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Abstract

This paper is based on a study that tried to establish the comparison of established two educational programs for
student-teachers in Tanzania. The findings revealed that for the normally trained teachers, their academic programs
and content were better designed compared to licensed trained teachers and thus they were more effective in
teaching than the licensed trained teachers. It was recommended first and foremost, that The Ministry of Education,
Science and Technology (MoEST) should provide and support general and specific in-service training programs,
especially for the crash trained teachers, so that they become more knowledgeable and skilled in the teaching and
learning processes. Furthermore, the MoEST should support the existing teachers’ resource centres with regular
and continuous in-service activities at the centres to equip teachers’ knowledge and skills.
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1.0 Introduction

In 2002, the government through the Ministry of Education, Science and Technology (MoEST) introduced two
major educational programs for the aim of solving the acute shortage of teachers in both primary and secondary
schools. These programs were Primary Educational Development Program (PEDP) and Secondary Educational
Development Programs (SEDP). Concurrent with PEDP implementation in 2002, a three month college-based
teacher training program was introduced. Teachers were introduced to teaching and other related courses without
initial and prerequisite knowledge necessary for one to pursue teacher training. Other learning time was spent in
the schools. The Government uphold that the crash program was beneficial, as within two years of implementation
of the program the demand for teachers had been almost met (URT, 2004). The idea of SEDP was that within three
months trained teachers will be adequately equipped to teach students in secondary schools. Nevertheless, through
the crash program, unfortunately, the academic aspect of teacher education was not emphasized but the emphasis
was on pedagogy. In 2006, the MoEVT employed 3,500 crash trained teachers in secondary schools and in the
same year 2006, about 6,000 high school leavers joined the same short course at various Teachers Training Colleges
in the country, and later the they were to teach in secondary schools as licensed trained teachers under the directive
that within five years of licensed teaching, they should upgrade their levels of education and acquire a Diploma or
a Degree otherwise they would be terminated from employment (Nyangwe, 2007; Mussika, 2002; Mosha, 2004;
Fungo, 2008).

Tanzania Institute of Education (TIE), on other hand, developed a new teacher training curriculum as one of its
efforts to improve the quality of education. The aim of the curriculum was to improve the quality of teachers
prepared in teachers training colleges (Katunzi, 2000). The teacher training curriculum brought changes in
curricula at both at primary and secondary school levels (Katunzi, 2000). The emerged new curricula placed great
emphasis on reforming a two years teacher training program. That was mainly meant to prepare competent teachers
who will be teaching in primary and secondary schools as well as in teachers’ training colleges (ibid). The
curriculum was expected to provide competence to student teachers in the following aspects: knowledge skills,
methodology, pedagogic skills and other teacher basic competence aspects such as marking assignments correctly,
language mastery, subject mastery and problem-solving. This paper therefore, deplores the into the differences in
content and time allocation between the crash and normal training programs in Tanzania and their effects on
student-teachers’ academic qualifications.

2.0 Philosophical Stance for Reforms in Teacher Education and Training
In the early 1980’s, debates on an increased role of schools in training teachers were featuring in teacher education
and training circles (Furlong et al., 1988). It is recorded that although in countries such as England and Wales, the
acceptance of the school-based teacher education was in early1990’s the idea was not entirely new. Furlong et al.,
(1988: pg ) trace the origin back to 1944 when it was first suggested that:

“the key to effective training (of teachers) was to give the practical side greater weight (in which)
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staff of schools in which the students were placed on teaching practice should be primarily responsible
for directing and supervising them”.

