Journal of Education and Practice www.iiste.org
ISSN 2222-1735 (Paper) ISSN 2222-288X (Online) 5-'—.i.l
\ol.5, No.35, 2014 IIS E

The 2005 Secondary School Curriculum Reforms in Tarania:
Disjunction between Policy and Practice in its Imptmentation

Albert Paulo Frank Tilya
School of Education, University of Dar es Salaan®PBox 35048 Dar es Salaam, Tanzania
* E-mail of the corresponding author: paulo.albeys®@oo.com

Abstract

The growing need for education system to produbeadeavers with capabilities in terms of knowledgkills
and attitudes useful for solving social and ecomoafiallenges has prompted education reforms in drdaaz
Recent education reform involved the introductiércempetence-based curriculum in secondary schaois.
paper reviewed recent research on the implementaficompetence-based curriculum reforms in Tarmand
compare the findings with the original policy intiems to establish the congruence between the Twe.paper
has established that classroom teaching, learnimt essessment in most secondary schools has ramaine
traditional contrary to the competence-based aulritc demands. Lack of comprehensive orientationth&o
reformed curriculum for the teachers and poorlyuesed learning environment are among many drawbark
the implementation of the reformed curriculum.
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1. Introduction
The growing need for education system to produeduates with capabilities has received significtgntion
in the recent education reforms in Tanzania (UnRegublic of Tanzania (URT), 2000; MoEVT, 2010).sts
because it has been realized that growth and dawelot cannot be attributed to increase in traditiomputs
alone (Land, Labour, capital) but to the improvetadan knowledge and skills of labour force and gemin
technology also (Lewin, 2000). This has been exg@®sn the Tanzania's Development vision 2025 which
stipulates that:
“Education should be treated as a strategic agentriind-set transformation and for the creationaof
well-educated nation, sufficiently equipped wita kmowledge needed to competently and competitively
solve the development challenges which face theman this light, the education system should be
restructured and transformed qualitatively withadis on promoting creativity and problems solving”
(URT, 2000 p.19)
It was recognised that education system could ngdo afford to produce graduates with no employakikis
which are deemed crucial for the academic, socidleconomic survival in the modern world. Thus, shstem
was in need of significant reform so that schoaolsld produce graduates who could generate know|etige
creatively and solve the kinds of complex social anonomic problems they will face in the socigtgifilton,
Mahera, Mateng’e & Machumu, 2010). Competence-Bashatation (CBE) was perceived to be desirable for
aligning education provided to the dynamic sociad @conomic demands of the society. It appeardubtan
answer to the concerns raised about the capahililyemployability of the school graduates as itleased the
attributes (competencies) to be achieved by learfMaodzwa-taruvinga & Cross, 2012).
Thus, as part of the efforts to achieve the po#ioybitions stated above, in 2005 the governmentaviz@nia
through Tanzania Institute of Education (TIE) redsthe secondary school curricula into competersed
curricula (CBC) with the aim of equipping schooaduates with sufficient knowledge and life skilb them to
survive academically and socially in the modernld/¢Kitta & Tilya, 2010). The revision process inved shift
in paradigm from content-based to competence-baedtent-based curriculum has been criticized bezatu
equips students with knowledge and skills whichndo tally with the demands of the job market. It Heeen
characterized by lack of integration between thewrgt practice with students having vague ideastof they
learn and how they should apply theory when doiagtical work (Cremers & Eggink, 2006).

