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ABSTRACT  

In 2005, the curriculum for the English language in ordinary secondary schools in 

Tanzania was transformed from a content to a competency-based curriculum. The change 

necessitated the government and other education stakeholders to commit to regular 

teachers’ in-service training, whereby training of English foreign language teachers 

(EFL) (among others) was made a priority. However, despite the efforts, the inadequate 

proficiency of EFL teachers in implementing competency-based English language 

teaching persists. Moreover, in-service training (INSET) is frequently mentioned among 

the limiting factors. Yet, while INSET is to blame, an in-depth evaluation of their 

effectiveness is missing. Therefore, the study evaluated the effectiveness of in-service 

training in helping EFL teachers interpret the competency-based syllabus and teach its 

components. The study was guided by social constructivism theory, andragogy theory 

and Stakes’ responsive evaluation model. Methodologically, the study was conducted in 

the Kilimanjaro and Manyara Regions, and guided by an interpretive research philosophy 

and a qualitative research approach. The narrative research design was used to collect 

data from district and zonal education officers, trainers, trainees and heads of schools 

involved in designing and implementing INSET at the regional levels. Thirty-four-

purposely-selected participants were interviewed, and other data were obtained using 

documentary reviews. All data were thematically analysed using ATLAS.ti. and 

manually. The overall findings suggest that the in-service training was partially effective. 

Respondents positively appraised the INSET on its relevance, incentives, content, 

teaching methods, trainees’ involvement during the lesson and its impact on knowledge. 

However, the context was affected by a lack of content customisation, limited training 

duration and poor cascading plans. A fund shortage, inadequate learning material and 

facilities, a deprived learning environment, poor preparation and selection of regional 

national facilitators also impacted the training. The content was partially covered during 

implementation, with poor assessment strategies and a limited link between competency-

based theory and classroom practice. Lastly, there was a discrepancy in some facets of 

knowledge gained and limited change stories on planning, teaching, and assessing 

grammar. Considering the above findings, the study recommends that the MoEST, PO-

RALG and TIE improve the training antecedent by customising training per teachers’ 

needs, establishing effective cascading plans, and extending training duration. The 

resources can be improved by providing sustainable funding, carefully selecting and 

training national and regional facilitators, improving training centres and equipping them 

with materials and up-to-date training facilities. The training delivery should be improved 

by linking theory and practice and providing practical assessment tasks. Lastly, more 

INSET should be provided to solve the discrepancy in some facets of knowledge gained 

and limited change stories related to grammar. The study contributes to the body of 

knowledge in language education by filling the gap regarding the effectiveness of in-

service training. Theoretically, the study contributes to the adult learning theory that the 

need to learn is not always internal. External factors such as training incentives, with 

economic impact, also motivate adult learning. The issue of incentive provision can also 

be added to the feature for effective INSET implementation. However, while the study 

has highlighted several issues for INSET effectiveness, research should be done to 

evaluate the INSET’s effectiveness in improving EFL teachers’ CBLT at other levels of 

education. Another study should make classroom observations of trained EFL teachers to 

analyse a change in their classroom practice, and one more research should attempt to 

collect data from training designers and implementors at the national level to broaden the 

perspectives of in-service training effectiveness.  
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CHAPTER ONE 

1.0 INTRODUCTION 

1.1 Background to the Study  

Countries worldwide have transformed curricula from merely focusing on content, 

teacher-centeredness and memorisation of ideas to competency-based curricula (CBC) 

(Mkonongwa, 2018). Early and successful adopters of CBC include Finland, Germany, 

the United States of America, Luxemburg, Australia, the Netherlands and the United 

Kingdom (Karani et al., 2021). In East Africa, it was adopted by Kenya in 2009 (Gichuru 

et al., 2021); Uganda in 2006; Burundi in 2004 (Satoshi, 2020); Rwanda in 2016 

(Mugiraneza and Andala, 2019; Musengimana et al., 2021). The change is attributable to 

economic competition and the dire need for an efficient and skilled workforce to compete 

in local and global markets (Rahimi and Alavi, 2017).  

 

Tanzania was not exceptional in the need for the above-mentioned curricular changes. 

The Government of Tanzania (GoT) also realised it is no longer adequate for learners to 

demonstrate mastery of knowledge. They must also display the competencies required 

for daily usage and even compete in the global market (Mohamed and Karuku, 2017). 

Thus, in its 2025 Vision, the country identified the need to restructure its education 

system to equip members of the society with creativity and problem-solving skills so that 

they can competently and competitively solve societal challenges (URT, 1999). The aim 

was implemented during the first phase of the Secondary Education Development Plan 

(SEDP I) (2004-2009), during which the new curriculum, competence-based, was put 

into use (World Bank, 2010).  

 

The invented curriculum is labelled a market-sensitive curriculum that helps learners 

develop analytical skills demanded in the market (United Republic of Tanzania [URT], 

2004).  Beyond that, it also allows the education system “to produce school leavers with 

capabilities in terms of knowledge, skills and attitudes useful for solving social and 

economic challenges” (Paulo and Tilya, 2014, p. 114). It emphasises competence 

development rather than acquiring knowledge and teaching using learner-centred 

methods compared to the dominance of teacher-centred methods. It also insists on 

providing regular and timely authentic formative assessments and constructive feedback 

to inform students regarding their performance. Besides, it encourages teaching and 

learning that links theoretical knowledge with real-life scenes and provides differentiated 
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instruction depending on students’ needs (Komba and Mwandaji, 2015; M’mboga, 2021; 

Paulo and Tilya, 2014; Tilya and Mafumiko, 2010).  

 

In the English language, the new curriculum led to new objectives for learning the subject 

in ordinary secondary schools. Competently learning English foreign language (EFL) 

should help learners express themselves in both spoken and written English and read 

widely for pleasure and information. Moreover, students should be able to perform a 

variety of writing tasks according to the required conventions and use one’s knowledge 

of English to demonstrate awareness and consciousness of basics of society and the part 

one can play in its development. Lastly, they should be able to use understanding of 

English to further one’s education and communicate effectively with other speakers of 

English both inside and outside the country (URT, 2005). That was different from the 

previous curriculum, content-based, which focused on mastering grammatical, 

phonological and lexical units with the hope that learners would master the language and 

use it for effective communication (Mushi, 2009).  

 

Many conditions must be fulfilled for competency-based language teaching to be 

effective. However, the cornerstone are teachers (Komba and Mwandaji, 2015). The 

reform requires them to re-invent the school and themselves. Subsequently, high-quality 

in-service training is essential to help them reconstruct the meaning of the changes 

proposed and learn the practices for effective implementation (Madondo, 2021; Rogan 

and Grayson, 2003). Unless teachers have sufficient time to learn and adjust their 

individual and professional behaviour, proposed changes will not be realised in the 

classroom (Wedell, 2009). 

 

In Tanzania, however, the introduction of competency-based English language teaching 

with its immediate implementation did not go hand in hand with the in-service training 

of English Foreign Language (EFL) teachers to facilitate the enactment of high-quality 

competency-based lessons (Prosper and Doroth, 2017).  Although it was during SEDP I 

(2004-2009) when the changes were introduced, it ended by only providing in-service 

training to Mathematics and Science teachers while the rest of the teachers, including 

EFL teachers, were not (World Bank, 2010). As a result, poor teaching methods, 

assessment strategies and teachers’ dominance during teaching and learning prevailed 

across the subjects (URT, 2010).  
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During the second phase of the Secondary Education Development Programme (SEDP 

II) (2010 – 2016), the GoT took initiatives to institutionalise regular in-service training 

and develop in-service training policies to help re-orient with the new curriculum (URT, 

2010). English foreign language, science and mathematics teachers received three-year 

cycle in-service training to impart them with a subject knowledge base (URT, 2010). 

Moreover, the in-service training outcome evaluation indicated that the programme 

trained 30,000 teachers in science subjects and English language, improved pass rates 

and the number of teachers trained (World Bank, 2017).  

 

Interestingly, despite the effort to train, studies have persistently reported O-Level 

secondary school EFL teachers’ inadequate proficiency, pedagogically and content-wise, 

in implementing competency-based teaching. For example, Kiswaga (2017) noted that 

the English language syllabus is taught more theoretically than practically, and students 

respond better to theoretical questions than practical ones. Likewise, Lyimo and Mapunda 

(2016) observed that the new syllabus is slightly practised since assessment and teaching 

activities do not check with competency-based language teaching principles. Moreover, 

Biseko et al. (2020) and Omari (2019) noted that the teachers’ s role is still that of a 

knowledge transmitter.  

 

The inadequacies mentioned above inclined Sane and Sebonde (2014) to affirm that the 

competency-based approach is inappropriate for teaching the English language in 

Tanzanian secondary schools. Their perceptions were influenced by CBC implementation 

challenges such as work overload, inadequate in-service training, and shortage of 

teaching materials necessary for communicative language are the reasons for their 

propositions. While Sane and Sebonde (2014) submit insufficient INSET as one of the 

reasons for the implacability of the new curriculum (hence its abandonment), evaluation 

of their effectiveness, which is a mother of all improvement needed to bring quality 

education (Aziz et al., 2018) is frequently overlooked.  

 

Furthermore, some of the challenges impeding the effective implementation of CBLT: 

large class size, poor resources, enormous teachers’ workload, students’ and teachers’ 

low comprehension of the language, etc., are bound to be there. Nonetheless, they can be 

minimised if INSETs are designed to align with our schools and classroom realities 

(Wedell, 2011). The evaluation of INSET effectiveness, however, remains essential for 
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it to be strengthened and improved (Guskey, 2000; Uysal, 2012). Hence, the study's 

overarching goal was to evaluate the effectiveness of the in-service training in 

strengthening EFL teachers’ knowledge and skills on CBLT. 

 

1.2 Statement of the Problem  

Teachers are the interface between the formalised and school-enacted curricula (Jenkins, 

2020). That means unless teachers are motivated and committed to change, the formalised 

curriculum may fail to be enacted in schools (Day and Smethem, 2009). It is from those 

perspectives that, in Tanzania, schoolers demand more INSET provision to help EFL 

teachers change their teaching practices from content-based to competency-based 

language teaching (Kiswaga, 2017; Lukindo, 2016; Lyimo and Mapunda, 2016; 

Magidanga, 2017; Ndulila and Msuya, 2017; Omari, 2019).  

 

Nevertheless, even if more is desired, the effectiveness of the INSET provided so far to 

assist EFL teachers with competency-based teaching is not documented. According to 

Govender (2018, p. 1), “Unless the challenges that influence educator’s implementation 

practices are adequately understood, more attempts to improve their practice will never 

change”. Doing so will lead to implementing the in-service training in the same way that 

achieved less than promised or nothing (Murphy, 2020).  

 

Previous studies on implementing competency-based language teaching in O-level 

secondary schools have focused on its execution and challenges (Abdala, 2020; 

Lugimbana, 2017; Mdima, 2015; Mohamed, 2015; Ndulila and Msuya, 2017). Still, many 

of the reported challenges are linked with what students need for effective learning and 

not teachers learning during in-service training. Even studies that have criticised the 

INSET related to the 2005 curriculum reform for being insufficient (Mohamed, 2015), 

partial (Daniel, 2013), irregular (Komba and Mwandaji, 2015) and inadequate  (Makunja, 

2016) are too general, not-subject specific and not linked to the evaluation of any 

particular in-service training focused on the same.  

 

Besides, even the 2017 World Bank evaluation report for in-service training provided to 

EFL teachers only reported the training outcome by the number of successful teachers to 

be trained. However, there was no evaluation comment on the in-service training context, 

resources, implementation and impact. To that end, the study evaluated an INSET 
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designed to enable O-level EFL teachers teach par CBLT. The focus was on how it was 

planned, implemented and impacted EFL teacher learning.  

