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ABSTRACT
This study explored the impact of competence-based assessment practices in
enhancing learning in secondary schools in Tanzania. The purpose of this study was
to investigate the role of competence-based assessment practices in enhancing
learning in secondary schools in Morogoro Municipality. The ongoing debates on
competence-based assessment practice with connection to students‟ mass failure
triggered this study.
The study was informed by a mastery learning theory and constructivism learning
theory and used mixed method research approach. A case study design was used
with various instruments including semi-structured interview, questionnaires,
observation and documentary review to collect data relating to research objectives.
Total of 63 respondents were involved. Data analysis was done by statistical
measure of percentile using SPSS software 16 for quantitative data and they were
presented in figures, tables as well as narratives. Qualitative data were coded and
through tallying.
The study revealed that although competence-based assessment proposes six main
techniques in assessing learning such as test and quizzes, questions and answers,
investigations, portfolio and peer assessment. Teachers showed less competencies in
implementing competence based assessment. Specifically the study identified the
common competence-based assessment tools applied in assessing learning in four
secondary schools in Morogoro Municipality. These assessment practices mainly
measured memorized facts and provided very little information (in form of
grades/scores) on how to improve instructions and learning in schools. This study
revealed areas of need regarding assessment practices. The study recommends the
training and development of assessment guidelines procedures to assess attained
skills as stipulated in competence-based assessment.
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CHAPTER ONE
BACKGROUND OF THE STUDY
1.0 Introduction
This chapter comprises of background of the problem, statement of the problem,
research objectives, research questions, significance of the study, delimitation of the
study, limitation of the study and definitions of terms.

1.1 Background of the Problem
The study intended to investigate the role of competence-based assessment practices
in enhancing teaching and learning in secondary schools.

Competence-based assessment practices have been acclaimed by a number of
researchers in assessment field including Ndalichako (2015), Paulo (2014), Black
and William (2012), William (2006) as important in raising learners‟ achievement.
These researchers went further exploring the potential of competence-based
assessment practices in supporting learning/teaching practices. The ongoing
discussion about the assessment practices under competence-based curriculum in
relation to the assessment practices using new grading system motivated the
researcher to conduct the study on the role of assessment practices in enhancing
learning. The key question addressed is, “Are the proposed competence-based
assessment practices enhancing learning?”

Competence-Based Assessment is an approach designed to help teachers find out
what students are learning in the classroom and the best ways in which they are
learning it (Bannon, 2010). Wolf (1995) defines competence-based assessment as a
form of assessment that is derived from a specification of a set of outcomes; both
1

general and specific outcomes have to be clearly stated. In this case; assessors,
students and any interested third parties can make objective judgments reasonably
with respect to students achievement or failure regarding these outcomes.
Ultimately, that will certify students progress on the basis of demonstrated
achievement of these outcomes.

In view of the above definitions; competence-based assessment helps both teachers
and learners to diagnose and enhance learning since it inform the assessors about
students‟ learning.

Assessment practices have started to shift from traditional way of assessing learning
to competence-based assessment practices. They go beyond the changes experienced
in the 20th century in terms of the role of assessment in teaching and learning as
learning paradigms have already started to shift. At the beginning the role of the
teacher shifted from teaching to facilitation of learning then the latest shift is towards
facilitation and supported inquiry (Soloway, 2003). Beyond this situation, possibly
the most noticeable changes that can be seen in secondary school education is the
greater emphasis on the development of skills, and particularly the general
transferable „life‟ skills (and the notion of lifelong learning). Other changes are seen
in writing of course units and modules in terms of intended student learning
outcomes (Rust, 2002). Some of the major paradigm shifts that have taken place in
Tanzania without a proper consideration of assessment practices are: Teachercentered versus learner-centered approach, reproductive learning versus productive
learning, behaviourism versus constructivism, content-based versus outcome-based
and content-based evaluation versus outcomes-based assessment (Lukanga, 2013).

2

Previously, education activities were focused on the strong points, preferences and
teaching styles of the teachers. Currently, in a learner-centered environment, the
focus is on the strong points, preferences and learning style(s) of the learner(s) (Rust,
2002). The learning environment is designed according to the needs and possibilities
of the particular learner group. One of the critical distinctions between the learnercentered curriculum and teacher-centered curriculum is in assessment (Huba &
Freed, 2000). Huba and Freed also clarified that in learner-centered assessment;
desired learning is assessed directly through papers, projects, performances,
portfolios, and the like. However teacher-centered assessment is assessed indirectly
through the use of objectively scored tests.
The acknowledgments of the value of competence-based assessment in enhancing
teaching and learning have been viewed in studies conducted by Soloway (2003),
Rust (2002), Van den Akker & de Feiter (2006) who clearly indicate that
competence-based assessment; if best

practiced enhance teaching and learning,

though assessment practices are currently used to promote students in the next levels
of education. So students find means of scoring high marks instead of striving for
maximum learning as pointed out by World Bank (2008). This situation calls for
radical reforms in assessment practices by classroom teachers, so that learners can
benefit from the assessment practices that can significantly contribute to their
learning achievement (Paulo, 2014). Competence-based assessment‟s power in
bettering learning and rising achievement is widely recognized in recent years.
However, recent studies on assessment practices in African countries, Tanzania in
particular indicate that in reality the assessment‟s actual power in improving learning
remain unharnessed (Ndalichako, 2015). To enhance learning and improve
achievement, assessment for learning and assessment as learning should feature
3

classroom instructions than assessment of learning (Stiggins, 2005; Webb & Jones,
2009).

Assessment for learning is a process of seeking and interpreting evidence for use by
learners and their teachers to decide where the learners are in their learning, where
they want to go and how best they can get there (Assessment Reform Group, 2002).
In any assessment the first priority in design and practice is to serve the purpose of
promoting pupils‟ learning (Black et al, 2002).
Assessment as learning utilizes learner‟s self monitoring and critique of thoughts
that are implanted in learning process (Manitoba Education Citizenship and Youth,
2006). It is an assessment that drives student‟s learning and academic self worth
(Stiggins, 1999). Therefore, assessment of competence based curriculum puts
emphasis on students to participate in the evaluation of their own learning. This
means that students are involved in deciding how to demonstrate the way they learn.
The development of assessment that supports learning and motivation is essential in
competence-based curriculum, though teachers resist on the ground that assessment
based on the new curriculum is problematic (Guskey, 2010). This notion can be
wiped out by frequent training and capacity building workshops which will make
teachers competent.

Throughout the twentieth century, competence-based assessment practices strategies
are usually adopted wherever individualized competence based teaching and
learning is implemented. Together with this, education stakeholders are interested in
knowing the effectiveness of learning, how the teaching can be improved, and how
well are the learners progressing Allal & Lopez (2005). Assessing students can
4

generate information which will suggest what should be changed, what is working
and therefore should be continued, what needs a little fine-tuning ,and what an
individual has learned. Internationally, some evidence about using assessment
practices in secondary schools to improve learning has been gathered (CERI, 2005;
Ellis, 2005; Rawlins, 2007). The OECD study (CERI, 2005) includes two New
Zealand secondary schools case studies (Looney and Poskitt, 2005). The two cases
do not specifically address barriers for implementing effective assessment practices
and professional development, but they really indicate that a school should focus on
helping students to achieve in a safe environment through specific learning feedback
and this is important for them to make a difference.

In one of these case study schools, students were provided with performance criteria
and large amounts of feedback. There were early signs of improved achievement in
this school. The principal and school leaders emphasised the role of leadership,
professional research-based reading in order to promote teachers learning and the
“school culture” as the reasons for change to more effective assessment practices.

The Centre for Educational Research and Innovation (2005) identified five essential
elements. These elements focus on units which are put together to help an individual
achieve the minimum skill levels which are necessary for job performance. The
following are the five elements as identified by CERI:

The first, tasks to be taught are identified by the teachers in their teaching subjects.
Second, the unit allows each learner to have an opportunity to develop to be
evaluated on the basis of the competencies achieved.

5

Third, assessment of competence is based on actual demonstration of the
competencies rather than knowledge and attitudes only.

Fourth, occupational standards or unit competence standards should be used as the
basis for assessing achievement and students should be aware of them.

Lastly, students progress through the course by demonstrating the attainment of
specified competencies.

In 2005-2007 The Ministry of Education of New Zealand did an evaluation of
assessment through projects commissioned by the minister of Education. The
evaluation which was carried out in secondary schools throughout the country
reported that, “Assessment practices had met all the key outcomes” (New Zealand
Ministry of Education (2008). The key programme outcomes of assessment were to:
improve student learning and achievement, shift teachers‟ knowledge and
assessment practice, develop coherence between assessment processes, practices and
systems in classrooms and in schools so that they promote better learning, and
implement a culture of continuous school improvement (Ministry of Education of
New Zealand, 2008). The report was concluded with the recommendation that
“further investigation is needed about the more complex processes involved with
assessment practices and related professional development in secondary schools”.

The wider NCTVET study done in Jamaica 2006 for OAS Hemispheric Project on
School Management and Educational Certification for Training and Accreditation of
Labour and Key competencies in Secondary School Education reported little
systematic assessment practices specifically formative assessment practices
implementation in secondary schools in eight countries but indicated from the
6

initiatives studied that school leaders are critical for initiating, sustaining and
deepening changes in secondary school and teacher practice.

The strategies which were listed as enabling effective assessment included: keeping
the focus on teaching and learning, encouraging teachers to participate in innovative
projects and to take risks, building school-wide cultures of evaluation and creating
opportunities for peer support and observation. The study also identified some
barriers to change, including: class size, prioritizing curriculum requirements, and
changing attitudes about students‟ abilities. The reviews of research regarding
formative assessment and its implementation in secondary schools in the French and
German language literature focused more on enlarging the conception of formative
assessment rather than how to implement it in large secondary schools (Koller, 2005;
Allal & Lopez,2005).

In 2005, Tanzania abolished traditional way of assessment practices along with
abolishing traditional ways of teaching through the implementation of revised Olevel secondary education curriculum. The competence-based curriculum replaced
content-based curriculum which has been used for many years in teaching in
secondary schools (MoEVT, 2005). Chonjo, Osaki, Mrutu & Possi (1996) point out
that in competence-based curriculum put emphasis on developing competences and
the content will be used as a means to an end in itself. Thus using content the
learner can be able to develop required skills. Teacher training curriculum puts more
on content and instructional practices than on assessment practices (Lukanga, 2013).
William (2008) and Butler (1996) figured out the use of assessment practices in
raising learners‟ achievement. Ndalichako (2015) and Paulo (2014) also investigated
on assessment and pointed assessment power to raise achievement.
7

Other literature regarding teacher professional learning about assessment in
secondary schools also indicates that changing teachers‟ practice in regard to
assessment is complex and difficult (Looney, 2005). It is important that teachers are
involved in the instructional delivery of the course unit fully understand and be
aware of the competence-based assessment ways to assess learning. Thus this study
investigated on the role of assessment practices in Tanzanian secondary schools for
effective learning.

1.2 Statement of the problem
Tanzania is among the countries which frequently reform its education system.
Among the recent education reforms made was shifting from Teacher-Centered
Approach which was based on content/knowledge to Learner-Centered approach
which focuses on individual learner (MoEVT, 2005). Recently, competence-based
assessment as a received concept has attracted public attention in Tanzania due to
the massive failure of students, especially, after The National Examination Council
of Tanzania (NECTA) had adopted the competence-based examination in 2008
basing on competence-based curriculum. This system of examining has also been
adopted by other institutions which have legal mandate of administering
examinations basing on the syllabi issued by the Tanzania Institute of Education.

Several kinds of assessments has been practiced in secondary schools, nevertheless,
assessment of learning is still a predominant kind of assessment in secondary schools
(Binde, 2012). These assessments are basically summative intending to certify
learning and reporting to parents about their children‟s progress and giving feedback
to students about their progress in school by indicating their relative position
compared to other students (Bower, 2005). The acknowledgment of the value of
8

competence-based assessment in enhancing teaching and learning have been viewed
in studies undertaken by Soloway (2003), Rust (2002), Van den Akker & de Feiter
(2006); who clearly indicate that competence-based assessment, if best practiced
enhance teaching and learning. Though assessment practices are currently used to
promote students in next levels of education but students strive to score high marks
(grades) instead of struggling to learn successfully (World Bank, 2008). Students‟
failure calls for radical reforms in assessment practices by classroom teachers, so
that learners can benefit from assessment practices. This can significantly contribute
to their learning achievement (Paulo, 2014).

Great effort were done to minimize consequences of applied assessment practices by
making competence-based assessment practices a tool to enhance learning rather
than assigning grades to students‟ works.

Meanwhile, with less publicity, there have been attempts by NECTA to improve the
quality of teacher assessment by including Continuous Assessment (CA) as part of
summative assessment. Since students‟ academic capacity is weighed against the
ability to score high in examination. Assessment practices has been considered to
perform a number of functions in recent years, apart from the functions proposed by
the implemented curriculum; that is from judging individual pupils to evaluating
schools and monitoring national performance.