2. Purpose of the review

This paper examined the congruence between theypiolientions in the implementation of competeneasdu
curriculum and the actual practices at the clasartevel in secondary schools in Tanzania. At therition
level competence-based curriculum documents suckeesndary school syllabi and curriculum frameworks
were reviewed to identify policy intentions on h@empetence-based curriculum should be implemenited.
ascertain actual practices at the classroom lefiedings from the recent studies on the implemtomaof
competence-based curriculum in secondary schodaisoffy, 2011; Banda, 2011; Shemwelekwa, 2008; Kahwa
2009; TIE, 2011) were reviewed. Synoptic view ompetence-based education is provided in the netiose
prior to the details on policy intention in the ilmentation of competence-based curriculum in sg&on
schools in Tanzania.
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3. Competence-Based Education (CBE): An overview

According to theGreenwood Dictionary of Educatiarompetence-based education is the education inhvthe
curriculum is derived from analysis of desirablagiical skills, roles, or competencies, and thatifees student
progress on the basis of demonstrated performahtt®ose skills, roles, or competencies (Collins &fen,
2011). Central to this approach to education iscinecept of ‘competence’ which is multi-dimensioaal its
use depends on the context of the user (Mulderg®et Collins, 2006). For example, Eraut (2003)idedl
competence as the ability to perform tasks andsrodgjuired to the expected standards while in vaalt
education context, it is conceived as the capghitit use knowledge in practice (Mulder, et al., @00Yet
another author drawing on human resource developrard management perspectives defined it as the
capability of a person to reach specific achieveniigiulder, 2001).

Although the origin of competence-based educati@s tbeen traced differently by different authors
(Achtenhagen & grubb, 2001; Nijhof, 2003; Mulderr aé, 2006; Tuxworth, 2011) literature shows thaist of
them concur with a point that CBE has most dirediygcended from behavioral objective movement t&f la
1950's and early 1960’s (McAshan, 1979; Bowden,719uxworth, 2011). Early interest in CBE movembnt
greater educational community was centred up onutes of behavioral outcome statements to ensgre th
validity of the content selection for curriculumdato improve teacher evaluation practices (McAsH&Y)9).
Further the movement was spurred by increased d#snfam accountability, instructional designs théow
students to learn at their own pace and increaseérgl program quality that is relevant to the ga#l the
society (McAshan, 1979). More specifically, teachplaced stronger emphasis on instructions thailred to
meet specific goals with success being determingdebidence collected through criterion-referenced
measurements of specific behavioral outcome pedao®s.

Despite the popularity of CBE especially during érly inception, this innovation lost its favouedto its
behaviouristic character during the 1970s and 1980s is because CBE programs were characteriged b
detailed analysis of behavioural aspects of a peid@al tasks into specific components resultiig Iang list

of fragmentised behavioural elements which was wsed basis for curriculum development. This backwa
mapping of learning trajectories from job requireseenhanced the development of procedural anditdh
workers instead of reflective problem solvers amibivators (Boer & Nieuwenhuis, 2002). The apprdached

out to be unfruitful thus decreasing interest i@ ¢higinal competence movement in the 1980s (Mul2i@d3).
Despite objections against the original behavidigrisompetence-based education approach, the itinoviaas
now made a comeback and is more alive than eveld@u2004). Competence-based education prograens ar
now popular in both developed world (United KingdoRtance, Germany and Netherlands) and developing
world (South Africa, Tanzania, Mozambique and BEpiad (Mulder et al, 2006; Tilya & Mafumiko, 2010;
Maodzwa-taruvinga & Cross, 2012). The emphasis ompetence-based education is due to the growing
recognition of the need for direct development apabilities and not just at acquiring qualificagoras
capabilities are perceived as pre-requisite forleygbility and also a link between education arwblar market
(Mulder, 2004). Desirable capabilities (knowledggijlls and attitudes) eventually formed the basis the
development of curriculum which is termed compegebased curriculum.

