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The study focused on the implementation of the 2014
Education and Training Policy in public primary
schools in Tanzania, and emphasised school structure,
curriculum, infrastructure, teaching and learning
materials, and the language of instruction. The
study’s general motivation was to examine the extent
to which the policy goals are put into practice in
public primary schools and the obstacles encountered
in effectively implementing the policy. A descriptive
survey research design, combining qualitative (QQ)
and quantitative (QQ) approaches, was used to gather
comprehensive data from the selected schools. The
study was conducted among head teachers, teachers
and students in the selected regions of the public
primary schools in Tanzania. The methods used in
collecting data were questionnaires, interviews,
observation, and document analysis. The data were
analysed descriptively for quantitative data
(frequency and percentage) and thematically for the
qualitative data. The results showed moderate
progress in some aspects of the policy
implementation. The restructuring of primary
education and introduction of curriculum reforms
helped to improve access to education and expand
pupils' learning opportunities. But there were
problems found when implementing it. Many schools
were found to have inadequate infrastructure,
including a low number of classrooms, libraries,
laboratories, desks and sanitation facilities. The study
also revealed that a few teaching and learning
materials negatively affeted the classroom instruction
and participation of the learners. Moreover,
Kiswahili remained the dominant medium of
instruction in primary schools, but issues of transition
to English in post-primary education remained an
issue of concern to teachers and students. The results
also showed differences between urban and rural
schools in resources and the effectiveness of
implementation. The study findings have revealed
that the 2014 Education and Training Policy has had
positive impact in public primary education in
Tanzania but the implementation of the policy in the

schools in Tanzania is hindered by the lack of
government support, inadequate infrastructure,
instructional materials, teacher capacity building and
frequent monitoring and evaluation of the policy.
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I. INTRODUCTION

Primary education is crucial for Tanzania's
social and economic development, as it helps to
alleviate poverty, ensure equality, and foster
sustainable  development.  Given this, the
Government of Tanzania launched the Education and
Training Policy (ETP) of 2014 to ensure that
education would become more robust in the context
of free and compulsory primary education and ensure
that education is aligned to international agenda like
Education for All (EFA) and Sustainable
Development Goal 4 on quality and inclusive
education. The policy was geared towards
overcoming the problems such as the lack of teachers,
lack of quality teaching and learning materials, low
infrastructure, unequal access to education, etc and
the regional disparities in school completion rates
that had been plaguing these schools for a long time.
It also highlighted equity and inclusiveness for girls,
learners with disabilities and disadvantaged
communities. The major reforms that were
introduced were, the use of Kiswahili in teaching,
curriculum improvement, teacher quality
enhancement, continuous assessment, gender
equality, improvement of school facilities etc. All
these efforts have failed to reduce the situation of
overcrowding of classrooms, lack of desks, books,
sanitation and less trained teachers in many public
primary schools in rural areas. Lack of funding, poor
policy dissemination and monitoring have further
hindered implementation. In this regard, the study
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investigates the policy-to-practice gap in public
primary schools of Tanzania.

II.  Literature Review

The developing and developed countries as
it is a determinant of achievement of educational
objectives. This literature on education reform
highlights that the formulation of policy is not
enough to guarantee policy success; it is also
important for resources, teachers' preparedness,
relevance of curriculum, and supportive learning
environments to be in place (Fullan, 2007).
Tanzania's Education and Training Policy (ETP)
2014 was adopted to enhance education quality,
access and inclusiveness in the country (United
Republic of Tanzania [URT], 2014). A few scholars
have studied the reforms of this research which
include the curricular, infrastructural, teaching and
learning materials, language of instruction and the
quality of teachers. Levine (1996) stated that
education reforms should be based on a learner-
centred approach and hands-on learning experiences
rather than on a rigid and examination-based
approach.

Likewise, Pigozzi (1999) noted that good
educational structures should facilitate classroom
teaching and learning processes, and meet the needs
of the society. McGinn and Welsh (1999) also
highlighted that any education reform needs to be
supported by effective governance systems for local
institutions to be empowered and supported to
succeed. Research on curriculum reforms shows that
the new education policies should foster creativity,
competence and active learning. The success of
curriculum implementation is closely related to the
availability of resources, the involvement of all
stakeholders and the capacity building of teachers, as
shown by Fullan (2007).

In their study of the NEP 2020 of India,
Marne and Deshmukh (2022) emphasized that for
effective implementation in India, curriculum
changes need appropriate support from the
government, improvement in teaching materials, and
regular training of teachers. The study on teaching
and learning materials considers it as a key to
enhancing the learning outcomes. Fernandez et al.
(2014) have shown that students in good-equipped
classrooms achieve better student outcomes than
those in schools with inadequate facilities.
Additionally, Lacina and Block (2011) pointed out
that the proper instruction materials and competent
teachers are necessary to provide effective classroom
instruction.