 

1.3 Research Objectives 

1.3.1 General objective  

The study sought to evaluate the effectiveness of in-service training programmes in 

supporting EFL teachers with the knowledge and skills to implement competency-based 

language teaching.  

 

1.3.2 Specific objectives 

The study objectives were to:  

a) Analyse the context in which the INSET was designed.  

b) Analyse whether the INSET had sufficient resources to support its effective 

implementation. 

c) Evaluate whether the INSET was effectively implemented to achieve the 

objectives.  

d) Evaluate the INSET’s impact on EFL teachers’ learning.  

 

1.4 Research Questions 

The study intended to provide answers to the following research question:  

a) What are the participants’ reactions to the context in which the INSET was 

designed?   

b) What are participants’ reactions to the sufficiency of resources in supporting 

effective INSET implementation? 

c) How well the INSET was implemented to achieve objectives?  

d) What was the INSET impact on EFL teacher learning?  

 

1.5 Significance of the Study  

The study contributes to the subject-specific body of knowledge in language education, 

especially on the effectiveness of in-service training provided. For a while, several 

researchers in the field of language education in Tanzania dedicated their efforts to 

critiquing English as a Medium of Instruction (MoI) and the challenges limiting EFL 

teachers’ ability to implement CBLT, including the shortage of INSET opportunities. 
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Nevertheless, the quality of INSET provided is hardly investigated even though it is 

widely approved to be an answer to poor teaching and learning of the subject and even as 

a way to improve teacher proficiency in English.  

 

Secondly, the study is significant to the realisation that the 2025 Tanzania vision insists 

on developing well-educated members capable of solving society’s problems (URT, 

1999). Similarly, the 2005 curriculum for secondary education insists that a secondary 

school graduate should be able to demonstrate competencies in critical and creative 

thinking, communication, numeracy, independent learning, personal and social value, and 

technology literacy (United Republic of Tanzania [URT], 2007). However, the 2025 

Vision and 2005 curriculum achievement are centred on teacher quality. They are one to 

plan, teach, assess and evaluate students to ensure that competencies are acquired, and 

capable members of society are developed. Thus, the policymakers could use the study 

findings and suggestions to improve and strengthen how INSET is designed and 

implemented. Doing so will strengthen in-service training ability to develop EFL 

teachers’ knowledge, skills, attitude and beliefs on CBLT, change their classroom 

practice and improve student’s learning outcomes, consequently achieving the 2025 

Vision. 

 

Lastly, the study contributes to the literature on effective in-service training in Tanzania. 

While there may not be a shortage of such literature globally, limited studies have been 

devoted to the in-depth evaluation of subject-specific INSET in Tanzania. Therefore, the 

study contributes to understanding context-specific conditions that impede or facilitate 

INSET effectiveness and provides more tailored and impactful recommendations. 

 

1.6 Scope of the Study 

The study focused on the in-service training implemented in 2015 (Manyara Region) and 

2016 (Kilimanjaro Region). The INSET was jointly coordinated and implemented by the 

then Prime Minister Office-Regional Administration and Local Government (PMO-

RALG), the then Ministry of Education Vocational Training (MoEVT) and the Japan 

International Cooperation Agency (JICA). The training was subject-specific and provided 

to ordinary secondary school EFL teachers in Tanzania. The INSET focused on 

strengthening their ability to teach the subject per CBC demands. Specific INSET 

objectives focused on the serving teachers to:  
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a) Understand the approach, structure, and organisation of the 2005 English 

language syllabus and its features. 

b) Understand and prepare the format of the scheme of work and lesson plans. 

c) Plan, teach, assess and evaluate listening skills.  

d) Plan, teach, assess and evaluate speaking skills.  

e) Plan, teach, assess and evaluate reading skills. 

f) Plan, teach, assess and evaluate writing skills. 

g) Plan, teach, assess and evaluate lessons on forms and function. 

h) Understand how to organise and manage the classroom. 

 

Therefore, evaluation questions mainly focused on how it was designed, supported, 

implemented and impacted EFL teachers. However, the study impact was limited to 

learning and not whether the training impacted EFL teachers’ classroom practice and 

students learning outcomes.  

 

1.7 Organisation of the Study  

The study is organised into seven chapters: Chapter One introduces the background of 

the study and states the study problem. The research objectives and research questions 

were also provided. The chapter ends with the significance of the study and the overall 

thesis organisation.  

 

Chapter Two presents the context in which the study was done. It provided an overview 

of teachers’ education, both pre-service and in-service, highlighting the status of the 

English language as a subject and as the Medium of Instruction (MoI). Lastly, the chapter 

presents the history of curricular reform in Tanzania and worldwide and how such 

changes influence the need for re-educating teachers.  

 

Chapter Three covers literature reviews. Issues discussed in the chapter include the 

definitions of the terms, the theoretical stance and an empirical review of the literature. 

Subsequent sections present the research gap and the conceptual framework. The research 

methodology is presented in Chapter Four. The chapter covers the study’s philosophical 

stance, approach, design, and study’s location. Also, the study's methodological issues, 

such as population, sample size and sampling procedures, are highlighted. The chapter 

further depicts data collection and analysis issues such as data type, data collection, 
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organisation, and analysis. Lastly, the chapter reports on the trustworthiness of the 

research findings and the observed ethical issues.  

 

Chapters Five and Six present and discuss the study findings. The findings are presented 

and discussed into four themes based on research objectives: context, resources, 

implementation, and outcome evaluation. Chapter Seven sums up the study. In this 

chapter, the overall summary of research findings per objectives is presented, the 

theoretical and empirical contribution of the study are explained, and the conclusion is 

drawn. The chapter also depicts study recommendations its limitations and suggests areas 

for future research. 
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CHAPTER TWO 

2.0 CONTEXT OF THE STUDY 

2.1 Tanzania Philosophy of Education 

Education for Self-Reliance (ESR) is a philosophy guiding the provision of education for 

Tanzania. It   was introduced in 1967 during the Arusha Declaration (Wabike, 2015). The 

philosophy was promoted by then-president J.K. Nyerere, who used it to change the 

system, process and product of education away from the colonialist education system 

(Sumra and Katabaro, 2014). The education provided during the colonial era was not for 

Tanzanian benefit but rather a deliberate attempt to replace its traditional knowledge, 

skills and values with Western values. Moreover, it saved the few elites’ demands, 

separated people from the society in which they live, and created class and dependency 

(Nyerere, 1967; Otunnu, 2014). To correct its misfit after independence, the solution was 

first to change the curriculum and syllabus content to make it more relevant to the purpose 

of Tanzania education. Then, change how schools are organised by linking them with 

society, economically and socially. Lastly, increase the age for primary school enrolment 

so that by the time a pupil is enrolled on primary education is not too young to handle 

academics and economic activities implemented in schools and society (Nyerere, 1967).  

 

Therefore, ESR objectives were six, namely: 

a) To introduce an education system which is oriented to rural life.  

b) To reduce reliance on formal education and insist on informal education by 

transmitting accumulated wisdom, knowledge and skills from one generation to 

the next. 

c) To integrate productive work in teaching and learning to link theory and practice.  

d) To encourage students to engage in self-reliant and productive work from an early 

age.  

e) To prepare society members who value work, equality, and human dignity.  

f) To promote cooperation, togetherness and a sense of belonging (Mosha, 1990).  

 

Given the objective as mentioned above, the following changes were introduced:  

a) Raising primary school entry level from 5 to 7 years old so that students start 

school when they are mature enough to handle self-reliant activities. 
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b) Changing the curriculum to make sure that education provided at each level 

becomes self-sufficient. 

c) De-emphasizing education led to the reproduction of facts compared to skills. 

d) The introduction of a curriculum allows students to develop inquiring minds and 

adopt what is done in society.  

e) Making the school part of the community by allowing the school to conduct 

community activities, e.g., farming and animal husbandry (Mulenga, 2001).  

  

ESR was not only introduced in primary and secondary education, but all principles were 

to be applied in post-secondary institutions as well. In levels of education, “learning by 

doing” was a key to integrating post-secondary education institutions with society.  

Students privileged to attend post-secondary education, such as teachers, doctors, 

accountants, etc., were required to participate in the project implemented in society as 

part of learning and assessment. Thus, while learning, they could also save the 

community, interlink college, university and society and develop practical skills while 

receiving minimal payment, hence saving the coast (Nyerere, 1967). 

 

Among the documented achievements of ESR was its ability to change students’ and 

society’s attitudes toward manual work, introduce equality, reduce the imbalance in 

regional development and mass literacy, increase the number of personnel required for 

the middle and lower posts and introduction of participatory decision making (Mosha, 

1990). Despite the benefits, much of the ESR philosophy and objectives were geared 

towards improving primary and secondary education, and not much was commented on 

teachers’ education. One of the challenges that severely impacted ESR achievement was 

the shortage of teachers’ professional development (Nzilano, 2015). Consequently, 

teachers had a poor conception of what ESR is and how to implement it (Mosha, 1990), 

and they reduced the pedagogical potential of ESR for economic gain (Ahmad et al., 

2014).   

 

Generally, although ESR was and still is a Tanzania education philosophy, its values and 

objectives are neither in-cooperated with education policies nor supported by the 

country’s capitalist ideology, such as market liberalisation (Hakielimu, 2021). In 

addition, the system of education still favours those who pass education, teaching is still 

considered the post for people with low incomes, education is no longer for saving the 
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community but for salary and improving the status quo, and bookish knowledge is 

preferred to wisdom and learning from the other members of society (Nyerere, 1967). 

 

On the other hand, teacher education has failed to help teachers fulfil their responsibilities 

(Rajani, 2003).  Among many challenges that affect teachers’ education in Tanzania is 

the absence of a teachers’ education policy and a national framework for teacher 

education (Mgaiwa, 2018). Therefore, no policy guides the inclusion and implementation 

of ESR philosophy in teachers’ education programmes. If ESR values are theoretically 

and practically included in teachers’ education, they will be better positioned to assist 

students in acquiring competencies and developing confidence for self-employment 

(Otomewo, 2014).  

 

However, changing teachers’ education to teachers’ education for self-reliance should go 

parallel with equipping colleges, universities and schools with resources to facilitate the 

acquisition of self-reliant skills. Equally, enormous attention should be directed to 

improving teachers’ teachers and tutors’ benefits as well as the status quo of their 

profession (Otomewo, 2014). Otherwise, their job as “builders and moulders of 

individual, society and national” (Bwala, n.d., p. 9) will not be manifested.   

 

2.2 Teacher Education in Tanzania 

2.2.1 Pre-service teacher education  

In Tanzania, teachers’ education is grouped into pre-service and in-service teacher 

education. Pre-service teacher education is provided to those wishing to join the 

profession for the first time (Kapinga, 2012). It is offered by both private and public 

colleges and universities (Namamba and Rao, 2017). Teachers’ education programmes 

are delivered using either a conventional approach (colleges or universities) or 

unconventionally through distance education programmes (Anangisye, 2012).  

 

The structure for pre-service teacher education in Tanzania is divided into Grade IIIA, 

diploma and bachelor’s degree (Kitta and Fussy, 2013). Grade IIIA is offered to pre-

primary and primary school teachers, whereas a diploma prepares teachers for secondary 

schools, even though some teach primary school. A bachelor’s degree prepares teachers 

and tutors for secondary schools and teachers’ colleges (Mgaiwa, 2018). A Postgraduate 
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Diploma in Teacher Education (PDTE) is also offered to university graduates from non-

education disciplines who wish to join the teaching profession (Meena, 2009).  