In the recent perspectives, a holistic approaclcdmpetence-based education is much favoured than th
disintegrative (behaviouristic) approach (Biemahslg 2004). In this approach competence is vieasdn
integrated performance oriented capability of asperor an organization to reach specific achievésnen
(Mulder, 2001). Current competence-based educafwaograms are characterized by learner-centred
constructivist approaches to teaching and learn@mnstructivism is based on the view that knowledge
skills are not the products that can be transfefrech teacher to learner rather they are the resfuléarning
activities done by learners themselves individuallyin groups(Wisselink et al., 2007; Tuxworth, 2D1This
calls for teachers to use varieties teaching gfi@sesuch as small groups, discussions and prhetitizities.
Teaching and learning activities are to be featimethquiry predominantly focusing on real life plaenenon in
classroom, outdoors or in the laboratory whereesttglare given opportunity to investigate and constheir
own truth (National Research Council (NRC), 1996s8#link et al., 2007).

In addition, a more formative assessment procese dormally and informally before, during and aftee
learning process is usually advocated in competbased education programs (Mulder, 2004; Wissedindl.,
2007). It is focused on both subject specific cotepees and key competences using authentic assgssme
methods such as portfolios, interviews, performange/estigative reports, writing essays and pesessments
(NRC, 1996; Kouwenhoven, 2003). Authentic assestsnenlike conventional paper and pencil tests eagag
students in tasks similar in form to the tasks mohl students will engage in their life outside th&ssroom and
probes for students’ higher-order skills such asicai reasoning and problem solving rather thampsy
checking for memorized information (NRC, 1996). ther, assessment practice emphasizes on the mnoasi
feedback which continuously, timely and construgininform learners about the strength and weakaoé#seir
performance. Feedback is normally descriptive adiydinked to learning goals and pin point whatsll done,
what needs improvement and how to improve (Bladk/liam, 1998).
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Even under the recent holistic approach, competbased education programs are still criticizedtfer over
emphasis on authentic assessments of competeniiels i& labour intensive and time consuming asdires
structured classroom observations (Jellema, 20@8yeover, planning, designing and implementing neay
activities that is aligned to the workplace or reakld situation may be easier said than done tetrteachers
and therefore should not be underestimated. Iméx section the intended competence-based curnctibr
secondary schools in Tanzania is discussed by dgawin policy intentions as expressed in the formal
curriculum documents such syllabus and curricultameworks.

4. Competence-based curriculum for secondary schools iTanzania

As previously mentioned, competence-based curnouiusecondary schools was introduced in 2005 vioiig

the review process. The revised curriculum is attarazed by the following:

First, it emphasizes on competence developmentdbguisition of content knowledge. The introductperts

of the syllabi clearly states that “the revisiomgess has been focused on the change in paradigmcfyntent-
based to competence-based curriculum” (MoEC, 2008){This means that teaching and learning adisitn
classrooms should have to focus on the developmieptescribed competences by students. Thus, fon ea
subject competences to be achieved by studentsbwemre stated and they include general subject cempes
and class or grade level competences in additigixtgeneral curriculum competences. For examplbjalogy
subject one of the general competence states #tatiént should have ability to make appropriate afse
biological knowledge, concepts, skills, and pritegin solving various problems in daily life” (M@E 2005 p.

v). Additionally, class level competences for eaahject have been stated. For example, one oftimpetences

to be developed by form one students is the “gbitit demonstrate appropriate use of biological Kedge,
concepts, principles and skills in everyday lif&fqEC, 2005 p. 1). Though all these implies that kagis is on
competences and that content will be used as agrteaan end and not an end in itself (Tilya & Maifkion
2010), when browsing through the revised syllal® amy realize that the competences stated areinsatly
related to the content to be taught. The syllabssill overloaded with the content compromisihg possibility
that teachers will encourage students spend mosteoinstructional time engaging in learning atitda that
focus on the development of competencies. Teadhaysresort to cover the prescribed content whiabftisn
used as a criterion for judging their accountapiléather than striving to balance between conteme@age and
development of competences.