Komba and Nkumbi (2008) noted that the
situation whereby some public primary schools are

short of textbooks and learning materials is still
prevalent in Tanzania. Another key element of the
educational system that affects quality is
infrastructure. Woolner et al (2007) concluded that a
school environment that is well designed can lead to
increased engagement, behaviour and achievement of
learners. Similarly Bland (2010) pointed out that the
child friendly and interactive learning environments
have a positive relationship with attendance and
participation. UNESCO (2022) noted however that
many school classrooms in Sub Saharan Africa
including Tanzania still have overcrowded
classrooms, inadequate sanitation facilities, and lack
of learning spaces, especially in rural areas.

In terms of language of instruction,
Makulilo (2022) investigated the implementation of
Kiswahili as a language of instruction in the context
of the 2014 ETP. The study showed that Kiswahili
enhanced learners' participation and understanding
particularly pupils from the rural communities. But,
the lack of teaching materials and teachers'
preparedness hampered the effective implementation.

In the same vein, Qorro (2013) also
proposed that the shift from Kiswahili to English in
the Tanzanian education system is still problematic.
Research also indicates that teacher quality and
professional development play a key role in the
implementation of successful policy. Fink (2013)
noted that many Sub-Saharan African countries are
experiencing a shortage of trained teachers and
opportunities for professional development. Hunt et
al. (2009) also emphasized and strongly called for the
pedagogical proficiency of the teachers to cater for
the learners' educational needs adequately. While
there is a lot of research on educational reforms, there
is limited research that has comprehensively
examined the implementation of the Education and
Training Policy 2014 in Tanzania public primary
schools especially on curriculum, infrastructure and
teaching and learning materials.

The majority of the studies have been
related to the general reform of education, financial
support or secondary education, less attention has
been paid to the effects of policy provisions at the
primary school level, in respect of which there is not
enough empirical evidence. Hence, this study aims to
fill this gap by examining the extent of
implementation of the provisions of the 2014 ETP in
public primary schools in Tanzania and the
challenges faced in effective implementation.

2.01 Objectives

I. To find out the level of implementation of the 2014
Education and Training Policy in public primary
schools with regard to curriculum reform, language
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of instruction and process of teaching and learning in
public primary schools in Tanzania.

II. To evaluate the availability and adequacy of
school infrastructure, teaching and learning materials
and school instructional resources in enabling
effective implementation of the 2014 education and
training policy in public primary schools.

III. To establish the major problems that hinder the
implementation of the Education and Training Policy
2014 in public primary schools in Tanzania and
propose some strategies to enhance the
implementation of the policy and educational quality
in public primary schools in Tanzania.

III. METHODOLOGY

3.01 Research Design

The research design used in this study was
descriptive  survey research approach  both
quantitative and qualitative. The design was found to
be appropriate as it allowed the researcher to gather
all the information needed to study the
implementation of the 2014 Education and Training
Policy (ETP) in public primary schools in Tanzania.
Mixed-methods enabled the collection of both
numerical and descriptive data from key educational
stakeholders who were directly involved in the
implementation of the policy.

3.2 Population of the Study

The study population consisted of the educational
stakeholders who were engaged in implementing the
Education and Training policy 2014 in Tanzania. The
officials from the Ministry of Education, Science and
Technology (MoEST), Regional Education Officers
(REOs), District Education Officers (DEOs), heads
of public (P) primary schools, teachers, and Class VII
students from public (P) primary schools in the
selected areas of Kigoma, Mwanza, and Morogoro
for the 2024-2025 academic year.

The ministry had a total of eight (8) officials,
including the Director of Policy and Planning, three
Assistant Directors, the Director of Public Primary
Education and three assistant officers. In the regional
level, nine (9) educational officers were selected
from the three selected regions. Likewise, the
population for the district was nine (9) District
Education Officers.

The study also included 2,359 public primary schools
in the three regions studied, comprising 639 schools
in Kigoma Region, 861 in Mwanza Region, and 859
in Morogoro Region. Thus, the population consisted
of all 2,359 Public Primary School Heads. The
number of teachers was 26,188 and students from
public primary schools in the selected regions were
61,976 pupils.

3.03 Sampling technique and sample size

The purposive sampling technique was used
to select respondents because they were those who
directly participated in the implementation of 2014
Education and Training Policy. A total of 487
respondents participated in the study. One (1) official
from the Ministry of Education, Science and
Technology, three (3) Regional Education Officers,
three (3) District Education Officers, thirty (30)
heads of public primary schools, one hundred and
fifty (150) teachers and three hundred (300) Class VII
students were all sampled.

The selected schools and respondents were
deemed to be representative schools since they had
sufficient experience and knowledge of the
implementation of curriculum reforms, infrastructure
development, teaching and learning materials, and
language of instruction in public primary schools.
Questionnaires, interviews, observation and
document analysis were employed to collect data.
Descriptive statistics (frequencies and percentages)
were used for quantitative data analysis, and thematic
analysis was used for qualitative data analysis.