The idea that teacher education and training is a process of specialized professional preparation is what triggered
the shift from college-based to more school-based teacher education initiatives. In England, the trend in change of
institutions responsible for preparing teachers was a result of demand for a different focus on teacher training, from
teacher training colleges to colleges of education to institutes of (higher) education; each of which carried a different
philosophical meaning and focus (Bell. 1981). The teacher training colleges, focused on producing the ‘good
teacher’, one with moral responsibility (Ibid). As such, the role of teacher training was to provide some ‘charismatic
education’, some teacher qualities that would enable the teacher to perform. In Tanzania, Colleges of Education
that followed the Teacher Training Colleges in 1960s, sought to produce educated teachers. Emphasis was on
education not training. Therefore, teacher training became part of the higher education system and within
universities where they were to be equipped with analytic, intellectual skills to enable them to improve and evaluate
their classroom performance (Bell, 1981). The emergence of the Teacher Education Institution (TEI)-school
partnership therefore could be associated with the public demand for a better system for teacher preparation. By
the beginning of 1980’s the UK Department for Education and Science (DES) issued a series of statements on
teacher training. One of those was that initial teacher training of all qualified teachers should include studies closely
linked with practical experience in schools and involve the active participation of experienced practicing school
teachers.

Furlong et al, (1988) did a research at various educational institutions in England and found that learning to teach
was at four levels: first, was direct practice where training was through experience in schools and classrooms;
secondly, indirect practice that is detached training in practical matters conducted in classes or workshops within
the training institutions; third, practical principles in which critical study of principles of practice and their use were
made and fourthly, disciplinary theory in which critical study of practice and its principles in the light of
fundamental theory and research were also in place. The four levels revealed that the move was towards the training
of reflective practitioners rather than of those seeking to apply theory. While in the notion of practices as the
application of theory created a psychological gap between theory and practice which no amount of practice could
bridge, the gap was not experienced in this project because theoretical aspects at levels b, ¢, and d were given
professional relevance at level a. School-based trained teachers were generally rated by school heads as better than
those from other routes.

In 1989 the Licensed Teachers Scheme was piloted in England and Wales whose essence was that it was
individually tailored and employment-based, not course-based (Arora, 2005). It was an apprenticeship initiative
placing students entirely in the hands of schools alone. However, it was established that more than half of the
licensed teachers were qualified as teachers overseas and many of the others has had some teaching experience
(Arora, 2005).

While the Licensed Teachers Scheme was entirely school-based, a similar scheme, the Articled Teachers Scheme,
was run in partnership between training institutions and local education authorities which was first implemented as
apilot in 1990 (Arora, 2005). Student teachers would enrol in a two-year of Post Graduate Certificate of Education
(PGCE) program at a training institution but they would be trained as far as possible in school and would be paid
(Aurora, 2005:109). It is important to note that these reforms were not always well accepted. Teacher unions were
reported to have been cautious-seeing the moves as a loophole for authorities to employ the cheaper earn-as-you-
learn than the trained teachers, a quick-fit strategy and a fast low cost solution to teacher shortages as well as a
dilution of standards in a rush to get more teachers (Arora,2005).

In America, teacher training followed a similar trend from teacher training in normal schools, to teacher training
colleges to university faculties and then to professional development schools and licensed programs (Lewin, 2002).
It has been noted that the use of university faculties for teacher training brought about competition for resources
that led to education faculties usually emerging the losers. But that was not all, the gap between teacher training
and the school widened as the experts were increasingly being prepared in isolation, to the dissatisfaction of the
public, the employers, parents and students. Also, it has been noted that due to problems within the faculties of
education, teacher production could not suffice the demand for teachers in terms of numbers and quality. The
emergence of the professional development schools and alternative licensure programs were a reaction to the
teacher quality and supply issues (Smith, 2009).

As noted earlier, there are competing discourses on teacher training and development ranging from university—
based theory-into-practice to craft apprenticeship based in schools. Adoption of university—school partnership is
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increasingly becoming a more compelling venture as theory and practice are integrated in the form of collaboration.
However, this understanding is in principle a middle position of the extremes—the Theory into Practice and the
Craft Apprenticeship models.