Second, the curriculum emphasizes on the use ofde@entred activity-based pedagogy during teaghind
learning process. The revised syllabus clearlyestttat “teachers are advised to use participagaghing and
learning strategies as much as possible to helpdem demonstrate self-esteem, confidence andtiassess”
(MoEC, 2005 p. vii).This implies that teachers @mphasized on the use of learner-centred pedagegy a
opposed to teacher-centred pedagogy which dominsgedndary school classroom teaching prior to the
competence-based innovations (Osaki, 2004). Leamrered teaching strategies advocated for the
implementation of competence-based curriculum igosdary schools include but not limited to roleygla
problem solving, projects, case study, and outdactivities. In learner-centred teaching for compe&e
development, teacher is supposed to switch fronrdhe of an expert who transfers knowledge to achivey

role facilitating and guiding learning process ({Bans et al., 2004). Students are supposed to ¢akemsibility

for their own learning through direct explorati@xperimentation, contextualization and experiendggre as
the teacher used to be in charge. On the other teauthers are supposed to design effective leaattigities
geared towards the development of specified compete thus student spend most of the instructioned
engaging themselves in doing learning activitiesithistening or watching what teacher lecturesesnanstrate.
The advocated pedagogy for the implementation ef rivised curriculum in secondary schools seems to
contradict with the overloaded syllabus which corgdong list of content areas to be covered andtreachers
complain that there is too much to teach in shom tgiven (Tilya & Mafumiko, 2010).

Third, it emphasizes on use of formative assessrf@mised on the prescribed competences. The revised
curriculum emphasizes teachers to assess studenigehtly using authentic assessment methods fagpwsi

the prescribed set of knowledge, skills and atéitudt is stated in the syllabus that “...It shavsat and how to
assess students with regard to the knowledges skiltl attitudes to be developed for each spedifjective”
(MoOEC, 2005 p. vii). Teachers are emphasized to ashentic assessment methods such as portfolios,
classroom or field observation, projects, oral en¢gtions, self-assessment, interviews and peessisent
(Kitta & Tilya, 2010). Authentic assessment methads more useful for competence-based curriculuan th
other forms of assessment because they providertopojty for students to demonstrate the competanttiey
have mastered in real life or analogous situatidare importantly, teachers are required to chamge fnorm-
referenced to criterion referenced judgment of Hees’ capabilities or competencies as supported by
Kouwenhoven (2003) who argued that in competensedbaducation, performance assessment is carriday/ou
giving the learner a clearly defined task and adfsexplicit criteria for assessing the performame product.
Criteria are often given in the form of rubrics ttlemn be either analytic (specification of parts)helistic
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(looking at overall performance). Finally, teachare supposed to provide continuous, timely amstcactive
feedback to inform student about the strength asakwess of their performance.

Forth, it emphasizes on application of knowledgentegrate theory and practice in real or analoglifes
situation. Phased out secondary school curriculas eviticized for being content-driven compelliegthers to
adopt transmission approaches such as lecturiogver overloaded curriculum content by emphasistugents

to memorize their lecture notes which are deemadiair for passing examination which often testetitglio
recall memorized facts, knowledge and principlehdifo et al, 1996; Osaki, 2004). Now, the revised
curriculum emphasize on the application of knowkedyy stating that “student should have ability taken
appropriate use of biological knowledge, concegpkdl]s, and principles in solving various probleinsdaily
life” (MoEC, 2005 p.1). This policy statement apred@o be supported by literature on competenceebase
education. For example, Mathijssen-Jansen (19%98) éh Kouwenhoven (2003) criticized learning afl&ed
knowledge and skills and later integration, arguititat learning environment should emphasize on
contextualization (from theory to situation, frorargeral to specific) and de-contextualization (frsitmation to
theory, from specific to general). Thus, teacheesraquired to design a learning task which isaaarried out

in a realistic context or authentic learning enmireent so as to develop the desired competences.