A key question for research has been whether it is effectively implemented to
enhance learning and to meet all the goals that have been set for it, and indeed,
whether the practioners and environment for its implementation are conducive to
simultaneously realize many of its aims.
9

The standard and quality of the outcome of the assessment practices depend on the
uses of the assessment results. It is currently claimed that mass failure of the students
show the emotiveness and controversial nature of assessment practices. Assessment
results are blamed of blighting children‟s lives because the nature and impact of the
assessment depends on the uses of the results of the assessment.

Education system which focuses on assessment outcomes may have different
undesirable assessment outcomes when compared with the one which fosters on
quality and standard input for suitable output.
The closer investigation on current practiced assessment was done in order to
achieve the ongoing assessment practices requirements as postulated by the mastery
of learning theory which guides this study.

1.3 Purpose of the study
The purpose of this study was to investigate the role of competence-based
assessment practices in enhancing learning in secondary schools in Morogoro
Municipality. Within this broad aim specific objectives are:
1. Investigate the types of competence-based assessment practices conducted
throughout teaching and learning processes.
2.

Examine the role of the practiced competence-based assessment in
promoting students learning.

3. Examine the challenges that teachers and students face during the
implementation of competence based curriculum assessments.

1.4 Research questions
In light of the research objectives, the following research questions guided the study:
10

1. What are the major assessment practices conducted in Secondary Schools in
Tanzania Education System?
2. What were the possible impacts of the implementation of effective
competence-based assessment practices?
3. What were the factors that inhibited or limited the successful implementation
of assessment practices in government schools?

1.5 Significance of the study
This study will be useful since findings will enlighten the assessment practices
which will promote students learning and performance. This is achieved by
evaluating some aspects of the education system itself, which can be assessed using
assessment as a tool to improve learners‟ knowledge, skills and attitudes. It can also
be made possible through monitoring, and developing learning and to crediting
students. It is also hoped that the findings will help teachers and education
stakeholders to view assessment practices from a competence-based perspective. The
study can also be used by educational officers for administrative purposes such as
the evaluation of teachers, principals and schools. Furthermore, findings of this study
are expected to help teachers in schools to use assessment practices according to the
basic tenets of the Competence-Based Approach. The study will assist both teachers
and students in secondary schools to use assessment effectively as a means of
maintaining the academic standards. More over the proper use of assessment will
ensure and enhance the quality of students learning experiences through improved
teaching and awarding systems.

The finding will help policy makers in Ministry of Education and politicians to
understand about competence-based assessment practices. This understanding will
11

guide them to reconstruct education policies. Also, the report draws awareness to the
government about the challenges that teachers face in implementing competencebased assessment and therefore, providing them frequent in-service programmes
such as seminars and capacity building workshops.

The implementation of the findings of this study will help the government to create
relevant policies and implement them for the purpose of strengthening education
provision to its citizens which will inturn revolutionalize the nation‟s economy. The
findings also serve as reference to education stakeholders and individuals who are
interested in acquiring skills and knowledge concerning assessment practices. The
study will also open an avenue for further research on assessment practices in
Teacher Education Colleges and Universities (Faculties of Education).

1.6 Delimitation of the study
This study focused on assessment practices specifically competence based
assessments and the way they enhance learning in secondary schools in Tanzania
specifically in Morogoro urban. The study can be transferred and be used in other
areas provided that the context and recommendations about competence-based
assessment practices will improve learning processes.

1.7 Limitation of the study
Due to limited research time, a significant number of respondents could not
participate. This was because of the administrative protocols which denied them
permissions to participate in the study. In order for the researcher to get the
necessary data, the mixed research approach was conducted in a manner that prevent

12

other from facing severe limitations that could affect the usefulness of the study
results.

1.8 Definitions of key terms
In this study, several terms were used including: competence-based assessment,
assessment practices and learning. For the purpose of this discussion,
Competence-based assessment refers to techniques performed by assessors and
assessees to determine the extent to which the learner acquired the expected
outcome.

An assessment practice is a manner of involving all kinds of proposed assessment
techniques in determining the extent of students‟ learning.
Learning is the process of applying acquired knowledge into a new environment.

1.9 Chapter Summary
This chapter has provided an overview of competence-based assessment practices in
secondary schools. Perspectives about changes in curriculum and how assessment
procedures enhance learning, without their proper implementation the nation will
rely on grading rather than learning. The chapter also focuses on objectives of the
study such as types of competence-based assessments, role of competence-based
assessment and challenges encountered in implementing assessment practices. The
next chapter deals with literature review, theoretical framework, conceptual
framework and the gap from the literature.

13

CHAPTER TWO
LITERATURE REVIEW
2.0 Introduction
This chapter deals with review of the literature. Different literatures were examined
regarding competence based assessment practices in secondary schools to gain some
insight about the subject of the study. The review covers studies done in and outside
Tanzania. The following themes are included: Set-up assessment system in Tanzania
because it will provide the overview system of the theme, theoretical framework
which will clarify assessment practices and provide a foundation for inquiries and
assessment set-up in Tanzania in order to lighten the rise of assessment. Other
themes included in this chapter are effectiveness of assessment because it will
highlight the reason for assessment and provide knowledge on the uses of
assessment, teachers training and professional development, challenges facing
assessment practices, critical review of the related studies, literature gap which calls
for conducting this study and conceptual framework for it conveys ideas which are
formulated from researcher‟s perspective.
2.1 Theoretical framework
Many theories have been developed in addressing assessment practices. In order to
understand the concept of assessment practices and the way it may be applied by
teachers and students in secondary schools, this study found it important to review
the Mastery Learning Theory which is related to the competence-based assessment
practices.
Mastery Learning is the hard thinking that happens in between the tests that matters
(Bloom, 1984). This approach is based on Benjamin Bloom‟s approach to mastery
14

learning, which emphasizes the value of formative assessment and corrective
procedures that re-teach content to struggling learners in a new way (Guskey, 2010).
Research shows that mastery learning is related to learning gains, especially for
struggling students, and that it has positive effects on students‟ attitudes toward
course content (Kulik, Kulik, & Bangert-Drowns, 1990). In fact, after reviewing
meta-analyses from over 40 areas of educational research, Chen-Lin Kulik, James
Kulik, and Robert Bangert-Drowns concluded that “few educational treatments of
any sort were consistently associated with achievement effects as large as those
produced by mastery learning.”

Formative uses of summative testing are individualized: they provide information
about what each student does and does not know, at least in terms of what was
tested. This approach to testing is designed with learning and growth in mind (Baker,
2009). The explicit goal of the first test is to activate learning about the content of
the second test. Although teachers can do all the work of analyzing the results of the
first test to identify areas that need to be re-taught, testing at its best actively engages
students in the regulation of their own learning when they themselves determine the
gaps in their knowledge and make plans for filling in those gaps. Having a grasp of
the targets for their learning (as articulated by the first test) and a chance to learn
more and earn a higher grade is likely to be motivating, especially to students who
need extra time or resources.

Formative uses of summative testing are informative and useful to the widest variety
of audiences. The usefulness to administrators can be enhanced if the first test is also
used as an interim test and analyzed in terms of the instructional and curricular needs
of a class or entire grade level (Brown, Rust, and Gibbs, 1994).
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The competence-based assessment as part of a balanced system of formative,
interim, and summative assessments that, taken together, provide detailed
information about student learning to inform learning, instruction, and policy.

Cummings (2010) elaborated formative assessment as the ongoing, minute by
minute, day by day classroom assessment that is administered in the course of a unit
of instruction. He identifies the purposes of formative assessment such as to: identify
students‟ strengths and weaknesses, foster increased autonomy and responsibility for
learning on the part of the student, and assist educators in planning subsequent
instruction. They further aid students in guiding their own learning, revising their
work, and gaining self-evaluation skills. Interim assessment is a more formalized,
periodic process of measuring students achievement throughout the school year to
provide information to educators and policymakers who can adjust curricula and
instruction as needed (Guskey, 2005).

Finally, summative assessment is formal, often standardized, and typically
administered at the end of a unit of instruction, semester, or year. The primary
purpose is to categorize the performance of a student or system in order to, for
example, assign grades, award or deny a diploma, make promotion/retention
decisions, or classify test takers according to defined performance categories (e.g.,
basic, proficient, or advanced) (McMillan, 2001).

It is necessary to contextualize competence-based assessment in a balanced system
of formative, interim, and summative assessment because no single assessment
process can inform students‟ approaches to learning, teachers‟ approaches to
instruction, administrators (at school and district level) decisions, and policymakers‟
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decisions about the policy. For example, formative student self-assessment is highly
individualized and actively engages students in regulating their own learning, but it
is not particularly useful to any audience other than the student. In contrast,
summative large-scale assessments provide useful information to district or state
policymakers but cannot serve their intended purposes if they are individualized.
Only a complete system of formative, interim, and summative assessments can be
individualized, focused on learning and growth, motivating, amenable to actively
engaging students in regulating their own learning, and capable of generating useful
information for a variety of audiences.

Ultimately, we argued that a balanced system of assessments created both inside and
outside the classroom, is needed to support student-centered approaches to learning.
Such system may include everything from informal observations of student work to
formal, standardized tests (Miller, Imrie, Cox, 1998).

Application of mastery learning theory in competence based assessment enables
individualization of assessment process. Assessment can improve the quality and
effectiveness of learning across grade levels. Furthermore, both the assessee and the
assessor benefit from peer assessment. Instant feedback of learning enables a teacher
and student to take corrective measure for effective learning (Paulo, 2014).

The meaning of constructivism varies according to one's perspective and position.
Social constructivism and educational constructivism (including theories of learning
and pedagogy) have had the greatest impact on instruction and curriculum design
because they seem to be the most conducive to integration into current educational
approaches. Fundamentally, constructivism states that people construct their own
17

understanding and knowledge of the world through experiencing things and
reflecting on those experiences.
The central principles of this approach are that learners can only make sense of new
situations in terms of their existing understanding. Learning involves an active
process in which learners construct meaning by linking new ideas with their existing
knowledge. (Brualdi, 1998)

Constructivism is a learning theory that emphasizes learning as an active process that
is constructed from (and shaped by) experience and emphasizes problem solving and
understanding (Christensen, 1991). Constructivism uses authentic tasks, experiences,
settings and assessments. Assessment calls for the elimination of grades and
standardized testing. Instead, assessment becomes part of the learning process so that
students play a larger role in judging their own progress.
Instructor adapts curriculum to address students‟ suppositions, seek and value
students‟ points of view (Kellaghan, 2001). Therefore, emphasize on provision of
multiple modes of representations/perspectives on content to the instructor, create
new understandings via coaching, moderating and suggesting. Testing should be
integrated with the task and not a separate activity. Use errors to inform students
progress, understanding and changes in ideas (USAID, 2009). Constructivism helps
students to develop their own goals and assessments. Create new understandings (via
coaching, moderating, suggesting) and control learning (reflecting) (Grennon Brooks
& Brooks)

Application of constructivism theory in competence based assessment involves the
participation of both teachers and learners in knowledge construction. The teacher
18

becomes an active participant together with learners in the process of shared
cognition, which is in the process of constructing meaning in a given situation.
Concerning instruction the focus changes from the curriculum to the cognition of
students.

Thus, constructivism paradigm calls for a change in the classroom culture, attitudes,
beliefs and practices. The role of the teacher in assessment practices shifts from
grading edge to investigator and explorer of knowledge while the role of students is
that of being explorers of skills.

Learning as construction of knowledge lays emphasize on the way people create
meaning of the world through individual construction. In this aspect competencebased assessment outcomes are judged from each individual‟s experience and the
connection between the previous learned concept and new idea. Also, it is the
meaning making that individuals report their own understanding on the basis of an
interaction between what they already know and believe and knowledge with which
they come into contact.

2.2 Assessment set-up in Tanzania
Competence-based assessment as a concept has received increased attention in
recent years in developing countries including Tanzania. This is due to the increase
in failure rate since testing under competence-based curriculum started in 2008.

Baker (2009) identifies modes of assessment techniques which can be used to
promote student learning as follows: Diagnostic assessment which may occur at the
beginning of a term or a unit of study, or whenever information about the prior
learning of a student is needed (seems to be useful). Various types of diagnostic
19

assessments like tests, journals, performance-based assessment and others may be
used to serve the same purpose of collecting information of what students know and
can do. He further elaborated that, diagnostic assessment also identify students‟
strengths and plan instruction which builds on and extends that strengths, target
difficulties, identify their precise nature, and plan instruction to meet their
difficulties, and make informed decisions regarding where to devote much
instructional time and efforts.
Formative assessment differs with diagnostic assessment in provision of ongoing
feedback to the teacher about the effectiveness of instruction (Jan Bower, 2005).
Formative assessment encompasses a variety of strategies, used selectively to
accomplish one or more of the following purposes: monitor students learning and
provide feedback to students and parents, identify areas of growth, motivate students
to study, help to focus their attention and efforts, emphasize what is important to
learn, provide practice in applying, demonstrating, and extending knowledge, skills,
and attitudes. Others include encouraging goal-setting and monitor achievement of
goals, reflect on program structure and effectiveness, and modify or adjust teaching
as necessary.

Summative assessment occurs most often at the end of a unit of study. The primary
purposes of this type of assessment are to determine the knowledge, skills, and
attitudes that have developed over a period of time and to summarize students
progress (Baker, 2009).

