied with provision of 
ICT facilities, there is still minimal access as well as application of ICT in 
teaching and instruction activities in all visited TCs. Although all visited TCs 
already have ICT facilities and use ICT, TCs’ application of ICT is limited to 
basic applications such as administration and teaching of computer literacy 
as well as Internet skills. In most cases, ICT was not used as a medium of 
instructions to enhance curriculum delivery. Thus, it is recommended that the 
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classroom is now changing its look from the traditional one - from one way 
to two-way communication. Now college tutors as well as student teachers 
participate in classroom discussion. So, tutors should prepare to cope up 
with different technologies for using them in the classroom so as to make 
teaching and learning interesting. There is need for effective implementation 
of certain student centric methodologies such as project-based learning, 
which put the student teachers in the role of active researches whereby 
technology becomes an appropriate tool. Moreover, ICT has enabled better 
and swifter communication and presentation of ideas highly effective in a 
relevant way. It is an effective tool for information acquiring and thus, student 
teachers are encouraged to look for information from multiple sources and 
they are now more informed than before. So, for this reason, ICT is greatly 
necessary for Teacher Education. Hence, tutors should be in a position to 
integrate technology into teaching and learning. In due regard, professional 
development of tutors should be given importance. Otherwise, tutors may 
not be ready to utilize their knowledge to effectively design teaching/
learning processes, project work, and assignments. Also, in order to ensure 
that ICTs are widely applied in teaching and learning process in TCs, the 
study recommends to the government to ensure that ICT policy statements are 
translated into reality. An ICT policy implementation commission should be 
created. Such commission should be funded and given the power to provide 
ICT facilities in colleges and monitor their use. There should be efforts by 
MoEST to post teachers who are skilled in ICTs to each college so as to 
impart ICT skills to tutors and administrative staff members.
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Abstract

This study focused on library automation strategies and its benefits to the Institute 
of Adult Education (IAE) stakeholders. The study specifically sought to achieve two 
objectives: 1) to examine strategies for Automation of the IAE library; and (2) to 
identify benefits of library automation to IAE stakeholders. The study employed 
descriptive research design due to the fact that the goal was to provide some 
baseline data on integrating information and communication technology (ICT) in 
library services at the IAE. In this study, a total of 96 respondents were involved. 
The study used both quantitative and qualitative research methods in data 
collection and analysis. Quantitative data were processed using Microsoft Excel 
and analysed using the Statistical Package for Social Sciences (SPSS), while 
qualitative data were subjected to content analysis.

The study revealed that strategies for Automation at the IAE, which were 
underway include the following: installation of local area network, acquisition 
of library automation software, consultation of Information Technology (IT) 
experts, budget for automation process, acquisition of equipment for library 
automation, computer literacy training and discussions of library automation 
with stakeholders. Moreover, it was found out that the following are benefits 
of library automation: provision of users with timely access to library materials, 
reduction of time spent on material acquisition as well as record-keeping, usage 
of many information search strategies is possible and library users can search 
for library collection from location outside library walls.

Keywords: Library automation strategies, institute of adult education library, 
library automation benefits
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1.0 Introduction

It is urged that the Library is one of the quickest growing living organisms, 
and therefore, the previous way of keeping as well as maintaining it is 
no longer useful and resourceful (Sharma & Roy, 2019; Kpakiko, 2017 ). 
For speedy location, retrieval and dissemination of information as well as 
quality service for users, use and adoption of modern techniques, which uses 
Information and Communication Technology (ICT) has become completely 
crucial. Appropriately, a mechanized and automated library will help its 
users with the quickest and punctual services (Neelakandan et al., 2010). 
Automated libraries are increasingly replacing old ways of managing 
resources due to their efficiency for acquisition, storage, and organization of 
information in digital formats and for simplified ways of locating, searching 
as well as retrieving information through improved communication network 
systems. Rufus and Akeem (2017) noted that with computerized libraries, no 
part of library services, which has not been touched by computers as a result 
efficiency and effectiveness of librarians has been enhanced. This is in line 
with Rowley’s (2006) assertion that computerized libraries play big roles in 
modernizing housekeeping in almost all activities. Currently, many institutions 
are fast moving to automation of their libraries to grab advantages of 
modern age.  Library automation is known as the process of using computers 
to reduce tasks in conventional libraries (Troll, 2002).  Computer usage 
is meant to perform traditional library housekeeping activities, such as 
ordering and acquisition, circulation control, cataloguing, interlibrary loans, 
selection, online public access, reference and serials control (Jan, 2014). 
Library automation started around the 1950s and 1960s in the United 
States of America as well as Europe and afterwards spread to some other 
parts of the world very rapidly (White, 2017). 

In Tanzania, like in many developing countries, library automation is a 
new phenomenon though some notable progress has been made so far. 
According to a survey by Samzugi (2016), the University of Dar es Salaam 
library was the first and the oldest of all universities in the country and 
the first to automate its functions in the early 1990s followed by other 
universities and institutes. Currently, the library automation process has risen 
to considerable numbers of institutions. This rise is attributed to availability 
of open source software, which has been made freely available (Cox, 
Pinfield & Rutter, 2019).  Regardless of negative perspectives and obstacles, 
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library automation is cost-effectively possible and mechanically needed in 
current libraries to cope up with requirements of new facts and knowledge. 
The increase in compilation of information materials, problems in acquiring, 
storing, processing, disseminating and transmitting information make library 
automation a necessity in most higher learning institutions (Bhardwaj & 
Shukla, 2000).  Despite the Institute of Adult Education management to make 
library automation as one of their priorities for more than four financial 
years ago; but so far it has failed to implement it. Thus, it is the reason this 
study intended to investigate library automation strategies and its benefits 
to stakeholders of the Institute of Adult Education in Tanzania.

2.0 Objectives of the Study

The main objective of this study was to explore library automation and its 
benefits to library stakeholders of the IAE in Tanzania.

2.1 Specific Objectives

This study had the following specific objectives:

a. To examine strategies for automation of the IAE library and
b. To identify benefits of library automation to IAE stakeholders.

      

2.2 Research questions

a. What are strategies for automation of the IAE library?
b. What are benefits of library automation to IAE stakeholders?

3.0 Research Methodology 

3.1 Research design

A research design has to do with identifying the approach and determining 
general procedures or strategies of inquiry including data collection, data 
analysis and data presentation (Creswell, 2009). Due to nature of this study, 
descriptive research design was considered to be the most appropriate 
design since its primary goal was to provide some baseline data on 
integrating Information Communication Technology in library services at the 
IAE. To achieve the intended goal, both quantitative and qualitative methods 
were used in data collection and data analysis.  
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3.2 Participants 

The target population of 100 respondents (10% of the total population) was 
drawn conveniently from the entire population of the IAE, approximately 
1000 people. The respondents were selected using non-probability 
sampling procedure from the target population and thus, the study sample 
was selected conveniently. It comprised 16 administrative staff, four library 
staff and 76 library users that included both students and lecturers.

3.3 Data Collection Methods

Data for the study were gathered using questionnaires as the main data 
collection method, while interviews were used to supplement information 
gathered through questionnaires. The questionnaires contained both open-
ended and close-ended questions. They were distributed and collected 
from all respondents. The questionnaire was selected because it is free from 
the interviewer’s bias and the answers were in respondents’ own words. 
Also, the questionnaire facilitated reaching convenient respondents who 
otherwise would not been easily approachable. On the other hand, both 
structured and semi-structured interviews were used to solicit information 
from the IAE Head of Library Unit, Deputy Director Academics, Research 
and Consultancy, Deputy Director Planning, Finance and Administration and 
Heads of department who were conveniently selected as key informants, 
stakeholders and beneficiaries of the IAE library services.

3.4 Data Analysis Plan

Data obtained during this study were analysed and presented both 
qualitatively and quantitatively. Quantitative data analysis involved data 
preparation and descriptive analysis. Data preparation was conducted soon 
after completion of data collection from the study area. In that stage, data 
from the questionnaire were coded and entered in the Statistical Product 
and Service Solution (SPSS) version 21. Later on, cleaned data were 
exported to other software packages (Microsoft Excel) for generation of 
tables. Descriptive stage aimed at unfolding strategies and benefits from 
library automation at the IAE.

On the other hand, qualitative data were subjected to content analysis. 
Data collected through in depth interviews were read meant to draw the 
right interpretation and understanding about implication with regard to the 
problem under investigation. Then in order to get patterns of significant 
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themes, data were properly filtered whereby verbal discussions from various 
respondents were broken into the smallest meaningful units of information. 
The identified themes were grouped according to specific objectives of the 
study. Then they were entered in a matrix such that they were subjected to 
content analysis.

4.0 Results and Discussion 

4.1 Strategies used by IAE library staff on achieving automation 

With regard to strategies deployed by the IAE towards library automation, 
four library staff and all the surveyed respondents accepted that setting 
a budget for automation as well as computer training are strategies used 
by the IAE library staff.  Three library staff maintained that acquisition 
of library automation equipment, discussions on library automation with 
stakeholders and consultations with IT personnel were strategies used by 
the IAE library staff. Furthermore, two respondents noted that acquisition of 
library automation software was the strategy used by the IAE library, while 
only one library staff maintained that installation of local area network 
as the only strategy at IAE instituted towards achieving library automation 
(Table 1).

Table 1: Strategies IAE library staff use towards achieving automation

Strategies F (%)

Installation of local area network
Acquisition of library automation software
Consultation of IT experts
Discussion of library automation with stakeholders
Acquisition of library Automation Equipment
Computer literacy training
Budget for automation process

1
2
3
3
3
4
4

25
50
75
75
75
100
100

Table 1 shows that all library staff accepted that computer literacy training 
was conducted as part of the strategy that aimed at equipping them with 
necessary skills to work in the automated environment. This implies that the 
IAE library is well prepared for use of ICT for smooth running of a new 
Library Management System (LMS). In addition, all respondents indicated 
that allocation of funds in the budget for implementation of the automation 
process is another strategy that IAE library needs to consider when planning 
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for the Automation. This indicates that library management needs to set 
aside a reasonable budget for the automation project to take effect. In due 
regard, the library management has the responsibility of convincing the IAE 
management to release the required funds to be used for the specified task. 
Furthermore, 75 percent of the library staff claimed that the automation 
process at the IAE library required acquisition of valuable equipment such 
as computers and scanners (Table 1). This implies that some initiatives were 
already in place at the IAE. Thus, the remaining few types of equipment 
should be acquired for full project implementation at IAE library to take off 
at the earnest.  

During face-to-face interviews, the Library head reported strategies geared 
towards implementing library automation at IAE that,

“Despite many challenges hindering library automation at IAE, I am 
still fighting by using various ways such as convincing the management 
through proposal writing and presentation to provide a budget for 
library automation for 2018/2019 financial year as well as sending 
other staff for training at different colleges to attain new knowledge.”

Similar results were revealed by Ramzan (2019) who investigated librarians’ 
attitudes on application of Information Technology in academic libraries in 
Pakistan. In the study, respondents indicated various initiatives taken by the 
academic libraries’ authorities in Pakistan such as increasing budgets for 
meeting IT-related costs from 35 percent in 2004 to 40 percent in 2005 in 
addition to resource allocation such as computers, hardware and software 
(ibid.). The Internet located in private sector libraries also increased compared 
to the public sector (ibid.). Moreover, a special programme was established 
for IT training for both library staff and users.   The study by Ramzan (2019) 
further established that majority of respondents showed positive results on 
application of Information Technology in library services provision.

4.2 Benefits of Library Automation to IAE Library Services Stakeholders.

4.2.1 Benefits of automating library services (library users)

Library users were asked to state benefits of automating library services 
at the IAE. Findings revealed that 67 (88%) out of 76 library users agreed 
that one of the benefits of automation in library is to provide users with 
timely access to library materials and 73 (96%) library users agreed to the 
maximum that library automation increases speed, accuracy and efficiency of 
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service, whereas 70 (92%) agreed with benefits associated with automated 
library services (Table 2). In fact, they said that library automation supports 
new means for information retrieval by introducing library users to global 
information. Similarly, 70 (92%) of the library users supported the view that 
library automation services allow library users to use many search strategies 
(Table 2). Furthermore, 69 (90%) of the library users indicated that library 
automation enabled library users to search for library collection from remote 
locations outside library walls and 52 (68%) indicated that an automated 
library provides them with lifelong learning experiences (Table 2). Other 55 
(72%) of the library users reported that automated Library motivates and 
equips them with problem-solving techniques of getting the right information 
(Table 2).

Table 2: Benefits of automating library services (N=76)

Benefits Response

F                         %

It provides users with timely access to library materials 67 88
It reduces time spent on material acquisition and record-
keeping

50 65

It support new means of information retrieval by 
introducing library users to global information

70 92

It allows library users to use many search strategies 70 92
It allows library users to search library collection from 
location outside the library walls

69 90

It provides library users with lifelong learning 
experiences 

52 68

It motives users, equip them with problems solving of 
getting information

55 72

Library automation increase speed, accuracy and 
efficiency of service

73 96

4.2.2 Benefits of automating library services (administrative staff)

Administrative staff were asked to state the benefits of automating library 
services at the IAE. Findings revealed that 13 (81%) out of 16 administrative 
staff agreed that automated library services provide users with timely access 
to library materials, which encompasses an essential benefit of automating 
library services (Table 3). Furthermore, 14 (87%) agreed to the maximum 
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that library automation increases speed, accuracy and efficiency of service, 
whereas 13 (81%) agreed with the benefits associated with the automation 
of library services (Table 3). Moreover, administrative staff indicated 
that library automation supports new means for information retrieval by 
introducing library users to global information (Table 3). 

Similarly, 12 (75%) administrative staff supported the view that library 
automation services allow users to use many search strategies (Table 3). 
Furthermore, 12 (75%) of the respondents indicated that library automation 
enabled library users to search for library collection from remote locations 
outside library walls (Table 3). In comparison, 11 (68%) indicated that 
automation of library services provides library users with life-long learning 
experiences (Table 3). Only 10 (62%) administrative staff indicated that 
automation of library services motivates and equips them with problem-
solving for getting information, while only 9 (56%) maintained that library 
automation reduces time spent on material acquisition and record-keeping 
as indicated in Table 3.

Table 3: Benefits of automating library services (N=16)

Benefits
Response

F %

It provides users with timely access to library materials 13 81
It reduces time spent on material acquisition and record-
keeping

9 56

It supports new means of information retrieval by 
introducing library users to global information

13 81

It allows library users to use many search strategies 12 75
It allows library users to search library collection from 
location outside the library walls

12 75

It provide library users with lifelong learning experiences 11 68
It motives users, equip them with problems solving of 
getting information

10 62

Library automation increase speed, accurate and 
efficiency of service

14 87
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4.2.3 Benefits of Automating Library Services (Library Staff)

Also, researchers wanted to know if library staff knew benefits of automating 
the library services. Findings revealed that 4 (100%) of the library staff 
agreed that one of the benefits of automating library services is to provide 
library users with timely access to library materials (Table 4). Moreover, all 
(100%) agreed to the maximum that library automation supports new means 
for information retrieval by introducing library users to global information. 
Similarly, 4 (100%) of the respondents held that library automation increases 
speed, accuracy and efficiency of service, whereas 3(75%) agreed that 
library automation allows library users to use many search strategies (Table 
4). Furthermore, 3(75%) library staff maintained that library automation 
enables library users to search for library collections from a location outside 
library walls (Table 4). Moreover, 3 (75%) respondents agreed that library 
automation motivates users as well as equips them with problem-solving 
for getting information and provides library users with lifelong learning 
experiences, while 2 (50%) noted that library automation reduces time 
spent on material acquisition and record-keeping (Table 4).

Table 4: Benefits of Automating Library Services (N=4)

Benefits Response

F %

It provides users with timely access to library materials 4 100
It reduces time spent on material acquisition and 
record keeping

2 50

It support new means of information retrieval by 
introducing library users to global information

4 100

It allows library users to use many search strategies 3 75
It allows library users to search library collection from 
location outside the library walls

3 75

It provide library users with lifelong learning 
experiences 

3 75

It motives users, equip them with problems solving of 
getting information

3 75

Library automation increase speed, accurate and 
efficiency of service

4 100
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During interviews, one of the administrative staff described benefits of 
library automation that, “I realise that automation of the IAE library services 
will help to provide better services to library users than ever before. Despite 
many challenges that stand in our way, we will try our level best to automate 
our library services as soon as possible.”

Packyaraj, Chandran and Lewish’s (2016) study on library automation 
technology in academic libraries had similar results with this study on library 
automation benefits. They mentioned to be the following: easy access of 
information, saves time, avoids duplication of work, prompts communication of 
information, creates awareness services, improves work efficiency, facilitates 
generation of several reports for decision-making, provision of advanced 
services as well as quality of products and provides services that cannot 
be done manually (ibid.). Moreover, Mutula (2012) underscored various 
library automation benefits, which included increased access to a variety 
of electronic resources, enhanced image of library staff and facilitates 
prologue of new library services. Others benefits were mentioned to be 
emancipation of library physical room, helps access to library electronic 
resources (e-resources) in a wide geographical area, increased functions 
including accountability of library personnel, and facilitates access to local 
content via digital library (ibid.).

5.0 Conclusion

In this paper, the researchers highlighted library automation strategies at 
the IAE that included installation of local area network (LAN), acquisition 
of library automation software, consultation of IT experts, budget for 
automation process, acquisition of library automation equipment, computer 
literacy training and discussions of library automation with stakeholders.  It 
is concluded that benefits of automating library services as identified by 
library staff, administrative staff and library users included the following: 
provision of users with timely access to library materials, reduction of time 
spent on material acquisition plus record keeping, support of new means for 
information retrieval by introducing library users to global information, usage 
of many information search strategies is possible, library users can search 
for library collection from location outside the library walls and provides 
library users with lifelong learning experiences. Others encompassed the 
following: motivates users as well as equips them with problem-solving of 
retrieving the right information; and lastly, library automation increases 
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speed, accuracy together with efficiency of service. Researchers suggested 
that another study needs to be conducted at the IAE to establish perception 
of academic staff on suitability of library automation systems and electronic 
resources in supporting teaching, research as well as consultancy services at 
the IAE.
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Abstract

This paper challenges the policy and practice in Tanzania to embrace the 
expanded view of teachers’ professional development. It takes stock of the 
trajectory of teachers’ professional development with focus on policy and 
practice in Tanzania. Through this lens, the paper unveils that government policies 
and practices do not support institutionalisation and sustenance of teachers’ 
professional development. Existing professional development in Tanzania is mostly 
characterised with traditional professional activities such as attending one- shot 
workshops, conference and seminars, which fall short in helping teachers acquire 
new skills because teachers themselves were treated as passive learners. This 
paper offers suggestions for reform in teacher education institutions, policy and 
practice including the manner to improve teachers’ professional development 
that meets the demand for 21st century. The most significant of these suggestions 
is to have professional learning that could produce teachers with potential ability 
to meet the growing demands for the work of teaching in a post-modern era.

Keywords: Teachers’ professional development, teachers’ professionalism, 
policy, practice, 

1.0 Introduction 

A considerable body of knowledge shows that teacher professional 
development can enhance the quality of the teacher’s classroom practices 
and subsequently, improve students’ learning achievements and outcomes 
(Bolam, 2007). Today, knowledge may not be entirely useful tomorrow such 
it the reason why ongoing professional development has generally been 
recognized as having an important role in ensuring that teachers are part of 
a skilled and up-to-date profession. For most in-service teachers, professional 
learning is the most accessible means that they have to develop new 
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knowledge, skills, and practices necessary to meet students’ learning needs 
better (Mhando, 2009). Worthwhile, arguably, teachers need to practice 
and use new methodology and approaches of teaching in consonance with 
the ever-changing contexts (Mhando, 2012).

Writing on the importance of continuous professional, Arthur, Davison and 
Lewis (2005) and Day (2002) assert that the ability of any teacher to do well 
in teaching depends not only on pre-service training, but also on availability 
of extensive and effective professional support, such as in-service training 
and on-going professional learning in the school settings. Such professional 
development opportunities are considered to be the best ways to improve 
teachers’ effectiveness in the classroom. Expounded it further, Fullan (2001) 
remarks that quality improvement initiatives and curriculum reforms require 
that teachers should continuously learn new techniques of imparting cognitive 
and non-cognitive skills so that teachers can to translate themselves and change 
their own classrooms as well as out of classroom practices. In supporting this 
claim, OECD (2011) in its review of teacher education covering more than 
50 countries, found that high performing education systems in provision of 
quality education such as Finland, South Korea and Canada have placed a 
high premium not only to in-service teacher education but also to systematic 
school-based professional learning programmes. 

In Tanzania, like its East African counterparts, professional development 
programs for enhancing teachers’ skills and knowledge are inadequate 
and once posted in schools, teachers rarely go back to formal learning or 
access in-service professional development opportunities (Komba & Nkumbi, 
2008). Exemplifying it further, Ishumi (2013) found complete absence of the 
idea of professional development in as many as 52 percent of the schools in 
the public sector and 58 percent of the schools in the non-government sector. 
Overall, only 6.4 percent of the total teaching force in the public sector 
had an in-service professional development in the last five years (ibid.). 
It is plausible to link such phenomenon and millions of children who are 
attending schools but the level, quality and rate of learning in basic skills of 
literacy and numeracy are low (Mkumbo et al., 2016). The growing number 
of primary school pupils with low basic skills of literacy and numeracy is 
a clear indicator of challenges ahead of Tanzania as a nation trying to 
achieve Development Vision 2025, which envisages that by 2025 Tanzania:
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“… will be a nation with a high quality of education at all levels; a nation 
which produces the quantity and quality of educated people sufficiently 
equipped with the requisite knowledge to solve society’s problems, meet 
the challenges of development and attain competitiveness at regional 
and global levels” (United Republic of Tanzania, 1999: 5).

The Tanzanian Development Vision 2025 suggests that education will be a 
strategic agent for achieving its vision by positing that, “education should 
be treated as a strategic agent for mind-set transformation and for the 
creation of a well-educated nation” (United Republic of Tanzania, 1999: 
19). In addition, the recently revised Tanzania Education Sector Development 
Programme (ESDP) sees education as conduit for achieving the vision 2025 
of well-educated citizens and the tool for ousting abject poverty in Tanzania 
by 2025. The ESDP:

“…envisages the creation of a well-educated nation with a high quality of 
life for all…total transformation of the education sector into an efficient 
…outcome/output-based system…for achieving the educational goals 
expressed in Tanzania’s Development Vision 2025 … within the overall 
aim of poverty reduction through educational provision improvement” 
(Ministry of Education and Vocational Training, 2008b: vii).

2.0 Literature Review 

2.1 Professional Development 

There are many terms that are used interchangeably to mean teachers’ 
professional development, which include ‘staff development,’ ‘in-service 
education,’ ‘staff training, and ‘professional learning’ (Ferrier-Kerr, Keown, 
& Hume, 2008; Loucks-Horsley et al., 2010). While there are also various 
definitions of teachers’ professional development, Darling-Hammond and 
McLaughlin (1996: 203) literally conceived it as, “deepening teachers’ 
understanding about the teaching/learning process and the students they 
teach,” which they argue “must begin with pre-service education and continue 
throughout a teacher’s career.” In the same line of thinking, Bolam (2007) 
takes it as an on-going process of education, training, learning and support 
activities aimed at primarily promoting teachers’ professional knowledge, 
skills and values. In more recent years, Fentiman and colleagues (2013) look 
at in-service professional leaning within the context in which teachers are 
working as an essential part of lifelong learning that is likely to provide a 
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base for teacher motivation and improved classroom performance. Rogan 
and Grayson (2003) consider that professional learning is conducted for a 
purpose. “It may, for example, be linked to the introduction of a new curriculum 
or policy…Or it may be designed to promote change or improvement within 
the current curriculum framework…” (Rogan and Grayson, 2003: 155). It 
is effective in raising the level of teachers’ attainment, improving teachers’ 
ability to perform their duties and implementation of educational reforms 
(Avalos, 2011).