It can be realized that at intention level compet¢ebased curriculum for secondary schools in Taazsimare
many features typical of competence-based currieldawhere in the world (South Africa, IndonesiawN
Zealand and Australia). For example, South Africatgriculum 2005 in very much similar way to Tanzés
competence-based curriculum embraces Paulo Freideals of learner-centred pedagogy, problem-based
curriculum aligned with learner’'s experience otldind collaborative learning (Maodzwa-taruvinga &s3,
2012). Curriculum 2005 was also featured by presi§ipation of outcomes (competences) which dispdattes
emphasis on content and emphasis on formativesaases focused on the pre-specified outcome.

However, the fundamental question which needs tansavered seven years since competence-basedubwiric
for secondary schools was introduced is whetherdbiriculum innovation is being implemented asrited by
policy makers. The question is of great concernabse the implementation of competence-based claricu
elsewhere in Sub-Saharan region has faced myriadsatienges (Jansen, 1999; Spreen & Vally, 20T@us,

the potential of this curriculum to deliver its prise of being a panacea to incapable and unempigehool
graduates has been uncertain. In the subsequetibnsdindings from the recent studies on the teaghe
instructional practices in implementing the revissgimpetence-based curriculum in secondary schaols i
Tanzania is reviewed.

5. The implementation of competence-based curriculurmi secondary schools

Generally, findings from the recent studies on leas classroom practices in implementing the evis
competence-based curriculum in secondary scho@bwd, 2009; Shemwelekwa, 2008; Banda, 2011; Timothy
2011, TIE, 2011) shows that majority of secondachosl teachers are not implementing the revised
competence-based curriculum as directed in the gbpolicy documents such as syllabus and curriculum
frameworks. This is because teachers have narraderstanding of competence-based curriculum and its
repercussion on classroom practices. Thus, theg bantinued to teach and assess using the traalitieaching
and assessment methods. Detailed discussionserges in the next subsections.

5.1. Teachers’ awareness and knowledge of competergased curriculum

It can be argued that for curriculum policy to lffeeively translated into classroom reality; teachwho form
the most single factor which determines the quatifyeducation a child receives (Cooper, 2011) ghoul
understand the policy intention clearly. Howevendings from the recent study on the implementaidn
competence-based curriculum in secondary schoolBaizania are depressing. This is because mogteof t
secondary school teachers have narrow understapflicgmpetence-based curriculum and its repercusso
their classroom practices as observed by Timot@y1? who reported that most of the physics teacimetse
sampled schools had low understanding of the re\gsericulum since none of them had attended arseimice
training for orienting them to the intended curhlicu. The findings confirm earlier results by Shertekeva
(2008) who reported that mathematics teachersansthdied schools had narrow conception of competen
based education to the extent of affecting its @nm@ntation within classroom. Other researchers\{i€al2009;
Meena, 2009; Tilya, 2010) repeatedly reported simiindings on teachers’ awareness of competenseeba
curriculum innovations. From these findings it denargued that teachers who vaguely understand etenge-
based curriculum innovations and its repercussiotheir classroom practices are very unlikely tplement it

as ambitiously intended by policy makers. Lack lefac understanding on competence-based curriculten e
among the key policy makers and implementers has beentioned as a big challenge to the implememtai
competence-based curriculum (Meena, 2009; Tilya &uvhiko, 2010; Tilya, 2010). Similar observations o
South Africa’s Curriculum 2005 as reported by Jan&909) showed that teachers in South African sishdid