It was explained by Dufour & Piper (2011) that, terms such as diagnostic, formative,
and summative assessment have recently been supplemented with phrases like
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assessment for learning, assessment as learning, and assessment of learning. “What
matters is how the information is used.”

Criterion-referenced assessment is the process of evaluating (and grading) the
learning of students against a set of pre-specified qualities or criteria, without
reference to the achievement of others (Brown, 1998). They pinpoint that prespecified qualities or criteria were what students have to do during assessment in
order to demonstrate that they have achieved the learning outcomes. How well they
do is described in different levels (standards). Thus, criterion-referenced assessment
is assessment that has standards that are „referenced‟ to criteria. When teachers grade
subjects, they judge the extent to which the evidence of learning provided by the
student meets each of the criteria and the described standards at a particular level
(such as: Distinction, Pass, etc (nowadays), but previously the awards were in term
of divisions).

Norm-referenced assessment determines student achievement (grades) based on a
position within a cohort of students (the norm group). Therefore, a student is either
awarded a higher or lower grade depending on higher cohort. Applying NRA usually
involves the use of standard scores or pre-set grade distributions. These are
essentially formulas that set out numbers of students who are „allowed to be awarded
each grade‟, so that a „normal‟ distribution results. This takes the form of a bell
curve, while academic staff may use some criteria to judge students‟ achievement,
NRA does not use explicitly described standards.

In contrast, using a CRA approach is a major shift in thinking and a major change in
how grading is conducted. It also means that grade distribution (of students awarded
21

each grade) each year is not fixed either in a unit or degree, because each cohort is
not consistent due to variations of their abilities. Therefore, depending on years;
cohort may not be capable so few or no grades will be awarded because students
failed to meet the set criteria and standards. This means that the standards of units
and degrees are maintained thus only students who meet the criteria and standards
are awarded with respective grades.

To assess a wide range of skills as advocated in the learner-centered paradigm,
NECTA found it worth to include a wide range of assessment strategies including:
Continuous Assessment (CA) which is used as part of summative assessment.
However, the authenticity, genuineness, and dependability of the CA marks leave a
lot to be desired. National examinations include paper and pencil examinations and
practical examinations.
Modes of assessments suggested by Tanzania Institute of Education (TIE) are
written examinations which include paper and pencil examinations to assess
students‟ mastery of knowledge, ability to remember and ability to apply theories or
procedures such as mathematics algorithms. Other assessment modes suggested by
TIE include preparation and use of portfolios which are collections of students to
work documented for a long period of time, and group tasks, which assess the ability
of students to work collaboratively.

Several kinds of assessments have been practiced in secondary schools; some of
them are continuous assessment, national examinations and practical examinations
(MoEVT, 2005).These assessment usually comprise of many questions to be
performed by students.
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2.3 Teachers training and professional development
Teachers if well trained can make an enormous impact on learning processes. Yet, in
Tanzania, teachers have been left out of the education reform movements that have
been implemented so far such as Education Sector Development Programme (ESDP)
of 2008 - 2017. Little has been done to prepare teachers especially licensed and
unprofessional teachers who were recruited to eradicate the shortage of teachers.
Available literature associates the shortage of in-service training with the lack of
funds to run the programmes (Kitta, 2004). The fund allocated for in-service training
is very little and mostly dependent on foreign donors.

There are inadequate skills to translate the learner-centered approach among teachers
Lukanga (2013), argues that not every teacher-educator has attended in-service
training on contemporary approaches of learner-centered methodology. Teachers
have attended some courses including SESS & INSET though no training was
provided initially for in-service teachers to use the new curriculum and assessment
practices related to the competence based curriculum in particular (Tillya &
Mafumiko, 2010). Furthermore, they revealed that the so called “competency-based
methods” in teaching are so common in in-service training workshops and schools
where student-teachers go for teaching practice. The insufficient resources are
mainly available in town schools including human resources (Sima, 2002).

In addition, a number of collaborative projects and many stakeholders in education
sector address lack of in-service teacher training and professional development in
small scale (O-saki, 2007).They include projects like in-service training (INSET)
and Science Education in Secondary Schools (SESS). All these projects concentrated
in supporting teachers in conducting learner-centered teaching, whereas very little
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attention has been paid to build teachers‟ capacity in conducting conduct learnercentered assessment. Therefore, moving towards learner-centered approach brings
challenge not only to teachers but also to learners when it comes to assessment.

Beyond professional development, teachers should be provided with other resources
to support them so that they fit in this era of competence-based assessment practices
(Grue, 1993). The barrage of professional responsibilities as identified by Graue,
(1991) makes it very difficult for teachers to marshal the time and energy
commitment needed to produce new forms of assessment practices, particularly, in
an era of increased specification of curriculum content and outcomes. Therefore, the
call for teacher innovations could result in just another burden on day to day
professional lives.

Implementing competence-based assessment requires changing teacher habits
(Paulo, 2014). He further added that, teachers know most of this already and
therefore, the problem is not lack of knowledge but lack of understanding what it
means to do assessment practices. Teachers learning take time to put new knowledge
in practice to make it meaningful and accessible when they need it and hence require
practice. A teacher does not come at this as a blank slate. Lukanga (2013) argued
that, not only do teachers have their current habits and ways of teaching but they
have lived inside the old culture of classrooms all their lives since every teacher
started as a student. New knowledge does not only have to be learned and practiced,
it has to go against long established, familiar, comfortable ways of doing things that
may not be effective but fits within everyone‟s expectations of how a classroom
should work. It takes time and practice to undo old habits and become graceful in
new ones. Telling teachers what to do does not work. Experience alone is not enough
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if it were, then the most experienced teachers would be the best teachers (William,
2006). People need to reflect on their experiences in systematic ways that build their
accessible knowledge base and learn from mistakes (Brualdi, 1998).

Thus professional development must be sustained over time. Web (2009)
recommends conditions which are necessary for competence-based assessment
practices to be implemented in secondary schools that:

First, teachers require basic competencies on how to develop and use appropriate
learner- centered methods. Teachers need training. The shift from content-based to
competence based curricula requires a change of assessment techniques that enable
learners to acquire appropriate skills. Second, teachers need to be aware of the gaps
in their skills and knowledge, weaknesses and strengths in developing learnercentered assessment methods and how they could be handled. Third, teacher
preparation programmes need to be changed from training teachers to use traditional
methods of assessment in competence-based curriculum and introduce the trainees to
authentic learner-centered methods of assessment. The use of the concept of learning
outcomes and competences requires study programmes and its course units or
modules to be student-centered/output oriented. The key knowledge and skills that
students should acquire during the learning process should determine the content of a
study programme (Pennycuick, 1990).

Rationale of continuous professional development for teachers, which together with
enough elbow room to adapt teaching methods, can achieve the desired SCL
approach. Miller et al. (1998) in their study asserts that training can increase
teachers‟ focus, can improve a number of aspects of teaching as judged by students,
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and most importantly, training can change teachers so that their students can
improve their learning. In turn, innovative teaching is primarily geared towards
enhancing students‟ critical thinking, thus grooming „individuals to become
independent lifelong learners‟ (Tsui, 2002). In its application, innovative teaching
can take different forms such as team learning, problem-based learning and the like.

2.4 The effectiveness of assessment practices
The uses of competence-based assessment practices appear to be reflective of
today‟s educational systems where choice and democracy are important concepts,
but their effectiveness can still be questioned. Looney et al. (2005) reviewed several
studies on competence-based learning and found that it was generally an effective
approach. The study carried out in secondary schools by Centre for Educational
Research and Innovation found that placing emphasis on the process of assessment,
and actively involving students in that process had increased participation,
motivation and grades. Furthermore, CERI (2008) elaborated that assessment was
vital to the education process. Further added, most important principle of assessment
is to enhance learning. In schools, visible assessments are summative which are used
to measure what students have learnt at the end of a unit, to promote students, to
ensure that have met required standards of certification for their school completion
or to enter in certain occupations and as a method of selecting students for entry in
subsequent levels of education.

In addition, Stiggins, (1998) found that, assessment may also serve a formative
function in classrooms. They further argue that, frequent and interactive assessments
of students‟ progress and understanding of identify learning needs and appropriately
adjust teaching. Equally, Ndalichako (2015) and Paulo (2014) recommend that
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formative assessment is a means of meeting the goals of lifelong learning. They are
motivated by quantitative and qualitative evidence that teaching which incorporates
formative assessment has helped to raise levels of students achievement. It has also
enabled teachers to meet the needs of increasingly diverse student populations and
helped to bridge gaps in equity of student outcomes.

In view of above explanations formative assessment promotes the goals of lifelong
learning, including higher levels of student achievement, greater equity of student
outcomes, and improved learning of skills. They further conclude by saying that
generally assessment aims at bringing about improvement for both the teacher who
is assessing and the students who are being assessed. According to Popham (2006)
assessment enables teachers to gather information about the students‟ progress as
well as the extent to which methods of instruction used are helping the students to
achieve the intended learning outcomes. Through practiced assessment teachers can
explore better ways of supporting students‟ learning and regulating their teaching
strategies. On the other hand, assessment helps the students to know the areas that
they need to work hard so as to attain the desirable learning outcomes. Effective
practice of assessment can contribute to enhancing quality of education. This can be
done if appropriate decisions and measures are taken basing on the information
revealed through assessment. However, determining what to assess and how to
assess effectively and establishing remedial measures required is a complex process.
Other scholars view assessment as an essential tool for engaging students in learning
as well as for sustaining their commitment and efforts to study (Ndalichako, 2015).
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2.5 Challenges encountered during assessment
Tanzania is among the countries that use final examinations results in raising the
standards of teaching and learning. This is due to lack of other well established
forms of assessment systems that can be used to measure learning outcomes as an
indicator for educational quality. Wiggins (1989) challenges that, any tests and final
examinations certainly cast their shadows on all prior work. Thus they set and
monitor standards. This has given rise to the impression that what is tested is taught,
and what is not tested, is not taught. Instead (Entwistle, 1993; Marton, Dalla„Alba, &
Beaty, 1993) put emphasis in adopting deep approaches to learning. To the great
extent public examination results can be used to improve the quality of teaching and
learning however, they can also be detrimental to education process. Gipps (1994)
suggests that the major purpose of assessment is to support the teaching and learning
process, but some forms of assessment can clearly impede deep learning. This
implies that there is good assessment and there also bad assessment. Wiggins (1989)
introduces the notion of authentic assessment which requires the performance of
exemplary tasks.

One of the most difficult tasks that teachers in a resource constrained country like
Tanzania meet in their work is assessment of their pupils. Teachers face such
constraints as access to standardized tests, non availability of text books, large
classes and double sessions. Despite of having many challenges, teachers are
expected to construct quality test items to assess learner achievement. With all the
pressure that teachers face, they are still required to construct test items for the
learners. It is in light of this that the study sought to identify the challenges that
teachers and students encounter during assessment process.
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In the study done by Ntara (2014) it was revealed that officials from MoEVT, TIE
and NECTA were aware of CBC and knew how teachers were suppose to implement
CBA. Some of the district academic officers and school inspectors showed little
understanding of the curriculum. However, the study found out that education
experts from MoEVT, TIE, and NECTA do not work so closely with each other. In
the same essence the review of the curriculum is top-down process, where other
stake holders like the District Academic Officers (DAOs), school inspectors,
teachers and parents are not involved in curriculum review, this is claimed by Ntara
(2014).

When discussing assessment, the reactive effect of the assessment regime on
students behavior should be considered. Since it is widely appreciated that, students‟
behaviour regarding assessments is strongly influenced by their perceptions of the
demands of assessment. It is also determined by the implications that the assessment
regime has for the grading of their performance. Miller and Parlett‟s (1974) study of
student approaches to assessment was an early exemplification of the point. This is
justified by Graham Gibbs who has collected a range of comments from students
that indicate the enduring nature of the issue. He added that, assessment phase
involves developing or selecting assessment tools, deciding when and how
assessments will be conducted, then collecting, organizing, and interpreting the
information on students performance. It is noted by Tillya & Mafumiko (2010) that
the first and most obvious feature of student-centered assessment is that it is
individualized. Indeed, how could it not center on individual students‟ strengths,
needs, and interests and still be student centered? Individualizing assessment
involves differentiating learning targets, assignments, and tasks, providing focused
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feedback on students‟ learning (whether they are working alone or in groups), and
adjusting teaching and learning processes as needed. In light of the above discussion
and since the country has decided to move towards CBA which benefits pupils in all
skill levels, CBE has to be well implemented according to education policy in
enhancing learning.