In this paper, by professional learning, the researchers mean all sets of 
continuous learning activities that teachers involve in to develop their 
expertise and experience across all areas of their professional practice. 
As they progress through their careers, teachers need to be supported to 
identify, plan and develop their own professional learning needs and to 
ensure a continuing development of professional practice.  Specifically, 
advice seeking associated with knowledge transfer is essential for teachers’ 
learning and pedagogical skills development (Loughran, 2010). There is 
some evidence linking higher improved learning outcomes with teacher 
participation in a sustained formal professional development grounded in 
context-specific pedagogy (Darling-Hammond, 2000) and well aligned with 
policy changes (Mfuru, 2010). Importantly, the extant literature on teacher 
collaboration suggests that learning is fostered when teachers engage in 
conversations about new materials (Giroux, 2013; Lieberman & Miller, 
2014).

2.2 Teacher Professional Development in Contemporary Perspectives

Literature on teacher education is wealthy with perspectives on what it means 
and takes to promoting teacher professional growth in 21st century. For 
example, Desimone and Stuckey (2014); Day, (2002); Bolam 2007; Loucks-
Horsley (2010); Lieberman and Miller (2014); and Desimone and Stuckey 
(2014) invariably, point out that continuous development of knowledge 
by members of professions connecting profession-wide knowledge to 
their unique contexts as one of the essential elements of profession. The 
perspectives consider professional learning of teachers as a practice that 
should invite teachers to actively engage in the process of transforming their 
teaching practices for them to be able to provide students with rich learning 
experiences (Lieberman & Miller, 2014). They draw attention to necessity of 
providing spaces for teachers to become active constructors of professional 
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knowledge and not mere passive recipients of the same. With such an 
attention, teachers are required to actively wrestle with ideas over time 
while working to untangle pedagogical challenges facing their classrooms 
with the goal of enhancing students’ learning (Fisher & Frey, 2014).

For Desimone and Stuckey (2014), teacher professional development in 21st 
century, should help teachers to recognize that there are so many professions 
in the modern world and thus, they can be prepared to play multiple roles 
as well as take their rightful positions in the teaching-learning environment 
to face these challenges confidently. One, which deserves mention is the 
ability of the 21st century teacher to control students’ disruptive behaviour in 
the classroom, which makes it impossible for the teacher to work efficiently 
as well as effectively and even in some instances and it puts the security of 
both students and teachers at risk. Problems of such nature have multiplied 
in magnitude in today’s classroom and for this reason, teacher professional 
development programmes need to equip teachers with knowledge and skills 
in classroom management to be able to address such problems effectively 
as well as efficiently (Loughran, 2010).

From Swai and Glanfield’s (2018) point of view, professional development 
should be one which offers teachers with opportunities to see themselves as 
part of the process and being concerned with promoting their professional 
growth. Integral to these opportunities is not only to make teacher learning 
an ongoing practice in schools, but also an avenue for teachers to engage 
in a collegial process of deepening professional knowledge (Desimone 
& Stuckey, 2014). Given the message they communicate about teacher 
education, it is reasonable to note that the perspectives expand the view 
of teacher professional development as they draw teachers at the heart of 
the entire process of promoting their professional growth. This is quite the 
opposite of the narrow view of the same, which has been observed to orient 
teachers to depend on others for their professional growth (Lieberman & 
Miller, 2014).

Reasonably speaking, the perspectives challenge educational systems in 
Sub-Saharan Africa and Tanzania, in particular, to embrace the expanded 
view of teacher professional development. Despite the agreed potential 
of existing teachers’ professional development in helping teachers acquire 
new teaching skills and grow professionally, some professional development 
activities are negatively perceived and criticised by educational researchers 
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(Johnson & Maclean, 2010; Ferrier-Kerr et al., 2008). Because of the nature 
of traditional professional development activities, such as attending ‘one-
shot’ workshops, conferences, and seminars, it is claimed that they fall short 
in helping teachers acquire new skills (DuFour, & DuFour, 2008; Desimone & 
Stuckey, 2014). 

The grounds on which scholars advance their criticisms over traditional 
professional learning programs seem to stem from the need to shift from 
teacher professional learning programs that produce superficial changes to 
instructional practice to programs that produce and support viable changes 
that last over a long period. Pedagogically speaking, the intent is to have 
teacher professional learning that has the potential to provide teachers with 
opportunities to work together to push the growth of all and tackle dilemmas 
related to their practice or wider school concerns (Fisher & Frey, 2014). In 
that way, teacher professional learning needs to empower teachers to exert 
leadership given the demand placed for them to assume more leadership 
roles and carry out a wider variety of instructional leadership functions than 
ever before (Lieberman & Miller, 2014).

As a result of ineffectiveness of some professional development programmes 
in achieving the purpose of involving teachers in active learning, teachers’ 
professional development recently took a new approach called ‘professional 
learning’ (Lieberman, 2000; Ferrier-Kerr et al., 2008; Darling-Hammond 
et al., 2009; Li 2015). This new outlook provides highly active learning 
opportunities for teachers (Loughran, 2010). Professional learning is 
considered an internal process through which individuals acquire professional 
knowledge and skills as well as change their attitude to improve students’ 
learning (Timperley, Wilson, Barrar & Fung, 2008). It is conceptualized “as 
a product of both externally-provided and job embedded activities that 
increase teachers’ knowledge and change their instructional practice in 
ways that support student’s learning” (Darling-Hammond et al., 2009: 1). 
Timperley and colleagues (2008: 3) argue that the two terms ‘professional 
learning’ and ‘professional development’ are intimately intertwined, and 
that “without professional learning, professional development is unlikely 
to have any impact. Thus, any well-constructed professional development 
experience should be designed to promote [teacher] learning.” Therefore, 
implementation of professional development training needs to change from 
the traditional approach of imparting new skills to teachers to improving 
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teachers’ abilities and learning of new skills for the purpose of enriching their 
pedagogical skills. Such extension of professional learning can be achieved 
through adopting characteristics of effective professional development.  

3.0 Methodology 

Unlike primary research, which involves collection of raw data through 
experiments and research subjects, this paper employed secondary data 
(desk research) method. The search for accurate data pertinent to the topic, 
both published and unpublished data, were systematically conducted. The 
existing internet-based information on teacher professional development 
was collected. In addition, teacher professional development circulars, 
policies, analytical reports, newspaper, magazine as well as journal 
contents, conference proceedings, communication, workshop agreement 
and endorsement were analysed to get appropriate data. The collected 
data showed typically what was on-going in Tanzania in regard to 
teacher professional development practices on the time of writing this 
paper. Research reports with solid arguments were properly analysed 
and discussed to facilitate understanding of the topic in detail. The paper 
used both realist review and metanarrative reviews to synthesise the 
information (SOPHIE, 2013). Realist reviews encompass a set of relatively 
new approach to synthesizing research that seeks an explanatory focus. At 
its core, realist reviews unpack the mechanism(s) of how and why complex 
interventions thrive or fail in particular settings (Wong et al., 2013; Barnett-
Page &Thomas, 2009). On the other hand, metanarrative review is one 
of an emerging menu of new approach to qualitative and mixed-method 
systematic review whereby review seeks to illuminate a heterogeneous topic 
area by highlighting the contrasting and complementary ways in which 
researchers have studied the same or a similar topic (Wong et al.,2013; 
Barnett-Page &Thomas, 2009).

4.0 Research Findings and Discussion 

4.1 Teacher Professional Development Policy and Practice Interplays 

In Tanzania, policies and reforms have been planned, designed and 
endorsed to safeguard teacher professional development in education. 
This paper draws on experience of three education policies and reforms, 
namely, Education and Training Policy (ETP) of 1995, Teacher Education 
Development and Management Strategy (TEDMS), the in-service education 
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and training Strategy, Big Results Now of 2013 and recent ETP of 2014. 
All influenced on teacher professional development in Tanzania. Each policy 
used a slight different approach towards teachers’ professional learning. 

Education and Training Policy (ETP) of 1995: Adoption of the Education 
and Training Policy (URT, 1995) followed by making Grade IIIA a minimum 
qualification for primary school teachers in Tanzania. Subsequently, the 
Ministry of Education and Culture (MoEC) designed a programme of 
upgrading Grade IIIC teachers to obtain a Grade ‘A’ teacher certificate 
professional qualification through what was termed as the District Based 
Support for Primary Education (DBSPE). On the practice, DBSPE was 
self-sponsored and conducted as a part-time evening programme in the 
Teachers’ Resource Centres. It became a challenge among the targeted 
teachers’ group and hence, there was discontent among them. Although 
the deadline for re-categorization to Grade IIIA was in 2004, however, to 
date, the primary education system still maintains an insignificant number 
of unqualified teachers who were not upgradable and would be retiring 
by 2020 or so. With such practices, it is reasonable to say that the DBSPE 
provided teachers with spaces to upgrade their teaching qualification from 
Grade IIIC to Grade IIIA instead of sharing experiences, knowledge, and 
skills to address pedagogical challenges facing them. Giroux (1988) would 
criticize such a situation by saying that it has the potential for framing 
teacher learning to become a tool for promoting teachers from one level to 
another. The contemporary perspectives of teachers’ professional learning 
advocates structuring teacher learning to become an ongoing process of 
enriching teachers’ professional knowledge and skills so as to improve 
pedagogy.

Teacher Education Development and Management Strategy (TEDMS): 
The Ministry of Education and Vocational Training (MoEVT) developed and 
enunciated the Teacher Education Development and Management Strategy 
[(TEDMS) URT, 2007a; 2007b] in which it plainly observed that there had been 
sporadic in-service training (INSET) for teachers and that, ‘…systematically, 
the focus of INSET had reached only a small section of teachers leaving 
many teachers staying up to 10 years without any further training…’ (URT, 
2007a: 26). It recommended INSET to be for all teachers at all levels and be 
regularized. This made a pre-condition for promotion to the next rank. The 
TEDMS was followed by the In-service Education and Training Strategy (IETS) 
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in 2010 (URT, 2010). It had as a strategy, a systematic and coordinated 
INSET provision for all teachers through a school-based INSET drawing on 
the Open and Distance Learning (ODL) approach. From theoretical point of 
view, TEDMS and IETS seem to be fruitful, though neither there was a national 
framework for school based INSET nor specific regulations for Continuous 
Professional Development (CPD) from relevant regulatory authorities. In this 
case, the MoEVT and the Prime Minister’s Office, Regional Administration 
and Local Government (PMO-RALG) need to systemically enforce the 
TEDMS and IETS objectives including recommendations. Subsequently, there 
is no documented evidence on the extent of their implementation in Tanzania 
because they have remained in shelves.

Big Results Now (BRN): Big Results Now (BRN) was adopted in April, 2013 
with the aim of producing tangible results by improving students’ learning 
outcomes and to lay the foundation for an outcome-based performance 
culture in the education sector (World Bank, 2014). It was supported by the 
World Bank International Development Agency (IDA) credit and parallel 
financing from the Department for International Development [(DFID) UK], 
the Swedish International Development Agency (SIDA), Sweden and the 
Government of the United Republic of Tanzania (URT) at an estimated total 
amount of 416,104,724 Million United States of America dollars [(USD) 
Dachi, 2009]. The funding was committed to activities or key result areas as 
shown in Table 1.

Table 1: BRNEd Activities aligned to the allocation in percentage of the 
total estimated budget

Activities Budget allocated 
%

Capitation Grant 63.86
Teacher Motivation (non-financial performance 
incentives for teachers and clear backlog of claims)

16.21

Student-Teacher Enrichment Programme (STEP) 15.36
Reading, Writing and Arithmetic (3R) teacher training 2.21
School Incentive Scheme 1.04
Official School Ranking 0.54
National 3R assessment 0.44
School Improvement Toolkit 0.29
Source: World Bank (2014).
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Following the Reading, Writing and Arithmetic (3R) assessment, two main 
activities related to teachers’ INSET were to be implemented - training 
12,300 standards one and two teachers in 3R teaching skills and training 
17,000 primary as well as 8,000 secondary school teachers through the STEP 
to support low performing pupils and students, respectively.  In addition, the 
following were interventions implemented correspondingly with the BRNEd:

a. School-Based In-service Training (SBIT) funded by UNICEF targeting 
1,000 teachers in three regions (Mainland Tanzania);

b. Literacy and Numeracy Support Programme (LANES) funded by Global 
Partnership in Education (GPE) targeting 18,656 standards 1 and 2 
teachers in 14 regions (Mainland Tanzania); and 

c. The Quality Education Improvement Programme in Tanzania (EQUIP-T) 
funded by DFID targeting 15,670 standards 1 to 3 teachers in seven 
regions (Mainland Tanzania Mainland).

Previous interventions included the Tanzania (TZ) 21 for Basic Education 
funded by United States Agency for International Development (USAID) 
targeting teachers in one region (Dachi, 2009). The convergence in the 
presented interventions with the exception of that of UNICEF that targeted 
higher grades, the rest aimed at strengthening of early grade reading and 
teaching using a leaner-centered and participative pedagogy aligned 
to the new early grade curriculum and 3Rs syllabus developed by the 
Tanzania Institute of Education (TIE). The divergence was in their delivery 
modes oscillating between a one off INSET for teachers coordinated from 
the centre (LANES of GPE) and a continuous cycle of school based INSET 
linked to classroom practice cascaded from district to school level [(SBIT of 
UNICEF and EQUIP-T of DFID) Dachi, 2009].

Although, the BRNEd closed ranks officially in 2017, its value addition to 
learning achievements and outcomes through teacher INSET is indistinct or 
incorporated in the parallel interventions. It is possible to argue in retrospect 
that BRNEd INSET initiatives represented a paradigm shift from the sector 
wide approach to education development to project with programmes 
approach, too fragmented to have long-term effects on the holistic quality 
improvement of primary and secondary school teachers. To support this 
argument, Klingebiel and Janus (2014) as well as Janus and Kaijzaer (2015) 
argued that assumed benefits of results based aid are short-term and 
largely unsustainable ‘quick wins.’ More so, Table 1 suggests that finances 
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were expended thinly over a larger number of activities than concentrating 
largely on sustaining the INSET for teachers. Its allocation was just 2.21 
percent of the BRNed budget. 

ETP of 2014: The new ETP (URT, 2014) explicitly articulates institutionalization 
of Teacher Resource Centres (TRCs) and professional development centres 
as school clusters by way of a viable option for effective Continuous 
Professional Development (CPD) and INSET in Tanzania. However, available 
evidence tends to indicate explicitly that TRCs are dysfunctional because 
of lack of funding and the position of school clusters in the CPD equation 
is diminutive if at all (Dachi, 2010). Also, the institutional arrangement of 
TRCs in connection with the Tanzanian education system administrative and 
governance structures is unclear. Whilst the TRCs expected functions of 
offering professional support to teachers are not allocated budget resources 
by the central government or the Local Government Authorities, the TRC 
Coordinators are teachers who are on the government payroll. In the same 
outlook, the Oxford Policy Management (2017) draws from the EQUIP (T) 
experience to show how difficult it is to implement an INSET for teachers if 
the initiative has not been built with financial incentive or linked to promotion.

Principally, numerous researchers and scholars, including Kitta (2004) as well 
as Komba and Nkumbi (2008) questioned on efficiency and effectiveness of 
existing mode of teachers’ professional development in Tanzania. To them, 
schools are hardly seen as appropriate places for teachers to promote 
and monitor their professional growth because most of in-service teachers 
consider teachers’ training colleges or universities right places for their 
professional advancement (ibid.). Subsequently, teachers have to go out of 
their schools to seek opportunities so as to promote their professional growth. 
Apparently, teachers are tempted to consider their professional growth as 
something external and far from their schools. Professionally speaking, such 
a situation seems to raise concerns about the position of teachers and schools 
in owning teacher professional learning in Tanzania. Because seminars and 
workshops are distanced from classrooms and outside schools, possibilities 
exist for teachers not to see themselves capable of addressing pedagogical 
challenges that they might be facing within their classrooms.

This paper revealed that policies and practices of teacher professional 
development produce hierarchical relations between teachers and 
education officers. Since in teachers’ colleges and universities, content 
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for professional development of teachers is determined by either TIE or 
universities’ intellectuals and delivered by teacher college tutors as well as 
university lecturers, the relations between teachers and education officials 
are seemingly authoritative. They seem to inherently obey what Giroux 
(2013: 10) called producer-consumer paradigm. That is the case as the 
power regarding teacher learning is distributed by TIE to teacher college 
tutors and university lecturers who are charged with the responsibility of 
preparing teachers with professional knowledge and skills. Under such 
circumstances, teachers are molded to naturally become consumers of 
knowledge and skills produced by tutors and lecturers. Given that lecturers 
and tutors are ranked higher than teachers in the Tanzanian education 
system, their relations with teachers become none but authoritative. With 
such power relations in professional development contexts, chances exist for 
teachers to experience hesitation in sharing their classroom experiences and 
insights since they are led by people who are formally considered powerful 
and more knowledgeable than them. 

Under such contexts, teachers are likely to largely assume the role of 
receiving what officials consider important for improving student learning 
in classrooms. Subsequently, since teacher learning occurs elsewhere, schools 
become places for implementing what teachers are learning in professional 
development and not places where teachers could collaboratively work 
together to untangle pedagogical complexities they experience in their 
classrooms. 

5.0 Conclusion and Implications

It is important to restore the lost glory of teaching profession in Tanzania. 
The situation is unlike in the past where teachers in Tanzania had a special 
place in society (Ishumi, 1988) and it perceived them as champions of 
development (Nyerere, 1968). Today, the nobility linked to teachers no 
longer holds. Subsequently, people have perfected the art of looking down 
on teaching (Ishumi, 2013). Interestingly, the government has customarily 
relegated teaching to a lower tier of professions by allowing those with 
dismal grades and weak points to join the teachers’ colleges, while, on 
the other hand, it has failed to institute tractable regulatory and policy 
frameworks for improving teachers’ competencies through professional 
development. Subsequently, most of the teachers’ professional learning 
programmes have continued to be organized in an ad-hoc manner with weak 
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institutional arrangements for re-tooling teachers on a regular or systematic 
basis. As situational analysis shows that the Tanzanian education system has 
had not instituted a formalized and programmed professional development 
for teachers at all levels.  It is, however, possible to identify several initiatives 
though they were not implemented under any institutional arrangements and 
a coherent policy of teachers’ professional development. A strong case has 
to be made to the government to indicate that policies and practices do 
not support the institutionalisation and sustenance of teachers’ professional 
development.

There is also a need to re-think and re-shape teacher professional 
development to become one that has the potential not only just to empower 
teachers but also to restore the teaching profession status. In blending 
teacher knowledge and expert knowledge to make professional learning, 
a rewarding experience for teachers is also important. Unlike existing 
traditional professional learning of teachers, which rely heavily on expert 
knowledge at the expense of teacher knowledge, the ideal professional 
learning landscape needs to utilise both kinds of knowledge with the 
purpose of helping teachers develop pedagogical knowledge and skills 
they essentially need to enrich students’ learning. 

The government needs further to ensure that TRCs and professional 
development centres have credible sources of the funding and technical 
support. This is possible by financing their functions through the Human 
Capital Investment component of the Government development budget 
allocation to the Local Government Authorities. Nevertheless, the efficacy of 
these programmes hinges crucially on formulation and implementation of a 
coherent framework for a systemic institutionalisation of the CPD provision, 
monitoring and evaluation in a cascaded manner from the ministerial level 
down to the regions, districts and schools. 
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Abstract
This paper presents findings from the study on magnitude of teachers’ turnover 
and its impact on public secondary schools conducted in 2012 in Korogwe 
District, Tanga region. The study covered 12 schools out of 24 schools located 
in Korogwe rural. Findings revealed that the turnover rate was seventy-five 
percent. This indicates that something should be done to rescue the Tanzanian 
education system, particularly schools located in rural areas. The study highlights 
that teachers’ turnover has several consequences such as poor students’ academic 
performance, poor schools’ administration and cost to government in recruiting 
as well as allocating new teachers to the respective schools. In a long run, if the 
consequences remain un-checked, they may lead to lack of education and skills 
drainage to most youths. Also, such situation may cause unemployment to youths 
thereby increase in criminal offences like banditry, theft, prostitution as well as 
drug abuse cases. The study recommends for further research at a large area 
pertaining to teachers’ turnover in public secondary schools particularly, rural 
secondary schools to recheck the situation.

Keywords: Korogwe rural; public school; teachers’ turnover, magnitude.

1.0 Introduction 

The concept of employees’ turnover refers to the rate and extent to which 
employees leave an organization whether voluntarily or involuntarily 
(MacDonald, 1999). Armstrong (2003) points out the two main types of 
turnover namely; voluntary and involuntary turnover. Voluntary turnover is 
when an employee leaves a job for another job elsewhere, took an internal 
transfer, resigning or retiring. It is voluntary in the sense that an employee 
may decide to leave an organization as a matter of choice, thus reflecting 
some form of decision process on part of the employee. This type of turnover 
is typically more expensive to organization because it often involves the 
loss of high - performing employee.  Involuntary turnover includes layoffs 
or reductions in force and terminating poorly performing employees. 
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Involuntary turnover would be considered undesirable because it can 
reflect on the organizational management and financial operations. In other 
words involuntary turnover is when the company asks an employee to leave 
due to poor performance, behavioural issues, changing of organizational 
needs, budget cuts as well as structural reorganization / reductions in force. 
(MacDonald, 2012). While excessive high turnover may be dysfunctional, 
a certain level of turnover is expected to be beneficial to an organization 
(Armstrong, 2003). The issue of employees’ turnover has been globally 
recognized as a great worry for the organizational system. Such turnover 
is always a symptom and indication of a problem within an organization 
(Armstrong, 2006). 

Employees’ turnover is a global phenomenon in the present era such that 
almost all organizations face this problem. Due to intense competition, 
organizations have felt the importance of human resource in recent years 
(Ulhaq, 2011). The CIPD (2008) carried out a survey on recruitment, 
retention and turnover, and found out that the average rate of turnover 
(the number leaving as a percentage of the number employed in UK) was 
17.3 percent.  The magnitude of teachers’ turnover in the education sector 
has been observed to be increasing day after day, making it the most 
affected among other public sectors. Teachers’ turnover has been changing 
year after year through attrition as a component of teacher turnover (CIPD, 
2008). Another recent study by EFA (2010) reveals that attrition is generally 
higher among teachers with higher academic qualifications. There are some 
indications of higher attrition of teachers specialized in mathematics and 
science (EFA, 2012). Attrition is also higher among those in the least desired 
schools typically, in rural areas (EFA, 2010). Minda (2016) reveals that 
trends around the world show that nearly all countries have experienced 
teachers’ turnover from their education systems. The current situation shows 
that the turnover rate has continued increasing in developing countries. For 
example, the turnover rate in Ivory Coast reached 42 percent in 2016, 
making two- fifth of teachers in the Congo Minda (2016).

In Africa, despite impressive achievements, especially in education and 
political transformations, many challenges and gaps exist (Pitsoe, 2013). 
In most African countries, the phenomenon of teacher turnover is associated 
mainly with the Human Immunodeficiency Virus/Acquired Immunodeficiency 
Disease (HIV/AIDS) epidemic, especially in Sub-Saharan countries like 
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Zambia, Kenya, Nigeria, the Central African Republic and South Africa 
(Coombe, 2002). A number of literature sources state that a massive exit 
of teachers from the profession is due to, amongst other reasons, lack of 
adequate salaries, allowances, housing and promotion (Kamara, 2002). The 
study by Mukumbira (2001) reports that Zimbabwe lost about 2,000 newly-
qualified teachers who may have left for greener pastures in 2000.

1.1 Teacher Turnover and Education System in Tanzanian Public Secondary 
Schools

Public secondary schools are among public institutions which serve as centres 
for delivering education services. The main objective of secondary education 
is to provide opportunities for the acquisition of knowledge, skills, attitude 
and understanding. The government itself has recognized the central role of 
the education sector in achieving the overall goal of improving the standard 
of life of Tanzanians (Palmers et al., 2007), noting that it through education 
that the nation obtains skilled manpower to serve in various sectors of the 
economy. The manpower obtained can be able to create a strong and 
competitive economy. Also the manpower obtained, can effectively cope 
with the challenges of development and confidently adapt to the changing 
market and technological conditions in the region and global economy. 
Thus, it can be said that human capital has long been recognized by the 
government as the central source in improving the lives of Tanzanians (URT, 
2001). It is from such realization that the government has made efforts to 
expand secondary education by establishing ward secondary schools to 
ensure access to education services at grassroots level (Mmari, 2005). 

