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Chapter 1

STATEMENT OF THE PROBLEM AND THE PURPOSE OF THE STUDY

Since independence the Tanzania CGovernment has taken measures to
provide relevant quality education for primary school <children.
Most of these measures were aimed at enabling them to acquire the
basic skills, attitudes, motivation and knowledge needed Ffor
effective participation in national development and in individual
actualization. The seriousness attached to primary education was
clearly underscored in Nyerere (1947h) and in the Second Five-
Year Development Plan (1949 - 1974) where it was stipulated,
among other things, that all school-age children should be in
school by 1989, This target was subsequently revised by the Party
in 1974 and universal primary education (UPE) was to be achieved
in 1977, However, UPE came at a time when:

1. The Government and the Party were expressing concern about
the lack of marriage between theory and practice in schools,
children acquired theoretical knowledge, irrelevant to the
characteristic survival activities they would be required to
perform after leaving school;

ad

Parents and the community were questioning school as an
institution since, according to them, many children came out
of school illiterate and unfit for rural life;

3. Educators, besides being concernec about (1) and (2), were
expressing dissatisfaction - with efficiency-oriented issues
such as:

ta) Dropouts, absenteeism, repetition and pregnancies in
schools

th) oOvercrowded classes and the low quality of classrooms,
teachers, equipment and teaching methods

() Overloaded administrative and teaching staff:

4. A general concern by legistators and politicians about
deteriorating standards of schooling in the country.

Pesirable though it wmight be, universal primary education,
agugravated these concerns., It was in this context of concern for
quality education that it was resolved during an educators’
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conference (Omari and Mosha 1920) that a study be conceived to
elaborate and examine factors affecting the quality of education
in Tanzania. Representatives of Regional Education Officers, the
Ministry of Education, the Institute of Education, the Institute
of Adult Education, and the Department of  Education of the
University of Dar es Salaam formed a steering committee to
initiate and implement the study being reported here. The study
was conceived in the context of the aims and goals of education
in Tanzania which have been variously articulated as follows:

(a) The achievement of permanent literacy in reading, writing
and arithmetic;

(b) The achievement of bhasic attitudes, values, knowledge and
skills for functioning and survival in a primarily rural
agricultural environment; and

(c) The development of co-operative and collective behaviour and
responsibilities for furtherance of the socialist revolution.

THE PURPOSE OF THE STUDY
The study had two major purposes:

1. (a) To identify, through extensive review of literature,
factors affecting primary school education quality in
Tanzania;

(b) To explore, through field investigation, the manner in
which the specific factors and variables interact and
militate against the achievement of excellence;

(a) To develop and strengthen interest and awareness of the
place and utility of educational research among
educators in Tanzania;

(b) To explore the possibilities for developing a more
effective system for monitoring and control of quality;

(c) To develop a foundation for the teaching of research
skills and their dissemination to a broad spectrum of
educators.

N

CONCEPTUAL FRAMEWORK

Any  study of the factors influencing the quality of primary
education requires a model that reflects the complexities of the
issues being examined. Since no one set of constructs identified
through & review of the literature could have served as an
adequate structure for the study, an eclectic approach was
chosen.

The attainment of the aims of primary education as given in

4



The Quality of Primary School Education in Tanzania

Ministry of National Education (19&80a) is affected by the
magnitude and quality of various programme input variables and
resources. These are presented in Figure 1. Among alobal extra-
school environmental variables, the important ones are political,
legal, technological, economic, denographic, ecological, and
cultural conditions.

The intra-school variables include aspirations, expectations and
motivation of both students and their teachers, school structure
and technologies, and school management policies and practices.
Obviously, in a single study it is not possible to collect
adequate data on all the factors and variables related to quality
of education. vet attempts have to be made to come to grips with
these possible input wvariables and then to eliminate the
insignificant ones and concentrate on the most significant ones.

RESEARCH TASKS

Consistent with the conceptual framework as represented in Figure
1, the following tasks and questions were framed to guide the
investigation, although not all the variables were included in
the actual field investigation.

Variables Category A: Extra-school environmental variables

Tasks

I. Explore the nature and type of policy-making strategy in
Tanzania

i. What Party and Government policies guide implementation
of:
(a) Education for self-reliance (ESR)
(hy Universal primary education C(UPE)?

i1. How does Party interference in school affect programmes
and activities?

iii. To what extent does frequent staff-turnover at the

Ministry affect implementation of policies and
programmes?
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E 1. Political Conditions:
(i) Party and Government policies on UPE.
X (i1) Party and Government policies on ESR.
(ii1) General Party interference in school programmes and activities.
T (iv) Management issues in the relevant ministries, officials, both at
htadquarters and regional and district levels.

II.  Legal Conditions
A (i) Laws and regulations guiding the conduct of education.
(ii) Laws and regulations guiding the implementation of UPE.

(iii) Circulars and directives.

II1. Technological Conditions
C (i) Nature of activities performed by the local community.
(i1) Type of technology used by the community.
H (iii) Tasks undertaken by graduates.
(iv) Tasks undertaken by scholars.

0 (v) Community literacy level.

0 IV, Economic Conditions
(i) Percentage of the total regional budget spent on education.
L (ii) Percentage of the total Ministry budget spent on education.
(iii) Percentage of the total national budget spent on education.
(iv) Other educational spending on UPE, TES, Institute of A.E.
(v) Extent parents are paying the fees and other dues.
E (vi) Grants and aids received.
(vii) Local input labour, money, advice, etc.
N (viii) Economic status of parents.

v v

(i) Total nusber of eligible pupils by age and sex.
1  (ii) Percentage enrolment of eligible students by age and sex.
(iii) drop-out rates, repetition by age, sex and cultural group.
R (iv) Family factors -- parents' level of education, occupation, possessions
in the home, number of persons, size, and structure, 1anguage.

VI. Ecological Conditions
N (i) Location ~-- urban/rural,
(ii) Geography -~ topography, climate, soils, land-tenure system.
M (iii) Transportation and communication pattern -- distance between
school and home, school and towns, school and other facilities.

E (iv) Influence by other organizations -- churches, parents' associations.

N VII. cultural Conditions
(i) Co-operation between school and the local population.
T (ii) Marriage systems.
(iii) Cultural initiation ceremonies and prohibitions.

4
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Figure 1 (contd)

1 1. Individual Characteristics
N (1) Age, sex.
T (i1) Individual needs and goals.
R (iii) school goals for each/group of individuals.
A (iv) Extrinsic motivation among teachers and students.
(v) Pupils' expectations.

5 (vi) Impact of examination resuits.
C  (vii) Views on and relations to policy formulations (teachers and pupils).
H
0 II. Teaching Techniques, Materials, and Equipment
0 (i) Teachers' qualities -- age, sex, training and experience.
L (i1) Teaching methods.

(i11) Basic pupils'' abilities.
£ (iv) Availability of books and teaching materials.
N (v) Physical plant.
v
1 III. Managewent Policies and Practice
R (i) styles of management.
0 (i) Involvement of teachers and pupils in planning of school activities,
N (iii) Existence of school committees or councils.
M (iv) Regularity of meetings and consultations.
3
N
T

Figure 1. Factors and variables affecting school quality
1. Find out laws, regulations and circulars that direct the

Conduct of primary education

What laws and regulations guide the conduct of primary
education in Tanzania?

What laws and regulations guide the implementation of
(a) ESR? (h) UPE?

Wwhat circulars, directives and regulations have been
issued to clarify and set the pattern for correct
implementation of educational policies?
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I1I. Uncover the type of preoccupations and nature of
technologies wused by the local community in carrying out
daily chores

iv,

What are the major occupations ef the local community?

. What -traditional and modern skills are used in their

major activities?

To what extent are ex-students using the hasic
knowledae, skills, and attitudes gained through
schooling for functioning and survival in a primarily
rural agricultural environment?

To what extent are ex-students demonstrating
acquisition of co-operative and collective behaviour
and responsibilities for furtherance of the socialist
revolution?

What 1is the educational Tlevel of the indigenous
population?

IV, Determine the magnitude of resources devoted to primary
education

iv,

. How much money is allocated for primary education?
. What percentage of parents are paying fees and meeting

other obligations of providing school uniforms, books
and other essential materials to their children?

.+ How much co-operation is offered by the community in

constructing new buildings and engaging in joint
ventures such as farming, handicrafts, adult education,
and accommodation of school leavers?

What are parents' occupations? What assets do they
possess?

V., Discover the demographic factors that influence the quality
of education

iv,

How many children are eligible for primary education?
What percentage of the eligible children are actually
enrolled by age and sex? .

How many pupils drop out of school annually? What is
the frequency of absenteeism? What is the rate of
pregnancies, repetitions, transfers and empty places?
What is the family structure and size?
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VI. Explore ecological factors that influence quality of primary
education

i. Where is the school located?

11. What are the general topographic and climatic
conditions and the land-tenure system of the school
catchment area?

i11. What is the distance between:
(a) School and home for each pupil,
(by School and major service centres?

1v. What roles do the church, parent's associations and
other related organizations play in the provision of
quality education?

VII. Find out the nature and type of cultural conditions that
have an effect on primary-school quality

1. What 16 the community-school relationship like?
11, How many wives do pupils' fathers have?
i11. What initiation ceremonies affect the quality of
education?

Variable Category B: Intra-school environmental variables
Tasks

I. Identify individual characteristics that have an effect on
the quality of primary education

1. To what extent do pupil characteristics, e.9. sex and
age, year of beginning school, pre-school experience,
region of birth, occupation and training preference,
affect pupils' performance at school?

11. To what extent do individual characteristics -- distance
from school, eating before school, reasons for
attendance, subject preference, general impressions
about teachers and the school -- affect performance?

111, What extrinsic and intrinsic motivational factors of
teachers and students affect the quality of education?

V. How do pupils' expectations affect school outcomes?

v. What is the impact of examination results on subsequent
school performance?

vi. What are teachers' strongly held views on how school
quality could be improved?
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IT.

II1I.

Monitor the extent to which teaching techniques and
availability of teaching/learning materials and equipment

affect quality of education

i. How do teacher qualities such as age, sex, training,
experience, absenteeism and attrition rate affect
performance?

ji. What methods are predominantly used for classroom
instruction?

iii. To what extent do pupils' basic abilities affect their
performance?

iv. To what extent does availability of books and other
teachingslearning materials affect student performance?

v. To what extent is the physical plant safe? Does it
provide a conducive learning environment?

Find out the extent to which school management policies and
practices affect quality

i. What are the school administration, management and
inspection practices? How do they affect the standards
of education?

Uariable Category C: Interaction between status and process
variables (derived variables)

Tasks

I.

o

Monitor the extent to which a combination of key status and
process variables affects the outcome of primary education
in Tanzania

i. To what extent do school characteristics and processes
affect pupil performance?
ii. To what extent do family characteristics and the
atmosphere of the home affect pupil performance?
iii. To what extent do pupil characteristics, expectations
and motivation affect performance?
iv. To what extent do individual school characteristics
affect performance?
v. What key variables, regardless of block, affect pupil
performance most?
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Chapter 2

THE PRIMARY EDUCATION SYSTEM IN TANZANIA

The Tanzanian educational system has evolved from a colonial
past, through a national bourgeois-oriented educational system,
to a national system of education based on a socialist
philosophy. Current educational goals have to be understood
within this historical and ideological context. The next section
of this report analyses the goals, development, and organization
of primary education in Tanzania.

THE GOALS OF EDUCATION

The current goals and functions of education are based on the
national philosophy of Socialism and Self-Reliance as elaborated
in the Party document The Arusha Declaration (Nyerere 1%47a). O0On

the basis of this declaration, Nyerere (1947b) propounded its
educational implications in the now famous educational document:

accordingly, the school system and its goals should be
fundamentally related to the new society Tanzania has decided to
create which is self-reliant and socialist, where equality and
dignity of man are guaranteed, where every person works and where
exploitation has been eradicated.

The goals of primary education in Tanzania are subsumed under the
need to achieve universal primary education as a basic human
right, Fmphasis is placed on basic Swahili literacy and numeracy
skills, Specifically, primary-school education aims at enabling
pupils to read and write fluently in Swahili and to perform basic
mathematical operations., But, above all, the pupils should
acquire basic civic and ideological values necessary for the
appreciation of their Government and its ideology, culture and
society in general,

pPrimary schools are also supposed to prepare students for
secondary schools and for other tertiary and vocational
educational institutions, They must also prepare the majority of
students who will end up leading rural lives.



The Quality of Primary School Education in Tanzania

With these multiple functions of primary education, educators in
Tanzania are supposed to concentrate, in addition to academic and
practical skills, on the affective aspects of education. Thus,
ESR demands that the educational system should develop in
children attitudes and work habits consistent with the socialist
goals of 1living together and working together for the common
good. "Our education system must therefore inculcate a sense of
commitment to the total community and help the pupils to accept
the wvalues appropriate to our kind of future, not ‘those
appropriate to our colonial past" (Nyerere 1947b). The wvalues
stipulated have not been well operationalized, but the document
calls for building socialist values of collectivity, equality and.
positive work habits. Nyerere summarized the position as follows:

This means that the educational system of Tanzania must
emphasize cooperative endeavour, not individual advancement;
it must stress concepts of equality and the responsibility
to give service which goes with any special ability, whether
it be in-carpentry, in animal hushandry, or in academic
pursuits,

There have been efforts to revise the curriculum in order to
bring it into line with the aims of education. However, there are
“indications that the teaching methods, classroom organization and
interpersonal relations have remained traditional, authoritarian,
competitive and individualistic (Omari et al. 1y83),

Cogni tive dispositions stipulated in Education for self Reliance
have also remained unoperationalized, although there ig plenty of
literature in " psychology that could have helped in this
direction. For instance, Nyerere (1947h) points out:

The education provided must therefore encourage the
development in each citizen of three things: an enquiring
wind; an ability to learn from what others do, and reject or
adapt it to his own needs; and a basic confidence in his own
positions as a free and equal member of the soci ety,"

There is literature on discovery learning and the development of
creativity which could illuminate these goals. However, in a
situation where, out of necessity, most educators are more
occupied with teaching and administrative duties than research,
these educational goals have remained political platitudes and
not operationalized objectives with comprehensive guidelines for
effective and successful implementation.

As a policy, ESR has two main thrusts. Firstly, it aimed at
making the school a production unit which can produce economic

10
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goods to reduce the financial burden of schooling for the
.Government and community. secondly, it aimed at promoting
‘socialist goals by creating cognitive and affective dispositions
consistent with a socialist ideology. It would seem that the
first focus has received more emphasis, and in that aspect some
tangible results are observable. Each school in Tanzania actually
has a production unit (farm, workshop, etc.), although the
production falls far below expectations (King 1984). The second
goal has remained elusive, and so far there have been no
systematic attempts to. evaluate achievements with respect to
these socialist goals, :

DEVELOPMENT AND ORGANIZATION OF EDUCATION

The evolution of the educational system in Tanzania can be  seen
as having taken place in phases, depending on who was ruling the
country at the time. Before the colonial conquest in the 1ate
nineteenth century, Tanzania had an efficient (by the standards
of the times) indigenous educational system with either the clan
or the tribe as the basic unit. Within each clan or tribe the
educational system emphasized certain essential skills
(cognitive, motor, and affective) for the survival and
continuation of the group and the individual. Thus, .a child
brought up in a pastoral tribe such as the Maasai, for example,
acquired the skills of hunting and herding as opposed to those
where motor or imaginative skills were emphasized,: such as in the
carving Makonde tribe. Likewise, farming tribes placed great
emphasis on skills associated with crops and plants, and coastal
or lake tribes emphasized fishing and boat building.

While indigenous education was largely oral and non-formal, - and
hence at times chancy as it depended on memory and circumstances,
in some tribes it was well structured. There were secret
societies and rites of passage to mark the gradual but
progressive advancement of an individual from one stage of 1ife
to another, from birth until death. Furthermore, as Cameron and
Dodd (1970) point out, "it was vocational, in that boys were
prepared to become warriors as well as hunters, fishermen, or
farmers, and the girls to perform domestic and agricultural
duties with strong emphasis on their roles as future wives and
mothers" (p.49). The system of education was personal and was
aimed at transmitting group values and skills from one generation
to another. 1In this way, it aimed at fitting individuals into
their prescribed places in the society through a process of
conditioning and coercion.

1
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As the instruction was verbal, the educational system depended
heavily on memory skills. Thus, the death of grandparents could
‘he equated to the burning down of a Tibrary in modern times since
they were - the carriers of wisdom and a storage of knowledge.
Selection to a different status or occupation depended on the
position of the clan and family within the tribe. although there
were - no "school-leaver" problems, since education and work were
inseparable, access to the less menial occupations was limitéd to
the ruling clans and families, There was no equality of
opportunities. However, on the whole, the educational system in
each group emphasized collective instructions for group survival
rather than the individualistic social attitudes of modern
Western education.,

Classroom education in Tanzania began with the arrival of the
Arabs rather than the missionaries or colonial administrators,
Koranic schools were started all along the coast and in  Zanzibar
and it is estimated that when the First World War broke out there
were 700 Koranic schools educating about £,000 pupils in
organized classes (Cameron and Dodd 1970). Thus, the coastal
Swahili people constituted the first literate group in Tanzania.
Because of their literacy, they were incorporated into the
colonial apparatus as lower echelon rulers, or akida as they were
known . during the German period. Thus Koranic education introduced
Tanzanians to ‘the skills of reading, writing and arithmetic but
in the Arabic language, The use of Swahili and Arabic in these
schools ensured that no African would expect to join the higher
echelons of the ruling circles under German and British colonial
rule,

There were two glements of Koranic education that made it
consistent with traditional indigenous education. Firstly, it
emphasized group feelings and collectivity, There was gross
exploitation by the sheikhs and imams, but this was consistent
with the traditional system where chiefs exploited their
subjects. Secondly, it relied heavily on memory skills. The
pupils memorized Koranic verses in the same way that they would
commit to memory tribal legends, proverbs, court cases, and clan
histories, %ince the Arabs did not interfere with traditional
systems of belief, their educational system penetrated easily
into the tribal lands, although the coastal people, especially in
Zanzibar, were more committed to Islam than the mainland tribes.

Modern education in Tanzania was pioneered by groups of
missionaries who arrived before the formal colonizers. Their
nationalities included American, British, French and German, and
their beliefs ranged from traditional Catholiciem to more
progressive Protestantism. The converts had to be able to read

12
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and write since a knowledge of the Bible and hymn .books was
central to the religion.

consequently, early education was a necessary concomitant to
Christianity, and the churches functioned as schools., HoweVer, a
characteristic of Christian-based education was its heavy
emphasis on individualism, hard work, thrift, transcendental

moral purity and monogamous nuclear-family structure., In
Nyerere's (1947b) words: "It emphasized and encouraged the
individualistic instincts of mankind, instead of his cooperative
instincts". This emphasis in colonial education conflicted with

traditional wvalue systems and norms which stressed clan- or
village~based collective activities and shared values and
confidentialities such as those of the extended-family., Thus, the
introduction of c¢lassroom-based education during the colonial
_ period was the beginning of the alienation of the educational
" process from the realities of rural life. For, in traditional
societies, as Nyerere (1947b) argues rather romantically, "The
individuals of the families within a tribe were mrich or poor
according to whether the whole tribe was rich or poor', While no
one would advocate an absolute return to traditional. education,
it would seem that it was more intimately integrated into the
gociety of the time.

puring the German colonial period, 1884-191Y, the educational
system was a three~tier hierarchy., It was composed of wvillage
primary schools that gave three years of instruction in reading,
writing, and arithmetic. As most of these schools were owned and
run by missionary groups, they were also the centres of
evangelical work., Then, for the better pupils, there were the
central schools that gave two-year courses with a strong
vocational bias, mainly in local crafts and agriculture. Finally,
there was the high school in Tanga which gave courses in clerical
work, industrial arts, and teacher training as well as in
academic subjects. Thus, those who did well in the educational
system would eventually attend this high school where the courses
lasted from two to three years. However, as one would expect, the
colonial interest in education stemmed from the need for Tlocal
clerks and junior officials as well as the need for literacy for
civil responsibilities and the spread of religion. In the words
of a German colonial administration (circular of 1903 cited 1in
Cameron and Dodd 1970), education had two aims:

(i) To enable the natives to bhe used in Government administ-
ration; and

(ii) To inculcate a liking for order, cleanliness, diligence,
dutifulness, and a sound knowledge of German customs and
patriotism,

13
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In the literature about thig colonial period, there is no mention
of any alternatives for further education for Africans, altthough
it has been suggested that some Africans were sent to Germany to
improve their knowledge of the German language. Swahili was the
medium of instruction at all three levels of education, although
German was also taught as a subject.

During the British colonial period, 1919-1941, the educational
" pyramid changed slightly, Basically it consisted of four vears of
primary school, two years of district school, and four vears of
secondary school. The four-year primary-school course, which was
the basic educational opportunity of the 1940s, offered reading,
writing, arithmetic, religious knowledge, general knowledge,
health and hygiene, physical education, agriculture, handwork,
singing and Swahili in the higher classes. Primary school was
followed by two years in what were then known as district
schools, There were only a few of these and only the more
outstanding primary-school leavers were admitted. The courses
were a  continuation of the primary-school syllabus except that
history, geography and English became distinct school subjects,
Then there was a four-year secondary-school course for the
selected few, and a few schools such as Tabora had started to
offer six yearsg of secondary education in both arts and science
subjects. The apex of the educational system was Makerere College
in Kampala (Uganda) where a very small proportion of secondary
school leavers followed a two-year diploma course of senior
secondary subjects that qualified them for University of London
certificates,

When political independence came in 1941, the educational pyramid
was as follows: four years of primary education, four vears of
middle--school education, and four years of secondary education.
Then there were two years of high school or senior secondanry
education for those who obtained high passes in the Ordinary
School Certificate examination and possibilities for a three-year
university course existed, However, before independence, very few
secondary-school leavers actually did receive university
education as within Fast Africa only Makerere gave such
education, and the overseas opportunities were limited +to
children of chiefs and the rich national bourgeoisie. No more
than 20 people had had university education by independence in
1941,

Much of the educational structure in place at independence is
reflected in the current system of education, although some
steamlining has taken place. For instance, primary education now
lasts seven years instead of four. The middle-school and primary-
school tiers have been combined but the total duration has been

14
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cut down by one year. This was done to reduce the costs of
primary education and to achieve high- and middle-1level manpower
self-sufficiency more quickly. The duration of secondary-school
education has remained four years with two years for high-school
education, and university education now ranges from three years
for a bachelor's degree in social sciences to six vears for a
degree in medicine (Figure 2),

Tanzania's educational system is heavily centralized and uniform.
By Act of Parliament, an "Ordinance to make provision for a
single system of education" was passed in 1941. It ordered the
hitherto racially organized schools to form one integrated school
‘system in which children of all races, creeds, and classes would
be schooled together with identical facilities using the same
curriculum. Furthermore, despite financial and managerial
constraints, the education system is directed and controlled
centrally by a Ministry of Education in Dar es Salaam. S0,
although school terms may differ from one region to another, the
pupils follow a single curriculum which is centrally ‘set  and
inspected. The training of teachers and their terms of service
are centrally determined by a Government sponsored and controlled
commission called the Unified Teaching Service, now the Tanzania
Teachers Professional Association. Thus, while all syllabi for
academic schools and teacher training institutions are, in
principle, prepared by a single governmental structure, that is
the Institute of Education, the control of school quality is
vested with directors of education in the Ministry and the
Inspectorate. - At regional and district levels, there are
education desk officers for the same purpose.

With the winning of independence in 1941, egalitarian policies
were introduced in Tanzania. Fducation was made free for every
citizen., School fees were first abolished for secondary and
higher education in 1943, It was argued that school fees
discriminated against the poorer children, thus mostly against
Africans. Rich parents were sometimes expected to pay part of the
costs of their children's education, but only non-citizens paid
fully for the education of their children.

A nominal fee for primary education (especially for boarding
schools) was retained until 1973 when all school fees for
Government primary schools were abolished except for a nominal
contribution of Sh 20 per child. Thus, theoretically, all
children of sound academic ability could acquire education at
public expense from primary school to university. This was also
consistent with npational socialist policies. However, there is
sti 11 some debate as to whether there is in fact any
contradiction between socialism and the payment of school fees by
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rich parents. Indeed, policy reversals by the 1984 Presidential
Commission which reintroduced school fees indiscriminately seems
retrogressive in many ways. Private tuition is also on the
increase and only affluent parents can afford this.

UNIVERSALIZATION OF PRIMARY EDUCATION

Omari et al. (1983) reviewed the drive for universalization of
primary education in Tanzania and concluded that although there
had been some oscillations in the move, both within the Party and
in Government, basically it still derives from the distributive
ideology of the founding Party (TANU), as well as the social-
demand approach to educational planning. The Party constitution
estipulates the right to basic education for everyone. The Musoma
UPE resolutions of 1974 merely reaffirmed these intentions. It
was noted therein (TANU 1974) that only 48.4 per cent of school-
age children were in school while the school capacity then (1974)
was for 55 percent of the school-age cohorts. Therefore, there
was concern that dropouts, absenteeism and truancy were rampant
in schools. The resolutions went on to declare that by November
1977 all children of primary-school age shouid be between the
four walls of school. Anticipating problems of shortages of
teachers, teaching materials, and classroom facilities, the Party
challenged the Ministry of Education to develop and adopt more
innovative mechanisms for achieving this goal without necessarily
involving heavy Government and community spending.

