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ABSTRACT 

The purpose of this study was to explore community perceptions on the use of 

unqualified teachers in community-based secondary schools. In order to practice 

these study objectives a case study design was used. The study employed the 

qualitative research approach had some elements of quantitative research approach. 

Data was collected through interviews; focus group discussion and semi-structured 

questionnaire. The study involved 45 participants. Among them 5 were Head of 

Schools, 20 Secondary School teachers and 20 were School Board Members. In 

order to meet the intention of the study, this sample was obtained through purposive 

sampling and stratified random sampling. Data analysis was done through by content 

analysis method, calculating frequency and percentage. 

 Study findings revealed that Secondary School teachers and School Board Members 

were all aware of the presence of unqualified teachers in community-based 

secondary schools and they were perceived negatively. In addition, it was indicated 

by the study participants that unqualified teachers were employed to cover the 

shortage of science and mathematics teachers. Furthermore there are shortfall in 

using unqualified teachers as they lack lesson preparation skills such as preparing 

lesson plan, scheme of work and teacher‟s ethics.  

The study recommends that, the government should focus on engaging unqualified 

teachers in pre-service and in-service development programme. One of the major 

recommendations from the participants is to have a special training programme for 

unqualified teachers in community-based secondary schools in order to address the 

shortage of teachers in rural community-based secondary schools. Other studies 

should be done to involve parents and students perceptions concerning unqualified 

teachers in community-based secondary schools.      
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CHAPTER ONE 

1. Introduction 

1.1 Background to the Problem  

The purpose of this study was to investigate community perceptions of unqualified 

teachers in community-based secondary schools in Mvomero District in Morogoro 

region. Experience shows that high demand for teachers in community-based 

secondary schools appears to be the source for head of schools locally to engage 

form six leavers in order to cover the existing shortage of teachers. The communities 

around schools, parents, teachers, school inspectors have been raising concerns and 

downside perceptions towards the use of unqualified teachers in community-based 

secondary schools. It is this persisting perception among the communities which 

encouraged the researcher to further pursue the way communities perceives 

unqualified teachers which appear to be increase. 

To start, it may be important to set out a cracking definition for this important word 

qualified teacher the opposite of unqualified teachers.  A qualified teacher is a person 

who receives a license to teach. An applicant shall complete an approved teacher 

education programme and demonstrate a proficient performance in the knowledge, 

skills, and dispositions under all of the teacher standards (Wisconsin, 2009). An 

unqualified teacher in this study refers to a teacher who has not done formal teacher 

education programme in order to teach. In Tanzania for- example form six leavers 

are employed to teach in community-based secondary schools to cover the existing 

shortage of teachers in rural community–based secondary schools (Oluoch 2006).  

The discussion about unqualified teachers is a global issue in the field of education 

and appears in many countries. For-example, in Jamaica, Ferguson, (2009) found out 
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that unqualified teachers exist in Jamaican schools and have challenges related to the 

use of appropriate teaching methods, understand the characteristics of the age group 

of the students, child development, psycho-social development and have low 

effectiveness in addressing behavioural issues when they arise in classroom. 

Ferguson, (2009) study investigated the ability of unqualified teachers in teaching 

and managing behavioural issues in Jamaican schools. Observation also indicated 

that unqualified teachers are challenged by knowledge and skills in teaching and 

learning skills if they are to help students to learn 

Furthermore, (Twigg, 2013 & Aidan, 2008) reported that in the UK and Ireland, 

more than 5000 unqualified teachers without formal qualification who have been 

allowed to work in academies and free schools under the government‟s education 

reforms was be required to gain a formal qualification. In a report by the UK 

Education Secretary, unqualified teachers would give access to teacher education, if 

not within the special period they would be out of a job.  

Similarly, the government of India prevents the appointment of unqualified teachers 

even if they have passed the teachers eligibility test (TET) for the post of secondary 

and higher secondary teachers in government schools, for lack of experience and 

professional ethics (Bennett, 2012 & Coleman, 2012). In China and Japan, the 

minimum qualification to get a teaching license is a degree and two years of teaching 

experience in the field of education (UNESCO, 2012). Despite of the high demand of 

English teachers in schools and colleges, China and Japan still consider professional 

qualification and experiences for employment in public schools.   
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The situation in African countries is not unique as reported by the World Bank 

(2005). For example, Gambia had 1,600 unqualified teachers; Zambia had over 

7,000, Lesotho had over 6,600, while Tanzania had over 10,000 unqualified teachers 

(World Bank, 2005). It is estimated that the percentage of unqualified teachers in 

Nairobi city community secondary schools to be around 90%. Unfortunately, the 

actual number of teachers in these community schools could not be established 

during the survey of World Bank. The survey also observed that 4,100 secondary 

school teachers in Lesotho, 1,720 (42%) had unqualified teachers and 4,036(11%) of 

teachers were unqualified in Uganda. In Tanzania the ministry estimated the number 

of unqualified teachers to be around 3,500 in community-based secondary schools 

(World Bank, 2005).Table 1 indicates number of teachers in sub-Saharan Africa and 

their qualification. 

Table 1: Teachers in sub-Saharan Africa countries and their qualifications. 

Country   % Trained Teacher % Untrained Teachers 

Lesotho 

 

58% 

 

42% 

 Tanzania 

 

69% 

 

31% 

 Uganda 

 

89% 

 

11% 

 Gambia 

 

95% 

 

5% 

 Kenya 

 

98% 

 

2% 

             

Source: World Bank report survey, 2005. 

In Uganda unqualified teachers are found in rural or hard-to-reach areas, especially 

those affected by conflicts. Efforts should therefore, be made to improve the security 

situation in those areas affected by conflict and to provide or improve incentives to 

teachers who serve in rural and hard-to-reach areas. The government might consider 
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recruiting qualified local candidates into teacher training colleges. Such candidates 

are likely to go back and teach in their home areas after graduation (Sinyolo, 2007 & 

Wellen, 2000). From reference to Tanzania these strategy of training local candidates 

have some impacts in building national unity, also some areas miss candidates to 

have entry qualification into teacher education. 

Ololube, (2006) did a study in Nigeria about qualified and unqualified teacher 

methodological competencies. Findings revealed that there are significant differences 

in the effectiveness of qualified and unqualified teachers‟ in methodological 

competencies.  Ololube (2006) observed that qualified teachers are able to take into 

account individual needs among students, because of their background knowledge in 

educational psychology. For instance, a case of children with learning difficulties is 

one of the most challenging situations that face teachers. The differences in needs are 

built on the foundation of persistent failure on the past of some to achieve what other 

children are achieving. That is to say difficulty in reaching the expected academic 

standard. The special needs of these students are seen as part of the qualified 

teacher‟s job which is very unlikely for many unqualified teachers.   

Findings by Oloriade (2013) and Ololube (2008) also revealed that qualified teachers 

tend to apply appropriate teaching methods such as problem solving methods, 

dramatisation and demonstration methods in the teaching and learning processes. An 

important question could be whether it is true that all qualified teacher use 

appropriate teaching and learning methods or not. Oloriade, (2013) observed that the 

low quality of teachers in the Nigerian schools system is responsible for 

inappropriate performance of pupils in public examinations. The Nigerian 

government was to invest more in the recruitment of qualified and experienced 
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teachers as well as ensuring teacher education for teachers. This will enable teachers 

to keep abreast of modern teaching and learning methodology. Of course this does 

not always provide the same results in the real situation. Better performance depends 

on different factors, for-example: teacher‟s motivation, education leadership, teacher 

commitment and availability of teaching and learning materials.  

In a study conducted by Majongwe (2013), Seventy percent (70%) of teaching posts 

in Matabeleland is occupied by unqualified teachers due to collapse of infrastructure 

that has caused qualified staff to escape the area. In addition, it is reported that in 

Zimbabwe, rural schools faced a critical shortage of skilled teachers and, if urgent 

measures were not set in place education standards in the region would deteriorate 

sharply. Furthermore, Mulkeen, (2005) asserts that, the problem of teachers is often 

considered as a problem of teacher numbers rather than qualification. This is not to 

deny that many countries also face challenges of teacher supply.  

Table 2: Summary of Rural and Urban Trained and Untrained Teachers  

 
Mozambique Lesotho 

 
Malawi 

 
Tanzania 

 

 

QT UNT QT UNT QT UNT QT UNT 

URBAN Maputo Maputo Lowland Lowland Data no Data no 

Dar-es-

salaam 

Dar-

es-

salaam 

     

difference difference 

  

     

in rural in rural 

  

     

and urban and urban 

                   

 

92% 8% 76% 24% ------- -------   68% 32% 

         RURAL Monica Monica Mountain Mountain 

 

     Lindi Lindi  

 

province province province province ------   --------- 

  
           42% 58% 49% 51%         39% 61% 

Source: World Bank (2005).  Key: QT- Qualified Teachers   UNT- Unqualified Teachers 
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Table 2 indicates that many countries have qualified teachers in urban areas who are 

unemployed, and that there are unfilled posts in rural areas. This pattern of 

simultaneous surplus and shortage is strong evidence that the problem of teachers for 

rural schools will not be solved simply by providing more teachers. Unqualified 

teachers in many of the countries are more concentrated in rural areas rather than 

urban setting. On this basis, it is suggested that in most countries teacher 

qualifications do not meet the set standards (Perraton 2002), and it is estimated that 

about a half of the teachers in developing countries are unqualified according to 

standards set in their own countries. In Ghana for example, Ghana National 

Association of Teachers (GNAT) raised concerns about the large number of 

unqualified teachers in classrooms throughout the country:  The population of 

unqualified teachers was as high as thirty percent and this was negatively impacting 

on the performance of the pupils in schools where such teachers taught (Ghana News 

Agency, 2009).  

Unqualified teachers have been reported to exist in different levels of education in 

Tanzania, (Osaki, 2000, Laddunuli, 2012, Ng‟umbi, 2009 & Mtahabwa, 2007). It has 

been observed that there are consequences associated with unqualified teachers in the 

education system in Tanzania. Moreover, it is argued that methodological 

competence produces input to instructional processes, and instructional processes 

establish requirements to stimulate rational input in student‟s academic 

achievements. All along parents and other stakeholders have different perceptions 

towards the use of untrained teachers in community-based secondary schools. Some 

stakeholders‟ have related the low performance of students in community secondary 

schools in the final examination with the presence of unqualified teachers. 
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Despite the Tanzanian government commitment to establish community-based 

secondary schools and more qualified teachers to serve them, critical shortage of 

teachers has always existed in rural community-based secondary schools.  Such 

circumstance forced school heads in collaboration with School Board Committees to 

look for various options of engaging teachers. The available solution to address the 

shortage was to employ Form Six leavers to teach in schools and pay them locally 

(Kissasi, 1994). In Tanzania, the shortage of teachers is more serious in science and 

mathematics subjects in secondary schools. This is caused by low production of 

science teachers in the labour market and hence critical shortage of teachers in most 

secondary schools in the country (Kitta, 2004 & kibga, 2004). This is due to the fact 

that as the number of students joining form five decreases, the number of students 

joining teacher‟s colleges and Universities in science related fields will decrease. 

For instance, out of 4027 secondary school teachers who graduated from all 

universities in Tanzania in 2011, only 430(10.7%) were science teachers whereby 47 

(10.9%) of the few science teachers were for physics, 152 (35.35%) for chemistry 

and 231 (53.7%) for Biology (MoEVT, 2011). In the year 2012, a total of 14,017 

secondary school teachers were employed out of whom 2,011 (14.35%) were science 

teachers (Kibga, 2013).Table 3 illustrates the shortage of science teachers in 

Tanzania. The shortage forced some community-based secondary schools to employ 

form six leavers to teach in rural schools. 
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Table 3: Teacher shortage in science related subjects and mathematics subjects in 

Government secondary schools 2012 

               SUBJECTS 

STATUS Biology Chemistry Mathematics Physics 

 

Available 4,070 3,336 4,006 2,309 

 

Required 9,625 9,215 11,535 8,909 

 

Shortage 5,555 5,879 7,529 6,600 

 

% Shortage 57.7 63.8 65.3 74.1 

              Source: BEST, 2012 

1.2 Statement of the Problem 

Teaching and learning is a complex process which requires teachers to make 

informed decisions about teaching strategies and ways to support pupils‟ learning 

(URT, 2010). In this regard, the 1995 Tanzania Education and Training Policy state 

that “in-service training and re-training shall be compulsory in order to ensure 

teacher quality and professionalism” (URT, 1995). However in the current education 

and training policy (forthcoming) and MoEVT (2008) teacher development and 

management strategy, teacher education objectives in Tanzania are built around the 

development of pre-service and in-service teacher education (professional 

development), and strong subject matter mastery and development of sound 

pedagogical knowledge and skills (Binde 2010).  
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Despite the efforts to train teachers in teacher colleges and universities, the use of 

unqualified teachers‟ has been increasing in rural community-based secondary 

schools. In sub-Saharan Africa including Tanzania urban areas has more qualified 

teachers than rural areas. Malekela (2004) pointed out that in Tanzania rural and 

remote areas have fewer teachers than richer regions and urban areas, which tend to 

have more teachers and of higher qualification. 

In spite of these facts, there is still a lack of clarity on how the community perceives 

the presence of unqualified teachers in community-based secondary schools in 

Tanzania. Is it because teaching is an art? Or is it because better have the services of 

unqualified teachers with anticipation that one day the problem may be addressed. To 

what extent are unqualified teachers perceived positively or negatively by the 

community?  Thus, studying perceptions of the community on the use unqualified 

teachers would help to determine the way the community understands unqualified 

teachers. This may help to establish the relevance of using them and the challenges 

associated with recruitment of unqualified teachers in community-based secondary 

schools as important elements in the success of their teaching and students learning.  

1.3 Purpose of the Study  

In view of the background and statement of the problem, the purpose of this study 

was to investigate community perceptions on the use of unqualified teachers in 

community- based secondary schools in Tanzania. Within this broad aim specific 

objectives of this study are: 

(a). To investigate the community perceptions towards the use of unqualified 

teachers in community based secondary schools. 
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(b) To find out the effectiveness of continued use of unqualified teachers in 

community-based secondary schools. 

(c). To find out challenges associated with the use of unqualified teacher in 

community- based secondary schools. 

1.4 Research Questions  

The study was guided by the following research questions:  

(a) What are the community perceptions toward the use of unqualified teachers in 

community-based secondary schools? 

(b) What is the effectiveness of continued use of unqualified teachers in community-

based secondary schools? 

(c) What are the challenges associated with the use of unqualified teachers in 

community-based secondary schools? 

1.5 Significance of the Study 

The study provides present perceptions of the community in the use of unqualified 

teachers in community-based secondary schools in Mvomero District. In addition 

this study will have some practical relevance in terms of influencing appropriate 

ways and means to improve the use of unqualified teachers in community-based 

secondary schools. Findings of this study will also help future evaluation of the 

ongoing Secondary Education Development Plan phase II (SEDP II July 2010-June 

2015). The study‟s implications will also provide an entry point for researchers who 

expect to study related topics on unqualified teachers. 
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1.6 Scope and Delimitation of the Study 

The scope of this study is on secondary school teachers, head of schools and School 

Board members in Mvomero District and not beyond. Hence, the findings may not 

necessarily apply to other parts/ districts or other levels of education.  