Despite the efforts made in expanding secondary education system, yet, 
teachers’ turnover is a serious problem facing public secondary schools 
in Tanzania, affecting not only the employer (the government) and other 
employees (teachers) but also students and the entire community. Secondary 
school teachers’ turnover as a part of labour turnover, involves the shifting 
or movement of teachers in and out the schools (Saleem, 1997). There are 
five main types of teacher turnover namely; departure of teachers at school 
level, movement of teachers between public and private schools, teachers 
upgrading, occupational attraction (teachers leaving the profession to take 
up other jobs), and teachers turnover at international migration (Achempong, 
2003). According to HakiElimu (2011), there is a teacher crisis in Tanzania 
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where teacher attrition estimated at 3 percent (Chediel, 2010). Attrition rates 
are thought to be higher in rural areas than in urban areas. The Government 
of Tanzania continues to lose teachers, especially science teachers (Chediel, 
2010). According to Policy Forum (2010) on public budget for secondary 
education, the government aimed at recruiting 17,204 teachers for public 
secondary schools so as to increase the percentage of teachers in each 
public secondary school to reach a number of five teachers. The government 
continues to rightfully allocate new teachers to rural areas, but this has little 
impact as many of the teachers do not report to their posts or leave within 
the first year. In 2008, 40 percent of new teacher graduates did not even 
join the teaching work force (URT, 2010). This, combined with transfers of 
rural teachers to urban schools, meant rural areas only received 35 percent 
of new teachers planned by the government to send them, whereas urban 
areas ultimately, received more than twice as many new teachers as planned 
(URT, 2010).

After decades of restricting private secondary education, the Government 
of Tanzania embarked on new policies in the mid-1980s to support 
its expansion. The private sector expanded very fast in response to the 
high demand at the time, and is still expanding today. However, policy 
implementers did not put much consideration on the human resources that 
were to run the schools. Consequently, the rapid expansion of the private 
sector led to an increase in teacher turnover, especially from the public 
sector (Mafuru, 2011). Babirye (2005) reveals that, there was and there 
is still, competition in the private sector for the same pool of teachers as 
each school tries to attract the best-qualified teachers so as to survive in the 
expanding sector. Teachers’ turnover has made public secondary schools to 
experience deficit or inadequate teachers and hence, affecting performance 
of the vacated schools. Mafuru (2011) and Mukumbira (2001) reveal that, 
the most highly qualified teachers are those likely to leave the teaching 
profession as they can easily get alternative employment. Teaching has been 
perceived as stepping-stone to further education or an exit strategy. Hedges 
(2002) points that, many of those on study leave do not return to teaching, 
and thus, the system is unintentionally promoting a steady flow of teachers 
out of the profession. 

Mafuru (2011:1) contends that, since the early 2000s when the Government 
of Tanzania issued the directive that each ward was required to have a 
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secondary school, the challenge of inadequate teachers in ward secondary 
schools revealed itself. Bennell & Mukyanuzi (2005) argue that the shortage of 
teachers experienced by public secondary schools in Tanzania was the result 
of the failure of the central government to realize its intention aiming at equal 
distribution of teachers to these (public secondary) schools. This necessitated 
the government to look for teachers. The quest for teachers to go for Ward 
secondary schools in Tanzania, is as old as the schools themselves. That is 
to say, the issue of teachers’ turnover has been existing since establishment 
of ward secondary schools due to mushrooming of such schools. (Mafuru 
(2011:2) reports that, as a result of such deficit, the local initiative devised 
by the Dar es Salaam regional administration in 2008, provided broad 
local efforts in trying to invent quick fixes to inadequate teachers in ward 
secondary schools. To operationalize its quick fix, the regional administration 
in the region made an attempt to re-categorize primary school teachers 
with degree and diploma qualifications to temporarily teach in ward 
secondary schools. The regional administration claimed that the purpose of 
such taken measures was to supply teachers to ward secondary schools in 
order to address the problem of inadequate teachers they experienced. 
Despite initiative, the programme did not last longer, since the co-opted 
primary school teachers were expected to be in ward secondary schools 
for a while and then return to their primary schools. This was implemented 
when the Ministry of Education and Vocational Training allocated teachers 
to ward secondary schools in the region (Said 2008 as quoted by Mafuru, 
2011). Mbilinyi (2003) points out that the level of teachers turnover is rural 
areas is greater especially in ward secondary schools as many suffer with 
a few number of teachers compared to students population. Jeston (2013) 
reveals that at Ruangwa district, the public schools experience the problem 
of teacher turnover due to the fact that most of teachers posted in these 
secondary schools do not report to their work situation. This is due to the 
reasons such as big working load and dissatisfied with working environment 
which is not supportive to their job, which makes the turnover rate becomes 
higher. The turnover had had an impact on the performance of public schools. 
Ngowi (2010) points out that the declining quality of education in Tanzania 
is partly due to the shortage of teachers. The problem is highly noticeable in 
ward secondary schools in Tanzania. 

Due to expansion of secondary education through introduction of ward 
secondary schools (Mafuru 2011), the literature indicates that several 
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scholars developed an interest in investigation of teachers’ turnover in public 
secondary schools. To mention a few, Babirye (2005), Benell and Mukyaruzi 
(2005), and Mafuru (2011) shed some light on what was happening in the 
education sector in Tanzanian schools. They name labour turnover as the 
major problem facing public secondary schools in Tanzania. Even though 
the study on teachers’ turnover in Korogwe was conducted some years 
ago, the data are still relevant to the current situation. Thus, the current 
situation shows that public secondary schools are still facing the challenge of 
teachers’ turnover. This is reflected by Jeston (2013), Kimaro (2015), Lyengi 
(2016) and Marwa (2016) in their studies, which shed some light on what 
was happening within the education sector in Tanzanian schools. They name 
teachers’ turnover as the major problem facing public secondary schools in 
Tanzania. The situation in public secondary schools is still problematic. Kimaro 
(2015) reveals that the rate of teachers’ turnover in Morogoro municipality 
is still high. Jeston (2013) reveals that turnover in government secondary 
schools in Mbozi District has been caused by socio-economic and political 
factors. Teachers’ turnover was found to be one of the contributing factors 
for decline in academic performance. Therefore, it is still a big challenge, 
which needs attention and sustainable measures. Despite the turnover 
rate being observed to be inflicting most of public secondary schools in 
Tanzania, not much has been done to reveal the magnitude of the problem, 
and to show how turnover is affecting the education sector in Tanzania as a 
whole. Considering the government’s ambition to eradicate poverty through 
education, uncovering the magnitude of the problem would help to prepare 
a better in dealing with it and achieve the Strategic Development Goals 
(SDGs) on poverty and education.

2.0 The Objective of the Study

The main objective of the study was to assess the magnitude of teachers’ 
turnover and its impact on performance of public secondary schools. The 
question was based on two variables, namely, magnitude of teachers’ 
turnover and its impact on public secondary schools’ performance. 

3.0 Materials and Methods

3.1 Study Area

The study was conducted in Korogwe Rural in twelve schools, namely 
Dindira, Patema, Magoma, Mfundia, Kwashemshi, Bungu, Mkalamo, Hale, 



96

Vugiri, Kwemdimu, Mlungui, and M/Shamba. Purposive sampling was used 
in selecting schools out of 24 based on accessibility. Considering what is 
happening in public schools in Tanzania, the data are still relevant in the 
current situation in the sense that public schools still face the same challenge 
as shown in the recent studies indicated in the empirical literature review.

3.2 Study Design and Approach

The study employed descriptive research design, which provides precise 
information on a person, event or situation. It involves securing information 
concerning an existing phenomenon from all or a selected number of 
respondents of the concerned universe (Kothari, 2003). This design was 
appropriate for this study because it is flexible enough to provide opportunity 
for considering different aspects under this study. It necessitates changes in 
the research procedures for gathering relevant data. Also, it enables data 
collection and data analysis from various sources. 

This study employed qualitative research approach whereby a range 
of methods such as documentary analysis, interviews, observations, 
questionnaires and focus group discussion were employed.  In this study, 
data were collected from both primary and secondary sources including 
interviews, questionnaires and observation.

3.3 Participants and Sampling Procedures

3.3.1 The study population 

The study population was 90 people including Director, Assistant Director, 
District Education Officer, Human Resource Managers, Ward Education 
Officer, School Heads as well as teachers.

3.3.2 The sample size

The study consisted 54 respondents drawn from total population of 90 
participants. The selection of respondents was based on their position and 
merits of possessing valuable information pertaining to magnitude and impact 
of teachers’ turnover in their respective schools. Two sampling procedures 
were employed, namely, purposive and stratified sampling procedures. 
Stratified sampling technique was used to show various teachers’ age 
groups (ranges of age) as indicated in the analysis section. Then purposive 
sampling technique was used in selecting schools in Korogwe rural to be 
investigated. Purposive sampling was also used in selecting participants of 
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the study including the Municipal Director, education officers and heads of 
departments and Human Resource Officers as well as Head of secondary 
school heads of departments (Table 1).

Table 1: Study sample and sampling procedures

Type of 
respondents

Total 
population

Number of 
respondents 
obtained

Percentage 
respondents 
obtained

Sampling 
techniques

  M F Total %

Director and Ass. 
Directors

2 1 1 2 2% Purposive

Human Resource 
Managers

3 1 2 3 3.50% Purposive

District Council 
Education Officers 
and Head of 
Secondary  
Department

5 1 2 3 5.50% Purposive

Ward Education 
Officer and other 
officials

6 1 1 2 5.5% Purposive

Head of Schools / 
and Assistant Head

24 8 4 12 37% Purposive

Teachers 50 15 10 25 46.50%
Purposive& 
Stratified

Total 90 54 10 47 100%  

3.4 Data Collection Methods and Instruments

Data Collection Methods included questionnaire, interview and observation. 
Secondary data were collected through documentary review such as 
articles, journals, reports and statistical education records showing teachers 
who are employed, present, absent, and those who quitted from the 
teaching profession for different reasons. The questionnaires comprised 
both close-ended and open-ended questions. In-depth interviews were 
also administered to the Director and Assistant Director, Human Resource 
Managers as well as School Heads. Interview method was selected because 
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it makes use of interview guides, which are open in nature and helps in 
getting deeper details on circumstances on the ground. In-depth interviews 
were administered to those in higher positions such as Municipal Director, 
Human Resource managers and District Education officers and Heads of 
Secondary Departments, while questionnaires were administered to some 
Human Resource managers, school heads as well as teachers. 

3.5 Data Analysis Techniques

The data were analyzed qualitatively based on the study objectives. The 
qualitative analysis employed content analysis in answering research 
questions pertaining to teacher turnover in public secondary schools in 
Korogwe Rural. With qualitative techniques, narrative descriptions were 
also used on data generated from interview schedule. The collected data 
were interpreted, coded, classified and summarized in form of tables using 
frequencies of percentage. The responses from different respondents were 
sorted and grouped to make them correspond with the research objectives.  
The quantitative data analysis employed descriptive statistical techniques 
such as tabulation, frequencies and percentages that were used to measure 
the respondents’ demographic characteristics such as age, gender and 
responses on the magnitude or rate of teachers’ turnover. Also, quantitative 
procedures were used in showing the relationship and verifying their 
relationship between variables (see Punch, 2002) - the relationship between 
job dissatisfaction and teachers’ turnover. Statistical Package for Social 
Sciences (SPSS) was employed on quantitative data analysis.

4.0 Results and Discussion

Recall, this paper sought to assess the magnitude and impact of teachers’ 
turnover on public schools in Korogwe.  The preliminary analysis started 
with teachers’ profile including the need, presence at different working 
stations, shortage rate and those who left without any notice of leaving 
official document. The profile provides the general picture of the number 
of teachers available, absent as well as deficit. Such information provides 
an insight on data analysis in the study. The teachers’ profile is indicated in 
Table 2.
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Table 2: Teachers’ profile in Korogwe district

Gender Present Absent Deficit Required Total

Male 146 13 140 247 546
Female 76 07 151 213 447
Grand total 212 20 291 460 1093

Source: Consolidated from Korogwe District Council

Table 2 shows that male teachers were more than female teachers. This is an 
indication that most male teachers are allocated in rural areas. According to 
the data presented in table 2 above, it shows that there is a deficit of 151 
female teachers which indicate that they were mostly needed in rural public 
secondary schools, while the number of males needed was 140 teachers. 
Regarding the absentees, the findings indicated that the rate was higher for 
males than female teachers, almost half way of the female teachers. Despite 
the fact that the number of male teachers exceeds the number of females, 
males are also leading in quitting the teaching profession and hence, increase 
the turnover rate. The turnover has been attributed to different reasons. The 
findings reveal that the most leading factor for their quitting is the hostile or 
an unconducive environment experienced around the schools such as poor 
housing and lack of social services though there are other factors.

Graph 2: Teachers’ Profile in Korogwe District, 2012

Findings in Table 3 indicate that the number of teachers employed does not 
fulfil the need because there is still a deficit or inadequacy of teachers in the 
respective schools as indicated in Table 1. 



100

Table 3: Teachers employed in 2012 in Korogwe district 

Employed 
teachers

Education level Reported Not reported

Qualifications Male Female Male Female Male Female

Bachelor 22 15 7 4 3 11 3
Diploma 11 7 4 6 2 1 2
Total 33 22 11 10 5 12 5

Source: Consolidated from Korogwe District Council

Apart from that, some of the employed teachers did no report to their 
respective working stations due to various reasons, which then increase the 
turnover rate. The data showed that 33 teachers were employed in 2012 
but only 15 (45%) teachers out of 33 teachers reported at their respective 
schools (Table 3). The number of those who did not report is 18 (55%) of the 
total number of employed teachers (Table 3). Such variation of reporting 
imply that there are factors, which contribute to the situation. Also, it shows 
that the management in rural public secondary schools has not yet instituted 
some mechanisms that can attract more teachers to report to their working 
stations. The result of this is inadequate teachers to the respective schools. 
The data showed that 55 percent teachers who did not report exceeded the 
number of those who have reported (45%) Table 3]. The former is more than 
half of the total number of employed teachers who were 33 in number. The 
data are presented in Graph 3. 

    

Graph 3: Teachers’ employment status in 2012 
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4.1 On magnitude and impact of turnover to performance

The researcher classified responses for teachers’ turnover in two categories 
including higher authority or management oriented responses. This category 
of respondents contains views from the Director, Assistant Director, District 
Education Officer and Head of Secondary Department. The second 
category involves views from school heads and teachers focused on schools’ 
management oriented responses. The responses were on magnitude and the 
impact of teachers’ turnover.

From the top management point of views, the high magnitude of teachers’ 
turnover was said to be caused by absenteeism. The total number of 
absentees in 2012 was 20 out of 33 teachers, which is equivalent to 60.7 
percent as indicated in Table 3. They included teachers who did not report 
at their respective working stations. With such kind of quitting, they are 
regarded as absent since there is no any official document regarding their 
absence. The findings indicated that most of such teachers left the teaching 
profession voluntarily in Korogwe rural secondary schools. 

From demographic point of view, the findings revealed that most of the 
teachers allocated in Korogwe rural are youths between the ages of 20 
and 30 years. At Patema Secondary School, there were only male teachers, 
seven (7) in number, while there was no any female teacher in the school 
and such male teachers’ ages ranged from 20 to 30. In Magoma Secondary 
School, there were 7 teachers including the school head. One of them was 
a female while the rest six (6) were males. Their ages ranged between 
20 and 30 excluding the headmaster who seemed to exceed that age 
category. In Kwashemshi secondary school, the number of available teachers 
was 8 including the school head, 4 of them were males, while the other 4 
were females. Their ages fell between 20 and 30 years, except the school 
head who was above 30 years. In Dindira secondary school, there were 6 
teachers including the school head, all of them were males. Five of them were 
between 20 and 30 while the school head who was above that age. In Vugiri 
secondary school, there were 6 teachers, 1 female and 5 males. Most of the 
teachers were between the ages of 20 and 30 years except the headmaster 
who was above that age group.  Mfundia secondary school had 8 teachers 
including 5 males and 3 females. Most of the teachers fall between 20 and 
30 years except the head of the school. The data above implies that most of 
the teachers allocated in Korogwe rural public secondary schools are males 
between 20 and 30 years and they are those leaving the schools. 
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The study findings revealed that male teachers were also looking for exit at 
a higher rate than female teachers. It was further noted that male teachers 
had left due to carrier development, unattractive environment and other 
contributing factors. The source of turnover is job dissatisfaction caused 
by several reasons. The most highly ranked factor included poor working 
conditions and poor supply of basic needs. The data presented in table 4 
indicated that 70 percent of the interviewed respondents claimed that poor, 
difficult and unattractive working environment characterized by absence 
of reliable social services were the most contributing factors to teachers’ 
turnover in rural public secondary schools. Such kind of environment is 
characterized by absence of reliable social services like tap water, houses, 
electricity, transport and communication. 

Moreover, findings revealed that there are other contributing factors for 
turnover such as low and insufficient salaries as well as other fringe benefits. 
The findings revealed that 15 percent of the respondents claimed that 
inadequate benefits / fringe benefits such as salaries and other incentives 
cause labour turnover in public secondary schools. According to the findings, 
respondents elaborated to include poor salaries, insufficient payments, low 
wages and low profit. Moreover, lack of a well establishing reward system 
like poor application of motivational strategies from higher authorities and 
school heads was mentioned to be one of the leading factors. Also, 13 
percent of the respondents revealed that lack of motivation to teachers is 
another factor, which leads to teachers’ turnover in rural public secondary 
schools. Many teachers complain that apart from monthly salary, there 
are no any incentives, which can act as motivators. They claimed that such 
motivators can create some sort of attraction to them in order to make them 
continue with their profession, especially in a difficult environment like that 
of rural. The least identified factors include individual factors whereas 2 
percent of respondents identified some individual factors such as social and 
professional experience of work, individual reasons like poor individual life 
style including poor housing and lack of income generating activities. Other 
were mentioned to include lack of mutual relationship among employees 
themselves along with community support and poor clear policies and 
regulations in frequent checking and inspection of teachers at their working 
station. The findings on the factors are presented in the Table 4:
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Table 4. Factors for voluntary turnover in Korogwe rural secondary 
schools in 2012

Factors for Turnover Frequency Percentage

Poor difficulty working conditions and 70 38
Inadequate benefits 15 8
Lack of motivation from the management 13 7
Individual factors 1 2

Source: Consolidated from Korogwe District Council

The data in table 4 are presented in graph 4 below;

Graph 4: Factors for Voluntary Teachers’ in Korogwe Rural Secondary School

4.3 Findings on magnitude of turnover to the performance in schools

Findings revealed that public secondary schools in Korogwe rural are highly 
affected, which then leads to the deficit of teachers in their schools. The 
data obtained from the questionnaires and interviews revealed that the 
magnitude of the turnover was 75 percent including those who left voluntarily, 
absentees and those who did not report in their respective working stations 
in Korogwe Rural. The data indicated that twelve out of 24 schools are 
affected by the turnover. Thus, it indicates that 50 percent of schools in 
Korogwe rural are affected by teachers’ turnover. The schools include the 
following: Bungu, Mkalamo, Patema, Hale, Dindira, Mfundia, Magoma, 
Kwashemshi, M/ Shamba, Vugiri, Kwemdimu and Mlungui. Table 4 shows the 
number of teachers who left employment. 
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Table 4: Number of teachers who left employment voluntarily

Name of 
school

Year
Teachers 
who left

Teachers 
present

Total Percent

Bungu 2005-2012 10 11 21 48%
Mkaramo 2007-2010 05 12 17 30%
Patema 2007-2009 02 07 09 22%
Hale 2008-2011 05 13 18 25%
Dindira 2009-2012 01 06 07 14%
Mfundia 2009-2012 03 08 11 27%
Magoma 2010-2011 01 07 08 12.5%
Kwashemshi 2011-2012 01 08 09 11%
M/ Shamba 2011-2012 01 10 11 9%
Vugiri 2011-2012 03 06 09 30%
Kwemdimu 2011-2012 03 12 15 20%
Mlungui 2011-2012 05 04 09 56%
TOTAL 40 113 144 25%

Source: Secondary Department Korogwe 

Table 4 shows that 40 (25%) teachers left service voluntarily from 2005 to 
2012. The number varied from year to year, depending on circumstances 
in the external labour market. Results from questionnaires and interviews 
showed to include the following: poor supply of basic needs such as 
houses, absence of social services like hospitals, poor as well as difficult 
working conditions, inadequate fringe benefits including low payments and 
insufficient wages, lack of career development, lack of motivation and lack 
of community support. Regarding factors behind teachers’ turnover in public 
secondary schools in Korogwe rural, the most leading factor is absence of 
social services in rural areas. The data provided in Table 4 are presented 
in Graph 4.
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Graph 4: Number of teachers who left voluntarily 2012 

4.4 The impact of turnover to performance of public secondary schools

Responses were analyzed basing on respondents’ categories namely; 
management, school heads and teachers by focusing on the impact of 
turnover on performance of public secondary schools as follows:

4.5 The Management 

The management personnel were of the view that turnover led to labour and 
skill drainage in the education system. Such aspect, which leads to failure 
in achieving the stated millennium or sustainable developmental goals and 
objectives, particularly those pertaining to educational matters. It results into 
expenses to the government in the process of employing new teachers to 
replace those who have left. Also, through time, costs might be incurred to 
obtain part-time teachers to cover the gaps. This is clearly manifested in 
the Public Expenditure Tracking Survey (PETS) of the Ministry of Education 
(2010), which shows that 13 percent of the government secondary school 
teachers are getting salaries without working due to attrition thereby 
brings about a loss of 11.7 billion Tanzanian shillings per year (URT, 2010). 
Furthermore, the management revealed that teachers’ turnover has been 
the main factor for students’ poor academic performance in rural public 
schools. Following teachers’ teachers in rural public secondary schools, the 
provision of quality education has been negatively affected.  This has led to 
poor academic performance of students in ward secondary schools. Hence, 
there was underperformance of the said schools in the Form Four National 
Examinations results in 2010.    
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4.6 School Heads and Teachers

The school heads and teachers were also interrogated on the impact of 
teachers’ turnover in rural public secondary schools.  The findings indicated 
that turnover has led to deficit (inadequacy) of teachers in schools thereby 
leading to students’ poor academic performance. Moreover, subject 
allocation to teachers becomes affected, leading to a big teaching load 
to teachers who remain behind. Teachers instruct more than two subjects, 
a pattern, which leads to ineffectiveness and inefficiency in teaching and 
carrying out other responsibilities. This situation has also led to a burden to 
class monitors who are given some notes to write on the blackboard without 
explanations. It has led to poor performance on part of students. 

On students’ academic performance, findings showed that most of students 
underperformed in their examinations, particularly, the form four national 
examination results of 2010 where the magnitude was highly revealed in 
most of public secondary schools in rural areas. The implication is that after 
failing form four examinations, they stay at home and do home activities, 
while others lose out to robbery, prostitution and drug abuse.  From the 
findings, the teacher turnover led to lack of assistance and guidance 
from teachers to students. The implication of this is demotivation, leading 
to students’ truancy and dropouts. There were reported cases on the big 
number of truancy in the respective schools. 

Furthermore, the Head of schools and teachers revealed that turnover had 
a negative impact on school management and administration as the new 
teachers allocated were young and in need of mentorship. Due to the fact 
that most of the teachers were males, it could have an implication on girls’ 
social and psychological welfare. The girls may find it hard to communicate 
their problems to male teachers, particularly those needing guidance and 
counselling.

5.0 Conclusion

Recall, the main objective of the study was to assess the magnitude of 
teachers’ turnover and its impact on performance of public secondary 
schools in Korogwe rural. Regarding the magnitude, findings revealed 
that the magnitude of teachers’ turnover was high (75%) among public 
secondary schools located in Korogwe by the year 2012. That included 
those who left voluntarily and those who did not report to their respective 
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working stations. The data revealed that 12 out of 24 schools in the district 
have been affected by the turnover in different years, varying from 2005 
to 2012 as indicated in Table 4.