IMPLEMENTATION OF THE UPE RESOLUTIONS

In ordinary educational terms, universal primary education (UPE)
in Tanzania implies that every child can be admitted into the
first grade of primary school immediately on attaining the age of
seven. In addition, all children of primary-education-age (7-13
years) should be enrolled in primary schools except, of course,
those who have already completed primary education. An analysis
of the 1930 enrolment statistics would demonstrate the position
reached in 1980 when this study started. A1l data in all the five
regions of the study show that there is a very great age range
among children of the same grade (Table 1).

This is particularly noticeable in Class I where the age range is
5 - 17 years. These age differentials are known to have an
impact on achievement and motivational wvariations. Indeed, in
some  countries pupils are streamlined by age so as to ensure
equality of opportunities for learning.

17



The Quality of Primary School Education in Tanzania

Table 1. Enrolment of children in the primary-school age range in the study
regions, 1980

Age groups

7-year olds in 5td.I 7-13 year olds in S5td.I-VII

Total Total  Percentage  Total Total  Percentage

Regions population enrolled enrolled population enrolled enrolled
Dodoma 31,757 5,645 17.718 200,798 127,517 63.35
Kilimaniaro 30,109 8,754 29.07 201,623 159,755 79.23
Lindi 15,834 4,850 30.65 98,259 16,287 77.64
Coast 16,463 5,213 31.66 103, 045 81,998 79.56
Tabora 26,246 7,195 26.35 160,239 101,502 63.34

The overload enrolment of 432,133 (Table 2) implies that if all
places were used to accommodate only children of the official
primary-school age range, there would be enough places to take
83.49 percent of such children. Unfortunately, quite a
significant proportion of the places are taken up by children of
ages outside the official primary-school age range.

Table 2. National overloading of primary-school grades, 1980

Overload
grade Official official age Underaged Overaged Total overload
age Numbers Percentage Numbers Percentage Numbers Percentage Numbers Percentage

I 7 S 3,657 27.39 2,894 2.50 80,988 70.09 83,882 72.60
11 8 30,871 28.08 2,517 2.29 76,547 69.43 79,061 71.92
111 9 30,613 17.27 2,529 1.42 144,101 83.30 146,630 84.72
v 10 15,214 13.05 1,889 1.62 99,475 85.33 101,344 86.95
v " 11,657 19.51 1,030 0.93 98,219 88.56 99,249 89.49
VI 12 8,341 9.93 1,002 1.19 74,652 88.88 75,654 90.07
VIl 13 4,760 9.32 540 1.06 45,750 89.42 46,290 90.68

Total 7 - 13 122,133 16.51 12,401 1.57 619,732 81.92 632,133 83.49

Table 1 shows that the total number of 7-year olds enrolled was
31,657, When compared with the total population of this age group
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Table 4. Numbers of children excluded in the 1980 Standard I admissions

Ages (years
7 : 8 9 10 1 12 1-12

Total population 555,273 545,718 529,214 505,744 475,316 454,369 3,065,634
Total enrolled 143,279 273,507 369,214 435,630 424,844 429,973 2,076,447
Total excluded 411,994 272,211 160,000 70,114 50,496 24,394 989,187

Extrapolation of the 1980 enrolment to 1985, when the UPE bulge
cohort completed primary education, reveals that, 1if the annual
first-grade intake were to stabilize around 480,000. the total
enrolment for 1985 would have been 3,214,788, When compared to
the total population of 7-13 year olds estimated at 3,444,240 for
1935, this enrolment gives a gross enrolment figure of ®7.74
percent., This 1is discouragingly lower than the 94.57 percent
reported for 1980 (Table H).

Table 5. Projected enrolment by grades up to 1985*

Year Std.1  Std.II  Std.III  Std. IV std. v Std. VI Std.VII  Std.I-VII

1980 488,094 527,706 797,770%* 607,699 456,597 378,590 211,188 3,347,644
1981 480,000 488,333 517,151  781,815%* 497,540 447,465 371,018 3,583,322
1982 480,000 470,400 460,992 506,809  766,179%* 487,589 438,516 3,610,485
1983 480,000 470,400 4#6,992 451,772 496,673  750,855%* 477,837 3,588,529
1984 480,000 470,400 440,992 - 451,772 442,737 486,739 735,838%* 3,528,478
1985 480,000 470,400 460,992 451,772 442,737 433,882 477,005 3,214,7881t*

Source: Ministry of Education statistics.
% promotion rate of 98% p.a. assumed.
#* |IpE bulge cohort.

The UPE bulge cohort has shown a rather high dropout rate over
the years' 1978-1981 (Table 4). The average dropout rate for this
group was 5.4 percent per annum as compared to the national
average of 2 percent per annum and the dropout rate for boys was
slightly higher than for girls. 1In this period of four yezars
139,401 pupils (15.46 percent) were squeezed out of this one
group. Strangely enough, even the number of streams for this
group has been dropping. In the four years the number of streams
dropped from 1%,445 in 1978 to 18,100 in 1981, This loss of 1,345
gstreams in four years is not easy to explain unless the data are
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Chapter 3

LITERATURE REVIEW

This chapter presents the results of a review of the literature
on educational effectiveness. The review is divided into three
sections: a theoretical approach to the analysis of educational
effectiveness, empirical findings on the subject, and a synthesis
of criteria for educational effectiveness.

THEORETICAL POSTULATES

Quality of education is an elusive concept. Much has been written
about the need to raise the quality of education in Tanzania and
elsewhere. Yet, there is little agreement among educators on the
meaning of the concept, on what criteria to base assessment, and
how it may be attained. There are those theorists who purport
that quality is concerned with the soundness of the policies on
which education is based (Dror 1948; Anderson 1975; Dye 1975;
Dunn 1y&1) .

Another group of theoreticians maintains that studies on quality
of primary education should be mainly preoccupied with finding
out whether the resources invested are utilized effectively
(Blaug 1980; Psacharopolous 1972, 197%; Hanushek 197%; Monk
1981). This is the educational production functions approach. A
radically different group considers that the quality of education
is determined by interactions or processes between the intra- and
extra-school environments (Dave 1943; Weiss 1949; McGuirk 1973;
Bronfenbrenner 1974; Majoribanks 197H; Kilinowski and Sloane
1981), and at school (Bowles and l.evin 1948; Guthrie 1970, Averch
et al. 1972; Bloom 1974, 1980; Madaus et al. 1980). This is the
interactive approach.

Then there is an old tradition of Coleman (1948, 1975%), Jencks
(1964, 1972) and contemporary theoreticians (Madaus et al. 1980
and Bloom 190) who think that quality can be discerned by
evaluating the outcomes of the process of education. This is Tthe
goals—achievement approach,
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Finally there is an emerging group of theoreticians who believe
that there is no one bhest way of studying educational
effectiveness since different problems and contexts would demand
varying approaches and criteria. Hence, they have suggested a
systems approach to the study of educational effectiveness as
discussed in Strickler (1974), ’

In view of the complexity of these criteria theories, it appears
that a multi~dimensional approach to the study of effectiveness
of primary education in Tanzania is the most appropriate. The
conceptual  framework on which the study is based is the open
systems model. This model provides a broad framework on which any
study of quality of primary education could be based. Tdeas drawn
from Dror's optimal model, the educational production functions
model, the interactive systems model, the optimal goals mode1
and the systematic approach model provide the detailed  critical
indicators for the study of quality of education. '

THE OPEN SYSTEMS MODEL

The open systems model takes society in its holigtic nature and
examines inter-relationships and interdependence ’  of the
components of the given educational system. It consists of
inputs, processes, and outcome components, all of which interact
within a given environment. The influence of the environment is
most pronounced, however, on systems inputs, '

Twe types of environment can be identified. These are the extra-
school  environment and the intra-school environment (see Figure
1y, Input wvariables which can have an effect on quality include
the nature of the students admitted (background factors), type
and number of teachers recruited, the conditions of the physical
plant, waterials and equipment available, and the curricula
thaskin 19¢9). Alse associated with input variables are policies,
Taws and regulations that direct the course of education. Whereas
Coleman (1975) stresses the need to include the racial background
and  pupil's 10 as basic input considerations in the study of
school  effectiveness, in Tanzania cultural, demographic and
ecological factors may be more important than racial factors, and
independent measures of abilities (10 tests) are proxies only.,

The process components include all the activities that take place
hoth ~at  home and at school to produce certain educational or
Tearning outcomes. These involve the intellectual climate of the
school  and  home, methodology of teaching, and the nature of
stalft-wtudent relationships.
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Outcomes, on the other hand, include all products of the educa-
tion provided, both intended and unintended. Recent studies
associate quality with measurable value added, whether 1in
knowledge, ethical standards, or vocational skills. The input and
process variables interact to generate outcomes. First we will
give an analysis of policy formulation.

POLICY FORMULATION AND ANALYSIS

Mosha (1983) holds that, 1in the context of Tanzania, policy is
the pronouncements by the Party or Government that direct the
course of education. Two major policies guide the provision of
primary education in Tanzania. These are ESR and the Musoma
Resolutions. The former emphasized the need to provide high
quality and relevant education by developing in each child an
enquiring mind, positive attitudes towards the rural environment,
self-confidence, and modesty.

The Musoma Resolutions, on the other hand, emphasized the need to
provide primary education for all eligible children by 1977. A
study of quality of primary education should first involve
appraisal of the appropriateness of the basic policies on which
education is based.

It 1is important at this juncture to review policy-formation
models in order to discern how quality policies could have been
made in order to overcome at least some of the shortcomings
presented 1in the ensuing sections. Ideally, three styles of
policy formation can be delineated. These are the naturalistic,
idealistic and eclectic models of policy formation. Naturalistic
models describe stages involved in formulating policies based on
practical experience, whereas idealistic models prescribe the
procedures for policy formation which hardly reflect reality.
Eclectic models, on the other hand, are derived models built on
salient constructs from an array of descriptive and prescriptive
models with the objective of establishing a better fit between
the purpose of a specific policy and the implementation frame-
work,

Dror's Optimal Model

One  of the most accepted naturalistic models of policy analysis,
developed by Dror (194#), 1is referred to as the optimal model
because it does not rely entirely on rationality but allows for
elements of creativity, Dror develops three major stages of
making workable policies, identified as meta-policy making,
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policy making and post-policy making. These stages are diwvided
into 1% phases as shown in the model (Figure %), In the context
of the systems model, the three stages of policy making suggested
by Dror correspond with input, process and outcome components.

Metapolicymaking stage

Phase 1. Processing values

Phase 2. Processing reality

Phase 3. Processing problems

Phase 4, Surveying, processing and developing resources
Phase 5., Designing, evaluating and redesigning the policy-

making system
Policymaking stage

Phase #. Suballocating resources

Phase ¥, Establishing operational goals, with some order of
priority :

Phase 10. Establishing a set of other significant values with
some order of priority

Phase t1. Preparing a set of major alternative policies,
including some "good" ones

Phase 12. Preparing reliable predictions of the significant
henefits and the costs of the various alternatives

Phase 13, Comparing the predicted bhenefits and the costs of the
various alternatives and identifying the "best" ones

Phase 14. Evaluating the benefits and costs of the "hest"
alternatives and deciding whether they are good or
not

Post-policymaking stage

Phase 15, Motivating the executing of the policy

Phase 14, Executing the policy

Phase 17. Evaluating policymaking after the policy has been
executed

Phase 18, Communication and feedback channels interconnecting
all phases

Dror 1948, p.143,

Figure 3. The phases of the Optimal Model

N
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Meta-policy making

This is the stage in which policy-making authorities delineate
the rules of the game without necessarily changing the policy-
making system. In Dror's own words, meta-policy making deals with
"major operations needed to design and manage the policymaking
system as a whole and to establish the overall principles and
rules of policymaking" (Dror 1948, p.144). In other words, meta-
policy means policy making on policy making.

‘Though Dror gave a detailed account of the phases in this stage,
the most crucial point that he developed is reflected in the
statement about values. He stipulated that,

Every society has a general reservoir of values that

_ change constantly and that differ in degrees to which
they are conscious, intensely held, realistic or

" backed up by power, in their structure and formality,
. and in the way they are distributed. These different
Taw values can be mutually reinforcing, contradictory

or anywhere in between. In their raw form they are
very useful for evaluating problems or formulating
goals for public policymaking: for such purposes they
must be ordered and be specific (p. 144).

The underlying significance of Dror's discussion on wvalues isg
that before a policy maker embarks on a new policy there is a
need to survey the context in which the changes are to occur and
to assess the cultural ethics before even setting his meta-goals
on which policy formulation and planning are to be based.

Policy making

Dror maintains that it is at this stage that the actual act of
policy formation takes place. The major theme here is that of
allocation of resources using modern budgeting techniques. After
the allocation of resources, Dror suggests that the next logical
phase 1is that of establishing operational goals with some order
of priority, preparing major alternative policies, and applying
hoth the pure rational and extra-rational or innovative
strategigs. '

Then one has to prepare reliable predictions of significant
benefits and costs of the various alternatives, to compare the
predicted benefits and costs of the various alternatives and to
identify the hest ones. Dror, howeuer, notes that:
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The main problems in this phase are trying to compare
qualitatively different types of benefits and costs,
but also in their chronological distribution and in
how reliable the predictions that they will occur are
(p.183).

%0 he suggests that:

It is wvery important in optimal policymaking to
allocate proper weights to probabilities of warious
undesirable consequences ... in choosing the best
alternative the policymakers must use the explicit
criteria  for decision-making to compare the
advantages and the expected results of the wvarious
alternatives (p.1864).

The criteria are tools for grading or ascertaining what the
actual quality of policy making is. The policy maker deciding
whether the standards are acceptable or not is the final step in
the policy making cycle. Standards are tools for grading the
ascertained quality. Dror maintains that optimal standards should
always satisfy the following requirements:

1. A high probability that the society will survive (in the
larger sense);

2. A high probability that the policy will be politically and
economically feasible;

X.  Continual improvements in the net expectation of policy
making in the same unit and of new policies as compared with
similar policies in the past, unless the major environmental
variabhles become worse;

4. Better net expectations than in any comparable policy making

system; and

Highly developed search for alternatives, with, at the least,

extensive surveys of knowledge.

o

It should also:

4. Pressure policy making to be as good as possible by requiring
checking up and appraising the policy-making phases through
which the proposed alternative has passed, and by demanding
independent simulation of some of them. It should

7. Generally be explicit, and known during all earlier policy-

making phases, whose activities it will influence because the

various actors will anticipate the verdict; and

Should have sound backing from experts or the literature.

Standards should neither be too high -~ difficult to attain

-~ or too low, hence one being contented with mediocre per-

formance.

e
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Post-policy making
In this stage Dror discusses three phases of implementing public
policy, namely motivating the execution of the policy, evaluating
the policy after it has been executed, and communication and
feedback channels.

Motivating the execution of the policy involves introduction of
stimulating factors for executing the policy, which includes
formal approval of the policy, allocating resources to an
executing agency, and pushing the implementation process. One
should also strive to gain the necessary support for a policy by

co~ordinating the power centres -- the entire school community
and all relevant external partners that together control the
resources (human, materials and monetary) —- that are concerned

with implementation of the programme that the policy is about.
Executing a policy should also involve strategies for gaining
support from the power centres and implementers and delineating
the inducements required to obtain compliance of all the
concerned parties. The inducements need not be in mongtary form
but should bhe appealing enough to persuade a person to forego
equally compelling demands on his time and interests. Coercion
and intimidation, characteristic of policy formulation in many
developing countries, do not generate self-sustaining interest in
the innovation. They should be avoided as much as possible.

Major guidelines that will ensure that the policy goals are
realized must also be set. These guidelines must delineate the
ways in which resources are to bhe allocated and used, and ensure
that performance proceeds according to plan.

Extra-rational processes should also play some part in all  the
sub-phases for they allow individuals and groups to wuse their
skills, knowledge, initiative and creativity in looking into the
best ways of implementing the policy in order to maximize
henefits and minimize costs.

The execution-of-policy phase is subdivided into two sub-phases:
re-policy making and the way policy is to be executed. Re-policy
making includes concrete translation of policy goals into
targets, whereas the way policy is to be executed would involve
charting the concréte steps for reachinf the set targets.

bDror ' advocates that the last phase of the ‘oﬁfimal model s

evaluation. He maintains that evaluation cuts across and inter-
connects all other phases: Hence he stresses that:
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Evaluating the policymaking begins when any executing of the
policy begins, and continues until the executing, including
any necessary remaking of the policy and executing of the
remade policy has been completed. This evaluation of
policymaking has two subphases. (1) comparing the actual
results of the executing, that is the actual policymaking
output, with the expected results; and (2) evaluating the
differences between them. Actual policymaking results can
fall into four categories: (1) expected and desired results;
(2) expected and undesired results; (3) unexpected and
desired results; (4) unexpected and undesired results
(p.193).

bror then makes a crucial point as he states that “communication
of feedhack loops should not be left to spontaneous self-
tirection, but the more critical loops, especially, must be
explicitly established and maintained". Hence, the need for
gstablishing machinery for continuous review and revision of
policies becomes important if their viability is to be sustained.

Dunn  €1981)  has also maintained that good policy ought to be
evaluated against criteria of effectiveness, efficiency, adequacy,
adequacy, responsiveness, and appropriateness. Other policy-
making strategies are discussed below.

Idealistic models

ITdealistic models normally tend to prescribe steps which are to
he followed without taking into consideration inherent
constraints in policy implementation. Dye (1978) and Mosha (1983X)
contend that a policy is a mere statement of intent, and it does
not become public policy until it is adopted, implemented, and
enforced. Idealistic models of policy formation can be examined
from the perspectives of institutionalism, group theory, elite
theory, rationalism, and incrementalism.

Institutionalism

The institutionalistic view of policy formation stipulates that
policy is an institutional activity. Hence, party and government
institutions give public policy legitimacy, universality, and
monopolize coercion. The institutions for policy formation in
Tanzania are mainly the Party's Central Committee, and the
National Executive Committee (NEC). The Government, which is the
implementation arm of the Party, controls legitimate power. On
the other hand, the Party and the Government are jointly supposed
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to prepare the ground for unjversal acceptability of the
policies. However, althoush such machinery has been established,
coercive power is often wielded by those who have the authority
to appoint and reshuffle key personnel in order to solicit
temporary compliance and support of the policy regardless of
problems 1in implementation. The frequency of turnover of too
executives testifies to this phenomenon.

Group theory

The group theory is hardly applicable in the Tanzanian context as
there 1is only one ruling party, whose supremacy is regarded as
sacrosanct. However, where group theory is applicable, warious
interest groups interact, deliberate, and bring to bear various
points of wview 1in terms of alternative ways of making wviable
policy. The task of policy makers becomes that of selecting the
best policies and most feasible alternatives for their
implementation.

The elite theory

The elite theory, on the other hand, wviews policy as the
preferences and values of the governing elite. The elite actually
shape public opinion on policy questions and public officials and
administrators merely carry out the policies decided upon by the
elite group. The outcome in many cases is that public policies
become evolutionary rather than revolutionary for each class,
when in power, favours stability.

These basic characteristics feature in both ESR and Musoma
Resolutions. The elite (mainly Party and a few Covernment
officials) formulated both policies without consulting or
educating the entire community which was to implement them.
Although, in principle, both policies were intended to be
strongly revolutionary, the results suggest that they became
evolutionary for no far-reaching qualitative results have
emerged.

Rationalism

The rational approach to policy formulation views policy as an
efficient goal achievement strategy or one which maximizes "net
value achievement". Net wvalue achievement assumes that all
relevant wvalues of society are known. It also involves the
calculation of all social, political, and economic wvalues
sacrificed and those achieved by a given public policy.
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This approach to policy formation is therefore based on the
assumption that the value preferences of a society as a whole can
be known and weighted, and there is machinery to facilitate pure
rationality,

However, a number of impediments to the pure rationality model
have been identified. These include lack of agreed-upon societal
values and uncertainties in the environment which are difficult
to predict, and lack -of accurate data. It is not self-evident
that a policy bhased on Tanzania's motto "We must run while others
walk" takes into consideration such constraints.

Incrementalism

The incrementalist approach to policy formation, on the other
hand, 1is a strategy which takes the policy-making proccess as a
variation to existing policy., It wviews policy making as a
continuation of past institutionalized activities for time and
intelligence may make it difficult to implement radical policies,

Hence the position that public policy for universalization of
primary education could be initiated and implemented in three
years at the same time as sustaining quality would not be
credible under the incremental approach. Resource requirements
and support services would be difficult to mobilize within that
short time.

The extra-rational model

The extra-rational approach tends to demand that policy makers
should at times appeal to subconscious processes such as
intuition and judgement in the process of policy formation.
nalysis of the leadership styles of prominent politicians such
as Bismark, De Gaulle, and Kennedy seems to suggest that at times
they appealed to extra-rational processes in policy making. 1In
short, the extra-rational model appeals to the innovative
capabilities of policy makers.

THE PRODUCTION-FUNCTIONS APPROACH

The production functions approach is concerned with investment in
education. It is based on the assumption that resources invested
in education must be efficiently used in order to attain quality
results as they are often scarce and highly valued by society,
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In Tanzania, for instance, about 20 percent of the national
annual budget is spent on education (Ministry of National
Education 1980a). Schools have also been used as key instruments
forr implementing public policy, and education is taken as
investment 1in human capital required for implementation of all
future national development plans.

The application of this approach to education has not been
without difficulties. Hanushek (197%9) maintains that:

While standard production theory concentrates upon wvarying
quantities of homogeneous output, this is not easily
translated into educational equivalents. Education is a
service which transforms fixed quantities of input (i.e.
individuals) into individuals with different quality
attributes. €ducational studies rightfully concentrate upon
quality differences. However, simply because individuals can
be ordinarily ranked in terms of cognitive test scores does
not imply that such a measure is necessarily appropriate
(p.355).

Most standardized achievement tests, he maintains, do not cover
materials, knowledge, and skills valued by society, 1i.e.
preparation for life. In fact, much of the documented interest in
primary-school-system performance does not relate to the
perceived importance of schooling in society but to future
capabilities of students, that is, the ability to cope with and
perform at higher levels of schooling.

Monk (1¥21) contends that the major difficulty of applying the
production-function theory in education is that it assumes the
production process (under study) operates with what economists
call technical efficiency criteria. This amounts to assuming that
all individuals with discretion over production seek to produce
the maximum level of output obtainable from given inputs. He says
that there are four interrelated reasons for questioning the
assumption that educational systems operate using technically
efficient criteria. First, a large number of actors have
discretion over the production of education: Members of
Parliament; school bhoard members; national, regional, district,
and school administrators; teachers, pupils and parents all
affect what and how educational outcomes are produced. The
assumption regarding technical efficiency is based on pursuit of
specified goals However, in the case of educational
organizations, the size and diversity of the group of decision
makers who influence production make it difficult to justify the
assumption that such agreement exists.
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second, the outcomes of an educational process are numerous and
difficult to define clearly. This characteristic exacerbates the
potential for decision makers within the educational system to
disagree over what to produce. The net result of these
disagreements may be variation across regions and districts in
the nature of the mix of outcomes which are being produced. To
the extent that this is the case, the analyst 1is wunable to
justify the assumption that any one mix of outcomes is being
produced in a technically efficient fashion.

Thirdly, it is difficult, and not necessarily . desirable, to
eliminate the diversity of goals pursued within schools and
classrooms due to some variation of contextual factors.

Fourth, even 1if agreement could be reached among the decision
makers regarding which goals are most appropriate, there is the
further question of determining how to achieve the agreed-upon
goals. If pupils' learning styles differ, procedures that are
technically efficient for one group of pupils may not be
efficient for another group.

Despite these shortcomings, advocates of the production-function
approach 1in the study of school effectiveness have attempted to
control some of the limitations through multiple regression
analyses which estimate the relationship between students'
achievement and educational inputs and production processes. The
initial attempts to wuse a production-function model in education
took a set of school and pupil's background factors and related
them statistically to achievement, in most cases without
discussing the underlying behavioural assumptions implied 1in
their work. Hanushek (1979) maintains that pupils' level of
achievement is clearly related not only to present influences but
also past ones, Levin (1974) adds that:

...from the time a child is conceived, various environmental
characteristics combine with his innate characteristic to
mould his behaviour. More specifically, & child's
achievement performance is determined by the cumulative
amounts of "capital" embodied in him by his family, his
community, and his peers, as well as his innate traits. The
greater the amount and the quality of investment for each of
these resources, the higher the student achievement level
will be (p.273).
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THE INTERACTIVE-SYSTEMS APPROACH

The interactive-systems approach to educational effectiveness ig
an attempt to relate the analysis of the learning process in the
individual not only to the socio-economic conditions under which
individual development takes place, but also to the processes and
the wvarying systems that promote or inhibit learning. It is a
departure from the structuralist approach to educational
effectiveness, which was mainly concerned with larger, more
formally defined status variables that characterize the school or
the home, to include the socio-~economic status of parents, the
amount of resources available to a school, and ethnic and
demographic variables,

Subsequent research following Coleman's study (1948), in which he
had used status variables as measures of effectiveness, had shown
that these indices were merely proxy measures of what a family or
a school was. There were more direct and more accurate measures
of effectiveness. Kilinowski and Sloane (1%&1) have stated that:

More clearly related to educational achievement is the
attitudinal dimensions of the home, the values, attitudes,
and objectives held by the parents, both with regard to
themselves and their children... (p.89).