In most countries preparation of teachers or teachers’ education is conducted by teacher education institutions
managed by Ministries of Education or based on the Universities. The terms used for teachers’ training institutions
are: Teacher Training Colleges (TTCs), Colleges of Education (CE) or Teacher Training Institutions (TTIs). The
terms are used synonymously, depending on the historical influence of the country (Osaki, 2003). However, the
primary task of an education institution is the preparation of individuals so that they gain teaching expertise.
Berliner (1988) stresses that, over the years, teacher preparation institutions continued to struggle with the question
of how to provide the kind of experiences that are conducive to the preparation of students to become successful
teachers.

3.0 Teacher Preparation in Educational Foundations

Teacher preparation is a systematic process, which focuses on preparation of teachers, giving them guidance and
support towards the acquisition of various relevant educational theories for skilful competence as well as effective
performance in teaching and learning at classroom level. It involves teachers studying courses such as educational
psychology, philosophy of education and sociology of education (Adea, 2003). The three subjects can be
considered to constitute educational foundations focusing on teachers’ development of skills, classroom
management, teaching methods, educational evaluation and educational guidance as well as counselling with
administration (Bengtson, 1993).

Most governments have set standards that vary with the kind of schooling for which the training is designed.
However, in some countries, people with low academic qualifications enter teacher training (Lewin, 2004). Nyerere
(1999) points out that, teachers undergo a special teaching course at colleges, because born teachers are rare and so
they need to be exposed more frequently to the latest ideas and techniques in the subject matter in their field through
seminars, workshops and conferences.

4.0 The Study Area

The study on which this paper is based was conducted in Morogoro, Iringa, Songea and Bunda municipalities.
Reasons for selecting these areas were: first, they had teacher training colleges which offered both crash and normal
teacher training programs. Therefore, it was likely that some of the licensed trained teachers were posted to schools
within those particular areas. Second, it might have been convenient for the researcher because schools and colleges
were close to each other, so it was easy for the researcher to move from where knowledge was given to where
practice was done.

5.0 Methodology

Primary data were collected using both qualitative and quantitative methods, where secondary data obtained from
literature search and review of relevant official documents. The literature review further highlighted the
philosophical stance for reforms in teacher education and training and teacher preparation in education foundation.
Two phases of data collection and analysis were conducted. In the first phase, qualitative data was based on the
contents of the two established programs (crash and normal), academic qualifications of student-teachers and
facilitators of these two programs. The second phase of data collection focused on quantifying some variables on
pertinent issues discussed during the in-depth interviews, observation and focus group discussions.

6.0 Findings of the Study

The findings of the study are presented under the following subsection: demographic profile and socio-economic
characteristics of the respondents, contents and time allocated for training period between crash and normal
programs and academic qualifications of the student-teachers.

6.1 Demographic and Socio-economic Characteristics of the Respondents

It was important to find out that the demographic and socio-economic characteristics that were involved in the
study by looking on main variables such as age, sex and levels of education. These variables would provide
indication if at all there was equality or differences of the two contents offered to both crash and normal programs,
student-teachers and facilitators’ (tutors’) academic qualifications. The distribution of the respondents in terms of
sex, age and level of education is presented in Table 1.
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Table 1: Demographic and socio-economic Characteristics of the Respondents
Respondents’ | Sex Age Level of Education
Name
o 25 | E% E |2 4
o | = w |w | v | n 5 5 & ) 222
= g N N = | 2% = Sen | @
= | = 2|18 |®|§F|o8 | <«8 | A& S | =
Headmasters 12 - - - 8 4 - - 9 3 -
Headmistress | - - - - - - - - - - -
Normal 16 14 - 5 22 |3 - - 23 7 -
trained
teachers
Licensed 24 6 - 28 | - - - 30 - - -
trained
teachers
Students 30 30 60 60 - - - -
Students’ 16 8 - - 8 6 - 5 12 7 -
parents
Tutors 20 12 - - 3 29 | - - - 23 9
Municipal 2 2 - 2 2 - - - 2 2
officials
MoEVT 1 1 - 1 1 - - - 1 1
officials
TIE officials 1 1 - - 1 1 - - - 1 1
Zonal 2 2 - - 2 2 - - - 1 3
secondary
school
inspectorate
officers
Total 124 | 76 60 |36 |47 [ 45 | 60 35 44 45 16