On the case of impact, teachers’ turnover has resulted into a big number 
of truants and dropouts. It has an implication to national and community 
development, particularly stagnation of economy and people’s poor living 
standards in the area. Since education is key to success, most youths in rural 
areas become negatively affected in all spheres of life. If turnover remains 
unchecked, it may result into national economic stagnation due to having a 
big number of unskilled personnel as a result of lack of education. Hence, 
there would be unemployed youths and poverty. Therefore, government and 
community initiatives in improving the working environment and other fringe 
benefits for teachers are necessary. All will be great because they will be 
used as mechanisms to retain teachers for sustainability of the education 
system in Tanzania and for the well-being of students. 
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Abstract

This preliminary study was conducted in order to examine instructors’ competences 
in assessing teaching and learning outcomes. Specifically, the study focused 
on examining the current status of test construction practices among university 
instructors in Tanzania and challenges facing them during test construction 
practices. The study employed cross sectional survey and case study designs in 
order to examine the magnitude of the problem prior to initiation of the actual 
study. Simple random, purposive and convenience sampling techniques were 
employed in the study. The study employed the sample size of 40 instructors and 
120 students who were used as a supplement.

Findings revealed that instructors were  properly practiced the following 
domains: they ensured that their test items had content validity; they set tests in 
such a way that both low and higher achievers could understand the concepts 
and they outlined the contents before setting the test items. On the other side, 
some of the instructors were neither aware about the blueprint and Bloom’s 
taxonomy nor they were using the two. Again, it was noted that feedback was 
not given to students on time. The findings revealed several challenges facing 
instructors during test construction practices including large class size, lack of 
training on test construction preparation and lack of enough resources. Based 
on study findings, it is recommended that the number of enrolled students should 
be proportional to the number of available instructors. Instructors should be 
encouraged to attend seminars/workshops on test construction.

Keywords: Assessment, instructors’ competence, test construction practices, test 
items.
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1.0 Background to the Research Problem and its Context

The current education system demands that University instructors should 
have command of different forms of classroom assessments. Specifically, 
instructors need to be able to align teaching, learning and assessment that 
are consistent with the twenty first century (21st) educational aspirations 
(Omari, 2011). A number of scholars have, in common, agreed that a good 
constructed test is significant to students’ learning (Adodo, 2014: Ahmed et 
al., 2014: Perumanathan, 2014: Sales, 2013) and has notable significant 
impact on students’ performance (Desforges, 2013: Sadler, 2013: Taras, 
2007). Providing a highly particularized example, Gronlund and Waugh 
(2009) echoed that a well-constructed test provides valid and reliable 
results that serve as tools for making decisions at different levels. The results 
could be used by policy makers to change or improve their programmes, 
employers could use results to hire individuals and results could be used by 
universities to examine their programmes whether they suit the job markets 
or not. Therefore, all assessments should be designed to be of high quality so 
as for them to measure the intended learning outcomes, provide useful and 
accurate information as well as meet technical and psychometric standards 
(Sanga, 2016; Gronlund & Waugh, 2009; Popham, 2008).

In relation to this, Sarita (2005) noted that good tests make instructors avoid 
all undue pressure, promote self-confidence and thinking skills to students and 
therefore, stimulate academic achievement  (Akiri, & Ugborugbo, 2009).  In 
contrast, when a test is perceived as poor, the underlying effect is that of 
the poor test construction, which does not embrace the idea of valid and 
reliable test. This perhaps happens when an instructor is incompetent. It is the 
instructor who determines what, who, when and how to measure (Mpapalika, 
2013). This notion is also congruent to the idea by Agu, Onyekuba and 
Anyichie (2013) who reiterated that without a competent instructor on 
assessment, construction of quality test cannot be attained at its fullest. 
In this context, a competent instructor is expected to use highly authentic 
assessment approaches that motivate students to take more responsibility 
for their learning and stimulate their abilities to apply learning to a wider 
range of knowledge (Ogula & Rubeba, 2013) as opposed to traditional 
paper–pencil techniques, which encourage memorization and less basic skills 
development (Binde, 2012; Ndalichako, 2004). 
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Indeed, literatures inform that assessment of students’ achievement, 
worldwide, came into use for the purpose of providing grades and 
certificates. Experience from a number of countries such as United States of 
America (USA), United Kingdom (UK), Malaysia, South Africa, Uganda and 
Tanzania indicates that previously, assessment was used for grading and 
providing certificates, something that is termed as high stakes examinations 
in which scholars view it as a traditional way of assessing students’ activities 
(Matuvo & Zubairi, 2015; Lines & Mason, 2005; Msila, 2014; Omari, 
2011).The strategy used mostly was paper and pencil that was perceived 
to measure the large part of the content coverage and easy of scoring 
and recording results (Gronlund & Waugh, 2009).  Within the context of 
Tanzanian education system, several attempts have been made to boost 
the education standards, the latest of which is implementation of paradigm 
shift from content-based testing to performance and competence-based 
assessment (Mhando, 2012). This innovation places several obligations to the 
university instructors by requiring  them  to  be  competent in using  authentic 
assessment methods such as portfolio, experiments, case studies, projects, 
observation checklists, self and peer to measure students’ learning outcomes 
(Mwebaza, 2010; Mpapalika, 2013; Mbua, 2014; Gichuhi,2014). However, 
evidence from the literatures suggest that concrete corresponding changes 
in assessment practices have been lacking thereby creating a little  doubt 
if instructors are competent enough in assessing the students and whether 
or not the methods currently used really measure what is supposed to 
measure (Matuvo and Zubairi, 2015; Agu, Onyekuba and Anyichie, 2013; 
Osadebe; 2015). Sanga (2016: 18) proposes that for effective teaching 
and assessment, “it is essential to assess what students have achieved, but of 
critical relevance is to assess how they are learning.”

Above and beyond, students in the universities are expected to acquire and 
master higher knowledge and skills, attitude and values that may be life-
long useful in different careers for different purposes [Tanzania Commission 
for Universities (TCU), 2016]. Berry and Adamson (2011) believe that 
knowledge and skills shape the future lives of learners and instructors play a 
significant role in improving teaching and learning. Bryan and Clegg (2006) 
state that, assessment needs to be an instrument for individuals’ liberation. 
Any change in it needs not compromise the standards but it is in light of 
this understanding that deliberate and immediate initiatives are urgently 
needed to reform assessment practices in universities in order to suit into the 
current move that is competence-based rather than content-based.
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Against this background, it suffices to conclude that instructors’ competence 
in assessing teaching and learning activities in universities in Tanzania is 
questionable and hence, further investigation was needed to explore the 
real existing state of the art. Therefore, this study aimed at examining 
instructors’ test construction practices and their implications on teaching and 
learning in Tanzanian Universities. 

1.1 Objectives

The study had the following specific objectives:

a. To assess the current test construction practices by university instructors 
for measuring learning outcomes; and

b. To examine challenges facing instructors in constructing test items.

2.0 Methodology

This study was conducted in Dodoma and Mbeya regions in three (3) selected 
higher learning institutions, namely, the Saint John’s University of Tanzania 
(SJUT), Mbeya University of Science and Technology (MUST) and the University 
of Dodoma (UDOM). Selection of the three institutions was appropriate in 
that among other assessment methods, which measure teaching and learning 
outcomes, paper and pencil were used in these universities, like in many other 
universities in the world. The study employed cross-sectional survey design 
using quantitative research approach to generate and analyse data from 
the field. The study expected to gather data from instructors with different 
educational backgrounds and teaching experiences at one point in time. In 
addition, cross-sectional survey design was used in the study to understand the 
problem as it looked then without referring to its background. Furthermore, 
case study strategy was used for generating qualitative data. The choice 
of the case study strategy was due to the fact that the researchers were 
unaware of the current status of test construction practices among university 
instructors and its influence on the teaching and learning process. The target 
population comprised of all university instructors and students who were 
found at the said three respective institutions.

Simple random, purposive and convenience sampling techniques were used 
to select 160 respondents in categories of 120 students and 40 instructors. 
Questionnaire with close-ended and open-ended questions together with 
interview guide were used to obtain information from the respondents. 
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Data were analysed by using descriptive statistics and themes.  The mean 
scores were set at 4.00 (cut-off points) whereby three categories of mean 
scores were formed. Cronbach’s Alpha test was used to determine internal 
consistency of the questionnaires and 0.76 was obtained. In terms of validity, 
Pearson’s Product Moment correlation was performed in which obtained 
results accounted for 0. 79. Both data indicated positive and high correlation.  

3.0 Results and Discussion

Recall, findings from this study were sought based on the following two 
objectives: (1) to assess the current test construction practices by university 
instructors for measuring learning outcomes and (2) to examine challenges 
facing instructors in constructing the test items.

3.1 Demographic Characteristics of Respondents

Table 1: Instructors’ demographic characteristics (n=40) 

Demographic characteristics Frequency (f) Percentages (%)

Sex of the respondents Male 26 65
Female 14 35

Professional 
development workshop/
seminar in test 
construction

Attended 16 40

Not 
attended

24 60

Teaching Profession Yes 12 30

No 28 70

 Source: Field data (September to December, 2017).

Table 1 indicates that out of 40 instructors, there were 26 (65%) males and 
14 (35%) females who participated in the study. This is an indicator that 
universities provide an equal opportunity to both genders - male and female 
instructors. The study done by Agu, Onyekuba and Anyichie (2013) found 
that gender had no influence on instructors’ competence in assessment. Again, 
16 (40%) of the respondents had attended professional development, while 
24 (60%) had not attended any training on test construction (Table 1). That 
might be due to the fact that there is neither mandatory attendance for 
training nor a policy that forces instructors to attend training. Matuvo and 
Zubairi (2015) in their study, observed that academic members of staff 
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in Ugandan universities lacked appropriate assessment skills in evaluating 
their students. From the study, it was recommended that formal assessment 
training programmes should be made mandatory to all academic members 
of staff in universities in Uganda in order to improve their assessment skills 
to ensure quality in the way they assess students (ibid.). Furthermore, Table 
1 indicates that 12 (30%) instructors were teachers by profession and 28 
(70%) of instructors were non-teachers. From this finding, it is clearly shown 
that most of the university instructors were not teachers by profession. It 
might be due to the modalities of their employment whereby among other 
factors, higher Grade Point Average (GPA) is a factor for being hired in the 
universities in Tanzania (Tanzania Commission for Universities, 2014, 2019). 
This is why most of them agreed with the notion that they were outlining the 
content covered for the semester before setting test from them and they 
were not preparing blueprints (Table of specifications) as guides during test 
construction. On the other side, instructors who are teachers by profession 
were aware about the blueprint (Popham, 2008), for they were oriented 
during their course of study. However, scholars indicate that most of them do 
not use it in setting test items (Chung, 2008, 2017; Popham, 2008).

Table 2: Students’ Demographic Characteristics (n=120)

Demographic characteristics Frequency (f) Percentages (%)

Sex of the respondents Male 65 54
Female 55 46

Source: Field data (September to December, 2017

Table 2, the findings show that, the study employed 65(54%) of male 
students and 55 (46%) of female students in three universities respectively 
to represent other university students. This shows that universities in Tanzania 
offer equal based opportunity to both genders that is male –female 
students in terms of higher learning education. This is an indicator of meeting 
sustainable development goals (2030 agenda), specifically goal number 
4 which stress on inclusive and equitable quality education, and promote life 
learning opportunities for all [United Nations Educational, Scientific and 
Cultural Organization (UNESCO), 2017]. 
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3.2 Existing Status of Test Construction Practices among University Instructors

This section gives a summary of findings on the existing status of test 
construction practices. The Tables are presented based on the extent to 
which instructors practiced a given domain either above, moderate, or below 
the cut-off point. The three categories are expressed by using mean scores 
as explained in the methodology part.

Table 3: Existing status of test construction practices among university 
instructors with mean scores above the cut-off point  ( )00.4=x

 Domains measured Mean 
 ( )x

Std. Deviation 
 ( )sd

I ensure tests have content validity. 4.35 0.662
I write test so that both high and low achievers 
can understand.

4.28 0.847

I outline the content covered for the semester 
before setting test from them.

4.20 0.687

I organize test items in a logical manner. 4.15 0.580
I assign scores for each test item. 4.08 0.730
I analyze test results to identify areas of difficulty. 4.08 0.829
I give clear instructions to guide the test takers. 4.08 0.616

Source: Field data (September to December, 2017

Table 3 indicates findings of the current status of test construction practices 
among university instructors in the selected universities. The findings revealed 
to have domains with mean scores above the cut-off point as follows:

“I ensure tests have content validity (Mean  ( )x = 4.35 &  standard 
devi“I ensure tests have content validity (Mean  ( )x = 4.35 &  standard 
deviation  ( )sd =0.662, I write test so that both high and low achievers 
can understand  (Mean  ( )x =4.28 &  standard deviation  ( )sd =0.847),  
I outline the content covered for the semester before setting test from 
them (Mean  ( )x =4.20 & standard deviation  ( )sd =0.687), I organize 
test items in a logical manner (Mean  ( )x =4.15 & Standard deviation

 ( )sd =0.580), I give clear instructions to guide the test takers (Mean
 ( )x =4.08 & Standard deviation  ( )sd =0.616), I assign scores for each 

test item (Mean  ( )x =4.08 & Standard deviation  ( )sd =0.730) and  I 
analyze test results to identify areas of difficulty (Mean  ( )x =4.08 & 
Standard deviation  ( )sd =0.829)” [Table 3].



118

Therefore, from Table 3, the findings imply that instructors were  paying  
much attention by ensuring that their tests had content validity and they 
wrote  their items in such a way that both high and low achievers could  
understand them. Content validity answers the question, ‘how adequately 
does the sample of assessment tasks represent the domain of tasks to be 
measured’ (Gronlund & Waugh, 2009). However, a good test paper ought 
to consider, among other important aspects, mixing of test items, which test 
lower and higher levels of understanding and also, coverage of course 
contents that students learned in the class (External examiner, 2017). 

These findings were contrary to findings obtained from students on the same 
matter See Table 4. 

Table 4: Students’ responses on instructors competence in test construction 
practices (n=120)

Statement Agree Disagree
F % F %

Instructors use difficult words in 
constructing test items

78 65 42 35

Instructors set test with ambiguous 
items

69 57.5 51 42.5

Instructors set test items that covers 
small portion of the contents taught 
in the class

65 54.1 55 45.9

Source: Field data (September-December, 2017)

The questionnaire administered to 120 students (Table 4) revealed that 78 
(65%) agreed with the notion that some of the instructors used difficult words 
in constructing test items. In contrast, 69 (57.5%) said that some of the test 
and examination items contained ambiguous items and 65 (54.1%) agreed 
with the notion that some of the instructors assessed only a small portion of 
content covered in a semester. On this regard, one student said that,

“Many students fail their tests and examinations not because they do 
not know the content taught but because of the nature of questions 
asked by the instructors. Some of the questions contained more than 
one meaning and others had very difficult concepts, which one cannot 
understand them easily” (Student 1, 2017).
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Another student had this to say,

“It is okay that we do tests, but there are very few questions set in test 
papers. There is no agreement between the materials covered in class and 
the number of questions set. We take time to peruse the materials. I find 
myself scoring low marks. Really, it is very discouraging” (Student 2, 2017).

Another student commented on the nature of items by saying the following: 

“Some questions are very simple to understand by all students, regardless of 
their understanding abilities, though there are some tough and challenging 
questions. If one is not keen enough, he/she may interpret the question in a 
different way and end up losing marks” (Student3, 2017). 

In due regard, from views, it shows that the constructions of test items in 
sampled universities did not follow the principles of test construction. In such 
situation, there is likelihood of compromising the quality of tests that might 
lead to misinterpretation of students’ abilities.  In fact, a good test should be 
able to discriminate between the lower from the higher achievers. However, 
the power of the test to discriminate among students should not be attributed 
to students’ failure to understand the question set but rather, to the nature of 
students’ abilities. Notably, instructors need to engage students in learning 
by giving them challenging questions but in a supportive environment (Khan, 
2012).

Table 5: Existing status of test construction practices among university 
instructors with moderate mean scores
Domains measured Mean

 ( )x
Std. Deviation

 ( )sd

I set tests with due regard to the time 
available for testing.

4.00 0.906

Table 5 indicates the domain with moderate mean scores (4.00 cut-off 
points):‘I set tests with due regard to the time available for testing (Mean 

 ( )x =4.00 & Standard deviation  ( )sd =0.906).’
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Table 6: Existing status of test construction practices among university 
instructors with domains below the mean scores (cut-off point)
Domains measured Mean

 ( )x
Std. Deviation

 ( )sd
I prepare a test blueprint as a guide in the test 
construction.

2.38 1.005

I use Bloom’s taxonomy in setting test items 2.35 1.145
I subject test items for item analysis. 1.83 0.844
I keep a resource bank of questions that can 
be referred to when setting tests.

3.43 1.174

 I add enough test items to cover all the 
requisite levels of domains

3.68 1.185

I ensure that the items are measuring the 
determined objectives.

3.63 0.897

I set essay items that elicit creative and 
imaginative answers from the students.

2.55 1.218

I prepare a marking guide while constructing 
the test.

3.15 1.210

 I add sufficient items to cover the appropriate 
instructional units.

3.78 1.097

I submit test items for moderation to the Head 
of department.

1.98 0.920

I avoid overlapping alternatives in writing 
objective tests.

3.38 0.897

I limit essay tests to high level objectives. 3.70 1.137
I use items that measure knowledge. 3.65 1.406
I avoid repetition of the questions during test 
items construction.

3.83 0.813

I provide feedback to students about their 
performance promptly.

2.90 0.911

I comment on students’ script to guide learning. 2.95 0.959
I ensure tests have face validity. 3.73 0.933

Besides, Table 6 shows domains with low mean scores below cut-off points, 
which include:
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“I avoid repetition of the questions during test items construction (Mean  ( )x
=3.83 & Standard deviation  ( )sd =0.813), I add sufficient items to cover 
the appropriate instructional units (Mean  ( )x =3.78 & Standard deviation

 ( )sd =1.097), I limit essay tests to high level objectives (Mean  ( )x =3.70 
& Standard deviation  ( )sd =1.137), I comment on students’ script to guide 
learning (Mean  ( )x =2.95 & Standard deviation  ( )sd =0.959), I promptly 
give feedback to students about their performance (Mean  ( )x =2.90 & 
Standard deviation  ( )sd =0.911), I prepare a test blueprint as a guide in 
the test construction (Mean  ( )x =2.38 & Standard deviation  ( )sd =1.005, 
I use Bloom’s taxonomy in setting test items (Mean  ( )x =2.35 & Standard 
deviation  ( )sd =1.14), I submit test items for moderation to the Head of 
department (Mean  ( )x =1.98 & Standard deviation  ( )sd =0.920) and I 
subject test items for item analysis (Mean  ( )x =1.83 & Standard deviation

 ( )sd =0.844).”

On the other side, instructors in the selected sampled universities showed 
little practices on the following domains as indicated in Table 6:

“I comment on students’ script to guide learning, I give feedback to students 
about their performance, I prepare a test blueprint as a guide in the test 
construction, I use Bloom’s taxonomy in setting test items, I submit test items 
for moderation to the Head of department and I subject test items for item 
analysis.”

Findings on provision of feedback concur with results from the study by 
Sales (2013) who observed that instructors were not providing feedback 
to students. With respect to findings from this study, one underscores the 
importance of timely giving feedback to students. The feedback students 
receive whether oral or written has an impact on their learning (Ahmad et 
al., 2014). Students need to know about their progress (Ogula, 2009: Odili, 
2014) so that they could make efforts throughout their school life time. 

Furthermore, in terms of preparation of test blueprint, instructors should 
prepare it in order to have an adequate sample of items set in test paper.  
The test blueprint indicates the content covered, weight and domains to be 
measured (Popham, 2008; Omari, 2011a & b). Lack of preparation of 
Table of specifications (blueprint) may cause mismatch between the content 
covered and the instructional objectives (Ogula, 2009). Furthermore, use of 
Bloom’s taxonomy during setting questions signifies the extent to which the 
learning outcomes were covered and mastered by the students (Anderson & 
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Krathwohl, 2001). Besides, the taxonomy calls for assessment to be done not 
only on content part but also on competence level in order to determine the 
level of students’ understanding and application of the learned materials in 
a different environment (ibid.). With respect to this, higher order and lower 
order thinking skills have to be measured (ibid.). Therefore, failure to use it 
could accelerate lack of balance among expected learning outcomes (ibid.). 

Furthermore, the findings revealed that instructors hardly submitted test 
items for moderation purposes. From this finding, it shows that prepared test 
items in the sampled universities lacked legitimacy could compromise the 
standards. The External Examiner in his report on moderation of university 
examinations observed that lack of serious internal moderation could result 
into invalid test and finally, students could perform poorly, an aspect of 
which is injustice (External Examiner, 2017). Tests act as a central role of the 
teaching and learning process. They help in measuring sample behaviour 
(Babyegeya, 1998). Thus, moderation of test papers, whether internal 
or external, makes an important part of the quality of the examination 
standards. Therefore, efforts should be made to make sure that all test items 
are submitted to the respective authorities for moderation purposes prior to 
commencement of tests. 

Likewise, it was noted that analysis of test items was also given less attention 
than analysis of test results (see Table 3 & Table 6).  However, it should 
be borne in mind that it is the role of the instructor to determine the extent 
to which the tool used to measure learning outcome suffices and in turn, 
brings meaningful learning (Adodo, 2014). Ndalichako (2015: 2) in her 
study stated that, “teachers are expected to play a dual-role of facilitating 
students’ learning and of implementing classroom assessment in a manner 
that will enhance meaningful learning outcomes.” Besides, Kurebwa (2012) 
explains that teachers are required to have a clear understanding of their 
learners’ abilities. Therefore, without a clear understanding of learners’ 
abilities, teachers have no definite idea whether or not learners are meeting 
standards (Kurebwa, 2012: 45).In due regard, instructors need to analyse 
test items in order to determine the level of difficultness and discrimination 
prior to actual commencement of the test. The results obtained from the 
analysis could be used to give feedback to both instructor and students and 
where the concepts are misconceived, they need to be corrected.
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4.3 Challenges Faced by Instructors during Construction of Test Items

Findings revealed that instructors faced several challenges including, but not 
limited, to large class size, lack of training on test construction and lack of 
resources. Table 7 gives explanations on those challenges.

Theme Sub-themes Explanations Suggestions
Challenges 
experienced 
by university 
instructors 
during 
construction 
of test items.

Large class 
size

Instructors explained that 
most of their classes had 
big number of students 
in that case they were 
limiting the number of 
questions in the test 
papers to make it easy 
to mark.

Classes to have 
proportional number 
of manageable 
students with the 
number of instructors.

Lack of 
resources

About 75% of 
respondents were 
concerned about lack of 
resources in terms of man 
power and materials.

To increase budget 
that to be used to 
buy the materials 
and the government 
to employ more 
instructors.

Lack of 
training on 
test item 
preparation

It was contended by 
instructors that, there are 
limited trainings on test 
construction. This is why 
the construction of test is 
done as business as usual 
and some instructors 
were simply using their 
own experiences.
Again, sometimes the 
training was given 
during high peak time 
that is a few days 
before commencing 
examination. In that way, 
few instructors were 
attending while others 
were busy finalizing the 
course works and it was 
not obligatory to attend.

Universities to 
continue offering 
professional 
development/
in service training 
on various issues 
including preparation 
on test construction.
There is a need of 
finding proper time 
to offer workshops/
seminars in order to 
make majority of 
instructors attend. 
Again, instructors 
should be 
encouraged to 
attend.
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4.3.1 Large class size

Large class size has been observed as a big challenge during preparations 
of constructing test items. During interviews, most of the university instructors 
mentioned about it. Showing his concern, one instructor from University J had 
this to say,

“I have two different courses to teach with total number of students 950.  
With such number of students, it is not easy for me to measure students’ 
understanding in different learning outcomes, either to provide several 
activities. Also, it is not easy to give many essay questions. Rather, you give 
only one, which makes it easy for you to mark” (Interview with instructor 
1, University J, 2017).

The quote suggests that due to large number of students in the selected 
universities, instructors were having insufficient time to follow the 
recommended test construction principles during test construction. Such 
situation was making construction of tests invalid as well as unreliable test 
items. Matuvo and Zubairi (2015) affirm that the increase in enrolment rate, 
which is not proportional to the number of available instructors has an effect 
on assessment practices. 