2.6 Critical review of the related studies
Susuwele, (2005) studied the assessment and teachers perceptions. The study
revealed that the most frequently used assessment tools were tests and quizzes.
Beckmann, Senk and Thompson found that test items were of low level, involved
very little reasoning and were almost non open-ended. They also found that teachers‟
knowledge and beliefs as well as the content and textbooks of the course, influenced
the characteristics of the test items and other assessment instruments. McMillan,
Myran and Workman (2002) in their study which aimed at describing the nature of
classroom assessment and grading practices, found that teachers were mostly
interested in assessing students‟ mastery or achievement and that performance
assessment was frequently used. Morgan and Watson (2002) reported that most
middle and high school teachers use teacher-constructed tests to assess students‟
achievement. Cooney surveyed high school teachers‟ assessment practices, reported
that teachers mostly used short-answer tests for assessment. The study further
reported that there was a strong influence of publisher‟s assessment materials on
classroom practices. Teachers use the readymade tests without modifying them
(Cooney, 1992). Beckmann, Senk and Thompson (1997) identified three reasons
why teachers do not use multiple assessment methods. First, some teachers had
limited knowledge of different forms of assessment. Second, teachers claimed that
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they had no time to create different forms of assessment. Third, teachers felt that
there was little or no professional guidance; therefore, they lacked enough
confidence to try out other forms of assessments. Cooney reported a strong link
between assessment and grading in the minds of high school teachers. There is
enough evidence suggesting that in schools assessment mainly refers to tests,
examinations and grading (Bezuk et al., 2001). Although tests seem to be popular in
schools, teachers seem to have different skills and views about tests. A study by
Morgan and Watson (2002) revealed that different teachers interpreted similar
students‟ work differently. McMillan (2001) studied the actual classroom assessment
and grading practices of secondary school teachers in relation to specific class and
determined whether meaningful relationships existed between teacher‟s assessment
practices, grade level, subject matter, and ability levels of students. McMillan found
that there was no meaningful relationship between teacher‟s assessment practices,
grade level, subject matter and ability level. Lukanga (2013) suggests that specific
training is necessary for teachers to learn how to assess children‟s thinking by
analyzing students‟ discourse. Dean (1999) contends that most teacher education
programs skim over classroom assessment, leaving teachers to assess in the way they
were assessed when they were in school. Campbell and Evans (2000) evaluated preservice teachers who had completed coursework in educational measurement and
found that student teachers did not follow many assessment practices recommended
during their coursework.

However, Kibga (2004) made a study on the role of practical assessment in teaching
and learning of O-level physics, and found out that teachers were not competent in
assessing practical lessons in secondary schools. Likewise, Ntara (2006) made a
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research on application of problem solving approach in teaching science in primary
schools. He found that pupils were not practicing an investigation on an area which
they could have been assessed to improve their skills. Paulo (2014) conducted a
study on harnessing assessments power to improve students‟ learning and raise
achievements. Paulo revealed that high stake national examinations and continuous
testing by classroom teachers provide very limited information which is useful for
modifying instructions and learning due to paper-pencil assessment feedback. He
further added that assessment for learning and assessment as learning should feature
classroom instructions than assessment of learning.

Generally, the studies indicate that there were problems with the implementation of
competence-based assessment practices in general which hinder effective assessment
practices.

2.7 Empirical Studies
A number of studies conducted outside and inside Tanzania have reported the role of
assessment practices in learning. For example, Cooney (1992) and Garet & Mills
(1995) conducted a study on high school teachers assessment practices. The study
used survey method. The findings revealed that there were great big difference
between readymade tests and teachers prepared tests. Further there is a strong link
between assessment practices and grading.

Humphrey & Foncha (2012) conducted a study in Cameroon on effectiveness of
using the assessment results to improve the quality of teaching and learning in
secondary schools. The study adopted survey research design. In this study 207
teachers responded to a questionnaire. The finding revealed that competence-based
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assessment practices characterized by large class size and teachers pressure to
submit marks make the practice a burden. There was almost unanimity in the fact
that the practice was more summative. Pressure to catch up with deadline force
teachers to use instructional time for corrections of scripts. Therefore, the diagnostic
purposes defeated. Findings of the study have the strong implication of competencebased assessment practices in Tanzania.

Shaakumeni & Forddous (2010) conducted a research on effects of embedded field
test items on students performance in Namibia. A total of 1501 students participated.
The study employed pseudo instruments. Findings revealed that the field test items
had impacts on students performance.

Dlamin & Shongwe (2010) conducted a research in Swaziland on the use of
assessment results to improve quality of teaching and learning. A sample of 56
science items was used for the study. Findings revealed that most of the non
performing items were used. Teacher‟s weakness in item construction was identified.
Through this observation the impact of capacity workshops on competence-based
assessment was restored.

Sampa, Mwansa & Luchembe (2010) conducted a study in Zambia focus is on the
challenges and the opportunities of assessment in the knowledge age. Findings have
shown great challenges on the quality of teacher made test items as most of them had
errors. The results revealed that competence-based assessment affected the quality of
assessing learners. Further, ineffective assessment is unfair to assess competence.

Majinge & Chongwani (2010) in Tanzania conducted a research on assessment
practices in teaching language. The findings revealed that there were challenges in
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the implementation of competence-based assessment. Summative assessment
characterizes competence-based assessment. Also, language teachers do not provide
feedback to students on their progress. Further, teachers were not flexible to prepare
competence based assessment.

2.8 Gap in the literature
None of the literature focused on the role of competence-based assessment practices
in enhancing learning in Tanzanian secondary schools. This indicates that this area
needs to be researched especially in Tanzania. With the current reforms in Tanzania
education system, assessment practices need to be addressed properly. If not
properly addressed, the nation will rely on grading rather than learning, therefore,
developing skills which lead to undesired outcomes.
2.9 Conceptual framework
The ideas of constructivist theory formed the base of the current paradigm in
educational thinking and practices. The constructivist approach to learning enhances
thinking among the learners. It also enables the learner to be actively involved in the
learning process. The learner also gets the opportunity to link what he/she knows in
relation with new knowledge hence making learning meaningful and relevant to life
situations. Constructivism is a philosophy of learning founded on the premise that,
by reflecting on our experiences, we construct our own understanding of the world in
which we live. Each of us generates our own “rules” and “mental models,” which we
use to make sense of our experiences. Learning, therefore, is simply the process of
adjusting our mental models to accommodate new experience (Vygotsky, 1956).
Constructivists claim that truth is relative and that it is dependent on one‟s
perspective. This paradigm “recognizes the importance of the subjective human
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creation of meaning, but doesn‟t reject outright some notions of objectivity.
Pluralism, not relativism, is stressed with focus on the circular dynamic tension of
subject and object (Miller & Crabtree, 1999). Constructivism is built upon the
premise of a social construction of reality (Searle, 1995).
Vygotsky (1956) suggests that the learner is much more actively involved in a joint
enterprise with the teacher in creating ("constructing") new meanings. Thus, he
defines the work of the teacher as a facilitator.
With the advent of progressive education in the 19th century, and the influence of
psychologists, some educators have largely replaced traditional curriculum
approaches with "hands-on" activities and "group work", in which children
determine on their own what they want to do in class. Key amongst these changes is
the premise that students actively construct their own learning. Theorists like John
Dewey, Jean Piaget and Lev Vygotsky whose collective works focused on how
students learn are primarily responsible for the move to student-centered
learning. Carl Rogers ideas about the formation of the individual also contributed to
student-centered learning. Student-centered learning means inverting the traditional
teacher-centered understanding of the learning process and putting students at the
centre of the learning process. Maria Montessori also influenced in student-centred
learning, where preschool children learn through independent self-directed
interaction with previously presented activities.
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Figure 2. 1: The Role of Assessment Practices
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Source: A developed Model with insights from Constructivist
2.10 Illustration of the conceptual framework
The model suggests that assessment for learning helps the teacher not only to
understand the teaching and learning process but also to be able to support learning
meaningfully. Competence-based assessment informs the teachers about what
students are able or not able to do. In this study, teachers showed limited
understanding of the use of competence based assessment. The model further
indicates that competence based assessment assists students to monitor their
learning, guide both teaching and learning, and can facilitate good working
relationship between the teachers and students.
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CHAPTER THREE
RESEARCH METHODOLOGY
3.0 Introduction
This chapter presents the research approach, research design and study area. The
chapter also presents target population, sample size and sampling techniques, data
collection techniques, data processing and analysis, validity and reliability as well as
ethical considerations abided by during the study.

3.1 Research design
Research design provides a framework for the collection and analysis of data. A
research design holds together all the elements used to structure the research (Leedy,
1989). In this study, the case study design was purposely employed. This particular
design was chosen on account of the nature of data collected. Data was collected
through interview, questionnaires, and documentary reviews. Stake (1995) and Yin
(2003) base their approach to case study claim that truth is relative and that it is
dependent on one‟s perspective.

3.2 Research approach
Due to diversity of research objectives, the researcher used mixed research
approaches in order to overcome the weaknesses that could appear from one
approach (Atkinson, 1995). Mixed research approach enables a researcher to view
problems from multiple perspectives to enhance and enrich the meaning of a single
perspective (Plano Clark, 2010) and also contextualizes information concerning
educational systems and enriches information about individual teachers. In this study
mixed research approach was opted in order to merge quantitative and qualitative
data. This aims at developing a comprehensive complementary picture to provide
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illustrations of the context and trends. It also helps to examine processes/experiences
along with outcomes in order to provide more accurate answers rather than using
single approach. Creswell (2005) contends that a qualitative study is an inquiry of
understanding a social or human problem based on building a holistic picture formed
from words reporting detailed views of data from the respondent‟s personal
understanding, experiences, feelings and perspectives. The use of mixed method
approach enabled the researcher to deal with population of students within the area
of the study, also to minimize subjective answers.

3.3 Location of the study
This study was conducted in Morogoro Region specifically in Morogoro
Municipality. Morogoro Municipality is the regional headquarter of Morogoro
region. The Municipality lies between longitudes 37º east of the Greenwich
Meridian and Latitude 44° South of Equator. The Municipal council has 19
administrative wards and 274 streets which covers a total area of 531 square
kilometres.
Morogoro Municipality has been selected for this study due to the following reasons;
First, it is among the municipals with many schools and available human and
physical resources compared to other districts allocated in the periphery. Morogoro
Municipality has forty nine (49) secondary schools, among them twenty three (23)
are government schools and twenty six (26) are non government schools. Second,
there is implementation of competence-based assessment practices and still it
experiences students mass failures. Furthermore, the area is well known by a
researcher and hence it was easy for the researcher to clear the doubt which would
arise during data collection process.
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Figure 3. 1: A map of Morogoro showing Morogoro urban

Source: Regional Profile, 2015

3.4 Target population of the study
Population refers to an entire group of persons that have at least one thing in
common (Creswell, 2005). The population of this study involved the following:
School inspectors because they are quality assurers of education provided in schools
and they were previously in charge of form II national examinations, heads of
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schools (HoS), teachers and students. The choice of this population was based on the
fact that each category in a different way has a contribution to the academic life of
students in schools. Heads of school are the key implementers of education as
administrators, managers and inspectors of the resources available in schools.
Students were involved in the study because they are the ones who are assessed
using competence based curriculum. They also experience the benefits and
challenges of the competence-based assessment practices. Teachers participated in
the study because they are the ones who assess the students under competence based
curriculum, thus they were more conversant with the challenges facing competence
based assessment practices.

3.5 Sample size and sampling procedures
Sampling refers to the process of selecting a number of individuals from a
population (Ogula, 1998). The schools included in the study were selected for three
main reasons: on the basis of being secondary schools, being located in Morogoro
urban, and the availability of physical resources and teaching staff including
volunteer teachers from Europe. Therefore, four (4) secondary schools (17%) were
selected from 23 government secondary schools. The sampling unit was TIE
officials and teachers who were the primary participants in assessment practices. TIE
officials who were considered to have relevant information which were required in
the study were selected through purposive sampling. Creswell (2005) believes that
the main focus of purposeful sampling is to obtain respondents with relevant
information needed on the topic studied. Within purposeful sampling, simple random
sampling was applied to get two (2) respondents out of the population of the
curriculum developers. Teachers were selected for interview using stratified random
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sampling to ensure that subgroups in the population are represented. The subgroups
were formed basing on educational levels and teachers‟ teaching subjects (Arts &
Science). Teachers lists were stratified based on their teaching subjects (Arts and
Science) using uniform fraction within the two streams then teachers with different
educational levels were selected randomly.

Systematic random sampling was also employed to get teachers who could fill in the
questionnaires. The sample size was obtained after getting the total number of the
teachers in the selected schools of the Municipality. The sample size of the study
was 10% of the teachers found in the selected schools. The sample size was
considered to be sufficient for social sciences. Since the optimum sample has to
bethat which is efficient, representative, reliable and flexible (Cohen et al., 2005).
For the study to meet these requirements (Cohen et al., 2005) recommends that the
sample size should be at least 10% of the population. With this consideration,
therefore, the sample size is K=N/n

160/10=16

Other groups were included in this study were students, Heads of Schools (HOS),
and Municipal Educational Officer (MEO) of Morogoro Municipal Council.

The students were selected through simple random sampling. The reason behind
using simple random sampling technique was to give each student an equitable
probability of being selected. Therefore, 40 students from form two to four
participated in this study.
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Four (4) heads of schools‟ were selected by the virtue of their offices. Being
incumbent of the offices, they have frequent contacts with the NECTA as well as
internal supervisors of the assessments conducted in their schools. This being the
case, the heads of school participation in this study was obligatory.