Source: Computed from field data (2014)

Data displayed in Table Ishows that out 200 respondents, 124 (67%) were male while 76 (33%) among the
respondents were female. On the other hand, among the respondents, 36 (18%) were in the 26-35 age group. 47
(23.5%) were in the 36-45 age group and 45 (22.5%) were in the 46-55 age group. The table revealed that male
were more than female and it was found that, most of the respondents who provided their opinions about the
contents of the two established programs (crash and normal), academic qualifications of both student-teachers and
facilitators of the programs were at age of 26-55 years. This indicated that they were too matured enough in terms
of working experience to give the opinions on matters pertaining educational programs in Tanzania.

Furthermore, Table 1 shows that since it is believed that education is the engine of the socio-economic and political
development of any society, respondents were asked to state their level of education. Table 1 shows that out of 200
respondents interviewed on their level of education, 60 (30%) were Form IV level, 35 (17%) were Form VI leavers,
44 (22%) Diploma education holders. Also 45 (22.5%) were Bachelor degree holders and only 16 (8%) were
Masters degree holders. This revealed that their opinions were relevant to what was going on to the quality of
education in Tanzania.

6.2 Contents and Time Allocation between Crash and Normal Teacher Training Programs

The study revealed that the contents and time allocation between crash and normal trained teacher programs varied.
Findings from all the respondents revealed that the content for normal program was designed for two years for
Diploma course. 2 TIE officials, 2 MoEVT officials and 32 tutors pointed out that normal trained teachers program
was designed for two years of diploma course and were required to stay at the Colleges all the time doing continuous
assessments, Block Teaching Practices (BTP) and finally, they were supposed to sit for the national examination
prepared by the National Examinations Council of Tanzania (Table 2).
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Table 2: Content of Two Years Diploma Course Designed for Normal Trained Teachers in

Tanzania.
Courses Taught Time Frame in Years| Hours Needed Per
1&2 Two Years
Professional Courses:
Educational Psychology, Guidance and Counselling 1&2 80
Foundation of Education 1&2 80
Education Research, Measurement and Evaluation 1&2 80
Curriculum and Teaching 1&2 80
Academic Courses:
Information Communication Technology (ICT) 1&2 40
Communication Skills 1&2 40
General Studies 1&2 40
Block Teaching Practice 1&2 16 Weeks
Option I Academic (Science Subjects) 1&2 80
Option II Academic 1&2 80
Total 1&2 640

Source: Computed from field data (2014).
However, the findings from respondents indicated that the content of the crash program for licensed trained teachers
which was intended for training teachers for three months and was divided into four modules to meet the demands
of the course and also to enable facilitators to finish the content in time. A MoEVT respondent who coordinated
the crash program had the following comment:
“We divided the topics into four modules in order to enable our facilitators to teach the student-
teachers well and the program was very successful.”

Those four modules were categorised as follows: Teaching and Learning, The Teacher and Teaching Profession,
Adolescence and Schooling, along with School Organization and Management (see Tables 3 to 6).

Table .3: Module I (Teaching and Learning).

Name of Topic Coverage in Hours per week
Teaching and Learning 3
Curriculum Materials 2
The Syllabus 4
Scheme of Work 6
Lesson Plan 8
Lesson Notes 4
Teaching Aids 8
Classroom Interaction Skills: (Teaching and Learning Methods) 8
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Organization and Management of A Class 5
Motivation and Reinforcement 5
Assessment: (Meaning and Importance) 3
Assessment Procedures: (Test) 2
Test Construction and Use 6
Planning the Test 3
Interpreting Test Scores and Keeping Student Records 6
Alternative Assessment Procedures 3
Total 76

Source: Field data (2014).

Table 4: Module 2: (The Teacher and Teaching Profession).