not have the philosophical, psychological, socimalgand even curriculum base from which to engaie the
underlying tenets of outcomes-based education,ngite shifting and inaccessible terminology. Thehau
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concluded that under such circumstances it wagditfto translate an ill-understood curriculum ipglinto
practice.
Narrow understanding of teachers on competencedbaseiculum and its underlying tenets has beaibated
to lack of comprehensive in-service training toeatiteachers to the intended competence-baseduumi
innovation and its requirements (Kahwa, 2009; Barafld 1; Timothy, 2011). This was confirmed by fimgis
from the earlier study by Shemwelekwa (2008) whonfb that only 2 of the 12 mathematics teacherdién t
sampled schools attended in-service training onpetemce-based curriculum. Concurrently, recentystud
Timothy (2011) also found that only 1 of the 8 phgsteachers in the sampled schools attended vicser
training for orienting them to the revised curricul. The researchers argued that poor teacher atimtin the
studied areas hindered the implementation of coempetbased curriculum.
It is also interesting to note that Tanzania Ingtitof Education (TIE) which is the authority respible for
designing curriculum and thus training teachergthen curriculum innovation introduced admits itsldfeg to
orient teachers to the intended curriculum inn@ratis exhibited in this quotation:
“TIE (Tanzania Institute of Educatiphas however been unable to reach all the teacberkarner-
centred due to financial grounds. Monitoring regomdicate that majority of teachers are still ugin
teachers-centred methods as opposed to competasee-ldemands(TIE Newsletter, April-June,
2011 p. 4).
The preceding quote confirms that secondary schtm@shers have not been versed on competence-based
curriculum thus they are implementing the revisedriculum contrary to the curriculum demands. Witho
comprehensive in-service training for orientingctezrs to the intended curriculum reforms, it wil difficult
for teachers to pioneer innovative practices indlagsrooms.
5.2. Teaching methods used in the implementation of congpence-based curriculum in secondary schools
Recent studies show that secondary school teath@&emzania have continued to teach in habitualsadsspite
the change in curriculum which demand change ichieg approaches. This entailed the use of trawitio
teacher-centred teaching methods such as lectieesonstrations and brainstorming (Timothy, 2011ndza
2011; TIE, 2011). Teachers explain or demonstratattepts and write notes on the chalkboard forestisdto
copy. Sometimes teachers intersperse lecturing vétall-based closed-ended oral questions whictit eli
minimal thinking among students. On teaching meshbitnothy (2011) reported that most physics teacher
the studied schools were still applying teachettreghinstructional methods such as lecture and dstrations
than learner-centred instructional methods. Thigiomed earlier findings by Shemwelekwa (2008) whbond
that majority of teachers named lecture methodv¥ae#id by questions and answers as the teaching dsethey
most frequently used.
Monitoring reports by TIE (2011) which stated thiatmajority of teachers are still using teacher-cedt
methods as opposed to competence-based curriculimardis” (p.4) also confirms the findings repeatedly
reported by Banda (2011), Kahwa (2009), Timothyl@GOand Shemwelekwa (2008). This practice appears t
contradict with the current perspectives in teagtand learning where the emphasis is on activelveweent of
learners in teaching and learning processes. Lgiigi something that students do, not somethingishdone
for or to them. Thus, both ‘minds on’ and ‘hands activities are essential ingredients in any léagrprocess
(NRC, 1996).
Secondary school teachers put forward various resafmy not using the advocated learner-centred grglain
their day to day classroom practices. These incladk of adequate knowledge and skills on how te tie
advocated pedagogy, large class size, shortagel®fant textbooks, and lack of cooperation frondefs
(Tilya, 2010); the reasons similar to those regblig Spreen and Vally (2010) as barriers to thdementation
of learner-centred pedagogy in South African schioBkachers admitted that they have no adequdie shi
how use the innovative approaches in the actuabd@m teaching and learning despite the factttieat have
been introduced to the advocated teaching appreatimng the pre-service teacher education progr&8ausda
(2011 p.52) substantiated this point by saying fttieg reason for chemistry teachers not applyingstaictivist
approach was the lack of adequate knowledge adid ski the approach”. Teachers’ claims may be &mth
substantiated by findings from the recent studyaydman et al. (in press) who found that in teaeuercation
colleges, student teachers are lectured on hovsd¢oinnovative approaches to teaching and learnipgtieey
were lectured on how to use practical work in sogeand how to use group work in language teachihgs
finding confirms that the advocated pedagogies ey theoretically taught and learned in initiabd¢her
education colleges. This denies student teachens liearning how the innovative practice are appiredctual
classrooms, thus they graduate ill-skilled on tih@oiative approaches to teaching. This situatigrears to be
the order of the day even other African countriégnre a similar reform has been introduced. In Saditica for
example, Spreen and Vally (2010) reported thainkyacentred practices and other intervention hatebeen
implemented since teachers still teach the way thene taught as their embedded assumptions abachiiey
has not been challenged through practical expeziefieacher training for the most part does notcgetfront
the embedded assumptions in teachers, nor doesvitdp workable alternatives conducive to the class
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contexts facing teachers in the most challengingrenments (Spreen & Vally, 2010).