Bloom (1974) has added that while teacher virtues such as
aualifications and 1length of experience are important, what
teachers do 1is more crucial than their personal and cognitive
characteristics. Numerous studies have also shown that:

What seem important in affecting achievement are the
academic demands of the course, the student's concern for
the commitment to academic values, the amount of time spent
on study and homework, and in general, climate of high
expectations on the part of the students and teachers
(Madaus, Kellegan, Rakow and King 1979).

Therefore the interactive-systems approach to effectiveness is a
theoretical reflection of the interrelationship between
cognitive, home and school environments and how they affect
learning.

Oon. the home environment, existing literature (Bloom, 1¥&50) shows
that some degree of structure and routine in the home is
essential  for good work habits in the school as well as out of
it Ideally, and first, there should be some allocation of space
in the home for various activities, including a time and a place
te study in relative quiet. Second is emphasis on regularity in
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the use of time and space in the home and a balance among
activities so that play, for example, does not take precedence
over other activities. Third is priority given to school work,
reading and other educative activities over recreation.

Bloom (19#0) maintains that school learning is a long and
difficult process for most children, and unless there is a great
deal of support and encouragement, children will find it
difficult to maintain their interest in and commitment to
learning. The home should therefore provide children with the
encouragement they need and help to overcome the learning
prohlems encountered. Encouragement of the child should include
frequent praise and approval for good school work, and parental
knowledge of strengths and weaknesses in the child's school
learning. It also means providing supportive help when it is
really needed and making -available a quiet place to study with
appropriate reference books and other learning materials., The
emphasis, however, should be on the use of these materials rather
than on their quality or their mere presence in the home.

dctivities with educative value should also be given preference
where possible, and children should he guided to learn as much as
possible from such encounters.

Accumulated evidence suggests that much of the learning in  the
school or at home is based on the use of language. Language is a
vital tool for gathering, communicating, using and storing ideas.
since the home is the place where the child learns much of his
"mother tongue", the learning of language and i1ts use in the home
should bhe enriched by family concern and help for correct and
effective language usage through emphasis of good speech habits
and use of words and phrases needed to communicate effectively
with others. Family members should facilitate such learning by
giving children opportunity to talk about the days' events and to
he listened to at the dinner table or at some daily occasion when
the family gathers together. The emphasis should be on ways in
which each individual can communicate thoughts and feelings
through accurate use of language.

well informed parents may set the standards for the child's
learning in and out of school regarding the quality of work
expected of the child as well as marks and grades he should seek.
Apart from setting standards, parents are also expected to
provide constant support and even the direct help the child needs
when he or she does not meet these standards. Parents should also
help the child to aspire to excellence in all walks of life and
in particular in education and vocation. Apart from communicating
the level of education and occupation they would Tike the child
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to aspire to, they should also help him see present learning in
relation to future goals, encourage him to make friends with
other children who are serious about education and who have
similar long-term goals and aspirations, and be prepared to make
the sacrifices required for these aspirations in terms of time
and money. Figure 4 illustrates this situation.

Antecedents Home measures Mediating influences Outcomes

Home environment School achievement:
Father 1Q Hstructure Cognitive
Educational levels
Mother IQ HAttitude Child variables
Interaction processes H Particularly the
child’s verbal

ability and work
habits

~

Affective outcomes:
Self-esteem, mental

/ health, achievement
motivation

Home intervention
programmes

Figure 4. Cognitive map of the influence of home environment on
school achievement

SCHOOL. CLIMATE

School climate refers to characteristics found in the school

environment that result largely from actions taken consciously or

unconsciously by the members of the school community which,

affect performance. Such characteristics include the intellectual

climate of the institution, the method of teaching, the nature of

staff-student relationships, and overall teacher motivation.

Climate wvariables include perceptions of students, teachers,

principals, and the community. Madaus et al.. (1¥Y80) maintain that
student climate includes,
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...(student sense of academic futility, student expec-
tations, student perception of teacher “push® and norms),
the teacher climate (teacher sense of academic futility,
teacher evaluations and expectations for high rate school
completion, teacher-student commitment to improve), and
principal-teacher climate (principal‘s expectation and
gvaluation of students, and perception of parent concern,
expectations for quality education (p.105).

whitle teacher virtues such as qualifications and length of
experience are important, Bloom (1974) maintains that what
teachers actually do 1% more important than their personal and
cognitive characteristics., Hence the quality of teaching 1is
related to student achievement. The kinds or bhehaviour identified
with quality of teaching are clarity of teachers' presentation,
including making points clearly, explaining concepts clearly,
using a variety of teaching precedures and materials, enthusiasm
in presentation as indicated by gesture and voice inflections,
and the task omientation of the teacher such as focusing on the
accomplishment of a definite task.

The nature of the staff-student relationship reflects the
management practices of the school which have a bearing on
schotltastic achievement. The first component of management
practices is shared purposefulness and mission. Smith (1974)
contends that 1in a school which is characterized by such
purposeful ness, there 1is a match between parents', students',
teachers', and administrators' notions of the important ends of
education and all move toward those ends in a purposeful way. The
second wvariable is cohesiveness or closeness as applied to the
structure and directness of instruction, In this context,
succeeding schools are those working towards the attainment of
fairly well defined objectives, The third variable is time. Smith
(19?4)  argues that the more time is devoted to teaching pupils
the tasks considered important, the more likely it is that they
will tearn these tasks. oOverall, then, the processes, pressures,
and atmosphere of schools and classrooms are important variables
in the otudy of school transactions that are related to
educational effectiveness.

However, the motivational factor related to teachers who are
supposed to carry out these key roles has often been under-
emphasized in studies of school climate. Yet studies on personnel
organization have consistently suggested that the key to school
success 1ies in the manner in which teachers work together for
goal attainment. Steers (1977) has pointed out that "If employees
are not motivated to remain with and - contribute to an
organization, questions of effectiveness become academic.®
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Teacher motivation is normally reflected in their attachment and
commitment to school activities. Attachment is normally expressed
in reduced turnover, absenteeism, and other forms of withdrawal
and increased time spent on the work environment. Commitment, on
the other hand, represents a state of affairs where individuals
are strongly attracted to the goals, wvalues, and objectives of
the school. Commitment thus goes well beyond merely being a staff
member and includes highly favourable attitudes towards ones' job
and willingness to exert high fevels of effort on behalf of the
school in order to facilitate goal attainment.

The main factors that influence a teacher's decision to
participate in school activities include pay, promotional
practices, school size, immediate work environment (for example,
supervisory style and group interaction patterns), job content
(nature and amount of the task), autonomy, role clarity and
personal details (age, tenure, personality and wvocational
interests). It is thus important that these factors be taken into
account if performance is to be enhanced. If not, teachers may
decide to leave for more satisfying jobs, thereby increasing an
individual's opportunity for personal goal attainment. If chances
of getting better employment are slim, one might decide to remain
but embark on regular absenteeism. Three forms of absenteeism
cited by Porter and Steers include negative withdrawal of the
individual (such as taking sick leave while abiding to school
sick-leave policies) without salary loss. Absenteeism is also a
relatively easy method of working. Finally, absenteeism might
represent substitute behaviour as reflected in temporary
avoidance of duty (protracted coffee breaks and pretentious
searches for rare commodities) or superficial accomplishment of
duties provided one does not lose any benefits. The issue of
withdrawal from the school, therefore, presents a complex problem
that is not easily resolved. The goal of effective school
management would likely be to increase and strengthen the
attachment of their effective members, while attempting to
improve the contrihution of their less effective ones.

In addition, Steers (1977) maintains that a teacher's performance
in school is enhanced by his abilities, traits, interests, and
role clarity. He categorically states that if a teacher simply
does not possess the qualities necessary for his job, or has
littte interest in the job itself, and his role is ambiguous,
there 15 no reason to believe that his performance level would be
high. Figure 5 provides a summary of the major interactions
discussed under school climate.

b
b .l-!



The Quality of Primary School Education in Tanzania

Organizational

factors
School and Physical and [|| Aggregate Classroom
classroom architectural student climate
context : features characteristics

Teacher r”’///’”

charateristics

Figure 5. A model of the determinants of classroom climate

Finally, parents, the members of the community, organizations,
party and government organs need to co-operate with teachers,
students and school administrators in solving problems related to
the home environment and school climate by providing the required
support (materials, financial, moral or otherwise). Clearly, most
of these factors fall outside the schoolteacher's domain of
responsibility. Yet they have to bhe considered as natural
interactive forces 'in looking for solutions to the problems of
the effectiveness of education in any context. The relationship
between input and process factors and educational effectiveness
can also be monitored through measuring the outcomes of the
various interactions.

THE OPTIMAL-~GOALS APPROACH

A common defining characteristic of schools is their goal-seeking
nature. Physical, financial and human resources are general ly
organized for the pursuit of sgchool or system-wide .goals.
Educational goals may be defined as the desired state of affairs
that schools strive to achieve.

The goals-approach to educational effectiveness is based on the
reality that, even with a multiplicity of values and
expectations, there are basic intentions that educational
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organizations strive to achieve., Furthermore, since educational
organizations are in the hands of a rational group of decision
makers, such goals can be identified. In addition, these goals
are few enough to be manageable and can be defined well enough to
be understood. Given that the goals can be identified, it should
be possible to plan the best management strategies for attaining
them. Within this framework, the way to assess educational
effectiveness would be to develop criteria for assessing how well
the goals are being realized. Furthermore, appropriate standards
can be set up on which performance can be measured and quality of
education discerned,

Fundamentally, educational goals provide direction to school
activities, focus attention on the mission of schools, serve as a
rationale for organizing teaching and learning activities and
constitute a standard of assessment for a programme. Goals also
constitute a source of Tegitimacy for a school and justify its
activities and its very existence to the public at large.

likewise, goals can be functional for the individual pupil or
staff member of the school. At the individual level, goals
provide direction on one's studies or job and a rationale for
schooling or working, serve as a motivation for personal goal
attainment, provide a sense of psychological security, as well as
acting as a source of identification and status for the employees
and pupils (Steers 1977),

In order to bhe able to evaluate goal attainment, one would need
to translate the official goals into operative goals and
objectives. Operative goals represent what the school is actually
trying to do. Operational objectives, on the other hand, are
those measurable intentions for which there are agreed-upon
criteria for evaluating the extent to which they can be attained.

Although educational goals appear simple to define and measure
once they are clearly identified and standards set, caution needs
to he exercised in using this approach. The goals approach can be
dysfunctional when there is a means end inversion, placing too
much emphasis on measurables at the expense of affective goals
which are more difficult to measure. also, goals and objectives
when rigidly followed tend to overlook individual differences.

In addition, in many educational documents, goals are ambiguously
stated. In such cases, Steers (1977) has suggested that a panel
of well informed educators and key representatives of state
bodies should deliberate in order to come to a consensus on what
the outcomes of schooling should be.
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Goals can also be unrealistic or overambitious, particularly when
the right mix between resource input and organizational processes
is not fully considered. Scriven (1947) therefore maintains that
objectives themselves should bhe evaluated using Togical analysis
or empirical analysis to determine their worth and wviability,
Logical analysis concentrates on the cogency of arguments for
setting the goals, the consequences of achieving the objectives
and the congruency of the objectives with existing higher- order
values., Empirical analysis suggests that micro-scientific studies
should he designed to determine how widespread a value position
really is, Information gained from the logical and empirical
analysis  of programme objectives, compared against specified
standards, would wverify the worth or lack of worth of a fully
described set of policy ohjectives,

THE SYSTEMATIC APPROACH

The systematic approach to educational effectiveness is a
procedure involving step~-by-step analysis of components that
interact to bring about certain outcomes. Normally it involves a
statement and explanation of desired goals/objectives, the
activities considered wvital for attaining them, establishing
criteria and standards for appraising performance and
demonstration by the client that they can apply the acquired
knowledge and skills both in experimental and actual situations.

Contemporary theoreticians have found this theory to be useful in
various ways, First, although most programme planners and
implementers often aspire to attaining certain outcomes, 1in most
Cases they obtain both desired and undesired as well as
unexpected results. The critical variables that interact to bring
about the undesired and unintended outcomes might be identified
and acted upon if systematic analysis is undertaken. Second, the
systematic approach provides the opportunity for identifying
promising practices and exploring the collective expertise
represented in these segments so that they can be further
developed and reinforced, Third, the approach provides an
opportunity for studying associations, taxpayers, public
officials, administrators, students, teachers, community agencies
and other interested parties that have specific responsibility in
the delivery of education services. Fourth, it provides for a
sustained process of systematic input analysis, examination of
projected alternative solutions, establishment of feedback
mechanisms and stresses continuous progress and impact. Finally,
the systematic approach provides an opportunity for adapting
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theory to real situations; educational practice is continuously
reviewed and updated in order to meet the needs of the client.

EMPIRICAL STUDIES

Empirical studies on educational effectiveness reveal that most
of the studies were conducted in Western countries and few have
attempted to replicate or adapt the key variables and measures so
as to meet the conditions of developing countries such as
Tanzania (Adams and Ghen 1981; Ndabi 1985, Psacharapoulos and
Loxley 1925; Daskin 1979; Heyneman and Loxley 19&1). However,
these are recent and quite embryonic compared to robust studies
such as those of Coleman (1948 and 1975).

Educational production functions

At  the heart of public education is the strong belief that
schoolg should have a positive impact on those receiving
education. Schools are therefore expected to provide training in
basic literacy and computational skills and in subject areas that
are regarded as essential for modernization and national
development, Investment in education, therefore, is often made on
the assumption that the quantity and quality of resources, staff,
programmes and facilities that are made available to pupils Frow
national, regional, local and international sources will
facilitate the realization of such expectations.

Studies on educational production functions have often been
concerned with the question of whether measurable differences in
the characteristics of schools precede measurable differences in
pupil outcomes., Research studies in this area concentrated on the
impact of S$ES, race, and parallel differentials in staff,
curricula and  physical facilities, They have shown high
correlations among some of these resources but regular
correlativity posed difficult problems in analysis and
interpretation of data as it is not a simple matter of cause and
effect.

Second, there are serious questions regarding documentation of
impact. It implies effect, and effect implies cause,. A
statistical relationship exists between school resources and some
pupil  performance criteria but does not necessarily imply that
specific school resources directly influence pupil performance.

Third, the resources tapped in most studies are selected on an ad
ho¢ and post hoc basis. Stress is placed on quantity or mere

4z



The Quality of Primary School Education in Tanzania

presence over quality, or mode and degree of utilization. These
are recognized as proxies for more important process wvariables
that remain unmeasured.

Fourth, 1t 1is by no means clear that the variables measured
actually tap those resources that make a difference in student
outcome, which may be the qualitative rather than the
quantitative aspects of the variables in question.

Fifth, in most studies of this kind, the unit of analysis is
neither the student nor the classroom but the school or an entire
school district. This means that the achievement of individual
students 1s not related to their documented exposure to resources
of a given kind within a school, * but wrather the combined
achievement of all gstudents 1in a school (or district) is
associated with gross differences in the aggregate distribution
of resources across schools or districts.,

Despite pertinent  criticisms on  these major methodological
Timitations, +to date production-function studies have tried to
indicate ways 1in  which expenditures may be paying off. One
involves the numbers of teaching and specialized staff available
to students, Studies show that the number of specialized staff,
class sizes or teacher-pupil ratios have some independent bearing
on aggregate achievement, Facilities themselves pay off only if
the quality of staff is itself adequate and the resources are
used adequately. Studies on selection effects (Spady 1974) show
that if students with good school-~achievement scores go into
specialized college preparatory schools with superior libraries
and laboratories, further such achievement may merely reflect the
advantages carried over at the entrance point.

Hanushek's (1979)  study further showed that neither hours of
graduate work nor years of experience are independently related
to gains in student achievement. What is important is the recency
of teachers' latest educational experience, Involvement in
periodically upgrading one's own education rather than collecting
a terminal graduate degree or receiving no advanced training at
all seems to he one key to effectiveness. Hence, treating teacher
experience as a simple linear phenomenon 1s a conspicuous
weakness in this line of inquiry.

The final question was related to whether given expenditure
levels had any bearing on student achievement. Ribich (194R)
present ed an index of nine separate family socio-economic
indicators. He isolated the Towest SES quantile of Project TALENT
ninth graders who had subsequently completed -twelfth grade. His
major independent wvariable was expenditure per pupil within
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districts. He. found that in America, for the sample taken as a
whole, increased expenditure was definitely associated with
higher academic aptitude, up to a level of $400. Beyond that
point, there was little association. There was also a marked
increase in  student non-academic technical knowledge until
expenditure reached the $500 level; then a similar ceiling was
reached. The relationships seem to be positive but non-linear.
For the Tlow SES students, at least, there was a definite
threshold level beyond which increased expenditure had no visible
payoff. Within regions, even the non-linear patterns began to
break down, especially in cities of about 250,000 people. Since
expenditure reflected salaries and salaries reflected formal
teacher qualifications and experience, these figures suggested
that the benefits of teacher experience began to taper off too.
Furthermore, these patterns attenuated when region and city were
accounted for, and they might simply reflect regional and urban
expenditure differences. This might mean that even low SES
students from metropolitan areas achieved more not only because
their communities spent more on school, but also because the out-
of-school learning opportunities in those areas were more
extensive, complex and stimulating than in smaller towns and in
rural areas. These data might also suggest that, beyond a certain
point, schools could not effectively utilize all of the available
non-human resources. Ribhich (194%) argues that mixing students of
different SES might benefit lower SES students. This is not due
to the abundance of formal school resources available but rather
to the higher academic aspirations of their classmates and the
more positive learning atmosphere they generated, and to the fact
that community environments affect achievement independently of
their demographic and social characteristics. The attitude of the
community towards education tends to permeate the operation of
the school system so that school and community expectations
reinforce each other. This attitude, rather than the expenditures
that reflect it, might be an important wvariable in student
achievement.

Most of these ambiguities may, however, apply to developed
countries only. Heyneman and Loxley (1981) maintain that:

However ambiguous the efficacy of school physical facilities
and teachers may appear as a result of some surveys
conducted in high income countries, no such ambiguity exists
in low-income countries. The proportion of the explained
achievement variance due to schools and teachers... is 90
percent in India, 80 percent in Columbia and 81 percent in
Thailand and Brazil. This compares with 22 percent in
Austria, 26 percent in Scotland, and 27 percent in Sweden
(p.21).

44



The Quality of Primary School Education in Tanzania

The data suggest that the poorer the country the greater the
impact of school and teacher quality on student achievement. In
addition, wvariables that have been proved to explain most of the
variance in developed countries might have different effects when
applied to developing countries, Therefore, researchers in
developing  countries need o study a combination of Tlocally
obhtained information and retest key variables that have been
proved to hold elsewhere in building a suitable framework for
studying educational production functions in developing
countries, including Tanzania,

Honushek  (1979)  has  also added that educational production
functions should include studies of the influence of a child's
accumulated capital  through interactions with his peers. He
maintaina  that student peer groups create concditions within the
cltassroom  or school that affect the teacher's ability to use his
own skill and normative resources efficiently. SGpady (1974) has
therefore suggested future research work based on an examination
of actual sogial  processes, including teaching styles; the
mechanisms  governing rewards and sanctions for academic effort
within the «chool; the structure of both classroom and extra-
curricular work; peer relationships; " use of longitudinal and
experimental designs; obhservations as a data-gathering mechanism;
and more  explicit documentation of student exposure to and
utilization of both human and wmaterial resources. There is also a
need to broaden the range of significant output variable measures
of  cognitive achievement and school aspirations to include
affective areas and meaningful employment.

The home environment and school achievement

There have been several distinct approaches to the study of home
environment.. To a large extent these differences in  approach
reflect the different emphasis of each social-science discipline
Cadministration, peycholoay, sociology, economics, political
seience, etc.y inats formulation of the nature and problems of
the home environment as it relates to school achievement,

one  school suggests that rather than focusing on the resources
potentially availahle to parents for educating their children,
thew should make a detailed study of what parents do to
facilitate their children's cognitive growth, According to
KiTinowski and Sloane (1921), the motivation for developing a
methodology concerned with family processes was two-fold:

First, status characteristics accounted for only a small
proportion  (about 103 of the wvariation in children's
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educational achievement. There was clearly a great deal of
variation in the educational achievement of children within
each status level. Secondly, status variables could not give
specific clues as to what parents and schools might do to
improve the situation for any child (Bloom 1980). It was
hoped the environmental process variables would yield such

_specific information and thereby serve as a basis for
intervention programs that were in the interest of both
parents and children (p.84).

The implication is that specific processes occurring within the
lTarger network of familiar interactions could be identified as
being relevant to the development of particular individual
characteristics. The task is to identify and clarify the form,
intensity, and duration of each of these sub-environments as they
relate to such characteristics as school achievement, the need
for achievement and self-esteem.

Dave (1943) started with the idea that specific aspects of the
home environment pressed for the academic achievement of the
child. On the basis of his theoretical framework and a review of
literature on home environment, he identified six process
variables which he thought could explain differences in school
achievement. Those were:

1. The parental press for achievement, i.e. the parents’ aspira-

tions for the child and their interest in, knowledge of, and
standards for reward for the child's educational achievement.

N

Language models, i.e. the quality of language used by the

parents and taught either directiy or indirectly to the child.

2. Academic guidance, i.e. the availability and quality of help
provided by the home for school-related tasks.

4. Intellectuality, i.e. the intellectual interests and activi-
ties of the family. More specifically, the types of reading
done, the nature and extent of conversations about ideas, and

the nature of the intellectual models parents provide.

5. Agtivity in the home, i.e¢. the degree to which parents stim-

ulate and encourage their children to explore the larger
environment .

4. Work habits, 1i.e. the degree of structure and routine in home
management and the emphasis on educational ™ activities over
other pleasurable things. »
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tach of the six variables was broken down into more specific
process characteristics which would be measured along a nine-
point scale with data collected in a semi~structured interview
with the child's mother. This method was based on the assumption
that accurate and reliable information on the many subtle home
interactions could not be well tapped by questionnaires or tests
as there is no possibility of using probe gquestions when answers
of respondents are not clear. Dave found that correlation between
the overall index of the home educational environment and the
fourth and fifth grade achievement tests was 0.80, Correlations
of the six process variables were highest with tests of word
knowledge and reading and lowest with tests of arithmetic,
computation and spelling. The results suggest that the home
genvironment has its greatest influence on the child's language
development hut is less influential on the specific skills taught
in school (Bloom 1%&0).

These findings have been replicated in various studies, such as
the International Fducational Assessment ones, and Dobson and
swafford (1v#0) confirm the same for Russia, But the strong
relationship between a child's home environment and his
achirwement  in school i¢ discouraging if nothing can be done to
alter this pattern for those children who are reared in deprived
or ineffective environments.

attempts to  boost the low S$ES child's chances of success in
school by providing educational experiences in a school setting
for a Few hours a day, a few months a year, sometimes called the
"1poculation®  approach, have proved largely unsuccessful in
overcoming the deficiencies many children have when starting
sechool. The most consistent results have been that the small
gains made by experimental groups tended to "wash out" after the
intervention was terminated and those who gained and retained the
least were those from the most deprived family backgrounds
(Bronfenbrenner  1974).  For these children, the few hours of
inatruction did pot  compensate for the tack of cognitive
EXPEr Bnees availahte to children from more enriched
environments, What do  seem more effective are the home-~based
proyrammes  which  focus on the.educational environment in  the
home, educational activities in the home, and parental interest
and tvoluement in the child's educational activities,
Bronfertbrenner fouwrd that “Experimental groups in most home based
programs not only made substantial initial gain, but these gains
increased and  continued to hold up rather well three to four
years  after intervention  had been discontinued” (p.117), If
changes have been incorporated into the home as a result of these
programmes,  the  “treatment" 15 deemed to . continue after the

programme 15 terminated, Thus the earlier the home environment is
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improved, the better the chances of effectiveness, although Smith
(1948) found that parent intervention can still he effert1ue in
later years (s1xth gradel. »

Gordon (1948) has demonstrated significant gains in measures of
home = environment after the implementation  of home-based
programmes. -Normally the programmes took the form of parent
education, home wvisits, and combinations of home and group
experiences (GilTmergt gl. 1970; Gordon 1972; Bronfénbrenner
1974; Radin 1949, 1972.) ' ‘

The degree of parental involvement as cited by Kilinowski - and
Sloane - (1981) was repeatedly found to be the crucial factor in
the success of home intervention programmes (Schaefer and
Aaronson 1972; Levenstein 1970; Karnes 1949, Parental
involvement refers to parents' interests, motivation and engage-
ment” in providing experiences in the home that are conducive to
the child's achievement in school. Herber ¢t al. (1972)  and
Skeels (1944) trained surrogate parents to provide ‘appropriate
learning experiences in institutional settings. These results
provided further ‘support for the theory that the quality of
involvement .~ and interaction with a caring adult is important in
improving a child's achievement. These studies also show that
parents can be encouraged to change their attitudes so that they
can engage in more educationally releuanr activities with their
children.