4.3.2 Lack of resources

Instructors demonstrated lack of teaching and learning resources such as 
photocopy machines, printers and projectors as barriers towards their efforts 
in improving teaching and assessment as well. In showing her concern, one 
instructor had this to say,

“The nature of test item we construct is also affected by available facilities. 
For example, in this department, only the head of department has access 
to the printer, computer and photocopy machine for administrative duties. 
Others don’t have such privilege. So before I think of how I will test my 
students, I have first to think of how much cost will I incur in the process and 
this will have implication on the type of test items to be set. In fact, we 
compromise good tests due to our inability to meet the costs involved. This 
is normal practice here” (Interview with Instructor 3, University I, 2017).

From this finding, it is clearly observed that university instructors face serious 
problems in terms of shortage of facilities. This finding is in agreement 
with Mapolisa and Tshabalala (2013) who found that most of the public 



125

universities in Zimbabwe had adequate teaching and learning facilities 
including printers, bond papers, paper punches, and files. From their study, 
it was recommended that the Government of Zimbabwe needs to provide 
adequate funding for public universities that could be used for buying 
teaching and learning equipment including stationeries (ibid.). UNESCO 
(2012) expresses that Africa faces many obstacles in its efforts to improve 
education, such as lack of resources, inequitable access to services, and 
absence of mechanisms to ensure quality in training and provision of 
education.

4.3.3 Lack of training on test construction 

It was observed from the study that some universities neither provided 
professional development on teaching nor training on test construction. 
Besides, the universities whereby seminars were conducted, few instructors 
were able to attend. During interviews, one instructor explained that,

“We have rarely test/examination items construction orientation or 
seminars for instructors here in this university. We could expect to have 
one or two each academic year because these instructors are only subject 
experts, not teachers by profession. So they only use their experience to 
construct test items. That is why you find they know nothing about test 
construction procedures or standards of good test items” (Interview with 
Instructor 1, University H, 2017).

Professional development is very important in teaching effectiveness.  Testing 
is an integral part of the teaching and learning process. Instructors need 
training on test construction in order to set tests that adhere to principles of 
test construction and be able to provide quality feedback to their students. 
Furthermore, instructors need to be well informed in order to make valuable 
decisions towards students’ attainments. Its adequacy could bring injustice 
in judging students’ performance. Again, the items may lack validity and 
reliability. Matuvo and Zubairi (2015) observed that academic members 
of staff in the Ugandan universities lacked appropriate assessment skills 
in evaluating their students. Babalola (2009) found that most state-owned 
universities were not adequately productive due to inadequate staff 
development programmes. Ibbad and Fawad (2015) claim that higher 
training to the staff leads to the better output of staff members. According 
to them (ibid.), training should be provided on a continuous basis after 
regular intervals. 
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5.0 Conclusion 

Based on the research findings, the following conclusions are made:

a. Most of the instructors in the sampled universities showed to construct 
tests by ensuring that their tests had content validity;

b. It was observed from the study that instructors were writing the items in 
such a way that both high and low achievers could understand the items. 
However, from students’ views, it was clearly shown that some questions 
had ambiguous statements, which could mislead them;

c. Moreover, the findings showed that instructors were able to outline the 
content covered for the semester before setting tests from them and 
failed to prepare table of specification (blue print), which indicates 
content covered, instructional behaviour and distribution of the weights 
per domain as well as learning outcomes;

d. Also, instructors minimally practiced the following variables: commenting 
on students’ script to guide learning, provision of prompt feedback to 
students about their performance, preparation of test blueprint as a 
guide in the test construction, uses of Bloom’s taxonomy in setting test 
items, submission of test items for moderation to the Head of Department 
and subject test items for item analysis ; and 

e. Furthermore, instructors faced various challenges including large class 
size, lack of training on test construction and lack of resources.

5.0 Recommendations

The study recommends the following:

a. The number of enrolled students should be proportional with the number 
of instructors; 

b. Universities should employ additional instructors who could serve the 
purposes; 

c. The fund budgeted for buying teaching and learning materials should 
be increased; and

d. There should be continuous professional development or seminars given in 
the universities and instructors should be encouraged to attend seminars/
workshops on test construction.
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Abstract 

Test construction is an essential part of teachers’ responsibility. Therefore, teachers 
are supposed to craft well-functioning test items in ensuring effective teaching 
and learning. In this view, a teacher becomes a crucial and important part of 
the learning process. In due regard, this study sought to examine primary school 
teachers’ test items construction practice competences in Ilala municipality in Dar es 
Salaam region, Tanzania. Specifically, the study sought to assess teachers’ ability 
in test items construction and the extent to which teachers apply principles of test 
items construction in teaching and learning. The study used cross-section design 
with the sample of 72 primary school teachers. Findings from this study revealed 
that primary school teachers are weak in test construction. Even though some 
principles were done right, most of the critical issues related to test construction 
principles, test reliability and validity were overlooked. This questions validity 
of results, which would be awarded to pupils. The study recommended that 
although Tanzania, as a country, does not have a state-wide standard in testing, 
it is important for the Ministry of Education, Science and Technology (MoEST) to 
train teachers in assessment (especially, testing competence practices). Also, it is 
highly recommended that head teachers should take up the challenge of inviting 
instructors from teacher training institutions/universities to organise workshops 
for teachers on a regular basis so as to sharpen their skills on effective test 
construction practice.

Keywords: Assessment, action verbs, Blooms taxonomy, test construction, test 
items. 
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1.0 Introduction 

Competency in test construction is an essential tool needed by every teacher 
if learning and instructional objectives are to be effectively attained. The 
importance of tests in the education system is enormous. Test provides a 
platform by which any significant education objectives can be achieved (Lal, 
2005; Rudner, Schafer, 2002). Effectiveness of learning goals, entrenched 
in the curricula of a school, continues to be the most fundamental sign pole 
for institutional superiority, educational development and individual goals. 
Therefore, teachers are required to have adequate knowledge in achieving 
learning objectives in an accurate and precise manner. Thus, teachers must 
have the capability in science and arts in test construction (Ebinye, 2001).

A well-written test allows teachers to accurately and consistently measure 
students’ mastery of specific contents taught in class. Likewise, poorly 
constructed test items can lead to inaccurate measurements of learning 
and provide false information regarding students’ performance as well 
as instructional effectiveness (Baker, 2003; Ebinye, 2001; Dosumu, 2002). 
Such inaccurate measurements or errors occur in three categories: the first 
errors inherent in the instrument, errors in use of the instrument and errors 
emanating from responses of test takers (Krathwohl, 2002). 

Test construction ability and quality are fundamental tools required by any 
teacher if teaching and learning goals are to be achieved. It cannot be 
possible without teachers themselves being competent in the arts and science 
of test construction (Baker, 2003; Chidolue, 1999; Rudner & Schafer, 2002). 
For example, Alele-Williams (2002) delineates that teachers should follow 
three major steps in classroom test construction: (i) planning the test, (ii) item 
writing and (iii) item analysis. Moreover, Izard (2005) cautioned that test 
constructors who plunge directly into item writing are likely to produce a 
lopsided test. It means that some areas will be over-represented while others 
may remain untouched. The test constructed without a blueprint is likely to be 
overloaded with impermanent and less important material. 

In Tanzania, like its East African counterparts, teachers’ assessment practice 
is characterized by use of poorly focused questions, predominance of 
questions that require short answers involving factual knowledge and 
evocation of responses that involve repetition rather than reflection 
plus lack of procedures designed to develop higher-order cognitive skills 
(Banda, 2011; Kahwa, 2009; Kimaro, 2019; Shemwelekwa, 2008). 
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Such phenomenon observably brings to the fore questions on whether or not 
primary school teachers have ability to construct test items and whether or 
not teachers follow test item construction principles.  

1.1 Competencies in Test Construction

The quality of a test given by a teacher is closely linked with its ability to 
provide the kind of information needed regarding students’ performances. 
A well written test allows the teacher to accurately and consistently measure 
students’ mastery of specific contents taught in class. Results of such tests 
allow teachers to measure, to some degree, how effective their instruction 
has been. Conversely, poorly designed test items can lead to inaccurate 
measurements of learning and provide false information regarding 
students’ performance as well as instructional effectiveness (Nitko, 2001). 
Any characteristics of a test item, which distracts the examinee from the 
major point or focus reduces effectiveness of that item (Frey, 2007). Any 
item answered correctly or incorrectly because of extraneous factors in the 
item results in misleading feedback to both examinee and examiner (Frey, 
2007). Koksal (2004) outlined factors that are inherent in poorly designed 
tests, which if well-handled, will lead to quality classroom-based tests. They 
include the following:

a. Non-specification of the target audience, about skill or area of ability 
the test intended to measure, extent of time allocated for each test item 
as well as about points test-takers would get for each correct response;

b. Separate sections not clearly stated;
c. Test items having more than one possible answer because they were not 

conceptualized;
d. Not stating time allocated for each task on papers but only total time 

available to perform all tasks was given;
e. Non-consideration students’ level in test construction;
f. Unclear instructions; 
g. Tasks students are expected to perform not being in concert with tasks 

they are told to do during classroom instructions; 
h. Lack of representativeness of items concerning what the teacher intended 

to test; and
i. Collage-production of some test items (ibid.).
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The teacher must have wondered what actually went wrong. Was it that 
she/he did not teach well or that pupils did not understand what was taught? 
The problem stems from neither the teaching nor the pupils’ learning but 
from the way the test item was constructed. The tasks of for pupils required 
to perform in the test were not perfectly clear and thus, gave room for more 
than one possible correct response.

Therefore, to construct good test items, classroom teachers should possess 
competencies in the following areas as outlined by Chidolue (1999: 36):

“…determining the purpose of each testing exercise; stating specific, 
measurable educational objectives; making good content outline; 
preparing test plan which will guide item construction; choosing 
appropriate test item formats; constructing clear, precise and 
unambiguous items; constructing items that focus the attention of a 
group of students, often with widely varying background experiences, 
on a single idea; constructing items with appropriate difficulty and 
discriminative indices; developing marking guide suited for the test; 
performing item analysis of their test items; developing tests that are 
economical in time and money; giving clear directions on how the test 
should be administered and taken; reviewing the test in order to correct 
any errors made during item construction.”

Adding to the outline of competencies, Koksal (2004) noted that in test 
construction, it is essential that the teacher should ask the following questions: 
Is the task perfectly clear? Is there more than one possible correct answer? 
Can test-takers arrive at the correct response without having the skill 
supposedly being tested? Do test-takers have enough time to perform the 
task(s)?

1.2 Purpose of the Study

Specifically, the study sought to assess ability of primary school teachers 
in test construction and whether or not teachers apply principles of test 
construction in selected primary schools.
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2.0 Methodology 

This study used cross-sectional design and it was conducted in Ilala municipality, 
Dar es Salaam region. Proportionate stratified random sampling procedure 
was used to ensure that teachers from different public primary schools found 
in Ilala municipality were selected in the same proportion as they existed 
in the population. To do this, 50 percent of teachers in each of the three-
sample primary schools in Ilala municipality were sampled (28 from the first 
school, 19 from the second school and 25 from the third school). The sample 
comprised 31 male and female teachers 41. Three data collection methods 
were used in this study. They comprised documentary review, interview and 
questionnaire.  Documentary review primarily, focused on the teacher’s 
ability to construct test items. In this endeavour, both primary and secondary 
documents were consulted. Consulted documents included teachers’ weekly 
as well as monthly tests and term examination. Also, interview was used 
to solicit information from teachers on their ability to construct test item, 
their ability to use table of specification and Bloom’s taxonomy. Likewise, 
questionnaires were administered to teachers for assessing their ability to 
construct test items and the extent to which teachers applied principles of 
test construction. The questionnaires comprised both close-ended and open-
ended questions. For many questions in the questionnaires, the sub-program 
“frequencies” from the Statistical Package for Social Sciences (SPSS) was 
used in the process. Content analysis was employed to identify, analyze and 
interpret open-ended questions from questionnaire and interview. They were 
analyzed in relation to research questions of the study.

3.0 Research Findings  

3.1 Primary School Teachers’ Ability in Test Items Construction 

To obtain relevant information on teachers’ ability in test item construction, 
the questionnaire was administered to 72 primary school teachers. Table 1 
presents summary of the study findings.
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Table 1: Teachers’ views on their ability in crafting test items

Statement Teachers (n=72)

Always Sometime Never

f % F % F %

I face difficulty to use Bloom’s taxonomy 
to construct test item 49 68 17 23.6 5 6.9

I face challenges to prepare marking 
scheme two or more days after 
constructing the test

10 13.3 34 47.2 18 25

I face difficulties in constructing a table of 
specifications 64 88.8 2 2.7 6 8.2

I face difficulties in selecting questions 
from topics I think students have 
understood

2 2.7 4 5.5 66 91.6

I face challenges to match objectives from 
the syllabus with the test items 9 12.5 46 63.8 17 23.6

I face difficulties to check for clarity of 
crafted items 15 20.8 41 56.9 6 8.3

I face difficulties in constructing multiple 
choice item type 9 12.5 40 55.5 13 18

I always face difficulties in arrange 
questions into sections based on their 
nature or type

5 6.9 26 36.1 41 56.9

I face difficult in construct new test item in 
every test hence I rely on past questions 29 40.2 33 45.8 11 15.2

I face challenges in checking for the item 
difficulty and discrimination after the test 42 58.3 17 23.6 13 18

I fa challenges to compute for the item 
difficulty and index discrimination of the 
test scores.

49 68 07 9.7 16 22.2

I face challenges to craft more items than 
actually needed 28 38.8 39 54.1 5 6.9

I have difficult to craft good test item 
hence I have to use my textbook to write 
test items

43 59.7 25 34.7 4 5.5
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Table 1 shows that most teachers face challenges in many areas of test 
construction. For example, teachers face difficult in constructing a table of 
specifications, use Bloom’s taxonomy to construct test items, compute for the 
item difficulty, index discrimination of the test scores as well as in crafting 
good test items such that they have to use their textbooks to write test items 
(Table 1). This shows that primary school teachers have inadequate skills in 
test construction.

Furthermore, the researcher used assessment criteria such as sequential 
order, layout of question papers, attractiveness as well as clarity of printing, 
clarity of language and teachers’ application of test construction principles in 
order to triangulate questionnaire findings. Based on the aforesaid criteria, 
reviewed test/examination papers showed that most of the reviewed test/
examination papers had incomplete and unclear instructions, some statements 
were very long, they had unclear instructions and some teachers extracted 
statements directly from textbooks. Such findings were supported by results 
from interviews as one experienced teacher confirmed that,

“It is difficult to construct multiple choice items. Thus, what I do is to buy 
ready-made tests from people providing private tuition services to 
primary school pupils in Kariakoo….to me it is easy to buy rather than 
construct them” (School D, 2019).

Another teacher who assumed to be experienced and required to construct 
weekly, monthly and term test items for his class of seven pupils said that,

“Because I have taught standard seven for more than 7 years now, there 
is no problem. I have a bank of questions in my office and others are at 
home… So I just select 50 items to make one test. I am doing this because I 
know they are good test items and I have been using them for some years 
now and my students are doing very good” (School A, 2019).

From the foregoing quote, it is obvious that such teachers did not have 
required test construction skills. Teachers had difficulties in construction of 
test items. Hence, they decided to copy past paper items without considering 
quality and relevance to their subject and competencies to be measured. 

Furthermore, after careful evaluation of test instruments, it was evident that 
the test developer who was the subject teacher failed to sample adequately 
to cover all content areas listed in the scheme of work for the relevant term. 
Analysis from papers revealed that content of papers focused on a few of 
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the areas taught. It was evident that items on the instruments (tests) did not 
adequately sample the content taught. It implies that a pupil who attained 
70 percent or higher cannot be addressed as having adequate mastery 
of the content taught since he/she was not assessed in all taught areas. 
Likewise, a pupil who obtained 20 percent or less cannot be referred to 
as lacking mastery of the taught content. This is because the higher scoring 
pupil might have specialized in sampled areas, while the lower scoring pupil 
did not. It is possible that the higher scoring pupil lacked mastery over the 
content areas, which assessment instruments did not cover. Results from such 
assessment instruments can only be interpreted in terms of identifying pupils’ 
strength(s) and weakness(es) or how much pupils knew in the few content 
areas assessed. Thus, the instruments lacked some degree of content validity. 

3.1.1 Application of principles of test construction by teachers 

This study noticed that despite the situation that very few teachers were 
found to be more familiar with table of specification concept than it was 
expected. Its uses remained a challenge to many of them. Many teachers 
did not use table of specification in their test item construction. For, example, 
it was noted that out of 72 teachers who were given questionnaire to fill, 
only 7(9.8%) teachers said sometimes they used table of specification to 
prepare test item, whereas 64(88.9%) had never use it. Their responses 
ranged from, “… sometimes to never have used table of specification in 
construct test item since I have employed in this school.” In such a case, it is 
apparent that there was a mismatch between what they claimed to know 
and what they were practicing in their daily routines.

Table 3: Teachers’ responses on using table of specification in test item 
construction 

Frequency Percent Valid percent Cumulative 
percent

Never 64 88.9 88.9 88.9
Sometimes 7 9.8 9.8 98.7
Always 1 1.3 1.3 100
Total 72 100

Source: Field data, 2019
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Again, it was noted that only 1(1.3%) primary school teacher who filled in 
the questionnaire was always able to use table of specification in writing test 
items. This was similarly reported in interview findings as one experienced 
science subject teacher confirmed that, 

“I remember learning table of specification when I was doing my Grade 
A studies many years ago. I remember properly it was taught in subject 
called upimaji na tathimini …Yes, yes….but since then, ten years now, 
frankly speaking I have never used ….I don’t remember even how 
it looks like sir” (interviews with science subject teacher from school B, 
06/02/2020).

During interviews, another teacher, but in Kiswahili subject, gave the reason 
that there was no need to bother to remember and she insisted that,

“I don’t remember how to use it again but I just need a little orientation to 
remember and be able to use it. I remember it helps the teacher to know 
how many items he/she will include in the test or so but I am not very much 
sure. You know, in primary school, we don’t use it. Thus, it is a reason many 
of us don’t remember it. I think we need training for that aspect for sure” 
(Interviews with Kiswahili subject teacher from school C, 09/02/2020).

From the findings, it is obvious that primary school teachers do not use table of 
specification, a pattern, which leads to poorly crafted questions. Interview 
findings corroborate with findings from documentary analysis as most of 
the reviewed items only required pupils to just recall facts. Few of the items 
measured comprehension and application. Short answer items covered items 
on knowledge and comprehension.  Thorough account of the assessment tasks 
suggests that almost all items were “recall” type of questions. This implies 
that pupils who engage in rote learning are those who will perform well and 
not necessarily those who have mastery over the material taught. Thus, the 
assessment instruments did not comprehensively assess different types of 
thinking skill.

A follow-up question was whether or not there was use of Bloom’s taxonomy on test 
items construction. The study revealed that out of 72 teachers who responded 
to the question, only 23(31.9%) teachers said sometimes they used Bloom’s 
taxonomy to prepare test items, whereas 45(62.5%) they never had used it 
(see Table 3). 
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Table 3: Teachers’ responses on using table of specification in test item 
construction 

Frequency Percent Valid percent Cumulative percent 
  Never 64 88.9 88.9 88.9
Sometimes 7 9.8 9.8 98.7
Always 1 1.3 1.3 100
Total 72 100

Source: Field data (2019).

Furthermore, teachers were given a list of action verbs and they were asked to 
indicate types of action verbs they mostly preferred in their test construction. 
Table 4 presents summary of the study findings. 

Table 4: Teachers’ responses on using the following action verbs in their test 
item construction

Action verbs Teachers (n=72)

Always Sometimes  Never 

F % F % f %
1 List, define, name, arrange, 

outline 
67 93 5 6.9 0 0

2 Describe, explain, identify, 
classify 

59 81.9 13 18 0 0

3 sketch, illustrate, prepare, 
demonstrate

32 44.4 27 37.5 13 18

4 Differentiate, examine, compare, 15 20.8 46 63.8 11 15.2
5 Evaluate, predict, defend 9 12.5 18 25 45 62.5
6 Compose, prepare, organize, 

create, design
7 9.7 34 47.2 31 43

Table 4 shows that majority of teachers always use list, define, name, arrange, 
outline, describe, explain, identify and classify action verbs while constructing 
tests for their students. Nevertheless, only few teachers said always they use 
action verbs such as evaluate, predict as well as defend and compose, prepare, 
organize, create or design, respectively, in test item construction (Table 4). It 
leads to suggest that teachers’ test items concentrated more on the lower levels 
of thinking with high percentages on very often and often scales for verbs on 
the lower levels of cognitive abilities. On the other hand, rarely and very rarely 
scales got higher percentages for higher order cognitive abilities verbs.
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Table 5: Action verbs usage by primary school teachers

Subject Correct action verb used in line 
with Blooms taxonomy

Total number 
of items

Percent

Kiswahili 61 150 40.6

English 54 150 36

Geography 29 150 19.3

History 18 150 12

Mathematics 7 150 4.6

Science 21 150 14

Total 190 900 21.1

Table 5 reveals that most of the items constructed by teachers did not 
employ action verbs. None of the subject teachers employed action verbs 
on even half of the test items constructed (Table 5). Only in 190 items that 
action verbs were used out of the total 900 test items in the three subjects, 
accounted for only 21.1 percent (Table 5). The syllabus states objectives 
in action verbs but framing of the questions did not reflect achievement of 
instructional objectives.

4.0. Discussion 

The study findings revealed that primary school teachers faced difficulties 
in constructing table of specifications, use of Bloom’s taxonomy to construct 
test items, compute for the item difficulty, index discrimination of test scores 
and craft good test item. Hence, they used their textbooks to write test 
items. This shows that primary school teachers have inadequate skills in test 
construction. This finding corroborates with other previous research findings 
(for example, Kita & Tilya, 2010; Tilya & Mafumiko, 2010; Timothy, 2011; 
Kimaro, 2019). For example, Shemwelekwa (2008) and Timothy (2011) 
anchored that there was a tendency for some teachers to claim to have 
enough competency in selecting appropriate assessment items, however, in 
practice, they turned out to be poor in selecting relevant assessment tools for 
each particular competence. Similarly, Njabili (1999); Nitko and Brookhart 
(2007); and Njabili and colleagues (2005) found out that most of the tests 
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used for continuous assessments and the end of the term examinations in the 
primary schools contained ambiguous as well as misleading questions. This 
was said to be among key reasons some pupils failed in tests.

After careful evaluation of test instruments, it was evident that the test 
developer who is the subject teacher failed to sample adequately to cover 
all content areas listed in the scheme of work for the relevant term. Analysis 
from papers revealed that content of papers focused on a few of the areas 
taught. It was evident that items on the instruments (tests) did not adequately 
sample the content taught. The results from such assessment instruments can 
only be interpreted in terms of identifying pupils’ strength and the weakness 
or how much pupils knew in the few content areas assessed. Thus, instruments 
lacked some degree of content validity. An assessment task, which lacks 
content validity is likely not to reflect the important content, skills and 
learning outcomes specified in the school’s or district’s curriculum framework 
and content standards (Nitko, 2001). This is reflected in test papers where 
emphasis was placed on fewer content areas. This is because the test 
reflected the learning outcome of those few content areas taught.

Again, some of the reviewed test items measured trivial knowledge. Such 
questions demanded the lowest form of thinking such that the pupils who did 
not have any knowledge of the material could have answered the questions 
correctly. Nitko (2001) argues that most worthwhile learning involves students’ 
using a combination of skills and content rather than using isolated skills or 
bits of content. This suggests that assessment instruments do not measure 
worthwhile learning, to some extent. It is evident that assessment instruments 
lacked, to some extent, content representativeness and relevance. 