5.3. Assessment strategies used in the implementation @mpetence-based curriculum
As discussed in section two the revised curricubmphasized formative assessment focused on theefireed
competences using authentic assessment stratagisas portfolios, performance-based assessmenifs, s
assessment, projects, and observations (MoEC, 26f@ever, recent studies shows that assessmettiqes
by majority of secondary school teachers in Taredmas generally remained traditional involving thee of
recall-based paper and pencil assessment methodssuests, quizzes, examination and oral quastiontrary
to the directives stipulated in the revised sylm8hemwelekwa, 2008; Kahwa, 2009; Timothy, 201dndA,
2011). For instance, recent observation by Shenkwee(2008) revealed that assessment practices by
mathematics teachers in the sampled secondary Iscvas limited to exercises, quizzes and home worke
researcher observed that teachers mainly askedafagtiestions which encouraged superficial learrohg
mathematics concepts. Innovative modes of assessewgrire teachers to move from the routine limiectual
questions to more open-ended questions and protddring tasks which evoke broad ranging discussants
thinking in classroom (Black, Harrison, Lee, Mardsi8aWilliam, 2005). Teachers cited number of reasdor
continued reliance on traditional paper and pesskessments.

First is large class size. Findings by ShemweleK2@08) showed that a teacher-student ratio in most
community secondary schools was as high as 1: 68s,Tteachers were unable to provide assessméstdas
required frequencies using the advocated assessnethbds. Also, Timothy (2011 p. 74) reported tipatysics
teachers complained of having many students pssicdam as a factor that contributed to non-useanéties of
assessment procedures”.

Second is shortage of time. Majority of teachersdhools were overloaded with administrative respislities
thus their concentration on teaching activities basn weakened (Shemwelekwa, 2008; Timothy, 2(Ads).
example, due to shortage of time teachers do nok roa grade students’ responses to the quizzes and
assignments thus students rarely receive feedbmasdtertain their progress towards the learningaiivie
(Shemwelekwa, 2008) and even if they receive feellifais not descriptive and constructive (Kyaru2911).
Competence-based curriculum in Tanzania emphasizbeouse of formative assessment with the pravisio
continues feedback to monitor students’ learninggpess and improve classroom instruction by teacher
Feedback to the learner, both to assess theirtuachievement and to indicate what the next stetheir
learning trajectory should be is crucial and withiblittle learning yields (Black et al., 2005).

Lastly, teachers mentioned lack of skills on how design authentic assessment tasks focusing on the
competences developed by students. This is bethagehad no training on the competence-based cluric
(Shemwelekwa, 2008; Kahwa, 2009; Mangilima, 2012)s uncertain whether the traditional paper ardq
assessment methods commonly used in secondaryls@reeffective for assessing students’ competence
5.4.Emphasis on competence development and applicatiaf knowledge in teaching and learning process
Although the revised curriculum emphasizes on teetbpment of competence and application knowlédge
solving real life problems, recent studies showat tiihe main focus of teaching in secondary schbals
remained to be passing final summative examinasidministered by the National Examination Council of
Tanzania which is used to select candidates fohibeer levels of education. This was evident ud&s by
Banda (2011) and Charles (2012) who observed thathers directed their efforts to the activitieatth
contributed to their students passing the finahg@ration. This means that development of competenas not
prioritized as directed in the competence-basethlays. Likewise, emphasis on application of knogked
particularly integration of theory and practice wamstrained by shortage of relevant teaching aadning
resources. Thus, teachers are teaching only treetieal part of the subject (Banda, 2011). Thiacfice is
contrary to competence-based education programshvene mainly characterized by specification, depelent
and assessment of competences which are relevegdlttife and job situations (Bowden, 1997). Ipagars that
no opportunities are in place for secondary scktaalents in Tanzania to integrate theory and mraai apply
what they have learned in solving real life probdetm this situation, the policy ambition for edtioa system
to produce competent graduates who can utilize ledge and skills acquired from schools to solve liéa
social and economic problems (Poverty, diseasesnployment, and environmental destruction) is whiko
be achieved.