 

However, despite its importance, teaching is considered the last refuge for many students 

seeking employment opportunities (Anangisye, 2012). It is rare to find a candidate with 

high performance joining the teaching profession. The majority enrol in teaching either 

because they do not qualify to register for the programme of their choice, the need for a 

loan, or the low-cost education programmes (Mgaiwa, 2018). Likewise, the adequate 

preparation of pre-service teachers is also affected by the under-resourced nature of the 

teacher education institutions, ineffective professional development (PD) of its educators, 

inadequate instruction practice and detachments of theory and practice (Chambulila, 

2013; Kitta and Fussy, 2013). Given the nature of the students who opt for teacher 

education, ineffective professional development of the educators and poor learning 

environment, the need for regular and quality continuing professional teacher education 

for teachers across all subjects is necessary.  

 

2.2.2 In-service teacher education 

Besides providing pre-service education, the GoT recognises the need for INSET for its 

teachers (URT, 1995). INSET is essential not only in Tanzania but even in countries with 

the best resources and sound training systems because “other professional skill and 

competence may be best acquired after experience in the classroom rather than before 

(Hardman et al., 2009, p. 18).” Therefore, whilst initial teacher education is essential, it 

is still insufficient to equip teachers with the knowledge and skills they need throughout 

their careers (Deneme and Çelik, 2017). Despite the GoT acknowledgement of the 

importance of INSET for quality teaching, there was no policy guiding effective 

implementation of in-service training until 2020, when The National Framework for 

Teachers Continuous Professional Development (NF – TCPD) was introduced. Before 

the NF-TCPD introduction, effective implementation of INSET depended on designing 

specific guidelines for individual programmes or adopting from other similar projects 

(URT, 2020a). 

 

As of 2020, teachers’ continuous professional development (TCPD) in Tanzania is 

approved, managed and funded by the Ministry of Education Science and Technology 

(MoEST), President Office-Regional Administration and Local Government (PO-
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LARG) and local and international partners, as indicated in Appendix D, Table 1. It could 

be prompted by a baseline survey, classroom observation, field research, school-based 

assessment, perceived teachers’ needs, curriculum change or monitoring report focusing 

on improving teachers’ knowledge, skills and attitude. The professional development 

may be formal or informal, provided during work hours, weekends or holidays and 

conducted at the school level, ward/ cluster, district or council (URT, 2020a). Other 

prevailing forms of PD include Teacher Resources Centres (TRCs), open and distance 

learning schemes and in-service training programmes through educational institutions 

(Anangisye, 2012). The programmes may be conducted using fixed, need-based, or 

piloted modules. The implementation process must use a transformative approach, 

regular, user-driven, and collaborative.  

 

2.3 Status of English Language in Tanzania  

2.3.1 English as a medium of instruction (MoI) 

The status of the English language in Tanzania can be traced to before the country became 

independent in 1961. When Britain was the coloniser, English was used as the language 

of communication in intermediate schools and administration. In contrast, Kiswahili was 

used in church and local schooling (Wedin, 2008). The bars, however, changed after the 

country gained independence, chose to remove any trace of colonialism and devoted to 

the policy of socialism and self-reliance. At that time, Kiswahili was promoted as the 

national language and used as the medium of instruction in primary schools, primary 

school teachers’ colleges, and adult education. The language was also declared official in 

all government offices, which barred any unnecessary use of English (Barrett, 1994; 

Msanjila, 2010; Rubagumya, 1991).  

 

Kiswahili was promoted because it was believed that the country could not be self-reliant 

if it continued to use English as a medium of communication instead of using our local 

languages. Thus, Kiswahili had a “social-cement role” in integrating people who spoke a 

different first language (Vernaculars); hence, it became a lingua franca (Tibategeza and 

Du Plessis, 2012). The language also symbolised change and promoted power and 

solidarity among people. Despite the effort to promote Kiswahili, English Language 

remained the medium of instruction in secondary schools, teachers’ colleges (Diploma) 

and universities. In primary school, it was still taught as a subject for five years (from 
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class 3) to facilitate a smooth transition for those fortunate enough to join secondary 

education (Russell, 2010).   

 

The direction, however, changed from the 1980s to the 1990s when socialism ended, and 

globalisation and privatisation policies were introduced. The language education policy 

again favoured the English language (Wedin, 2008). While the medium of instruction in 

primary schools did not change, private English medium primary schools were 

encouraged and flourished (Barrett, 1994; Rubagumya, 1991), creating a breach of 

Kiswahili medium and English medium primary schools. Moreover, the recommendation 

from the 1982 Makweta Commission to use Kiswahili as the MoI from lower level to 

higher education was ignored as Nyerere uttered that English is the Kiswahili of the world 

(Rubagumya, 1991). Doubtless, that was a polite way of saying you cannot cut the hands 

that feed you.  

 

Therefore, since the 1980s, the English language still enjoys the privileges of being the 

MoI from primary schools to higher learning institutions. Moreover, the 2014 Education 

Training Policy continued to approve the use of Kiswahili and English as a medium of 

instruction at all levels of education. Section 3.2.19 of the policy states:  

  

The National language, Kiswahili, shall be used for teaching and learning at all 

levels of education and training, and the Government shall set up a procedure to 

enable the use of this language to become sustainable and efficient in providing 

the target population with education and training that is productive nationally and 

internationally. 

 

The Government shall continue with the system of strengthening the use of the 

English language in teaching and learning at all levels of education and training 

(URT, 2014, p.38).   

 

Nevertheless, despite the abovementioned declarations in the policy document, English 

and Kiswahili do not co-exist as MoI (Tibategeza, 2018). Private, pre-primary and 

primary schools use English as MoI, while public pre-primary and primary use Kiswahili. 

Moreover, Kiswahili is used as MoI for Grade IIIA teacher education and vocational 

training.  On the other hand, English is used as a MoI in secondary education, technical 
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and diploma teachers’ colleges, and universities. Continued use of English as MoI in 

secondary schools and tertiary institutions has created conflict between the two languages 

(Hakielimu, 2021; Rubagumya, 1986). Some scholars have proposed using Kiswahili as 

MoI from pre-primary to university, replacing English (Hiza, 2020). Currently, the debate 

is beyond the use of either English or Kiswahili as the language of instruction to 

multilingualism ideologies which advocate the co-existence and equal emphasis of 

English, Kiswahili and Ethnic Community Languages (ECL) as MoI (John, 2017; Lauwo, 

2020; Mohr and Ochieng, 2017).  

 

Those who advocate for English focus on the ground that good mastery of the language 

allows Tanzanians to communicate across countries and acquire knowledge and skills 

(URT, 2014). Conversely, scholars who advocate for Kiswahili as a medium of 

instruction have different sentiments. For example, Vuzo believes that a language policy 

favouring foreign languages as the MoI prevents most African people (Tanzania 

included) from communicating, limiting their access to knowledge and adapting it to 

improve their lives. In addition, the language is neither used in day-to-day activities at 

school nor at home, except for the few elites (Vuzo, 2004, 2008). Malekela (2010, p. 110) 

believes that the English language as a language of teaching and learning in secondary 

schools is “detrimental to meaningful learning”. His argument is influenced by the fact 

that most students fail to master the English language at the primary school level enough 

to allow them to communicate and understand the subject taught using English as MoI at 

the secondary level. Lack of English language proficiency has been noticed in teachers 

as well.  

 

According to Qorro (2010, p. 187), “most teachers use incorrect English language when 

teaching subjects other than English”. In another study, Qorro believes that using English 

as the language of instruction is unethical and immoral since it disconnects people from 

society (Qorro, 2013). Likewise, when English is a MoI, classroom teaching is 

characterised by memorisation, chorus teaching, lecturing, and few student inputs 

compared to when Kiswahili is used (Mwinsheikhe, 2008; Vuzo, 2008). Even more, 

English as MoI is said to affect students’ performance. Research by Broke-Utne (2012) 

and Vuzo (2008) observed that when teachers use Kiswahili as a MoI instruction, 

students’ performance is better than when Kiswahili is used.  
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Lastly, those who favour multilingualism insist on the right of children to learn multiple 

languages and acquire numerous language competencies beyond English and Kiswahili 

(John, 2017). To sum up, several points were put forward to promote Kiswahili and 

diminish English, as MoI and vice versa, and this section cannot highlight them all. 

However, Kadeghe (2010) believes that most claims are more subjective and not 

empirical. While that may also be an area of concern, some of the problems that are said 

to be the results of using English as a language of instruction are unbecoming. For 

example, Qorro (2013) suggests that English should not be a MoI because teachers teach 

with incorrect grammar. Although teachers may lack proficiency in the language, it has 

nothing to do with English as a MoI. The problem goes back to the whole education 

system on how student-teachers are selected, trained and evaluated. Besides, low 

teachers’ proficiency in English is not the only factor that leads to students’ poor 

performance. Challenges such as low salaries, lack of INSET to improve their 

proficiency, delays in promotion, lack of teaching and learning resources and challenging 

working environment also call for concern.  

 

Principally, the debate over which language should be a medium of instruction will last 

forever unless changes are made. Nevertheless, if the challenges in Tanzania's education 

system are not addressed, there will be no alteration even if Kiswahili becomes the 

medium of instruction. The study, therefore, agrees with Yogi (2017) that language of 

instruction is just one of the challenges the Tanzanian system faces. Either English, 

Kiswahili or Ethnic Community Languages (ECL) can successfully be used as a MoI if 

any language is effectively supported. However, as long as the English language is still a 

MoI, it is high time that innovative English language INSETs are designed to improve 

teachers’ competence and proficiency in the language. Otherwise, teachers and students 

will remain deprived of effective teaching and learning (Barasa, 1997) across subjects, 

not just in English. 

 

2.3.2. English language as a subject 

Apart from being a Language of Instruction (LoI), English is taught as a subject in 

Tanzanian primary and secondary schools. The student’s attitude toward learning the 

subject is positive, such that they are even ready to attend paid private tuition sessions to 

learn the language (Nyamubi, 2016; Tuguta et al., 2013). In terms of academic 
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performance, an improvement has been observed in Form IV national examination 

performance over the years, as indicated in Table 2.  

 

Table 2: Certificate of Secondary Education Examination (CSEE) result for English 

language, 2013-2022 

Year  2013 2014 2015 2016 2017 2018 2019 2020 2021 2022 

P% 45.7 55.1 56.1 64.3 67.9 66.30 99.92 73.55 72.94 68.73 

F% 44.3 44.9 43.9 35.7 32.4 33.7 0.08 26.45 27.6 31.28 

Source: URT (2018, 2021, 2023) 

 

Table 2 indicates the results of the CSEE from 2013 to 2022.  While the CSEE result was 

poor from 2010 to 2013, with the pass percentage at 30.3%, 30.1%, 26.1% and 44.3%, 

there was an improvement in subsequent years, 2014 to 2022. However, despite 

performance improvement, studies have noted incongruency in students' ability to use 

English Language for communicative purposes (Nyamubi, 2016). Studies further 

illustrate a missing link between the learning outcome and teaching at the classroom level, 

whereby the subject is still guided by copying notes from chalkboards to exercise books. 

At the same time, there are large classes and incompetent teachers with no motivation to 

encourage students to learn the language (Tuguta et al., 2013; Mosha, 2014).  

 

Furthermore, students’ infrequent use of the English language at school and home, poor 

conducive teaching and learning environment in the classrooms and limited home support 

environment were also observed (Mosha, 2014; Nyamubi, 2019). Equally, Mbaga (2015) 

and Salema (2015) found that teacher-centred teaching methods and unsatisfactory 

classroom interaction due to a lack of teachers’ creativity have continued to affect English 

language learning and teaching. Over-reliance on books as the only resource for language 

teaching and lack of knowledge of multimodality has continued to hinder EFL teachers’ 

innovation in the classroom (Anatory, 2018). In contrast, Amani et al. (2021) noted a lack 

of skills in competency-based assessment and evaluation.  