Obviously, this is a dream for it suggests that all people should
be middle c¢lass, Peasants cannot provide that supportive
environment, notwithstanding interventions. There has to be some
compensatory mechanism for this deficiency,

school climate and school achievement

The most thorough study on this topic was w.vried out by
Brookover gt - al, (1972) who maintain that the school academic
climate encompasses a composite of variables that relate to ‘the
porms of the social system and the expectations held for various
members as perceived by and communicated to members of the group.
Brookover et al. examined a variety of school-level climate
variables and mean school achievement in a random sample of
Michigan (USA) elementary schools., Two hypotheses were set.
First, they hypothesized that a school's academic norms,
expectations and beliefs are not synonymous with the social
composition of its student body, and therefore climate is not
adequately measured by composition variables. Second, the
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differences in achievement  between schools that are normally
attributed to composition can be attributed to climate variables,

Two school-composition variabhles —- mean socio-economic status
and ethnic composition -- were used in this study., The outcomes
were a result of objective tests in reading and writing
administered annually to all fourth-grade students in Michigan
public schools,

The dependent wvariable was the mean achievement of students in
the fourth orade in each of the elementary schools as calculated
from state school level achievement data obtained from the
Michigan bepartment of Education. Since it was clear that the
cemhination of school-~climate variables contributed significantly
to the explanation of variance in mean school achievement, the
individual contribution of each of the several climate variables
to mean achievement was examined., The variables were entered in
the order of their partial correlation with mean achievement
after leaving out previously entered variables., In all three
samples, the students' sense of academic futility clearly
contributed more than any of the other climate variables. Student
and teacher variables concerned with the present evaluations and
expectations which teachers held for the students, and tThe
students' perception of present evaluations and expectations also
contributed significantly in the state-wide sample. These three
variahles explained more than 48 percent of the between-school
variance in mean achievement,

Classroom ohservation in the sampled schools revealed the
following characteristics in addition to the school-climate
differences previously identified. First, teachers in  higher
achieving schools spent a larger proportion of class time in
instruction due to their greater concern for and commitment to
their students' achievement. The commitment was also expressed by
other forms of interaction with their students. Second, low SES
schools achieving at lTower level tended to write off a larger
proportion of their student body. students  for whom low
achievement ceilings were established were grouped together,
Third, those schools with higher achievement were likely to use
more instructional activities in which groups of students
competed as teams rather than individually., Fourth, there were
differences 1in  teacher and student reinforcement practices 1in
higher achieving and lower achieving schools., In higher achieving
schools teachers made immediate corrections and provided academic
hack-up when students failed to give correct responses., Also,
positive reinfercenent was  generally  given immediately to
students who gave correct answers., However, ~in lower achieving
schools there were numerous 1nstances where students were neither
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positively nor negatively reinforced for their performance. There
were also instances of confusion in reinforcement, in which
students got the same kind of reinforcement for wrong answers as
they got for right answers. These differences could also
contribute to differences in achievement between schools.

The implications from these findings in studies of school
effectiveness are best summarized by Bloom (1980) who maintains
that,

... many of the individual differences in school learning are
aan-nade and accidental rather than fixed in the individual
at the time of conception.... What any person in the world
can learn, almost all persons can learn if provided with the
appropriate prior and current conditions of learning (p.132).

He emphasized that there were three basic constructs about
students and their learning capabilities. First, there were good
learners and poor learners. Second, there are faster and slower
learners, all needing different amounts of time and help. Third,
most students become wvery similar with regard to learning
ability, rate of learning and motivation for further Tlearning
when provided with favourable learning conditions. One should
also add that since it is the teacher who performs a key role in
providing such conditions, he needs to be well motivated in order
to enhance good performance.

SYNTHESIS OF CRITERIA FOR EFFECTIVENESS

The major problem when one is examining measures of the
effectiveness of primary-education is the complexity and
pervasiveness of the issues surrounding such measures. Generally,
three major factors have been identified as contributing to
effective school Tearning (Brookover et al. 1978) These are:

1. The ideology of the school in terms of beliefs and attitudes
of the professional staff regarding students' abilities to
achieve the obiectives and staff norms and standards of
excellence,

2. The organizational structure of the school and its emphasis

on role definition, expectations and performance and

effective leadership; and reward structures and systems that
are centred on achievement of students and staff.

Instructional practices which are closely associated with

teacher efficacy in the actual delivery of instruction by

staff, which is in turn related to availability of

i
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instructional resources and the ideology and organizational
aspects of the school mentioned above, all of which operate
within a given political economy.

These three clusters of factors and their wvarious components
combine in a complex way to produce better schooling outcomes.
Thus, in the Tanzanian situation, a comprehensive study, which is
an almost impossible task, would be required to pull together
diverse skills, research designs and data analyses.

associated with this complexity of the concept of school
effectiveness is the question of what are the criteria for
schooling effectiveness in Tanzania and how is the concept of
quality education defined there. Acceptable ad viable criteria
need to be stable and relevant over time and within a defined
area, acceptable té the community of educators and related
professionals, politicians and the common man. For the purposes
of this study, a workshop of educators decided that educational
effectiveness should be perceived as a continuum of elements

which are not mutually exclusive. These should include
performance 1in the basic skills (3Rs), attitudinal changes,
production of economic goods, school cleanliness, cultural
activities, school administration, and relations between
students, teachers and the community around the school .

Ultimately, Beeby (1983), who is one of the earliest champions of
the concept of quality of education, suggests that all these
should be seen in the context of the ease with which pupils gain
access to the education system, remain in it, are pleased with
school facilities, courses and the teachers, progress from one
grade to another, and finally fit into the wider society when
they leave school.

on the other hand, the debate as to whether there can be
universally acceptable criteria and standards for educational
effectiveness and quality is only academic and rhetorical. There
is no society in which it has been accepted that children go to
school for seven years and only learn things ether than reading,
writing and arithmetic. These other things, such as cultural
activities, self-reliance and attitudinal changes, are only
complementaries. A classical case in point happened in Kenya in
May 1985 when a group of teenagers came back from China after two
years of acrobatic training. Amidst appreciation of their
acrobatic artisty, there was public uproar and appeals that the
children should go back to school to get a "proper education" --
to which the Government conceded. These attitudes would apply to
gvery other country in the region. The 3Rs are central.
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Chapter 4

RESEARCH METHODS AND SAMPLE CHARACTERISTICS

The survey approach was used to study factors influencing the
quality of primary education in Tanzania. This approach was
preferred because it enables one to make a search for tentative
causal factors by collection and use of both quantitative and
qualitative data.

THE PRIMARY-SCHOOL POPULATION

The primary-school population in Tanzania at 31 January 1931, was
3,549,554 enrolled in 9,988 primary schools (Ministry of
Education, 19&1),

THE STUDY SAMPLE

The study was conducted in five Regions which were deliberately
selected to give bhoth lower-, middle~ and upper-level
characteristics of educational achievement. These regions were
Coast, Dodoma, Kilimanjaro, Lindi, and Tabora (see Figure 4).

The study was confined to three Districts in each Region, one
urban and two rural. The established legal demarcations for
townships, municipalities, cities and rural districts were used
as the official boundaries of Districts for this study. In cases
where there were more than two rural Districts in one Region, a
choice had to take into consideration diversity in terms of
ethnic mix, quality of life, level of development and school
performance s0 that all extremes of the continuum were
represented. The following criteria were used to select the
schools from the 15 Districts in which the study was conducted.

SELECTION OF SCHOOLS

A1l schools in the chosen Districts were categorized into three
sizes: large, medium and small. Large schools were those with an
enrolment of 401 or more, medium 350 - 400, and small schools
were those with less than 350 pupils,
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Then, in each group, schools were ranked for quality by taking
into consideration the following wvariables. First, for each
category of school (large, . medium and- small), one school of high
quality and one of low qual1ty was chosen. - A high-quality school
was one which ranked first when a . composite store for the
following factors was obtained using informed judges in the
District: ‘ -

(a) Largest percentage of pupils selected for public secondary
schools in the past 3 - 5 years;.

(b) High production in economic ventures run by the school;

(c) Good general impression in the following areas:

(i) cleanliness of the school surroundings
(ii) performance in cultural activities
(iii) good school administration
(iv) high discipline

(v) good school-community relations.

Available. records and a five-point scale (5 —— excellent, 4 --
very good, 3 ~- good, 2 -~ fair, and 1 -- poor) were used to
arrive at a decision in points (c) i - v, above. The school at
the bottom of each category was taken to represent low-quality
schools. The R.E.0. and the D.E.0.5 for the selected districts
and the primary-school inspectors had to jointly identify the
schools,

A1l selected schools were to have done the Standard Seven Leaving
Examination for the past five years, but a minimum of three vears
was also accepted, especially for the small schools. In addition,
there had to be some geographical dispersion in the distribution
of the selected schools,

DESIGN AND PROCEDURE
The data-needs model

Figure 1 was used to map out the domain and provide an outline
for the study. Research tasks and questions consistent with the
conceptual framework were set to guide investiogation into the
problem. Because of the very purpose and nature of the study, no
specific hypotheses were set. Basically it was a training and
exploratory study which would form a basis for development of
hypotheses . Both the analysis of the data and the field
investigations were expected to rekindle research interests and
awareness among educators in Tanzania and elsewhere and to
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provide a data-base for decision-making on how to improve the
quality _of education under the current universalization of
primary education. : :

Data collection involved review of primary- and secondary-school
documents. Other procedures for data collection included inter-
views with key administrators, inventories, checklists for
schools and offices, short questionnaires for parents and school
leavers, observation schedules for classroom teaching, achieve-
ment tests for general and local knowledge and an ability-test
battery. ‘

all  together twelve measures were developed in the following
order

(a) Ministry data

(h) Regional data

(c) sSchool data

(d) Student data

(e) General knowledye test

(f) Classroom observation

(g) Students completing Standard Seven
thy Students selected for secondarv educat1on,
(i)  Mathematics test

(1Y  English test

() Verbal test and

(1) Numerical test.

Apart  from these twelve measures, two interview schedules for
educational officials were developed.

Pilot testing

The main task during this period was that of wvalidating all
instruments  and transtating some into Swahili. Instruments were
pilot  tested in one primary school in Dar es Salaam. This was
done i order to get first-hand impressions of any difficulties
that wmight arise in the actual study., The two measures (student
background data and general knowledge) were administered to one
Standard IV and one Standard VI stream. Experience gained during
the administration of the two instruments, and subsequent in-
depth itvem analysis, showed that a majority of Standard IV pupils
were  not  lTiterate enough to provide  intelligible information.
Since  bharkground data were vital for predicting performance 1in
the Tests, a decision was made to exclude Standard IV pupils from
the study sanple,
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standard VI pupils demonstrated higher comprehension of
information sought in these measures. This class, which s
closest to Standard VUII but has not been highly influenced by
coaching practices which sometimes affect performance, was found
to he most suitable for this study as it would provide a more
realistic picture of the quality of primary education in
Tanzania.

It was also found after the pilot study that it would be very
difficult to ascertain whether the students were providing right
responses or not, particularly on items requiring them to name
their local leaders and local characteristics. $o only ten items
requiring knowledge of a more general nature (e.g. the date of
independence) were retained alongside the 40 other items from
past  Standard A Seven Leaving Examination papers on general
knowl edge.

Administration of instruments

The principal researchers, in collaboration with the R.E.0.5 and
some research assistants, worked as a team in administering the
instruments. Education officials asked schools engaged in this
study to postpone their mid-term holidays, at least for Standard
VI pupils and their teachers, until the study was complete.

Administration of the instruments was preceded by informal
training of the principal researchers followed by formal training
of the research assistants. Training of the principal researchers
was done in committee meetings where issues on conceptualization,
design or instrumentation were discussed. The distribution of
work was made such that in each Region one principal researcher
would join the R.E.0. and use three research assistants assigned
the task of collecting school data, administering the tests to
pupils, making class observations and gathering data on the
treatment of pupils completing Standard VII. Research assistants
reported to the R.E.0 to collect letters of introduction before
proceeding to the schools. Each research assistant was assigned
two schools in which hesshe was to collect data.

Data analysis

The analysis included tabulation and computation of averages for
most of the quantitative data obtained from close-ended items in
Measure I-IV and VI-VIII. Qualitative information from the open-
ended items of the same measures, as well as interviews, was
subjected to content analysis in order to extract relevant data
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that would help describe some of the basic factors and variables
that influence the quality of primary education in Tanzania, and
provide explication of some quantitative data. More wvigorous
analyses, such as analysis of variance and regression analysis,
were done by computer in Germany,

It is now common practice that studies of school effectiveness
employing a large number of correlated predictor variables, are
grouped, or blocked, as a preliminary step to make the data
easier to analyse and the results easier to interpret.

Therefore wvariables were first categorized in terms of their
conceptual similarity, e.g. home factors formed one group while
school factors formed another. The predictor variables in the
study were organized into four groups. Uariables describing the
pupil  (sex, year of beginning school, pre-school experience,
Region of bhirth, occupational preference, expected occupation,
and training preference -- first and second choice) were assigned
to the pupil-characteristics block. The Tocation of the school
Curban or rural), quality Chigh or Tow) and school size (large,
medium  or small) were placed under the school-characteristics
block. Uariables relating to the pupil's family (living with
parents -- mother, father or both; number of wives; family
structure; educational level of the father, mother, brother and
sister; occupation of the family; and type of assets owned by
family members) were assigned to the Family hlock. A composite of
individual and classroom blocks was created to accommodate
variables that relate partly to individuals and partly to school
practices, such as distance from school, eating before going to
school, reasons for attending school, subject preferences,
aeneral assessment of  teachers and proposals for further
education,

In the first stage, a series of regression analyses was run by
including only variables assigned to a certain block as regressor
variables, By following this procedure, variables within a given
block would not affect the inclusion or exclusion of variables in
other blocks., Five "key" dependent variables were selected for
the regression. These represent the five standardized ability
tests administered to Standard VI students,

Fach selected dependent variable was regressed separately in  a
step-wise Fashion on the variables in each hlock. To be retained
within a block, a regressor variable had to be a significant
predictor Cat the 0.05 Tevel) of any of the "key" variables.

In the second stage of screening, a single set of predictor
variables for each dependent variable was selected. Then step-
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wise regression was  run on all predictor variables that were
retained from the first stage of analysis regardless of block.
Aall  predictor variables of specific dependent wvariables were
eliminated if they did not contribute significantly to the
prediction of that dependent wariable. %o at this stage a unique
got  of predictor variables was asscciated with each  dependent
vartahle to estimate shares of variance attributable to each
hlock,

After this initial analysis and ranking of schools hy  sub)ects
and totals, the schools were dichotomized into high, wmiddlie, and
Tow performing groups on the composite score.  Then the question
was asked, why are some scheols performing well and some not  so
well?  The data were ve-analtysed to delineate the characteristics
distipnguishing the .top ten and bottom ten scheols. Follow-up
vigits  to the top ten and bottom ten schools were made 1n order
to do micro-analyses and probe into the reasons for  The agiven
situation. The results of both Tevels of analysis are presented
in Chapter 5.

SAMPLE CHARACTERISTICS

Tables 7-17 give sample characteristics.  The enrolment by sex 16
evenly distributed indicating that universalization of  primary
education 15  not bypassing the female group. The majority of
subjects were horn in 1944 (Table ), giving a modal age of 14
years with a range of 13 (problems of reported, unverified age
data notwithstanding). Some children reported having started
schooling in 1970, suggesting that they had repeated fFive times
in their school Tives,

Surprisingly, the number of subjects with pre-primavy  education
was quite high with 1,310 children (38.8 percent) reporting
having had some sort of formal pre-school education., Thus only
1,647 (49 .1 percent) said they had never attended pre-school and
417 (12.3% percent) did not indicate «ither way. The proportion of
omits and spoilt cases was significantly high, suggesting that
eyen at Standard VI Tevel, understanding of guestionnaires and
apeed  of completing them may he very low. Only 4%.4 percent of
the children were at school in Their home Regions, suggesting
that there is great mobility across Districts and Regions, The
children wallk up to 10 kiltometr te get Tto school, and the
majority of  them Tive with both theiy parents 10 moneygamous
Ffamilies. The majority of the pupils ate nothing From morming
unti b their return home 1n the afternoon.
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Tahlte 7. Distmibution of students by sex

No. 1,408 1 574
% a4y 44

Tahle &, Distribution of students by age

19R9 1960 1941 1942 1943 1944 194% 1944 1947 1968 1949 19?0 1971 1972 Missing
information

Mo, 1 14 3 72 184 30h B2% TR9 412 299 49 8 4 1 464
i 00 04 09 22 45 1.0 154 224 180 8.8 20 0.2 0.1 0.0 13.7

Tahte %, Distribution of students by year of beginning school

Year of beginning
1970 1971 19272 1972 1974 197H 1974 Missing
information
214 7, A8y 473
A5 veLr 12. 5

By
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Table 10. Distribution of subjects by Region of birth

Region No. of subjects Percentage
Arusha 15 0.4
Coast 27 9.2
Dar es Salaam 170 h 2
Dodoma K75 14.9
Iringa 2y 0.9
Kagera 22 0.4
Kigoma 32 0.9
Kilimanjaro K73 14.9
Lingi 492 14.2
Mara 33 1.0
Mheya 3z 0.9
Moroygoro 4% 1.4
Mtwara 94 2.5
Mwanza 45 1.3
Rukwa 15 0.4
Ruvuma 24 0.7
shinyanga 23 0.7
singida 30 0.9
Tabora 3R3 10.4
Tanga &y 1.7
Outside Tanzania mainland AR 1.4
Not indicated 404 1.9

Table 11. Distance of home from school (km)

0 1 2 3 4 5 é 7 8 b4 10 1 12 Missing data

No. 656 1,365 467 146 70 74 23 6 22 6 24 16 12 488

<

19.3 40.2 13.8 49 21 2.2 0.7 0.2 0.6 0.6 07 05 04 14.4

Table 12. Number of subjects living with parents

None of the Father Mother Both Missing
parents only only data
No, 104 241 411 2,000 a1y
% 3.1 7.7 12.1 By 8.2

A0
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Table 13. Number of wives in the family

None 1 2 3 4 5 é B Missing
information
No. 40 2,0k3 497 131 hé 13 2 2 404
% 1.2 A0.5 14.h 3. 1.4 0.4 0.1 0.1 17.8

Tahle 14. Number of subjects having breakfast

Nothing Tea Tea and Porridge Fruits Others Missing
bread information
240 No. 547 ak: 471 40 25y 400
28,3 % 164.1 211 13,9 1.2 7.4 11.8

Table 15 gives the family structure of the subjects. The majority
of the pupils had either one older brother or sister and one
younger brother or sister, suggesting that their families were
relatively small., The reported educational levels of key family
members indicate systematic bias in favour of male members Ffor
access to education and especially higher education. Fathers and
hrothers have greater access to university education than mothers
and sisters. Likewise, fewer male members of the family are
without work, more of them are in commerce and more of the female
members  find themselves in menial jobs such as  farming, cattle
grazing, and surprisingly, fish-mongering.
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Table 15 Family structure

Member Size
0 1 Z 3 4 5 é 7 8 Missing
information
0lder 318 775 573 334 146 é7 78 3 1,101
brothers (9.4)  (22.8) (16.9) (9.8)  (4.3) (2.0) (2.3) (0.1 (32.4)
0lder 339 478 609 322 131 60 56 4 1,199
sisters (10,0}  (20.0) (17.9) (9.5)  (4.0) (1.8) (1.6) (0.1) (35.1)
Younger 277 é85 638 373 162 é4 é1 1 1,134
bro}ther’s (8.2)  (20.2) (12.8)  (11.0)  (4.8) (1.9) (1.3) (0.0) (33.4)
Young., 40% 657 410 308 136 45 24 2 1 1,404
sisters  (12.00  (19.4) (12.1) (9.0)  (4.0) (1.3) (0.7)  (0.1)  (0.0) (41.4)
Married 531 489 252 m 35 14 13 3 1 1,946
brothers (15.6)  (14.4) (7.4) (3.5  (1.,0) (0.4) (0.4) (0.1) (0.0) (57.3)
Marm ed» © 504 522 241 100 44 12 9 - - 1,913
sisters  (14.8)  (16.3) (7.7) (2.9) (1.1 (0.4) (0.3) (54.3)
Note: Percentages in brackets
Tahle 14 Educational level of family members
Member No formal education  Primary  Secondary  University Missing
information

Father 181 1,488 343 130 1,253

(5.3) (43.8) (10.1) (3.8) (36.9)
Mother 222 2,165 208 32 1,668

(6.5) (37.3) (6.1) 0.9) (49.1)
Brother’ 167 1,162 436 84 1,524

(5.5) (34.2) (12.6) (2.5 (44.9)
S15ter 212 144 376 40 1,655

(6.2) (32.9) (11, 1) 1.2) (48.7)

Note: Percentages in brackets
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17. Occupations of family members

Government  Did
Spoilt Mo work Farmer Herdsman Fisherman Commerce employee not attempt

101 136 1,520 30 44 521 363 480
a.m (4.0) (44.8) (0.9) 1.3 (15.3) (10.7) (20,00
97 242 1,897 47 63 219 78 742
{2.9) (7.1 (8.7 (.2 (1.9 (6.5 .. (21.9)
192 184 572 18 43 39N 357 1,638
(5.7) {h.4) (16.8) (0.9) 1.8) (11.%) (10.5) (48.2)
475 249 724 20 28 261 246 1,632
(5.2) (7.3 Z3.1)  (0.4) (0.8) (7.7 (7.2) (48.1)

o
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Chapter &

FINDINGS AND DISCUSSION

This chapter is based on both documentary analyses and field data
and provides a description of the factors and variables affecting
the quality of primary education in Tanzania.

TANZANIAN POLICY-FORMULATION STYLE

The policy-formulation style in Tanzania has been described as
militant revolutionary. The call from ex-President Mwalimu Julius
Nyerere was "to run while others walk". This style applied to all
spheres of life, such as social, political, economic and
educational policy matters. Most major policy pronouncements in
Tanzania were associated with Mwalimu, who was supposed to bhe the
source of wisdom and the one who gave the policy drive, blessings
and legitimacy. It did not matter who <initiated and moved the
policy to the centre, the credit always went to Mwalimu - and
hopefully, the blame too.

Characteristically, the policy seemed to come from above,
shrouded by secrecy, even if it was a social policy deserving of
public debate. The announcement of a policy came to the public
with a great deal of political pressure and public drama that did
not allow for debate and opposition. Included in the fanfare were
orchestrated processions, acceptance and allegiance speeches and
repeated radio recitations without any elaboration or correct
interpretations. In  this kind of situation, the implementers
(technocratsy, understandably in a state of high anxiety,
examined the policies with fear as they might have been "swept
away by the revolution" if seen not to he overtly supportive.
Since delays in implementing the policy direction may have been
construed as  opposition to it, haphazard implementation
characterized many policies,

Hyuden  (1979)  observed that in Tanzania there is a deliberate
refusal  to wse rational analyses of the adequacy of existing
resource potential as a precondition For making policy. He . said
that in Tanzania, "policy decision 1% made under dramatic
conditions to produce a sense of rapid advance". Under these

44
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circumstances, the quality of the policy and the implementation
strategies tend to suffer due to resource limitations and a high
level of anxiety, including fears of losing one's job (hence the
rush). The regularity and pattern of change in key personnel of
concerned ministries underscore the reality of this fear when an
innovation is being implemented. '

The pronouncements of the policies Education for Self-Reliance
and the Musoma Resolutions are clear cases in point. In the case
of the former, the policy was preceded by a wvery important
national policy decision to go "socialist" as stipulated in The
Arusha Declaration (Nyerere, 1947a). As a corollary of this

political move, Education for Self Reliance (Nyerere 1947b) was
announced as a political direction. The statement was a publica-
tion of the President and was attributed to him personally., It
was a combination of Maoism and Deweyism, emphasizing classroom
Tearning and practical application of classroom ideas in
performing menial jobs at school in order to enhance affiliation
with the peasantry. The President then spent many months travel-
ling all over the country politicizing and sometimes intimidating
gducators and teachers to accept the new educational philosophy.
This is vividly reflected in his speeches (Omari 19280). Instead
of time bheing spent on analysing the technical aspects of the
policy statement s¢ as to give it technical legitimacy, political
platitudes and cliches took precedence.

Immediately after the policy pronouncement, a meeting of all
senior educators was convened to deliberate on the new policy
thrusts and their implications. During that meeting speeches by
the political elite (Kawawa 1947) made it clear that there was no
room for debate. The task was that of implementing the policy.

as  a result of all the rush and political pressure, the policy
statement was reduced to a simple equation: Education for Self-
Reliance = Shamba and manual work.

Ndunguruy (1974), a senior educator, laments this state of
affairs, pointing out that the important aspects of the Education
for Self-Reliance Policy, which are the creation of stable
cognitive and affective pillars through solid instructional
strategies, were completely neglected. This misinterpretation of
the policy still prevails, as can be seen from Table 14
summarizing current educational officials' and teachers' views of
the meaning of Education for Self-Reliance (ESR).

2
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Table 18. Educational officials' and teachers' interpretations of ESR

Educational officials v Experience  Interpretation by teachers Frequency
Practising modern agriculture, 29 Farming, shamba work, gardening, 389
livestock, poultry keeping and aninal husbandry, poultry keeping
beekeeping and beekeeping
Petty business -- selling firewood, 14 ' Petty business -- running a canteen, 144
charcoal, running a shop or a school shop, selling cakes, buns,
canteen soft drinks, firewood, charcoal,

sand, fishing and running a milling

machine
Establishment of small-scale 16 Carving and handicrafts, shoe-making 144
industries, engagement in various and repairing, carpentry, brick-
crafts and carpentry : making, masonry, woodwork and welding
Domestic science, cookery, 11 Handicrafts, dressing, art, hair- 105
embroidery and dressmaking dressing, drawa, music, singing

troupes, pottery, tie and dye

Cleaning school ‘surroundings 10 bressmaking, weaving, needlework, 99
» sewing, embroidery and cookery

Another with a high frequency of mention was small-scale manufacturing (envelopes and booklet
binding (17))

As a result of this misinterpretation, schools have created
rudimentary - farms, and indeed they were ordered by  anxious

officials to make sure that each pupil had two hectares - which,
if really implemented would require more land than the entire
area ~of Tanzania. VYet no primary school meets 25 percent of the
tost of its upkeep through ESR activities. On average, each pupil

produces goods and services worth TSh & (US$ ©.3%) per  annum
(calculated from 1980 - 1982 figures and given in the Budget
Speech by the Minister of Education). Since this is all that
results  after a full year's toil in the scorching tropical  sun,

it is more practical to ask parents to pay the TSh &4, save the
pupils from such drudgery and allow them to spend their time more
usefully on other school activities, So long as output 1is <o
little and there is no useful learning associated with manual

worl when it is done using primitive and conventional ways, these
activities will always remain meaningless to pupils, hence the
need for coercion and corporal punishment te ensure that they are
carried out.