The thorough account of assessment tasks suggests that almost most of the 
items were “recall” type of questions. This implies that examinees who 
engage in rote learning are those who will perform well and not necessarily 
those who have mastery over the material taught.  Thus, the assessment 
instruments did not comprehensively assess different types of thinking skills. 
For an assessment result to be valid, the tasks should assess a student’s ability 
to use strategies and processes that reflect how scholars in the discipline 
think (Nitko, 2001). The examined assessment instruments deviated from 
Nitko’s assertion. That is, only one lower-level cognitive process was greatly 
emphasized.
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5.0 Conclusion and Recommendations 

The evaluations of test items revealed that investigated primary school 
teachers are weak in test construction. Even though some principles were 
done right, most of the critical issues, which are related to test construction 
principles, test reliability and validity were overlooked. This questions the 
validity of results, which would be awarded to students. It is important for 
classroom teachers to be aware of the fact that measurement of psychological 
constructs like academic achievement is a difficult aspect to do. This is due to 
the complex and dynamic nature of human beings. However, there is need 
for teachers to gather some information about pupils for decision-making on 
curriculum, pupils and education policy. This information is needed not only 
for teachers but also for parents, schools’ management and policymakers. 
Because the information collected is used for decision-making, it must be as 
accurate as possible. If tests with low validity and reliability are mostly used, 
then, inappropriate decisions are likely to be made. 

The accuracy of classroom assessment results is very important but difficult 
to achieve. The complex nature of examinees, examination conditions, 
problems with test instruments and other factors reduces the validity of 
classroom assessment results. However, through careful planning of the test 
as well as adherence to principles in test construction, test assembling, test 
administration, scoring and result interpretation can help teachers to gather 
valid as well as reliable information about pupils. However, it appears that 
some teachers do not have much knowledge in testing practices. Although 
Tanzania, as a country, does not have a state-wide standard in testing, it 
is important for the Ministry of Education, Science and Technology (MoEST) 
to train teachers in assessment (especially, testing practices). Also, it is 
highly recommended that head teachers should take up the challenge of 
inviting instructors from teacher training institutions/universities to organise 
workshops for teachers on a regular basis so as to sharpen their skills on 
effective test construction practice.
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Abstract

Prisoners’ education, especially tertiary education for prisoners, is largely 
under-researched in Africa, particularly in Tanzania. This article draws upon a 
qualitative research project, which focused on prison education in Tanzania to 
address a major research question, ‘What are barriers to tertiary education in 
Tanzanian prisons?’

A total of 51 participants were involved in this study. They were mainly 
prisoners, ex-prisoners, prison staff and the Open University of Tanzania (OUT) 
representative. Data were collected through interviews and documentary 
analysis. Then data were analysed thematically.

Results from this study showed that very few prisoners accessed tertiary education; 
and Tanzania has no aspects considered a ‘proper’ policy and reliable sources of 
funds to finance education for prisoners. As a result, they complicated prisoners’ 
access to tertiary education. Some prisoners were interested and qualified to 
undertake tertiary education, but they were prevented from access because of 
lack of funds. Hence, it is argued in this paper that lack of clear policies on prison 
education and funding have contributed to prisoners’ poor access to tertiary 
education. As tertiary education is vitally important for prisoners’ reintegration 
into society, findings from this research suggest the necessity for Tanzania Prisons 
Service (TPS) to work closely with other institutions, including Non-Governmental 
Organisations (NGOs) to gain sources of funds for prisoners’ tertiary education. 
Other learning institutions such as the Institute of Adult Education and the Open 
University of Tanzania should be involved in provision of tertiary education to 
prisoners.

Key words: Prisoners’ education, tertiary education, educational access, lifelong 
learning, social justice.
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1.0 Introduction 

Tanzania has 126 prisons (all public), which hold over 33,000 prisoners 
(Msoroka, 2018; The United Republic of Tanzania, 2017c). However, the 
capacity of all Tanzanian prisons is 29,552 inmates (Mikongoti, Mlowe, 
& Wazambi, 2016; The United Republic of Tanzania, 2017c), implying 
an excess of almost 4,000 prisoners. Studies indicate that such trend of 
overcrowding prisons is common in Tanzania due to high recidivism rates 
(Inmate Rehabilitation and Welfare Services Tanzania, 2014; Msoroka, 
2018). One can argue that having overcrowded prisons is an indication of a 
poor functioning prison system.

Originally, prisons were intended to punish offenders so that such persons 
and others are deterred from committing crimes (Kemp & Johnson, 2003; 
Pollock, 2014; Stohr & Walsh, 2012). The assumption is that, “offenders and 
potential offenders will fear the punishment mandated by state and federal 
governments to the extent that they will not engage in criminal acts” (Kemp 
& Johnson, 2003, p. 11). This paper considers punitive view of imprisonment 
is a conservative philosophy (Pollock, 2014). However, it is argued here that 
the current Tanzanian prison boom and high recidivism rates (47%) are an 
indication that prisons provide ‘unintended consequences’ (Shay, 2012). In 
due regard, prisons have failed to deter people from committing crimes.

Literature suggests that due to poor functioning of the original punitive 
(conservative) philosophy of prisons, prison systems, especially in the 
developed countries, are taking highly liberal approaches to imprisonment 
(Cullen, Jonson, & Nagin, 2011; Pollock, 2014). It is argued that the 
conservative approach to imprisonment does not address the root cause 
of crime [(poor educational background, lack of work skills, and poverty) 
(Cullen et al., 2011). The liberal philosophy to imprisonment supports 
education for prisoners, including tertiary education, which is known to help 
prisoners reintegrate into society.

1.1 Rehabilitation: The Conception

According to Campbell (2005), rehabilitation, in a prison context, is “the 
process of helping a person to readapt to society or to restore someone 
to a former position or rank.” Rehabilitation includes all activities carried 
out in prisons that intend to improve inmates’ behaviour. In this modern 
and liberal era, reduction in reoffending is believed to be best achieved 
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through rehabilitation programmes (Workman, n.d.). Over time, methods for 
prisoners’ rehabilitation have evolved. They started with: 

“Silence, isolation, labour, and punishment, then moving onto medically 
based interventions including drugs and psychosurgery. More recently, 
educational, vocational, and psychologically based programs, as well 
as specialised services for specific problems, have typically been put 
forward as means to reform prisoners during their sentence” (Campbell, 
2005, p. 831).

Programmes such as literacy education, general education, vocational 
training as well as college education are part of prison education and it is 
argued they improve prisoners’ rehabilitation (Campbell, 2005; Cullen & 
Gendreau, 2000). These programmes are suggested to improve prisoners’ 
attitudes, motivation, awareness including social, personal, and occupational 
functioning (Workman, n.d.), and they have been reported to positively 
impact on prisoners’ lives (Callan & Gardner, 2007; Davis, Bozick, Steele, 
Saunders, & Miles, 2013; Davis et al., 2014). The said programmes contribute 
to preparing prisoners for their reintegration into society and at the same 
time reduce recidivism (Klein, Tolbert, Bugarin, Cataldi, & Tauschek, 2004; 
The United Nations Office on Drugs and Crime, 2012).

1.2 Tertiary education for prisoners: Review of selected developed countries

Two developed countries from the Southern hemisphere (New Zealand and 
Australia) and one from the Northern hemisphere (USA) were selected for 
discussion on issues related to tertiary education for prisoners. It is expected 
that such discussion will contribute to understanding of the Tanzanian prison 
education context. This section begins with discussion of tertiary education 
for the United States of America (USA) prisoners. 

In the USA, authorities are believed to be tough on crime (The National 
Institute for Literacy, 2002; Whitaker, 2016). Giving prisoners a chance 
to undertake prison education is considered to be soft on crime (Whitaker, 
2016). Consequently, the USA does not have a stable policy on tertiary 
education for prisoners and policies in education have been changing 
over the years. Following the 1971 rebellion in Attica prison, the USA 
Government introduced college education in prisons (Zahn, 1997). Prisoners 
who undertook college education were allowed to benefit from the Pell 
Grants - A college financial aid program established to provide monetary 
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support to low-income, undergraduate students (Mastrorilli, 2016; Zahn, 
1997). Gaining access to the Pell Education Grant increased prisoners’ entry 
into tertiary education. By 1991, 14 percent of prisoners were admitted to 
college education (Zahn, 1997). In 1994, the USA Government amended the 
law and excluded prisoners as beneficiaries of the Pell Grants (Klein et al., 
2004; Spangenberg, 2004; Torre, 2005; Zahn, 1997). It has been reported 
that change of the policy negatively affected prisoners because they were 
left with no reliable funds to support their tertiary education (Mastrorilli, 
2016; Zahn, 1997). Mostly, prisoners’ access to tertiary education was 
heavily dependent on self-funding. Hence, prisoners’ participation in tertiary 
education programmes in state prisons dropped from 14 percent in 1991 
to 7 percent in 2004 (Davis et al., 2013; Phelps, 2011). Only 33 percent 
of state prisons were reported to offer tertiary education opportunities 
to prisoners (Davis et al., 2013). In recent years, there has been a move 
to reinstate prisoners’ eligibility for Pell Grants. Notable initiatives include 
moves in 2015 and later on in 2016, to introduce the Restoring Education 
and Learning (REAL) Act, “which would have reinstated access to Pell 
Grants for people in prison” (Strait & Eaton, 2017, p. 3). The moves were 
never successful. Another initiative was a United Stated of America dollars 
(US$) 30 million pilot project called the Second Chance Pell Pilot, backed 
by President Obama that was introduced in 2015 and it was successful 
(Davis, 2019). The project aimed at providing 12,000 prisoners access to 
Pell Grants to undertake tertiary education (Strait & Eaton, 2017). Although 
there is inconsistency of research literature on prisoners’ access to tertiary 
education, it is argued that the USA situation is still much better than most of 
African countries, whose economy fails to support prison education (Sarkin, 
2008). 

In New Zealand, the 2004 Corrections Act is the main legal framework 
that enforces prison education (Devine, 2007). Section 78 of the Act allows 
prisoners to undertake further education, provided that it helps to reduce 
inmates’ recidivism and improves the possibility of prisoners’ reintegration 
into the community (New Zealand Government, 2004). With the law, the 
Department of Corrections is now collaborating with the Open Polytechnic 
to offer tertiary education to eligible prisoners (Department of Corrections, 
n.d.-b). It is noted in Section 78(2) that the New Zealand Government is 
not committed to offering tertiary education for free (Devine, 2007). Like 
with any other student who undertakes tertiary education outside prisons 
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(Department of Corrections, n.d.-a), prisoners who undertake tertiary 
education are allowed to access students’ loans through a Study-Link. For 
instance, a memorandum of understanding (MoU) signed between the Tertiary 
Education Commission (TEC) and the Department of Corrections enabled 
allocation of more than 8 million New Zealand Dollar to fund institutions 
that offered tertiary education to prisoners between 2017 and 2018 (TEC, 
2017). It is estimated that about 25 percent of New Zealand prisoners 
gain qualifications from the Open Polytechnic (NZ House of Representatives, 
2017).

In contrast to New Zealand, Australia does not have a common policy on 
prison education. Although the Australian Human Rights Commission (n.d.) 
named education among the rights of prisoners, the Australian states 
have different Prison Acts, which stipulate prison education in different 
weights. In the Victorian Corrections Act, for instance, prison education is 
mentioned in several Sections and the most important one is Section 47(1)
(o). The Section provides prisoners “the right to take part in educational 
programmes” (Victoria State, 1986, p. 99). In the Western Australia Prison 
Act (Western Australia, 1981), prison education is mentioned only once in 
Section 95(2)(f). The section provides “opportunities for prisoners to utilise 
their time in prison in a constructive and beneficial manner by means of 
educational and occupational training programmes and other means of 
self-improvement” (Western Australia, 1981, p. 84). (Western Australia, 
1981)The Queensland’s Corrective Services Act does not explicitly grant 
prisoners an opportunity to education (Queensland Government, 2017a). 
Education is not even mentioned among the rights of prisoners in Queensland 
(Queensland Government, 2017b). However, no part of the said Prison Acts 
mention tertiary education for prisoners. From this perspective, one would 
expect Australian prisons to have different focuses on the issue of prison 
education, especially tertiary education. Reports suggest a high prisoners’ 
access to vocational training in most Australian prisons (Callan & Gardner, 
2007; Giles et al., 2007; Wynes, 2007). However, little is known about 
prisoners’ involvement in tertiary education. Some readings suggest that in 
Australia, “higher education is not seen as a priority in correctional education” 
(Farley, Pike, Demiray, & Tanglang, 2016, p. 152). Recent reports show 
that the University of Southern Queensland (USQ) has started to deliver 
online university courses in Queensland’s prisons (Farley et al., 2016; Tlozek, 
2014). It is estimated that about 1,000 offenders have been served tertiary 
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preparation courses in 13 Queensland prisons (Tlozek, 2014).

It is clear from literature that the selected countries (the USA, New Zealand, 
and Australia) have different policies and approaches to tertiary education 
for prisoners. However, one lesson can be learned that all selected countries 
consider the importance of college education. Consequently, they all put 
some efforts (at different levels) to increase prisoners’ access to tertiary 
education. This lesson may be of interest for the Tanzanian prison education 
context. 

1.3 Tertiary education for prisoners: Review of selected African countries

Three African countries [South Africa (SA), Uganda, and Kenya] were 
selected to investigate tertiary education in the African prison context prior to 
analysis of the Tanzanian context. Selection of these countries was based on 
their liberal policies on prison education. In South Africa, prison education is 
controlled by the South African Correctional Service Act. Section 42 requires 
every prison to form a Case Management Committee to assess prisoners’ 
rehabilitation needs, including education. Section 41(1) and (2) state: 

“(1) The Department must provide or give access to as full a range of 
programmes and activities as is practicable to meet the education and 
training needs of sentenced prisoners. (2) Sentenced prisoners who are 
illiterate or children may be compelled to take part in the educational 
programmes offered in terms of Subsection (1)” (The Republic of South 
Africa, 1998, p. 42). 

Although tertiary education is not clearly mentioned in this Act, it is argued 
that South Africa is one of the few African countries that have developed a 
legal framework for prison education. Studies suggest that some prisoners 
in South Africa have access to tertiary education (Johnson, 2015; Jules-
Macquet, 2014; Quan-Baffour & Zawada, 2012). Although there are no 
clear data on the extent of prisoners’ access to tertiary education, a very 
recent study conducted in three South African prisons found 12 prisoners 
undertaking tertiary education (Johnson, 2015). Such number of prisoners 
undertaking tertiary education in the three prisons is exceptionally high 
when taking into consideration the Tanzanian situation. Thus, it can be argued 
that South Africa is more advanced than Tanzania when it comes to tertiary 
education for prisoners.
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In Uganda, Section 57 (d) of the Prison Act considers access to education 
as one of prisoners’ rights (The Government of Uganda, 2006). It can 
be argued that such (legal) educational recognition has contributed to 
contemporary reports that suggest some Ugandan prisoners attend formal 
education (Asiimwe & Kinengyere, 2011; Serwanjja, 2014; Ssanyu, 2014). 
Nevertheless, like many other African countries, little is known regarding 
prisoners’ access to tertiary education in Uganda. Literature suggests that in 
2009, Uganda Prison Service teamed up with Makerere University Business 
School (MUBS) to enable prisoners in Luzira prison with pre-requisites 
to undertake a diploma course in Entrepreneurship and Small Business 
Management (Ssanyu, 2014). As a result, several prisoners have successfully 
gained their diplomas. Other reports (African Prisons Project, 2016, n.d.; 
Serwanjja, 2014; Ssanyu, 2014) suggest that the African Prison Project 
(APP) offers Ugandan prisoners with scholarships, which allow prisoners with 
pre-requisites to undertake diploma and degree courses in law from the 
University of London, through Distance Learning. Thus, it can be argued that 
Uganda has better arrangements to support tertiary education in prisons 
than Tanzania.  

In Kenya, the Prison Act has sections that allow educational activities in 
prisons (The Republic of Kenya, 2012). Section 63, for instance, has four 
subsections. Three of them (Subsections 1, 2, and 3) are highly focused on 
prison education. They state that,

“(1) The officer in-charge shall take all steps that he considers practicable to 
arrange evening educational classes for the prisoners in his charge, and shall 
permit prisoners in their leisure time to study by means of courses approved 
and arranged by him and to practise handicrafts; and special attention shall 
be paid to the education of illiterate persons.

(2) Whenever possible, there shall be a library in each prison, and prisoners 
shall be permitted to draw books from the library in accordance with such 
directions as the Commissioner may from time to time make.

(3) The officer in charge may arrange for lectures, concerts and debates for 
prisoners to take place outside the hours of labour” (The Republic of Kenya, 
2012, p. 64).

Although the Kenyan Prison Act does not clearly state tertiary education, 
mentioning prison education allows prisons to offer college courses for 
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prisoners. Studies related to tertiary education in Kenyan prisons are 
scarce. However, reports suggest that some prisoners have been able to 
study for Law Degree at the University of London, through APP scholarships 
(Anonymous, 2017; Coughlan, 2014). According to a recent report, 16 
prisoners in Kamiti prison studied for their degrees through this programme 
(Anonymous, 2017). Such access to tertiary education is mainly attributed to 
cooperative partnerships between the Kenya Prisons Service and the APP. 
In comparison to the Tanzanian context, Kenyan Prisons Service has done 
very well in tertiary education compared to Tanzania. Having 16 prisoners 
undertaking tertiary education (from one prison) is a commendable effort.

Studies hold that prisoners who have undergone tertiary education while 
in prisons have improved their discipline. They have greater chance to 
change their perspectives on life and smoothly reintegrate into society 
thereby increase their ability to compete in the labour market (Fine et al., 
2001; Winterfield, Coggeshall, Burke-Storer, Correa, & Tidd, 2009). This 
is arguably the main reason countries such as New Zealand, Australia, and 
the United Kingdom (UK) attempt to find a way to provide prisoners with an 
opportunity to acquire tertiary education (Reuss, 1997; Tlozek, 2014; Torre, 
2005).

Despite the said positive impacts of tertiary education on prisoners (Fine 
et al., 2001; Winterfield et al., 2009), issues related to prison education 
and tertiary education, in particular, are not well researched in Tanzania 
(Msoroka, 2018). It can be argued that this is a reflection of society’s 
perspective – including researchers and prison staff – that prison is not an 
establishment for studies, but rather, it is for punishment (Quan-Baffour & 
Zawada, 2012).

This article intends to respond to one major research question, “What are 
barriers to tertiary education in Tanzanian prisons?” In addressing this 
question, the context of tertiary education for Tanzanian prisoners – issues 
related to policies and funding – is discussed in this article. This article is 
expected to bring people’s attention, especially Tanzanians to importance 
of tertiary education for Tanzanian prisoners. It is hoped that this article 
may be a stepping stone for further discussions on tertiary education for 
Tanzanian prisoners. 
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2.0 Methods

An interpretivist research paradigm, which holds that meaning is subjective 
and multiple (Collins, 2010; Mackenzie & Knipe, 2006; Snape & Spencer, 
2003) guided this qualitative project. In this study, five prisons were involved. 
Four ex-inmates, 28 inmates, 14 prison officers, an ex-senior prison officer, 
an Open University (OUT) representative, and three other participants 
from outside prisons were involved in this project. Most of the participants 
were purposively selected, while a snowballing sampling procedure was 
used to find ex-inmates. Data were gathered through individual interviews, 
focus group discussions, observations, and documentary analysis. Because 
participants of this study were Tanzanians who were fluent and comfortable 
with Kiswahili language, all interviews were conducted in Kiswahili. Then the 
researcher transcribed and translated all interviews into understandable 
English, while maintaining the original meaning conveyed by participants. 
Thematic analysis was used to analyse the findings from this study. To ensure 
privacy and anonymity, this piece of work avoids use of actual names of 
participants.    

3.0 Results

This section discusses findings from this study. The findings are presented 
based on themes that emerged from the analysis. The following section was 
developed from the data generated from document analysis.

3.1 The context and status of prison education in Tanzania

Penal incarceration was unknown to mainland Tanzanians (Tanganyikans) 
“prior to the European conquest, when colonial regimes built prisons on 
a massive scale for deterring political opposition and enforcing African 
labour” (Bernault, 2003, p. 2). The Prison Service in mainland Tanzania 
(Tanganyika) was established in 1931 during British rule (Mboje, 2013; 
The United Republic of Tanzania, 2017c). During the German era (from 
1880s to 1919), prisons in Tanzania were under the Police Force. Throughout 
the colonial periods (the German and British), prisons mainly served the 
purpose of keeping prisoners in custody for hard work and racism that were 
dominant (The United Republic of Tanzania, 2017a; Williams, 1980). The 
two colonial governments used prisons as their coercive instruments (Nyoka, 
2013; Williams, 1980). There is no evidence of prison education activities in 
prisons during the colonial periods. 
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At the time mainland Tanzania (Tanganyika) became independent (1961), 
about 85 percent of Tanzanian (Tanganyikan) population was illiterate 
(Mushi, 2009). For that reason, in the early years of independence, Tanzania 
put much effort into reducing illiteracy. Primary schools were used as centres 
of adult education (Msoroka, 2011; Mushi, 2009) while many other adult 
education classes were carried out under trees, in market places, factories, 
bars, churches, social halls, dispensaries, and in street as well as village 
leaders’ houses and so forth (Ishumi & Anangisye, 2014; Mushi, 2009). 
Literature suggests that adult education activities were also conducted in 
prisons during that period (Msoroka, 2018).

However, studies suggest that for a long time, even after independence, the 
Tanzania Prisons Services (TPS) has been following a similar pattern to that 
of the colonial prison systems – keeping prisoners in custody for punishment 
(Nyoka, 2013). Since the 1990s, the TPS has been attempting to adopt 
modern philosophies of imprisonment. It is now claimed that TPS considers 
humanity in treating offenders, and that its main focus is on rehabilitation of 
prisoners (The United Republic of Tanzania, 2017a). This study contributes 
to understanding the manner tertiary education has become part of 
rehabilitation approaches to imprisonment within the Tanzanian context.

As stated previously, the current number of prisoners in Tanzania exceeds 
prison capacity by almost 4,000 prisoners (Mikongoti et al., 2016; The United 
Republic of Tanzania, 2017c). There is no recent official study related to 
reoffending rates in Tanzania. However, the most recent quoted reoffending 
rate is 47 percent (Inmate Rehabilitation and Welfare Services Tanzania, 
2014). It should be noted that offending and reoffending are usually 
associated with skills deficit – low levels of formal education, illiteracy, and 
low/no job skills (The United Nations Office on Drugs and Crime, 2012) – 
Tanzanian offenders are not free from skills deficit. For instance, reports 
indicate that about 75 percent of Isanga prisoners (Dodoma, Tanzania) 
were illiterate (The United Republic of Tanzania, 2014) thereby suggesting 
the necessity of prison education. Some prisons (including Isanga, Wami, and 
Luanda) are reported to introduce literacy education to address illiteracy 
problem among prisoners (Msamada, 2013; Msoroka, 2018). As presented 
in the following sub-sections, tertiary education has never been given enough 
attention in Tanzania.
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3.2 Policy on prison education and funding: Implication for prisoners’ access 
to tertiary education in Tanzania

3.2.1 Prison education policy context

In Tanzania, the 1967 Tanzania Prison Act Number 34 is the main document 
that guides prison activities. However, unlike South Africa, Uganda, and 
Kenyan laws, the Tanzanian Prison Act does not explicitly offer prisoners an 
opportunity to prisoners’ education (Msoroka, 2018; The United Republic of 
Tanzania, 1967). There is no section in the Act that stresses prison education. 
This study suggests that the 2011 Prison Education Guide (The United Republic 
of Tanzania, 2011) is the only policy document that offers the possibility 
for Tanzanian prisons to provide prison education. Nevertheless, it is clear 
that the Prison Education Guide is not a legally binding document. Findings 
from this research illustrate that prisons are not legally required to offer 
prison education. Prison education is not a mandated part of rehabilitation 
programmes and therefore, prisoners cannot insist on their access to 
education. Most importantly, there is nowhere in the Prison Education Guide 
that tertiary education is mentioned. The results from this research indicate 
that lack of policy clarity has impacted on Tanzanian prisoners’ access to 
tertiary education as will be seen in the following sub-sections.  

3.2.2 Prison education funds

The findings from this study suggest that Tanzanian prisons are not allocated 
budgets by the government for prison education. During interviews, most 
prison staff complained about this problem. Some said that,

“Our prison doesn’t have a budget for prison education purposes. We can’t 
afford to buy chalk, notebooks, pens, and textbooks. Sometimes, we are 
completely out of chalk to run our classes.

Our main challenge is financial constraint. We need funds to buy books and 
other teaching and learning materials, including tools for workshops. The 
problem is that the government usually sets funds for prisoners’ meals and 
medication. It doesn’t focus on prisoners’ education. I think they forget that 
prisoners need education for their rehabilitation, which is the main purpose 
of this prison.