 

Overall, with the widespread use of English worldwide, there is an increasing demand for 

competent English teachers and more effective approaches to teaching (El-Fiki, 2012), 

which Tanzania also needs to align. EFL teachers cannot continue to motivate students 

to learn the language by only relying on chalk and textbooks (O. Ilomo and S. Ilomo, 
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2021). Hence, Joyce-Gibbons et al. (2018) call for the pressing need to develop EFL 

teachers’ pedagogical strategies for teaching English as a second or third language. Doing 

so will raise their awareness and sensitivity about the strategies they need to deploy in 

designing language learning activities (Nyarigoti, 2013). It will also enhance their 

capacity to provide students with a strong English language foundation needed for further 

education (Daugaard et al., 2017). 

 

2.4 Curriculum Reforms  

2.4.1 Curriculum reform worldwide  

Globally, restructuring of education curriculum can be due to globalisation, the need to 

standardise and measure education outcomes strictly, or sometimes it is done for 

popularity or as fashion (Gruba et al., 2004; Wedell, 2009) The change usually manifests 

in the content, pedagogy and whole education process (Cheng, 1994). Moreover, 

curriculum reform may take different approaches, such as top-down, bottom-up, or 

partnership (Kirk and MacDonald, 2001). However, the top-down-bottom-up approach is 

the best system that effectively promotes and sustains school reforms (Tikkanen et al., 

2019).  

 

Yet, regardless of the style taken, the process is not smooth. Complexities that hamper or 

promote internal and external processes will likely occur during the change process 

(Wedell, 2009). Moreover, the government’s long-term political and economic support, 

teachers’ factors, the school’s social structure, resources, school support and attitude, and 

students’ proficiency can negatively or positively influence curriculum change 

(McGregor, 2013; Yan, 2012). Therefore, collective learning coupled with adequate 

learning time and quality professional development of those involved is needed if 

classroom changes are to be realised (Jenkins, 2020; Tikkanen et al., 2017, 2019).   

 

Failures in curriculum change also exist. They may occur because stakeholders at 

different parts of the system are not involved during the changes' planning, initiation and 

implementation. The suggested changes may be top-down and made through an 

“armchair” with little or no thinking of the people who will implement them (Memon, 

2013). Likewise, much pressure is put into policy formulation, forgetting its 

implementation, context realities and other subjective and objective environments where 
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teachers work (Altinyelken, 2010). Moreover, teachers have been minimally supported 

despite several adjustments they must make throughout the process (Wedell, 2003). 

Sometimes, they became aware of the proposed change by reading a textbook to 

understand “the rationale for change, the goals of change and the implications of change 

for the teacher, mostly indirectly and inadequately, and through its manifestation in the 

changed content and structure” (Padwad and Dixit, 2013, p. 114). Hence, changes 

introduced in the aforementioned manner create teachers who cannot help students 

achieve the intended curriculum outcome because they have a limited understanding  

(Vilches, 2018). For that reason, Macdonald (2003, p. 129) and Tajik et al. (2019) remark 

somewhat sarcastically that curriculum innovations are being “lobbed onto schools, 

whereupon the principal, that is the rooster and teachers, that is the chickens, go into a 

flurry of activity.”  

 

While that may continue to occur, the fact remains that it is not a good policy that will 

take education changes to the classroom; instead, teachers’ interpretation and their 

reaction to suggested changes will (Wedell, 2009). The bottom-up approach may not be 

applicable in all settings; still, everyone in the system needs to understand the suggested 

changes and what is expected from them  (Tran, 2018). Failure to engage and educate 

people on the change process impedes the achievement of the hoped-for education 

outcomes, consequently reducing countries’ competitive advantage in the world. Li 

(2018) asserts that any change is demanding. The demands, among others, include 

making a long-term commitment to support in-service teachers learning through different 

professional development activities, which may be formal or informal (Viáfara and Largo, 

2018).  

 

2.4.2 Tanzania curriculum reforms from 1961 to date 

The journey to curriculum reform in Tanzania started after independence in 1962 when 

the whole education system was renewed. The aim was to move away from the colonial 

education system, which was racially based, with the sole objective of producing people 

who would work in the colonial economy (Mushi, 2009; URT, 1995). When the 1962 

reform failed, another one took place in 1967, whereby “Education for Self-Reliance” 

(ESR) was introduced to make education more meaningful and much related to the people 

and national needs (Kafyulilo et al., 2013; Mushi, 2009). The ESR curriculum focused 
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on rural and critical skills development that promoted self-employment. Moreover, it was 

more work-oriented and helped people solve society’s problems (Sanga, 2016).  

 

During ESR philosophy, the country is said to have achieved more social and political 

development in one decade than in more than half a century (Muganda, 1999).  

Nevertheless, even with ESR and its curriculum’s good intentions, it could not be 

sustained as the country's needs kept changing. The failure was attributed to the continued 

dependence on donors’ support to fund its education; the reform was guided by political 

ideologies rather than reality and a lack of systematic evaluation for further improvement 

(Jansen, 1998). Other causes were curriculum rigidity and uniformity, the need for further 

education, lack of resources, unemployment and failure of the government to continue 

funding education (Muganda, 1999).  

 

Therefore, in 1981, the Presidential Committee was appointed to review the education 

system. The result of the review was an introduction to a new education policy titled “The 

1995 Education and Training Policy” (URT, 1995).  Broadly, according to Mosha (2012, 

pp. 12–13), the aim of the 1995 Education and Training Policy was: 

To achieve increased enrolment, equitable access, quality improvement, 

expansion and optimum utilisation of facilities, and operational efficiency 

throughout the education system, through enhanced partnership in the delivery of 

education, broadening the financial base and enhancing the cost-effectiveness of 

education, and streamlining education management structures through the 

devolution of authority to LGAs, communities and schools.  

After 19 years of usage, the policy and curriculum could not satisfy the nation’s needs. 

However, it is well remembered for its success in expanding education from pre-primary 

to higher education, consequently increasing students’ enrolment. The same challenges 

manifested during the implementation of ESR philosophy, and its curriculum again 

emerged in 1995 ETP. According to URT (2014), the education system failed to meet the 

country’s needs. The curriculum could not match the country's economic, social and 

political change as well as the change in science and technology. Its graduates failed to 

acquire the competence required to compete in the world market, and even their 

knowledge and skills did not match the level of education they graduated. Even those 

who graduated from vocational training and education, their knowledge and abilities 

failed to meet the required standards of the world market.  
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Thus, in 2005, the whole education system was redefined. The refinement led to the 

curriculum, which aims at developing “learners who are capable of successfully 

developing their full potential as lifelong learners and, at the same time, sustain their 

chances in the international labour market” (URT, 2019, p. 12). Moreover, the changes 

were geared toward providing quality education to help the country develop competent 

human resources and transform it into a medium-income country by 2025. The 2005 

curriculum also introduced learner-centred pedagogy. The teacher becomes a facilitator 

rather than a transmitter of knowledge, formative assessment using authentic assessment 

tools and integrating theory with real context (Paulo and Tilya, 2014).  

 

While CBC is still being familiarised, in 2021, another requirement for curricular 

amendment was highlighted. The need for modification came as many primary and 

ordinary secondary education graduates failed to continue with further education. Yet, 

the education provided doesn’t help them become a productive member of society. 

Therefore, the initiated improvement is geared towards developing primary and 

secondary school graduates who can contribute to the country’s economic development 

as they can be employed or engage in self-employment activities. Therefore, the 

following improvement suggestions were put forward based on the situational analysis. 

Part of the proposed changes to the structure of formal education include:  

a) Providing one-year pre-primary education to children aged five years old. Yet, 

given the scarcity of resources, pre-primary education should not be compulsory.   

b) Reduce the duration of primary education from seven (7) to six (6).  Also, children 

can enrol on Class One at six (6) and Form One at 12 years.  

c) The duration of ordinary and advanced secondary schools will be retained.  

d) Primary and lower secondary education should be compulsory. 

e) Introduce a flexible system of education whereby a student joining ordinary 

secondary education will be free to join in either of two streams: general education 

and vocational education.  

 

Part of the proposed changes in curricula include:  

a) Improving education's vision and main goals to meet policy and national needs 

changes.  

b) Improving all curricula by adding modern content, removing outdated content, 

and removing repetition of content in the subject and between subjects.  
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c) Reducing the content in each subject matches the teaching time and the nation’s 

needs.  

d) Changing how language lessons are taught by insisting that the student build 

competence in the language before using it in communication. In addition, English 

should be taught from Grade 1 for schools that use Kiswahili as the language of 

instruction, and Kiswahili should be taught from Grade 1 for schools that use 

English as the language of instruction.  

e) To strengthen teaching and learning by using methods that make the student the 

centre of learning. Cross-cutting issues, including IT, should be taught by 

embedding them during teaching and learning activities in mock lessons, 

considering the relationship of the cross-cutting issue with the relevant subject.  

f) Strengthening continuous testing using tools and methods that measure theory and 

practice. In addition, the assessment system should use recognised criteria for 

measuring the student’s daily progress and the final assessment for completing 

the relevant level based on the competence-building curriculum (Jamuhuri ya 

Muungano wa Tanzani, 2023).  

More changes are also proposed in teacher education. If approved, the revised curriculum 

will be embraced starting in 2024.  

 

Principally, all curriculum reforms from 1961 to date have been to prepare people who 

can meet national and international standards for quality education. Moreover, a focus is 

on reducing overreliance on employment, encouraging graduates at each level to become 

self-reliant and productive from an early age and value to cross-cutting issues. Whilst the 

proposed changes are excellent and relevant, teachers, the core curriculum implement, 

must be educated on its importance and be internally and externally motivated to change 

their practice. The proposed changes must be communicated practically, creatively, 

extensively and collaboratively to enhance their ability to implement general and 

vocational education competently. Without such honest, proposed changes will be a mere 

discourse.  
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2.5 Chapter Summary  

This chapter analysed the contextual background of the study. The chapter presents 

Tanzania's philosophy of education and teacher education, both pre-service and in-

preservice. Issues relating to the English language as the MoI and its status as a subject 

were also discussed. Briefly, the chapter ends with the presentation of curriculum changes 

that have taken place in Tanzania since independence to date. It is against the background 

of teachers’ preparation and curriculum changes that the study stresses the need for 

sustained support to help teachers cope with the changes.  
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CHAPTER THREE 

3.0 LITERATURE REVIEW 

3.1 Definition of the Key Term  

3.1.1 In-service training (INSET) 

In-service training is defined differently depending on the purpose.  For instance, in 

Viswanathan’s (2018) study, in-service training refers to training provided to working 

teachers for skills improvement. Outhwaite et al. (2023) define it as training given to an 

individual after taking a job post. Zengin (2020), on the other hand, describes it as training 

provided to full-time working teachers after graduating from university and joining the 

teaching profession. The above scholars refer to INSET in two contexts: routine training 

for skill upgrade and training given to someone assuming a new role. While the two 

situations may call for INSET training, comprehensively refers to a planned set of short 

or long events that either re-familiarise teachers with innovative changes, introduce them 

to new roles, or polish their practice (Day, 2002).  

 

Days’ definitions indicate an INSET has to be planned to achieve either of the goals: new 

change, new role or refurbishing practices. Long or short INSET can be provided through 

large group presentations, discussions, seminars, workshops, colloquia, demonstrations, 

role play, simulation, courses offered by universities, conferences, correspondence 

courses, exhibition or staff meetings, etc., facilitated by one presenter or a team of 

presenters (Guskey, 2000; Osamwonyi, 2016). It contributes to employees' professional 

growth and qualifications, giving them a sense of security and self-confidence while 

discharging their duties (Rahman et al., 2011). It equips teachers with appropriate and 

relevant new skills and knowledge that help them to cope with development changes 

(Anangisye, 2012).  Generally, given the state of the art, in this study, INSET refer to a 

formal school-based workshop provided to practising EFL teachers to familiarise them 

with curriculum changes. 