1.7 Operational Definitions of Terms  

In the context of this study, several terms are used. These are qualified teachers, 

unqualified teachers, community, perceptions, Teacher Education and community 

schools. Wisconsin Department of Public Instruction (2009) defines a qualified 

teacher as a person who receives a license to teach. An applicant shall complete an 

approved teacher education programme and demonstrate a proficient performance in 

the knowledge, skills, and dispositions under all of the teacher standards. Unqualified 

teachers in this study refer to teachers who have not attended any teacher education 

training, such as form six leavers employed  to teach in community-based secondary 

schools due to lack of teachers in rural secondary schools. 

Bangandashwa (2000) defines perception, as experiences of gaining sensory 

information about the world of people, things and events on one hand, and the 

psychological process to be accomplished, on the other hand.  According to Homby 

(2000), perception refers to the ability to understand the true nature of something or 

an idea, belief or image you have as a result of how you see or understand 

something.  In this study, the term means community awareness, views and opinions 

on the use of unqualified teachers in community-based secondary schools.  

The term community refers to a small or social unit of any size that shares common 

values. A community school is both a place and a set of partnerships between the 

school and the community in terms of contributed resources. Its integrated focus on 

http://en.wikipedia.org/wiki/Value_%28personal_and_cultural%29
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academics and social services, youth and community development and community 

engagement leads to improved student learning. By using public schools as hubs, 

community schools bring together many partners to offer a range of supports and 

opportunities to children, youth, families and communities, (Michelle, 2010 & 

Millington, 2008).  

Teacher education is a process through which prospective and in-service teachers are 

enabled to acquire knowledge, attitudes, behaviours, and skills required to perform 

their teaching tasks effectively in the classroom. The attainment of quality education 

depends on, among other factors, the process of preparing teachers in teachers‟ 

colleges and Universities (Lukanga, 2013). In short it is about the process of 

becoming a teacher. 
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CHAPTER TWO 

LETERATURE REVIEW 

This chapter presents a review of literature on perceptions of the community towards 

the use of unqualified teachers in the community based secondary schools in 

Tanzania. The review is divided into the following subtitles: Set up of teacher 

education in Tanzania, theoretical framework and conceptual framework. Secondly, 

the sub-section on empirical studies was presented in this sub-section; more 

emphasis was put on reviewing studies on perceptions of the community towards the 

use of unqualified teachers in community secondary schools.  Thirdly, teacher 

qualifications, the researcher consulted the related at both global and local literature 

relevant to this study. These include books, dissertation, journals and articles. These 

sources were consulted in order to gain more knowledge and information from 

different authors and researchers in relation to this study. The last part presents the 

knowledge gap from the reviewed literature.  

2.1 Set up Teacher Education in Tanzania 

In this section the discussion on what is teacher education in Tanzania in terms of 

types, modes, approaches, policies, content, assessment, duration, certification and 

accreditation will be discussed. Höjlund, Mtana and Mhando (2001) seem to view 

teacher education as a preparation process which leads someone to qualify as a 

teacher or a better teacher. This view of teacher education is shared by a number of 

official documents, including the recent Education and Training Policy 

(forthcoming).  

With reference to the education and training policy (forthcoming) and MoEVT 

(2008) teacher development and management strategy, teacher education objectives 
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in Tanzania are built around the development of pre-service and in-service teacher 

education (professional development), and strong subject matter mastery and 

development of sound pedagogical knowledge and skills. There is also a specific 

emphasis on numerical literacy and language of instruction to those in the process of 

becoming teachers, the ability to respond to children with special needs, emerging 

global issues, for example HIV/AIDs, and environmental education. Additionally, a 

strong sense of work ethics is emphasised (Binde, 2010).  

In view of these objectives, two main types of teacher education are implemented by 

a system of teacher colleges and universities, namely pre-service and in-service 

teacher education, elsewhere known as preparation and teacher development (Adler, 

2005). Pre-service teacher education consists of three levels. The first level is 

certificate teacher education, where the entry qualification to a teacher training 

college is a successful pass at Ordinary level secondary education. The course is full 

time, lasts for two years and graduates are posted to teach in elementary schools. The 

next level within pre-service education is the diploma in teacher education, and the 

entry qualification to a full time course in a teacher training college is a pass at 

Advanced level secondary education. The course duration is two years, full time, and 

graduates would normally then teach in secondary schools. 

Both levels of teacher education are accredited by the NECTA. Furthermore, unlike 

certificate and diploma teacher education courses, bachelor‟s degrees are offered, 

accredited by universities and form the third level of teacher education in Tanzania. 

Admission is based on a high pass grade at Advanced level of secondary education 

and student teachers would normally spend at least three years on the course. Upon 
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successful completion, they would normally teach in higher classes of secondary 

education (Binde, 2010).  Figure 1 summarise the above descriptions. 

 

 

Second model 

           (2) 

 

 

 

 

 

First model 

          (1) 

Figure 1:  Structure of teacher education in Tanzania (Adapted from Malmberg & 

Hansén, 1996). 
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necessary to think of a two-tier approach. The two-tier teacher education approach 

made student teachers spend one full year in the colleges learning mostly the 

theoretical part of teacher education. During the second year student teachers were 

exposed to a long teaching practice for the purpose of putting into practice what they 

had learnt in theory (URT, 2008). The advantage of this approach is mainly 

quantitative, as twice the number of teachers would be graduating each year. The 

qualitative part has been questioned in terms of continuous monitoring of student 

teachers in the schools they are teaching. This is not to mention some words are 

missing example qualification of mentors in schools for the professional guidance of 

novice teachers (Binde, 2010).  

For the issue of teacher education content in Tanzania, Craig, Kraff and Plessis 

(2004) emphasised strongly that teacher education can only make a difference 

depending on the education programme and the support that is put in place. This was 

said with respect to relevant content. Depending on the levels, teacher education 

curriculum design and development seem to ensure appropriate teaching subjects and 

professional content as well as undertaking teaching practice.  

MoEVT, (2006) argue that the structure of the teacher education curriculum in 

Tanzania across levels appears to be similar except for its depth and how it is 

conducted. It is possible to structure the curriculum content in three areas. The first 

area consists of professional studies, which include psychology, guidance and 

counselling, curriculum and teaching, research measurement and evaluation and 

foundations of education. The second area constitutes specific teaching subjects, for 

example mathematics, physics, chemistry, history, geography, information 

communication technology and development studies, to mention but a few. The third 
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area is teaching practice, and the student teacher is expected to demonstrate the 

pedagogical knowledge and skills gained in the classroom. The teacher education 

curriculum is not free from challenges. There are issues regarding the frequent 

change of time student teachers spend in teacher colleges, compromising subject 

matter knowledge by favouring teaching methods, fluency and language of 

instruction, teaching and learning materials, assessing student progress, limited 

research to inform practice (MoEVT, 2006), to cite only a few issues. 

Binde (2010) argues on the issue of assessment in teacher education that at certificate 

and diploma levels assessment is done mainly in three ways. The first is continuous 

assessment, which consists of assignments, projects, tests, mid-term and end of year 

examinations. Next (not in terms of importance) is teaching practice. At the end of 

the two year course student teachers sit a final examination administered by the 

National Examination Council of Tanzania. It is the same council which accredits 

candidates. In all cases, student teachers need to meet certain minimum conditions in 

order to pass.  

Experience show that, the minimum conditions are subject to review from time to 

time. However, a pass in teaching practice and teaching subjects is a necessary 

condition for qualifying. At bachelors level the procedures might seem different, but 

the structure takes a similar shape as students do course work, tests, examinations 

and teaching practice. In all cases the weighting between coursework, assignments, 

and final examinations is the same.  
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2.2 Modes of Teacher Education 

There are different modes of teacher education. Simplifying a complex reality, there 

are four main pathways to becoming a qualified teacher that can be found in different 

parts of the developing world (Lewin 1999). First, full-time certificate, diploma, 

undergraduate college-based teacher education in institutions purposely built lasting 

for one to four years. Curricula in this mode deal with academic and subject method 

courses concurrently in each year or sequentially with a shifting emphasis as the 

course proceeds. The advantage of this mode is that teachers can move from 

certificate, through diploma to degree status (taking 6-9 years in training) with full 

time study interspersed with teaching in schools. Ghana and Tanzania apply this 

mode in teacher preparation and development.  On the other side this system may not 

be cost efficient as it is too expensive. 

The second mode is full-time postgraduate training in higher education institutions 

subsequent to degree level award. Postgraduate certificate of teacher education 

courses for secondary school teachers. This category of teacher is not common for 

primary schools in low income countries and is not usually the dominant mode. The 

mix of curriculum requirements in this programme varies widely, especially in 

relation to teaching practice. Content upgrading is generally assumed unnecessary 

since entrants are graduates from universities and programs may be offered full time, 

part-time and non-residentially (Lewin, 2004). 

The third mode is in-service and pre-service integrated education and training 

(PRESET) systems with varied amounts of time in college and in school study and 

practice. They have been used to upgrade qualified teachers. Historically, this may 

have been as a result of periodic needs to certify teachers recruited as unqualified 
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teachers as an alternative pathway to qualified status (QTS) alongside pre-career 

programs. The programs have been developed to meet large increases in demand for 

teachers arising from the implementation of universal primary education policy as in 

Zimbabwe, Malawi and Tanzania (World Bank, 2005). Also in the 2000s in order to 

meet demands of the Secondary Education Development Program (SEDP), Tanzania 

prepared induction courses for teachers to overcome the shortage of secondary 

school teachers in community-based secondary schools. The in-service programme 

commonly known as MUKA is a typical example of programme developed in 

Tanzania to improve teacher‟s professional development.  

The fourth mode according to Lewin, (2004) is related to direct entry into teaching 

without any background in teacher education, often with some form of subsequent 

certification related to experience and course attendance. This mode resembles to 

apprenticeship, where unqualified teachers are allowed to enter teaching by virtue of 

their final academic qualification. In some cases, this is sufficient to teach 

indefinitely; in others a probationary period has to be completed successfully. 

Induction may be systematically supported and monitored or may depend on 

informal arrangements with minimal reporting. Higher levels of academic 

qualification may be accepted in lieu of training. Sufficiently long service may result 

in recognition as a qualified teacher with or without in-service education and training 

–INSET (Stuart, 2000).  

However this text mode has been raising questions regarding ability on classroom 

management, pedagogical decisions and career ethics. This mode of teacher 

education is not common in Tanzania they remain as unqualified teachers in schools 

without a promising strategy to qualify them. Hence the community has mixed 
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feelings negative or positive perceptions towards unqualified teachers in community-

based secondary schools. 

2.3 Global Teacher qualifications 

In this section the researcher intend to discuss what qualifications are needed for a 

person to become a teacher. This discussion focuses on a global perspective that 

countries employ for certification. Teacher certification, also known as teacher 

licensing in many countries, has the purpose of clearly differentiating between those 

who are qualified to teach and those who are not.  

Walsh (2001) suggested that certification is promoted as a measure of teacher 

qualifications, combining the candidate‟s knowledge of subject matter, teaching and 

learning. In general, countries that have a more diversified and decentralized 

provision of teacher education have teacher certification policies in place. The 

important question for reflection at this point is: does certification of teachers 

provide high quality teachers into the profession? There are major debates in many 

countries over whether the certification of teachers attracts and retains higher quality 

teachers in the profession. 

In most countries, there are institutions involved in the process of issuing teacher 

certificates. These include, for example the Ministry of Education (MOE), in 

countries like Tanzania, Uganda and Malawi to mention a few. The Ministry of 

Higher Education (MOHE) in countries where higher education is administered 

separately from the pre-school through secondary system. It often has joint 

responsibility with the MOE (Perraton, 2002).  
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Darling-Hamond (2002) reported that in many countries, if a teacher candidate 

completes an approved programme in a training college or university, then s/he is 

automatically certified by the state or nation. Other countries, in seeking to improve 

the quality of teachers, have a government administered examination or other pre-

requisites. In countries like France, USA, Greece, Italy and Japan completing a 

teacher education programme is not sufficient to teach.  

Stevenson (2008) commented that teachers are required to pass an examination and 

successfully complete a period of mandatory teaching experience. Some of the 

examples of possible requirements before, during and after a teacher training 

program that are internationally used include: presentation of a teaching portfolio, 

Passing a basic skills test, marks in tertiary education, successful completion of an 

internship year, experiences in the schools and passing in pedagogical content to 

mention a few.  Table 4 indicates other certification requirements to be a qualified 

teacher in different countries. 
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Table 4: Other Certification Requirements 

Country  

 
Other Requirements  Comments  

Finland  

 

Some countries, such as 

Finland, impose no 

requirements on prospective 

teachers beyond completion 

of a teacher education 

program.  

Finland can afford such a simple 

approach because its teacher 

education programs are 

standardized, the demand for 

teaching education opportunities is 

high, and connections between 

training institutions and the 

education profession are close. 

About half of the countries, 

however, have additional 

requirements in the form of 

competitive examinations and 

mandatory teaching experience or 

both, as criteria for entrance to 

teaching profession. 

 

 

France, Germany, 

Greece,Italy, Japan, 

Korea, Mexico (in 

some states), and 

Spain  

 

Competitive examinations 

Both Italy and Spain also 

require one year of teaching. 

Only one in three countries, 

including the United States, 

requires teaching experience 

in order to receive a regular 

teaching license. Further, the 

typical U.S. three-year 

teaching requirement is longer 

than that in all other countries. 

Several other countries, 

though, call for a probationary 

period before a teacher can 

get tenure in the form of a 

permanent teaching post. 

In some cases the exam scores 

determine whether one gets a 

teaching license; in others, scores 

determine who gets positions in 

particular schools.  

Source. UNESCO (2005) 

Teacher professional development must be an ongoing process of learning if teaching 

quality is to be improved and kept abreast with changes to the curriculum and 

changing classroom learning techniques. Kumar (2001) observed that the initial 

teacher certification usually reflects specific competencies in knowledge, attitudes 

and skills acquired in pre-service training. These standards must be measurable. Pre-

service teacher education must be structured to balance classroom learning of 
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subject-matter information and principles, pedagogical methods and professional 

attitudes toward nurturing students and engaging with key stakeholders including 

parents, community and self-improvement over time. Mentored practice in school 

settings is a necessary component in preparing teacher trainees for certification and 

entrance into the profession. The following questions are for reflection, we as 

Tanzanian what can we learn from global teacher qualification? And when Teaching 

Professional Board work in Tanzania for certification of qualifying teachers? 

2.4 Theoretical Framework 

This study adapted the social learning theory, developed by Vygotsky tress on the 

fundamental role of social interaction in the development of cognition, as he believed 

strongly that community plays a central role in the process of learning (Vygotsky, 

1978). Vygotsky believed that no single principle can account for development; 

individual development cannot be understood without reference to the social and 

cultural context within which it is embedded. Higher mental process in the individual 

has their origin in social process. The important features of the social development 

theory include the fact that, learning by a child occurs through social interaction with 

a skilful tutor. The qualified teachers should be aware on this theory in order to plan 

the teaching and learning strategies. 

The teacher may model behaviours or provide verbal instructions for learners. The 

more knowledgeable other (MKO) is the one who has a better understanding or 

higher ability level than the learners with respect to a particular task or concept. 

MKO is a teacher or an adult or child peers or individuals with more knowledge or 

experience. Unqualified teachers in this theory are expected to be more 

knowledgeable with model behaviour, better understanding and higher ability of 
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instructional skills. Teacher Education should consider unqualified teachers to attend 

a teacher training program for improving teaching skills, teachers‟ ethics and 

teaching theories to be a real MKO (Clay, 1998, Wood, 2001 & Thombos, 2000). 