The main problem is how to get those resources. Our prison doesn’t have a 
budget to buy notebooks, pens, chalk and books.”
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It is argued that such lack of funds is intentional. It reflects the Ministerial 
general budget. Although the Minister for Home Affairs claimed that the 
Ministry focuses more on prisoners’ rehabilitation, in the 2017/2018 budget, 
the Government allocated no funds for prison education (The United Republic 
of Tanzania, 2017b). Despite the pledge to offer rehabilitation programmes, 
Tanzania does not have a clear policy on prison education funds and thus, it 
indicates poor focus on prison education. Literature suggests that wealthier 
countries such as New Zealand allocate funds for prison education and in 
particular, tertiary education within prisons (TEC, 2017). However, this might 
be difficult to achieve in African countries because of their weak economies 
(Sarkin, 2008). Countries such as Uganda and Kenya are also faced with 
a similar challenge (Gumi, 2014; Kalid, 2011). It is for this reason that the 
author of this article calls for wide involvement of society – including other 
institutions, NGOs, and individuals – in supporting prison education.

3.3 Implications for prisoners’ access to tertiary education in Tanzania

The previous two subsections discuss issues on prison education policies and 
funding. This section discusses implications of such policies and funding to 
tertiary education in Tanzania. Findings from this study suggest that very few 
prisoners had access to tertiary education in Tanzanian prisons. At the time 
of this study, two prisoners had completed a Bachelor of Law (LLB) degree, 
the third one was in the process of completing his Bachelor of Law and the 
fourth had completed a Diploma in Education. All four prisoners underwent 
their studies through the Open University of Tanzania (OUT) in the Open and 
Distance Learning mode. The first prisoner graduated in 2007, the second in 
2009, and the third one (the diploma graduand) graduated in 2016. Two 
of the successful prisoners were out of prison. They formed an NGO, which 
serves prisoners.   

One can ask how a prison system with more than 30,000 inmates had only 
four prisoners who accessed tertiary education in 57 years of independence. 
This study suggests that lack of clear policy on prison education and funding 
are among issues that influenced on prisoners’ poor participation in tertiary 
education. During interviews with one ex-inmate who underwent tertiary 
education, he revealed that,

“Tuition fee was the first obstacle in my studies. Prison management told me 
that they couldn’t allow me to take up studies if I didn’t have a sponsor.”
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When asked how he succeeded, he stated that,

“I was lucky enough to get a sponsor. He paid for my first and second years 
of study. He was just a Good Samaritan [a white man] from Nairobi. He 
volunteered to pay for two consecutive years. That person was one of the 
leaders in a Pentecostal Denomination and he was also involved in the Life 
Challenge Africa Project. My final year’s tuition fee was paid by one of 
the OUT leaders, but I don’t know him/her even today. That person insisted 
on remaining anonymous forever. I remember that he/she paid Tanzanian 
Shillings 300,000 [equivalent to about US$350 according to the exchange 
rate at the time] for the final year.”

The case presented here is a strong indication that Tanzania had no clear 
policy on tertiary education for prisoners, especially on the issue of funding. 
Reports suggest that the TPS was teamed up with OUT to offer scholarships 
to prisoners wanting to undertake OUT programmes (Kazinja, 2014). On 
the contrary, this study revealed that such scholarship was not in practice. An 
OUT representative said that,

“We have a plan to provide scholarships to prisoners who would like to 
study through OUT. We announced it during Bakari’s graduation [in 2007], 
but we have not secured a source of funding for that scholarship. We have 
sponsored no one among those graduated prisoners. All of them have found 
their own ways to cover for the learning costs.”

Thirteen years after its commitment, the OUT has never been able to 
support any prisoner. As mentioned previously, after Bakari’s graduation, 
two prisoners graduated through OUT – one with a Bachelor of Law (2009) 
and the other with a Diploma in Education (Magai, 2016). Another prisoner 
was studying a Bachelor of Law degree. All mentioned prisoner-learners 
found their own sources of funds. It is argued that shortage/lack of funding 
limits prisoners’ access (those who are interested and qualify) to tertiary 
education in the Tanzanian context. This argument is consistent with a report 
from Ukonga prison (Head of Ukonga Prison, 2016), which identified five 
prisoners who were interested and qualified to attend tertiary education, 
but had no means to finance their education. It is probable that there are 
other prisoners in Tanzanian prisons who fail to take up tertiary studies 
because of the funding problem.  
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4.0 Limitations

This qualitative study involved a few prisoners and prison officers from five 
prisons, and only four ex-prisoners. This may not be a fully representative 
sample of all prisons and ex-prisoners in Tanzania. It is up to readers to 
decide relevance of the findings of this article to their contexts.

5.0 Conclusion

This article discusses problems of accessing tertiary education in Tanzanian 
prisons. It is argued in this article that Tanzania does not have a clear policy 
on tertiary education for prisoners, which has limited inmates’ access to 
tertiary education. Unlike Uganda and Kenya, whose prisoners are able 
to access the African Prisons Project scholarships to undertake tertiary 
education (African Prisons Project, 2016; Coughlan, 2014; Serwanjja, 
2014), Tanzanian prisoners did not have such opportunities. This paper holds 
that lack of funding opportunities for Tanzanian prisoners is exacerbated 
by lack of clear policies on prison education. However, the argument for 
lack of support such as those provided by the African Prisons Project could 
be due to Tanzanian prisons being “total institutions,” which refer as a kind 
of restricted and isolated organisations with minimal interactions with other 
organisations and people outside (Amundsen, Msoroka, & Findsen, 2017; 
Msoroka, 2018).

The author of this paper is aware that prisons, especially those still employing 
the conservative philosophy to imprisonment are entirely for punishment 
(Pollock, 2014; Stohr & Walsh, 2012). The conservative philosophy to 
imprisonment, which Tanzania is presumed to still hold onto, does not support 
prison education. However, considering that such approach to imprisonment 
has failed to address reoffending (Cullen et al., 2011), imprisonment 
philosophies are shifting towards the liberal approach, which insists on prison 
education (Pollock, 2014). One possible reason countries such as Tanzania 
hold onto the punitive aspect of imprisonment per se is the weak economy of 
the country (Sarkin, 2008). One can argue that it is worthless for a country 
such as Tanzania, whose economy cannot sustain the social needs of the 
population to spend on prisoners’ education, especially tertiary education. 
Nevertheless, because tertiary education has higher impacts on shaping 
inmates’ behaviours, reduction of recidivism, and post-release employment 
(Fine et al., 2001; Winterfield et al., 2009), this article calls for Tanzanian 
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prisons to collaborate with other stakeholders to increase prisoners’ chance 
to access tertiary education. Two things are suggested here to improve the 
current situation: first, to develop a clear policy on prison education that 
will consider all possible avenues to improve prisoners’ education. Second, 
prisons should become highly open and invite learning institutions – IAE, OUT, 
UDSM, UDOM and so forth. – and other education institutions to support 
prison education, including tertiary education. This is a call for a wide range 
of social participation because the (Tanzanian) Government alone cannot 
offer the possibility of prison education, especially tertiary education. 
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Abstract

This study examines the role of trade unions in solving employee’s problem in 
Tanzania. Workers’ performance in Tanzania seems to face some challenges 
while there are organs such Trade Unions, which can be used as means to improve 
workers’ performance in Tanzania. Simple random and purposive sampling 
procedures were used to get a total number of 75 out of 100respondents from 
two distinct trade unions of C.W.T, TUGHE, and TALGWU. Data were collected 
through documentary reviews, questionnaires, and interviews. Data analysis was 
based on quantitative analysis presented in form of tables and percentages. The 
findings showed that trade unions have not played their role to solve employees’ 
problems as well as preserving the rights of workers.

Besides existence of trade unions, workers were still complaining due to different 
problems in their working places. The study revealed that if employees’ problems 
could be solved, there will be a satisfactory working environment, which will 
strengthen working and employment relationships. Therefore, underperformance 
of trade unions leads to employees’ dissatisfaction, which further leads to high 
absenteeism rate and workers’ turnover. The study recommended that the 
government should reform a free and independent strong regulatory framework 
of employment and labour relations acts so as to increase independent functioning 
of trade unions. However, workers should ensure effective and efficient measures 
in elections and appointment of committed leaders to all trade unions in Tanzania. 
The leaders should stand firm to defend their members’ to employers. This will 
result in good working performance and satisfaction to employees.

Keywords: Trade union, employee, health and safety, salary scale and labour 
cases
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1.0 Introduction

Trade Unions are an integral part of any organization. Whatever 
organization it may be, whether big or small, private or public, trade unions 
exist to safeguard the interest of employees working therein. Also, the 
trade union improves the living and the working conditions of the employees 
(Paragshir, 2013). Like any other organization, the trade union emerges and 
grows in a definite environment. On one side, the environment may either 
nurture or impede its growth and development trends.

On the other hand, the organization might influence and shape the 
environment in which it carries out its functions. The dialectical relationship 
between an organization and its environment is, therefore, indispensable. 
The environment in this regard denotes the socio-economic, the legal and 
political contexts existing in the country at different times. These factors, 
by and large, play a crucial role in influencing and shaping the behavioral 
patterns of trade unions. To attain a thorough understanding of the current 
trade union movement, one needs not negate the varying contexts in which 
the trade union movement originated and developed.

As such, the historical facts are essential. They should not be overlooked. 
History shows that the development of trade unions is closely linked to the 
industrial revolution. Schneider (2005) holds that issues of poverty, working 
and living conditions of dependent workers around 1850 provoked creation 
of organizations allowing the joint expression of the workers’ interests.

Throughout contemporary history, trade unions have played a crucial role 
in making workplaces safer. In the United States of America, for example, 
trade unions were fundamental to the development and passage of the 
Occupational Safety and Health Act in 1970 (Schurman et al.,1998; the 
Coal Mine Health and Safety Act, 1969). According to John (1995), Britain’s 
trade unions possess the ‘longest history as workers’ organization compared 
to anywhere in the world. In 1990, they faced deep-seated problems and 
yet, they were more popular than at any other time since the 1960s. 

Despite reverses, around half of the workforces are still covered by collective 
bargaining and thus, trade unions are inseparable from society in which they 
are created and recreated. Through collective organization of workers by 
hand and brain, they came into being as a response to capitalism, which 
created antagonism over terms and conditions of employment.
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Conflict is structured by the interest of employers of maximizing profit, which 
competes with the employees’ interest in maximizing wages and balancing 
power between individual workers and employers. The trade union mobilizes 
power to redress the bargaining imbalance between employer and 
employees by articulating conflict between capital and labour and render 
more equality (Heymans, 1975).

According to Bacon (1999), in industrialized world, workers are becoming 
more insecure due to decline of trade unionism as the primary institution 
upon which the employees rely for protective regulation at work. As union 
membership and coverage by collective bargaining have fallen in Britain, 
Australia, New Zealand, the United States of America (USA), Germany, and 
other countries, workers’ vulnerability to offensive action by employers and 
hostile market forces has increased. 

In Britain, available evidence indicates that episode of employer recognition 
of trade unions has been followed by a decline in relative wages, great 
use of contingent contract and the imposition of managerial machinery 
characterized by tighter discipline, work intensification and scrutiny of 
individual employee performance. Security in various manifestations seems 
to decrease when the protective shield of trade unions is removed. While the 
decline may hasten the birth of an insecure workforce, the reverse may be 
true and the shift towards insecure employment. On the other hand, it poses 
a series of threat to unions because workers are difficult to organize and 
difficult to present.

Josev (2002) contends that trade unions in developing countries have not 
achieved a secured income for the majority of workers. Thus, there is a 
need for them to develop a wide support base that addresses the needs of 
many constituencies, including schemes, which involve job creation and active 
involvement in human resource development.

In Africa, trade unions are restricted in terms of the proportion of the 
nation’s labour force that they organize (Adu-Amankwah, 1993). In Ghana, 
the coverage is about one-quarter of formal sector workers. Their limited 
coverage notwithstanding, they have a role to play in terms of promoting 
workers’ rights. Formation of trade unions cuts across the troublesome ethnic, 
political, and religious divides. The primary concern of trade unions has been 
defence of workers’ rights in the workplace. It has been easy to conceive of 
any process of defending workers’ rights as promoting democracy (Fossum, 
1985).
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In Africa, some events have caused erosion in trade unions’ strength. Mozhayev 
(1990) included changes like production, which no longer prompts workers to 
associate as they used to. Other events include decline in the size of workers 
with the tradition of organizing and an increase in the number of golden-
collar workers, highly educated and highly skilled specialists who are not 
much interested in organizing. Also, there ensued the Structural Adjustment 
Policies of the 1980s, which caused transfer of nearly all public enterprises 
and industries to private owners who are only interested in making profit 
and therefore, exploit labour. 

The World Bank and International Monetary Fund (IMF) created conditions 
that give them complete control over countries and only grant credits to 
developing countries that show proof that their economies are healthy by 
closing many “inefficient” enterprises, and modernize production with the 
consequence of reduced labour force and erosion of trade unions’ strength. 
The result has been a drastic fall in membership of trade unions, loss of 
revenue and the breakup of trade unions into even smaller units in some 
nations. Any attempt by workers to defend their interests by opposing ultra-
liberal policies is interpreted by their government as attempts by trade 
unions to hamper efforts to modernize the economies of their countries 
(Kester, 1997).

Therefore, all of these lead to general erosion and suppression of the 
roles of established trade unions towards defending workers’ rights. Within 
the Tanzanian context, the environment in which trade unions have been 
operating can be explained using a historical perspective that indicates 
different periods through which unions have passed. Babeiya (2011) holds 
that the history of trade unions in Tanzania can be traced since the 1920s 
when various associations such as The Kilimanjaro Motor Drivers’ Association 
(KMDA), The Tanganyika African Government Servants Association and The 
Union of Shop Assistants were formed. Tordoff (1967), however, argued that 
such unions did not enjoy freedom as they were subjected to the control from 
the colonial state.

In 2000, the Trade Union Congress of Tanzania (TUCTA) was founded 
as a new umbrella of organization for the unions in the country. Thus, 
Tanzanian Industrial and Commercial Workers Union (TUICO), Tanzania 
Local Government Workers Union (TALGWU), Researchers, Academicians 
and Allied workers (RAAWU), Tanzania Seamen Association Union (TASU), 
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Tanzania Railway Workers Union (TRAWU), Tanzania Government and 
Health Employees (TUGHE), Tanzania Plantations and Agriculture Workers’ 
Union (TPAWU), Tanzania Mining and Construction Workers’ Union (TAMICO), 
Communication and Transport and Workers Union (COTWU) became under 
TUCTA. The main objective of this study was to examine the role of trade 
unions in solving employees’ problems in Tanzania.

2.0 Literature Review

According to Shivji (1986), the industrial relations policy after independence 
was geared towards prevention of strikes by outlawing strikes, improvement 
of economic rights and address workers’ rights within the context of goals of 
the country to achieve rapid economic development. Collective bargaining 
became impossible under those conditions. Instead, the government set 
mechanisms for fixing wages and other fringe benefits. Workers were 
introduced to the culture of wage or salary increase announcements by the 
government during May Day.

Aspects to note include the fact that post-independence governments for 
three decades did not create a conducive environment for growth and 
development of an autonomous trade union movement contrary to what 
has been stipulated on The Employment and Labour Relations Act of 2004.
Section 4 of the said Act defines a trade union as “any number of employees 
associated together for the purpose, whether by itself or with other purposes, 
of regulating relations between employees and their employer or employers’ 
associations to which the employers belong.”

Therefore, trade unions are there for struggling to secure benefits of their 
members such as financial gains like the rise of wages, bonuses, various 
allowances, insurance benefits, overtime payment and non-financial benefits 
such as job security, comfortable workplace, recreational facilities and 
decreasing fear from employer through collective bargaining. Shivji (1986) 
argued that the regime deliberately destroyed the symbiotic relationship 
between the union and their members, leading to weakening of their core 
function. Stated and known as trade unions are considered with the major 
principal purposes to negotiate workers and working conditions or terms, 
regulate relations between workers and the employer, take collective action 
to enforce the terms of collective bargaining, raise new demands to its 
members, and help settle their grievances.
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The right to formation and participation in trade unions is enshrined 
both in international and local instruments. In the international arena, the 
International Labour Organization (ILO) passed the freedom of association 
and protection of the right to organize convention, Number 87 of 1948 and 
the Right to organize and Collective Bargaining Convention, Number 98 
to provide the freedom of association. Tanzania has already ratified both 
Conventions. In Tanzania, Article 20 of the constitution of the United Republic 
of Tanzania of 1977, as amended from time to time, provides for freedom 
of association. 

Section 9 (1) of the Employment and Labour Relations Act of 2004 
provides every employee with the right to form and join the trade union 
and to participate in the lawful activities of the trade union and to know 
the influence of trade unions in Tanzania. The focus is directed on size of 
trade unions in terms of members. Their role in collective bargaining and 
dispute settlement it is the extent of trade unions activities. To know their 
role currently, guiding factors of assessment are also based on the purpose 
or goals of their formation or their existence based on various theoretical 
frameworks of scholars.

According to TUCTA report (2007), there is absolutely no doubt that both 
government employees and non-government employees, despite being 
members of trade unions, remain with working grievances like low wages, 
poor working conditions, poor health and safety, fear from termination to 
their employers when demanding their interests, unlawful termination and 
fear to participate on lawful activities of trade unions.

HakiElimu and TTU (2004) conducted a study to investigate teachers’ payment 
in Tanzania and realized that teachers earned less than what was required 
for their human survival. Teachers in Tanzania earn about United States of 
America dollars (US$) 120 a month. Sumra (2006) claims that “teachers are 
facing many and complex problems in Tanzania.” These problems range 
from low salaries too low status. John (2010) indicates that Government 
schools do not offer quality education because teachers are demoralized to 
work effectively due to low salaries they get, poor working conditions and 
poor treatment they are getting from the government. 

According to Manyele and colleagues (2008), in government hospitals, the 
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working environment is terrible as needle stick injuries accounted for the 
largest part of the most common accidents (52.9%) followed by a splash 
of blood from patients (21.7%) ,burn injury from chemicals (10.6%) and 
slippery floors (5.9%).Most of the hazardous activities were carried out by 
nurses and attendants. Chemicals used in hospitals were mainly antiseptics 
and disinfectants, which cause skin burns during handling and use.

Therefore, there is a long-standing complaint from different government and 
non–governmental employees that the existing Tanzanian trade unions fully 
support employees in collective bargaining and dispute settlement towards 
solving the labour-related problems in their working place. This weakness 
motivated this study that intended to examine the role of trade unions in 
solving employees’ problems by assessing them through functions, aims, and 
objectives of existence.

Union control of industry theory: The theory was propounded by Cole. The 
theory of the trade union movement is the same theory of class struggle of 
Karl Marx.

It was in 1913 in his book, “The World of Labour” that he gave a systematic 
shape to his theory”. He argued that unionism is class struggle and the 
ultimate end is control of industry by labour and not revolution as predicted 
by Marx. Cole’s approach is syndicalist approach, which advocates that 
workers shall not aim at merely getting wages but also get control of industry 
in partnership with the state. Cole wants that the trade union has to play 
an economic role coupled with political activity, which is control of industry 
(Coles, 1913).

According to him, the main role of trade unions is how to run the industry 
rather than how to maintain the state. As far as the theory is concerned, the 
employees through their trade unions have to focus on increasing economic 
struggles in order to gain power to run the industry. Therefore, the strength 
of the theory is that for the employees to be owners of industries coupled 
with political activities will be the way of solving their working problems.

Lenin’s Theory: Lenin say “The economic struggle is a collective struggle 
of the workers against the employers for better terms in the sale of their 
labour power, for better conditions of life and labour.” This is inevitably a 
trade union struggle because the conditions of labour differ greatly from 
trade to trade. Here Lenin differs from Marx and says that the working 
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class by their very nature of their needs will get trade union consciousness. 
But in order to have political consciousness, some outside help is needed 
for making the workers politically class conscious and thus, contributions 
from intellectuals are needed. He directs that the intellectuals must lead the 
struggle of working class not only for better terms for the sale of labour 
power but also for abolition of the social system, which compels the property 
less class to sell itself to the rich. Lenin is of the opinion that the workers’ aim 
shall not be economical struggle or the abolition of the very wage slaver but 
its scope shall be extended to political power in order to have a favourable 
legislation (Shivji, 1970).

It is important to consider the theory. Trade unions by themselves cannot 
manage to overthrow the existing socio-political system undermining their 
working rights. Thus, trade unions could affiliate themselves with other 
political parties by allowing intellectuals from such parties to join a trade 
union so that it could be extended into a strong political party. The political 
party, in turn, will control the political system, leading to establishment of 
legislation, which favours employees’ interests. Therefore, the trade unions 
by their nature should create the political platform in struggling to overthrow 
the existing system and thus, the employee problems will be solved.

Hank (1999) conducted a study on the “Role of trade union in development.” 
The study was conducted in western Europe and the objective was to 
highlight the potential role of trade unions as development partners in 
order to change misconceptions of unions by the development community 
as part of the problem rather than as part of the solution (ibid.). Data 
were reported from interviews (ibid.). The study found that the trade union 
has a major role to play in sustainable development and participatory 
democracy (ibid.). Trade unions as a large organized group in civil society 
can bring a unique contribution to the development community (ibid.). They 
are directly involved with economic systems of production and distribution, 
they can influence the course and content of employment and socio-economic 
policies, they are representative and accountable, they have considerable 
experience in organizing the more vulnerable sections of society, and 
they have the experience and standing required to access national legal 
systems and public facilities (ibid.). However, the study was conducted in 
Western Europe and thus, its result cannot be generalized due to the fact 
that Western Europe environment is not the same like Tanzania. Therefore, 
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the study did not explain the role trade union towards solving employees’ 
problems, especially in Tanzanian trade union context.

Stefanie (2006) conducted a study on “Why trade unions at the European 
level do not play as an important role as neo-functionalist theory had 
foreseen?” The study was conducted in Europe and used comparative 
methodology (ibid.). This means, comparison of hypothetical assumptions of 
Neo functionalism was done with the actual state of trade union involvement 
in labour movement. The study provided that the weakness of the trade 
unions at the European level has it been, that its bargaining position is 
comparatively low. In a political system where social policy plays an overall 
inferior role and social (re-) regulation rests within the member states, they 
do not possess their traditional bearing channels and therefore, they are 
looking for more promising areas they could operate in. However, the study 
does not discuss directly the role of trade union rather, it speculated reasons 
for European trade unions did not play their roles as neo-functionalists 
believe in.

3.0 Methods  

This is explanatory research, which used a case study to examine the role 
of trade unions in solving employees’ problems. The study used a sample 
size of 75 respondents from the total population. This was library research 
and qualitative study, which used primary and secondary data from various 
sources. Data were collected through documentary reviews, questionnaires, 
and interviews. Data analysis was based on qualitative analysis 
complemented with quantitative analysis presented in form of tables and 
percentages. The aiding tool for analysis was the Statistical Package for 
Social Sciences version twenty (SPSS V.20). The qualitative and quantitative 
data analyzed and separated because of their characteristics.

While qualitative data were analyzed through content analysis and 
thematically, while quantitative data were analyzed by using the SPSS. 
The edited and coded data obtained through questionnaire surveys were 
subjected to analysis using the Statistical Package for Social Sciences (SPSS). 
Responses were summarized into several different categories for entry into 
SPSS, the categories identified after looking through the range of responses 
received from the respondents, and then each response category assigned 
number.
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Before entering the information from the questionnaires into SPSS the code 
book was prepared. This give the summary of instructions that used to 
convert the information that obtained from each case into a format that 
SPSS software can understand. Data from interviews analyzed based on 
themes and also through content analysis. Repeated themes categorized 
basing on their commonalities and recorded together. Also other categories 
of themes recorded as they emerge. This method enables the researcher to 
be reliable and to make thorough analysis under each topic

4.0 Results

Results indicated that about 32percent of workers under trader union (C.W.T) 
were males and 68 percent were females, while 56 percent of workers 
under trader union TUGHE were males and 44 percent were females. About 
52 percent of workers under trader union TALGWU were males, while 48 
percent were females. Overall, the majority of respondents were females 
(53.3%), while males were 46.7 percent. The details are shown in Table1.This 
implies that female employees who are under CWT, TUGHE, and TALGWU 
comprised a larger than male employees.