Name of Topic

Coverage in Hours per week

The Teacher NIL
The Teaching Profession 1
Professional Code of Conduct 4
Total 5

Source: Field data (2014).

Table 5: Module 3: (Adolescence and Schooling).

Name of Topic

Coverage in Hours

Meaning and Significance of Adolescence 3
Characteristics of Adolescents 3
Guidance and Counselling NIL
Total 6

Source: Field data (2014).
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Table 6: Module 4: (School Organization and Measurement).

Name of Topic Coverage in Hours
The Concept of Education and Training 2
Philosophy of Education NIL
School as Socialization Agent 3
Education Policies and Education Acts 3
School Management 3
Support Agencies for Teachers 2
Children’s Rights and Needs 3
Total 16

Source: Field data (2014).

In making the comparison between those two programs offered to both normal and licensed teachers in Tanzania,
the study revealed that there was a major difference in the structure of the programs designed between the two types
ofteachers. Table 1 show that, normal trained teachers were well prepared in their teaching profession. Six courses
had eighty hours for two years of training period. This indicated that they had enough time to learn and discuss
various assignments given by their tutors. Likewise, Communication Skills and General Studies had also forty
hours for each course. Again, they had sixteen weeks for Block Teaching Practice which enabled them to practice
what they learnt in classes. However, from Tables 3 to 6, the program for licensed teachers looked different from
the normal trained program. The program for licensed teachers is too condensed for the teachers to grasp requisite
subject matter about teaching and learning. Some of the topics were not allocated any time (Philosophy of
Education, The Teacher as well as Guidance and Counselling of Adolescents). This implies that tutors under crash
program had discretion to allocate time to some content according at their own convenience. This trend of affairs
leads to suggest the following: first, time allocation varied from one class to another and and secondly some topics
were omitted completely from the program.

This being the case, teachers lacked adequate knowledge and skills on how to go about guiding and counselling
students, including other members in the community. Guiding and counselling skills as a topic was not taught to
licensed teachers despite that they were going to work in schools whose students were at their adolescent growth
spurt. It is obvious that due to many social, economic and physical factors, adolescents encounter many problems
such as distress, drug abuse, and prostitution, pick pocketing and other crimes which affect the young men and
girls. All four zonal Secondary School Inspectorate Officers had the following views on the absence of Guidance
and Counselling Course to the licensed teachers, that:

“ psychologically, licensed teachers were not prepared enough to meet many challenges related to

their work like how t deal with staff, individuals, society and community at large. Some of these

teachers were reported to have social relationship with their students, some married them and others

failed to control their emotions and therefore fought with students”.

In addition, some of the topics available in the normal teachers’ program were left out completely in the crash
teacher training program. For example, topics such as Educational Research, Measurement and Evaluation in which
teachers learn different techniques of assessing their learners, going about research and applying them in their daily
school activities in the future were not part of the program. The absence of those topics affected the licensed trained
teachers to teach effectively. However, all the 16 respondents from TIE, MoEVT and Headmasters/mistress when
asked by the researcher to give their general views about the two programs in terms of improving secondary
education in Tanzania, they had the following comments:

“the government had good vision for citizens. Both programs are good despite the fact that some

people denounce the crash program as being ineffective. But the crash program in general was

sufficient to meet the high demands of teachers due to recent mushrooming of Ward/Village

community secondary schools. However it should be remembered that; the objective of the program

was to curb the acute shortage of teachers. In that respect, those teachers have done a commendable

job than what was expected of them”.
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From the above findings, it could be concluded that normal teacher training program had more opportunity to
prepare good teachers compared to crash teacher training program which content was not enough to enable teachers
to acquire all teaching and learning skills. Dove (1986) points out that teacher preparation is always a systematic
process which focuses on preparation of teachers, giving them guidance and support towards the acquisition of
various relevant educational theories for skilful competence as well as effective performance in teaching and
learning at classroom level. It involves teachers studying courses such as educational psychology, philosophy of
education and sociology of education. These courses should take a long training period in order to enable teachers
to be competent. Conant (1963) pointed out that, whether preparation for teaching extends over a few weeks or
many years, the distinctive part of education is and has been common for pedagogy, the study of the art of teaching.
Thus, the shorter the education preparation for any profession is, the heavier the emphasis on methods, and the
greater the isolation from other disciplines. The result is a student with a limited mind and narrow understanding.