A4
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Currently primary-school instruction has remained rudimentary and
authoritarian. The school farms are dilapidated and observers
have the courage to proclaim "End of Education for Self Reliance
in Tanzania" (King 1984). King was concerned, however, with the
aspect of schools producing goods to meet some of their upkeep
‘costs. '

Amazingly, 20 years after the enunciation of the \bélicy,
educators and policy-makers are still lamenting the ‘tack of
proper interpretation of ESR.

In future instead of relying on intensive  dramatization,
processions and an unconsidered plunge into implementation of new
educational policy, systematic education, re-interpretation and
eritical analysis might Tead to implementation strategies with
more far reaching effects.

The Musoma Resolutions of 1974 were similarly conceived,
introduced and implemented. The policy statement was made after a
marathon meeting of the TaANU National Executive Committee (whose
agenda was confidential) in the small town of Musoma, which is
also the home of the ex-President. The policy statement directed
that the University should admit only those workers and peasants
who had one year of military training and two vyears of work
experience after their senior secondary education. It also
directed that primary education should be universalized in three
years and that all formal examination Cambush type) should be
aholished and continuous assessments instituted. Again the
pronouncements were accompanied by drama and political fanfare
and pressure to the extent that there was hardly any planning for
the manner of implementing the resolutions. The technocrats had
to act quickly, otherwise they would be branded reactionaries and
riak their jobs,

Universal Primary Education (UPE) which is a component of the
Musoma Resolutions, was implemented with a great deal of drama
hut without due consideration of quality. As a result, classes
were started under trees or in the open air (Omari et al. 1983),
cltass size almost doubled and there was accelerated enrolment
without corresponding increases in the production of teachers,
equipment, and Tearning materials. -

The policy, as most concerned educators and informed community
members have lamented, resulted in universal mediocrity., This
assertion is well supported by data on pupils' performance in the
tests, especially mathematics and English,
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Visits to schools during the survey also revealed that a majority
of classrooms were without desks and as a result pupils were
using either their laps or someone else's back to write on, a
practice that had an adverse effect on the quality of pupils’
work, especially handwriting. Nyerere (1985) lamented this
pathetic situation saying children went to schools carrying their
own stools.* 1In other schools pupils sat on mud or cement blocks
and in buildings whose walls were made of wood and mud which in
turn  provided a very unfavourable climate for learning. Indeed
many buildings were on the verge of collapse,

Successful  implementation of educational policies requires a
stable team of competent and committed bureaucrats to be in
positions of power. In the next section we present information
and data on the stability of staff in positions of power.

CHANGES IN KEY POSITIONS IN THE MINISTRY OF EDUCATION

Table 19 gives an indication of the regularity of staff turnover
in key positions in the Ministry of Education (Figure 7). It is
incredible that there should be such frequent changes in key
positions in a Ministry in a one-party state. For instance, the
average number of years that a Minister has stayed in the
Ministry is 2.9 years; the average stay for the chief technocrats
(Principal  Secretary and the Commissioner) are 2.4 and 2.9 years
respectively. The periods for the directors of primary education,
secondary education and the Institute of Education are 3,3, 3.3
and Z.4 respectively, Given that these are the most relevant
positions for implementation of any educational innovation, one
wonders if any of them had time to think or implement any of the
innovations which the country has fumbled with over the last two
decades. 0ddly enough, most of the changes occurred during major
political or administrative events such as elections (which are
at  five-year intervals), the Arusha Declaration (1947), and
administrative decentralization (1972).

Babu (1984), who had hecome. a popular Union Minister for Fconomic
Planning but later lost favour after experiencing disillusion-
ment with the way things were going, gave some reflections on
these oscillations in one-party state administration when he
said:

*Daily Nation & May 1985,

AL
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...the one-party rule has ended in becoming one person rule
(everywhere) with all the horrors that this entails. The
person in power, as he or she vegetates at the commanding
heights of authority, step by step surrounds him or herself
with a croud of harmless, often compromised mediocrities
whose allegiance is exclusively and personally to him or her
and not to the people as a whole. Like the ancient monarchs
before them, they create their own court jesters and errand-
boys. To break the monotony and boredom of the stagnant
economy, the ruler would indulge in shuffling and reshuffling
of his Ministers (very often unnecessarily) and the practice
has become so scandalous by its rapidity that it has led to
some serious leadership inadequacies. It is a known fact, for
instance, that no Minister can be effective as a political
head of the department without mastering its essential
details, and that takes at least 18 wmonths (if he is
exceptionally sharp, that is).

amidst the drama and the anxieties surrounding the introduction
and implementation of innovations, only a few people survive the
political pressure. Indeed, for Tanzania, most ministers, except
solomon FEliufoo, have wremained errand boys who gave room to
Mwalimu to be the chief spokesman on educational matters,
Education for Self-Reliance and the Musoma Resolutions are
classic cases in point.

49



The Quality of Primary School Education in Tanzania

Table 19. Changes of key desk officers in the Ministry of National Education, 1961 - 1984
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Major events Year
Independence 1961
1962
1943
A1l REO*s and DEO's 1944
Africanized
General Elections I 1965
1944
Arusha Declaration 1967
(Education for Self-
Reliance)
Nationalization of 1948
Secondary Schools
Education Act No. 50 1949

General Elections II 1970

Adult Education Policy 1971

Decentralization 1972
Policy

Mackenzie Report on 1973
Education II

Changes of REO's

Musoma Directive 1974
on Education

General Elections III 1975

1976
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Table 19 (contd.)

u
N
] E u
ppODDCDTDSIITTNWNLU
HmbPC T O AIHCMHNCCAELTETIT
Major events Year E M 6 W EEE PE EEPODESS Vus
Universal Primary 1977 * * - * * *
Education
Education Act No. 251 1978 * LI o * *
Consolidation of 1979 LA * * *
Education (KUE)
General Elections IV 1980 * *
Presidential Commis- 1981  * * *
sion on Education/
National Economic
Survival Programme
1982 * *
1983 *
1984 *
General Elections V 1985 * *
1986 * *
1987 * LI

Key

NE = Minister of Education; DM = Deputy Minister of Education; Ps = Prlntlpal Secretary of
Education; CM = Commissioner of Education; DPE = Director of Primary. Educatlonl._DTE =
Director of Teachers Education; DSE = Director of Secondary Education; SPD- Sectoral
Planning Director; DAE = Director of Adult Education; CIS = Ch}ef Inspector of Sthools, DHE
= Director of Higher Education; DTCE = Director of Technlcal Educatlon, DEP = Director of
Management Planning; UNESCO = United Nations Educational, Scientific and Cultural
Organization; ICD = Institute of Curriculum Development; IAE = Institute of Adult
Education; TES Tanzania Elimu Supplies; TLS = Tanzania Library Service; NEC = MNational
Examination Council of Tanzania; UNIV = University; UTS = Unified Teaching Service.

71



The Quality of Primary School Education in Tanzania

uoneonp3 jo AJSIul 8y} jo ainjonns ayy z ainbiy

uofjednps uopeonps uojjyeonps uopeonps uofjeonps uoleonps
isyoea) 1Npy Arewlid Aiepuooag red1uyos | isybiH
| 1 1 3 ) T J
a)eio0}oadsuj Bujuue|y
uoi) simnisui
1oUNO3 -eonpa Jo uotileonps
suoljeujwexy aInysuy| Hnpy
A ] H T
8jei0}08.41Qg [
Jamodue
premeseseeesesmsnseniers senasesssssssens] UOITBONDT JC JOUOISSIWIWON frovseseemees;
: i i :
saljddng
S82IAIBS uoneonps | | reuoijeonp3y :
Areiqi Ayisigaun eluezue | :
1 I I m
Oowwzz cessescess ses od >\_mw®\_0®w _NQ_OC_LQ upny

Jsisiuiw Aindeqg

pieoq Aiosiapy

sin

J8ISIUIN




The Quality of Primary School” Education in Tanzania

The history of permanent secretaries of the Ministry carries some
pointers. Several of them " were non-educators who themselves
created  harmless jesters and errandboys. Temu (198%), one of
Tanzania's most seasoned economists and one~time presidential
economic: advisor, reflecting on public-sector employment needs
and practices, captured this phenomenon when he said:

one fairly common weakness among African public ‘institutions
is that their top executives are seldom technically qualified
in the fields of their institution's specialization,
Permanent secretaries, commissioners or director generals of
sectoral ministries, to say nothing of Ministers themselves,
are appointed or shifted around with little regard to their
technical qualifications, almost as if any senior position in
the public service was interchangeable with another. The
probler is essentially political and not availability of
qualified people. It is a question of political rewards and
patronage {(p. 7). o ’

The short- and long-term consequences are not only damaging in
that a relevant education has not been developed, but also
horrifying in that a mass of illiterate students unprepared for
life are now leaving school each year. This has led the
President's OFfice to commission the Department of Education at
the University of Dar es Salaam to undertake a study on what to
do with school Tleavers - a problem <competent educational
hureaucrats would have thought about since the declaration of UPE
in 1974. A look at resource commitment in primary education might
also shed Tight on quality.

FINANCING EDUCATION IN TANZANIA

While financial resources do not constitute a necessary and
sufFticient variable for determination of educational quality, it
is self-evident that it is a necessary element in any package.
Table 20 gives the development budget for total Government
expenditure and for the Ministry of Education. The estimates for
all ministries was Sh 171.2 million in 1942743 and rose to Sh
4,302.4 million 1n 19E0/8

As can be seen from the table the total Government budget
increased by 549 percent since 1971/72 (index: 64%). At the same
time, the educational budget grew by 314 percent Cindex: 414). In
other words, the planned expansion of education has been slower
than the average for all other sectors put together.
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Table 20. Total Government and Ministry of Education development budget,
1962/63 - 1980/81 (T5h aillions)

Year Government Hinistry Change Change
Total Gout. #in. of Education
(1971772 : 100) (1971772 : 100)
1962763 171.2 15.1  (8.822) - - - -
1963764 275.6 19.6 (7.11%) - - -~
1964765 222.0 37.7 (16.90%) - - - -
1965766 258.0 3.5 (12.01%) - - - -
1966767 319.0 28.9  (9.05%) -~ - -
1967768 ' 373.0 20.7 (15.54%) - - - -
1968769 515.0 8.1  (1.572) - - - -
1969770 758.0 50.0 (6.59%) - - - -
1970/71 1,004.9 7.4 (7.702) - - - -
1971772 971.0 52.3  (6.102) 100 100
1972773 1,295.9 0.3  (4.65%) 133 102
1973774 1,972.5 6.8  (3.38%) 203 113
1974775 2,839.7 8.0 (2.39%) 292 115
1975776 3,113.9 151.0  (4.84%) 321 255
1976777 3,742.6 245.1  (6.54%) 385 413
1977778 4,591 .4 220.8 (4.80%) 473 372
1978779 5,808.2 259.4  (4.40%) 604 437
1979780 6,971.5 310.0 (4.442) 718 523
1980781 6,302.4 245.3  (3.89%) 64y 414
Total 41,585.0 1,975.0  (4.75%)

If the Ministry of Education is compared with the CGovernment as a
whole it can be seen that its share of total development
estimates was approximately @ percent during the first three
years after independence. However, the budget for education
decreased  gradually to 2.4 percent in 197475 and thereafter
education's share of the budget has been about the & percent
level .

The downward trend in the Ministry of Education's development
budget from 1972/73 can be explained by the decentralization of
primary education under which funds were transferred to the
Regions through the Prime Minister's office. However, under this
policy development projects were supposed to be undertaken
through self-help schemes.

4
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It is interesting to note that z5 percent of the total population
of Tanzania were in school by 1980/81. The impact of the
universalization of primary education is npoticeable 1in the
1977/78/,7% transition. It is self-evident that both recurrent and
capital expenditures are concentrated at the higher levels of
education, as reflected in the total capital expenditure and unit
costs for the given enrolments, and this is in turn a reflection
of the currert vaiues which suggest that primary school children
can go to school under trees while university students are housed
in luxury skyscrapers. The unit costs for recurrent expenditure
are in the same pattern of 1:440 (Nyerere 1980).

The percentage of the Regional budget spent on education in the
Regions of the study is given in Table 21. It reveals that some
Regions such as Kilimanjaro are consistently spending a higher
proportion of their resources on education. This is likely to be
reflected in the quality of education as will be seen when
examining cut-off points for secondary-school entry later.

pata in Table 22 show that despite its.commitment to provide mass
education to eligible children Tanzania was not one of the
countries that allocated a large portion of its gross national
product to education. Hence the Government might claim to be
attempting to achieve more, but by lTimiting the required increase
in resources to education it is in effect lowering the quality.

Before analysing school performance, a review of syllabir  that
primary-school  pupils had been exposed to prior to independence
‘and up to 1985 might shed 1ight on the things they were expected
to learn and upon which assessment of school performance 1is
hased,

.
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Table 21. Percentage and actual Regional budget s

education

Region " Year
Kilimanjaro 1972/73
1973/74
1974/7hk
1975,74
1974777
1977776
1978/779
1979780

1980781

Dodoma 1972,73
1973/74
1974,75
19768/764
1974/,77
197777
1978/,79
1979 /50

2081

NG

‘II

Lindi 1972773
1973774
1974/75

1975774
74

Total P/F
budget

14,630,200
14,949,450

4,

3.8

19, 300

1,571,340
12,727,400
15,147,700
14,927,500
23,717,400
35,022,000
24,9h4,200
47,541,500

50,997, 500

3,194,000

11,305,300

Recurrent

15,900, 200
95 . A%
15,000, 450
V4. 4%
2,21%,300
45 . 9%
19,447,000
0y h3
29,754,500
Y3.1%
45,392,300
V4. 4%
22,991,400

404,340
33.4%
11,904,400
93,53
12,019,700
Y. 2%
132,927,500
n3.3%
20,247,400
Bh 4%
31,331,000
0y kg
21,126,200
04 .73
43,415,500
v1.7%
47,247,500
V2. 4%

5,087,000
%0. 4%
4,323,400
B0, 3%
1,710,000
83 K%
v, 451,300
BR.4%

pent on primary

Development

._._._._._._._._-........_._._._._._._._._._._...._._._..4....._............_._._._._............._........-....._.........._.....w........._............_......,......_...........,._.

730,000
4.4%
vh0, 000
.43
2,400, 000
K1 .9%
2,284,000
10. 5%
2,205,000
4.9%
2,415,000
5.4%
, 952,000
10.7%
4,112,000
10.1%
2%4,000
v.4%

28

245,000
Al.4%
023,000
4. RY
2,145,000
20. 8%
2,000,.000
C17.7%
2,470,000
14.4%
3,491,000
10.5%
3,530,000
15.3%
2,924,000
2,33
3,750,000
7.4%

547, 500
9. 4%
1,545, 000
19.7%
1,450, 500
44 5%
1,854,000
14.4%
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1976/77

197vs782

1978/79

1979780

1930781

1972,73

1973774

1974/75

1975774

1976777

1977/,78

19708/79

1979750

1980/81

1972/73

1973774

1974775

1975774

1974,77

1977778

1978/,79

1979780

1980/31

11,912,290
19,857,600
18,464,310
27,403,600

28,584,200

7,474,340
9,315, 500
11,548, 200
13,220, 500
14,251,500
24,240, 900
17,429,000
33,175,200

33,298,245

5,429,600

3,293,400

e

&

, 600

)

10,012,400
13,493,400
20,866,000
17,975,000
37,208,100

39,218,000

11,222,290
94.2%
14,986,500
85.5%
15,814,310
B5.4%
23,917,600
87.3%2
26,657,200
93.3%

4,829,360
91.3%
8,070, 500
86.63%
10,123, 200
0e.7%
11,914,500
90.1%
13,230,500
vZ.8%
22,510, 900
9Z.9%
17,209,000
ve. 7%
31,397,200
94 .6%
30, 405, 200
91.9%
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10,823,400
B0.7%
18, 144,000
B7.1%
14,402,000
BO.1%
30,4v%,100
B2.0%
33,000,000
84.1%

in Tanzania

490,000
5.8%
2,871,000
14.5%
Z,650,000
14.4%
3,486,000
12.7%
1,927,000
6.7%

647,000
8.7%
1,245,000
13.4%
1,425,000
12.3%
1,304,000
8.93%
1,021,000
7.2%
1,730,000
7.1%
220,000
1.33%
1,778,000
5.4%
2,693,000
8.1%

847,500
15.6%
1,710,000
20.6%
2,190,000
24.6%
1,854,000
18.5%
2,610,000
19.3%
2,702,000
12.9%
2,573,000
19.9%
4,709,000
18.0%
4,218,000
15.9%

Estimates of public expenditure Consolidated Fund Service
section I and Supply Votes (Ministerial) (Section II)
for the year from 1 July to 30 June.



The Quality of Primary School Education in Tanzania

Table 22. Public expenditure on education in some African countries
| TOTAL
EDUCATIONAL EXPENDITURE 4 EDUCATIONAL EXPENDITURE
t
)
As % of As 2 of ! As % of As % of
6ross total ! 6ross total
National  Governsent ! National  Government
Country  Year Product expenditure | Country Year Product expendi ture
Algeria 1970 7.8 31.6 { Kenya 1970 5.0 17.6
1975 -- - - ! 1975 6.3 19.4
1980 8.2 24.3 H 1080 6.5 18.1
|
Botswana 1970 5,2 12.3 | Lesotho 1970 3.0 - -
1975 7.2 13.9 H 1975 - - - -
1979% 7.7 11.7 i 1982* 5.7 - -
t
t
Cameroon 1970 3.5 19.6 I Liberia . 1970 2.5 9.5
1975 4.0 21.3 H 1975 2.4 11.4
1980 3.4 20.3 | 1980 6.3 24.3
]
t
Central 1970 - - - - i Libyan 1970 4.6 17.4
African 1975 5.0 20.1 { Arab 1975 6.7 14.5
Republic 1980 3.4 19.9 i Jamahiriya 1980 3.7 --
t
t
Congo 1970 5.9 23.7 i Malawi 1970 4.4 13.2
1975 8.1 18.2 ! 1975 2.5 6.6
1980 6.8 23.6 ! 1979% 2.6 12.9
|
Egypt 1970 4.8 15.8 | Mauritius 1970 3.7 11.5
1975 5.0 - - | 1975 4,2 9.4
1979% 4.0 - - | 1980 5.3 11.4
H
Ethiopia 1970 2.8 19.4 | Morocco 1970 3.6 16.8
1974% 3.3 13.4 | 1975 4.8 14.3
1980 2.9 9.3 H 1980 6.1 18.5
]
t
Gabon 1970 3.1 16.2 ! Niger 1970 2.0 17.7
1975 2.1 - - | 1975 3.8 18.7
1980 3.0 - - | 1980 4,3 22.9
1
t
Gambia 1970 2.3 10.8 ! Nigeria 1970 - - -
1975 3.3 - - H 1974% 4,2 16.5
1980 3.3 -- | 1979% 3.9 16.2

8
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Table 22 (contd.)

National Government
Country  Year Product expendi ture

National  Government
Country  Year Product expenditure

TOTAL ! TOTAL
EDUCATIONAL EXPENDITURE EDUCATIONAL EXPENDITURE
As % of As % of ] As % of fs % of
Gross total ! 6ross total

H
Ghana 1970 4.3 19.4 { Rwanda 1970 2.3 26.6
1975 5.9 21.5 | 1975 2.3 25.3
1980 1.8 - - ! 1980 2.7 21.4

)

[l
Ivory 1970 4.9 19.3 { Senegal 1970 3.8 21.3
Coast 1975 5.7 19.0 H 1975 - - - -
1979% 7.4 29.8 | 1980 - - - -

1975 3.8 18.7 !

1980 4.3 22.9 !

|
Seychelles 1970 4.6 11.5 { Tunisia 1970 6.9 23.2
1975 4.8 9.5 | 1975 5.1 16.4
1980 7.0 14.4 ! 1980 5.2 16.4

}
Sierra 1970 3.2 17.5 ! Uganda 1970 3.9 17.8
Leone 1975 3.4 - - H 1975 2.5 17.0
1980 3.9 - - ! 1980 0.6 11.3

]

]
Somalia 1970 1.0 7.6 | United 1970 4.5 16.0
1975 2.0 12.5 iRepublic of 1975 5.4 17.8
1980 1.8 8.7 { Tanzania 1979* 5.9 10.7

)

]
Sudan 1970 3.9 12.6 ! Upper 1970 - - - -
1974% 5.5 14.8 ! Volta 1975 - - - -
1980 4.7 9.1 ! 1980 2.8 19.8

|
Swaziland 1970 4.3 17.3 i Zambia 1970 4.7 10.9
1974% 5.5 - - } 1975 6.7 11.9
1981% 5.2 14.1 { 1980 4.6 7.6

|
Togo 1970 2.2 19.0 | Zimbabwe 1970 3.4 - -
1975 3.5 15.1 ! 1975 3.6 - -
1960 6.2 19.4 | 1980 6.4 13.7

Source: UNESCO Statistical Yearbook (1984).
*Figures of years closest to 1975 or 1980 were recorded to allow comparative
analysis of the data.
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CHANGES IN THE CONTENT OF PRIMARY EDUCATION CURRICULA

In order to see educational interventions in Tanzania in their
proper historical perspective, content analysis was performed for
middle~ and upper-primary school syllabi. The analysis 1K)
organized under four major themes ——- general outlook of the
primary education syllabi 1955-1924; aims and content of syllabi
over the 30 years, content analysis indicating areas of emphasis
and changes in thrust over the years, and some discussion.

overview of primary-school syllabi

The pre-independence organization of education in African schools
was such that there were three cycles each of which was designed
to be both complete in itself and to be linked with the one above
it. This structure put emphasis on giving a balanced course of
education which would enable school leavers to play an efficient
role in the development of the country-—-using both their hands
and their brains. At the same time, each stage or cycle was to
form a sound basis for proceeding to the next tier or to
professional and vocational courses which were available after
the second and third stages. The three stages were termed
primary, middle and secondary.

Middle~school education covered four years and was offered to
pupils who had successfully completed the four-year primary-
school course. The form and bias of the courses at any particular
school were towards the needs and the life of the people in the
area in which the school was situated. In agricultural areas, for
instance, the bhias of the school was to be agricultural, in
pastoral areas more towards animal husbandry, while in urban
areas more commercial andsor industrial courses were given. In
all girl's schools there was a bias towards homecraft.

These biases were all to be of a practical nature and were based
on the theoretical knowledge gained in class. For instance,
knowledge of general principles of chemistry and biology was to
be related to practical agriculture and animal husbandry while
knowledge of some basic principles in physics and mathematics was
to be related to elementary building and handcraft activities.

Middle-school education was meant to mould pupils' character. It
was succinctly stated in a 1959 middle-school syllabus that 1in
the activities and project work of the middle-~school programme
every opportunity had to be given for group work and for
leadership initiative. Hence the emphasis on such groups as Boy
scouts, @Girl Guides, young farmers and on moral and religious

80
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instruction. The call for development of co-operative behaviour
in ESR in 1947 was, in many ways, a continuation of the same
spirit.

However, practical work had to be well planned so that each part
of it was of value in the lessons it contained. It was clearly
stated that every care had to be taken to ensure that it did not
become sheer drudgery with no purpose in view. Hence practical
work in primary schools was designed to be a "core” of
instruction and not a chore.

Immediately after independence, practical agriculture and animal
hushandry were abolished in middle schools for political and
sentimental reasons, in spite of the fact that the country relies
on agriculture as the basis for development. Other content,
except in civics, remained unchanged until 1v43 when radical
changes were effected following the Arusha and Education for
self-Reliance declarations of 1947.

The primary school syllabi have taken many forms since
independence up to 1923, such changes have included the
following:

1. switching to a seven-year system of education and removing
the eighth year which was designed to enable pupils to know
how they could use theoretical knowledge gained in the
classroom to solve practical problems in their daily lives
and make them more useful and intelligent citizens (Education
Circular No. 1 of 1946, ref. no. EDG.Cz/7675 of 9 August
1944). This was a very unfortunate move since ESR places
gmphasis on the same notion of merging theory and practice or
preparation for life in rural or urban areas.

2. Changes in the aims of primary education following the
introduction of the new policy of Socialism and Education for
self-Reliance:

(a) To ensure permanent functional literacy in the national
languade;

(b) To develop an inquiring mind;

(cy To encourage the social goals of living together and
huilding the nation (Education Circular letter ref. no.
EDTT.6I/71674% of 22 October 1%9463).

3. Switching from English to Swahili as a medium of instruction
in all grant-aided primary schools effective November 1946%
(Education Circular No. Z of 1967, ref. no. EDG C2/6/64 of 12
May 1947). This change also had far-reaching effects on the

1
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quality of spoken and written English, which was and is stil]
the medium of instruction at secondary and tertiary levels.
Students now lack the language foundation that primary
education used to estahlish.