The Zone of Proximal Development-ZPD is the difference between levels of 

independent performance (LIP) and level of assistance performance (LAP). The ZPD 

is a central position whereby a wide zone depends on the level of MKO when the 

knowledgeable other has high ability of advising and demonstrating will increase the 

zone, and if the MKO are not competent they will minimize the level of ZPD 

(Vygotsk, 1978). Some community urges that, the presence of unqualified teachers in 

community- based secondary schools minimize the level of ZPD of our children and 

cause low performance in form four national examination results (Laddunuri, 2012).  

 Vygotsky‟s theory on ZPD is relevant to instructional concept commonly known as 

“scaffolding" in which a teacher or a more advanced peer helps to structure or 

arrange a task so that a novice can work on it successfully. Such a concept puts much 

emphasis upon the supportive conditions a knowledgeable participant can create in 

social interaction and the skills and knowledge a novice can extend to higher levels 

of competence (Wood, 2006). In other words, scaffolding which learners obtain 

within the ZPD helps to construct the zone during the learning process and reach the 

state of self-regulation. This scaffolding concept needs a teacher who has teaching 

skills, competence in knowledge and better social interaction. 

One may raise a question whether unqualified teachers have this knowledge of 

scaffolding in community-based secondary schools and on measures that can be 

taken to enhance unqualified teachers‟ knowledge and skills in teaching.  In this 
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study the use of social development learning theories was employed in order to 

examine perceptions of the community towards the use of unqualified teachers in 

community- based secondary schools in Mvomero District. 

                                          

 

                                                               LAP                     ZPD 

                                                                                                                                   

                                                            LAP                       LIP                                           

                                              LAP                                         

           Task                                     LIP 

                                             LIP 

                     Time                                                                           

           LAP- Level of Assisted Performance, LIP- Level of Independent Performance 

          ZPD - Zone of Proximal Development. 

Figure 2: Indicate zone between what a learner can do independently and with 

assistance (Adapted from Bodrova & Leong, 2007) 

2.5 Global views on Unqualified Teachers 

The shortage of qualified teachers in community based secondary schools is caused 

by a number of reasons. While there is no doubt that many countries face the 

problem of teacher supply, there are equally serious problem of teacher deployment. 

Some countries have more than qualified teachers in urban areas who are 

unemployed, while there are unfilled posts in rural areas. This pattern of 

simultaneous surplus and shortage is strong evidence that the problem of teachers for 

rural schools will not be solved simply by providing more teachers. It is an issue of 
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actual needs and posting teachers to rural areas. There is need for policies that will 

ensure that teachers reach the schools where they are needed most (Word bank, 

2008).  

In a study conducted in Jamaica by Wilson (2009) about ability of unqualified 

teachers, it was observed that unqualified teachers exist in Jamaica, and that they 

lack the ability to use appropriate teaching methods. Not only that they also lack an 

understanding of the characteristics of the age group they teach, the fundamentals 

psychology about staged of child development, as well as psycho-social 

development. In such situation, they are not able to effectively address behavioural 

issues that may arise.  

Farooq (2006) conducted a study to compare the effectiveness of teaching of 

qualified and unqualified teachers and the effect on student‟s gender on secondary 

school students‟ achievement in Pakistan. Findings of the study indicated that 

students taught by qualified teachers showed better results in Mathematics and 

gender has no significant effect on achievement in mathematics. In a study done by 

Kane, (2006) in Barbados about the relationship between certified teachers (qualified 

teachers) and instructional practice (unqualified teachers) findings show that there is 

no relationship between teacher certification and effectiveness or instructional 

practices. Although unqualified teachers rate higher than qualified practitioners‟ 

incompetence of teaching strategies, attitudes and delivery, there is no significant 

relationship between teacher certification and instructional practice. However, this 

does not negate the value of effectiveness of qualified teachers. But what factors 

influence unqualified teachers to rate high competence than qualified teachers? And 
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what lesson can we learn from Kane study?  More reflection is needed to answer 

these questions.  

The community perceptions towards unqualified teachers in Botswana observed that 

unqualified teachers are significantly less confident than the qualified ones and those 

years of experience are not associated with increased confidence (Nleya, 2000). 

Thus, there are differences in the ways and approaches that trained and unqualified 

teachers go about their role in their instructional processes. Also, it could be 

suggested that a great deal of importance should be attached to developing the 

unqualified teachers in the processes of teacher education because quality teaching 

scored high on the evaluation of an effective teacher (Ololube, 2005: Lewin, 2002 & 

Moon, 2009). 

Furthermore, education stakeholders have different perceptions towards unqualified 

teachers. Others observe that effectiveness does not only contain teaching. It is more 

than mere training to cover methodological competencies as used in the classroom, 

such as the use of classroom teaching methods, teacher expectations, classroom 

organization, and use of classroom resources. All these account for students‟ 

performance (Cambell, 2004).  

There are different levels of classroom competencies that teachers should possess in 

order to create quality in instruction (Creemers, 1994: Lewin 2002: Meena, (2009) & 

Lukanga, 2013). For example, a teacher is expected not only to impart knowledge 

but also to foster adjustment of students; understand student‟s basic cognitive and 

social problems; match curricular offering two levels of mental development; 

translate curricular specifications into relevance; and provides a smooth transition 
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from home to school and from one level of education to another. The traditional 

stereotype of teachers as people who stand in front of the classroom and teach 

children has been at odds for many years now. 

A perception of unqualified teachers‟ is related to teaching styles. Teaching in 

modern society involves the task of assisting students to make worthwhile and 

satisfying adjustments to school work, to social groups, and to their occupations. If 

these issues are not addressed, the individual child may not appreciate learning, it is 

the duty of the teacher to remove obstacles to learning. If proper adjustments are not 

made, friction and frustration will set in and successful learning will not take place 

(Stones, 2006). 

Many studies revealed that unqualified teachers lack teaching and learning 

methodologies and concerns about ethics. For example, (Omari, 1995; Mosha, 2000; 

Levira & Mahenge, 1996; Mushashu, 2000; Osaki, 2000; Wort & Sumra, 2001; 

Babyegeya, 2006) assert that inadequate teacher preparation and development is the 

real cause of deteriorating quality of education in secondary Tanzanian schools. In 

general, teachers are aware that their job involves working hard under difficult 

conditions, and that the community may make impossible demands upon them, while 

their financial rewards are not commensurate or proportional to their efforts. It 

impresses that in private secondary schools; unqualified teachers teach and report 

high performance. This is due to different factors including, teacher motivations, 

availability of teaching and learning resources and other incentives to ensure learner 

high performance. 
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2.6 To minimize Challenges associated with unqualified teachers 

In the process of enhancing education and for science teachers to effectively 

integrate technology into their curricula, care needs to be taken in addressing 

challenges of unqualified teachers. The issues related to the social, ethical and legal 

uses of unqualified teachers in the field of education should be addressed. In USA, 

the following initiatives have been taken to address the shortage of teachers in rural 

areas and the problem of unqualified teachers in the field of education (Broun, 2007). 

First is to provide peer assistance and review Programs. This will reduce attrition 

rates of beginning teachers by providing expert mentor teachers with release time to 

coach beginners in their first year on the job and evaluate them at the end of the 

year.   Each program was established through collective bargaining and is governed 

by a panel of teachers and administrators.  The governing panel selects consulting 

teachers through a rigorous evaluation process that looks for teaching skills and 

mentoring abilities.  These mentors or consulting teachers, work in the same subject 

area as those that they are assisting (TFA, 2012).  

Second, recruitment incentives for high-need schools are also needed to attract and 

keep expert and experienced teachers in the schools. The experienced teachers are 

needed, both to teach and to mentor other teachers.  In sub-Saharan Africa, in order 

to minimize the problem of unqualified teachers in rural schools some countries 

attempted initiatives such as incentives for teachers posted and working in rural 

areas, forced transfer of teachers, and targeted recruitment. Some countries have 

attempted to make working in rural areas more attractive by offering incentives 

(Mulkeen, 2008). In some cases, these may be financial incentives in the form of a 

hardship allowance, travel allowance, or subsidized housing. In other areas, the 
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incentives may be nonmonetary, including special study leave or better training 

opportunities (Craig, 2000; Kraft, 1999; Plessis, 2004 & Gaynor, 1998).  

Measures to address the shortage of teachers in rural schools in African countries in 

order to avoid unqualified teachers in rural areas may involve to recruitment student 

teachers from within each region, in the hope that personal history and family 

connections will entice them to teach in their home area after they attain their teacher 

certification. The presumption is that those individuals will have familial roots in the 

area and be more willing to return to and remain in these rural settings (Kraft 1999, 

& Plessis, 2004). For example, in Malawi, the strategy used was to recruit large 

numbers of unqualified teachers and gradually provide them with training while they 

remained in service. The ministry recruited 22,000 unqualified teachers in 1997, with 

the expectation that 18,000 would qualify. It recruited further 11,000 in 2000 and it 

was in the process of training the last cohorts (UNESCO, 2008). Of course this 

system has its downside in countries which are building national unity, localising 

recruitment at time have its own advance effects in learn from each other. 

The Ugandan government in 2001 put in places the following measures to foster 

retention of school teachers in hard-to-reach areas. First a pay incentive and housing 

to teachers serving in hard to reach areas was introduced. The pay incentive is 

equivalent to 20 percent of the teacher‟s monthly salary (UNESCO 2008). Teacher 

housing is seen as an important incentive to attract and retain teachers in rural areas. 

Insufficient housing is accessible and the government has allowed up to 15 percent of 

the school facilities grant to be used to finance the construction of teacher housing 

(World Bank, 2003).  



31 
 

The initiatives taken in Tanzania include introducing a short training of licensed 

teachers for community-based secondary schools. Over 30,000 licensed teachers 

entered into schools by 2010 which is almost half of the teaching force required by 

that year (Wedgwood, 2006). Improvement of conditions of service for teachers 

promising way of increasing teacher morale, making the profession more attractive, 

enhancing retention of teachers, and improving the quality of teaching and learning.  

Although improving conditions of service always have budget implications, changes 

in this area may be less costly and more effective than increasing teachers‟ salaries. It 

is hard to imagine an educational system without unqualified teachers, particularly at 

the time when teacher‟s colleges could not cope with the growing demand for 

teachers (Ng‟umbi, 2009). In addition, recruitment and deployment of unqualified 

teachers directly to rural schools could have made an impact in reducing teacher 

shortages in the new schools. 

2.7 Conceptual Framework 

A conceptual framework is a skeletal structure of justification rather than a skeletal 

structure of explanation based on formal logic or accumulated experience (Eisenhart, 

1991). It is an argument that the concepts chosen for investigation or interpretation 

and any anticipated relationship among them will be appropriated and useful given 

the research problem under investigation (Eisenhart, 2000). The framework has to 

guide the research process by showing the relationship of variables or attributes. The 

conceptual framework describes the relationship between independent variables and 

dependent variables through intervening variables. According to Smyth (2004) a 

conceptual framework should assist a researcher to organize his or her thinking and 

successfully complete investigation. It must explain the relationship among 
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interlinked concepts. It explains the possible connection between the variables and 

answers the why questions. 

In the light of this study, the conceptual framework consists of independent variable 

which was unqualified teachers and dependent variable which was perceptions of the 

community toward unqualified teachers in community-based secondary schools.  The 

study appears more qualitative because it investigated community perceptions, 

thinking and opinions towards unqualified teachers, and needed descriptions from the 

community. 

The major issue of interest is what are community‟s perceptions  towards the use of 

unqualified teachers in community- based secondary schools in Mvomero District 

and what measures have been taken to address the issue of unqualified teachers in 

community-based secondary schools? Independent variable (unqualified teachers) 

brings about variation in perceptions (negative and positive). The aspects of the 

conceptual framework are summarized in Figure 3. 

 



33 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3: Demonstrate the conceptual framework for the use of unqualified teachers 

(Designed by the researcher, 2013) 

 

The downside is community have negative perceptions of teacher behaviour because 

of inappropriate teaching and learning pedagogy, discipline issues and teachers‟ 

commitment. The positive side concern community perceive the presence of the 

unqualified teacher as helpful because they cover the gap created by the shortage of 

teachers in the community-based secondary schools and there have better in 

academic. 
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2.8 Research Gap 

Studies around the world about the relationships between qualified and unqualified 

teachers on classroom practice indicate that there are more unqualified teachers in 

rural areas, teacher competence and qualified teachers. Stakeholder‟s perceptions 

towards unqualified teachers in community-based secondary schools are many and 

findings are of great significance. Studies discussed in this chapter attempted to look 

at a variety of issues regarding the use of unqualified teachers in community-based 

secondary schools.  

For example, studies have revealed that community secondary schools in rural areas 

experience a shortage of qualified teachers (Malekela, 2004 & Mulkeen, 2005). 

Other studies show that many qualified teachers are more likely to work in urban 

areas due to presence of social service than in rural areas (World Bank, 2005). 

Moreover, many studies revealed that qualified teachers are competent in teaching 

methodologies than unqualified teachers (Oloride, 2013: Laddunuri, 2012) & 

Ferguson, 2009).  

Although some studies have been conducted in Tanzania on the unqualified teachers 

in community-based secondary schools, this researcher found that less has been done 

on community perceptions towards the use of unqualified teachers in community-

based secondary schools and in particular in a rural context like  Mvomero District. 

However the shortage of studies revealed in the review of local studies particularly 

those conducted in Tanzania on this topic. The researcher decided to bridge this gap 

starting with the investigations on perceptions of community towards the presence of 

unqualified teachers in community-based secondary schools. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

This chapter describes the methods of research inquiry and procedures used in 

studying perceptions of community towards the use unqualified teachers in 

community-based secondary schools. In this chapter, research approach, research 

design, area of the study or location of the study, population of the study, sample and 

sampling procedures techniques, data collection techniques, research ethics of the 

study, validity and reliability and data analysis plan are presented.  

3.1 Research Approach 

This study deployed a qualitative research approach with some aspects of 

quantitative approach given the nature of the research question. A qualitative rather 

than quantitative method of inquiry was more appropriate for this study in view of 

the interest to investigate perceptions of the community towards the use of 

unqualified teachers in community-based secondary schools. Also, the research 

questions and research objectives required community descriptions of perceptions 

towards the use of unqualified teachers in community-based secondary schools. The 

quantitative inquiry was appropriate in some aspects because of number related data 

of unqualified teachers from each secondary school. 

Creswell, (2003) states that a qualitative approach gives a room for a researcher to 

dig deep the respondents personal  understanding of their knowledge, experiences 

and perceptions through interviews and focus group discussion. The aim of this study 

was to find out an in-depth reality of the perceptions of the community towards the 

use of unqualified teachers in community-based secondary schools. The qualitative 

research approach was particularly useful in studying the real situation in natural 
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settings to capture meanings, viewers of the phenomenon (Best &Kahn, 1993). 

Creswell (2003) states that qualitative approach gives room for the researcher to 

enter the respondents‟ personal/world in order to gain deeper and clear understanding 

of their knowledge, experience and feelings. With qualitative approach a researcher 

talks with people about their experiences and perceptions through interviews and 

observations. (Patton, 2003).  