 

3.1.2 INSET Modality  

In-service training can be accessed using traditional or school-based approaches. The 

conventional method is a course-led model provided by universities, local colleges, or 

teachers’ developing centres (Craft, 2000). It requires teachers to move out of their local 

contexts to attend training at a selected centre (Wedell et al., 2013). However, traditional 
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INSETs have been challenged for being offered occasionally, books driven, isolated from 

school contexts, and not relating their agenda with school realities and teachers’ work 

(Day, 1999; Xu, 2009). Other challenges are the lack of immediate application and the 

absence of dialogue or meaning construction between trained and trainees (Moon, 2007).  

 

The limitations of traditional in-service training introduced the school-based INSET 

approach. It is a bottom-up approach to in-service training led by teachers to improve 

their classroom pedagogical strategies (Hardman et al., 2015). The approach is termed as 

beneficial since teachers remain in schools that lower the cost, attend courses based on 

their needs, have a chance to practice in an authentic context, and there is collaboration 

as well as flexibility in making decisions (Hardman et al., 2015; Lee et al., 2017). Even 

though School-Based in-service training has been accepted as a solution to the weakness 

of the traditional INSET, it is affected by the practitioner’s limited research and expertise, 

shortage of a broad knowledge base and lack of worldwide perspectives (Lee et al., 2017). 

 

According to the Centre for Educational Research and Innovation [CERI] (1998), one 

model cannot meet all training needs.  Every model may be helpful depending on the 

outcome intended. Whether school-based or course–led INSET (traditional approach), 

both have an essential role in refining, initiating or re-familiarising teachers with 

knowledge and skills (Day, 1999). Therefore, notwithstanding the weakness of INSET 

that has been documented worldwide, they remain “the most common means of 

“supporting” educational changes” (Li, 2018, p. 8).  

 

3.1.3 INSET effectiveness 

Effective in-service training is one that “empowers teachers with the potential or 

professional qualities enough to undertake, regularly, a course of action destined to make 

teachers professionally (cognitively, affectively, pedagogically, andragogically etc.) alive 

(Anangisye, 2012, p. 138).” It is usually associated with teachers’ gain in knowledge and 

skills and change in instructional practices, leading to better results in students’ learning 

and achievement (Garet et al., 2009). Schoolers have put forward several features to 

define in-service training effectiveness. Darling-Hammond and McLaughlin (2011) had 

the following feature list for effective in-service training: 

a) Provide concrete tasks such as reflection, observation and assessment. 

b) Based on experimentation and inquiry.  
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c) Should involve collaboration and sharing of ideas. 

d) It must relate to teachers’ actual needs. 

e) Conducted sustainably with intensity.  

f) Involves mentors modelling the best practice.    

g) Correlates with the school form. 

h) Sustainable investment and infrastructure.  

i) Learning by doing.  

 

Harwell (2003) also provides several features that support effective professional 

development, as follows:  

a) Availability of administrators’ support or buy-in.  

b) Strong content that deepens teachers’ specific subject content, teaching skills, 

professional knowledge, and ability to supervise students.   

c) Focus on the identified gap in teacher practice.  

d) The training implementation to include sound instructional practices that relate to 

actual teachers’ work allows discovery learning, meaningful application of the 

concept and cooperation while learning.  

 

In addition, Darling-Hammond et al. (2017) comment that effective in-set training should 

have the following elements:  

a) Its content should be subject-specific and job-related.  

b) The use of active learning methods and authentic artefacts for learning.  

c) Promote collaboration for teachers teaching the same grades, school or 

department.  

d) Use of models and modelling that allows lesson demonstration and observation.  

e) Provide coaching and expertise support through scaffolding.  

f) Provide time for feedback and reflection on authentic activities.    

g) Sustained duration with multiple chances to engage in various tasks.  

 

Lastly, Schachter et al. (2019) propose the following criteria for INSET effectiveness. 

a) The training should be continuous and intensive to give teachers enough time to 

understand the new content. 

b) It should allow observation of the high-quality practice of the new content by the 

coaches or mentors.  
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c) Trainees should be allowed to practice new content.  

d) Trainees should be given time to reflect on their practice.  

e) There must be a time for peer mentorship and coaching.  

f) The principles should serve as facilitators and champions of a learning 

community. 

g) It should align with the teacher’s classroom practice.  

h) Facilitators must be experts who know the content and master the art of its 

delivery.  

i) Use a variety of approaches for learning and providing feedback.  

Though varied across the authors, the above features provide a starting point for training 

designing, supporting, implementing and evaluating in-service training effectiveness.  

Contextually, practical in-service training must emanate from teachers’ and students’ 

needs, have extended duration, be well supported with resources, be implemented by 

quality facilitators, and provide the group with similar features to facilitate collaboration. 

The implementation process needs to apply active learning methods such as group 

discussions, presentation role-play, content-focused, modelling of the best practice, 

providing feedback and reflection, and using authentic material for learning. All the 

features above should lead to the training impacting teacher knowledge, classroom 

practice and student learning outcomes.  

 

The elements of effective in-service training are interdependency. Implementation and 

good training outcomes depend on good planning and verse versa. On that note, Darling-

Hammond et al. (2017) stress that even a well-planned INSET must be implemented well 

for its effectiveness. However, though the above features are referred to as the “best 

practice” for in-service training effectiveness, depending on the nature of the individual 

programme, the context in which the programme is implemented, and the teacher’s needs, 

some features are likely to be critical than the other or have more favourable result than 

the other (Penuel et al., 2007). Therefore, they must be used flexibly while paying 

attention to the context in which the programme is implemented and the training goals 

(Borko, 2004).   

 

3.1.4 Programme evaluation  

Evaluation is assessing a programme's effectiveness, quality, or worthiness (Kirkpatrick, 

2006) to determine what works and what does not (Gboku and Lekoko, 2007). It helps 
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establish the merit and worth of phenomena goals, design, implementation and outcomes 

of an evaluated object to help guide its improvement and accountability and inform 

understanding of the phenomena  (Stufflebeam, 2001). That being the case, evaluation 

can be done at the beginning, as the programme progresses or at the end: “ex-ante, interim 

and ex-post (Linzalone and Schiuma, 2015, p. 92). Guskey (2000) refers to them as 

planning evaluation done before programme implementation to analyse what needs to be 

done; formative evaluation occurs throughout the programme, and summative is 

conducted at the end of the training. However, ignoring the point in which evaluation is 

done, evaluation is either formative, done to improve programme performance and 

enhance the outcome, or summative, which evaluates whether the programme achieved 

its goal (Guyadeen and Seasons, 2015). 

 

Typically, whether the programme is conducted for a short time or long, the end goal is 

to bring change (Frye and Hemmer, 2012). Therefore, the objective of the evaluation is 

to determine its effectiveness, identify areas that may need adjustment, increase the 

allocation of resources or empower those involved (Cook, 2010). Evaluation is the key to 

understanding programme quality regarding outcome, programme design, and 

implementation. It helps to understand the resources used and the extent to which it has 

helped achieve the objectives, deciding if to continue or not to continue with the project 

and improve it for better results (Kirkpatrick, 2006).  

 

Therefore, given the importance of evaluation and different types of evaluation, the 

current study undertook a formative evaluation of an INSET designed to help EFL 

teachers in Tanzania implement a competency-based curriculum. The aim was not to 

comment on its worthiness in goal achievement but to learn the success and challenges 

stories and suggest areas for imminent improvement. Since Uzunkaya (2017) stresses that 

evaluation questions need to be asked beyond understanding programme results, the 

study’s evaluation of effectiveness focused not just on INSET outcome but its relevance 

to trainees’ needs, adequateness of the resources and the effectiveness of the 

implementation process.  

 

3.1.5 Evaluation approaches  

There are different evaluation approaches. Goldie (2009) grouped them into six 

categories. The first category is the objectives-oriented approach. The approach aims to 
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determine whether the programme goals have been achieved.  The objective evaluation 

approach includes models such as Tyler’s Industrial Model (Smith and Tyler, 1942), 

Metfessel and Michael (1967), Provus’s Discrepancy Model (1973), Hammond (1973) 

and Scriven’s Goal-Free Evaluation (1972). The models have been commended for being 

simpler; however, they were criticised for being rigid in evaluating the goals, ignoring 

the challenges that may occur during programme implementation (Cook, 2010). Besides, 

Hogan (2010) adds that with the approach, not all objectives are eligible for evaluation, 

which may also create bias on which goals to evaluate and which not to evaluate.   

 

The second category is the management-oriented evaluation approach. The management 

evaluation approach aims to obtain information that can be used for the decision-making 

process. Models in this category include the CIPP Evaluation Model (Stufflebeam, 1971), 

The UCLA Evaluation Model (Alkin, 1969), The Discrepancy Model (Provus, 1973), 

The Utilization-Focused Approach (Paton, 1986), Wholley’s Approach to Evaluation 

(1983, 1994) and Cronbach (1963, 1980). The advantage of the approach is seen in its 

ability to be used for summative and formative evaluation. However, its limitations hinge 

on higher demand for evaluation funds, complexity and voluminous data that may be 

collected.  Besides, the evaluation result may be biased toward the management needs 

(Cook, 2010; Hogan, 2010). 

 

The third category is the consumer-oriented evaluation approach. The approach is used 

to evaluate products for consumers so that they can be in an excellent position to select 

among competing products or services. The class consists of Scriven’s concerns and 

checklists (1967, 1974, 1984, 1991), Educational Products Information Exchange (EPIE) 

activities (Komoski) and CMAS (Morrisett and Stevens, 1967). Though the approach is 

appraised for paying attention to utility and cost-effectiveness, it is affected by personal 

bias. Similarly, it is costly to implement as evaluation can only be done by competent and 

expert individuals with facilities (Goldie, 2009; Hogan, 2010).  

 

Besides the consumer approach, the fourth category is the expertise-oriented evaluation 

approach. The approaches depend on the opinions of a professional expert to determine 

the merit or worth of a product or service. The judgment is provided by accreditation 

bodies and educational connoisseurship (Eisner, 1975, 1991). The challenge with the 

expertise approach is that evaluation relies too much on the experts' subjective options 
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based on intuitions and may be biased. However, the approach allows broad evaluation 

coverage, saving time (Goldie, 2009).  

 

Moreover, there is an adversary-oriented evaluation approach. The category 

accommodates evaluations that focus on obtaining diversified evaluators’ points of view 

on the given product or service. The model accommodated in the class, including Owens 

(1973), Wolf (1975, 1979), Levine et al. (1978) and Kourilsky (1973). In the adversary 

approach, judicial processes such as hearing, prosecution, defence, jury, etc., are used 

whereby the benefits and weakness of the product are presented by two opposing sides 

who will again publicly debate and reach a mutual agreement. The approach is appraised 

for being participatory and showing the pros and cons of the programme. However, its 

limitation includes focusing too much on identifying the weaknesses rather than 

improving the programme (Hogan, 2010).  

 

Lastly, there is a participant-oriented evaluation approach. The approach relies on the 

participants to determine the values, criteria, needs and data for the evaluation. 

Participant-oriented evaluation frameworks include the following: Stake’s Countenance 

Framework (1967); Parlett and Hamilton’s Illuminative Model (1976); Stake’s 

Responsive Evaluation Framework (1975); Stake’s Preordinate Evaluation Approaches 

(1975), and Guba and Lincoln’s writings on naturalistic enquiry (1981, 1985, 1989). The 

approach is praised for being contextually considerate of people's opinions of the 

programme or service. However, the challenge lies in the cost of its implementation as it 

is resource intensive, subjectivity in evaluation and participants withdraw, which may 

affect the result (Goldie, 2009; Hogan, 2010).  

 

From the above review, none of the evaluation approaches is perfect. Each has strengths, 

weaknesses, and a thing to de-emphasise (Stake, 1983). Nevertheless, depending on the 

purpose of the evaluation, any approach can be appropriate to guide the evaluation 

process as long it answers evaluation questions per stakeholders’ needs (Nevo, 1983).   