4. Directing all schools in Tanzania to be revolutionary
schools, e.g. to initiate ESR projects, to teach military
marches, to participate in processions during national
festivals or when receiving state visitors, to chant
revolutionary songs full of the word "comrade" or ndugy and
to engage in cultural activities such as massg displays and
traditional dances (Education Circular letter ref. no. Epp
P1/124 of 15 January 1949y, Moshi (19a1) has observed that
the repercussions of these changes have been extremely
damaging to the educational system and society in  general
since over 40 percent of school days are "lost" in thig way .

4]

Making primary schools centres of adult education in response
to the President's appeal to make 1970 adult Education Year
in an attempt to wipe out illiteracy by 1975 (Education
Circular No. & of 1970, ref. no. EDG C2/4/11/5 of 17 August
1970). Hence teachers were. assigned the dual roles of
teaching both children and adults. The inclusion of adult
education as one of the primary-school subjects (three
periods), its importance notwithstanding, did bite into the
time: and concentration devoted to the formal primary-school
activities. This affected teachers' morale,

4. Removal of the two-tier primary-education school system hy
converting each school into a full seven-year primary  school
between November 1970 and November 197z (Education Circular
No. 4 of 1970, ref. no. EDP P2/2/56 of % September 1970) .
Popular as this move might have been, it did, however, pose a
serious prohlem. FEven poor students were allowed, or pushed,
through seven years of schooling without any testing of their
academic competence hence the problem of illiterate Primary-
school leavers,

Although there have been general complaints from the public in
Tanzania that primary school syllabi change too frequently, the
fact is  that only three major curricula  changes have been
effected over a A0~-year period (1955 . 19a4) . These were in 1959,
1949 and 1983, However, when these periods of ayllabus change are
coupled with the six other maijor policy changes cited in the
preceding section which also resulted in revision of teaching and
learning materials and mobilization of staff, then such concerns
might be justified. The following is a brief synopsis of major
changes in the various subject areas.
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]

swahili

The teaching of Swahili during the colonial era emphasized
mastery of grammar that was to be gained through practice 1in
speaking, writing and reading good Swahili. Since Swahili. was not
the medium of instruction until 1949, it was realized that such
an objective could only be realized if all teachers at all times
took care to see that Swahili was used correctly (Ministry of
Education 1940a, p.52). However, after the Arusha Declaration and
introduction of the Education for self-Reliance policy, Swahili
was made the medium of instruction in all primary schools 1in
order to strengthen its use as a national language., The emphasis
was on correct usage in all subjects and other activities except
the teaching of English. There was a significant change in the
teaching materials as more bhooks written by Tanzanians emphasized
local themes rather than the Arabic-influenced cultures of
Mwinyi Upate and Alfulela Ulela which were popular school novels
of the fifties,

Arithmetic and pragticel geometry

The objective for teaching this subject in the period 19551949
was  to equip school leavers with a knowledge of arithmetic and
geomelry sufficient for their needs in their daily lives, 1In
order to realize these aims, pupils were engaged daily in
elementary practical tasks and mental quizzes, At the start of
Standard U, eight weeks was allocated to bridaging the gaps in the
pupils' levels as they came from different schools and had been
taught by different teachers. It was also emphasized in Ministry
of Education (1%40a, p.53-55) that at least five minutes should
be devoted to mental quiz work in each lesson. Teachers had to
ensure that corrections were done before new work was started.

The 1949  arithmetic syllabi however lacked all the practical
tasks which were the core of the 1955 - 1943 syllabt for teaching
agriculture. The rapid expansion of primary education was not
matched with an  equal investment in practical activities as
schools abandoned them in favour of more elitist classroom-based
instruction. One question of interest is whether most of the
practical activities could still be effectively implemented given
the large class and school sizes. The 1949 syllabus was based on
new methods of  teaching mathematics brought about hy new
discoveries and inventions, hence New Mathematics which
emphasized inquisitive approaches to the learning of mathematics
(Ministry of Fducation, aArithmetic Syllabus, 194%), Emphasis was
on learning "“new mathematics" and the use of the "set language",
which inadvertantly resulted in cramming and building of empty
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verbal pillars. The emphasis on mental arithmetic, knowledge of
multiplication tables, bridging gaps in the varying background of
pupils and the insistence on pupils making corrections before
they began new work were downplayed in the 1949 and 1983 syllabi
and in the Teachers' Guides. It is not surprising that New
Mathematics is heing abandoned in favour of Traditional
Mathematics.

Before 1949 English was taught as a subject in Standards V -
VIII and was used as a medium of instruction in other subjects
from Standards VUII - VUIII. Excellence in the use of the English
language was stressed and only those teachers who were good
gnough or qualified to teach it were allowed. Careful lesson
preparation, careful correction of all written work in English
and use of English for communication inside and outside the
school were emphasized. The Middle School Handbook (Dept. of
Education 1940b, pp.49-50) stipulates that "a teacher whose
English is not good enough, or who is not qualified to teach
English, must not be allowed to teach in English.®

The 1949 English language syllabus was intended to enable
primary-school leavers to gain permanent literacy in English and
an ahility to acquire information available in English. English
was to be taught from Standard III. Fewer periods were allocated
to the teaching of English in primary schools. The issue of the
quality of English teachers and active use of English in and
outside schools was neglected. The decision as to when to start
teaching English (Standard I or Standard III) was not based on
any theoretical and empirical considerations but rather on
political and practical ones.

The general science syllabi from 1955 to 1944 were aimed at
teaching the basics of bioloagy, agriculture and health science
and associating these with every-day 1ife. Thus the syllabus was
closely tailored to agriculture, man and his environment and how
he could use such knowledge to overcome some basic impediments to
his progress.

1
The 1944 syllabus showed some departure from the preceding one as
emphasis was placed on life and living. Some practical elements
of agriculture were eliminated in favour of elitist science.
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In 1949 another version of the general science syllabus
emphasizing the discovery method was introduced. The main thrust
was the pupil's active participation in learning, an approach
which had appeared to be popular in America ad Russia following
scientific advancements (Brunner 1%40) whose feasibility,
suitability and workability had not been tested for primary-
school children in new situations such as Tanzania. The problem
then was whether learning concerns in the USA were relevant to
Tanzania.

In 1983 the primary-school syllabus was changed again and
emphasis was placed on encouraging pupils to be inquisitive, to
use a problem-solving approach to analysis, to gain confidence in
whatever they did, and to instil a sense of co-operation while
doing their work. Apparently the content was too dense and at a
level above that of most primary-school children, particularly on
topics such as the solar system, electricity and machines. The
syllabus was still more oriented towards urban machines than
~rural agriculture.

The science syllabus has undergone more changes (4) than other
subjects (2). Hence there is need for a stable science education
policy in Tanzania on which future programmes can be based. It
should not change with personalities.

The teaching of general knowledge (1955-19469) was meant to enable
students to understand human beings and their relationship with
their environment through integrated teaching of geography,
history and civics. The deductive, as contrasted with the
inductive, approach was to be used so that pupils could learn
things related to their immediate environment before moving on to
themes and topics of the outer world.

A unique feature of the 1955 and 1959 general knowledge syllabi
is that they allowed for a composite course for Standard VIII
entitled Citizenship and Community Development for Standard VIII
which was aimed at linking the integrated teaching of geography,
history and civics to their daily lives in order to help them to
become useful and intelligent citizens. This objective was to be
realized by engaging the pupils 1in meaningful community
activities through expeditions, discussions and projects. Other
changes in the general knowledge syllabi included:

1. Teaching of the three subjects separately since 1963 and
replacement of civics with current affairs (1944-194%);

28
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thereafter the introduction of political education in the
place of current affairs (1949 to date),

2. Abolishing the teaching of the citizenship and community
development course following the change from an eight-year to
a seven-year system of primary education (1944).

3. More emphasis on knowing the geography and the history of
Tanzania, East Africa, Aafrica and developing countries and
not the United Kingdom and the Commonwealth (1949 to-date).

4. Emphasis on the teaching of the history of decolonization and
lTiberation struggles (since 1949) .

5. Political education was meant to teach the political
justification of policy choices such as socialism and the
one-party system rather than being a balanced educative
syllabus.

The formal agricultural and animal hushandry syllabus (1955-1959)
was  regarded as the "heart" of hoys' middle~school education
except in urban and technical middle schools. The content was
intended to equip the school leaver with practical skills which
would enable him to serve as a model farmer in his locality.
Practical agriculture imparted ways of farming, tending of
forests and animal husbandry. Students were expected to know the
economics of farming by keeping school farm records and accounts,
understanding the wvalue of cultivating wvegetables by school
gardening and to appreciate the use of manure. The subject was
taught by qualified staff and other teachers were only allowed to
cultivate private plots if they could set a good example by
practising the best agricultural methods.

In 1942 formal classroom teaching of agriculture was replaced by
gardening as an extra-curricul a activity taught in order to
provide an attractive enviromment for the school, encourage tree
planting and grow some fruit, wvegetables and crops that could be
used by the students. No formal agricultural syllapus was
introduced into the schools either in 194y, following ‘the
introduction of FEducation for Self-Reliance, nor in 1975
following the Party's Musoma Resolutions which urged the meryging
of theory and practice in schools. An agricultural syllabus was
reintroduced in 1983, almost 22 years after independence, despite
the political platitudes about the importance of agriculture and
learning by doing. In fact it is Cerman expatriates at TIRDEP in
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Tanga who took the lead in this regard by introducing farming in
the rural integrated project in lLushoto, Tanga.

Handiwork

The teaching of handiwork in middle school from 1955 to 1963 was
meant to educate and train pupils in spatial conception, accurate
measurements, manual dexterity and an appreciation of design and
symmetry, It was also meant to inculcate pride in craftmanship
and appreciation of good craft work. It imparted basic skills
that co-ordinate the hand, the eye and brain. Practical
calculations, geometry, and the scientific principles of
observation and accuracy were also applied.

Like agriculture, handiwork was de-emphasized after independence
in most primary schools. The subiect was taught in formal
technical schools only.

Art and music

In 1970 a new art and music syllabus was introduced into primary
schools to enable pupils to advance their artistic and technical
potential, to develop an inquiring mind to foster the spirit of
co-operation and make pupils realize its importance at work
places, to realize the importance of taking care of property and
maintaining a clean and pleasant environment, and to enable the
pupils to be inquisitive, confident and desirous of self-
advancement beyond the level reached at school. However, its
current  status  as one of the non-examined subjects in  primary
schools makes it wvery difficult to draw the attention and
interest of students. Furthermore, it seems that there is an
assumption that any teacher, particularly the academically poor
ones, can  teach art. It is thus taken as a joke in primary
schools,

P

fomecraft or domestic science

The aim of teaching homecraft or domestic science in middle
schools from 1955 to 1949 was to improve the standard of 1living
and health of people in the country. Homecraft embraced
components of housewifery, cookery and laundry. The specific
objectives of housewifery were threefold: to see that the pupils
appreciated cleanliness as the hasis of health, to ensure that
they got an idea of finish and standard and that they obtained

X
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such a degree of skill and household knowledge that they would
make useful members of a family and community.

In cookery, an attempt was made to link the teaching with some
simple rules of nutrition in order to alleviate the problem of
malnutrition. The Taundry component was meant to enable pupils to
wash their own clothes properly, remove stains, provide practical
skills in ironing clothes and to undertake each task with care.
Like the teaching of agriculture in middle schools, the teaching
of domestic science in Standards VII and VIII was as a combined
course. The aim was to relate the preliminary work done in
Standards VU and VI to the girls' home conditions, at the same
time adding new knowledge and skills for running their own homes
and instilling a sincere desire to help their communities.

The domestic science syllabus is the only one at primary-school
level that has not undergone radical changes since 1955, Only a
few content areas were added to the 1944 and 1975 versions while
the aims remained the same. The new content areas included
material on customs, traditions, guidance to working married and
unmarried youth, family life and care for children and the aged.
However, the subject does not seem to be highly esteemed by girls
or boys and is not separately examined at the end of primary
education. Furthermore, there are few if any specialized teachers
of domestic science in primary schools,

These are subjects whose content has not undergone much change.
They are most wvulnerable to a lack of seriousness in their
teaching as they are neither formally taught nor examined.

From the foregoing analyses and discussions, one can make the
following general observations about the primary-school curricula
over the past three decades:

1. There has been unnecessary tinkering with the syllabi  even
when there was no empirical evidence to warrant changes,
especially in agriculture, handiwork and general science.

2. Strategic subjects which were supposed to equip pupils with
the knowledge and skills required as part of preparation for
life (e.g. agriculture and handiwork) were abolished after
independence for political and sentimental reasons. The price

oD
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involved 1in reintroducing them is great and the gap already
created by a lack of such skills ovel two decades may take a
long time to bridge.

3. Curricular changes have not often been matched by timely
preparation of teacher's guides, textbooks, charts and other
materials needed to support implementation.

4. In-service training of teachers to implement the changes has
been slow, sometimes unpredictable and is not comprehensive.

i

Most syllabi emphasize acquisition of knowledge per se
without matching it to a consideration of the functional
aspect of preparation for life which affects the lives of
over %h percent of primary-school Teavers who are not
selected for further education.

n

There is no evidence that ESR, which is supposed to guide the
provision of education 1in Tanzania, is considered in
classroom teaching. In classrooms cognitive skills are
emphasized.

analysis of school performance

Table 23 gives a ranking of school performance by Region and
subject. Characteristically, the schools from urban areas
(Dar  es Salaam) and more developed Regions (Kilimanjaro) occupy
the higher brackets of the performance scale. Thus, in all tests,
par es Salaam had five schools in the top ten and Kilimanjaro had
three, while Lindi and Tabora had one each and Dodoma had none.
Tahle 24 reveals the Tow levels of performance 1in  English,
mathematics, language and numerical skills where about 75 percent
performed below 15 points out of KO,
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Table 23. School ranking per Region in each subject and overall

Top
Region Subject . 10 20 30 40 50 40 70 80 90 Total
bar es Salaam  General knowledge 2 2 3 2 2 2 2 1 2 18
Coast Mathematics 3 21 3 2 1 2 2 2 18
English 4 1 2 1 2 1 2 2 3 18
Language 4 2 2 0 2 3 3 11 18
Numerical I3 4 2 3 1 0 1 2 2 18
All subjects 5 3 2 0 1 2 2 1 2 18
Dodoma General knowledge 0 0 0 3 3 1 4 4 3 18
Mathematics 0 0 2 1 2 3 3 3 4 18
English 1 1 2 3 0 1 2 3 5 18
Language - - = - - - . - - -
Numerical T 0 1 1 3 3 4 2 3 18
All subjects 0 0 1 3 2 3 3 2 4 18
Kilimanjaro General knowledge 3 2 2 3 3 3 1 1 0 18
Mathematics 0 4 3 1 2 4 2 11 18
English 1 5 2 3 2 4 0 0 1 18
Language 3 3 4 2 1T 1 0 3 1 18
Numerical 2 2 2 2 I 2 1 31 18
All subjects 3 2 21 4 2 2 2 0 18
Lindi General knowledge t 3 0 1 3 3 2 2 2 17
Mathematics 3 0 2 2 31 0 3 3 17
English 4§ 1 0 1 2 2 5 2 0 17
Language 2 0 1 3 3 3 2 3 0 17
Numerical 2 1 31 2 41 1 2 1
All subjects 1 2 1 1 3 3 2 2 3 1
Tabora General knowledge 4 4 4 1 1 1 0 1 2 18
Mathematics 4 4 2 3 1 0 3 t 0 18
English 0 2 4 2 3 4 0 3 0 18
Language 0 5 2 1 2 3 1 2 2 18
Numerical 2 3 2 2 1T 1 4 2 1 18
All subjects 1 3 4 4 0 0 2 3 1+ 18

%0
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Table 24. Distribution of students' performance in all tests

General know] edge English Mathematics Language Numerical

Class Frequency Frequency Frequency Frequency Frequency
intervals N % Cum. 2 N 2 Cum. % N 2 Cm. 2 N % Cm %t N % Cum 2

0 8 020 - 17 0.50 - 496 14,63 - 33 097 - 307 9.04 -
1-5 34 7.00 1.20 422 12.42 12.42 1,879 55.34 55.34 251 7.49 7.48 1,358 40.00 40.00
6-10 145 4.27 5.47 1,338 39.41 51.83 658 19.38 74.92 379 11.16 18.85 894 26.04 46.04

11 -15 334 9.84 15.31 730 21.53 73.46 253 7.46 82.18 690 20.32 39.17 456 13.43 79.47
16 - 20 515 15,17 30.48 194 5.71 79.17 97 2.86 85.04 716 21.09 60.26 298 8.78 88.25
21 -25 66719.65 50.13 92 2,71 B81.88 49 1.44 86.48 508 14.96 75.40 51 1,50 89.75
26 -30 63518.70 48.83 83 2.44 B84.32 46 1.36 87.84 341 10.04 85.44 - - -
31 -35 4391293 81.76 74 2,17 86.49 39 1.11 88.95 177 5.21 90.65 - - -
36-40 261 7.69 89.45 72 2.12 88.61 22 0.6589.60 47 1.97 92.62 - - -
41 -45 99 2,92 92.3r 29 0.85 89.46 7 0.21 89.81 10 0.29 92.91 - - -
46 -50 20 0.5 92.96 0 0.00 89.46 - - - 1 0.03 92.94 - - -

Missing
€ases 238 7.00 100.00 341 10.93 100.39 345 10.16 99.97 245 7.22 100.00 338 9.26 99.91

Mean 24.55 (49) 11,78 (45) 6.08 (43) 17.68 (44) 7.28 (25)
Standard
deviation 8.00 0.14 8.14 0.5 7.23 0.13 8.58 0.15 5.44 0.10

Figures in brackets represent possible correct items in each test.

One concern in this study was how to explain the differences
between high~ and low-quality schools. The schools were allocated
to low- and high-quality groups by taking the top ten and bottom
ten schools in each subject. Micro-analyses were carried on the
original data for these schools and then we returned to the
schools for additional data relating to quality of key wvariables
such as teachers, supplies and teaching styles.

1



The Quality of Primary School Education in Tanzania

These additional data confirmed the superior performance of urban
schools which seems to be attributable to the fact that urban
schools consistently get more academically qualified teachers
(Grade A). Most of these teachers are married to senior officials
in the cities and tend to stay in the same school for much longer
periods of time (over five years) than do rural school teachers,
Urban schools were also consistently better provided with
lTearning materials such as equipment and books and were inspected
more frequently than rural schools.

Overall performance was poorest in Dodoma schools. Interview data
revealed two factors which may partly account for this. Truancy
and lack of parents' drive for the education of their children
were serious there. Truancy was mainly caused by pupils’
preoccupation with herding of cattle in the rural areas or
engagement in petty business, especially for Dodoma urban
schools, Parents attached more importance to the amount of their
children's time spent on herding cattle. They argued that after
seven years of education "the burden" of caring for the- children
still fell back on them since the children had gained no skill
other than chanting political songs. They felt that the system
had given them half-schooled children who could neither herd
cattle nor be employed in the formal sector. 1In urban areas,
pupils engaged themselves 1in petty business in order to
supplement family incomes. Female pupils who engaged in petty
business sometimes ended up getting married or pregnant and
ultimately dropped out of school.

Correlation between school and individual variables and per-
formance measures

The relationship between school variables, individual variables
and performance measures was analysed. The school wvariables
included quality, location and school size. The schools WET'E pre-
categorized as high (M) and low (L) quality depending on academic
performance and ratings on self-reliance and cultural activities
as judged by informed educators in that District, ‘

Location of school was categorized as rural (R) or urban () The
size of school was put as large (L), medium (M) or small (5)
according to the number of pupils. Large schools were those with
a pupil population of over 401, while medium-sized schools had a
pupil population of between 351 and 400, and small schools were
those with an overall pupil population of less than 350,
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The individual wvariables were age, year of beginning school,
Region of birth and pre-school experience. For the performance
measures, the scores in verbal reasoning, numerical reasoning,
general knowledge, mathematics and English were included. The
results are presented in Table 25,

Table 25. The relationship between school variables, individual variables
and performance

Performance measures

Verbal Numerical General Mathematics English
Variables reasoning  reasoning  knowledge score score

5chool quality (H-L) 0.19 0.07 0.18 0.21 0.20
5chool location (R-ID  -0.26 -0.02 -0.17 -0.22 -0.19
School size (L-K-5) 0.02 0.09 -0.04 0.07 0.03

Sex (M-F) -0.14 -0.14 -0.16 -0.10 -0.10
fige -0.17 -0.14 -0.20 -0.12 -0.0%
vear of beginning school -0.18 -0.13 -0.18 -0.12 ~0.12
Pre-school experience  -0.13 -0.11 -0.14 -0.07 -0.09

The results reveal that there is a positive association between
school quality and performance measures suggesting that the
higher the school quality the better the scores, which also
confirms that the criteria used for the pre-categorization of
schools were valid., There is a negative relationship between
school location and performance measures, again confirming
ecarlier results that the performance of rural primary schools was
worse than that of urban schools.

Incidentally, the larger the school the better the performance in
verhal reasoning, numerical reasoning, mathematics and English,
but not general knowledge. Boys performed consistently better
than girls. Also younger pupils seem to perform bhetter than older
one. This finding supports earlier ones of Chinapah (1¥83),
consistent with previous findings, pre-school experience has a
positive association with performance measures.
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Analysis of variance and regression for individual and per-
formance variables

The variables included were sex, age of beginning school, Region
of hirth, pre-school experience, training preference and
occupational preference. Table 26 gives the F-values for
different dependent and independent variables. It seems that:

1. Performance in general knowledge and mathematics slightly
depended on the age of the pupils, significant at the 0.05
level,

2. aApparently sex does not significantly affect performance 1in
any of the tests,

3. Year of beginning school seems to be significantly related to
the language score but not to the other performance measures.

4. Pre-school experience shows a significant variation on
language score, general knowledge, and mathematics score.

In the training preference analyses, it seems that those who
preferred training in medicine had a high language score only,
while those choosing teaching and secondary education had
significantly higher lTanguage, general knowledge and mathematics
scores compared to those not choosing those subjects,
Agricultural training had similar results,

In the occupation preference analyses, those who preferred
medicine performed significantly better in all the performance
measures while choice of teaching as an occupation indicated high
Tanguage, numerical and general-knowledge scores only. Students
who choose. clerical work and air-traffic occupations seemed to
score highly on Tlanduage, numerical, general knowledge and
English while those who preferred to be in the legal professions
had significantly better performance in language and general
knowledge,

Analysis of wvariance and regression analyses for school and
performance variables

The wvariables included the quality, location and size of the
school. These were the independent variables while the same
performance measures were the dependent variables, Table 27 gives
the results of thoge analyses, which indicate that the regression
coefficients for language score against quality and location are
significant at the .01 level of significance. General-knowl edye,
mathematics and English scores show the same pattern as that of
lTanguage score for the quality and location of school. only the
numerical  score has shown a low significance level for size of

24



school and a significant value for quality of school,
performance
independent of traditional assessment of school quality.

that

Table 24.
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in

that

control

measure

was

Regression analysis on individual variables and performance measures

suggesting
relatively

F and 8 values for dependent variables

Language Numerical General Mathematics English
score score knowl edge score score
F B F B F B F B F B
Sex 6.548 -0.255 13.306 -0.242 9.726 -0.317 5.810 -0.209 7.815 0.275
Age 1.894 -0.296 1.002 -0.014 9.474 -0.048 5.181 -0.042 1.855 0.029
Year of beginning school 16.301* -0.137 0.445 -0.042 2.063 -0.139 8,855 0.086 6.367 ~0.085
Region of birth 23.322%% 0,044 15.738 -0.089 14.372 -0.140 4.881 -0.181 2.477 ~0.146
Pre-school experience 6.342% -0.238  3.887 0.012 15.435%* 0.037 17.978** 0.034 0.917 0.009
Training preference
Nedicine 8.850* -0.173 0.908 0.037 2.362 0.09 - - 1.875 0.078
Teaching 12.804%*% 0.242 21.245 0.208 50.418** 0.492 10.415%** 0.184 8.644* 0.194
Secondary education 35.557%%  -0.415 39,839 0.292 44.549** -0.475 14.405** -0.234 7.123 -0.181
Technical education 0.711  -0.058 0.432 0.300 3.423 -0.131 - - - -
Agricultural training 5.707* 0.145 2.126 0.059 4,490 0.133 7.823* 0.144 1.473 0.077
Job training 1.782 -0.145 0.227 0.021 0.504 0.051 - - 0.667 -0.053
Occupatiopal preference
Magistrate 6.123% 0.158 2.140% 0.062 12.480** 0.233 1.111 0.058 0.384 0.038
Manager 0.152 -0.025 1.808 -0.051 0.160 - - - 2.699 -0.102
Teacher 10.031 0.198 7.845% 0.119  14.181%* (.245 - - 1.930 0.085
Clerk 5.444% 0.141  12.403%* 0.143 9.377%% 0191  1.263 0.079 5.101* 0.135
. Labourer 6.602% 0.216 33.712%% 0,314 17.131%% 0,359 7.022%* 0.146 3.145 0.147
Doctor 49.744%%  _0.415  39.687%%-0.250 23.504%%-0.295 24.621%* 0.245 15.585%** -0, 233
Businessean 0.384 ~0.044 - - 1.487 0.091 23.862** -0.250 1.151 0.078
Farmer - - 2.320 0.062 0.114 0.092 - - 2.490 0.090
Driver 4.007% 0.122 4.789* 0.089 1.451  0.078 1.623 0.067 7.577%% 0.165
Soldier - - 0.971 -0.041 5.582*% -0.150 0.239 0.027 - -
Pilot 16.059%%  0.256 10.072%%-0.136 19.108%*-0.288 1.272 -0.061 8.553** -0.188
Seaman 0.494 -0.050 0.153 ~0.019 0.780 -0.065 5.482 -0.130 0.795 -0.066
Technician - - - - - - 0.694 -0.052 1.353 0.135

** Significant at 5% and 1%

* Significant at 1%
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Table 27. Analysis of variance results

F and B values

Language Numerical General Mathematics English
sCore score knowl edge score score
F B F B F B F B F B

Quality 138.676*%  3.408 17.702  0.834 115.822%*% 3,333 148.442%%  3.951 13].953%# 3.279
Location  251.371%% -4.787 147.998%* -2.490 103.569%* -3.284 144.807%* 3.284 126.945%*% -3.344
Size - - 20.793* 0571 13.923 -0.731  8.0% 0.450  0.181 0.077

** Significant at 1% and 5%
* Significant at 5% only

SCHOOL STAFFING AND RESOURCE CONSIDERATIONS

Table 28 examines the distribution of teachers by rural-urban and
school-quality variables. The dominance of female staff in urban
schools is noticeable (78.7 percent) as compared to the rural
situation (52.7 percent). It also seems that rural  schools
receive a significantly higher proportion of lower grade teachers
than urban areas.