3.2 Research Design 

Research design provides a framework for how the study will be conducted. Thus, it 

is a generation of evidence that is suited both to a certain set of criteria and to the 

research questions in which the investigation has to answer (Bryman, 2001). In this 

study, the researcher used a case study design. According to Merriam (1998), a case 

study design is employed to gain in-depth understanding of the situation and 

meaning for those involved. Patton (2003) suggests that a case study is helpful in 

gaining a deeper understanding of particular problems, perceptions; attitudes or 

situation in comprehensive relevant ways. A case study design is an appropriate 

method to provide the researcher with an in-depth understanding of perspectives of 

participants‟ attitudes in their social contexts. 

Within quantitative and qualitative research approaches, a case study strategy was 

adopted. The reason of using case study strategy was considered to be appropriate 

because it is the one that is used to investigate the phenomenon in depth and within a 

small and manageable area and sample. Since the main purpose of this study was to 

investigate perceptions of using unqualified teacher in community-based secondary 

schools, case study research design deemed appropriate. 



37 
 

3.3 Location of the Study 

Kombo & Tromp (2006) contend that the selection of the research area is important 

and it influences the usefulness of information produced. The area should be relevant 

to the research questions and objectives. The study was conducted in Mvomero 

district in Morogoro region. Agriculture is the major economic activity of the people 

in this district, with few cash crops, mainly sugar cane, cocoa and banana production.  

Food crops include maize, beans, cassava & rice. The area occupied by a community 

with different characters who can provide enough data required in this study.  

The reason for conducting the study in Mvomero district was based on the persistent 

problem of unqualified teachers in community-based secondary schools. Also, the 

area inhabited by residents who can provide enough data for this study.  Many 

researchers could have been not attracted to do a study in that area due to transport 

problems and therefore much information about the problem was not known. Even 

more important, the selected area has unqualified teachers where a researcher had a 

build up discussion on the unsolved issue of unqualified teachers. 
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Figure 4: Map of Mvomero District to show five schools involved in the study  

 

Source: Mvomero District Council,   (2014). 

Mvomero District is among the 6 (six) districts in Morogoro Region of Tanzania. It 

is bordered to the North by Kilindi District Tanga and Manyara Regions, to the West 

by Kilosa District, to the East by Bagamoyo of Cost Region and to the South by 

Morogoro urban and rural Districts. The District capital is located in Dakawa. 
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Figure 5: Map of Morogoro to show Mvomero District  

 

Source: Mvomero District Council, (2013) 

3.4 Population of the Study 

According to Kombo and Tromp (2006), population refers to a group of individuals, 

objects or items from which samples are taken from for measurements or 

investigation. Mugenda and Mugenda (2000) also define population as a complete 

set of individuals, cases or objects with some common observable characteristics. 

Kumar (2000) and Bryman (2004) assert that the target population is a group of 

respondents in which a researcher intends to make the generalization. In this study, 
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therefore the population means individuals with respect to their specifications who 

have the information required to answer the research questions under study. In the 

context of this study the population are community secondary school Board 

Members, head of schools and qualified teachers from community-based secondary 

schools in Mvomero District. 

3.5 The Sampling Procedures and the Sample size 

Sampling procedures that have been employed in this study include purposive 

sampling because the selected heads of schools meet the intention of the study given 

their experience in the very school to be studied. Moreover, purposeful sampling 

technique has been used for the head teachers, school Board members and qualified 

teachers are rich source of data to be captured. Stratified random sampling involved 

female and male of teachers, Board members who were selected equally to 

participate in the study as well as sample random was also involved.  

The Sample Size of the Study 

A sample is a small group of subjects drawn from the population in which a 

researcher is interested for purposes of drawing conclusions about population 

(Kothari, 2004 & Leedy, 1986). Furthermore, the results from the sample can be used 

to make generalizations about the entire population as long as it is truly 

representative of the population. Also, Cohen (2007) define sample as a section or 

part of the targeted population whose information can be generalized to the larger 

population. It is the act of selecting the number of individuals in a study in a way that 

the sample will represent the largest group from where it was selected.  
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Table 5: Population, Sample and Sampling Technique that employed in this Study 

S/N Respondents Targeted Sample       Sampling Percent of  

  

population 

 

 

obtained       technique achievement 

              

1 School board       20 20       Stratified    100% 

 

members 

   

      sample 

 

     

       randomly 

 
       

2 

Secondary 

school  

 

20 20        Stratified    100% 

 

Teachers 

   

       Sample 

 

     

       randomly 

        

3 

Head of 

schools 

 

5 5 

        

Purposive    100% 

       

 

Total   45 45       Stratified   

     

        Sample 

 

     

     Randomly       100% 

            & Purposive 

 

Source: Field Work 2014 

 

The study involved five community-based secondary schools in Mvomero district in 

view of nature of the study. The schools selected are A, B, C, D and E secondary 

schools given numbers. The sample size constituted of five heads of schools (one 

from each school), twenty teachers, and twenty School Board Members (4 members 

from each school). In total, therefore, the study  involved 45 respondents because the 

nature of the research approach and instruments employed, interview and focus 

group discussion need manageable respondents to minimize time and cost. 

 Purposive Sampling  

Purposive sampling was chosen because it meets the study intention and would 

involve the selection of participants who portray the key characteristics or elements 

with the potential of yielding the information. According to Cohen, (2007) purposive 

sampling was a deliberately selection of particular units of the universe for 
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constituting a sample, which represents the universe. Purposive sampling as 

considered by Welman & Kruger, (2000), is the most important kind of non-

probability sampling to identify the primary participants. Generally, the selection of 

the sample is based on the purpose of the research (Babbie 1995).  

This sampling procedure have been used to select Morogoro region among 26 

regions of Tanzania while Mvomero district selected among seven districts of 

Morogoro region and five community- based secondary schools in Mvomero district 

as the criteria for selection. Furthermore, purposive sampling used to select five 

heads of schools because they interact with the school community and their position 

as the heads of those secondary schools. The heads of schools being custodians of 

school discipline by virtue of their offices the researcher assumed that they have 

adequate information on the number of unqualified teachers in secondary schools and 

their performance. 

 Stratified Sampling Technique 

The stratified sampling was employed to select a sample of twenty teachers and 

school board members (female and male from all schools). Cohen, (2007) defines 

stratified sampling as the process of grouping members of the population into 

relatively homogeneous subgroups. The method used because to ensure that each 

subgroup (males and females) will accurately and proportionally be represented in 

the sample.  Moreover, the stratified sampling involved gathering information for 

each of the strata in the population after a sample of sufficient size has been obtained 

from a stratum (Mason & Bramble, 2000).  

The selection of twenty teachers and school board members four from each school 

was done through a stratified sampling technique. Teachers and school board 
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members were grouped in terms of sex (male and female). This has been done 

deliberately in order to get respondents from each stratum. And later, the selection of 

individual teachers and school board members to participate in the study was done by 

simple random sampling. This required a researcher to use pieces of paper whereby 

some of the paper were marked “Yes” and “No” and the researcher asked each 

teacher from each stratum to pick one of these paper and who picked “Yes” was 

included in the study. This was done to establish a sample that is representative of 

the whole population in terms of sex. This often improves representativeness of the 

sample and reduces sampling error. 

 Simple Random Sampling 

Simple random sampling is the one in which every item of the universe has an equal 

chance of inclusion in the sample (Bryman 2004 & Kothari 2002). The researcher 

used simple random sampling to select respondents because it gives equal chance for 

all respondents to be selected to participate in the research. For twenty school board 

members, the researcher wrote each name of the board member in a separate small 

piece of paper and put in two different baskets, one for male and another for female. 

The researcher picked four papers bearing names of the school board members from 

each basket (for each secondary school). The school board members whose names 

were drawn are those who were involved in the study.  

3.6 Data Collection Methods and Instruments 

Data collection methods refer to the ways the researcher uses to collect data from the 

respondents (Kothari, 2009; Nkpa, 1997 & Cohen, 2007). Furthermore, data 

collection method refers to the process of obtaining evidence in a systematic inquiry 

to problems. But Creswell, (1994) argues that no single technique or instrument may 
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be considered to be adequate in collecting valid and reliable data. For the purpose of 

this study, interviews, focus group discussion and semi-structured questionnaire were 

used to collect data from the respondents. 

 Interview 

This is a scheduled set of questions administered through oral or verbal 

communication in a face to face relationship between the researcher and the 

respondents (Cohen, 2007). An interview also involves learning from the 

respondent‟s gestures, facial expression and pauses in his/or her environment 

(Fraenkel & Wallen, 2000). This study used interview because, the researcher 

intended to probe the perceptions of heads of schools, qualified teachers and School 

Board Members towards the use of unqualified teachers in community- based 

secondary schools in Mvomero District.  The interview is the most important data 

collection technique in this study because the research questions and research 

objectives of the study, observed feelings, intentions, thoughts, opinions and 

perceptions of the community toward the use of unqualified teachers in community 

secondary schools. The interview were be used as a descriptive device to explore the 

perceptions of respondents. 

 Focus Group Discussion (FGD) 

Focus group discussion is a strategy for obtaining better understanding of a problem 

or an assessment of a problem or a concern by interviewing a purposeful sampled 

group of people rather than personal individual (McMillan & Schumacher, 2001). A 

focus group discussion is usually composed of 6 to 8 participants who share the 

common characteristics relating to the study (Kombo and Tromp, 2006).  
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For the purpose of this study, focus group discussion comprised a group of forty (40) 

trained teachers and school board members, eight from five  schools  (whose schools 

were involved in the study) to generate information. This method was chosen 

because it provided an opportunity for the participants to be able to provide their own 

information on the basis of their own beliefs and perceptions on a defined area of 

interest simultaneously in a group rather than individual.  

 Patton, (2003) argued that focus group discussion provides the researcher with high 

quality data in a social context as participants get to hear each others‟ experience and 

make additional comments beyond their original responses. Furthermore, Mkumbo 

(2008) & Kothari, (2004) asserts that focus group discussion method is a particularly 

useful strategy for facilitating people to explore and clarify their views and attitudes 

in ways that would not easily be achieved in one to one interview.  The researcher 

decided to use this method in order to complement data which were gathered from 

other methods. The group composed of both male and female classroom teachers and 

members of school board. The tape recorded information was transcribed and used 

for analysis. 

Questionnaire 

A questionnaire is a research tool through which respondents are asked to respond to 

similar questions in a predetermined order (Gray 2004). The respondents get 

something in a written format and usually respond in written form (Millan 2006). 

Questionnaires were also suitable for collection of data from a large sample, like the 

one in this study and are good for collecting both qualitative and quantitative data. 

This study used a closed ended questionnaire because it allowed the respondents to 

have an opportunity to choose from a set of numbers representing the strength of 
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feeling or attitudes of their personal information. In this study semi-structured 

questionnaire used to identify respondents‟ characteristics and their preminary 

information such as age, education level and sex. 

3.7 Validity and Reliability of the Study 

The term validity has for a long time used in quantitative research to mean the 

absence of subjectivity (Mtahabwa, 2007). In qualitative study; more researchers 

argue that the term validity is not applicable, though there is a need to have a 

qualifying check or measure for qualitative research (Golafshani, 2003). Due to this, 

different terms have been adopted by different scholars to mean validity in the 

qualitative research namely; quality, trustworthiness and rigor. 

In qualitative research, validity refers to the accuracy and trustworthiness of the 

instruments, data and findings in the study (Bernard, 1995). Trustworthiness helps to 

establish confidence in the findings (Lincoln & Guba, 1995 as cited in Golafshani, 

2003: 602). In this study, the following techniques were used to maximize the 

trustworthiness of instruments, data and findings:  

First, triangulation, where Patton, (1999) refers to as a combination of different data 

collection methods in the field work. It is observed that studies that use one method 

are vulnerable to errors of the particular method. It is argued that triangulation helps 

to control bias (Golafshani, 2003: 603). According to Patton (2003), one among 

many ways that are used to verify the trustworthiness of the study is data source 

triangulation. In this type of triangulation, Patton (2003) asserts that the main focus is 

to compare the data collected from different sources, compare the peoples‟ 

perspectives from different point of view so as to come up with a single, totally 
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consistent picture. In this study, triangulation of both data source and methods was 

deployed by comparing head of schools understanding as well as the use of 

interview, qualified teachers and School Board Members in focus group discussion 

methods during data collection. The use of multiple methods enabled the researcher 

to control instrumentation error and be able to cross check data. 

Second, thick description; according to Ponterroto (2006), is referred to as the 

interpretation of what has been observed or witnessed. It is argued that, in describing 

and interpreting these observed behaviours, researchers are required to assign the 

purpose and intentionally of the behaviours according to the context. Moreover, it is 

observed that thick description helps to capture feelings and thoughts of participants. 

Furthermore, when used in describing the results, thick description involves the use 

of participants‟ voices such as the use of long quotes from the participants or experts 

(Ponterroto, 2006). In this study, therefore, several quotations from the participants 

were used and described to make the reader develop insight and have a feeling of the 

meaning contained in the data collected. 

Third, back translation which is referred to as the process of translating materials 

from its original language to different language (Chrisler & McCreacy, 2010). One 

of the aims of this process is to make easy communication with informants 

(Mtahabwa, 2007). In this study, the interview schedules and focus group discussion 

guide were translated into Kiswahili for easy communication with participants in the 

field and then back into English when writing the report. 
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 Reliability of the Study 

Reliability and validity are concepts which have posed challenges in qualitative 

research.  In qualitative research, reliability refers to the degree to which the 

findings are independent of accidental circumstances of the research (Kirk & 

Miller, 1986). It is thus the dependability, conformability consistency or 

credibility of the instrument (Lincoln & Guba, 1985 as cited in Bashir, Afzal & 

Azeem, 2008). In this study, triangulation was used to test and maximize the 

reliability of the instruments. Unlike quantitative research, in the qualitative 

research, reliability aims at removing the researchers‟ bias in the findings.  

To enhance the reliability in the qualitative study, Mathison (1998 as cited in 

Golafshani 2003), McMillan & Schumacher (2006 as cited in Bashil,  2005) 

recommend triangulation as typical strategy for improving both validity and 

reliability. In this strategy Bashir ,  (2008) asserts that, to enhance the reliability of 

qualitative research, two things must be put into account firstly, is the use of multi-

method and secondly spending enough time in the field. In the present study, multi-

method that, involved different data collection methods, was employed to maximize 

the reliability of the study.  

3.8 Data Analysis Plan 

Bogdan and Biklen (1992) as cited in Kasonde (2010) define data analysis as a 

systematic process of working with data, organizing and breaking them into 

manageable units, synthesizing them, searching for patterns, discovering what is 

important and what is to be learned and deciding what to tell others. Moreover, 

Cohen, 1996) defines data analysis as a process that entails editing, coding, 

classification and tabulation of collected data. In this study, data collected from the 
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field were analysed according to the method used in data collection. For the purpose 

of this study, data analysis was guided by case study and descriptive steps of data 

analysis. Table 6 below indicate the summary of data collection instruments, types, 

source and data analysis plan. 