IV.  RESULTS
The analysis of the data was based on three
objectives as follows:
4.01 Implementation of the 2014 ETP regarding
the Curriculum of Public Primary Schools: To
study the implementation of the 2014 Education and
Training Policy regarding the curriculum of Public
Primary Schools in Tanzania, data were collected
from Heads, Teachers and class seven students of
Public Primary Schools. The data were analysed
quantitatively and qualitatively as follows:
The researcher divided it into the following sub-
objectives.

4.01.01 A Provision of Curriculum Improvement
on four foundational skills

Provision: The 2014 ETP states that the primary
education curriculum would align with the new
education structure (1-6 years of primary, down from
7). It introduces the “KKK” (Katiba za Kusoma,
Kuandika, Kuongeza or “Reading, Writing and
Arithmetic”) foundational skills focus, especially in
the first two years (Standard I-II) of primary school
and develops English language skills.

To address this objective, the researcher used
questionnaires to collect data. Therefore, 150
teachers from Public Primary Schools were asked
whether the teaching of English, Kiswahili and
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mathematics helps students acquire the four
foundation skills of reading, writing, counting and

developing English language skills. The data were
analysed and presented in Table 6

Table 1: The perception of teachers towards students’ learning of four foundation skills of the new curriculum

in Public Primary Schools

The Perception of Teachers towards Students’ Earning of the Four Foundations
Skills of the New Curriculum in Public Primary Schools

Foundation skills YES NO
No. of Percentages (%) No. of Teachers Percentages (%)
Teachers
Reading 96 64 54 36
Writing 85 57 65 43
Counting 96 64 57 38
Mgsterlng English 63 45 g7 53
skills

The results from the new curriculum implementation
revealed that 64% of teachers reported learners'
ability to read and count, and 57% reported learners'
ability to write (Table 1). But considerable numbers
of learners still lacked these basic skills, particularly
in English, with 45% reported as proficient. The
results indicate that the curriculum implementation is
still in the process underway and is not yet effective
in developing learners' language skills.

4.01.02 Teachers’ Emphasis on English Grammar
Components in the New Curriculum

To answer this question, data were obtained based on
questionnaires which were completed by 150 school
teachers from public primary schools. The teachers
were asked to check the grammatical element(s) they
highlighted during English teaching and were given
the chance to write more than one element. The data
gathered were subsequently analysed and
summarized in table 2.

Table 2: The grammatical components that the teachers emphasised in teaching the English language

Grammatical components YES NO
that teachers use in teaching No. of Percentage (%) | No. of Percentages (%)
Teachers Teachers

Parts of speech 100 66.67 50 33.33
Sentence structure 62 41.33 88 58.67
Tenses 40 26.67 110 73.33
Subject and verb 16 10.67 134 89.33
Pronoun 11 7.33 139 92.67
Punctuation 10 6.67 140 93.33
Singular and plural 10 6.67 140 93.33
Comparative and superlative 8 533 142 94.67
Preposition 8 533 142 94.67
Contraction 7 4.67 143 95.33
Questions and commands 5 3.33 145 96.67

Note: teachers were asked to mention more than one grammatical component; thus, the percentages are

more than 100

Table 2 indicates that teachers mainly emphasized parts of speech (66.67%), comparison and superlatives
(53.33%), sentence structure (41.33%), and tenses (26.67%) when teaching English. Other grammatical elements
like subject-verb agreement, pronouns, punctuation, prepositions, contractions and questions were given a cursory
treatment. The results indicated that the provision of grammar instruction did not seem to be fully realized since
some of the grammar aspects were not fully covered.
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4.01.03 Challenges in Implementing the Curriculum Provision for English Language

As part of evaluating the implementation of the 2014 Education and Training Policy (ETP), the
researcher wanted to know the Challenges Public Primary School teachers face when teaching English. To answer
this question, the researcher used questionnaires to collect data from teachers. 150 teachers were asked to mention

the challenges encountered during English language instruction. Data were analysed and presented in Table 8.

Table 3: The challenges faced by the teachers in teaching the English Language

Challenges Teachers face YES NO

in teaching English No. of Percentages (%) | No. of Percentages
Teachers Teachers (%)

Large class 85 56.67 65 43.33

Limited English 41 27.33 109 72.67

Multilingual 55 36.67 95 63.33

Limited time for language 20 13.33 130 86.67

Inadequate focus 12 8 138 92

Negative attitude 9 6 141 94

Use of code switching 8 5.33 142 94.67

Note: The teachers of Public Primary Schools
were allowed to tick more than one challenge

As can be seen from Table 3, the major problem for
teachers in teaching English as outlined were large
class size (56.67 %), multilingual classrooms
(36.67 %), and low level of English proficiency
among learners (27.33 %). Limited time for
instructions, lack of attention to the learners, negative
attitudes, and code switching were among the other
problems encountered. The results show that
although there were some success in the
implementation of English language teaching, there
were still some problems that needed to be
considered.