3.6 Data collection techniques
Data collection is a process of gathering specific information which is aimed at
proving or refuting some facts (Cohen, Manion & Morrison, 2007). In this study,
open ended questions, semi-structured interviews and documentary reviews were
used as data collection techniques. Below are the descriptions of how each data
collection techniques were used.

3.6.1 Interviews
Semi-structured interviews were employed to target teachers, school inspectors and
heads of school in order to gather data from schools. Miller & Crabtree (1999) point
out one of the advantages of this approach. They show that there is close
collaboration between the researcher and the participants, hence enabling
participants to give out their views (Crabtree & Miller, 1999). Through interviews
the participants are able to describe their views of reality and this enables the
researcher to better understand the participants‟ actions (Lather, 1992; Robottom &
Hart, 1993). The researcher purposively used this technique to gather deeper
information in order to examine the role of assessment practices in enhancing
learning. This provided an opportunity for the researcher to rephrase the
respondents‟ answers according to her understanding in relation to study questions.
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3.6.2 Questionnaire
Self-administered questionnaires were used to gather required data. Open-ended and
closed-end questions were used to gather data from students and teachers on
assessment practices conducted in schools. The researcher believed that it was
necessary to understand students‟ perceptions and views concerning competence
based assessment and ways in which they are practiced. The information obtained
were used to complement data gathered through interview protocol. This technique
was selected by the researcher because it was stable and can be reviewed repeatedly
(Cohen et al., 2007; Creswell, 2012).

3.6.3 Documentary review
Documentary review was used to obtain data on assessment practices and ways on
how it enhances learning. Documentary review provides data that are permanent and
available in forms that can be checked by others. The researcher reviewed NECTA
results, student‟s portfolios, log books, assessment plans and grading guidelines. The
responses from the teachers and heads of school were objectively analyzed and
interpreted without biases. The reasons of opting to use this method was that, it
provides a “behind the scenes” look at the programme that may not be directly
observable and it brings up issues that are not noted by other means.

3.6.4 Types of data collected
Both primary and secondary data were gathered. Cresswell (2005) argues that no
single technique or instrument may be considered to be adequate in collecting valid
and reliable data.
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3.7 Data processing and analysis plan
Mixed methods were be used for data analysis. The first was content analysis of
responses which were open-ended and the exact words of the respondents were be
used to reinforce the findings. Second, descriptive statistics of demographic
information were used.

In case of qualitative data, the analysis was done by describing, summarizing and
interpreting data obtained through questionnaires during the field work. Quantitative
data were analyzed and presented using percentages, tables, graphs and photographs.
The Statistical Package for Social Science (SPSS) software version16.0 was used in
the coding and processing of data to get tables, frequencies, percentages and mean.

3.8 Ethical issues
The researcher carefully ensured that the study abided by human rights. Therefore,
attention was paid to rules and regulations that guide the process of research in the
field. In the preliminary stages, the researcher sought a research clearance letter from
The University of Dodoma which was authorized by the Directorate of Post graduate
Studies which enabled her get permission from the Morogoro Municipal Executive
Director to conduct the research in respective secondary schools in the Municipality.

After being permitted, the researcher had to meet important officials in schools for
some arrangements. She set up schedules and time for interviews. Also the processes
to administer the questionnaire were done after having explained to the officials
about the purpose of the study. The researcher explained the participants‟ rights for
participating in the study. On the side of respondents of the study who were the main
source of data, ethical issues were observed during field work. In order to maintain
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privacy and confidentiality of interviewees, their names was not revealed and official
documents obtained in this study were also not exposed.

3.9 Validity and reliability of the study
Validity of the research instruments
The term validity refers to truthfulness and reliability of research instruments
employed (Cresswell, 2005). It was useful since validation involved collecting and
analyzing data to assess the accuracy of an instrument.

The adapted instruments were questionnaires on the assessment practices in
secondary schools, interview guides and documentary reviews. The instruments
were adapted in order to make them relevant to the purpose of the study. This
combination of several data collection strategies or methods is called triangulation
(Creswell, 2005). Triangulation involves corroborating evidence from different
sources to shed light on a particular theme or issue. Triangulation in mixed research
approach is important to validity issues such as checking the truthfulness of the
information collected.

In this study, the validation of instruments was done by educational experts to ensure
their validity. The questionnaires and interview guides were evaluated by the
researcher through triangulation. Basing on the experts‟ opinions, the items which
were valid and suitable for the purpose were selected but few items were eliminated
and some of them were modified.

Reliability of the research instruments
Reliability is a measure of degree to which research instruments yield similar results
or data after repeated trial (Bryman, 2001). The use of different sources of
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information helped to enhance reliability. The reliability of the instruments was
maintained by preparing clearly worded research questions that were consistent with
features of the study design. The questionnaires were administered to respondents,
thereafter, the researcher scrutinizing and rejected some responses. Other research
instruments were thoroughly evaluated by the researcher and the supervisor.
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CHAPTER FOUR
DATA PRESENTATION, ANALYSIS AND DISCUSSION
4.0 Introduction
This chapter presents the findings of the study on the role of competence based
assessment practices in enhancing learning. The findings are divided into three
categories according to the research questions of this study. The questions were:
First, what are the major assessment practices conducted in secondary schools in
Tanzania Education System? Second, what were the possible impacts of the
implementation of effective competence-based assessment practices? Third, what
were the factors inhibited or limited the successful implementation of assessment
practices in government schools?

Interviews were administered to the TIE officials, secondary school inspectors,
Municipal Secondary Education Officer, heads of schools and teachers in order to
elicit in-depth information which were relevant to the study. Besides, questionnaires
and documentary reviews were also deployed to gather the findings. Tables,
percentages and narrations have been used in the presentation of the results of
respondents. In this chapter, data are categorized according to specific research
questions that the research attempted to answer. The presentation of data in this
chapter does not follow the sequences in the interview guide and questionnaires.
Instead, data were presented according to how they addressed a particular research
question.
This part begins with the description of respondents‟ characteristics profile since
they are key implementers‟ of the competence based assessment practices.
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4.1 Respondents profile
4.1.1 Structure of educational system of Tanzania
Table 4. 1: Structure of education system in Tanzania
Level of education

Duration (Years)

Pre primary

2

Primary

7

O-Level secondary education

4

A-Level secondary education

2

Tertiary education

3+

Total

18+

Source: MoEVT (2007)
Structure of the formal education and training system in Tanzania is 2:7:4:2:3+ with
exception of teacher education programme which takes two years. Diploma trainees
join the programme after successful completion of form six (Advanced Level of
Secondary Education) (MoEVT, 2007).

4.1.2 Respondents educational level
Table 4. 2: Respondents education level
Category of respondents

No. of respondents

Frequency (%)

Masters degree

4

6

Bachelors degree

16

25

Diploma

3

5

Form II

10

16

Form III

17

27

Form IV

13

21

Total

63

100%

O-Level education

Source: Field Data, (2015)
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The aspect of education was taken into consideration during data collection as it
indicates to what extent respondents are competent in providing required
information. Out of 63 respondents, 4 (6%) had masters degree, 16 (25%) had
bachelors degree in education and 3 (5%) had diploma in education. Among
participant students, 10 (16%) students were in from Form II, 17 (27%) were in
Form III and 13 (21%) were in Form IV. The information is already summarized in
Table 4.1 above.
The implication of understanding respondents‟ level of education is that, it enabled
the researcher to see whether respondents were proper sample and were able to
respond to questionnaires. Findings from the study show that the total number of
teachers who responded to questionnaire were qualified professional teachers having
diplomas, bachelors or masters degree in education, since teacher education is an
intellectual venture that is valued because of the importance of the service which it
provides.

4.1.2 Working experience of respondents
This is another important aspect which was taken into account during data
collection. It was used to find out the professional qualifications of the respondents
in implementing competence based assessment. The respondents were asked to
specify their duration of service in teaching profession.
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Table 4. 3: Respondents working experience
Category of
respondents

working duration
Below

Frequencies

Above

Frequencies

10yrs

(%)

10yrs

(%)

1

4

1

4

1

4

TIE
MEOS
HODs

1

4

3

13

Teachers

13

57

3

13

Total

15

65

8

34

Source: Field Data, ( 2015)

The findings in table 4.3 show that 18 (75%) respondents from TIE, MEO, HOSs
and teachers out of 24 worked less than 10 years and only 4 (25%) worked more
than 10 years.

The findings above imply that, 75% of teachers who had worked for less than ten
years are likely to have been trained under competence based curriculum despite the
fact that they show diminutive competence, since this curriculum was introduced in
2005. Moreover, some respondents had long working experience in both teaching
and managerial positions in education institutions, hence they experienced the
assessment practices before and during competence-based curriculum. These served
as a source of reliable information as far as this study is concerned.

Table 4.4 below presents findings of working staff categories according to their
seniority. This helps in getting information of all levels of respondents ranging from
teaching staff to officials. The information includes both arts and science based
staffs.
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4.1.3 Teaching subjects of the teachers
Table 4. 4: Teachers subject of specialization
Subject of
Category of respondents

specialization
Arts

TIE

Total Percentage %
Science

1

MEOS

1

2

9

1

1

4

HOD

3

1

4

17

Teachers

13

3

16

70

Total

17

6

23

Source: Field data, (2015)

The research findings are presented and discussed under three major research
questions, reflecting on the research objectives of the study. The findings are
discussed under themes and sub-themes for clarity.

Table 1.5 Presentation of findings on competence-based assessment practices
Themes

Sub themes
1.Teachers and students awareness

Major assessment practices conducted on the competence based
in secondary schools in Tanzania

assessment practices
2.Practiced assessment tools in
secondary schools
3.New grading system(GPA)
4.Capacity building workshop

Source: Field Data, ( 2015)
4.2 Major assessment practices conducted in secondary schools in Tanzania
The findings obtained from this question aimed to meet the stated objective number
one of this study. It was considered necessary to find out kinds of assessments
practices conducted in secondary schools under the ongoing curriculum which guide
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teaching and learning processes. An attempt was made in this sub-section to find out
the major assessment practices which were conducted when assessing the learner in
connection to the current implemented curriculum and types of assessment practices
conducted. Also to identify respondents awareness concerning assessment practices
because assessment practices and curriculum go together. In answering this question,
questionnaires, interviews and documentary analysis were employed for data
collection, whereby questionnaires were directed to students and teachers while
interviews were carried out among TIE officials, Municipal Secondary Education
Officer and heads of schools.

This study identified kinds of assessment practices used to assess students learning.
The identified kind of assessment practices are presented in table 5 below:

Table 4. 5: Informants response on the kind of assessment practices
Number of respondents

Percentage

(N=63)

(%)

Test & Exams

37

59%

Formative assessment

2

3%

Participatory

7

11%

Practical works

3

5%

Neutral

1

1%

No Idea

13

21%

Total

63

100%

Types of Assessments

Source: Field Data, (2015)
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Results from Table 5 above show that, tests and exams were the major tools used to
assess students learning according to responses from 59% of the respondents and 3
(5%) agreed to use practical work. Only 13 (21%) of the respondents were not aware
of the kinds of assessment practices conducted.

The study revealed that, though tests and exams were main tools involved in
assessing secondary school students, there were other tools suggested by current
curriculum. These tools were quizzes, questions and answers, and portfolio to serve
the formative purposes of assessment despite the fact that they were not included in
continuous assessment or day to day students‟ records as they were not awarded pass
mark. Among assessment tools involved, project was also recorded as part of
continuous assessment to be taken to NECTA. From the observation, teachers
preferred test and exams due to the large number of students in classrooms and
heavy teaching load.

Using interviews again teachers were asked how often they use the assessment tools
mentioned to assess student learning throughout teaching and learning processes.

The results are summarized in Table 6
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Table 4. 6: Teachers response on frequency of the type of assessment tools they often
use to assess the students progress. N=16

End of
Tool

Daily Weekly Monthly

Term

Percentage
Total

%

Question &answers

8

8

50

Quizzes

4

4

25

Written assignments

7

7

44

16

100

16

100

0

0

4

25

Tests

16

16

Exams

16

Projects
Practical

4

Source: Field Data, ( 2015)

Results indicate that 100% of respondents mentioned to use tests weekly and
monthly. This is due to the school calendar whereby they have to conduct weekly
and monthly tests. 0% indicates project as it is managed by academic master for
NECTA purposes.

Although this system of assessment seems to keep the students busy throughout the
year, it has some weaknesses in the sense that the evaluative measures employed do
not support teaching and learning in a positive way. First, the assessment methods
are administered after a unit of study, (e.g. a topic) or certain period of time to
determine how much learning has taken place, rather than being consistently
conducted during the course of a unit of study; that is, on the daily basis to support
teaching and learning while learning is in progress. These results were reinforced by
the teachers‟ responses during interviews where they were asked about the use of
variety of assessment tools as evaluation techniques.
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4.2.1 Teachers and students awareness on the competence-based assessment
(CBA)
Teachers who are assessors showed less competence in assessment practices. This
was justified by interviewees responses whereby only 3(19%) of the teachers
confirmed to be conversant as they attended INSET seminars for science subjects
while the remaining 13(81%) declared that, they are not conversant with
competence-based assessment practices because they did not attend any in-service
training on the ongoing assessment practices.