Table 6: Summary of Data Collection Instrument, Types, Source and Analysis  

S/N Research 

Instrument 
         Types of Data Sources of Data 

Data Analysis 

Plan 

1 
 
 
 
 
 
 
 
 
 
 
2 

Semi-structured 

interview & 

Semi-structured 

questionnaire 

 

 

 

 

 

 

 

 

 

 

Focus group   

discussion & 

Semi-structured 

questionnaire 

Reason for using unqualified 

teachers in community based 

secondary schools 

 

Efforts to support teachers 

professional development 

 

Benefits of using unqualified 

teachers in community-based 

secondary schools 

 

 

Challenges associated with 

unqualified teachers in 

community secondary schools 

 

Consequences facing unqualified 

teachers in teaching process 

 

Suggestions to improve 

unqualified teachers 

performance 

 

Head of schools 

 
 
 
 

  Head of schools 

 

 
 
 

Secondary school 

teachers 

 

  School Board    

   members 

Descriptive 

content 

Analysis plan 

 

 

 

 

 

 

 

 

 

 

 

 

 Descriptive 

content 

Analysis 

Source, Field work, 2014 

3.9 Research Ethics 

These are the ethical considerations that are required to be addressed before 

embarking on and during the research study (Bartlett, 2009). Furthermore, Creswell 

(2003) asserts that ethical issues in research include respecting informed consents for 

one to participate in the study, privacy, anonymity, confidentiality, security, 

honouring research sites and reporting research fully and honesty. In this study, 

ethical considerations were observed in planning and conducting this study. Ethical 
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standard was observed in access and acceptance stage, whereby the researcher 

requested the research permit from the office of director of post graduate studies at 

the University of Dodoma for field data collection.  

The research permit enabled the researcher to request another permit from the 

District Executive Director (DED). Having reported to District Executive Director, 

the researcher was introduced to District Education Officer (DEO). The District 

Education Officer introduced the researcher to District Academic Officer, the 

responsible officer in all educational matters at the District level and urged him to 

provide the researcher any assistance needed to accomplish the study. The District 

Academic Officer provided the researcher with an introduction letter to introduce 

him to the heads of schools. 

During data collection stage, ethical standard was observed. Respondents who 

participated in the study were asked for their informed consent. According to Cohen 

and Manion (2000) informed consent refers to the process in which an individual 

chooses whether or not to participate in an investigation after being informed of the 

facts that would likely influence their decisions. Therefore, it was their free will to 

participate in the study and be recorded. This was done through explaining to them 

the purpose of the study and ensured their privacy and confidentiality of information.  

Also, the researcher ensured security of respondents from physical, psychological 

and social harm through ensuring that the collected data were used for the 

predetermined purpose and obstructed unauthorized person to get access to data. In 

reporting findings of this study neither the names of schools nor names of 

participants included in the sample are revealed. 
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CHAPTER FOUR  

DATA PRESENTATION, ANALYSIS AND DISCUSSION 

This chapter presents presentation, analyses and discussion of the findings on 

community perceptions of the use of unqualified teachers in community-based 

secondary schools. The study involved respondents from five selected secondary 

schools in Mvomero District. The school are school A, B, C, D and E (given names) 

to ensure privacy and confidentiality of the information. Moreover, interviews, focus 

group discussion and semi-structured questionnaire were conducted to capture 

information. To collect in-depth information for this study, five head of schools in 

school A, B, C, D and E were interviewed, while focus group discussion was 

conducted with forty secondary school teachers and School Committee Members. 

Semi-structured questionnaires were provided for all respondents purposely for 

collecting personal information. The data obtained were organised into categories 

and sub-categories basing on the common issues that emerged from the research 

findings 

Actual quotations from both interviews and focus group discussions were used to 

provide the different perceptions of participants. Findings of this study are presented 

in order of three research objectives namely; to investigate the community 

perceptions towards the use of unqualified teachers in community based secondary 

schools. To find out the effectiveness of continued use of unqualified teachers and to 

find out challenges associated with unqualified teachers in community-based 

secondary schools. This chapter presents the results and discussion of the major 

findings of the research and information obtained from the study. Presentations of the 
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findings and discussion have been put in two categories, that is, social demographic 

characteristics which enable to identify respondents‟ characteristics and their 

preminary information such as age, education level and sex, finally the research 

objectives presented.  

4.1 Social Demographic Characteristics 

The main targeted groups of respondents in the study area were the head of schools, 

secondary school teachers and School Board Members. Characteristic distribution of 

respondents includes; distribution of qualified and unqualified teachers in five 

secondary schools, distribution of teaching subjects, gender, age and level of 

education. The demographic information is important because it gives a rough 

picture of respondent‟s characteristics in the study.  

Table 7: Total Number of Qualified and Unqualified Teachers in Five Schools 

School 

     Qualified 

      Teachers 

              

Percentages  

           % 

    

Unqualified  

      Teachers 

    Percentages 

        % 

 

School   A 

 

18 
 

 

72% 
 

 

7 
 

 

28% 
 

 School   B    

 

21 
 

 

84% 
 

 

4 
 

 

16% 
 

 School  C   

 

23 
 

 

82% 
 

 

5 
 

 

18% 
 

 School  D 

 

School   E 

 

10 
 

15 
 

 

67% 
 

  79% 
 

 

5 
 

4 
 

 

33% 
 

21% 
 

     Source: Field work 2014 

Table 7 show that school D has the least number of teachers compared to the rest. 

This is due to lack of social services in the area and the school is in hard to reach area 

from Turiani town. School B and C indicate a related high number of qualified 

teachers due to accessibility of social service in the area.  
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Table 8: Distribution of Teaching Subjects among Teachers  

  Qualified Subjects   Unqualified  Subjects   

School Teachers     Arts Science Teachers   Arts     Science 

 

School A 

 

18 

 

14 

 

4 

 

7 

 

0 

 

7 

 

School B 

 

21 

 

17 

 

4 

 

4 

 

0 

 

4 

 

School C 

 

23 

 

18 

 

5 

 

5 

 

0 

 

5 

 

School D 

 

School  E 

 

10 

 

15 

 

7 

 

10 

 

3 

 

5 

 

5 

 

4 

 

0 

 

0 

 

5 

 

4 

 

Source : Field Work  2014 

 

 

    From table 8 it revealed that most of qualified teachers in the community- based 

secondary schools teach Art subjects such as; Kiswahili, English, History, 

Geography and Civics.  Unqualified teachers teach science subjects such as, Physics, 

Chemistry, Biology and Mathematics. 

Table 9: Frequencies and Percentages of Respondents by Gender 

Gender Qualified 

Teachers 

Percentages 

(%) 

S/Board 

members 

Percentage (%) 

 Female 10 40% 11 55% 

     

Male 15 60% 09 45% 

 

Total 25 100% 20 100% 

Source: Field work 2014 

Table 9 indicate that qualified teachers were distributed in number that 60%  males 

while females being less by 40% and 55% of school board members were female 

while males being less by 45%.  
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Table 10: Frequencies and Percentages of Respondents by Age 

Category of 

respondents 

Age Frequency Percentage (%) 

Qualified Teachers 25-35 13 32% 

 

Above 35 12 27% 

 

School Board 

Members 

25- 35 

 

Above 35 

06 

 

14 

15% 

 

36% 

Total  45 100% 

Source: Field Work 2014 

Table 10 indicate that majority of respondents were of age between 25 to 35(32%) 

for qualified teachers followed by age above 35 (27%) years old for School Board 

Members, the majority were above 35 years old (36%) of respondent‟s age, followed 

by age between 25 to 35 years old. 

Table 11:  Distribution of Respondents According to their Level of Education  

Category   Level Frequency         percentages % 

Secondary school    

Teachers Diploma 17 

 

68% 

 

       

  

Degree 08 

 

32% 

 

       

Total     25         100% 

  

 

       School Board  Form iv 11 

 

55% 

 Members 

      

  

Form vi 

& above 09 

 

45% 

 Total     20   100%   

       Source: Field Work, 2014 
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Table 11 above it show that majority of Community- based secondary schools 

teachers were diploma (68%) followed by degree holders (32%). On the other hand 

the school board member‟s category, (55%) were form four while (45%) were form 

six and above education. 

4.2 Perceptions of Community towards the Use of Unqualified Teachers. 

The researcher was interested in finding out how community perceived and 

understand the ability of unqualified teachers in community based secondary based 

schools. To capture perceptions regarding the use of unqualified teachers in 

community based secondary schools, head teachers of the selected secondary schools 

were interviewed. During the interviews participants indicated to have both positive 

and negative perceptions concerning the use of unqualified teachers in community- 

based secondary schools as shown in Table 12. 

Table 12: Distribution of Respondents according to their perceptions 

Category 

Negative 

perceptions 

Percentages     

(%) 

Positive 

perceptions  

Percentage       

(%) 

Secondary school  

teachers 

 

13 65% 07 35% 

 

School board 

members 

 

Head of Schools 

14 

 

 

3 

70% 

 

 

60% 

06 

 

 

2 

30% 

 

 

40% 

Total 30 66.6% 15 33.4% 

Sources: Field work 2014 

From Table 12 above the majority (30 respondents out of 45) of respondents 

indicated that there is negative attitude towards the presence of unqualified teachers 

in community-based secondary schools. When they were asked of their opinion 
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about the presence of unqualified teachers in school, 30 (66.6%) of the respondents 

did not support the presence of unqualified teachers in community based-secondary 

schools. They claimed that unqualified teachers face the problems of teaching 

preparations and unethical issues. 15(33%) participants responded positively, that the 

presence of unqualified teachers in community-based secondary schools covers the 

shortage of teachers specifically science and mathematics teachers in rural schools.  

Findings indicate that most of head teacher posse negative attitude towards 

unqualified teachers in community-based secondary schools. During the interview 

head of schools were of the view that unqualified teachers find it challenging to use 

appropriate teaching and learning strategies skills, discipline issues and that their 

lack commitment. This view is represented by the head teacher from school A, who 

had this to say: 

“.Unqualified teachers know how to teach in the Classrooms, but 

don’t understand how to prepare a lesson plan and Scheme of 

work..”. [Respondent 1, March, 2014]. 

 

 

 On the other side, one of the head of school claimed that the presence of unqualified 

teachers as a helpful because they teach subjects which do not have teachers to cover 

shortage of teachers in rural community- based secondary schools. When they were 

asked why use of unqualified teachers is allowed to teach in their schools, 

respondent from school B had this to explain during the interviews: 

“…Yes, unqualified teachers help to cover the shortage of 

teachers in community based secondary schools especially in 

science and    mathematics subjects…” [Respondent 9, March, 

2014]. 

Furthermore, during focus group discussion qualified teachers and school committee 

members claimed that unqualified teachers do not have teacher‟s ethics and teaching 

skills especially in lesson preparations and teaching methodology. For example, 
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during the focus group discussion session, a secondary school teacher from school D 

had this to add: 

“.Unqualified teachers do not understand lesson preparation, 

teaching and learning resources and the use of appropriate 

teaching methods; they prefer only lecture method...” 

[Respondent 2, March, 2014]. 

In the same line, Farooq (2006) conducted a study to compare the effectiveness of 

teaching of unqualified and qualified teachers in Pakistan secondary schools. The 

results of the study supported the fact that the students taught by qualified teachers 

showed better results in mathematics and gender has no significant effect on 

achievement in mathematics. 

4.3 The Reasons for Using Unqualified Teachers  

Table 13 bellow show summary of respondents‟ perceptions on the reason of using 

unqualified teachers in community-based secondary schools. 
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Table 13: Categories of description on Reasons of using unqualified Teachers  

Categories of description of  

reasons 

Frequency Representative quotes 

A. Expansion of secondary 

education 

 

            ⁄  

“At the beginning this school had a 

total number of 7 teachers among                

them 2 were qualified   teachers and 

the rest 5 were unqualified teachers”  

  [Respondent 4, March, 2014] 

 

B. To cover shortage of 

science and mathematics 

teachers 

 

            ⁄  

  “My school has 21 qualified 

teachers but 17 teachers teach art 

subjects and only 4   teachers teach 

science and mathematics  subjects,  

therefore we are  forced to employ 

unqualified teachers to cover the 

shortage of teachers”[Respondent 10, 

March, 2014] 

 

C. School infrastructure and 

environment. 

 

           ⁄  

“Despite the government to provide 

secondary education in the country, 

the sub-sector had shortage of science 

teachers especially in the rural areas, 

shortage of laboratories, shortage of 

teacher’s houses, shortage of 

equipments and other basic 

educational materials.”  

 [Respondent 8, March, 2014] 

 

D.  Declining status of the  

   teaching profession, 

 

            ⁄  

“I think low salaries and in 

satisfaction condition of service is a 

major factors influence shortage of 

teachers in community based 

secondary schools. Many teachers 

turnover teacher profession and 

searching to a better paying job 

elsewhere”. 

[Respondent 20, March,2014] 

 

Total            45  

Source. Field Work, 2014 

During the interviews, head teachers provided different reasons for using unqualified 

teachers in community-based secondary schools. It was revealed that unqualified 

teachers were most used because of the expansion of secondary enrolment in schools 

required teachers to cover the shortage of science and mathematics teachers and also 
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caused by inappropriate school infrastructures which were not motivating to 

qualified teachers.  

 Expansion of Secondary Education 

During interviews head teachers explained the historical background of shortage of 

teachers in community based secondary schools. They argued that in Tanzania, for 

the past seven years, the status of education had not been stable, leading to 

unsatisfactory examination results in summative evaluation. The problem comes 

from the community-based secondary schools as one of the education policy that 

every ward must have its own secondary school. Since the last decade, schools had 

been established by the communities in every ward, but there were insufficient 

number of qualified teachers. In some schools, there were no teachers at all, so 

problems worsened day by day particularly in rural areas. This forced some head 

teachers in collaboration with School Boards specifically in rural areas to employ 

unqualified teachers to teach in community- based secondary schools. For example, 

respondent 6, during interview had this to say: 

“…At the beginning this school had a total number of 7 teachers 

among them 2 were trained   teachers and the rest 5 were 

untrained teachers…”  [Respondent 6, March, 2014]. 

The findings from focus group discussion made by qualified teachers and School 

Board Members revealed that many teachers migrated to urban areas leaving many 

rural secondary schools without qualified teachers. Life in the rural areas further 

complicated the availability of qualified teachers because qualified teachers were 

unwilling to face the challenges of living in rural areas with limited social and health 

facilities. During focus group discussion, one school board member form school D 
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who was asked to explain the reasons of using unqualified teachers in community-

based secondary schools responded that: 

“.Qualified teachers who posted in this school they do not stay 

because of environmental constrains in this village, they move to 

town especially science   and mathematics teachers and leave our 

school with shortage of teachers and    we forced to employ 

unqualified teachers”. [Respondent 7, March, 2014]. 

 Similar explanations were provided by trained teacher from school C during focus 

group discussion. They suggested that the Government should consider recruiting 

qualified local candidates into teacher training colleges. Such candidates are likely to 

go back and teach in their home areas after graduation, this will reduce the shortage 

of teachers in rural community based secondary schools. But others comments on 

that, this can reduce the nationality among Tanzanians. 

another qualified teacher from school A during focus group discussion had this to 

add, unqualified teachers are usually employed locally by Parents, head teachers or 

School Board Committees, their conditions of service are different from those of 

qualified teachers. Some of them do not have a regular salary, while others are paid 

in kind, for example, they are given a chicken or a bucket of maize at the end of the 

month. These teachers do not have a permanent contract, nor do they have pension 

benefits and other incentives given to qualified teachers. Respondents were 

commented that these unqualified teachers are not effective in facilitating quality 

learning because of less motivation. 

This is in the same line with Mulkeen, (2005) who observed that, the use of 

unqualified teachers was further appreciated and strongly recommended by a report 

prepared for the World Bank on recruitment, retaining and retraining of secondary 
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school teachers and principals in Sub-Saharan Africa. The Sub-Saharan African 

governments to employ and train the unqualified teachers especially for those 

schools and regions with difficulties in retaining teachers across subjects‟ specialties. 