4.01.04 Competence-Based Curriculum
Implementation in Non-Language Subjects

The 2014 Education and Training Policy (ETP) of
Tanzania state the restructuring of the primary
school curriculum using the Competence-Based
Curriculum (CBC) approach. The policy instructs

that other subjects (except languages, which are to be
designed and delivered accordingly) should be
designed and delivered to promote skills acquisition,
understanding, and application of knowledge rather
than rote memorisation.

In all the 30 Heads of Public Primary Schools, non-
language subjects were being put in place following
the 2014 ETP, through the integrated and
competency-based approaches. In lower grades, there
was an integration of subjects like Science,
Technology, Social Studies and Civics to facilitate an
all-round approach to learning, whereas in higher
grades, subjects were taught as distinct with clearly
defined competencies. The Heads said that emphasis
was placed on using learner centred approaches,
STEM education, practical work, vocational and
creative subjects, and cross cutting themes like
gender education, environmental education,
HIV/AIDS education and citizenship education to
foster academic, practical and social development of
the learners.

Table 4: Summary of Implementation Focus by Subject Area

Subject Area

Implementation Focus

Mathematics

Conceptual understanding, problem-solving, and daily life application

Science and Technology

Inquiry-based learning, experiments, and environmental awareness

Social Studies/Civics

Patriotism, human rights, and community participation

Vocational and Creative
Arts

Practical skills, innovation, creativity

ICT Basic digital literacy and responsible technology use
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4.01.04 General Challenges encountered by Teachers in implementing the new curriculum
To address this provision, data were collected via questionnaires, administered to 30 Heads of Public
Primary Schools. Heads of Public Primary Schools were asked to fill in the YES/NO gaps. The data were analysed

and presented in Table 10.

Table 5: The Challenges Heads of Public Primary Schools face while implementing the new curriculum.

General Challenges YES NO
H/school face No. of Heads of Percentages (%) | No. of Heads Percentages (%)
Schools of Schools

Ingdgquate teacher 71 70 09 30
training
Inadequate language 27 920

; 3 10
proficiency
Resistance to change 4 13.33 26 86.67
Large class size 5 16.67 25 83.33
Limited teaching 15 50

. 15 50

resources and materials
Inadequacy funding 19 63.33 11 36.67

Note: The Heads of public Primary schools were
allowed to tick more than one challenge

From the table 5, it is observed that the main
challenges that faced curriculum implementation
include insufficient teacher training (70%),
inadequate funding (63.33%) and limited teaching
and learning materials (50%). Other difficulties were
as follows: large classes, lack of support for change
and language problems. The results of this study
show that the curriculum was not fully accomplished
because of the numerous institutional and resource
issues that still exist.

4.01. 05 Training and Professional Development
of teachers focused on delivering the new
Curriculum effectively.

Provision: The 2014 ETP of Tanzania stated that
teachers must be adequately prepared and

continuously supported to implement the revised
curriculum effectively. The policy highlights the
importance  of pre-service, in-service, and
continuous professional development (CPD) fto
ensure teachers acquire the necessary pedagogical
skills, subject knowledge, and competence-based
teaching methods.

In addressing this provision, the researcher used both
questionnaires and interviews to collect data.
Therefore, 150 Teachers, 30 Heads and 3 Educational
Leaders of Public Primary Schools were asked to
report if teachers receive adequate training regarding
the new curriculum. The data were analysed and
presented quantitatively and qualitatively as follows.

Table 6: The Heads’ responses on training and professional development for teachers to deliver the new
curriculum effectively.

Heads of Schools’ responses on training and No. of Heads of Percentages (%)
Professional Development Schools

YES 4 13.33

NO 26 86.67

Total 30 100

The Data show that 4 out of 30 (13.33%) Heads of Public Primary Schools reported that their teachers received
adequate training and professional development to support a revised curriculum. 26 out of 30 (86.67%) testified
that their teachers did not get adequate training. This implies a significant disparity in integrating training with

the revised curriculum.
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Table 7
The teachers’ responses on training and professional development for teachers to deliver the new curriculum
effectively.
Responses of teachers to training and professional development | No. of Percentage (%)
Teachers

Yes 24 16

No 126 84

Total 150 100

Table 7 indicates that only 16% of the teachers had received effective training, while 84% said that the teachers
were not adequately professionally trained. The training programs that were reported were Jolly Phonics, TESP,
MEWAKA, Play Matters, BOOST Project, and teaching competency competitions. The results suggest that the
uptake of the 2014 ETP to support teacher training and professional development was only partially realised,
although there were several training programmes in place.