The obtained findings show that, in-service training is essential for the positive
outcome to attain the recommended instructional information. Teachers were
equipped with skills and tools essential for assessing learning as well as techniques
for constructing standard measurable assessment tools.

Despite the fact that, teachers were not aware of the competence based assessment
practices due to lack of in-service training, they know that test and exams are tools
used to measure students learning though they were poor in constructing standard
tests and exams. This implied that, teachers were not trained formally to assess
competence based curriculum since its emergence, despite the fact that all teachers
agreed using tests as the main assessment techniques followed by terminal and
annual examinations in order to fulfill NECTA requirements. Observation revealed
that, they were copying questions from past papers and text books. One teacher who
holds a diploma from among the visited schools, said,
“I was employed last year, marking is not only putting a tick or a
cross but also it needs an experience to conduct it. I always use
summative assessment to assess the learners” (Teacher D, May,
2015)
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The above statement revealed that, teachers trained under current curriculum were
aware of types of assessment practices but they do not demonstrate competency in
conducting it effectively. For teachers who are inadequately trained in how to design
and use multiple assessment tools. TIE officials had this to say,
There are well trained teachers with good pass marks still can’t show
competence in assessing their learners and assessment outcomes of
students are demoralizing (TIE official B, May, 2015).
This implies that, adjustment should be done through in-service training, seminars
and workshop to minimize the consequences, though there is shortage of funds for it.

The findings, revealed negative results as the current curriculum emphasized
formative assessment in assessing students learning.

Moreover, through questionnaire students were asked to mention major assessment
practices conducted throughout learning processes, the results are summarized in
table 7 below.
Table 4. 7: Assessment tools used in secondary schools in Morogoro
Frequency
N=40

Percent (%)

Tests and Exams

20

50

No idea

13

32.5

Participatory

7

17.5

Total

40

100

Source: Field data, (2015)

Findings as shown in the student data, 20 (50%) students out of 40 declared that,
weekly tests, terminal and annual examinations are the assessment tools used
frequently with teachers. While 13 (32.5%) of students have no idea about kinds of
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assessment used, further 7 (17.5%) identified that participatory assessment tools are
used.

In addition, students were asked to identify if there is any other ways used to assess
their learning; more than fifty percent 23 (57.5%) of students did not mention any
other tools apart from the mentioned ones and 17 (42.5%) mentioned numerous
ways like quiz, diagnostic questions, presentation and morning speeches.

Interpretation of the above results show that it is obvious that there are various
unmonitored multiple assessment practices conducted gradually. Teachers do not
make follow up on assessments may be due to the reason that, they were not aware
of the practiced assessment.

In addition, NECTA started to insist on formative assessment by including
continuous assessment in order to get final grading because they are in charge of
conducting Form IV and Form II national examinations. This started last year since
there was an introduction of new grading system (Grade Point Average-GPA).
Therefore, it can be said that, some teachers who were given a task on assessing
students and compiling continuous assessment results are not given a chance to mark
NECTA examinations due to experience criteria. Whereby others can get skills to
assess through attending NECTA marking panels. Table 8 below justifies the
summary of teachers who attended NECTA marking.
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Table 4. 8: Teachers attended NECTA marking panels

Teachers selected

Frequency

Percent

Valid Percent

N=8

%

Yes

2

25

25

No

6

75

75

Total

8

100

100

Source: Field Data, (2015)

More than 75% of interviewed teachers claimed not to attend NECTA marking
panels for national examinations as they were not experienced enough to be
confirmed to mark the examinations. The question to be raised here is, “why does
the same teacher who is not qualified for marking national examination is given
mandate to assess students‟ learning?”
In contrary, one head of school had the following to say.
“Assessment practices methods and tools are not formally
restricted and left under the control of the teachers” (Head of
school C, May, 2015).
In light of information in the foregoing cases regarding competence-based
assessment practices, it was found that, teachers understand well that they are not
capable of applying varieties of assessment tools, still they were not seeking for
professional development or workshops necessary for skills attainment.

Moreover, through questionnaires administered to students who were asked to
mention major assessment practices conducted throughout learning processes, the
results show that more than 50% of students mentioned participatory method. One
student had this to say;
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I do like the way our chemistry teacher teach. Always he takes us to the
laboratory and uses participatory method of teaching. (Student 19, May,
2015).
4.2.2 New grading system (GPA)
NECTA has introduced the new grading system which will be used in awarding
learners in all levels of education. This has been implemented since the Form IV
NECTA results of 2014. Teachers were informed to start grading learners using new
grading system though no seminars were provided on how to implement the new
system of grading.
TIE, MEO and heads of school are among the informants who were interviewed
concerning the new GPA. 100% informants declared that they were not to be trained
on how to calculate and grade using GPA.

One among the TIE officials had this to say;
This has not been done yet, however, NECTA is in at a better
position to prove such information due to their position (TIE official
A, May, 2015).
The statement above implies that TIE as curriculum designers responsible for
suggesting assessment techniques for the proposed curriculum, left the issue of GPA
to NECTA while they do cooperate regularly.
The MEO added this when asked if there are seminars conducted;
There is no any workshop conducted up to this moment really but is new
GPA is so open expressed itself. Manual are available given to all
schools (MEO, May, 2015)
When the teachers were asked about whether they had received training to apply
new grading system (GPA), since the new GPA guidelines are planned and formally
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requiring the seminar for implementation, the researcher investigated this aspect by
using both questionnaires and interviews. The (100%) indicated that they didn‟t
receive any training.
During interview one teacher from school D remarked:
No. Usually we used to be informed during staff meeting by the
headmaster if we are supposed to apply new techniques. No seminars
provided. We are very busy preparing for exams as you see now there are
BRN exams proceed. Time is limited especially for teachers teaching form
four classes. (Teacher L, May, 2015)
When asked whether they had implemented new grading system, almost all (98%) of
the teachers indicated that they had. All the teachers also indicated that they used
new GPA posters provided.
One teacher had this to say,
The assessment system is top down where by teachers were informed
what to do without knowing how to practice it effectively.
(Teacher F, May, 2015)
The teachers were asked to comment on the use of the new GPA guidelines in
relation to the preparation of the competency based assessment practices, scoring
and making decisions based on assessments scores. The majority of the teachers
(82%) said they found the new GPA system difficult while only (11%) said it was
somewhat easy.
One teacher give following examples of the type of decisions teachers made based
on the assessment practices scores,
Decisions made involving remedial teaching. Example of remedial teaching
activities included map reading lessons which needed re-teaching such as
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calculating distance focusing on student who were too slow in calculation.
(Teacher K, May 2015)
Other teacher had this to add,
Teachers had made decisions in terms of setting new learning strategies after
conducting the assessments and determining the number of their learners who
had not shown any progress in learning. (Teacher E, May, 2015)
From the documentary analysis, it was evident that, what were called manuals were
posters provided with information concerning new awarding system. An academic
master from one visited school provided the added information that,
No written guidelines, what are provided are posters, it is upon individual
effort to go through internet for further instruction (Academic master,
May, 2015)
The findings show that, teachers who were computer illiterate were not able to
access the information online. Instead, they relied on the ones in which the way
capable of implementing.

4.2.3 Capacity building workshops and professional development
Professional development as essential for the teachers‟ competency helps teachers to
exchange experiences and learn ways of applying different assessment tools. To a
large extent, professional development of teachers has been their responsibility.
Secondary school teachers are encouraged without support to train themselves in
order to improve their practices competently. Due to minimal provision or lack of
funds there were limited workshops conducted. Interview conducted to seek reliable
information are presented in Table 9.
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Table 4. 9: Teachers attended CBA training
Frequency N=16

Percent %

Valid Percent

Attended

3

18.75

18.75

Not

13

81.25

81.25

Total

16

100

100

Source: Field Data, (2015)

Findings from the interview revealed that, less than quarter of the interviewees that
is only 18.75% had access to the competence-based assessment seminars through
programmed training while 81.25% of respondents did not attend any seminar
concerning competency-based assessment. In explaining how teachers get skills,
they claimed to get skills through reading online journals and general experience.
Interviews with TIE officials declared that, they used to invite curriculum
stakeholders like teachers and policy makers for curriculum review. One official had
this to comment,
“TIE usually conducts workshops and seminars per its
mandate as institution responsible for curriculum design and
development after the end of any curriculum phase” (TIE
respondent X, March, 2015)
Another long experienced science teacher commented that:
“It’s a personal effort for the teacher to search for
information and learn new ways through internet, even new
GPA grading system are found online. To a certain extent
workshops are only conducted for science subject teachers”
(Teacher B, May, 2015)
Similarly, interview with heads of school revealed that the PMO-LARG does not
prepare seminars/workshop for assessment practices. On the other hand, head of
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schools insisted that it was hard to organize workshops or seminars by themselves
due to lack of funds.

From the obtained data, it became evident that, teachers have impact on
implementing ongoing curriculum in various ways. Teachers claimed that, the
curriculum did not reflect the real life situation, teaching and learning were done
theoretically without practice and curriculum was not effective in producing self
reliant and independent learners. Furthermore, they claimed the deficit of resources
especially fiscal resource to sustain other participatory assessment practice to meet
curriculum requirement.

Moreover, teachers were not well prepared to assess for the needs of the learners;
they revealed that, most teachers were not competent enough to handle assessment
issues and to understand curriculum requirements. From documentary review, it was
noted that, the government focused mainly on enrolment expansion with little
attention to quality aspects including adequate competent teachers for secondary
schools ( MoEVT, 2005).

The interpretation of these findings indicates that, inadequacies of some school
facilities affected the quality of assessment provided to learners and it was among
the problems that hindered the implementation of the policy. This was revealed by
informants that, in adequate facilities like desks and classrooms resulted into
overcrowded classrooms which affected pupil concentration during learning as well
as teachers faced difficulties in class management. Therefore, adequate and timely
provision of resources could be a mechanism to ensure effective assessment
practices is provided to the learners.
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Lack of professional development to teachers denied the opportunity to apply a
variety of assessment methods in teaching/learning processes to enable the learners
to grasp the lesson clearly with the perception that, quizzing in class may take time
away from other critical classroom activities, such as lectures, discussion, and
demonstration. They always relied on old methods of teaching using lecture without
applying innovative ways to assess learning. This was especially noted with the
irregular changes of the curriculum where by some teachers had no knowledge on
how to assess the attainment of curriculum content. So they taught through lecturing,
as a result, it was difficult for the teacher to make valid assessment.

The findings of the current study are in line with the research conducted by Hogan,
(2007) who found that the reason for poor assessment practices included among
others scarcity of qualified teachers, scarcity of materials and equipment, low access
to wider reading resources, and resource limitation. According to the study by Paulo
(2015), some remote Tanzania schools are clear examples of schools having poor
facilities, few books or learning materials and teachers are in adequately trained. It
can be argued, therefore, that teachers‟ training could be the source of failure to fully
utilize pair and group work techniques. A number of researchers; notably, Sato and
Kleinsasser (1999) and Thompson (1996), have argued that if teachers do not have a
thorough understanding of competence based assessment, they can hardly develop
practices appropriate to their context, and thus easily returning to the traditional
teaching.

Misunderstanding of the curriculum content also make it seem not to be promising
as indicated by some informants that, it did not relate to the real life of the learners
as the intended learning outcomes are not attained as teachers are incapable of
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assessing acquired skills. Therefore, it seem not to prepare learners to become
independent because a lot of things included in the syllabus lacked resources for
implementation, as a result students ended up cramming without application of the
curriculum content. The researcher found that, the quality of assessment practices
was extremely poor, assessment was largely done by rote learning with students
copying notes and no opportunity for interaction or interrogating the information
presented and little opportunity to develop creativity and analytical skills.

Therefore, from this point, it is clear that the workshop was provided to guide/solve
the problem only in science subjects, but the environment for its implementation was
not well prepared, as a result, a lot of challenges were observed during its
implementation. Osaki (2004) also suggested by arguing organs like Tanzania
Institute of Education (TIE), National Examination Council of Tanzania (NECTA)
and Universities to collaborate so as to change the orientation of examinations as an
alternative to relevant teaching/learning processes.

4.3 The role of competence-based assessment practices in promoting students
learning in and out of classroom deep rather than surface learning.
The third research question aimed to find out the role of effective assessment
practices in learning; how competence based assessment practices can improve
learning and how they develop learners‟ skills. Research findings have shown the
positive role that competency based assessment practices plays in improving
learning.
Using questionnaire items and interviews, respondents were asked to identify the
role of competence-based assessment. The results are summarized in table 10 below:
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Table 4. 10: How of competence based assessment practices influence learning
Themes

Sub themes

Role of competence based

1.Ways competence based assessment

assessment practices in learning

can improve learning
2.Influence of quality of assessment in
learning
3.Usefulness of assessment practices in
learning

Source: Field Data, (2015)

In relation to assessment practices, vision of current curriculum, teaching and setting
targets, students are helped to improve their work by: clarity in the aims and
outcomes of the lessons, assessment methods that involve them actively and
emphasize analysis, discussion, experimentation and thinking ideas. Through written
or oral comments on their works that provide both clear evaluation of the content,
structure and sensible advice, leaves them with manageable action points.