Regarding the distribution of teachers in the high- and low-
quality schools, it seems that fears by the general public that a
high proportion of female teachers in primary schools may lower
the quality of instruction cannot be substantiated. High-quality
schools in this study have a high proportion of female teachers
the majority of whom are married. In addition, high-quality
schools have significantly more secondary-school~qualified
teachers (41,3 percent) than Tow-quality schools (17.4 percent).
There were also more teachers with high professional status -
Education Officer Grade IT D and above -— in high-quality schools
(19.0  percent) than in Tow-quality schools (3.7 percent). The
duration of teaching experience per s& was not a good indicator
of excellence. Table 2% gives Figures of teacher shortages by
Region.
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Tahle 28. Teacher quality by school location and quality
High Low
Variable Urban Rural Total quality quality Total
9ex Male 26 (21.3) 44 (47.3) 80 (30.5) 41 (25.9) 44 (40.4) 85 (31.8)
Female 133 (78.7) 49 (52.7) 182 (69.5) 117 (74.1) 45 (59.4) 182 (68.2)
Total 169 (1000 93 (100) 262 (1003 158 (100) 109 (100) 267 (100)
Marital status single 74 (37.2) 30 (30.4) 104 (35.0) 33 (20.9) 41 (37.6) 74 (27.7)
Married 125 (62.8) 68 (89.4) 193 (65.0) 125 (79.1) 48 (82.4) 193 (72.3)
Academic Primary
qualifications education 99 (58.2) 83 (87.4) 182 (68.7) 92 (58.2) 90 (82.6) 182 (68.2)
Secondary
education 71 (41.8) 12 (12.6) 83 (31.3) 66 (41.8) 19 (17.4) 85 (31.8)
Professional
qualifications Grade € 75 (46.0) 76 (77.6) 151 (57.9) 83 (48.1) 76 (69.7) 159 (59.6)
Grade B 25 (15.3) 9 (9.2) 34 (13.0) 20 (12.7) 14 (12.8) 34 (12.7)
Grade A 63 (38.7) 13 (13.3) 76 (29.1) 55 (34.8) 19 (17.4) 74 (21.7)
Ed. off.
Grade IIIC 6 (3.6) 9 (9.5 15 (6.0) 2 (1.3) 13 (12.00 15 (5.4)
IIIB 71 (42.8) 56 (58.9) 127 (50.4) 72 (45.6) 57 (52.8) 129 (48.5)
IIIA 65 (39.2) 23 (24.2) 88 (35.1) 54 (34.2) 34 (31.5) 88 (33.1)
IID 3 (1.8) 0 (0.00 3 0.9 3 0.9, 0 (0.0) 3 .
IIC 17 (10.2) 7 (7.4) 14 (5.4) 23 (14.6) 4 (3.7 27 (10.2)
IIB 4 (2.4) 0 (0.0) 4 (2.%) 4 (2.5) 0 (0.0) 4 (1.5)
Years of teach-
ing experience 9 years or less 115 (54.8) 71 (70.3) 186 (68.4) 103 (65.2) 83 (74.1) 186 (69.7)
10 ~ 21 years 42 (20.0) 20 (19.8) 62 (22.9) 40 (25.3) 19 (17.4) 59 (22.1)
22 years oOr pore 13 (6.2) 10 (9.9) 23 (8.5) 15 (9.5) 7 (6.4) 22 (8.2)

Note: Numbers in parentheses are percentages.
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Table 29. Shortage of teachers*

Shortage of teachers Teachers as per number of streams
Teachers
Region  Grade A/B Grade C Total student Requirements Present Shortage
ratio

Dodoma 1,87 177 2,048  1:50 4
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83,901 3,19 705

Total 4,024 1,561 7,885 1.48 21,954 16,216 5,738

* The shortage could be a reflection of non-availability of trained teachers or of
a lack of funds for paying them in the given Region.

Overall data show that the academic and professional
qualifications of the teacher had an influence on performance.
Hence, the need for a greater number of better trained teachers
in primary schools,

The findings tend to support earlier ones (Saha 1983, p. ¥9) that
“In general, the more rigorous and multivariate studies supported
the notion that the better trained teachers produce better
results',  In addition, cumulative Findings strongly support the
notion that better trained teachers do make a difference in more
advariced grades and especially for more difficult subiects.

One question that requires further research is the optimal level
of formal education required for a person to make a good primary-
school teacher,

Availability of teaching materials

In a follow-up questionnaire to teachers on the availability of
teachers' guides and texthooks for the current syl labuses (Tahles
30 and 31y,  slightly more low-quality schools reported having no
teachers' guides and texthooks, which may, in part, explain the
Tow-quality status of these schools.  Urhan schools  also  had
differential  access to the teachers' guides in their favour hbut
ot texthooks .
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Table 20, Auailability of teachers' guides

Class I 11 11 v v vl V11 Total

Subject HO LQ HO LQ HQ LQ HQ LQ HQ LQ HO LQ HQ LQ HO LQ

Swahili 29 1.7 29 2.7 2.2 1.7 43 09 1.6 0.1 1.4 1 1.3 0.9 2.4 1.4

Haths 26 1.1 2 21 32 21 21 1.1 1.8 07 1 1111 09 2.6 1.3

English - - - - 0 0 0403 08 0.1 1 1.3 1 21 0805

History - - - - - - - - 030 030 03070302

Geography - - - - 0.6 06 0 0 0.1 0 01 0 0 0 0.2 0.1

Science - - - - 0807 110412 0712 04 1.3 1 1.1 0.6

51454 - - - -« 0 0 0 0 0 o0 0 o0 0 o0 0 O

Domestic
science 1.7 0.1 1.701 1.9 0.4 0 0.3 0 0 0 0 0 0 1.8 0.2

pata in Table 30 represent the average number of teachers' gui des
availahle in high- and Tow-quality schools. They show that, on
average, high-quality schools were better supplied with teachers'
guides than low-quality schools. The data, however, fall short of
providing an optimal ratio of teachers to a guide. Even if such
ratios were available, one would still wish to know how many
streans a teacher taught. A ratio of say 1:1 would have different
implications as compared to a school with the same Tatio, streams
and sessions hut taught hy two teachers.

T addition, apart from opinions gathered from teachers +in this
study, existirg empirical evidence has not yet established which
of  the Ttuwo -- reachers' guide or textbook availability -- has
more impact on student performance. Hence, Ffurther research in
this area is needed. The positive impact of textbooks has,
however, been demonstraterd (Hyneman 1%81).

Close analyeis of data in Table 31 shows that, on average, there
were  more texthooks in high-guality than in low-quality schools.
nata alse  show that there was very Tlittle in subjects like
history, geography, science, Sigsa and domestic science. Thus
Tow-quality schools seem to be systematically disadvantaged in
hoth texthbooks and teachers' guides.
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Table 31. Availability of textbooks

Class 1 It I w v vl Vit Total
Subject HQ LQ He LQ HQ LQ HQ LQ HQ LQ HQ LQ HQ LQ HQ LQ
Swahili LLTY 1:0.3 1:1.4 1:0.5 1:0.5 1:1.1 1:0.4 1:0.4 1:0.2 1:0.6 1:0.3 1:0.6 1:0.6 1:0.3 1:0.8 1:0.5
Naths 1.5 1:0.8 1:1.7 1:0.6 1:0.7 1:0.7 1:0.8 1:0.6 1:0.5 1:0.5 1:0.5 1:0.4 1:0.3 1:0.4 1:0.8 1:0.8
English - - - - 1:0.5 1:0.4 1:0.4 1:0.7 1:0.4 1:0.8 1:0.1 1:0.06 1:0.2 1:0.3 1:0.3 1:0.4
History - - - - - - - - 1:0.6 1:0.2 1:0.2 1:0.3 1:0.3 1:0.3 1:0.4 1:0.2
Geography - - - - 0 0 1:0.2 1:0.1 1:0.2 1:0.08 1:0.04 1:0.3 1:0.3 1:0.3 1:0.1 1:0.1
Science - - - - 1:0.0 1:0.031:0.00 0 1:0.2 0 1:0.2 0  1:0.2 1:1.01 1:0.1 1:0.01
Siasa - - - - 0 0 0 0 1:0  1:0.t 1:0.021:0.051.0.1 1:0.03 1:0.05 1:0.04
Domestic

science 1:0.5 1:0.1 1:0.4 1:0.2 1:0.1 1:0.03 0 1:0.03 0 1:0.04 0 1:0.04 1:0.04 0 1:0.1 1:0.1

* Ratio is pupil:textbook.

Given a choice between a teachers' guide or a textbook (Table 32)
most teachers indicated that they would prefer to have a
teachers' guide. First a guide contains instruction on ‘how to
teach new content. Secondly, it provides answers to problems that
some teachers might find difficult to work out on their oun,
especially the UPE group of teachers. Finally, it contains more
illustrations than a textbook. VYet the Tanzania Publishing House
(TPH) preferred to produce textbooks faster than teachers' guides
because of the greater profit margin.

In school systems all over the world textbooks are vital tools of
teaching and learning. They are even more critically important in
developing countries such as Tanzania where teachers and pupils
often have limited or no access to other written materials at
home .
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Table 32. Teachers' views on availability of teachers' guides and textbooks for
current syllabus '

High Low
Variable quality quality Total Urban xural Total

Teachers'
guide Yes 38 (35.2) 26 (24.1) 64 (29.5) 37 (34.3) 29 (26.9) 46 (30.4)
No 70 (44.8) 82 (75 .9) 152 (70.4) 71 (465.7) 79 (73.1) 150 (49.4)
Total 108 (100) 108 (100) 216 (100) 108 (100) 108 (100) 216 (100)

Textbooks Yes 43 (39.8) 27 (25.0) 70 (32.4) 35 (32.4) 36 (33.3) 71 (32.9)
No 45 €60.2) 81 (75.0) 146 (67.6) 73 (67.6) 72 (86.6) 145 (47.1)
Total 108 (100) 108 (100) 216 (100) 108 (100) 108 (100) 216 (100)

Note: Nuibers in parentheses are percentages.
\

Heyneman, Farrel and Sepulveda (1978, pp. 1-2) contend that:

Books have the capacity to deliver massive amounts of new
information to the most remote locations.... If the content
is not understood, books can be studied again and again; if
quickly understood, individuals can read ahead. Ideally
books can be delivered to all children equally, urban,
rural, rich and poor alike.

These authors add that:

.. .compared to other commonly measured characteristics such
as teacher training, class size, teacher salaries, boarding
facilities, grade repetition, etc., the availability of
textbooks appears so consistently associated with higher
achievement levels that as an instrument for affecting
learning they represent a reasonable choice (p.3).

The significance of having reading materials in primary schools
cannot be over-emphasized. Pupils cannot be -expected to be
literate where there is virtually nothing to read, as reflected
in this study. Ndabi (1985), using a large sample of primary
schools in Tanzania, confirmed this strong relationship between
texthook availability and performance 1in the primary-school
leaving examination. In this study, while the variations are not
pronounced (characteristically there was very little to be
shared), high-quality school teachers and pupils seem to have an
edoe in  accessibility to key resources for instruction. The
practical subjects such as agriculture, handicraft, technical
training, health science, and arts and crafts suffered most in
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depirivation of. a&zs'mg FREGUI RS, the Ministry of
fducation and the Institute of Fducaving i Lty Bound fo ~
that enough textbecks are produced and vsed ‘o schools.

GUHOGL CLIMATE

The major attrihutes on school climete Fhat were  considered in

thig study were overall scheo! mﬁ?k?ﬂg atmosphers, ~hya
&
e

b

£ e

relationship betwean variocus groups in the school, and
with parents and the surrounding community.  MNotions
speration, par?i:ép&%iaﬁ and reciprocity received most attent
The following sectichs contain detaiiled findings on th
attributes, »

¥
FRE I

Data in this study showed that, apart from having adeguate and
well qualified teachers, go well as teaching materiale, the thind
most important factor which either accounted for good performance
or affected the guality of education in general was good
climate. Eicholfz (1984, page 22) maintains that nonitive
climate results in high setivation in students and staff. .
the cataelyst that makes people willing to do more to help
ingtitution aend te veach their goal.® He adds that
sthaol  climate “results in The commitment of everyens
tastitutien to be & winnze snd to produce winners, ¥ iy
rwcm fa&m effort, ifrnueltuing the certificated and c?a”nvfz
& tudents, otarents, district steff and supportiv

] ; in the analysis of deteraing
ingtruct ity gnd ervp"tiveness was the gueaiity
headteachs £ fhe cﬁcc% Tabte 33)Y. FExcept for ed
tevel and traind “iﬁatﬁcns where the differenc
that p 5 d?aaah@rg of high-quality school
oider, iy male, more experignced both g5 t
heads, professional status and tend to
Same schcﬂ This was also confirmed by nNdabi
found v experience and  duration of  he. e
pesitivel aten to pupil performance. as a srobable arvefort
sueh mhmuufﬁ are alse inepected more aftenn

In an  attempt to delineate the Yeadewahip behaviour associated
with high student achisvement, teachers in sach of the top and
bottom ten schools were asked to rate their headteachers, - in
confidence, along several linegs related to leadership styles
(Tahle 34). No significant difference in leadership atvip hetween
high- and Tow~quality schools seemed to emerge. ‘It seems  that
either the headteachers do not differ significantly or fhar was
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a rating artefact in the form of fear and acquiescence in case
the headteachers came to know how they were rated by specific
individual teachers.

Table 33. Qualities of headteachers

Vari-able High-quality Low-quality
schools schools
fAge 42,3 3.6
Sex 1:0.33 1:1 Ratio for male
female
Educational 1:0.5570.11/0.33  1:0.6670.1170.22 57D 12/10/8
level
Training 1:0.55/0.1170.33  1:0.6670.11/0.22 Grade A/B/C
Experience as 20.1 11.4
a teacher
Experience as a 9.33 7.42
headteacher
Current status Ms 3 ' HS 2
duration of stay 2.9 1.9

at the school

Teachers in both high- and low-quality schools, however, felt
that leadership styles that enhance academic achievement included
the push to ensure student's books were marked, a balance in the
use of time for academic and other activities, a striving to
improve the quality of students through coaching after school and
during holidays, and prompt acquisition of school facilities.

Headteachers' wviews on how to achieve better academic results
clearly emphasized the use of past examination papers, more
exercises and homework, coaching and availability of more time
for academic activities. Shortages of teaching materials and
qualified teachers were held to be the culprits in poor quality
education. '
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Table 34. Rating of leagership style of the headteachers by other. teachers

High quality

Low qﬁalitv

N=103 Nz=50
Very Very
Variable good Good Fair Poor good  Good Fair Poor
I. The way he handles teachers' matters
‘1. Personal problems 12011.7)  38(36.9) 49(39.9) 4 (3.9) 9(18.0)  23(46.0) 15(30.0) 3 (6.0)
2. Nedical problems 7 (6.8) 50(48.0) 34(33.0) 12011.7) 7014.0)  19(38.0) 19(38.0) 5(10.0)
3. Family problems 4 (3.9) 42040.8) 53(51.5) 4 (3.9) 10(20.0)  20(40.0) 17(34.0) 3 (4.0)
4. Housing problems 5 (4.9) 27(26.2) 55(53.4) 16(15.5) 2 (4,00 17(34.0) 24(48.0) 7(14.0)
5. General problems 6 (5.8) 41(39.8) 49(47.1) 7 (6.8) 3 (6.0) 24(48.0) 22(44.0) 1 (2.0)
II.  Handling of pupils’ matters
1. Personal problems 10 (9.7) 44(42.7) 45(43.7) 4 3.9 2 (4.0) 29(58.0) 18(36.0) 1 (2.0)
2. Medical problems 10 (9.7) 44(42.7) 49(47.6) 0 (0.0) 7014,0)  26(52.0) 15(30.0) 4 (8.0)
3. Disciplinary problems 12011.7)  44(42.7) 39(37.9) 8 (7.8) 5(10.0) 21(42.0) 21(42.0) 3 (6.0)
4. General problems 7 (6.8) 41(39.8) 46(44.7) 9 (8.7) 2 (4.0) 26(52.0) 20(40.0) 2 (4.0)
I11. Degree of academic push to ensure:
1. Teachers engage themselves
in meaningful teaching and
Tearning 8 (7.8) 44(42.7) 51(49.5) 0 (0.0) 7014.0)  23(46.0) 20(40.0) 0 (0.0)
2. Continuous history of
success 5 (4.9) 36(35.0) 56(54.4) ¢ (5.8) 4 (8.0) 26(52.0) 19(38.0) 1.(2.0)
3. Lesson plan and notes are
frequently inspected 13012.4) 49(47.6) 38(36.9) 3 (2.9) 10(20.0)  25(50.0) 14(28.0) 1 (2.0)
4. Student's copybooks are
narked 13(12.6) 49(47.4) 38(36.9) 3 (2.9) 10(20.0)  25(50.0) 14(28.0) 1 (2.0)
5. Students make corrections
for wrong answers 46(44.7) 45(43.7) 11¢10.1) 1 (1.0) 21(42.0) 26(52.0) 2 (4.0) 1 (2.0)
é. Balance in the use of time
for academic and other
activities 40(38.8) 50(48.5) 9 (8.7) 4(3.9) 23(46.0)  22(44.0) 5(10.0) 0 (0.0)
7. Strive to improve the
quality of students through
coaching after school and
during holidays 43(41.7) 47(45.8) 8 (7.5) 5 (4.9) 25(50.0) 15(30.0) 7(14.0) 3 (6.0)
8. Prompt acquisition of
) teaching/1earning materials 35(34.0) 51(49.5) 11(10.7) & (5.8) 16032.0) 27(54.0) 4(12.0) 1 (2.0)
9. School has adequate
facilities 48(46.6) 31(30.1) 13(12.6) 11(10.4) 17434.0)  19(38.0) 12(24.0) 2 (4.0)

Note: Numbers in parentheses are percentages.
No significant difference between leadership style and student performance between high

and Tow quality schools.
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pata in Tables 35 and 34 also show that headteachers were
of the accepted pedagogical methods that need to be
teachers to help slow learners catch up with the
instruction, fast learners forge ahead while sustaining their
interest in learning, and pupils with special problems to catch
up. Future research should focus more on whether or not some of
these practices were more frequently used in high-quality than
low-quality schools, and should monitor the effect they have on
performance, if any.

aware
used by
pace  of

Table 35. Headteachers®' views on quality of education and factors

affecting performance

Factors affecting the
quality of education
in general F

Factors accounting for
good performance F

Factors accounting
for poor performance F

Shortage of teaching 18  Having hard-working 8 Lack of qualified §

materials, e.g. books, teachers and experienced
texthooks, copybooks teachers
Lack of adequate and 18  Sustaining good 5 Shortage of teach- 3

well qualified teachers
(most are UPE cohort)

ing and learning
materials

cooperation among
teachers

Teachers' lack of 8 Having adequate § Wastage of much 4

motivation

teaching and learn-
ning materials

time in salary
collection and
looking for essen-
tial commodities

Lack of staff quarters Relating teaching to Little assistance 2
on/near school real life situations from parents
Parents' ignorance Encouraging coaching Lack of transport 2

about the importance
of education leading
to poor attendance

in the evenings,
weekends-- Saturdays
and during holidays

facilities leading
the teachers to
come late

Other key factors included: Other factors included:

good school discipline (2), inadequate inspectorate

frequent inspection (2), services (1), poor

and good teaching with attendance (1), and

pupils motivated to female teachers

learn (2) concentrating on their
affairs

poor economic back-
ground of pupils (4),
frequent changes of
syllabi (4), and urban
ecology leading to
hooliganism (4)
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Table 36. Headteachers' views on methods used to enhance performance

Practices used to get
students selected for

Help fast learners
forge ahead while

Help slow learners
catch up with the

Pupils with special
problems to catch up F

sec, education F  pace of instruction F sustaining their inter-
est in learning F
Give students past 4 Provide indivi- 24 Give them extra work 21 Poor students should 2
examination ques- dual tutorials, and harder exercises be allowed to repeat
tions to work on guidance and
extra lessons
Provide more exer- 4 Group them with 9 Provide them with 7 Students with audi- 2

cises and homework
for students to
work on

Special coaching
just before examina-
tion day

Exempt from Halaiki
and similar social
activities

Coaching, particu-
larly during
holidays

supplementary books
to read

faster learners
and assign the
fast learners

7~ Allow them to read
and discuss following
topics on their own

Give a lot of
simple exercises,
and use simple and
clear teaching aids

carry out regular 3 Group them and

revision assign the task of
helping slow
learners

Carry out 3 Reward them

revision

tory problems
should be seated in
front row

3 Stammering -- 1
teachers and other
students should
tolerate them

3 Imnvolve parents 1

Follow-up questionnaires also sought teachers' views on how head-
teachers could be more involved to ensure success. The most
frequently mentioned reasons are presented in Table 37 in order
of rank. Co-operation among teachers, discipline and hard work
seem to feature consistently,

Data also showed that there is a cordial relationship between
pupils and their teachers in the majority of schools, although
again this could be an artefact.

Chinapah (1913, page 143) emphasizes the significance of
maintaining good relationships for it is "among the 17 key home
and school predictors of scholastic performance in the national

school system and in all school sectors', Hence, educational
benefits measured by scholastic performance are maximized only in
supportive environments,
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Table 37. Ways of involving the headteacher more in order to
ensure success

Ways of involvement F

1. Maintain co-operation with other teachers and parents 87
2. Seek and accept advice from fellow teachers 17
Z. Maintain good discipline among pupils and the school in

general 15
4. Make regular inspection of teachers' performance and

monitor pupils' progress 13
5. Maintain good leadership style and help in solving

teachers' problems 13
4. Struggle to get enough materials required for academic

and non-academic activities at the school 10
7. Should be strict on the performance of teachers and

practice fairness in allocating duties to teachers 9
%, Motivate teachers and pupils to perform their duties

well 4
. Should make follow-up of resolutions passed by various

committees 7
10. Be exempted from teaching duties and adult education 4
11. Should be well acquainted with school affairs 4
12. Work hard and search for enough competent teachei's é
13. Should be involved in actual teaching in crder to know

contemporary problems of the classioon L]
14, Maintain friendly relations with staff and pupils 3
15. seek advice from varicus experts -- agriculture 3
14. aArrange for staff members to attend various seminars 3
17. Make freocuent consultations with government and party

lzaders on various matters 3
1#. Hold staff meetings from time to time 1

The consistent pattern shown by the effects of pupil-teacher
interactions on the cognitive development of primary-school
pupils, therefore, calls for a determined effort to improve the
internal life in the classroom as it has the most significant
influence on scholastic performance of pupils. When teachers were
asked for proposals to improve school performance, the factors
mentioned most frequently included improved classroom teaching,
improved classroom discussion, hard work by teachers and
availability of books (Table 38),
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Table 38. Proposals for educational modification

Proposals Spoilt

informa- Strongly Strongly Missing

tion Disagree  Disagree - Doubtful  Agree fAgree inforamatio
Increase books 80 (2.4) 158 (4.7) 145 (4.3) 151 (4.4) 666 (19.8) 1753 (51.6) 442 (13.0)
More copybooks 61 (1.6) 189 (5.8) 210 (6.2) 219 (48.5) 709 (20.9) 1536 (45.2) 471 (13.8)
More homework 62 (1.8) 284 (8.4) 337 (9.9) 393 (11.8) 461 (19.5) 1100 (32.4) 558 (14.4)
Transfer teachers 42 (1.2) 652 (19.2) 592 (17.4) 383 (11.3) 453 (13.3) 667 (19.4) 406 (17.8)
Change teachers 42 (1.2) 862 (25.4) 553 (16.3) 278 (8.2) 359 (10.8) 772 (21.3) 579 (17.1)

Improve class teaching 46 (1.4) 142 (4.2) 103 (3.0) 132 (3.9) 551 (16.2) 1965 (57.9) 456 (13.4)
Better teacher-student

relationship 43 (1.3) 182 ( 5.4) 172 (5.1) 243 (7.2) 700’(20.6) 1568 (46.2) 487 (14.3)
More pensions 33.(1.0) 276 ( 8.1) 302 (8.9) 337 (10.0) 4630 (18.6) 1253 (36.9) 562 (16.6)
Provide Tunch 36 (1.1) 369 (10.9) 286 (6.4). 288 (8.5) .557 (16.4) 1302 (38.4) 575 (16.9)

More practical work 32 (0.9) 156 (4.6) 131 3.9 222 (6.5) 712 (21.0) 1616 (47.6) 526 (15.5)
Improve class o

discussions 35 (1.0) 104 (3.1) 99 (2.9) 177 (5.2) 6403 (17.8) 1832 (54.0) 545 (16.1)
More teacher effort 29 (0.9)- 125 (3.7) 112, (3.3) 160 (4.7) 614 (18.1) 1823 (53.7) 532 (15.7)
Less play time 2% (0.9) 393 (11.6) 453 (13.3) 340 (10.0) 405 (17.0) 937 (27.6) -638 (18.8)
Less processions 14 (0.4) 441 (13.0) 448 (13.2) 399 (11.8) 515 (15.2) 820 (24.2) 756 (22.3)

Other 32 (0.9) 140 (4.1) 76 (2.2) 74 (2.2) 105 (3.1) 532 (15.7) 2436 (71.8)

These findings tend to confirm the emerging views that it is the
classroom process that matters more than the mere presence of
quality teachers, materials and equipment. In short, the good
qualities of the teacher must be effectively used along with the
right materials in order to bring about desired outcomes.