4.01.06 Inclusivity of the New Curriculum for Students with Diverse Needs

Provision: The 2014 ETP states that the Government will develop a curriculum that caters for the diverse needs
of learners.

To address this provision, the researcher used questionnaires to collect data. Therefore, 30 Heads and 150 teachers
from Public Primary Schools were asked to state whether the new curriculum under the 2014 Education and
Training Policy (ETP) caters to the diverse needs of students, including those with special educational needs. The
data were analysed and presented quantitatively as follows in Tables 13 and 14.

Table 8: The Heads of schools’ responses to whether the new curriculum caters to the diverse needs of students,
including those with special education needs.

Responses of Heads of Public Primary Schools on whether No. of Heads Percentage (%)
Curriculum caters to diverse needs of Schools

Yes 25 83

No 5 17

Total 30 100

The data presented in Table 13 revealed that of 30, 25 (83%) school Heads of Public Primary Schools
stated that the curriculum introduced under the 2014 Education and Training Policy (ETP) caters to learners with
diverse needs, abilities, and backgrounds. Only 5(17%) did not believe that the new curriculum caters to the needs
of all students.

Table 9: The teachers’ responses to whether the new curriculum caters for the diverse needs of students,
including those with special education needs.

Responses of teachers on whether the new curriculum caters to No. of Percentage (%)

diverse needs Teachers (f)

Yes 122 81

No 28 19

Total 150 100
Table 14 shows that 81% of teachers believed the provision of the 2014 ETP was fully implemented in
curriculum caters to the diverse needs of learners, public primary schools.
including students with special education needs,
while 19% disagreed. Similarly, most Heads of 4.02 Implementation of the 2014 ETP regarding
Schools (83%) confirmed that the curriculum the Infrastructure of Public Primary Schools of
addresses  learners’  different abilities and Tanzania: To study the implementation of the 2014
backgrounds. These findings indicate that this Education and Training Policy regarding the

infrastructure of the Public Primary Schools in
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Tanzania, the data were collected from 30 Heads, 150
Teachers and 300 class seven students of Public
Primary Schools. The data were analysed
quantitatively and qualitatively as follows:

4.02.01 A Provision of Infrastructure in the 2014
ETP of Tanzania on Public Primary Schools.
Provision: The 2014 (ETP) of Tanzania states that
the government, together with relevant stakeholders,
will ensure high-quality, adequate, and friendly
infrastructure and equipment in all education and
training government institutions. Specifically, that
there will be construction of at least five (35)
classrooms per Public Primary School to reduce
overcrowding, along with facilities such as a science
laboratory, Iworkshop room, llibrary, and an
administration block with offices to support effective
teaching and learning. To address gender equity, the

policy requires the construction of at least one 1 girls'
dormitory in each Public Primary School. It also
calls for the construction of a Imeeting hall, a health
service building, a kitchen, two new teachers’ houses,
and the provision of 1,000 desks per school.
Additionally, each school must have at least six new
toilets for boys and girls to ensure adequate
sanitation.

To address this objective, data were collected via a
questionnaire. The data were analysed, interpreted
and presented as follows: The researcher therefore
asked 30 Heads of Public Primary Schools to put
number of the available key infrastructure and for the
missing infrastructure in their Public Primary
Schools. The data were analysed and presented in
Table 15

Table 10
Heads of Public Primary Schools’ Response on the Availability of Key Infrastructure
Infrastructure No. of Available Infrastructure Unavailable Infrastructure
Required No. of Percentages No. of Percentages
available (%) unavailable (%)
infrastructure infrastructure
Health service 30 0 0 0 0
Library 30 02 6.67 28 93.33
Meeting hall 30 03 10 27 90
Dormitory 30 04 13.33 26 86.67
Administration | 30 08 26.67 22 73.33
block
Workshop 30 10 33.33 20 66.67
Kitchen 30 12 40 18 60
Teachers’ 60 26 43.33 34 56.67
houses

The availability of key infrastructure
components in Public Primary Schools was generally
low as shown in Table 24, with none of the schools
having health services. In general, only a few
facilities in schools were available, with the highest
percentage being teachers' houses (43.33%). These
data indicate that the provision of infrastructure was
only partially realised: many schools lacked
important facilities for good teaching and learning.

4.02.02 The researcher wanted to know for those
schools reported to have no library what
students do.

The survey results from teachers and students

indicated that a majority of the schools lacked

adequate libraries and had a room set aside for private
study and a room for books. Some of the respondents

said they would use teachers' office or have no
designated spot to study privately. The results of this
study show that only partial implementation of the
provision for Library and private study facilities was
achieved in public Primary Schools.

4.02.03 Availability of new toilets in Public

Primary Schools

Provision: The 2014 states that the Government of
Tanzania will construct at least 6 new toilets for boys
and girls in all Public Primary schools.