4.3.1 Ways in which competence based assessment practices improves learning
Table 4. 11: Ways of improving learning through assessment practices
1. Student involvement in assessment
2. Prior knowledge and feed back
Source: Field data, ( 2015)

The question which asked about how competence based assessment can improve
learning shows that, 38% of interviewee declared that, assessment can improve
learning only if the assessment procedures and criteria‟s will be taken into
consideration. Besides, 16% of the interviewees declared that, assessment can
improve learning through student involvement on what outcomes should be
measured, getting feedback from what they were assessed for, planning and
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designing of assessment practices and teachers knowledge on the difference of
curriculum practices.
Students’ involvement in assessments practices
Furthermore, the question asked on how students were involved when conducting
assessment revealed that, 90% of students who responded to this question declared
that they were involved in answering examinations, while 10% of students said that
they were involved in doing practical and experiments. Interviews with teachers on
understanding how students were involved revealed that, 20% declared that, students
were involved through practical works and project writing while 80% declared not to
involve students in planning of their assessment due to overcrowded classes and the
nature lecture method which is mostly used for teaching.

This implies that the notion of involving students in assessment practices is
perceived as the process of cooperation of students in answering oral questions.
One student clarify when responding to the questionnaire,
After doing the test teachers give us the answers of that test
(Student 35, May 2015)
Another student added,
Some of the students do not participate thus discouraging
others to participate effectively.(Student 20, May 2015)
Students’ prior knowledge
Majority of teachers introduced the lesson by stating with questions of previous
topic. In a constructivist classroom a teacher is required to start a lesson by finding
out learner‟s experience. In clarifying this teacher K said this,
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I used to introduce the lesson by identifying prior knowledge of pupils
using oral question based on past lesson. Our student can pass a day
without memorizing what they taught. (Teacher K, May, 2015)
This implies that the notion of prior knowledge was not well known to teachers,
questions from the previous lesson were regarded as the way to unveil prior
knowledge. Moreover, teachers failed to engage pupils with active learning
strategies through high-stake questions and challenges. However, teachers saw
competence based assessment as a burden leading them not to apply appropriate
assessment tools as one of the competency element to initiate construction of their
own knowledge. Collaboration of students throughout assessment process was not
taking place as discussion of teachers questions was regarded as wastage of time. On
the other hand, teacher made tests and take home assignments were frequently used
though only tests were recorded.

4.3.2 Usefulness of assessment practices in learning
The question that needs to understand if there is any usefulness of assessment
practices in learning revealed that, there is an advantages as assessment help to equip
students with a wide-range of transferable skills and competencies, define and
prioritize what is important to learn, and ultimately how they spend their time in
learning it and test memorizing, acquiring facts or skills, or methods that can be
reproduced when and if required. One student from visited schools said,
Tests develop thinking capacity. If you didn’t read, you will forget all
you have been taught. (Student 56, May, 2015)
Teacher from the same visited school added this:
Our students need to be tested weekly; otherwise they won’t revise and
stay in classroom making noises (Teacher N, May 2015).
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Similarly in relation to learning, a learner is capable of memorizing facts, apply
attained skills and develop competence if effective assessment was done during
teaching and learning process. This observation revealed that there is relationship
between assessment practices and learning as what is being assessed is the one
which is learnt. The above findings were in line with Stiggins (1999) who contends
that for effective students assessment, teachers should be conversant with learners‟
needs in order to provide what is needed.

Finally, a questions on the impact of assessment practices paused through questionnaire
to students revealed that there was an impact as students boost up memorization, help in
improving students‟ performance, develop creativity and intelligence, knowing and
measuring of students capacity of understanding, show evidence on what you have
acquired as a results of learning. Besides, the same question through interview with
teachers revealed that, assessment modified teaching and learning experiences, help to
understand students‟ cognitive ability, used to encourage students learning, measure
teachers‟ ability of teaching as well as assessment results are used as positive or
negative motivation. These findings relate to the study done by Henry l. Roediger III,
Adam L. Putnam and Megan A. Smith (2011) where as the impact of assessment
practices were identified. Students study more and more due to the test regularity.

The obtained findings were in line with Paulo (2015) who revealed that involving
students in their own assessment together with effective and appropriate use of
assessment practice can enhance the learning experience, enrich the teaching experience,
and reduce the marking burden placed on staff. Also Ndalichako (2014) obtained the
same findings which revealed that peer assessment is used to estimate worth of other
students‟ works, and also used to give and receive feedback. With appropriate training
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and close moderation, it is possible that students can play a role in summative
assessment, but generally peer assessment works best in formative assessment where
students give each other feedback on each other‟s work.

4.3.3 Documentary review
The documentary record sheet was used to record documents available. The
instruments revealed the following;

Three schools out of four visited schools were lacking filed NECTA exams. The
results were observed from the NECTA website online, therefore, one academic
master from one school declared.

Sixteen teachers from visited schools provided required information, only four
teachers were observed to prepare their lesson plan books. From prepared lesson
plans the researcher observed missing diagnostic questions. This reveals that,
questions and answers for class assessment were not prepared.
The researcher identified that students portfolios started being implemented in form
one hence they were used to file past examination papers whereby assessment
procedure guidelines and GPA guidelines were not provided.
It was evident that, assessment documents was poorly kept hence students records
for monitoring learner‟s progress were missing.
4.4 Factors which hinder competence based assessment practices in secondary
schools.
The researcher conducted interviews in answering this question which aimed at
identifying the challenges that teachers and students faced when conducting
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assessment practices in teaching/learning processes. Results are summarized in table
12 below:

Table 4. 12: Challenges encountered in assessing learning
Challenges

Frequency N=63

1. Overcrowded classes

13

2. Scarcity resources

10

3.Absenteeism

7

4. Poor understanding

7

5. Language barrier

7

6. Poor CBA skills

5

7. Minimum participation

5

9. Little motives

5

Source: Computed from findings , (2015)

In the course of analysis, the study came up with the following challenges. About 13
informants out of 63 mentioned overcrowded classes, scarcity of resources was
mentioned by 10 informants while poor understanding, absenteeism and language
barrier were mentioned by 7 informants and poor competence-based assessment
skills, minimum participation and cooperation, punishment and little motives were
identified by 5 informants but other respondents did not mention any challenges. The
table above shows the challenges that informants experience during the assessment
practices throughout teaching and learning processes.
Big number of students in classrooms and scarcity of resources, especially fiscal
resources were the major challenges in implementing the CBA, poor understanding
and language barrier got 12% each while 8% of respondents favoured poor CBA
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skills, minimum participation and cooperation, absenteeism, punishment and little
motives.

4.4.1 Overcrowded classrooms.
Overcrowded classrooms were identified as the major challenge in the
implementation of Competence-Based Assessment Practices in the teaching/learning
processes. Teachers claimed that, among the major challenges was having a large
number of students in the classroom with limited resources, made the assessment
practices ineffective. The classes were characterized by non-conducive environment
to foster competence-based assessment where by most of the time buzzing noises
were heard from the class. Therefore, due to the failure in applying a variety of
assessment techniques, they claimed that it was difficult for them to know whether
they taught well and whether each student had understood the lesson clearly or not.
One of the academic masters exemplified that;
“Overcrowded hinders the use of some of the participatory methods like
group discussion” We have enough classrooms for students but there are
only two mathematics teachers and also few English language teachers
compare to number of students. Students are combined in one room to make
lesson possible. (Teacher B, May, 2015)
Head of school added,
Allocation of students to specific school was done on the basis of number
of physical material available at particular school specifically
classrooms not on teacher student ratio. (HOD A, May, 2015)
From the documentary review, the timetables for science subjects are congested
and overloaded in such a way two streams were combined to accommodate the
situation. This is done for mathematics where it is compulsory to all students.

72

4.4.2 Scarcity of resources
The current study revealed that, there are limited resources since the implementation
of the current curriculum which led to shortage of workshop and seminars
specifically to address the assessment practices. This hinders improvement of the
effective assessment practices. Either, there was no any particular staff meeting
conducted to discuss assessment practices challenges at school level and means to
overcome or minimize the consequences. Worse still, majority of teachers admitted
that they were not taught on the usefulness of Competence-Based Assessment
Practices in their teacher training collages, this led to shortage of competent teachers
on assessment practices. In addition, teachers and students relay on past papers in
making reviews and exams preparation due to lack of techniques to prepare
measurable tests.

4.4.3 Minimum cooperation
Another challenge mentioned was poor cooperation among parents, students and
teachers. It was captured from interview that parents were not committed enough in
sponsoring their children‟s education expenses due to socio-economic challenges.
A teacher from one of the visited schools comments:
I am a class teacher in one of the form three classes. Whenever happened
to call parents to discuss their children matter refused with excuse that
they are busy. Example one parent came for discipline issue of his children
and claimed to lose a day for no reason (Teacher T, May, 2015)
However, the environment is not conducive enough to allow meaningful assessment
practices to take place hence there were limited resources especially fiscal resources
to buy assessment practices equipments like ink for printers. Papers are among the
physical materials that parents were supposed to contribute in supporting learning
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but the parents failed to contribute. Even when parents are invited for consultation
on students learning, they show less cooperation and sometimes they never come to
make follow-up on students progress.

Moreover, due to shortage of time, teachers rarely do conduct parent-teachers
meeting to discuss assessment challenges. Furthermore, during assessment results
analysis, teachers never involve parents so as to make them aware of their students‟
performance.

4.4.4 Student absenteeism
Absenteeism was observed as among the challenges in the implementation of
assessment practices as revealed from teachers‟ interview. One of the interviewed
teachers contends that:
“This school is nearby the local village and as you can see is not fenced
therefore students regularly absent without leave” (HOS A, May, 2015).
In addition to this, during informal talks with students, they claimed that, female
students engaged in truancy because they used school hours to visit their boyfriend
while their parents think that they are in classes.

4.4.5 Poor understanding
Poor understanding among students is also a challenging issue that hinders effective
assessment practices for their learning. This is due to the fact that the selected
candidates from standard seven were selected with low average so as to meet the
millennium goals (EFA). The headmaster from one among the visited school had
this to say,
Pass mark of standard seven to join form one should be raised from a
hundred out of two hundred and fifty to one hundred and fifty out of two
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hundred and fifty which was used before, and retaining of form two National
average of 30% and not decrease to 20% as it is now
(HOS B, May, 2015)
4.4.6 Language barrier
English language as a medium of instruction in secondary schools were found to be a
challenge in the implementation of the assessment practices as students and teachers
were observed with poor competence in English language. As a result they lag
behind during assessment practice processes. When assessors prepare assessment,
they fail to prepare assessment tools which target the intended outcome due to poor
English language skills. Similarly, the assessed students failed to know what is
needed in the assessment because of language problem.
One of the students interviewed claimed that;
Student failed to understand what is asked by the teacher because some
teacher used frequently English during teaching and learning process.
(Student J, May, 2015).
From the obtained findings it implied that, the use of English language is a problem
in teaching and learning process as well as in making assessment as students have
poor background in English language. Also some of the teachers have the same
problems, as a result they failed to constructs tests and examinations using proper
language.

4.4.7 Competence-based assessment skills
Most of the interviewed teachers show poor competency in assessment practices
because they lacked in-service training on how to conduct assessment. Moreover,
teachers training programme puts less emphasis on assessment rather than on
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content. Therefore, in the classroom setting, teachers find it difficult to evaluate how
well are the lessons taught and to what extent did students understand the lesson.
One of the headmasters commented that:
If you want to speak of assessment practices success, you have to speak of
academic success as well. Teacher should be taught and start from the roots
of managing and control themselves in assessment practice

(Teacher T,

May, 2015)
This implies that, the current assessment practices hinder effective learning due to
the challenges which face it. These findings are congruent with Blooms (1984) who
emphasized the use of Blooms Taxonomy and blue print table of specification as test
planning sheet. In addition, through assessment practices specific competencies that
students were expected to master are reflected. One experienced teacher had this to
say:
I have been teaching for more than twenty years now. I can see new teachers’
don’t know how to use Bloom blue print in exams preparation. We tried to ask
for internal workshop but the problem is money to pay facilitator. (Teacher P,
May, 2015).

4.4.8 Lack of motivation
Teachers were observed to have little motives in assessing students learning
outcomes because there were no any incentives given to them. This was identified by
one head of school, who commented that,
It is not possible to retain a teacher here till evening hours to invigilate exams
without paying for extra hours. There is no funds for paying teachers extra duty
is provided. At least HOS, I can retain teachers if only I can provide lunch &
water for them but no fund for it. (HOS A, May, 2015)
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Moreover, one of the teacher exemplify that, there was no any motivation given to
them when conducting assessment for students learning because most of the time
tests are conducted after classes. Therefore, teachers were sometimes teaching
students and sometimes assign them work without assessing them.
Therefore, it can be argued that, the observed challenges hinder effective assessment
practices. Similar findings were revealed by Tillya and Mafumiko (2010) a
significant challenge on competence-based curriculum is that, a curriculum was
never piloted, no initial training was provided for in-service teachers and there were
no available supportive materials provided for supporting it. Again O-saki (2007)
contends that, overcrowded classes are lowering the standard of education provided
in Tanzania.
4.5 Means of overcoming challenges facing assessment practices
This study has come up with some measures as proposed by respondents. The aim of
this was to identify indigenous knowledge on how to deal and make the assessment
practices effective.
Table 4. 13: Measures to be taken as proposed by respondents
Item

Respondents N=16

Percentage %

1. Workshop & seminars

30

48

2.Students involvements

12

19

3. Supply of adequate resources

6

10

Source: Field data, May,2015

The study found out that 30 (48%) of informants proposed the use of workshops and
seminars to develop assessment skill competences, while 6 (10%) mentioned
inadequate resources. This implies that with the control and management of
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challenges, the assessment practices can be evocatively and the required curriculum
outcomes can be achieved.