Regarding the age of respondents, the majority (40%) were of the age 
group of 20-29. Then 28.3 percent of respondents were in the age group 
of 30-39, while respondents aged forty years above (>40) accounted for 
18.7 percent. According to education level, majority (66.6%) had attained 
degree level. Respondents with education above degree were 25.4 percent 
and respondents with secondary education level were 8 percent.

Table1 Demographic Characteristics of Respondents

Categories
Trade Union Workers % Average

CWT TALGWU TUGHE
Gender Male 32 52 56 46.7

Female 68 48 44 53.3
Age 20 – 29 44 40 36 40

30 – 39 36 36 13 28.3
Above 40 20 24 12 18.7

Education Secondary 0 16 8 8
Degree 68 60 72 66.6

Above Degree 32 24 20 25.4

Sources: Field Data (2019)
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This implies that the study was conducted and covered employees of different 
working experiences regarding their age and education levels.

4.2 Findings as per Objective of the Study 

4.2.1 Position of trade union in assisting employees in wage negotiation 
with employers

To assess the position of trade union towards assisting employees in wage 
negotiation with their employers in getting high wages, respondents were 
provided with a statement related to Trade union involvement in wage 
negotiation. They were asked to respond affirmatively or in a negation. 

A close examination of their responses indicated that the position of Trade 
union on the same was quite low, especially with the members of C.W.T. 
For example, while 88 percent and 76 percent of respondents from C.W.T 
and TALGWU reported that trade union does not assist employees in 
wage negotiation with their employers, only 60 percent of the respondents 
from TUGHE reported the same and the variation was statically significant 
(P=.003)(see Table2). 

This indicates that though many respondents trust their trade unions, they are 
not doing enough as much as salary negotiation is concerned. Therefore, 
mostly salary increment is determined by the employer (government) and 
employees are always brunt to the decisions.

Table 2 Association of variable on the position of trade unions in assisting 
employees in wage negotiation with employees

Value Df Sig

Pearson Chi-square 16.691 15 .003

Likelihood ratio 14.071 15 .000

N of Valid cases 75

Sources: Field Data (2019)

Furthermore, respondents were asked to state why their trade union was not 
doing much in assisting employees in wage negotiation with their employers. 
Data showed that 27 percent of respondents, on average, identified 
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corruption as the reason trade union does not assist employees in wage 
negotiation with their employers. This could be due to the reason that most 
of the leaders of trade unions do not work on interest of their members and 
thus, employees fill corruption is used to silence their leaders. Moreover, 24 
percent of respondents mentioned Fear and Disloyal as the reason Trade 
union has low bargaining power in wage negation with employers (See table 
3).

Table 3 position of trade union in assisting employee in wage negotiation

Position of trade union Trade union Workers %
CWT 
n=25

TUGHE 
n=25

TALGWU 
n=25

Average

Corruption 24 32 24 26.6
Fear 36 12 24 24
Disloyal 20 20 32 24
Incompetence 16 24 12 17.3
Other 4 12 8 8

Sources: Field data (2019)

Fear was mentioned because employers threaten the Trade unions, especially 
their leaders when they demand for their rights, some leaders fear for their 
job and their life at large. Other respondents cited incompetence of leaders 
as the reason to trade union does not assist employees in wage negotiation 
with their employers.

Furthermore, field data in each trade union showed that about 36 percent 
of respondents from C.W.T identified Fear as the reason Trade unions have 
low bargaining power for assisting employees in wage negotiation with their 
Employers, while other respondents (24%) from C.W.T identified corruption, 
20 percent identified Disloyal and 16 percent incompetence as the reason 
for low bargaining power for assisting employees in wage negotiation with 
their employers (See table3)

Data from members of TUGHE trade union identified corruption (32%) 
as the reason to why Trade union has law bargaining power in assisting 
employees in wage negotiation with their Employers. Other respondents 
from TUGHE identified incompetence (24%), Disloyal (20%) and fear (12%) 
as the reasons Trade union has low bargaining power in assist employees in 
wage negotiation with their Employers.
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More so, field data revealed that 32 percent TALGWU members identified 
disloyal reason as to why Trade union has low bargaining power in assisting 
employees in wage negotiation with their Employers. Others (24%) from 
TALGWU identified Corruption, 24 percent said fear and 12 percent 
identified incompetence as the reason Trade union has low bargaining power 
in assisting employees in wage negotiation with their Employers.

During interviews with trade union leaders, it was revealed that the 
employer (government) threatens them when they try to find a solution for 
their members. But they stressed that they were taking necessary steps to 
make sure the welfares of employees were taken into consideration by the 
employer. For example, C.W.T secretary said that, “We are working under 
a difficult condition, but we will continue to demand for our right until the 
Government understands and appreciates a significant work we are doing 
for this country.”

This view is more or less similar to other trade union leaders because 
employers are always reluctant to offer what is required of them by the 
employees.

4.2.1.1 Corruption

From the study, 27 percent of respondents mentioned corruption as one of 
the reasons for the low bargaining power of trade unions. Moreover, 32 
percent of respondents from TUGHE mentioned corruption as one of the 
reason. It is higher than other trade unions 

In addition, 24 percent was mentioned by TALGWU. This implies that 
employees consider corruption is influencing their leaders not to involve 
in tough wage negotiation. However, during interviews with a trade union 
official, they strongly denied any involvement in taking any bribe from 
employers.

4.2.1.2 Fear

Field data indicated that 24 percent of respondents, on average, mentioned 
fear as one of the reasons for low bargaining power for salaries increase. 
However, this was highly identified by 36 percent respondents from C.W.T, 
24 percent was mentioned by members of TALGWU and 12 percent was 
identified TUGHE members (see Figure 3). This was the reason Trade unions 
have low bargaining power in assisting employees in wage negotiation with 
their Employers. 
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Many members of the trade unions do not demand their rights because 
they fear to lose their jobs. However, during interviews with trade union 
official, fear was not a paramount factor. They claimed that the only 
problem hindering negotiation of wages is the insensitivity of the employers 
to employees’ needs and wants.

4.2.1.3 Disloyal and incompetence

Field data indicate that disloyal was mentioned by 24 percent of respondents 
on average also. However, this was highly identified by 32 percent 
respondents from TALGWU and it was further mentioned 24 percent CWT 
members as well as 20 percent TUGHE members. During data collection, it 
was revealed by about 67 percent of respondents did not trust their union 
leaders. This shows that if leaders are not trusted by their members it is even 
difficult to protest for their rights. On incompetence, field data indicated that 
17 percent of respondents, on average, mentioned incompetence of trade 
union leaders. However, this was highly identified by 24 percent respondents 
from TUGHE and it was further mentioned by 16 percent CWT members and 
identified by 12 percent TALGWU members. 

4.3 Contribution of Trade Unions in Ensuring Good Working Conditions to 
Employees

Table 3 reveals various Contributions of trade unions in ensuring good working 
conditions to employees. The following are contributions of trade unions 
as identified by respondents: 20.6 percent (n=75) mentioned Collective 
Bargaining, 22 percent (n=75) alluded to Representation, 29 percent 
(n=75) stated about Employee Welfare, 13 percent (n=75) mentioned Fair 
Practices and15.3 percent (n=75) said Legislation. (See table 4)

Table 4 Contribution of trade unions in insuring good working conditions to 
employees

Contribution of Trade Union Trade unions %
CWT 
n=25

TUGHE 
n=25

TALGWU 
n=25

Average 

Collective Bargaining 24 20 18 20.6
Representation 20 22 24 22
Employees Welfare 25 30 32 29
Fair Practice 13 16 10 13
Legislation 18 12 16 15.3
Sources: Field Data (2019)
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4.3.1 Collective bargaining

According to research results in Table 4. 20.6 percent (n=75) respondents 
depicted that Collective Bargaining was one of benefits attained by 
employees as members of the trade union. Trade unions developed to 
grant employees an equal bargaining power with their employers who 
traditionally could exclusively set terms and conditions of work as well as 
pay. Unions represent workers within a given industry in negotiations with 
their employers. Since the union comprises a group of workers, it has a 
greater voice than if employees were dealing with employers individually. 
Through collective bargaining, social partners have been able to minimize 
conflicts and confrontation that often characterize the relationship between 
employers and workers (Khabo, 2008). 

Collective Bargaining refers to the process of negotiating standards to govern 
employment and labour relations. The collective bargaining process allows 
workers’ representatives to make claims to a proportionate share of fruits 
from their labour. It facilitates communication between capital and labour 
thereby allowing each party to gain insights into challenges and aspirations 
of each other (shivji1970). Collective agreement becomes the outcome of 
collective negotiation where employees reap from being members. Results 
from this study revealed that respondents alluded that employees are at 
the advantage of solving their working environment problems since through 
collective bargaining, they always contain issues ranging from wages, 
working hours, benefits, job grading, promotions and dispute settlement, 
among others.

4.3.2 Representation

According to Table 4.3, about 22 percent (n=75) of respondents pointed 
out that representation is among contributors of the trade union in ensuring 
good working conditions to employees. Trade unions represent members’ 
interests as large numbers of employees work under a very dangerous and 
discouraging environment. For example, a nurse of Sinza Palestina Hospital 
during interviews had this to say, “Sometimes we are working without gloves 
or gumboots, an aspect, which is very dangerous to our health. No one takes 
care and our trade union representatives know this.”

The fundamental rationale for workers to band together in unions is based 
on fear perceived or reality that individual workers are unable to match the 
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power of employers as they seek to protect their interests in the employment 
relationship. By forming or joining unions, workers hope to equalize the 
power relations at the workplace and they hope to better secure their 
interests. Worker representation could take several forms. Workers required 
to be represented in wage negotiations as well as negotiations for broader 
conditions of work such as working environment, which involves working 
tools, health as well as safety conditions and the like. Workers require legal 
representation as they increasingly face the wrath of adversarial employers. 
Moreover, they require representation at disciplinary hearings (Shivji, 1970). 
Above all, workers need representation at the national level including state 
enterprises and agencies such as the social security administration.

For most countries in Africa, trade unions have fought for workers to be 
represented either by their union representative and chosen representative of 
the worker or group of workers in disciplinary hearings. Representation may 
take the form of an individual representation where an individual member 
of the union who has a grievance or disciplinary problem is accorded to the 
services of the union.

Representation could also take the form of collective representation where 
unions represent groups of workers in disciplinary hearings. Collective 
representation normally takes place where the entire workforce of an 
enterprise faces possible retrenchment as a result of organizational 
restructuring. In such circumstances, unions represent their members as they 
negotiate for their redundancy package. Trade unions in Africa have had 
an excellent record of representing workers’ interests in several enterprises, 
particularly during days of Structural Adjustment Policies where workers in 
the public service were hit with mass redundancies. (Khabo, 2008)

Most collective agreements spell out how grievances and disputes may 
be settled. In most part, disciplinary procedures are internal (they are 
without recourse to the law courts) and allow workers to be represented 
or accompanied by their unions. At the national level, trade unions also 
represent workers’ interests in several state enterprises and agencies. One 
area where trade union representation has been visible across Africa is 
in administration of social security where trade unions are represented 
on boards so that interests of not only their members but the workforce 
generally are protected.
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4.3.3 Employee welfare

Research results in Table 3 indicate that 29 percent (n=75) of respondents 
disclosed that employee welfare is one of the benefits attained by employees 
as trade union members. Unions have successfully fought for better terms and 
conditions for workers. They represent workers’ interests and have secured 
a variety of benefits, such as higher wages for unionized employees, work-
life balance characterized by reasonable work schedules, job security, and 
protection from arbitrary action by employers.

Dessler (2001) asserted that it is also due, in part, to union activity that 
discrimination in the workplace was outlawed and that workers have access 
to health care, safe working conditions and guaranteed Social Security. 
Unions not only have given workers dignity in the workplace but also they 
consistently facilitate enhanced welfare and standards.

4.3.4 Fair practices

According to information in Table 4.3, an average of 13 percent (n=75) of 
respondents indicated that trade unions contribute to fair practices in working 
place. Labour unions deal with the unfair labour practices of employers. The 
Tanzania Labour Law declares that it is unlawful for employers to dominate 
a union, discriminate against workers engaged in union activity and victimize 
workers who file charges against them with the Labour Court. “Every 
employee shall have the employee’s right to freedom of association - (a) to 
form and join a trade union; (b) to participate in the lawful activities of the 
trade union…” (Employment and labour relation act of 2004, Section 09(1).

If the employer does any of these prohibited acts, the union can take it up 
with the board on behalf of employees. For example, the union representing 
Boeing Company’s engineers and technical workers filed charges against 
the company for interfering with employees engaging in concerted union 
activity. The labour court investigates charges and may take a variety of 
actions, including issuance of cease-and-desist or reinstatement orders to 
remedy unfair treatment against employees. Unions ensure that employers 
comply with the law and can lodge appeals in federal court if employers do 
not respect labour court decisions.
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4.3.5 Legislation

According to the field data in Table 3, 15.3 percent (n=75) of respondents 
indicated that unions also play a key role in developing labour laws and 
regulations for effective workers’ protection. The unions initiate the push for 
regulation in areas that concern employees in the workplace. They lobby 
for creation of laws and regulations as well as disseminate information to 
the employees about them. Measures such as the Social Security Act as well 
as the Occupational Safety and Health Act exist as a result of union efforts 
for better terms and conditions for workers. Unions monitor the status of 
implementation of employee welfare laws and regulations to ensure they 
are properly enforced. Moreover, the research findings portrayed that 
trade unions have a significant strong positive relationship with membership 
benefits(r=0.859, P<0.01) (see table 4). This means that many people find 
trade union is very beneficial in their workplace and it contributes much in 
insuring good working conditions to employees.

This finding is in agreement with Ian (2009) who stated that trade unions 
ensure that all people have access to a decent life and decent work in a 
healthy environment, access to quality public services such as health, water 
and sanitation, and top quality of education including skills training as means 
to achieving a decent job. The underlying motivation for forming or joining 
unions and undertaking collective bargaining is, therefore, to equalize or at 
least, reduce the power asymmetry between employers and workers.

By this, unions can bring about equality, fairness, respect for human and 
workers ‘rights, and socio-economic justice not only at the workplace but 
also importantly, in the broader society. This is based on recognition that 
individually, workers are very weak and not resourceful to demand for their 
rights at the workplace. Also, there is recognition that there is strength in the 
unity and collectivism of workers.

Table 4. Relationship between trade unions and membership benefits 

Value Df Sig
Pearson Chi-square 18.451 15 .001
Likelihood ratio 13.821 15 .030
N of valid cases 75

Sources; Field data (2019)
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4.4 Contribution of trade union in assisting employees into different court 
actions

To respond to this objective, respondents were asked to give contribution 
of trade unions in assisting employees into different court actions launched 
by employers on labour-related cases. According to Figure 4, respondents 
revealed various contributions as follows: 21 percent (n=75) Participate 
in Reconciliation, 24 percent (n=75) Participate in arbitration, 20 percent 
(n=75) Participation in Mediation and 34 percent (n=75) Participation in 
Litigation.

This implies that the trade disputes, which involve court proceedings 
because they represent workers into litigation, reconciliation, mediation, and 
arbitration procedures.

4.3.1 Participate in reconciliation 

Research results in Figure 4.3 indicate that 21 percent (n=75) of respondents 
depicted that trade union assist employees into different court actions 
were launched by employees labour-related cases through participation in 
reconciliation. Reconciliation is used when an employer and its employees, 
usually represented by a trade union, are in dispute over an issue and 
cannot reach a solution. Trade unions represent employees in settling the 
dispute between employer and employee. They can, as a representative, 
help parties discuss, consider and reflect on their respective positions with 
consultation and mediation. The conciliator helps the parties to negotiate 
while whenever necessary addressing internalized perceptions, attitudes, 
intentions, and behaviours by intending to reduce prejudices and hostility. 
Conciliation can be applied in pre-conflict and early conflict situations as 
long as the parties can talk to each other.

4.3.2 Participate in arbitration

According to the field data in Figure 4.3, 24 percent (n=75) of respondents 
indicated that the trade union contributes to assist employees in labour cases 
through participation in arbitration. Arbitration takes place when parties 
(an employer and its employees, usually represented by a trade union) 
have exhausted their negotiating procedures on a particular dispute and 
are unable to agree with a settlement. The trade unions have to safeguard 
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the legal rights and interests of the employees during the arbitration. The 
trade unions act on behalf of employees during the arbitration process, 
this is most effective when the issues in dispute are quite a clear cut. For 
example, in disputes over pay, grading and disciplinary matters. The Trade 
unions perform the following functions during participation in labour dispute 
arbitration: engage the representatives of trade unions in activities of labour 
dispute arbitration commissions; and appoint trade unions’ cadres as part-
time arbitrators to handle labour dispute arbitration cases.

4.3.3 Participation in mediation

Furthermore, research findings in Figure 4, indicate that 20 percent (n=75) 
of respondents disclosed that participation in mediation is one of the 
contributions offered by trade unions to employees who have labour cases. 
Mediation is available to help an organization and its employees (usually 
represented by a trade union) to resolve a particular dispute where they 
are unable to agree to a settlement between them. The mediator provides 
an impartial and independent third party to help parties to find a solution. 
Before mediation begins, the parties agree with terms of reference, including 
that they will seriously consider mediators’ recommendations. Mediation is 
completely voluntary and confidential, where the mediator talks to both 
parties to uncover underlying problems, assists them to understand the issues 
and helps them to clarify options for resolving the dispute. Many kinds of 
disputes can be mediated if those involved want to find a way forward. It 
can be used at any stage in a dispute but it is the most effective before 
positions become entrenched.

4.3.4 Participation in litigation

Research results in Table 4, indicate that 34 percent (n=75) of respondents 
mentioned that trade unions contribute in assisting employees into different 
court actions launched by employers on labour-related cases through 
participation in litigation. The Civil Procedure Law of Tanzania applies to 
labour dispute litigation activities. Trade unions participate in labour dispute 
litigation activities by the Trade Union Law and the Civil Procedure Law. 
Trade unions perform the following functions during participation in labour 
dispute lawsuits: to support and assist the employee in bringing a lawsuit; to 
be authorized as legal representatives for the employee; to urge execution 
of effective legal instruments; and to represent the employee to participate 
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in lawsuits related to collective contract disputes.

Furthermore, the research data depicted that being a member of trade 
unions has a significant strong positive relationship with winning different 
court cases filed by the employer (r=0.883, P<0.01). This means that 
trade unions accompany their members in disciplinary as well as grievance 
meetings and provide their members with legal and financial advice. This 
finding is in agreement with Webster (2007) who indicated that trade unions 
support and assist the employee in bringing a lawsuit; to be authorized as 
legal representatives for the employee; to urge execution of effective legal 
instruments; and to represent the employee to participate in lawsuits related 
to the collective contract disputes.

5.0 Conclusion and Recommendation 

5.1 Conclusion 

According to the first research objective, on the position of trade union 
in assisting employees in wage negotiation, findings indicated that large 
percentage of employees reported that trade union was not doing enough in 
salary negotiation since the demanded for salary scale level has not attained 
and the salary level increment is determined by the employers(government). 
This was observed when a large percentage of respondents did not 
appreciate efforts of their trade unions towards negotiating with their 
employers. Therefore, the existing trade unions proved to have low 
bargaining power that is why the employees were still complaining about it. 

Also, as to the second objective is concerned, findings indicated that 
contribution of trade union towards assisting employees in ensuring good 
working condition was still a challenge since a large number of employees 
provided that they were still working in very poor working conditions. 
Therefore, one can say that trade union is not assisting them as much as the 
objective is concerned. Moreover, the discussion showed that trade unions 
have minimal assistance towards employees into different labour cases and 
other court actions since a large number of respondents provided that there 
were still some disciplinary actions that were given to employees without 
being assisted by a respective trade union. 

Therefore, trade unions do not assist employees as much in assisting the 
employees to solve their labour-related cases. Thus, in summing up, trade 
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unions are the major and crucial link for the growing working relationship. It 
is an efficient instrument for helping employees who face different working 
constraints. It allows employees to solve working problems individually or 
collectively and acquire the required interests. Trade unions have traditionally 
been concerned with seeking the economic and social interests of not only 
their members but also workers and their families. Unions seek to improve 
wages and the conditions under which their members are employed as well 
as work. In so doing, trade unions bring about working and employment 
fairness including social justice to society and the world that is marked by 
obscene inequality as well as injustice.

According to results from this study, it was revealed that trade unions have 
not pursued in the required range in solving employees’ problems and other 
core objectives towards struggling to secure benefits for their members, such 
as financial gains like rise of wages, bonuses, various allowances, insurance 
benefits, overtime payment and non-financial benefits such as job security, 
comfortable workplace, recreational facilities and decreasing fear from 
employers through collective bargaining. For example, within the framework 
of the collective bargaining process, trade unions have not maximally 
secured for workers on several important social benefits that are employer-
funded due to low bargaining power. 

They include, but not limited, to educational scholarship, commonly called 
study with pay, workers’ housing/accommodation loans or subsidies, funeral 
grants, interest-free loans and provident funds, among others. The welfare 
of workers seems to be an inseparable component of functions of these 
unions. The biggest challenge confronting unions as they seek to expand 
services and benefits to their members is government legal framework 
and funding. Unions have traditionally relied on collective bargaining and 
on union dues to provide services as well as benefits to members. At the 
same time, the dwindling membership is adversely affecting the finances of 
the unions and hence, their inability to provide services as well as benefits 
outside the collective bargaining framework.

5.2 Recommendations

Based on the findings, the following recommendations are presented:

The trade unions should frequently provide education and training to 
employees about their working rights and their rights from being union 
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members. Such measures will prepare them enough for good grounds for 
demanding where their rights have been denied by their employers. There 
should be strong trade unions that can resist policies and programmes that 
seek directly or indirectly to reduce their power to constantly help members 
to prosper.

There should be establishment of a reporting system, which will allow for 
timely monitoring and follows up of employees’ problems and that should 
give up-to-date information about the financial stand of the trade union, 
different legal including other regulatory employment framework changes, 
and other pieces of information related to their members both individually 
and collectively. There should be creation of a good platform through 
which employees could participate or get involved in day-to-day collective 
decision-making of the trade union apart from being represented.

On Establishment of Evaluation Framework for Services and Benefits, the study 
re that though services and benefits were offered, there were no effective 
means to evaluate satisfaction of such services and benefits. Therefore, it is 
recommended that user-satisfaction surveys should be instituted to evaluate 
the impact of various services and benefits offered in the trade unions. 
External independent customer satisfaction surveys could be one way to do 
that aspect.

Workers should always present their problems to the union as soon as possible 
to avoid unnecessary delay of solutions. Workers should ensure election and 
appointment of committed leaders to their union who could stand firm during 
defending interests of members to the employers. Such measure will reduce 
fear, corruption, disloyalty, and untruthfulness from union members.

The Government should always accept advice from the trade unions. In so 
doing, the welfare of the employee will be improved and there will be 
an improvement in work performance for growth and sustainability of the 
country. The government should reform regulatory framework of employment 
and labour relation to increasing independent functioning of trade unions 
since some of the trade union leaders are presidential appointees. For 
example, the TUCTA Secretary General and all other trade unions with some 
members from the commission for mediation and arbitration (C.M.A.) are the 
presidential appointees. Thus, such appointments restrict the freedom of the 
unions. 
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All measures will reduce strikes and other forms of riots, which cost a lot 
of employees’ performance and government resources. There should 
be observance of high-quality industrial relations are the key element in 
managing economic change and reducing their costs, helping workers and 
companies adapt to change while protecting them from transitory shocks. 
Good relations between workers and employers produce positive economic 
and social effects, both in times of slowing economic growth.

5.3 Recommendations for Further Studies

This study focused on the role of trade unions towards solving the employees’ 
problems in Tanzania. In that case, there is a need to conduct a study on 
other factors that are likely to solve employees’ problems. A similar study 
should be conducted for other trade unions apart from TUGHE, C.W.T, and 
TALGWU.

Likewise, since the current study was qualitative, with a small sample, there 
is a need to conduct a quantitative study with a large sample on the role of 
trade unions towards solving the employees’ problems in Tanzania.
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