Although school 1lunches were not among priority proposals for
educational modification, it is important to note, however, that
about 54.8 percent of students feel that providing lunch would
improve performance. Kurrien (1983) maintains that a small
investment in school lunches has an appreciable impact on both
the attendance and performance of students from disadvantaged
backgrounds. Indeed, it is difficult to imagine a hungry child
concentrating on what is being taught, regardless of the quality
of teaching. Hence, programmes aimed at enabling students to get
a meal at school, however simple, might have a tremendous impact
on making pupils more attentive and ready to learn.

When children were asked informally to give their reasons for
attending school (Table 3%) their responses indicated that,
despite consistent talk by Party and Governmental leaders to .the
effect that the major goal of primary education was to prepare
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primary-school pupils

for 1ife 1in

rural areas,
objective was to know how to read and wrile,
secondary education and then to

their
to be selected for
become good citizens.

main

Other

reasons were secondary to these three. Hence one can argue that a

change of attitude towards rural life will only occur when
social, economic and material conditions, along with the
expectations of parents and pupils, have changed. Currently it ig
higher education that guarantees bread and butter in Tanzania,
and children are very much aware of this fact.
Table 3. Reasons for attending school

Spoilt

informa- Strongly Strongly Did not
Reason tion disagree Disagree Not sure Agree agree attempt
Be a good citizen 80 (2.4) 226 (6.7) 124 (3.7 121 (3.6) 458 (13.5) 1797 (52.9) 589 (17.3)
Read and write 59 (1.7) 115 (3.4) 68 (2.0) 77 (2.3) 568 (16.7) 1909 (56.2) 599 (17.6)
Higher education 55 (1.6) 131 (3.9) 105 (3.1) 176 (5.2) 496 (14.6) 1938 (54.1) 594 (17.5)
Employment 47 (1.4) 246 (7.2) 233 (6.9) 357 (10.5) 547 (16.1) 1287 (37.9) 678 (20.0)
5ki1} training 51 (1.5) 183 (5.4) 153 (4.5) 284 (B.4) 568 (16.7) 1421 (41.9) 734 (21.6)
Farmer or good worker 35 (1.1) 110 (3.2) 170 (5.0) 182 (5.4) 569 (16.8) 1535 (45.2) 794 (23.4)
Preparation for life 35 (0.7) 148 (4.4) 94 (2.8) 145 (4.3) 446 (13.1) 838 (24.7)

1699 (50.0)

The teachers in both high- and low-quality schools were asked to
variables ranging from
40), The
two categories of schools differed appreciably in & of the

rate their schools 1in
attitudinal changes to agricultural production (Table

variables. It seems that teachers in
schools consistently felt
shaping attitudes for rural functioning,

respect of 15

academically

that their schools were

but better in shaping attitudes towards manual work,

in community activities,

poor schools evaluate themselves

production for self-reliance,

reliance-related activities
quality schools view themselves.

as

the

15
Tow-quality
better 1in

were low in discipline
involvement

Tevel of
activity, and leadership qualities of pupils. While these results
could he artefacts, that is,
in academiec matters, it is interesting to note that -academically

a good excuse Tor poor performance

high in education-for-self-

compared to the way high-

RS
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Table 40. Teachers' rating of overall school quality

High quality . Low quality
(N=105) (N=55)
Variable ' Very good Average  Poor Very good = Average Poor

Pupils' attainment of basic
attitudes and values for
functioning and survival in
predominantely rural
ecology 32 (30.5) 47 (44.8) 26 (24.8) 19 (34.5) 21 (38.2) 15 (27.3)
Parents’ rating of the school's ‘
excellence in terms of pre-
paration of pupils for rural
life not selection for :
secondary education 27 (25.7) 25 (23.8) 52 (49.5) 15 (27.3) 18 (32.7) 22 (40.0)

Pupils' performance in

cultural activities 44 (41.9) 36 (34.3) 25 (23.8) 24 (43.6) 17 (30.9) 14 (25.5%)
overall school discipline 47 (44.8) 52 (49.8) 7 ( 6.7) 13 (23.6) 36 (65.5) 6 (10.9)
School-community relationship 38 (36.2) 47 (44.8) 20 (19.0) 20 (36.4) 23 (41.8) 12 (21.8)
General cleanliness 50 (47.6) 38 (36.2) 17 (16.2) 26 (47.3) 20 (36.4) 9 (16.4)
Pupils attitude towards hard .

and manual work 20 (19.0) 47 (44.8) 28 (26.7) 22 (40.0) 24 (43.6) 9 (16.4)
Schoels' involvement in ‘

community ESR activities 29 (27.6) 57 (54.8) 1% (18.1) 24 (43.6) 20 (36.4) 11 (20.0)

Community involvement in . :
schools ESR activities 26 (24.8) 53 (50.5) 24 (22.9) 13 (23.6) 4 (7.3) 38 (69.1)
Effort to engage in productive ;
activities for school self- . :
sufficiency 32 (30.5) 54 (51.4) 19 (18.1) 26 (47.3) 25 (45.5) 4.( 7.3}

Respect for adults 35 (33.3) 64 (61.0) 6 (5.7 17 (30.9) 26 (47.3) 12 (21.8)
General level of activity .

in school 18 (17.1) 44 (41.9) 43 (41.0) 22 (40.0) 32 (58.2) 1 (1.9
ficademic performance overall 38 (36.2) 60 (57.1) 7 ( 6.7) 19 (34.5) 21 (38.2) 5 ( 9.1)
Leadership qualities provided 46 (43.8) 49 (46.7) 10 ( 9.5) 34 (61.8) 15 (27.3) 6 (10.9)
Production of agricultural

products 23 (21.9) 29 (27.6) 53 (50.5) 24 (43.4) 24 (43.6) 7 (12.7)

Note: Numbers in parentheses are percentages.

The findings pose an interesting question on whether quality of
primary education, which is meant to prepare over Y5 percent of
school 1leavers for life in rural or urban centres, shduld be
judged basically on academic criteria or on all components of
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ESR, which include, 1in addition to preparation for rural 1ife,
mastery of the basic skills of literacy and numeracy. For the
Tanzanian situation a composite examination of all facets is
necessary, but nothing can be a substitute for attainment of
basic literacy.

SCHOOL. INSPECTION

Data 1in Tables 41 and 42 show that, overall, 37.7 percent of
schools were neither inspected nor visited in 1980. Regularity of
visits and inspection was highest in Kilimanjaro (74.1 percent)
and lowest in Dodoma (53.% percent). Coast had the second highest
number of visits and inspections, which could be explained by
easy accessibility of schools 1in both Dar es Galaam and
Kilimanjaro. Regions which had the highest number of schools
visited and inspected also had better overall performance.
Likewise the high-quality schools were inspected more often than
low-quality schools,

Tahle 41. School inspection, 1980

Total
No. of Major  Follow-up Special visits and

Region schools inspection inspection inspection Visits inspections % visited
Dodoma 473 123 -— 9 123 255 53.9
Kilinanjaro 684 23 -— 5 217 507 74.1
Lindi 118 92 4 44 49 189 59.4
Coast 389 79 5 2 148 254 65.3
Tabora 449 100 7 19 132 259 55.2

Total 2,333 625 14 79 743 1,463 62.3
Table 42. Frequency of school inspection, 1977 - 1981

High quality Low quality Urban Rural

Variable (N=45) (N=45) (N=45) (N=45)
General inspection 41 (91.1) 23 (51.1) 43 (95.8) 21 (46.7)
Follow-up inspection 16 (35.4) 9 (20.0) 14 (31.1) 11 (2.9
Other forms of inspection 3(6.7) é (13.3) 31(6.7 é (13.3)
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Table 42 shows that high-quality schools were more frequently
inspected than low-quality schools. Urban schools were also more
frequently visited because of ease of access than rural schools.
About 1/3 of schools were not visited at all in a full year.

Frequent school inspection and teacher supervision is important
in order to facilitate the professional growth of the teachers,
primarily by giving the teacher feedhack -about classroom
interactions and helping the teacher make use of that feedback in
order to make teaching more effective, Glatthorn (1934) adds that
frequent school inspection is important in order to identify
different  growth needs and lTearning styles of teachers, and
“dentify teachers who need to benefit from in-service programmes.

Given the . amount of doubt that has been cast on UPE teachers,
frequent siipervisory visits, which are preceded and followed by a
discussion session, can also provide the opportunity for
systematie improvement of such teachers.

PRIMARY SEUEN LEAVING EXAMINATIONS AS AN INDICATOR OF QUALITY
UARIATION

Tab]e 43 gives the highest scores obtained and the cut off-points
for selected students in 1979, 1980 and 1981 for the study
Regions by sex and location. The data are not complete.

In addition, 'the figures should be taken as indicators since they
do not cover the whole range of performance in all the Regions.
It is apparent however, that:

(a) For Dar es Salaam, the cut-off point for girls was
consistently lower than that of hoys over the three years.
‘Similarly, the highest scorer among those selected was a
boy, except in 1979 when a girl outshone the boys. It is
ironical to imagine a pupil scoring 54 points out of 200
going to school in the same class with one who scored 177.4
points. = The preselection practice seems to have some
weakness,

(h) In the Coast Region girls seem to do fairly well as compared
to hoys and among those selected there is not much variation
both between and within sex as one finds in Dar es Salaam.

() Similarly, in Godoma the variations are not as pronounced as
in Dar es Salaaw but girls seem to enter secondary education
with comparativeiy Tow marks.

td) For Kilimanjaro, the cut-off points are consistently high
and girls outshone boys in both 1980 and 1911,
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(e) Lindi seems to have high entry points, although the cut-off
points are low and girls seem to he worse off.

(f) Tabora seems to be doing consistently well and one of the
best performances came from there in 1930. The cut-off
points are also good and sex wvariations are nolt very
pronounced.

Table 43. Highest and cut-off points for selected students, 1979 - 1981

1979 1980 1981

Boys Girls Boys Girls Boys Girls

H/6 COP  H/S COP  H/S  COP  H/S  COP H/S  COP H/S  COP

par es Salaam 149 108 173 75 139 138 174 114 177.6 128.8 164.8 56

Coast 173.5 110.5 149 125 157 94 180.7 79 173.6 105.6 173.6 115.2
bodoma 177 126 172 98 186.7 127.7 185.7 92,7 167.2 103.7 160 88.8
Kilimanjaro 196 142 137 124 172 118 176 108 167.2 119.2 168.8 107.2
Lindi 198 101 193 78 18 118 151 90 172.8 110.4 150.4 75.5
Tabora 180 140.7 174 144.4 185 129 186 111 177 138.4 180.8 115.2

*Marks for the Year 1981 were out of 250 so were converted to a grade of 200 for consistency sake.

The rationale For introducing differential cut-off points (COP)
was to correct inequalities of access to secondary education. In
the process of implementing this policy, however, some mediocre
cases have been enrolled into secondary schools, a factor that
has tended to increase inequalities of outcomes. Hence the
Ministry of FEducation decided to reintroduce examinations at
standards TV and X intended to weed out students who cannot cope
with regular classroom learning.

Whereas it is not intended to give the impression that one 1s
opposed to equity policies, 1t 1%, however, maintained that
compensatory education coupled with disproportional allocation of
resources and inputs, in favour of less priviledged regions,
would have more Far reaching effects than reliance on guotas.
There is no evidence whatsoever to show that the quota system has
helped backward Regions to catch up at higher levels, e.g. 1n
diploma and degree-granting institutions, Indeed, there 1s
evidence to suggest that the institution of private secondary
achools negates the very essence of the equity policy and that
the ethnic representations in higher and tertiary institutions
has not been changed by the gquota system.
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GENERAL RECOMMENDATIONS

1.

A

114

The policy formulation and implementation process in Tanzania
involves unnecessary haste which does not allow adequate time
for reflection and rational decision-making. Existing
expertise 1is seldom used. It is quite evident that Tanzania
is already endowed with a number of qualified people who can
assist both the Party and Government in making more rational
educational policies. These people need to be consulted and
involved throughout the process of policy formulation and
implementation. It seems that undue secrecy in the policy-
making process shelters ignorance and blocks objective
challenges which would allow better alternatives to be
articulated. The introduction of Education for self-Reliance,
Universal Primary Education, and University for Workers ideas
are cases in point. All three have faced very  serious
reversals or setbacks after a great deal of damage had been
done to the quality of education.

Subjective appointments to key positions and frequent staff
turnover impinge on quality maintenance and create insecurity
among key bureaucrats. It is suggested that there is a need
to have search committees in each Ministry comprised of
reputable officials who use objective criteria to select
outstanding men and women for key positions in educational
management in the country. Once selected they need to be
encouraged and supported to stay on the job for a fixed
tenure unless proved incompetent by the committee.

A minimum period of five years in office —- to match with
the term of an elected government -- would be desirable. The
incumbent could reapply after the five years and would
receive equal consideration with new applicants.

It seems that a precedent has been created in Tanzania for
not posting a person back to teaching positions, once he has
been appointed to an administratively senior position, even
if maintaining the same salary. This stance has to be
abandoned by starting to build a system that ensures that
circulation of staff is possible and welcome.

Curricula for primary schools in Tanzania ought to be re-
examined. More serious thought ought to be directed at the
function of primary education in Tanzania. Is it meant to
Prepare pupils for secondary education or for life? Or both?
If primary education is to cater adequately for the needs of
the 5 percent who are selected for secondary education, as
well as the 95 per cent who are not selected, primary-school
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curriculum satisfactory for both ought to be developed. It
ought to emphasize mastery of the 3Rs. It must also emphasize
development of right attitudes, values and expectations among
staff, parents and pupils as well as the community at large.
It must also emphasize the need for schools to be self-
reliant hy meeting some of the upkeep costs through
engagement in meaningful, educationally related, productive
projects. Schools should also strive to serve as educational
resource centres for the community through exemplary projects
or hy providing advice and resource inputs that are within
their capability. Environmental education, which ought to be
provided, should emphasize understanding of rural and urban
problems - - organized environment, dirty water and
surroundings, poor housing, wanton destruction of forests in
search for firewood and charcoal, poor farming habits, poor
feeding habits and family planning. Opportunities for
learning while students practise, and being able to practise
what they learn, also need to be made available. Although
only a few candidates are selected for secondary education,
the system should allow the best ones to be selected.

other critical factors which require reflection are how many
disciplines need to be taught? What is the most appropriate
Tevel for introducing them? How can they be reconciled with
the needs of society and those of the Tearners in the areas
in which they live (Kurrien 1983). A close study of middle-
school practical subject syllabi for 1955 -1941 might provide
an excellent insight into how to prepare pupils for life as
well as  urge practical subjects in  teaching theoretical
notions and vice versa (Ministry of Education, 1940a).

Capital expenditure on primary education in Tanzania has been
very low. The lTearning environment in some schools is so poor
that it cannot be conducive to effective Tlearning. Despite
frequent outcries about poor economic conditions, it is
useful to question how the country manages to build multi-
million-shilling stadia and large party buildings 1in some
Regions while children are educated in ramshackle windowless
and doorless buildings, sitting on the floor, using each
other's backs as desks to write on and having no books to
read. Where do our priorities lie?

one might also wish to know whether available resources are
efficiently used. Has the . Government fully mobilized
resources for this level of education -- provision of free
Tabour by parents, reliance on more local expertise (making
burnt blocks 1in order to improve the quality of buildings)
and encouraging private institutions and local authorities to
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N

build and own schools? Area commissioners, development
directors and education officers can definitely do more on
this aspect of mobilizing local resources,

The study findings also showed that there was disparity in
performance between urban and rural schools which was caused
by urban schools being favoured in the distribution of high-
quality teachers and better access to teaching and learning
materials., Bonuses and fringe benefits that might attract
more high-quality teachers into rural schools should be
encouraged, The Ministry of Education should, whenever
possible, curtail transfers of single, better educated, high-
status teachers to urban areas in order to help reduce the
imbalance,

It should be realized that, whereas schools can undertake the
training, they cannot also be expected to provide motivation
as  well as all other support systems required to enhance
Tearning and to ensure that pupils function as useful members
of society on completing school. Parental stimulation,
encouragement and ‘reinforcement, appreciation of better
performance as well as monetary and material support, are
required. These factors were noted to affect performance
substantially in Dar es Salaam and Kilimanjaro as compared to
bodoma. Hence the Party and Government need to co-operate
with educators in combating problems of absentecism -
whatever reasons are provided -- truancy, early pregnancies
or negative attitudes towards school.

It should be realized that the mere acquisition of functional
knowledge and skills is not enough to produce a self-reliant
individual . Support in providing tools required for
implementing what is learnt at school, community acceptance
and support of one's activities and a ready market for
produce are necessary if training efforts are to bear fruit.
Hence, co-operation among wvarious strategic ministries is
essential.,

Performance was found to be poorest in mathematics and
English. A follow-up survey revealed that teachers of these
subjects were ill-prepared and seldom insisted on pupils
making corrections of sums that they had done incorrectly.
Some  were doubtful about the accuracy of what they taught,
and on many occasions taught erroneous content or distorted
facts., Thus, one cannot expect pupils to learn the correct
content given such a situation. Therefore a teacher whose
English is not good enough, or who is not qualified to teach
English, must not be allowed to teach in Enalish. It does not
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seem that this applies and efforts should be made to produce
quality teachers for the educational system. The assumption
that every teacher can teach all subjects in primary schools
with confidence is not only erroneous but is often based on
the premise that they did exceptionally well in all subjects
at Standard VII or Form IV level, which is not self-evident.

It is therefore recommended that the Ministry of Education
should endeavour to train specialized teachers in four broad
areas: language(s), science (to include mathematics,
agricultural and general science), general knowledge (to
integrate geography, history, siasa (politics) and current
affairs), and environmental and technical education (to
include health science, homecraft, handicraft and art).
Current teaching staff should be helped to identify which of
the four categories they are most concerned with, and those
who are needy should be assisted through in-service
programmes to gain required skills to enable them to function
effectively 1in the chosen categories. Alternatively, they
ought to be assisted to look for other jobs, and where
necessary, some need to be retired in the interest of quality
education for children in Tanzania.

The study findings also revealed that gender bias, age, pre-
school experience, occupational preferences and location of
school affected pupil performance. Hence, support for
equality of opportunities between sexes and realization of
the fact that women are equal achievers (Chinapa 1¥Y83) can
help correct imbalances in this area. Pre-school programmes
for children should be encouraged. Early beginning of school
- at age 4-7 -- should be the goal.

The study findings show that the current 6tandard Seven
Leaving Examination does not test for one's preparation for
Tife. It might be necessary to set examinations for all

subjects taught - Swahili, English, science and hygiene,
general knowledge (geography, history, siasa and current
affairs), agriculture, homecraft/handicraft -~ subjects whiéh

also form a core around which biases are organized at
secondary-school level. Conducting studies aimgd at finding
out primary-school leavers' problems, as directed by The
President's office 1in 1984, may be a waste as it is well
known that neither content nor the the examination system
are geared to preparing pupils for life. On the other hand,
the problems of primary-school leavers are well known as they
are common to the peasantry in the whole country. They
include finding a job, continuing with productive education
and finding meaning in rural life.
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FRAMEWORK FOR MONITORING SCHOOL QUALITY IN TANZANIA

A. Global-level analys
1. Explicitn of policies and coherence of strategies for
implementing them
1. (@) Quality and stability of key bureaucrats, technocrats
(h) Competitiveness of posts, recruitment procedure,
motivation, retention, transfer and turnover-rate
i1, Financial and material commitment
V. Curricula - soundness in terms of relevance and balance
v. Honme hackground

B. School-level analyses
1. Home-schoel interaction

(a) Student's home study activities - reading, listening,
actual study

(h) Hours of homework

(c) Involvement of parents and others in the house study
routine

(d) Encouragement/reinforcement of good performance

(e) Parental aspirations for the educational attainment of
their children

(f) Parents' ambitions for the child

(9) Frequency of parent-teacher conferences

11 Quality of the pb al plant

(a) Adequate classroomns

(b) safe buildings which are conducive for teaching and
Tearning at all times

() Adequate desks, chairs, tahles and cupboards

(d) Cleanliness - - classroons, workshops/officessstaff
quarters Of any), washroom, school compound

(e) Optimal and educative use of space

1. Administration
Ca) Favourable working climate
(h) Cohesiveness between administrationsstaff/studentss
community
(c) Sound plans, well organized
(d) Co-operation
(e) Involvement
() Free-flowing communication
(9) High leadership qualities espoused
th) Regular and fair evaluation of staff
(1) Adequate teaching-learning materials

v, Teachers
(a) Well-trained, competent, regular in-service courses
(h) Motivated to teach well
(o) satisfied -~ salary C(amount and timely pay), housing,
posting, nature of work, terms of service
(d) appropriate attitudes and values For training pupils  for
further education and for life
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Figure & (contd)
(e) Hard-working, punctuatl, prepared, . spends time  on

corrections, uses a variety of methods and teaching aids
(f)y Good character - well disciplined

A : teachingzlegarning
(&) Teachers' guides/chart
(h) Textbools/copybooks, pens, pencils, rulers
(¢) Other essential apparatus and equipment

vi. Pupil pgrforhance

(a) strive and expect to be literate and numerate

(h) High interest and enjoyment in all subjects

(¢) Like school, regular attendance, desire to succeed 1n all
srhool activities

(d) Cleanliness - body, clothes, mental health

() Good character (highly disciplined)

(f) Value further education

(g) Positive attitude Towards lTiving and working in one's
community if not selected for secondary education

() Pre-school experience

¢

Ui,

X9 il ol pr
application of knowledge and skills gained 1n ¢l as
Serve as a core of instruction

nevelopment of co-operation and leadership initirative

Use of local inputs Canimal compostszmanure, malterials,
slalls)

(e) ability to serve as a model 1n the locality

Ioom

vilt, Performang

] i, games, clubs and assocrations
( amount of preparaticon invelved
(¢) amount of akilils used

1X. life

(h) knowledge and skills
(c) Materials and equipment to start Tife
(d) EnabYing the community to accept him as a non-raiiure and

assign him a useful role

elagommunity g

(a) Co-operation expressed in joint activities

() Cohesiveness —- in solving disciplinary, attendance or
resource problems

(¢) Learning Trom each other's experience

x1 .

(afméﬁviu. to
() Supply of inputs within their capability

Figure . Framework for monitoring

school quality in Tanzania
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G

The goals of primary education in Tanzania are diffuse. They
need to be explicitly redefined in order to reflect the major
areas of emphasis proposed and summarized in Figure &.

10. The theoretical model. The study was initiated with several
purposes in mind, one of which was extensive review of the
lTiterature and empirical evidence so as to identify factors
affecting the quality of primary education in general. Figure
1 summarizes these attributes. Review of the Tliterature,
empirical studies and the current study identified some of
the key attributes which need special attention in future
studies on the quality of education. The derived framework
(Figure =) constitutes a useful tool that school
administrators and inspectors should constantly use to
monitor excellence.

11 This study was conceived as an exploratory survey of
variables and factors which affect the quality of primary
education in Tanzania. It started with an open model that
tried to cover all the possible wvariables and factors
involved in the education process. Obviously this was over-
ambitious. Indeed it seems as if one could say everything
affects the quality of primary education in Tanzania.
However, this study aimed at generating tentative hypotheses,
hints and directions for future investigations. It seems that
the following areas need further probing so as to arrive at a
conclusion regarding factors and wvariables affecting the
quality of primary education in Tanzania:

(a) The policy-formulation approach which is sometimes
hurried, secret and of a top-down nature.

th) A matching of policy directives with resource
dvailability and deployment,

(c) Mobhility of key persons in the policy-implementation
hierarchy.

(d)y The quality of heads of schools,

(e) staffing matters and work loads of teachers.

(f) The availahility for key learning and teaching
materials,

(g) The overall learning process and climate at home and in
schools versus democratization.

(h) The quality of pupils as they progress from one grade to
another,

(i) The quality of the learning environment.

(j) The effects of class~size and private tuition on student
learning.

(k) Provision of Tuncheons/milk/porridge.
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