In addition, some of the teachers were unable to cope with the changes of curriculum
in schools but the means of overcoming challenges facing assessment practices can
be minimized through exchange programs. This is justified by the observation done
in one of the visited schools which receive teachers from abroad.
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CHAPTER FIVE
SUMMARY, CONCLUSION AND RECOMMENDATIONS
5.0 Introduction
This chapter presents the summary, conclusion of the study findings and also,
recommendations for policy, practice and suggestions for further research are made.

5.1 Summary of the study
The major purpose of this study was to examine the role of assessment practices in
enhancing learning. This study was guided by mastery of learning theory and
constructivist theory. Critical review of the related studies conducted in order to
establish the knowledge gap on the issues related to role of assessment practices.

The identified research gap was: The role of competence-based assessment practices
in enhancing learning in Tanzania with the current reforms in education system.

This study used case study design with mixed research approaches. Simple random
sampling techniques was used to select schools and students, stratified random
sampling was used to select teachers and purposive sampling was used to select TIE,
MEOS and heads of school. Tools such as open-ended questions, semi-structured
interviews and documentary reviews were used to obtain relevant data. Obtained
quantitative data were analyzed through SPSS version16.0 while qualitative data
were analyzed through tallying and grouping of some findings.

The presentation of the main findings which emerged from these procedures have
been presented sequentially in terms of achievement of the research questions.
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5.2 Main findings
1. The first research objective intended to examine the major assessment
practices which are conducted in Secondary Schools in Tanzania Education
System. The following are the major findings for this objective:

First, assessment practices in the schools visited specifically multi-assessment into
competency based context was not implemented due to the shortage of skilled
competence teachers. While school based tests and examinations constructed are
below standards. Furthermore, NECTA examinations were regarded as guidelines
for test and examination preparations.

Second, there were identified effectiveness of in-service training in improving
assessment practices such as INSET. Science subject teachers have shown awareness
on the competency based assessment.

Third, TIE, NECTA and inspectorate department of secondary education which are
the organs responsible for curriculum design and development, examinations,
educational management are dispersed under different ministerial departments. This
makes the boundaries in management of assessment practices unclear.
2. The second objective intended to examine the role of the competence-based
assessment practices to encourage regular study in and out of class. It
revealed the following;

First, the quality of assessment had a significant impact on enhancing learning and
attainment in the schools by stimulating and challenging students to work hard and
by encouraging teachers to focus on how to improve the learning of students hence
there was no successful performance without successful assessment practices.
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Second, ineffective planning, designing and marking of tests dominates current
assessment practices rather than emphasizing students to improve their final
performance using feedback of assessment methods that involve them actively and
emphasis analysis and National Curriculum to show what needs to be done to make
progress.

Third, tight timetable due to congested curriculum content hinder feedback.
Finally, pupils‟ progress is improved thorough monitoring and support of assessment
practices, based on the current curriculum.
3. The third research objective intended to examine challenges encountered
during assessment practices which hinder effectiveness of the practices
assessment in secondary schools. Below are the findings;

First, parents in visited schools do not seriously involve themselves in educational
matters and poorly communicate with school management or poorly consult teachers
concerning students progress. They poorly attend parents meetings and cooperate
with parents committee regarding their children assessment outcomes.
Second, classroom assessments are characterized by shortage of class journals and
portfolios. The only available ones were carelessly monitored. Proper monitoring of
portfolios and class journals serves as valuable means of communication between
pupils, parents and teachers. They serve for future reference purposes.

Third, poor management of assessment practices in visited schools was observed
hence no strong directives were provided to teachers concerning competence-based
assessment. This hindered effectiveness of assessment practices hence high-quality
documentation to establish the expectations and define the procedures is missing.
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5.3 Conclusion
The current study reveals areas of need regarding assessment practices. Although
teachers are using test and examinations more frequently in assessing learners, many
teachers are underprepared and insufficiently skilled. This leads to unreliable
assessment practices due to inaccurate judgments. Yet, many teachers misinterpret
students achievement or underestimate students abilities. Through individual
methods and flexible criteria, teachers arrive at their judgments of students
achievement which allow teachers to pull down students who deserve better grades
or adjust down scores of students with poor attitudes. The influence of student
involvement to assessment practices may even prompt some teachers to make
significant changes to their assessment practices. Therefore, teachers should be
equipped with workshops and training in comprehensive assessment practice clues in
order to effectively use it as a tool to enhance learning rather as compared with the
current practice.

5.4 Recommendations
In fact about now it is about ten years have already passed since the start of the
implementation of competence-based curriculum in Tanzania and that shortfalls
have been noted in competence-based assessment practices. The following are
recommendations based on the research findings and discussion of the results.

5.4.1 Recommendations for policy makers
This study recommends that all stakeholders including teachers, educational
administrators, parents and policy makers of competence-based assessment should
be involved in the process of implementing the policy. The philosophy of
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competence-based has been taken from abroad without involvement of stakeholders.
It was a top-down in approach.

The government should conduct pre-programmes of the new approaches to teachers
and give them time to internalize before they are introduced to students. It is
important, therefore, for the government to evaluate and review the implementation
of competence-based curriculum especially on the area of assessment practices from
the lower levels so that all students are fairly assessed and placed for their future
benefits. However, a new competence-based assessment integrated with number of
related concepts and aspects like competence, current learning theories like
constructivist, roles of teachers and students in and learning and assessment should
be fairy implemented.

5.4.2 Recommendations for practice
First, building capacity of teachers to improve their assessment skills should be a
priority if learning has to be meaningful. Tanzania must realize that improving
educational standards goes beyond community mobilization, effective management
of external examinations, construction of school buildings, and availability of
teachers and books. It includes good assessment practices of which competence
based assessment of students is a critical aspect.

Second, competence based assessment should be adopted at all levels of our
educational institutions effectively because of its emphasis on evaluating learners
during the teaching and learning processes, rather than at the end of the unit of study.
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Third, there is a need to make assessment procedures more competence oriented
since the function of having such assessment is that it enables learners to explore
both knowledge ability and skills.

Fourth, taking into consideration of what teachers recommended is important,
therefore, the MoEVT, TIE and NECTA have to review assessment practices and
prepare assessment guidelines which incorporate assessment plans and the new
grading system to help in the effective implementation of CBA officially by using
the provided assessment format so that all the three learning domains are assessed
and to reflect competencies of students.

Finally, assessment for practice should be conducted to ensure proper
implementation.

5.4.3 Recommendations for further research
It is recommended that, there is a need for a similar study to be conducted in
teachers training colleges and universities in teacher‟s trainee programmes. A study
would help the Ministry of Education in Tanzania specifically the relevant
departments to map out a strategy to address this problem. The study would also
help to establish the source of the problem.
There is a critical need for research on the impact of misinterpretations or
underestimation of students‟ achievement in educational contexts in relation with the
national development.
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APPENDICES
Appendix A: Interview guide questions for teachers
1. Which subjects do you teach?
2. Are you conversant with competence-based assessment practices?
3. Have you attended any assessment seminar especially competence-based
assessment?
4. Which kind of grading system are you using?
5. Is there any workshop conducted concerning new grading system?
6. Do you think competence based assessment improve learning? How?
7. What competence-based assessment tools are you using/applying? And at
what time?
8. What are the assessments tools used for?
9. How often do you assess?
10. How do you get assessment skills?
11. Do you involve student when conducting assessment?
12. Is assessment useful to you?
13. What challenges do you face when practicing competence-based assessment?
14. What should be done in order to improve learning using competence-based
assessment?
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Appendix B: Interview guide questions for heads of school
1. Name of school ___________________________________
2. Subject of specialization ___________________________
3. How long have you been in this position_________________
4. How many teachers are there in your school?
Non professional ______
Diploma in Education ____________
Bachelors degree ___________
Postgraduate diploma_____________
Master‟s Degree ____________
Others (Specify) _____________

5. Which criteria do you use in promoting students to next the class/level?
6. Is there any cooperation between students and assessors during assessment?
7. What competence-based assessment methods do mostly use in this school?
8. What challenges do you face when managing assessment practices?
9. What are the assessments used for?
10. How useful assessment is?
11. What should be done in assessment to improve learning?
12. Do you conduct meetings with teachers to discuss assessment performances?
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Appendix C: Questionnaire for students
The aim of this questionnaire is to know the role of competence-based assessment
practices in enhancing learning in secondary schools. Your sincere and honest
responses to the questions are crucial for the success of this study. Be assured that
your responses will be used exclusively for the purpose of this study and will not be
revealed at all in the report of the study or any other person. Your participation in the
study is highly appreciated.
For each of the following statements, please write the requested information or put
tick (V)in the bracket that is applicable in your case.
1. Gender
Female ( )
Male ( )
2. Which class are you studying? _____________
3. Is there any guidelines provided concerning the competence-based
assessment practices? Yes ( ) No ( )
4. What kinds of assessment practices are mostly used in your class?
_____________________________________________________
5. How useful assessment is to you? Explain?
______________________________________________________________
______________________________________________________________
____________________
6. Are there other ways used to assess your learning apart from exams? Yes (
) No ( ) If the answer is YES mention them
______________________________________________________________
______________________________________________________________
________
7. Is there any cooperation between you and teachers during assessment
procedures?
Yes ( ) No (
)
8. What are the challenges that you are facing during assessment procedures?
______________________________________________________________
______________________________________________________________
______________________________________________________________
______________________________________________________________
______________________________________
9. What should be done to improve the assessment procedures?
______________________________________________________________
______________________________________________________________
Thank you for your time.
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Appendix D: Questionnaire for secondary school teachers
The aim of this questionnaire is to know the role of competence-based assessment
practices in enhancing learning in secondary schools. Your sincere and honest
responses to the questions are crucial for the success of this study. Be assured that
your responses will be used exclusively for the purpose of this and not be revealed at
all in the report of the study or any other person. Your participation in the study is
highly appreciated.
For each of the following statements, please write the requested information or put
tick (V) in the bracket that is applicable in your case.
1.
2.
3.
4.

Gender:
Female (
) Male (
)
What is your age in years? Below 30 ( ), 30-40 (
), Above 40 (
).
Education level: Form IV (
) Form VI (
).
Professional Qualification level: Diploma (
), Degree (
), Masters
Degree (
), others (specify)

______________________________________________________________
___
5. Have you attended competence-based assessment seminars or workshops
conducted? Yes ( ) No (
) If the answer is yes, how many times?
6. Have you ever attended National Examination Marking Panels? Yes (
)
No (
). If the answer is No, Why?
7. What denies you the chance to attend training?
______________________________________________________________
____
8. How do you assess students learning?
______________________________________________________________
______________________________________________________________
________
9. How often do you assess?
______________________________________________________________
____
10. What kinds of assessment tools are you applying during teaching/learning
processes?
______________________________________________________________
______________________________________________________________
________
11. Is there any assessment plans provided to you? Yes (
) No (
)
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12. What do you think about assessment procedure conducted?
______________________________________________________________
__
13. What challenges do you experience when assessing learners?
______________________________________________________________
____
14. What are the possible solutions towards ensuring that students are learning
through assessments?
______________________________________________________________
__
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Appendix E: Interview guide questions for school inspectors
You are kindly requested to answer the questions below. The information obtained
will be confidential and strictly used for research purposes only.
1.
2.
3.
4.
5.

Work experience______________
Education level___________________
How are assessments conducted in schools?
Is there any cooperation between students and assessors during assessment?
During inspection, what competence-based assessment methods do you
mostly use in schools?
6. How often do school inspectorate departments is conduct assessment
seminars/workshops?
7. What challenges do you face when managing assessment practices?
8. What are the assessments used for?
9. What should be done in assessment to improve learning?
10. Are there any seminars for the new style of awards (GPA) conducted?
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Appendix F: Interview guide questions for Tanzania institute of education
(TIE) officials.
You are kindly requested to answer the questions below. The information obtained
will be confidential and strictly used for research purposes only.
1.
2.
3.
4.
5.

Work experience______________
Education level___________________
Which kind of curriculum is currently implemented in secondary schools?
What kind of assessment practices are suggested by the ongoing curriculum?
In your view, what competence-based assessment tools are mostly used in
school?
6. How often do TIE conduct assessment seminars/workshops in relation to the
implemented curriculum?
7. Are there any challenges that are observed concerning assessment practices
under the current curriculum?
8. What are the assessments used for?
9. What should be done in assessments to improve learning?
10. Is there any cooperation between NECTA and TIE during assessment?
11. Are there any seminars for new style of awards (GPA) conducted?
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