 To Cover Shortage of Science and Mathematics Teachers 

During the interview, five head teachers showed that unqualified teachers used so as 

to cover the shortage of science and mathematics teachers. It was found that there 

was high shortage of qualified secondary school teachers in Tanzania Mainland. 

Although the Pupil Teachers Ratio (PTR) in secondary schools is 26:1 aggregate 

figures did not reflect the real situation in the field and the ratio does not reflect 

subject shortages in “Mathematics and Sciences Teachers (Ng‟umbi 2009). 

Moreover during an interview with head teachers of school B reported by saying 

that: 

 “...My school has 21 qualified teachers but 17 teachers teach 

art subjects  and only 4   teachers teach science and mathematics  

subjects,  therefore we are  forced to employ unqualified teachers 

to cover the shortage of teachers” [Respondent 25, March, 2014] 

 

 Moreover, the head of school from school C, commented that the PTR is the formula 

that is used by academicians to determine numbers of teachers in the country. It is 

researcher‟s submission that PTR is a wrong formula and the proper method should 

base on workload per teacher in a school.  During focus group discussions, 20 

qualified teachers and 20 School Board Members (100%) claimed that the number of 

Art teachers in community-based secondary schools is high compared to Science and 

Mathematics teachers. This forced head of schools in collaboration with school board 

to employ Science and Mathematics unqualified teachers to teach in community- 
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based secondary schools. In regard to this, during focus group discussion the school 

committee member of school D had this to say: 

 “Science and mathematics teachers move to   town for seeking 

tuitions for   increasing their incomes and leave our school to 

employ unqualified teachers” [Respondent 39, March, 2014].  

Also, it was revealed that, the problem of teacher supply in community- based 

secondary schools were also related to specialized teachers in terms of subject 

matter. According to head teacher‟s explanations during interview, mathematics and 

science teachers prefer to teach in urban schools where social and economic 

opportunities are available.   

Additionally, during interview head of school from school B commented that it is a 

kind of vicious circle where the country fails to produce candidates with passes in 

mathematics and science subjects because it does not have the right teachers; and the 

country fails to train enough mathematics and science teachers because it does not 

have the right candidates. 

In the same line, Moon, Mayes & Hutchinson (2004) conducted a study to 

investigate about the impact of teaching of qualified and unqualified teachers of 

mathematics on the achievement score of their respective students. Findings revealed 

that qualified teachers have strength in understanding others, working out the 

significance of behaviour of pupil and others even when this is not overtly expressed. 

The qualified teachers can use their ability to impact and influence pupils to perform. 

Moreover qualified teachers know different teaching styles. Students studying under 

the guidance of unqualified teachers remained deprived of the latest pedagogical 

supports due to unawareness of their teachers in pedagogical skill areas. 
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Also Thornburg (2009) proposed that each student will have access to highly 

qualified teachers. And yet, in the areas of mathematics and science, such teachers 

seem to be in short supply. This challenge has become so severe that some districts 

are importing qualified teachers from other regions. It is advised that, better to import 

science and mathematics teachers from nearby schools to cover the shortage of 

teachers in rural community based secondary schools. 

 School Environment 

Construction has been one of the major activities in SEDP implementation. Areas of 

concern in this program were the construction of classrooms and teachers‟ houses. 

The study found that in community- based secondary schools investigated; 

classrooms were constructed but no any teachers‟ houses constructed. This forced 

teachers who posted in these schools migrated to other schools with better social 

services and experience shortage of teachers in rural community-based secondary 

schools. The above explanation is evidenced by a statement produced by respondent 

during focus group discussion from school D, who had this to say: 

 

 “In this school we have shortage of teachers house,             

electricity, water supply,  telephone communication                     

and public transport, therefore teachers are living                    

almost 20 km from  the school”.[Respondent 40, March, 2014] . 

 

The head teacher from the same school when interviewed so as to explain what the 

main reasons of using unqualified teachers in community- based secondary schools 

he pointed out that,  

“These include the shortage of teacher’s houses, health care 

services and    public transport to town. These are some factors 

make   teachers who posted  in this school to migrate in better 
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schools and leave our school with shortage of teachers and 

continuous to employ unqualified teachers”[Respondent 22, March, 

2014] 

He went further by explaining that,  

“Despite the government and the private sector efforts to    

provide   secondary education in the country, the sub-sector     

had shortage of  science teachers   especially in the rural areas, 

shortage   of laboratories, shortage of teachers’ houses, shortage 

of equipments and other basic educational materials”[Respondent 

22, March, 2014] 

 

The results above corroborate with Mkonongwa, (2012) whose findings revealed that 

the access improvement in secondary education in Tanzania has been achieved 

regardless of quality of education, which is paramount for any effective and efficient 

education system. This is because as enrolment improves the government faces 

serious challenges in running her education system, especially in rural areas, the fact 

which hinders provision of quality education. Such challenges include the following 

areas: availability of qualified teachers, provision of teaching - learning materials, 

curriculum relevance, book Student or pupil ratio and Shortage of infrastructure such 

as lack of libraries, laboratories and related equipments, apparatus and chemicals. 

4.4 Benefits of Using Unqualified Teachers  

The study sought to explore School Board Members and secondary school teachers‟ 

views about the relevance and benefits of the use of unqualified teachers in 

community based secondary schools. Furthermore, the researcher requested 

respondents to reflect on teaching abilities of unqualified teachers and provide their 

views. Findings from the participants‟ responses that unqualified teachers provide a 

major role to fulfil the gap of shortage of teachers in community-based secondary 
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schools. The above explanation was evidenced by a head teacher from school B 

during interview, who said: 

    “At the beginning qualified teachers were three in this school, 

therefore we were forced to employ unqualified teachers to help 

us in teaching, and actually they provide assistance indeed 

“[Respondent 25, March, 2014]. 

 

The above statement was supported by respondent from school A during focus group 

discussion, he had this to explain: 

“Some unqualified teachers who teach science and Mathematics             

subject performed better in 2013 form four national Examination            

results” [Respondent 34, March, 2014] 

From the above statements, it is plausible to argue that some unqualified teachers 

play  a major role in teaching science and mathematics subjects in community based 

secondary schools where experienced shortage of teachers.  Additionally, 

participants of this study were of the view that unqualified teachers teach biology, 

chemistry, physics and mathematics in community based secondary schools while 

the majority employed are art subjects‟ teachers. Furthermore, participants of this 

study were of the view that, despite of their challenges in teaching preparations and 

unethical issues, unqualified teachers   are more helpful to fulfil the gap of shortage 

of teachers in community based secondary schools. In regard to this, a respondent 

from school C had this to explain during interview: 

        “Better to have unqualified teachers in the classrooms                             

who will keep students busy instead of no teacher at all                               

in the classroom...”   [Respondent 25, March, 2014]. 

The above explanation was supported by Mg‟umbi, (2009) who observed that, 

recruitment and deployment of unqualified teachers directly to rural schools could 

have made an impact in reducing teacher shortages in the new schools. It is hard to 
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imagine the education system without the unqualified teachers particularly at the 

time when teacher colleges could not cope with the growing demand for teachers. 

4.5 The Efforts to Support Teacher Professional Development 

Although the formal system of teacher professional development in rural new 

community based secondary schools seem to be a premature concept, there is 

evidence that informal school initiatives to develop teacher practice has been in 

operation. Responding to a question that asked to comment on what should be done 

to improve the implementation of teacher‟s professional development, respondent 

from school B, explained that the heads of department were playing the major role of 

mentors to all unqualified teachers. Their role was to be integrated within the 

framework of their day-to-day responsibilities. In addition to that, another respondent 

of school A had this to explain during the interviews when asked the same question: 

“When we employ unqualified teachers we give them                        

instructions about teaching and teacher’s ethics through                      

subject’s department coordinators” [Respondent42, March, 2014 ]. 

 

But the head teacher from school D had this to explain when asked to comment on 

what should be done to improve the implementation of teacher‟s professional 

development; he revealed that teachers encouraged attending Teacher Development 

Meetings which are training sessions organized by teachers themselves according to 

teaching subjects. They are usually organized in collaboration with international 

organizations such as Care International and Room to Read. Attendance to such 

training sessions is very useful in building professional capabilities among 

unqualified teachers. A similar explanation was provided by a qualified teacher from 

school C who had this to explain during focus group discussion: 
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 We give opportunities for unqualified teachers to attend   

seminar and workshops which are organized by international 

organizations in collaboration with district council” 

[Respondent 30, March, 2014]. 

 

It is evident from the above responses that unqualified teachers learn how to prepare 

a lesson plan, scheme of work and teaching methodologies which will empower 

teaching abilities. The study found that these seminars and workshops are not always 

available in the community based secondary schools due to lack of funds to support 

these programs. 

Another qualified teacher from school A argued that general staff meetings were 

used for discussing teacher professional issues. It was revealed that the school had 

official staff meetings three times per week. The head of school was of the opinion 

that although staff meetings were mainly for administrative issues the frequent 

teacher gatherings were essential particularly for beginning unqualified teachers to 

get integrated into the school mission.  

From these findings researcher noted that, community secondary schools should 

develop their own teacher professional development plans through which various 

professional development strategies would be outlined and implemented. These 

views were supported by (Ng‟umbi, 2009) who suggested that for effective 

coordination of school mentoring, it is proposed that a senior teacher be nominated 

and trained for the post of school teacher development coordinator and that person be 

the think tank and driving force in coordinating departmental-based program for 

improving unqualified teachers their teaching skills. 
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4.6 Effective use of Unqualified Teachers in community-based secondary 

Schools 

In this aspect, participants of this study were asked to provide suggestions on how 

the unqualified teachers in community-based secondary schools can be made 

stronger in the future to enhance their classroom practice and improving discipline 

issues. Interviews and focus group discussion were used to elicit information from 

the participants on how the unqualified teachers can be improved in the future. Table 

14 summarise the strategies for effectiveness of using unqualified teachers who 

teaching in rural secondary schools. 
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Table 14: Effective use of Unqualified Teachers in community secondary schools 

Categories of description of  

Effective use Unqualified 

teachers 

Frequency             Representative quotes 

Strength special Training 

Programme for unqualified 

teachers 

 

  
  ⁄  “Untrained teachers who teach in 

rural community secondary 

schools for a long-time should be 

undergoing trained in teachers 

college to improve their teaching 

methodologies…” [Respondent 

31, March, 2014]. 

To establish Mentorship 

Programme in Secondary Schools 

 

  
  ⁄    “....in our school we lack 

experienced teachers who can 

provide mentorship to unqualified 

teachers, and this would reduce 

problems associated with 

teachers” [Respondent 12, Mar, 

2014]. 

 

To motivate unqualified teachers 

who teach in rural secondary 

schools 

 

  
  ⁄  “Unqualified teachers are usually 

employed locally by Parents, 

head teachers or school board 

committees, their conditions of 

service are different from those of 

qualified teachers. Some of them 

do not have a regular salary” 

[Respondent 40, March, 2014]. 

 

 

Source: Field Work, 2014 

 

 Strengthening of Special Training Programme 

The data collected from the interviews and focus group discussion revealed that 

majority of the participants of this study suggested for strengthening of the special 

program to empower unqualified teachers in rural community secondary schools. 

From the head teachers‟ explanations during interview, they proposed that 

strengthening of special training program to unqualified teachers will minimise some 

challenges associated with the use of unqualified teachers in community- based 
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secondary schools. For example, the head teacher from school B remarked: This 

program can be in a form of short course, seminar or workshops which will be 

conducted by ministry of education with collaboration to local governments. 

Similarly, a head teacher from school C had this to explain during interview: 

“Untrained teachers who teach in rural community 

secondary schools for a long-time should be undergoing 

trained in teachers college to improve       their teaching 

methodologies…” [Respondent 31, March, 2014]. 

 

. Teachers and school board members had the opinions during focus group discussion 

that, unqualified teachers should improved their classroom teaching and learning by 

facilitating them with knowledge and skills, which are challenges that teachers are 

facing in the implementation of their daily activities. This was evidenced by a school 

board member from school B during focus group discussion. She said: 

 

             “The government knows the presence of unqualified teachers                          

who teach in rural community- based secondary schools, better                          

to prepare special training to improve their teaching skills and             

knowledge “[Respondent 20, March, 2014]. 

 

Furthermore, respondents commented that there is the need to produce teachers with 

adequate personality. One way of   acquiring teachers who see themselves and others 

in adequate ways is to train them professionally.  

On the other hand, the findings of this study corresponded with the study by Ngumbi 

(2009) who revealed that, in order to strengthen teachers professional development 

practices, the list of practices should be included staff meetings, school-based teacher 

development meetings, cluster-based teacher development meetings, external 

seminars, departmental discussions and some level of mentoring.  Also Lewin (2005) 
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suggest that distance education methods are attractive for unqualified teachers 

because they allow teachers to be trained while on the job, which saves the costs of 

replacement.  

 Mentoring Programme 

In this study mentoring is a process for the informal transmission of knowledge, 

social capital, and the psychosocial support perceived by the recipient as relevant to 

work, career, or professional development; mentoring entails informal 

communication, usually face-to-face and during a sustained period of time (Ng‟umbi, 

2009).  

It was revealed from participants‟ responses that mentoring is the strategy of teacher 

professional development. During interview head teachers they confirmed that 

unqualified teachers can do better if they have mentors in community- based 

secondary schools. In this process, unqualified teachers were supposed to meet their 

mentors for advising matters concerning teaching process and teacher‟s ethics. In 

regard to this, the head teacher of school D had this to explain during the interviews: 

 

 “In our school we lack experienced teachers who can 

provide mentorship to unqualified teachers and this would 

reduce problems associated with teachers” [Respondent 12, 

Mar, 2014]. 

 

Furthermore, the study found out that shortage of experienced teachers particularly at 

the new community- based secondary schools was evident; most of the teachers were 

new. However this fact gave rise to another way of teacher learning: instead of 

learning from one another, they worked together for a solution and this situation 

http://en.wikipedia.org/wiki/Social_capital
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hindered the implementation of mentoring program in community- based secondary 

schools. 

Additionally, participants of this study were of the view that in rural community 

based secondary schools unqualified teachers were treating as teachers therefore no 

any initiative to support their teaching professional development.  For example, 

during focus group discussion trained teacher from school A had this to add: 

“.....we advice ministry of education with collaboration with 

international   organizations to prepare experienced teachers 

who will provide mentorship program in all community based 

secondary schools...” [Respondent 33, March, 2014]. 

 

 

From the above suggestions, it is obvious that in community based secondary schools 

mentorship programs is very important to be offered in order to support unqualified 

teachers for provision of confidence building and transitioning to further education or 

the workforce. There are also many peer mentoring programs should be designed 

specifically to encourage teachers ethics. As it is revealed from this study that these 

strategies will also found effective in reducing beginning teacher attrition in the 

community- based secondary schools. 

Experienced teachers in community-based secondary schools where they are most 

needed, both to teach and to mentor other teachers. These will reduce some 

challenges which associated with unqualified teachers in rural community secondary 

schools. Also in-service program should be introduced to unqualified teachers in 

order to empower teaching skills and teacher‟s ethics. This is in line with the 

Training and Development Agency (2008) which illustrates that continuing 

professional development provides people with the necessary experience, expertise 

and skills. 

http://en.wikipedia.org/wiki/Peer_mentoring
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However, in Tanzania secondary schools under SEDP, teachers‟ motivation has been 

largely neglected to extent of instigating teachers‟ turnover from their profession and 

cause shortage in community based secondary schools. In addition, (Mushashu 

(2000, Mosha,2000 & mwaipaja,2000) argued that secondary school teachers have 

been demoralized and frustrated by their employers because they are either lowly 

paid or not paid at all. To my opinion teachers must be well motivated with satisfied 

salaries and timely payment with minimum levels of harassment. In addition to that, 

some teachers lack houses and they are not paid enough money to be able to rent 

good houses, these factors influence shortage of teachers in rural community 

secondary schools and forced to employ untrained teachers. 