 

3.1.6 Responsive evaluation as study’s evaluation model 

Evaluating the effectiveness of INSET was guided by responsive evaluation as an 

evaluation model. The model was proposed by Robert Stake (1975), who insists on 

evaluating an object by responding to the audience’s problem, the need for information 
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and when people’s perspectives about the issue are the heart of evaluation  (Abma, 2004; 

Stake, 2001). The key focus of the appraisal is obtaining participants’ perspectives on 

programme antecedent, transaction and outcome, which may be used to judge the 

programme's effectiveness (Stufflebeam, 2001). Since any problem in instructional 

practice is better understood by the people who encounter the issue, their views, with the 

help of an expert, play a good chance in solving it (Stake, 1983).   

 

In responsive, evaluation can be qualitative or quantitative, depending on the evaluator’s 

choice (Stake, 2001). All stakeholders must be involved in the evaluation from the 

beginning while paying attention to their perspectives (Visse et al., 2015). The evaluator’s 

role is to interact with the respondents and create a context for smooth interaction (Abma, 

2004). The approach doesn’t require a clear establishment of evaluation variables, 

measurement, sampling size, or evaluation benchmarks. Nonetheless, the focus is on 

examining personal experiences based on attitude and intuitive judgement to establish the 

programme’s merit. According to Stake (2003), it is not that the framework has no 

standards for evaluation; instead, they are not explicitly highlighted because the intention 

is to understand the issue without making inter-issue generalisations.  

 

The advantage of the model is that it puts all stakeholders at the centres of the evaluation, 

not just managers or funders. People feel valued, respected and honoured, which increases 

the likelihood of evaluation result usage (House, 2001; Stufflebeam, 2001). The approach 

allows the discovery of unanticipated, minor and detailed information about the 

programme’s worth that may not be captured using standardised tools (Stake, 2003). All 

evaluation questions are not pre-established but evolve as the interaction between 

respondents and evaluator continues, expanding the appraisal for formative and 

summative purposes (Cameron, 2014; Spiegel et al., 1999).  

 

However, the limitation of the model includes collecting too much information, which 

may hinder the timely provision of evaluation reports. Poorly informed respondents may 

provide poor judgment of the programme's merit and worth, and respondents may be 

reluctant to share their innermost thoughts about the programme’s worthiness 

(Stufflebeam, 2001). Besides, others worry that paying too much attention to 

respondents’ perspectives may bring up ideas for revolts (House, 2001). While the 
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challenges are endless, the truth is any evaluation approach, standard-based or responsive, 

may be prone to the above challenge (Stake, 2003).  

 

Despite the limitations, the study used responsive to increase the utilisation of the study 

findings. By relying on and valuing stakeholders’ subjective experiences at the regional 

level, the study collected contextual issues that may help improve INSET effectiveness. 

Secondly, the model was good because it doesn’t just focus on evaluating whether or not 

the goals have been achieved; instead, all-important aspects of the training (antecedent, 

processes and outcome) are looked into. Thus, the approach facilitates a comprehensive 

understanding of programme strengths and weaknesses as it moves from one stage to 

another.  

 

Moreover, since numbers can disguise what is happening with an innovation (Perrin, 

2002), the use of Responsive Evaluation helped to account for and honour even tiny 

details of the programme’s strength or challenge as perceived by the respondents. 

According to Patton (2015), if the programme is designed, supported and implemented 

to influence people’s actions, their perceptions are equally important. Therefore, while 

the findings may not look “technically allegiant” (Stake, 2003) to the non-responsive 

stakeholders, they represent the views from across the stakeholders, not just decision 

markers. Besides, the research findings can easily be responsive and understandable to 

both standardised and responsive audiences. 

 

3.2 Theoretical Perspectives   

Besides the responsive evaluation model, the study was guided by andragogy and social 

constructivism theories. 

 

3.2.1 Andragogy theory  

Andragogy is a theory initially developed by Alexander Kapp in 1835 and later advanced 

by Malcolm Knowles to describe the art and the science of adult learning (Norine and 

Ally, 2020). The theory has four significant conceptions about adult learning: learning 

experience, self-concept, readiness to learn, and orientation to learning (Knowles et al., 

2015). The idea of learning experience insists on organising learning based on the 

experience that learners have. Thus, since they have experience, diagnosing what learners 

want to learn before INSET is essential.  
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In addition, learning implementation should encourage experience sharing while 

providing practical examples that will facilitate a transfer of learning in a real work 

context (Knowles, 1980). The notion of “self-concept” highlights the need for adult 

learners to take control of their learning (Glassner et al., 2020). Therefore, teachers must 

engage adult learners in mutual inquiry rather than impart their knowledge and evaluate 

their conformity. For self-concept ideas to be more effective, a conducive learning 

environment, physically and psychologically, is essential. Moreover, they need to have a 

say in planning, implementing and evaluating learning (Knowles, n.d.).  

 

Aside from experience and self-concept, the theory further assumes that adults are ready 

to learn. They are not like young students who learn for employment; instead, they have 

internal motivation to improve their knowledge and solve work-related challenges. That 

being the case, any INSET should be organised based on what is relevant to the task at 

hand (Loeng, 2018). The last concern is an orientation of learning, which stresses the 

importance of learning by focusing on a problem rather than acquiring knowledge. Thus, 

the starting point for their learning is their experience rather than covering the curriculum. 

Also, adults’ orientation to learning is life-centred; therefore, the appropriate units for 

organising learning are life situations and competencies that can be used in real life 

(Glassner et al., 2020; Knowles et al., 2015).  

 

A noteworthy lesson that the current study draws from the theory Is the need to 

understand INSET effectiveness by drawing on the principles of adult education. The 

view is adopted for its insight into how adult learning should be conducted. Therefore, 

the effectiveness of the INSET depends not just on the features of effective INSET but 

paying attention to principles of adult learning during its design, implementation and 

evaluation. According to Khadimally (2019), any learning designed for an adult should 

focus on effective pedagogical strategies that allow adult learners to take charge of their 

learning. An INSET should be custom-made to the extent that it provides an opportunity 

for self-directed learning, collaboration, authenticity and relevance (Wozniak, 2020). 

Rather than learning to cover content, an INSET can be organised on the need to acquire 

the right survival skills in their changing work context.  

 

Besides, the overall design, implementation and evaluation of INSET should be a shared 

responsibility between a teacher and learners, with teachers playing the role of a 



34 

facilitator (Prihidayanti et al., 2019). Since they can take responsibility for initiating and 

controlling their learning compared to young learners (Muduli et al., 2018), adult learners 

need to control what, when and how they learn and decide when to learn (Khadimally, 

2019). Thus, using andragogy principles to understand the programme’s effectiveness 

provides insight into how effective or ineffective the INSET was in helping EFL teachers 

achieve their goals.  

 

However, despite its strength, Andragogy Theory has received numerous criticisms. 

Arghode et al. (2017) mentioned that the theory assumes all adult learners are the same, 

ignoring their differences. Another criticism stems from its emphasis on intrinsic 

motivation as a factor for learning, ignoring extrinsic motivation that may also push 

someone to know. Other challenges are documented by Merriam (2018) that the theory 

focuses on individual learners ignoring the social and political context in which learning 

occurs. Besides, the idea of self-directed learning is against collaboration and interaction, 

which are required for effective learning. From the challenges mentioned earlier, the 

study also used social constructivism theory.  

 

3.2.2 Social constructivism theory 

Social constructivism is a theory about learning advocated by Vygotsky, who trusts that 

an individual generates ideas through human social contact (Schunk, 2012). 

Ontologically, social constructivism believes that reality is constructed through 

interaction and that everyone creates knowledge individually and through human 

interaction. In addition, learning is seen as a social process using cultural tools such as 

language. The three aspects imply that learning cannot occur without context, social 

interaction and learners’ experience. Social constructivism embraces the following 

beliefs:  

a) Provision of student support during learning from well-informed members of 

society (scaffolding).  

b) The use of teaching methods that promote collaboration and interaction between 

teacher-student and student-student.  

c) During teaching and learning, the teacher facilitates learning while students play 

an active role.  

d) Differentiated instruction depending on students’ level in Zone of Proximal 

Development (ZPD).  
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e) The use of authentic learning, situation.   

f) Language is critical to learning (Adams, 2006; Amineh and Asl, 2015; Pritchard 

and Woollard, 2010). 

The use of social constructivism theory to guide the evaluation of INSET effectiveness 

was influenced by the fact that it advocates for learner-centred education, which is 

required for effective learning for students and their teachers. To meet the world’s 

demand, Tanzania changed its curriculum from teacher-centred to student-centred in 

secondary schools and teachers’ colleges. In that case, teachers are being trained to 

change their teaching from focusing on teaching for knowledge acquisition to knowledge 

construction (Nzilano, 2015).  

 

Thus, taking social constructivism on board, the study was underpinned by the 

assumption that just as the Tanzania curriculum insists on constructive learning 

environments for the students, the same should be for teacher learning. In-service teachers 

in Tanzania can benefit more from an INSET learning atmosphere characterised by social 

constructivist features such as social interaction, constructive and timely feedback, 

peer/expert scaffolding and collaboration, shared power and authority and flexible 

courses that match their needs (Bressler et al., 2018). Moreover, they can learn more in 

an INSET that values learners’ prior knowledge, takes place in authentic and non-

threatening contexts, uses active and effective learning strategies, and gives sufficient 

learning time, follow-up and immediate feedback (Güler and Yonca, 2018).   

 

In addition, a more knowledgeable member of society should be the one to guide teachers 

in learning in their respective ZPD and support them through coaching and mentoring 

(Irvin, 2008; Chu et al., 2017; Pritchard and Woollard, 2010). Modelling practice should 

be used during learning to allow trainees to observe how ideas can be implemented in an 

actual classroom setting to facilitate a smooth transfer of learning.  Furthermore, trainers 

need to let go of their traditional role and the necessity to instruct and be more of a guide 

or co-learner while paying attention to students’ individualised needs and providing 

adequate support in their path to discovery (Prihidayanti et al., 2019).  

 

Generally, social constructivism suggests how learning needs to be designed and 

conducted to achieve intended outcomes. Despite its strength, the theory has been accused 

of focusing on learning through interacting with the environment. Yet, some, i.e., young 
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children, start learning even before interacting with the environment (Schunk, 2012). 

Also, individualised knowledge that a learner acquires by interacting with the 

environment may differ from their guide or facilitators, acting as a barrier to learning. 

Even individual construction of knowledge that the theory insists on (Efgivia et al., 2021). 

 

3.2.3 Towards an eclectic theory for INSET evaluation  

According to Merriam (2018), no theory is self-sufficient in explaining a particular 

phenomenon. So far, each theory discussed in Section 3.2 has strengths and weaknesses, 

making it hard to rely on only one theory to understand in-service training effectiveness. 

Thus, the study used two theories to complement perspectives and gain holistic 

perceptions of in-service training effectiveness.  While Knowles’ theory helps understand 

adult learners, their needs, the prior experience they bring to learning and the relevance 

of training in assisting them to solve work-related challenges, Vygotsky’s offers a way to 

design and implement learning in such a way that it pays attention to social process of 

learning, personal prior knowledge and the context in which learning takes place.  

 

The use of the two theories was also motivated by theoretical weaknesses observed in 

each theory. Andragogy theory assumes that all adult learners are the same; however, 

EFL teachers may vary in terms of their education level, school location (urban/rural) 

level and nature of the students, etc., which may warrant training customisation 

depending on their needs. Moreover, self-directed learning may not be possible where the 

curriculum has changed. Thus, learning with the help of competent guides or facilitators 

on the proposed changes is considerably essential. 