To address this provision, the researcher used
questionnaires to collect data. Therefore, 30 Heads of
Public Primary Schools were asked to determine
whether the Government has constructed any new
toilets in their Public Primary Schools for boys and
girls. The data were analysed and presented
quantitatively as follows in Table 19
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Table 11: The availability of new toilets in 30 Public Primary Schools

Gender Required constructed New toilets Un constructed New toilets
new toilets No. of Percentage No. of Percentage (%)
Constructed (%) Unconstructed
toilets toilets
Girls 180 123 68.33 57 31.67
Boys 180 147 81.67 33 18.33

Table 11 shows that Girls were provided with 147
(81.67) toilets out of the 180 needed, leaving 33
(18.33) toilets missing. Among boys, 123 out of 180
(68.33%) toilets were provided, and 33 (18.33%)
were missing. The imbalance was greater among
boys than among girls, indicating a larger difference
in access to sanitation facilities. Therefore, because
the required toilets were not provided, this
provision was only partially successful.
4.02.04 Source of Water in Public Primary

Schools

The 2014 Education and Training Policy
(ETP) emphasised the need to improve the quality

and accessibility of education in Tanzania. This is
achieved by ensuring that all schools provide a safe
and conducive learning environment for all students.
This includes access to clean, safe water as a critical
component of a conducive and healthy learning
environment. The researcher used questionnaires to
collect data. The researcher asked 30 Heads of Public
Primary Schools to identify the main sources of clean
and safe water available at their schools. These Heads
of Public Primary Schools were allowed to mention
multiple sources of water. The data were analysed
and presented in Table 18, respectively.

Table 12: Sources of water in Public Primary Schools

Source of water at school Available at the school Not available at the school
No. of Heads Percentage (%) | No. of Heads of | Percentage (%)
of schools Schools
Government taps 22 73.33 08 26.67
Rain falls 15 50 15 50
Wells 8 26.67 22 73.33
Running rivers 6 20 24 80

Table 12 shows that 73.33% of the primary schools
in the population were provided with tap water by the
government, whereas 26.67% do not receive such a
service, indicating that not all schools have access to
clean water. The rainwater harvesting is limited and
seasonal, with only half of the schools (50) using it.
Most of the schools (6) used groundwater (26.67%)
and river water (20%). As 26.67% have no access to
government taps, the implementation was partial.

4.02.05 Availability of Electricity in Public

Primary Schools
The 2014 ETP of Tanzania states that every Public
Primary School will have electricity, including those
in village areas.

Therefore, to address this provision, the
researcher used questionnaires to collect data. The
researcher asked 30 Heads, 150 Teachers and 300
class seven students from Public Primary Schools in
Tanzania whether their schools had electricity. The
data were analysed and presented quantitatively as
follows in Table 19.

Table 13: Heads of Schools' responses on the availability of electricity at school

Electricity No. of Heads of schools (f) Percentage (%)
Available 27 90
Not available 03 10
Total 30 100

Source: Field Data (2024)
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The data presented in Table 13 show that of 30, 27 (90%) Heads of Public Primary Schools reported that
their schools have electricity. Only 3(10%) Heads of Public Primary Schools reported having no electricity.

Table 14: Teachers’ responses on availability of electricity in Public Primary Schools

Electricity No. of teachers (f) Percentage (%)
Available 135 90
Not available 15 10
Total 150 100

The data presented in Table 14 indicate that of 150 teachers, 133(89%) stated that electricity was
available in their schools, whereas only 17 (11%) stated that there was no electricity in their Public Primary

Schools.
Table 15: Class seven Students’ responses on the availability of electricity in Public
Primary Schools
Electricity No. of students Percentage
Available 270 90
Not available 30 10
Total 300 100

The data in Table 24 shows that 266 (89%) out of 300
class seven students reported that their schools had
electricity. Only 30(10%) students reported having
no electricity.

The findings indicated that this provision of the 2014
ETP on electricity was implemented. This was
because Heads of schools (90%), teachers (89%), and
class seven students (89%) reported their schools had
electricity.

4.02.06 Availability of Desks in Public Primary
Schools.
The 2014 ETP for Tanzania states that the
Government should provide at least 1000 desks for
each Public Primary School in Tanzania. Under this
Provision, the researcher used questionnaires to
collect data. 30 Heads of Public Primary Schools
were asked to indicate the number of desks provided
by the Government since 2015. The data were

analysed and presented quantitatively as follows in
Table 16.