5.5. Teaching and learning resources available for theniplementation of competence-based curriculum
Generally, findings from the recent studies (Shehalkwga, 2008; Kahwa, 2009; Timothy, 2011) indicatatt
most secondary schools in Tanzania are facing atwtgage of teaching and learning resources neldoa the
implementation of competence-based curriculum. lakbking resources include books aligned with thaesexl
curriculum, laboratory supplies and equipments, efgdcharts and so on. Regarding the resourcestfiymo
(2011 p.77) observed that “most secondary schootké studied areas lack instructional resourcepligsics
especially textbooks and reference books”. Theareber further observed that in some schools boadest
ratio was as high as 1:15 or even higher. Consélyu¢eachers are mainly using old textbooks ineghébr the
phased out curriculum, chalks and chalkboard duaghing and learning process (Shemwelekwa, 20@s).
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mathematics subject the old textbooks used ladpi ton ‘trading account’ which has been addechanniew
syllabus (Shemwelekwa, 2008). Further, Timothy @Q0&ported that most secondary school studeritsreitad
no culture of purchasing their own books or coubd aifford to do so due poor economic status ofr tharents
particularly in community secondary schools.

From the reviewed findings it is evident that thgolementation of the revised competence-basedceiluim in

secondary schools is being constrained by acuteagfeof relevant resources. It is argued thathieacmust be
provided with resources, time and opportunitiegshdy are to make changes as prescribed in thegrognd
system standards (NRC, 1996).

6. Disjunction between policy and practice in the imptmentation of competence-based curriculum

From the previous description of competence-basedicalum (Section two), it was established thag th
competence-based curriculum reforms emphasizedth@mde of innovative teaching and assessmentgate
which entailed learner-centred teaching and autherssessment methods. Teachers were requiredatgeh
from teaching for content coverage using transmissipproaches to teaching for competence develdpmen
using activity-based interactive approaches. Moeeoassessment practices were to focus on the ¢enges
developed by students. However, findings from theent studies confirmed that teaching and assessmen
most secondary schools has remained traditionas @itailed the use of traditional teacher-centrethods
where teacher lectured and writes notes on the&kdfward for students to copy and memorize latesedsment
practices on the other hand involved the use dittoaal paper and pencil assessment methods whedsured
factual knowledge. More importantly, teaching haxused mainly on enabling students to pass final
examination which is used to select students fahé&r education. Therefore, it can be realized thatpolicy
intentions as expressed in the formal curriculuncutieents and instructional practices as reportedhén
reviewed findings from the recent studies on thplémentation of competence-based curriculum in regay
schools symbolize two disjoined scenarios. In faattice appears to oppose policy demands.

In this review it is argued the concerned authesitiMinistry of Education and Vocational Trainifggnzania
Institute of Education and other education stakddms) should engaged themselves in instituting nirge
measures to overcome myriad of drawbacks facinginiementation of competence-based curriculum in
secondary schools if the desired outcomes are &xhieved. Provision of comprehensive in-serviasming and
mentoring programs for teachers may be the apm@tapbieginning to overcome the ill-conception otteas on
competence-based curriculum.
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