 

Hence, eclectically drawing from Andragogy and Social Constructivism Theory, 

effective design and delivery of instruction for adult learners need to: 

a) Provide a rationale for learning.   

b) Identifying trainees learning needs. 

c) Link between trainees’ needs and learning objectives. 

d) Involve trainees in mutual planning of designing a learning experience. 

e) Consider the trainee’s motivation to learn both internally and externally.  

f) Support the training with facilities and tools that can enhance understanding and 

make a lesson interesting. 

g) Focus on relevant topics based on their need.  



37 

h) Use authentic learning material, genuine assessment procedure and take place in 

an authentic learning environment that can facilitate knowledge construction and 

replication. 

i) Take place in a learning environment that is free from physical, physiological and 

psychological harm. 

j) Consider learner prior experience during learning.   

k) Use of active adult learning-centred methods.   

l) Modelling of the best practice.  

m) Promote a collaborative learning environment among peers and between peers 

and facilitators.  

n) Provide immediate feedback and reflection to help trainees adjust their practices. 

o) Support learners depending on their ZPD. 

p) Recognise and accommodate individual differences while learning, 

q) Facilitated by the most knowledgeable member of the society.  

r) Include coaching and mentoring in an actual classroom setting.   

The above features must be accommodated in programme antecedents, transactions and 

outcomes to facilitate the change process. Therefore, adapting them help teachers acquire 

the right skills and knowledge they and their employees need to survive in an ever-

changing world market (Muduli et al., 2018).  

 

3.3 Empirical Literature Review 

3.3.1 Evaluation studies in and outside Africa 

3.3.1.1 Studies on INSET Context  

Worldwide, evaluation studies have been done either with or without the guidance of an 

evaluation approach, qualitatively, quantitatively, or both. Yet, despite the variations, 

they all highlight several issues in the antecedents and transaction of the training that 

contribute to their effectiveness or ineffectiveness. In programme antecedents/context, 

Shih (2019) evaluated an Elite English programme in Taiwan. The study found that there 

was a genuine need for the programme. It targeted students who did average in their major 

but excelled in English, which uplifted their performance.  Thus, the programme aimed 

to help them continue to pursue their interest in English language learning the language. 

Also, the course design is multidimensions whereby students can learn using face-to-face 

or distance learning modality. However, despite the benefits of the course, such as 

providing students with certificates and improving their language skills, the number of 
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drop out in the course was high. Also, the programme lacked sustainable administrative 

support, fund and some of the content was defined to be uninteresting.  

 

In Indonesia, Bandu et al. (2021) did a context evaluation on implementing the English 

for Islamic Studies program at the State Institute for Islamic Studies (IAIN). The 

programme was established as the demand for English teaching relating to the Islamic 

world increased. In general, the study found the context and planning of the programme 

to be effective. The programme goals aligned with the institution's vision and mission 

and the objectives were clearly stated. The programme significantly contributed to 

students’ English communication skills and Islamic studies mastery. Yet, the challenges 

included partial analysis of the student’s learning needs, and the programme lacked 

learning materials and facilities.  

 

Depranoto (2020) evaluated the Indonesian Navy’s Mental Development programme in 

the same setting. The study found that the programme was credible, supported by a proper 

judicial foundation and had a clear objective and appropriate communication chain. The 

programme was sufficiently funded with an adequate implementation plan to achieve the 

goals. Conversely, the goals were not fulfilled because the programme was not adjusted 

to the environment’s evolving needs. Despite the higher demand for programmes, the 

study indicated that it lacked skills and knowledgeable personnel., which affected the 

general programme implementation.  

 

 In Turkey, Yastibaş and Kavgaci (2020) evaluated the English for Academic Purposes II 

course at Turkish Foundation University. The course focused on developing reading and 

writing skills for the students of English-medium departments. The study findings 

highlighted that the context of the course was good. Course objectives were parallel with 

the goals of the university and suitable for enhancing students’ academic English skills. 

Also, while teaching strategies were aligned with the course objective, ample time was 

allocated for learning, and assignments were compatible with the objective. Limitation, 

however, was found in the course books as they did not align with students’ level of 

English language proficiency. Still, even with the challenges, it was found that the course 

met students’ learning needs and significantly contributed to improving their critical 

skills, problem-solving, reasoning, etc.  
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More diverse results were documented by Aldapit and Suharjana (2019) when evaluating 

the coaching programme of athletes in Indonesia. The study reported that the programme 

context lacked budget, sponsorship and government support. Also, there was a shortage 

of experts: health and nutritionists. Also, testing instruments and space was a challenge. 

Likewise, the programme lacked quality facilities and infrastructure. Despite the 

challenges, talent scouting was good, and the coaches were professional with 

professionalism and the ability to implement the training process per guidelines. 

Aliakbari and Ghoreyshi (2013) also observed a similar result when evaluating the Master 

of Arts Program in Teaching English as a Foreign Language (TEFL) at Ilam University, 

Iran. The graduates reported that the programme somehow ignored their actual needs, 

had unclear objectives, and some aspects of the course content were irrelevant. Likewise, 

respondents also commented on too many assignments. Moreover, the quality of the 

lecturers was poor as some did not teach effectively, failed to respect students, and lacked 

creativity and proficiency in the English language.  

 

Moreover, Hayes (2012) evaluated in-service training implemented in South Korea by 

the Ministry of Education, Science, and Technology (MEST). The training focused on 

improving primary and secondary school English language teachers’ communicative 

competence and reinforcing their pedagogical skills in implementing Learner-Centred 

Education (LCE) through Communicative Language Teaching (CLT) approaches. The 

training was offered using both short-term and long-term residential INSET. However, 

the study found that the programme did not achieve the intended outcome even with the 

long-term duration and significant investment. It was reported that only a few teachers 

registered for the course because it was irrelevant to actual learning needs. Language 

teachers were also not involved in the course development beyond being asked topics 

they needed to learn. Lastly, the training lacked school follow-up to maximise impact.  

 

Patel (2012) evaluated Malaysia's English for Teaching of Mathematics and Science 

(ETeMS) project. The project was introduced after the Malaysian Government decided 

to teach Mathematics and Science using English instead of Bahasa Melayu Language. 

The training was offered through two interactive phases (weekend training and total 

immersion, self-instructional study pack (with self-monitoring and differentiation in 

access levels). The study found that, even though the training was good, preparations 

were rushed. Also, the training was structured so that teachers were trained without being 
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realised from their duties. Hence, balancing teaching and learning was a challenge. In 

another case, motivation to learn the course also was a challenge. Some teachers have 

used Bahasa Melayu as MoI for more than 20 years. New recruits also pursued their 

education using Bahasa Melayu. As a result, teachers were struggling with the language. 

Internet-based language learning was also used. However, all trainees did not welcome 

the approach since some had yet to learn how to integrate technology into teaching and 

learning.  

 

In addition,  Hung (2016) evaluated an in-service training program for primary school 

teachers of English in Vietnam. The project was known as Project 2020 implemented to 

improve Vietnamese students’ English proficiency. The findings indicated that although 

training met participants’ expectations and trainers and training content were good, the 

project management was still top-down. Moreover, communication between participants, 

project managers and primary managers was also poor. Hence, they were not aware of 

the training curriculum and its training process.  

 

Scholey (2012) assessed an in-service training implemented by the Turkish Ministry of 

National Education (MoNE) and the British Council. The project aimed to transform the 

language skills of 22,000 students studying in Turkey’s 106 Hotel Management and 

Tourism (HMT) vocational high schools. It was implemented for three years. The study 

found that the training was effective. Among the factors that contributed to its 

effectiveness was the involvement of heads of schools in planning, which led to clear 

communication and achievement of training goals. Also, changes were introduced using 

the bottom-up approach. It started with students and teachers at the classroom level. Thus, 

they understood what was being changed and how. Lastly, few vocational teacher 

specialists were sufficiently trained and used as agents of change.  Lastly, good 

communication was promoted between the United Kingdom consultant and native 

stakeholders, which increased team morale and motivation. At the same time, worries and 

problems were minimised. 

 

Lastly, Altan (2016) analysed the impact of in-service training activities on the 

professional development of English language teachers in Turkey. The study noted that 

the INSET provided by the general directorate of teachers’ education in Turkey did not 

meet the needs of the teachers. The professional development has been reduced to 
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seminars and workshops, which hinder their sustainability. Besides, PD has failed to link 

theory and practice.  

 

Generally, reviewed literature indicates the fundamental antecedents to consider when 

planning in-service training. The requirements include identifying relevant participants 

and their needs, establishing proper communication channels, developing the vision and 

goals of the programme and ensuring that the programme has legal establishment and that 

its vision and mission align with particular country priorities.  Other critical issues such 

as programme sustainability, setting sufficient time for professional development, 

collective planning, developing leadership and professional learning culture, ensuring 

equity, obtaining public support, and scaling up should also be analysed early (Loucks-

Horsley et al., 2010). 

 

3.3.1.2 Studies on INSET resources  

Besides contextual features, effective in-service training also depends on strategically 

allocating significant human and non-human resources to facilitate teacher acquisition 

and employment of a new level of professionalism (Day and Smethem, 2009). Reviewed 

studies indicated that while some INSETs are highly supported, others are not. For 

instance, Simpson (2012) analysed the Rwanda English in Action Programme (REAP). 

The project focused on transforming Rwanda’s education policy from a trilingual 

language policy (Kinyarwanda, English, and French) to English as the medium of 

education. The study reported that, while the policy was successfully changed, its 

implementation was affected by teachers’ and students’ poor English language 

proficiency. Also, there was a shortage of learning materials that were prepared in the 

English language. Even the available were above students’ level of English language 

proficiency. Likewise, while the project had a clear vision, it was implemented during 

several education projects. Therefore, the project competed for resources and attention 

with the other ongoing projects. Lastly, the project focused on policy transformation to 

foster regional integration and economic development. However, it gave less weight to 

pedagogical considerations for effective policy implementation. 

 

Evaluating INSET for Iranian teachers in Iran, Kazemi and Mansooreh (2014 found no 

established criteria for selecting facilitators beyond senior teachers. Trainers were also 

observed to lack practical teaching experience and were believers in old teaching 
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approaches. Moreover, the content did take teachers’ learning needs onboard. Also, 

participants were trained on general content irrelevant to their specialisation. Besides 

Iran, Hong (2012) assessed the Primary English Teacher Training Project (PETT) in 

Guangdong, China. The project aimed to help English language teachers adapt to learner-

centred communicative activities. The study reported that the project was the most 

successful to have been implemented in the area. Success was reported in the training of 

102 carefully selected local trainers who cascaded training to 4800 primary school 

teachers in the province. Also, instead of localising the international trainers, the 

programme focused on training local trainers that will be used to cascade training.  

 

Another factor for PETT training success was that the package for cascading was 

modified depending on the local context. Furthermore, cascading was done locally. Thus, 

instead of teachers visiting Guangzhou for training, trainers moved from city to city, 

which eased the financial burden. In addition, all teachers from underdeveloped areas 

were given full financial support from the provincial government to attend further training 

in selected training centres. Lastly, the training worked closely with crucial education 

officers. They were given priority to be trained at all levels. Hence, they became PETT 

trainers and sustained the programme even when the project ended.  