Table 16
Availability of New Desks in Public Primary Schools

Schools of | Required Available Percentages Missing new Percentages
the three New Desks | New Desks (%) Desks per School
Regions per school
Mgsl 1000 500 50 500 50
Mgs2 1000 620 62 380 38
Mgs3 1000 500 50 500 50
Mgs4 1000 700 70 300 30
Mgs5 1000 500 50 500 50
Mgs6 1000 1000 100 0 0
Mgs7 1000 620 62 380 38
Mgs8 1000 700 70 300 30
Mgs9 1000 500 50 500 50
Mgs10 1000 650 65 350 35
Kgs 1 1000 620 62 380 38
Kgs2 1000 1000 100 0 0
Kgs3 1000 500 50 500 50
Kgs4 1000 650 65 350 35
Kgs5 1000 800 80 200 20
Kgs6 1000 500 50 500 50
Kgs7 1000 700 70 300 30
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Kgs8 1000 620 62 380 38
Kgs9 1000 650 65 350 35
Kgs10 1000 500 50 500 50
Mz sl 1000 700 70 300 30
Mz s2 1000 500 50 500 50
Mz s3 1000 620 62 380 38
Mz s4 1000 800 80 200 20
Mz s5 1000 500 50 500 50
Mz s6 1000 1000 100 0 0
Mz s7 1000 650 65 350 35
Mzs8 1000 500 50 500 50
Mzs 9 1000 620 62 380 38
Mz s10 1000 700 70 300 30
TOTAL 30000 19390/30000 64.63 10610/30000 35.37

The results indicate that public primary schools needed 30 000 desks, but only 19 390 (64.63%) were
made available which resulted in 10 610 (35.37%) being unmet. A small proportion of schools (3%) were able to
provide full availability of desks, the majority (73%) had between 20% and 50% of the desks available. As per
the above result, the implementation of the desk provision policy in the public primary schools was not fully
successful.

4.02.07 Awvailability of new Classrooms in Public Primary Schools.

Table 17
Availability of new classrooms in Public Primary Schools

Schools of the | Required New | Available New | Percentages | Unconstructed percentages
three regions Classrooms Classrooms (%) Classrooms
per school
Mgsl 5 5 100 0 0
Mgs2 5 5 100 0 0
Mgs3 5 5 100 0 0
Mgs4 5 4 80 1 20
Mgs5 5 5 100 0 0
Mgs6 5 5 100 0 0
Mgs7 5 5 100 0 0
Mgs8 5 5 100 0 0
Mgs9 5 5 100 0 0
Mgs10 5 4 80 1 20
Kgs 1 5 5 100 0 0
Kgs2 5 5 100 0 0
Kgs3 5 4 80 1 20
Kgs4 5 5 100 0 0
Kgs5 5 4 80 1 20
Kgs6 5 5 100 0 0
Kgs7 5 5 100 0 0
Kgs8 5 5 100 0 0
Kgs9 5 5 100 0 0
Kgs10 5 5 100 0 0
Mz sl 5 5 100 0 0
Mz s2 5 4 80 1 20
Mz s3 5 5 100 0 0
Mz s4 5 5 100 0 0
Mz s5 5 5 100 0 0
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Mz s6 5 5 100 0 0
Mz s7 5 4 80 1 20
Mzs8 5 5 100 0 0
Mzs9 5 5 100 0 0
Mzs10 5 5 100 0 0
TOTAL 150 144 96 06 4

As can be seen in Table 17 public primary schools
had a high level of classroom construction, 144 of the
150 classrooms required were completed (96%). The
majority of schools reported 100% of classrooms
completed, with some schools reporting 80% of
classrooms completed. In general, the results show
that the construction of classrooms in the three
regions has been successful.

4.03.0 Implementation of the 2014 ETP
regarding Teaching and learning materials of
Public Primary Schools of Tanzania: To study the
implementation of the 2014 Education and Training
Policy regarding teaching and learning materials in
public Primary Schools in Tanzania, data were
collected from Heads, Teachers, and class seven

students of public Primary schools. The data were
analysed quantitatively and qualitatively as follows:
Provision: The 2014 Education and Training Policy
(ETP) of Tanzania states that the Government will
ensure appropriate teaching and learning materials,
tools, and resources are available at all levels of
education and training. The policy specifies one
“core textbook” per subject for each student. It also
calls for an efficient system for preparing and
distributing teaching and learning materials.

To address this objective, the researcher
used questionnaires to collect data for this provision.
In line with this provision, 150 Public Primary school
teachers were asked to indicate the classroom
resources available in their schools that support
teaching and learning.

The data were analysed and presented in Table 34.

Table 20
Availability of Teaching and Learning Materials in Public Primary Schools

Teaching and learning Materials available Un available Materials
Materials No. of Percentage (%) No. of Percentages (%)
materials unavailabl
available e materials
Blackboard 30 100 00 0
Books and learning 30 100 00 0
resources
Stationaries 30 100 00 0
Learning kit 12 40 18 60
Posters 20 66.67 10 33.33
Syllabus 30 100 00 0
Teachers ‘guide 30 100 00 0
Chalks 30 100 00 0

Table 20 reveals that all public primary schools
possessed basic instructional materials, meaning that
all the public primary schools have adequate and
available teaching and learning materials. But in
many schools learning kits and posters were not
present, reflecting the lack of interactive and visual
learning support materials. The findings indicate that
the policy in teaching and learning material was
implemented well but not completely.