Sinyolo, (2007) reported that teachers‟ unions in sub-Saharan countries lamented the 

declining status of the teaching profession, mainly attributed to low salaries and poor 

conditions of service. As a result, teaching has become a profession of last resort or a 

stepping stone leading to a better paying job elsewhere. Table 15 below shows the 

salaries of teachers in different countries expressed in US dollars. Although the cost 

of living varies from country to country, the figures below give a fair comparative 

analysis of the basic gross salary levels for the different categories of teachers. 

Table 15: Teachers‟ gross salaries per month in US dollars (2005-2006) 

Level Gambia Kenya Lesotho Uganda Tanzania Zambia 

 

primary 60 152 177 115 20          200 

Lower 

      Secondary 
75 272 265 144 95 250 

Upper 

      
Secondary 

90 305 638 260 125 325 

Source: World Bank report survey 2007 
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As shown above, the teachers‟ salaries are the lowest in Tanzania and Gambia, and 

relatively higher in the other countries. It should be noted that teachers in most of the 

countries get allowances, in addition to the basic salary. For example, in Zambia and 

Gambia, teachers get housing and a hardship allowance. These factors influence 

shortage of teachers in Tanzania rural community secondary schools, because many 

teachers turnover teacher profession and searching to a better paying job elsewhere. 

4.7 Challenges of Unqualified Teachers in Community Based Secondary Schools 

Respondents had the opinion that, although the presence of unqualified teachers in 

community based secondary schools aims to improve classroom teaching and 

students learning there are challenges that unqualified teachers facing in the 

implementation of their duties.  Among these challenges are  teacher personality for 

example being charming and organized, teacher creativity like improvising teaching 

aids, teaching methods, classroom management, medium of instruction, preparation 

of lesson plan and scheme of work.  

During the interviews and focus group discussion qualified teachers and School 

Board Members were asked to explain about the consequences of unqualified 

teachers to teach in community based secondary schools. It was revealed that both 

head teachers and classroom teachers were aware of consequences of unqualified 

teachers in teaching process and discipline issues. The analysis of data revealed that 

there are different perceptions of the head teachers, qualified teachers and School 

Board Members. In order to support the analysis for an in depth understanding of the 

phenomenon of interest, table 16 indicates qualified teachers and School Board 

Member‟s thoughts or views on challenges associated by unqualified teachers in 

community-based secondary schools. 
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Table 16: Respondents Perception on Challenges of Untrained Teachers  

Categories of description 

challenges of unqualified 

teachers 

Frequency Representative quotes 

A.  Unqualified teachers lack 

of   Lesson Plan preparation 

skills 

 

 

 

 

 

 

          ⁄  

“Unqualified teachers don’t have the lesson 

plans because they have no skills of 

preparing it, only they teach in the 

classrooms without 

preparations”[Respondent 33,March, 2014] 

 

B.  Unqualified teachers they   

don‟t    have a Scheme  of 

Work 

 

 

 

         ⁄  

  “We helps unqualified teachers to prepare 

the schemes of work    and how to use them, 

but they are using only text books in                             

teaching process”[Respondent 44, March, 

2014] 

 

C.  Unqualified teachers use    

       Inappropriate Teaching       

methodologies 

 

 

          ⁄  

“Unqualified teachers prefer to use lecture 

method in teaching because they have no 

any other alternative way of teaching   

methods”   [Respondent 15, March, 2014] 

 

D.  Unqualified teachers 

experienced  indiscipline and 

Unethical issues  

 

 

          ⁄  

“Last year we suspended one unqualified 

teacher for having sexual relations  with 

form two students, actually we trying to 

educate them about                         

teacher’s ethics but the problems still 

persisting” [Respondent 6, March, 2014] 

 

E.Unqualified teachers‟ lack of 

mentorship Program in 

community-based Secondary 

schools. 

 

 

         ⁄  

 “In our school we lack of un experienced 

teachers who can provide mentorship to 

unqualified teachers and this would reduce 

problems associated with teachers 

unethical” [Respondent 4, March, 2014] 

 

Total       ⁄   

 

Source: Field Work, 2014 

 

 Lesson plan   

The study found that among the roles of classroom teachers in the implementation of 

teaching in classroom was preparation of lesson plans. A lesson plan in this study 

refers to teacher‟s detailed description of the course of instruction for one class. A 

daily lesson plan is developed by a teacher to guide class instruction (Moon, 1988).  
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Details will vary depending on the preference of the teacher, subject being covered, 

the need and curiosity of the students. During interview all five head teachers 

confirmed that unqualified teachers do not understand how to prepare a lesson plan.  

This was evidenced by a respondent from school A, who said: 

 “Unqualified teachers don’t have the lesson plans because 

they have no skills of preparing it, only they   teach in the 

classrooms   without preparations”.[Respondent 21, March, 

2014]. 

 

Furthermore, secondary school teachers were of the view that a lesson plan inspires 

the teacher to improve the further lessons. It helps the teacher in evaluating his 

teaching and develops self confidence in the teaching process. According to their 

explanations, if unqualified teachers fail to prepare lessons, obviously they cannot 

help students in the classroom. During focus group discussion with qualified 

teachers, one respondent reported by saying that: 

 “.Unqualified teachers fail to help students in the classrooms 

because they have no teaching strategies.”  [Respondent 43, 

March, 2014]. 

 

This has been in line with the study by Edwin, (2011) who states that the effective 

teaching preparation and implementation is important to help students understand 

lessons in the easiest and clearest way possible. With proper preparation and 

effective classroom management, it is possible to achieve the desired educational 

outcomes. Teachers have attested that an efficiently organised classroom and an 

effective approach make it possible for students to have high academic 

achievements.  
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 Current findings are also supported by Navorro, (2012) who claim that; effective 

implementation is greatly dependent on the kind of lesson preparation made. In 

teaching, the preparation of materials and instructional tools comes before efficient 

implementation. The combination of educational materials and supplements with a 

structured learning format help ensure that lessons are better understood. 

 Scheme of Work 

The study revealed that one of the roles of classroom teachers is to prepare a scheme 

of work for implementation in the teaching process. A scheme of work in this study 

refers a guideline that defines the structure and content of a course. It maps out 

clearly how resources and class activities and assessment strategies will be 

implemented. A scheme of work can be made to cover one week, one month, one 

term or even one year, depending on the duration of a given program ( Navorro, 

2012). 

The study revealed that the scheme of work was prepared by the head of subject 

departments and provided to unqualified teachers for implementation. During 

interview with head teachers they exposed that unqualified teachers were facilitated 

with scheme of work in their subject departments but some of them fail to implement 

in actual classroom. This was also revealed during the interview with head teacher 

from school C, who responded that, 

  “We prepare schemes of work for unqualified teachers but they 

fail to apply it in teaching    process” [Respondent 22, March, 

2014]. 

 

A similar explanation was provided by respondent of school B during focus group 

discussion. The teacher had this to say: 
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 “We help unqualified teachers to prepare the schemes of work 

and how to use them, but they are using only text   books in 

teaching process …..”[Respondent 17, March, 2014]. 

 

Qualified teachers explained that, scheme of work give an overview of the total 

course content, provide for a sequential listing of learning tasks and show a 

relationship between content and support materials.  

This is in the same line with James, (2010) who found that no teacher can effectively 

teach without schemes of work, worse still the syllabus and lesson plans. A scheme 

of work is the candle light which guides the teacher to follow the education 

curriculum designed in the society to educate its own members. Also he adds that the 

scheme of work is the breakdown of syllabus into teachable units for a specifically 

given time frame. For example week, month, term or even one year. In other words it 

is the amount of materials the teacher prepares and intends to teach during a 

stipulated period of time. 

 Teaching Methodology 

In this study methodology refers to the processes of teaching and learning which 

brings the learner into relationship with the skills and knowledge that are specified 

and contained within the curriculum. There are several methods of teaching with the 

intention of inculcating and giving students‟ insight during instructional processes 

(Gilbert, 1950). The study revealed that most of unqualified teachers in community 

based secondary schools they lack of teaching and learning methodologies. 

Furthermore, during interview respondent were of the view that unqualified teachers 

they lack of teaching methodology, therefore only lecture method was dominated in 

the classrooms. This was supported by a head teacher from school A, who said. 
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 “Unqualified teachers prefer to use lecture method in 

teaching because they have no any other alternative way of 

teaching methods [Respondent 18, March, 2014]. 

 

Form the above response it is obvious that head teachers are aware about the 

consequences of unqualified teachers to teach in community- based secondary 

schools. They argue in spite of unqualified teachers to have insufficient teaching 

methodology, teaching preparations and teacher‟s ethics, schools with collaboration 

to School Boards were forced to employ unqualified teachers to cover teacher 

shortage in community-based secondary schools.  The above explanation is 

evidenced by a statement produced by school board member during focus group 

discussion from school A, who had this to say: 

  “Despite of their consequences we are still forced to employ 

unqualified teachers to teach, because of shortage of teachers 

in rural community based secondary schools 

……”.[Respondent 11, March, 2014] 

 

Another school board member in the same school added that, 

 “Unqualified teachers fail to help students with special needs 

because they lack appropriate teaching methods for students to 

grasp knowledge” [Respondent 19, March, 2014]. 

 

One of the participants from school B in the focus group discussion commented that, 

the achievement of the Education for All targets and education-related Millennium 

Development Goals depends, to a very large extent, on the availability of properly 

trained and qualified teachers. The educational quality imperative cannot be met 

without quality teachers. These are professionally qualified teachers who have a deep 

understanding of both subject matter and teaching pedagogy.  
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The above explanations were supported by head of school from the same school who 

saying that, the presence of unqualified teachers in community based secondary 

schools provides quantity rather than quality teachers. Good teachers make a 

difference, he said, and a lack of sufficient numbers of highly qualified teachers is a 

problem for students. 

In the same line there is overwhelming evidence that qualified teachers contribute to 

quality teaching and learning. The World Education Forum (2000) recognized the 

crucial role of qualified teachers in the achievement of the Education for All targets. 

One of the strategies adopted by the Forum to achieve the Education for All goals, as 

given in the Dakar Framework (2000), was to identify, train and retain good teachers. 

In this context the study observed that unqualified teachers who teach in rural 

community secondary schools should undergo qualified through in-service program 

to meet the Education for All goals targets. 

In addition Reid (2003) believes that psychology of education, sociology of 

education, teaching methods courses and curriculum development and evaluation 

play an essential role in teacher education programs in order to improve teachers‟ 

methodological competencies. In addition Clover, (2000) observed that qualified 

teachers tend to apply correct teaching methods in the teaching and learning 

processes. Methodological competence produces facts as input to instructional 

processes, and instructional processes establishes requirements to stimulate rational 

input in student‟s academic achievements. 

Also, it can be suggested that a great deal of importance should be attached to 

developing the unqualified teachers in the processes of teacher training because 
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quality teaching is scored high in the evaluation of an effective teacher (Hammond, 

2001). Additionally, the poor quality of students learning correlates strongly with 

poor quality of teachers teaching. Effective student learning and achievement is 

hampered by weaknesses in teachers‟ pedagogical content knowledge and classroom 

practice (Pontefract & Hardman 2005; Akyeampong, Pryor & Ampiah 2006). 

 Teacher Ethics 

The study found that among the shortcoming of unqualified teachers to teach in 

community-based secondary schools was teacher ethics. Teacher ethics in this study 

refers to a critical element in teaching that plays an important role in a teacher‟s 

personal and professional life.  A teacher‟s ethical stance will govern how he or she 

instructs and assesses students.  Ethics also will play a role in how a teacher interacts 

with students, with colleagues, with administrators and with the community at large.  

According to respondents who were interviewed, unqualified teachers lack teacher 

ethics especially in clothes wearing, teacher-students communication and community 

at large. They added that one cannot distinguish unqualified teachers and street 

young people, so distort emerge of teacher in the society. This was supported by a 

head of school from school D, who said: 

“...Clothing and kind of language used by unqualified 

teachers in and out of school compound are not in line with 

teacher’s ethics...” [Respondent 27, March, 2014]. 

 

 Participants of this study had different views during focus group discussion that, 

teachers should have the following to remind, first the teachers have no any right to 

come onto sexual contact with the students and teachers collaborate with parents and 

community building trust and respecting confidentiality. They went further by 
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explaining that unqualified teachers in community- based secondary schools are 

seriously violating by the teacher‟s ethics in teaching professional. Similarly, a 

School Board Member from school D had this to explain during focus group 

discussion: 

          “ ...Last year we suspended one unqualified teacher for having 

sexual relations with form two students, actually we trying to 

educate them about good teacher’s behaviour but the problem              

is still existing” [Respondent 45, March, 2014]. 

 

Additionally, another school board member from school A had this to explain during 

the focus group discussion: 

  “Parents refused to contribute money for paying unqualified 

teachers’ salaries because of their behaviour of having sexual 

relation with students...”    [Respondent 18, March, 2014]. 

 

From the findings it implies that the community has negative perceptions towards the 

use of unqualified teachers in community-based secondary schools. During interview 

with head of schools, in focus group discussion with qualified teachers and School 

Board Committee claimed that unqualified teachers are unethical teachers. 

Thus, participants of this study viewed that the mean value for qualified teachers is 

greater than mean value for unqualified teachers. This was supported by Arshad, 

(2013) in his study of comparing qualified and unqualified teachers performance, he 

reviled that qualified teachers have the capability to maintain discipline in the class 

than unqualified teachers. It was indicated that there is a significant difference 

between the qualified teachers and unqualified teachers in maintaining the discipline 

issues. Also in class management, he found that qualified teachers use the class 

management techniques that in greater than the unqualified teachers. 
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4.8 A Concluding Discussion of the Findings 

The main purpose of this study was to investigating community perceptions towards 

the use of unqualified teachers in community-based secondary schools. The focus of 

the study was to explore community views about reasons, benefits, effectiveness and 

challenges associated by using unqualified teachers in community-based secondary 

schools. Interviews, focus group discussion and semi-structured questionnaire were 

used to collect data from 20 Secondary School teachers, 20 School Board Members 

and 5 head of schools from five community-based secondary schools involved in this 

study from Mvomero District labelled School A, B, C, D and E. 

The findings of this study revealed that respondents have negative attitude towards 

the use of unqualified teachers in community-based secondary schools, despite some 

benefits that were observed. Particularly, secondary school teachers and School 

Board Members reiterated that the activities of unqualified teachers lack of teaching 

preparation and teachers ethics. These findings reveal that unqualified teachers who 

teach in rural community secondary schools need special teaching program to 

improve a key function of the teacher. This findings correlates with the argument 

made by Lau (2004) who asserts that a professional development be built into the 

day-to-day work of teaching and the content should focus on what students are to 

learn and how to address them. In addition to that, it was revealed from the findings 

of this study that unqualified teachers are not prepared as teachers because they lack 

of teaching knowledge and skills of preparing lesson plan and scheme of work, 

preparing and using teaching aids, skills on improvising methods of teaching, 

identifying children learning abilities, identifying children needs and caring problem 

solving skills. These are the important skills in classroom teaching and learning 
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which every teacher must possess for effective classroom teaching and learning. 