6.3 Student-Teachers’ Academic qualifications

One important observation noted in this study was that both student-teachers (crash and normal) programs had the
same academic level qualifications. Both programs recruited student-teachers who had completed advanced
secondary education (Form Six) with minimum academic qualifications of two principals and one subsidiary pass.
One respondent among the tutors had the following comments on level of education between these two types of
teachers that:

...academically the normal and licensed teachers are equal because they have entered into the teaching program
with the same education qualifications...

In addition, 28 out 32 (87.5%) tutors who coordinated the crash program supported the above comment by saying
that:
“a good teacher does not necessarily have to be one who stays in the classroom for a long period of
training, rather it depends on many factors like; individual education background , commitment,
motivation, working environment and political support”

From the above findings, it is shown that both of the two types of teachers had the same academic qualifications
for joining the teaching programs but, the ability of to teach depended much on the teaching and learning
environment during their training program (Osaki, 2003). This is carried further by Osaki (2003) who argues that
teacher training program in Tanzania for both licensed and normal trained teachers is ineffective in preparing
competent teachers because the whole process has been influenced by politics rather than remaining in the realm
of academicians. The politicians have been intervening in the education sector by forcing the community to
construct a lot of secondary schools without system of preparing enough teachers in order to win the election
campaigns. The findings revealed that the crash teacher training program was delivered by qualified and
experienced facilitators in the four teacher training colleges: Bunda, Morogoro, Kleruu and Songea (MoEVT,
2004). 2 TIE officials, 2 MoEVT officials and 32 tutors went further to point out that the tutors who ran the crash
teacher trained program had the requisite qualifications for running the teaching program. 23 out 32 (72%) had
bachelor degree in education and 9 out 32 (28%) had masters degree in education and beside they had long
experience of teaching.

Therefore, from the above findings, it is clear that the crash teacher training program involved qualified and long
experienced facilitators who had good teaching pedagogical skills. This was contrary speculations that they were
ill trained. URT (2000) gives the guidelines of the minimum qualifications of the tutors who teach in Teachers’
Training Colleges; that they should have atleast first degree, a level which the trainers (tutors) are well trained
enough in teaching profession to be effective in imparting knowledge and other pedagogical skills to the learners
that is the would be teachers (Mussika, 2002).

7.0 Conclusions

Looking at the findings and discussion above, a number of conclusions can be made. A major observation is that
crash teacher trained program had more challenges than normal training program. This was because the program
itself was delivered in a short period of time such that it was not possible to equip student-teachers with requisite
pedagogical skills to be effective and comptent teachers. This is contrary to what Shaw (1992) belives in thus:
e the process of becoming a professional teacher, however, is a lifelong process, which involves years of
acquiring knowledge on the teaching, learning process, trying out new teaching style that engage learners, observing
others, effective classroom management, good preparation, effective use of teaching/learning materials, receiving
and giving feedback.....”

It is vivid from the above excerpt that, to be a teacher is a long process which makes one to spend some years of
training and not a short period of time.
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8.0 Recommendations

Based on the study findings and the ensuing conclusion, the following recommendations are made: first and
foremost, that The MoEVT should provide and support general and specific in-service training programs,
especially for the crash trained teachers, so that they become more knowledgeable and skilled in the teaching and
learning processes. Furthermore, The MoEVT should support the existing TRC so that there are regular and
continuous in-service activities going on at the centres to equip the teachers with more knowledge and skills. These
resource centres will help teachers to acquire knowledge and skills which were not attained during the training
period and to use that knowledge in the classrooms.
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