20.04.03 The availability of assistive devices for
students with special needs
The 2014 ETP of Tanzania emphasises

inclusive education in public primary schools.
Provision: The 2014 ETP states that the Government
of Tanzania would be responsible for providing
assistive devices for children with physical
challenges. Such devices are 10 Visuals, 10 Auditory,
10 Braille machines, 10 Audiobooks in each public
primary school, 2 Amplifiers in each Public Primary
School and 10 Magnifiers for students with visual
impairments in inclusive Public Primary Schools.

To address this provision, the researcher used
questionnaires to collect data from 30 Heads of
Public Primary Schools, who were asked whether the
government adequately provides assistive devices for
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students with special needs, and, if so, how many
devices were provided. The data were presented

quantitatively in Table 36 as follows

Table 21
Heads of Schools responses on availability of assistive devices for students
with special needs in Public Primary Schools

Assistive devices | Required Available per school Missing devices in 30 Public P/

assistive devices Schools

in Public No. of Percentage No. of Percentages (%)

P/schools Assistive (%) Assistive

devices devices

Braille machine 10 57 19% 243 81%
Visual device 10 58 19.33% 242 80.67%
Auditory device 10 81 27% 219 73%
Magnifiers 10 91 30.33% 209 69.67%
Amplifier 02 07 11.6%7 53 88.33%
Audio book 10 16 5.33% 284 94.67%

Table 37 shows that the majority of Public
Primary Schools lack the assistive learning devices
for learners with special needs. The availability
across all categories ranges from 5.33%to 30.33%,
which is below the government requirement. None of
the assistive device categories meets even half of the
required level. Thus, the policy for the delivery of
assistive devices was poorly implemented, resulting
in significant under implementation of the
government requirement.

V.  Discussion of the Findings

Tanzania's public primary schools made
partial progress in implementing the 2014 Education
and Training Policy (ETP) in the curriculum,
infrastructures, and in relation to teaching and
learning materials. New curriculum reforms have
advanced the literacy, numeracy and competency-
based learning, as well as inclusiveness, in line with
global education trends on learner centred and
inclusive learning. The results are similar to those
from the World Bank (2018), UNESCO (2015; 2017),
and Perrenoud (1999), who all asserted the enduring
advantages of competency-based and inclusive
curricula. Challenges with English language
proficiency, chronically under-resourced classrooms,
insufficient teacher preparation, and a lack of
systemic  investment, however, support the
arguments of Cummins (2000) and Rose (2015) that
effective curriculum reform requires adequate
language support, teacher capacity and systemic
investment.

Likewise, uneven progress is seen in the
implementation of infrastructure. In line with World
Bank (2018) observations, the upgrades in classroom
structures and in the availability of electricity in the

classroom reflect the actions taken to increase access
to education. However, low number of libraries,
sanitation facilities, clean water, health services,
desks, and teacher housing are obstacles to the quality
of learning and the welfare of students. The results
are consistent with those of UNICEF (2012) and
UNESCO (2015) which highlight the importance of
school infrastructure for quality and equity in
education, particularly for girls and children at risk.
The teaching learning materials are still insufficient,
too. There are more and more textbooks, syllabuses
and teacher guides available, yet there are still a lack
of supplementary and inclusive materials to enhance
learner-centred teaching. The lack of recommended
textbook-to-student ratio and the availability of
assistive materials for learners with special needs are
in contradiction with the work of UNESCO (2016)
and UNICEF (2013) which emphasizes the need for
diverse and inclusive teaching and learning materials.
The overall results show that the 2014 ETP has begun
a positive reform process, but implementation is
limited due to insufficient resources, infrastructure
and institutional capacity.

VL CONLUSION

Finally, the Education and Training Policy
(ETP) 2014 has made moderate progress in the
implementation in the public primary schools in
Tanzania, and the areas of moderate progress have
been the curriculum reforms, infrastructure and
provision of teaching and learning materials.
Competency and inclusive approaches has helped
improve literacy, numeracy, and participation of
learners. Likewise, classroom expansions and
electrical connections to classrooms illustrate a
commitment to access to education and learning
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environment. The findings also show that certain
issues continue to affect the effectiveness of
implementation: Poor infrastructure, lack of learning
resources, lack of space in classrooms, lack of teacher
training and provision for special children continue to
be significant challenges in the quest for quality
education. The weaknesses above show that the
policy was yet to be implemented in full and to
achieve its desired results. In this regard, there is a
need for greater government commitment, additional
funding, better training and better distribution of
education resources to achieve the successful and
sustained implementation of the ETP in public
primary schools in 2014.
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