From these findings, of-course unqualified teachers need special courses to sharpen 

teachers with knowledge and skills for effective classroom teaching. 

Apart from the above challenges of unqualified teachers, it was revealed from the 

participants‟ responses that the unqualified teachers have some benefits in rural 

community-based secondary schools such as to cover shortage of teachers. It is from 

this observation that participants of this study were asked to provide their 

suggestions on what should be done to effective use of unqualified teacher‟s skills. 

Among the suggestions that were provided by participants of this study are 

strengthening mentoring programme and strengthening special course or programme 

for training unqualified teachers who teaches in rural community-based secondary 

schools, this can be in form of seminars, workshops or short courses. In view of these 

findings, it is suggested that continuing professional development must be planned 

and understood by stakeholders because they are the main implement. 
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CHAPTER FIVE 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

This chapter provides the summary on community perception of unqualified 

teachers. Findings and respondents implications in teacher education are also 

summarised. In addition the chapter provides recommendations related to the 

findings, conclusion and areas of further studies.  

5.1 Summary of the Study  

The purpose of this study was to investigate perceptions of community on the use of 

unqualified teachers in community-based secondary schools in Mvomero District. 

The study was guided by the following study objectives; first to investigate the 

community perceptions towards the use of unqualified teachers in community based 

secondary schools. Second to find out effectiveness the use of unqualified teachers in 

community-based secondary schools and third to find out challenges associated with 

unqualified teachers in community based secondary schools. 

Review of the literature was done to bring to light aspects related to this study, or 

recover what have been done in the area and what is unknown. Also review of 

literature helped to gain some methodological insights and established the study 

knowledge gap. The review was organised into several themes to describe the set up 

of teacher education in Tanzania, modes teacher education, qualification of teachers, 

global views about community perceptions of using unqualified teachers and 

challenges. Furthermore, empirical studies done within Tanzania and outside. The 

researcher review to enlighten the researcher to identify knowledge gap. 
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The study employed a case study with qualitative and some elements of quantitative 

approach. This study was conducted in Mvomero District Council, in Tanzania and it 

involved forty five (45) participants; 5 head of schools, twenty 20 qualified teachers 

and twenty 20 School Board Members from five selected community-based 

secondary schools for anonymity purposes, the schools were labelled school A, B, C, 

D and E. Participants of this study were selected purposely and through stratified 

random sampling respectively to include School Board Members of the selected 

community secondary schools. The data were collected using interviews (specifically 

semi-structured interviews), focus group discussion (FGD) and semi-structured 

questionnaire. The data collected were subjected to qualitative techniques of data 

analysis and ethical consideration was put into consideration to ensure validity and 

reliability of the study.  

5.2 Summary of the Findings 

The study findings were presented in the order of research objectives. In view of the 

first objective, the intention was to investigate the community perceptions towards 

the use of unqualified teachers in community-based secondary schools. It was found 

out that qualified teachers and School Board Members had both negative and 

positive attitude towards unqualified teachers. Participants of this study provided 

varied responses concerning the unqualified teachers which all together indicated 

that, unqualified teacher‟s lack of teaching preparations and teaching methodologies. 

The study generally revealed that unqualified teachers have no knowledge of 

preparing scheme of work, lesson plan and skills of identifying teaching and learning 

materials. On the other hand the major problem of unqualified teachers included 

teacher‟s ethics related to language of instruction and teacher personality in clothes 
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wearing. Also there had positive perceptions, that unqualified teachers fill the gap of 

shortage of teachers in community-based secondary schools. The study found out 

that participants of this study viewed if head of schools and qualified teachers in 

community-based secondary schools give co-operation to unqualified teachers, for 

introducing mentorship programs they unqualified teachers will be able to perform 

better in academic and discipline issues.  

The second objective was to find out the effectiveness of continued use of 

unqualified teachers in community-based secondary schools. Therefore, participants 

of this study were asked to provide suggestions for the improvement and to minimize 

challenges associated with unqualified teachers in community-based secondary 

schools. Among the suggestions provided by participants of this study were 

strengthening monitoring process of unqualified teachers, special training 

programme of unqualified teachers should established, mentorship programme 

should encouraged in schools, District council should support to provide allowances 

for unqualified teachers in rural community-based secondary schools and 

strengthening school infrastructures. 

The third objective was to find out challenges associated with unqualified teachers 

among community based secondary schools. From participants‟ responses, it was 

found out that there are challenges that need attention in order to improve the use of 

unqualified teachers in community-based secondary schools. These challenges 

include: lack of teacher ethics and shortage of money in community-based secondary 

schools to pay unqualified teachers as salaries for their service.  
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5.3 Conclusions of the Study 

On the basis of this study finding, it makes senses to consider that negative 

perceptions about the use of unqualified teachers in community-based secondary 

schools exist. Community perceive unqualified teachers in terms of their ability of 

teaching preparation such as scheme of work, lesson plan, teaching methodology and 

selection of teaching aids.  The study revealed that no documents reviewed 

concerning teaching preparation, also unqualified teachers have lack of teacher ethics 

and discipline issues. 

Despite their negative attitudes towards the use of unqualified teachers in 

community- based secondary schools, there are some benefits of using unqualified 

teachers in community-based secondary schools. These benefits include: to solve the 

shortage of teachers in rural community-based secondary schools specifically science 

and mathematics teachers and provide service in rural schools. 

5.4 Recommendations for Improvement 

The Education and Training Policy (1995) clearly states that in-service training and 

re-training shall be compulsory in order to ensure quality education and 

professionalism. However, the policy intention and the way practices of most 

training programme are implemented is a little bit different. Currently, teachers‟ 

professional development specifically for secondary school teachers, is not done 

regularly and when it occurs there exist some challenges and no clear policy concern 

professional development of unqualified teachers who teaching in community-based 

secondary schools. Therefore, from the findings of this study, the study recommends 

the following to be done: 
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The government should focus on training and recruiting qualified teachers only, this 

should include both pre-service and in-service training targeted at unqualified and 

under-qualified teachers. Special training program of unqualified teachers in 

community-based secondary schools will address the shortage of teachers in rural 

secondary schools. 

To increase educator‟s salaries so that they are in line with the cost of living 

prevailing in the country and above the poverty datum line. Improve the education 

employees‟ general conditions of service. This should include the provision of 

accommodation, the payment of allowances and other fringe benefits. Efforts should 

be made to improve the status of teaching and to make the teaching profession 

attractive to the best school leavers. These will insure qualified teachers to retain in 

their posted stations and to reduce shortage of teachers in community- based 

secondary schools. 

To recruit more teachers in order to meet the Education for All targets and education   

related Millennium Development Goals. This may call for the raising of a country‟s 

teacher stock in line with enrolment trends, with a view to keeping the pupil-teacher 

ratios in line with international norms and standards. District councils should provide 

money support in community-based secondary schools to pay allowance for 

unqualified teachers in remote secondary schools. 

There is the need to establish special workshops in education for common needs for 

the unqualified teachers. This would make available to the participants with common 

problems such special resources from educational institutions as could be of 
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assistance in those matters. Unqualified teachers should be helped to take courses in 

education at least on short time basis from recognized educational institutions. 

5.5 Recommendation for Further Studies 

This study was specifically designed to investigate the perceptions of School Board 

Members and qualified secondary school teachers towards the use of unqualified 

teachers in community-based secondary schools. It was limited to five secondary 

schools found in Mvomero District council. The focus was to find views of the 

community about their perceptions towards the use of unqualified teachers in 

community-based secondary schools; the target was to investigate teaching ability 

and teacher ethics. This study opened up for further research topic on the community 

perceptions towards the use of unqualified teachers in community-based secondary 

schools. The future studies should also include data collection from parents and 

students in order to provide different perspectives.  
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APPENDICES 

Appendix 1: 

Interview Guide for Head of schools 

The focus of this guide is to collect information on perceptions of secondary school 

teachers towards unqualified teachers in community base secondary schools. The 

Information collected here will remain confidential. 

Name of school............................................................Ward..................... 

Sex…………… 

1. For how long have you worked as a head teacher in this school? 

2. How many teachers do you have in your school?  

3. Does unqualified teachers allowed to teach in your school? 

4. How many unqualified teachers do you have in your school? 

5. What is your opinion about the presence of unqualified teachers in your school?  

6. Are there any benefits of using unqualified teachers? If yes, what are they? 

7. What efforts do you make to support the professional development of unqualified 

teachers in your    School? 

 8. What are the challenges associated with unqualified teachers in community based 

secondary   Schools? 

9. In your opinion is there anything you would like to add that we did not talk in our 

Interview? 

                                 THANK YOU FOR THE CO-OPERATION. 
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Appendix 2: 

Focus Group Discussion Guide for Secondary school Teachers. 

The focus of this guide is to collect information on perceptions of secondary school 

teachers towards unqualified teachers. The Information collected here will remain 

confidential. 

Name of school................................... Ward................................. Sex.................... 

1. What do you understand by the term “unqualified teachers”. 

2. What are the major reasons of using unqualified teachers in community 

based secondary schools? 

3. What are the consequences of unqualified teachers to teach in community 

based secondary school? 

4. What are the challenges associated with unqualified teachers in your school? 

5. What is your suggestion in improving teacher‟s professional development of 

unqualified teachers? 

6. In your opinion is there anything; would you like to add that we did not talk 

about our interview? 

 

THANK YOU FOR YOUR COOPERATION 
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Appendix 3: 

Focus Group Discussion Guides for School Board Members. 

Name of School………………..............Ward……………………Sex…………… 

1. What position do you have in this school?  

3. How many teachers do you have in your school?  

4. Do unqualified teachers allowed to teach in your school? 

5. How many unqualified teachers do you have in your school? 

6. Do they have the problem of unwanted behaviour among unqualified teachers in 

your   school?  What are those problems?  

7. You as a parent what measures do you suggest to be taken concerning unqualified  

      teachers?  

8.  What are you comments on the use of unqualified teachers in Community-based    

     secondary schools in Tanzania? 

 

 

 

 

 

                      THANK YOU FOR YOUR COOPERATION  
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Appendix 4: 

Semi-structured questionnaire for respondent’s personal information only 

Kindly complete the following personal information by putting a cross (X) in the 

appropriate box. 

1. Gender                             

Female  

Male  

 

2. Age 

Range in years 20-29 30-39 40-49 50-59 60-69 

 

 

     

 

3. To which category does your education level belongs? 

Category  

Form four  

Certificate in education  

Form six  

Diploma in education  

Degree holder    

Other level of education  

 

4. Indicate your department belongs. 

Science Department Art Department 

  

              THANK YOU FOR YOUR COOPERATION 
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Appendix 4: 

Mwongozo wa Usaili kwa Wajumbe wa Bodi ya Shule 

Kusudi la hojaji hili ni kutaka kupata taarifa muhimu juu ya mitizamo ya wajumbe 

wa bodi za shule kuhusu walimu wasiopata mafunzo ya ualimu katika shule za 

sekondari za kata.  

  Taarifa zitakazo kusanywa hapa zitabaki kuwa siri. 

Jina shule…………………………………Kata……………………..Jinsi………… 

1.   Una majukumu gani katika shule hii? 

2. Kuna walimu wangapi katika shule yako? 

3.  Walimu wasiopata mafunzo ya ualimu wanaruhusiwa kufundisha katika shule 

yako? 

4. Kuna walimu wangapi wasiopata mafunzo ya ualimu wanaofundisha katika shule   

yako? 

5. Je kuna tabia mbaya zinazooneshwa na walimu wasiopata mafunzo ya ualimu 

katika   shule za  kata?    Kama zipo ni  zipi ? 

6. Wewe kama mzazi ni hatua zipi zichukuliwe kukomesha tabia hiyo ? 

7. Nini maoni yako kuhusu walimu wasiopata mafunzo ya ualimu wanaofundisha 

shule  za kata ? 

 

ASANTE KWA USHIRIKIANO WAKO 
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Appendix 5: 

Mwongozo wa Usaili kwa Wakuu wa Shule. 

Kusudi la hojaji hili ni kutaka kupata taarifa muhimu juu ya mitizamo ya wakuu wa 

shule za sekondari kuhusu walimu wasiopata mafunzo ya ualimu katika shule za 

sekondari za kata.  

  Jina la shule......................................................kata ..................... jinsi…………… 

1. Una miaka mingapi katika shule hii kama mkuu wa shule?  

2. Una walimu wangapi katika shule yako?  

3. Una walimu wasiopitia  mafunzo ya ualimu katika shule yako?  

4. Una walimu wangapi wasiopitia mafunzo ya ualimu?  

5. Nini maoni yako kuhusu walimu wasiopata mafunzo ya ualimu katika shule yako, 

wanatosheleza?  

6.  Unaonaje ufanisi wa walimu wasiopata mafunzo ya ualimu katika shule yako?  

7. Unachukua hatua zipi katika kusaidia kuinua taluma za walimu shuleni kwako? 

8. Kuna changamoto gani zinazoambatana kuwepo kwa walimu wasiopitia mafunzo ya         

ualimu    katika shule za kata?  

9. Kuna juhudi zozote unazofanya katika kuwaendeleza walimu kitaaluma? 

10.  Kwa maoni yako, kuna jambo ambalo unataka kuliongeza nje na tuliyoongea katika  

          mahojiano  yetu?          

                         

ASANTE KWA USHIRIKIANO WAKO 
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Appendix 6: 

Mwongozo wa Usaili kwa Walimu Waliopata Mafunzo ya Ualimu 

Kusudi la hojaji hili ni kutaka kupata taarifa muhimu juu ya mitizamo ya walimu 

waliopata mafunzo ya ualimu katika shule za sekondari kuhusu walimu wasiopata 

mafunzo ya ualimu katika shule za sekondari za kata.  

  Taarifa zitakazo kusanywa hapa zitabaki kuwa siri. 

Jina la shule...........................................................kata ..................... jinsi…………… 

1.Una uzoefu gani katika ufundishaji? 

2.Kuna walimu wasiopata mafunzo katika shule hii? 

3.Ni sababu gani kubwa inayosababisha kuwatumia walimu wasiopata mafunzo ya 

ualimu katika shule za sekendari za kata?  

4.Ni matatizo gani makubwa yanayowakabiri walimu wasiopata mafunzo ya ualimu 

shuleni?  

5.Ni changamoto gani zinzotokana na walimu wasiopata mafunzo ya ualimu 

wanaofundisha katika shule za sekondari za kata?  

6.(a) Kwa vipi walimu wasiopata mafunzo ya ualimu husaidia au kutosaidia 

maendeleo ya wanafunzi kitaaluma? (b) kwanini ? 

7.Nini kifanyike katika kupunguza changamoto zinazotokana na kuwatumia walimu  

wasiopata mafunzo ya ualimu katika shule za sekondari za kata?   

8.Unashauri nini kifanyike katika kuboresha utendaji wa walimu wasiopata Mafunzo 

ya ualimu? 

 9 Kwa maoni yako, kuna jambo ambalo unataka kuliongeza nje na   tuliyoongea 

katika  mahojiano  yetu?     

       

     ASANTE KWA USHIRIKIANO WAKO 
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Appendix 7: 

Introduction Letter from the University of Dodoma 
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Appendix 8: 

Introduction Letter from Mvomero District Council 

 

 

 