 

Begum (2016) evaluated the effectiveness of INSET on secondary school teachers in 

Bangladesh. Study participants commented that the INSET was adequate. All trainees 

had proficiency and background in the English language. Trainers had skills and expertise 

in language teaching; the learning atmosphere was conducive and equipped with all 

required facilities. However, the challenges were noted in training content, which needed 

updating, lack of training manual, and the training duration was too short. In the same 

country, Uddin (2020) investigated the adequacy and effectiveness of the pedagogical 

training of secondary English teachers provided by the Bangladesh Madrasah Teachers 

Training Institute (BMTTI). Findings indicated the in-service training offered at the 

BMTTI was very ineffective. The challenges included the use of theoretical and repetitive 

learning materials. Also, the training was affected by minimal participation as teachers 

did not want to due to poor training allowance. Likewise, the training lacked good 

leadership and management, so they were poorly coordinated. Lastly, trainees had a poor 

background in the English language. Many teach the subject without qualification; 

therefore, they are unaware of the English language curriculum.  
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Further, O’Donahue (2012) evaluated the project Change implemented in Tamil Nadu, 

India. The aim was to improve English language teaching and learning for teachers and 

students in government primary schools. The project started by training 900 master 

trainers, who, in turn, cascaded the training to 120,000 teachers in one year. Despite 

cascading challenges, the study found that the training was successful. Among the factors 

that led to the success was the collaboration among stakeholders, whereby clear roles and 

responsibilities for each stakeholder and expert were established. Also, every partner in 

the programme was listened to and acknowledged, and suggestions provided were 

discussed and incorporated. Clear and transparent two-way communication channels 

were established, increasing trust and ownership. Master trainers were trained together, 

but they were allowed to plan and adapt the material of the train to suit their local context.  

 

Moreover, Uztosun (2017) evaluated teachers’ views of in-service teacher education 

programmes offered by the Ministry of National Education in Turkey. From the study, 

several weaknesses and strengths of INSET were painted. Perceived strengths were 

INSET's contribution to the teacher’s knowledge. Trainees learned new teaching methods 

and strategies. Through the training, they also developed language competencies and the 

use of technological material in teaching and learning.  However, the INSET faced 

challenges, such as a lack of continuity, as they are not offered frequently. Even when 

they are offered, the timing is not good, normally after work. Respondents also mentioned 

that trainers were unqualified as they lacked practical experience and were unaware of 

the classroom environment with bookish knowledge. Lastly, trainers overused classical, 

traditional teaching methods and lacked creativity in presentation.  

 

Likewise, Lokollo et al. (2020) evaluated the resources of the community learning 

activity centre program (PKBM) in Amboni City, Indonesia. It was found that the 

programme had a clear funding source, was delivered to intended beneficiaries by quality 

facilitators, was managed by competent managers and had adequate facilities. Generally, 

resources have an essential contribution to the effectiveness of an INSET (Dangara, 2016; 

Mwangi, 2013). Thus, any programme must be well-versed with adequate resources to 

achieve its goals.  
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3.3.1.3 Studies on INSET implementation 

On in-service training transactions/implementation, Cimer et al. (2010) evaluated 

teachers’ views on the effectiveness of an INSET course in Turkey. The study found that, 

besides the poor quality of instructors, the course also used poor teaching methods and 

lacked support after training. Tajik et al. (2019) evaluated the status of ELT teacher 

education in Iran. The finding indicated that teachers’ prior experiences were not 

considered during learning. In addition, there was no chance to reflect on what they 

learned, with no link between theory and practice, and actual classroom practice was 

missing. Moreover, Nuangpolmak (2019) evaluated the Lower Mekong Initiative’s 

English Support Project conducted in Cambodia, Lao PDR, Myanmar, Thailand and 

Vietnam. Results indicated that the programme was successful because, during the 

implementation process, trainers used a co-teaching approach between native and non-

native teachers, had a chance for hands-on experience and constantly received feedback 

and reflection.  

 

Karim et al. (2019) documented the challenges of implementing a £50 million in-service 

training program for English teachers in Bangladesh. Teachers commented that they had 

limited opportunity to practice in front of the trainers, too much to learn in a short time, 

and trainers had limited expertise. Similarly, evaluating paper-based TOEFL preparation 

programmes, Manan et al. (2020) found that the learning process was good, and various 

teaching methods were used. In addition, students received attention, feedback and 

motivation from their facilitators. However, students were not motivated, and learning 

materials were not standardised. Broadly, the literature on implementation highlights the 

importance of using active teaching methods, modelling the best practice, hands-on 

experience, linking the training to teacher daily activities, providing relevant and 

manageable training content and providing expertise for mentoring and coaching.  

 

3.3.1.4 Studies on INSET impact 

Evaluating INSET impact mixed negative and positive results of training impact has been 

widely documented. For instance, Borg (2011) assessed the impact of in-service training 

on language teacher beliefs in the United Kingdom. The INSET was offered for eight 

weeks by Diploma in English Language Teaching to Adults (DELTA), focusing on 

developing teachers’ beliefs about teaching. The study found that the course transformed 

teachers’ beliefs in language teaching. As a result of training, language teachers became 
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more aware and articulate of their thoughts and ideas that govern their work and link them 

with the theory. Also, trainees became mindful of who they were and their beliefs about 

teaching.  However, the study found that not all trainees experienced the change in views, 

possibly because their opinions already aligned with what the course was trying to 

promote.  

 

In India,  Naz (2020) evaluated the Punjab Education and English Language Initiative 

(PEELI) implemented by the Government of the Punjab and the British Council, Pakistan. 

The project aimed to improve the quality of teaching among primary school Punjab 

teachers and encourage them to practice child-centred. The training was implemented by 

cascading where first teachers’ trainers were trained before they began to train primary 

school teachers. Evaluating the impact, the study found that the PEELI project 

significantly impacted trainers and primary school teachers. The study found that trainers 

could increase their level of engagement and develop knowledge of students-centred 

methods, pedagogy and communication skills. They also developed practical experience 

and improved their planning and training management skills. Teachers were able to 

improve pedagogical skills and transform from teacher-centred pedagogy to student-

centred. They also enhanced their vocabulary and improved their confidence to 

communicate in English. After training, teachers were provided follow-up, feedback, and 

peer observation to ensure the impact was sustained. However, it was also reported that 

the training did not reach the target regarding the number of teachers trained because of 

funds.     

 

Positive programme appraisal was also noted by Yastibaş and Kavgaci (2020). The study 

evaluated the English for Academic Purposes II Course. It was found that the course 

improved students' critical thinking, problem-solving, and reasoning in English academic 

skills. Besides, it encouraged students to learn English and the need for the English 

language in future. In Amara (2020), EFL teachers in Libya perceived the in-service 

teacher training programs as applicable. The training led to mastering relevant skills and 

strategies needed for classroom teaching. After training, the teacher felt more energetic 

and learned to use games and motivation skills for teaching and learning. Likewise, Hall 

and Hite (2022) evaluated a school-level implementation of a state-wide professional 

development model for developing globally competent teachers in North Carolina. The 

focus was on developing knowledge and practices of globally competent teaching. The 
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study found that the training significantly improved teachers’ ability to define global 

education, develop an understanding of competence within their curriculum, and 

implement its recommended teaching approaches in the classroom.  

 

In addition, Mahmoudi et al. (2021) evaluated the efficiency of the INSET in improving 

EFL teachers' technological, pedagogical and content knowledge in Guilan province, 

Iran. The study reported that teachers appraised the training for improving their 

knowledge and could create online classes and share experiences with other teachers. 

However, the content focused less on improving their language proficiency and subject-

content matter. Similarly, Persian was used as the language of instruction, which was also 

a challenge. Besides, there was insufficient coverage of technological content knowledge 

and limited practical lessons on ICT integration in English language teaching. 

 

In another account,  Yoo (2016) evaluated the effect of professional development on 

teacher efficacy and teacher’s self-analysis of their efficacy change. The study was done 

in the United States of America (USA), where teachers attended an online PD. The study 

reported increased teachers’ efficacy by gaining new knowledge about the teaching 

content and instruction methods. As a result of knowledge gained, their confidence and 

sometimes the feeling of uncertainty also increased.  

 

Moreover, El Afi (2019) appraised the impact of PD on teachers’ performance in Abu 

Dhabi, United Arab Emirates (UAE). The training focused on introducing teachers to the 

new school model to help improve students' Arabic and English skills. The study found 

that the training impacted teachers as follows: first, lesson planning skills such as 

modifying the lesson per lesson development and creating a three-part lesson plan. 

Secondly, they gained new teaching approaches, such as cooperative learning methods 

and teaching methods that limit teachers’ dominance. Third, teachers also developed 

classroom management skills such as arranging the class by mixing higher and lower 

achievers and paying attention to lower achievers while teaching. The challenge, 

however, is that ideas were not contextualised, which limits their application. Also, the 

PD offered was irrelevant to the age group teachers taught and limited resources to help 

them apply the ideas.  
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Hennessy et al. (2015) evaluated the pedagogic change by Zambian primary school 

teachers participating in the OER4Schools professional development programme for one 

year. The PD objective was to enhance and support active and collaborative learning of 

mathematics and science. The study found that teachers could shift from lecturing to more 

participatory teaching and learning methods because of the PD. They could encourage 

students to share ideas and lead in different classroom activities. They also learned 

teaching by considering learners’ prior knowledge and adopting instruction to students’ 

levels and needs. The impact was also observed in classrooms, whereby students’ 

engagement and enjoyment of the lesson increased. Attributes to the programme’s 

success include the fact that the PD was designed contextually, paying attention to the 

factors, such as large class sizes, that usually hinder the effectiveness of PD in many Sub-

Saharan African countries. Also, local experts and teachers were involved in programme 

design and implementation. Lastly, the PD was practical and characterised by the 

extensive use of reflective dialogue through post-lesson review and planning, along with 

video-stimulated discussion, critical inquiry, and provision of continued support. 

 

Wedell (2012) evaluated the Oman BA Project. The project focused on transforming 

Oman schools’ teaching and learning of the English language from a content-focused to 

a student-centred approach. Therefore, 1,000 Omani diploma English language teachers 

upgraded to a Bachelor of Arts (BA) in Teaching English to Speakers of Other Languages 

(TESOL) for three years. The study reported a few features that caused the programme 

to be a success. First, participants were allowed to retain their role as language teachers 

while in the study. Thus, they had ample time to consider the appropriateness of what 

they have been learning in their classroom context. Also, each weak teachers were given 

a day release to meet each other and their full-time MA-qualified Regional Tutor for 

sharing. Long project duration was also a factor for success. The project was funded for 

a nine-year period. Apart from sustainable funding, the project goals aligned with the 

broader education reform that the country was trying to implement.  

 

Schoen et al. (2019) evaluated a two-week summer institute PD designed to increase 

teacher content and pedagogical content knowledge in probability and statistics in 

Florida, USA. Findings showed that the PD significantly impacted teachers’ content 

knowledge in the domain of probability and statistics. However, more impact was 

reported among teachers with ten years of experience and above compared to those with 
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experience below ten years. One reason could be those with ten years did not have a 

chance to learn the same when they were students, while those with below ten years’ 

experience did. Also, training achievement was attributed to the absence of in-service 

training provided to Mathematics teachers in probability and statistics. The situation 

might have increased the likelihood of positively impacting any moderately well-

designed programme. 

 

While some schoolers reported a positive programme impact, some did not. Jacob et al. 

(2017) reported unsatisfactory training impact in the United States of America. The focus 

was to determine how much the professional development program impacted 

Mathematical teachers’ knowledge, instruction, and student achievement. The training 

was conducted over 3years, for a week at the summer institute and six in-service days 

each year.  The study found that the impact was not good despite the training being 

designed by adhering to all conditions for effective training.  There was limited evidence 

for positive outcomes on teachers’ knowledge. Also, the teacher’s classroom practice and 

students' learning outcomes were not affected. The study comments that the result could 

have been attributed to the decline of leadership support in the subsequent years (2 and 

3), whereby some programme champions retired. Also, no impact could be because the 

PD did not consider teachers’ actual learning needs and the level of proficiency in the 

subject. But also, it could be the PD itself and the activities therein could not influence 

teachers’ knowledge and change their classroom practice.  

 

Moreover, Lindvall et al. (2022) reported on the impact and design of a national-scale 

professional development program, Boost for Mathematics (BfM), for Mathematics 

Teachers in Sweden. The programme was implemented for one year to train more than 

30,000 elementary school mathematics teachers.  The study found that while BfM 

training significantly influenced teachers’ knowledge of Mathematics instructions, a 

small impact was observed in their classroom practice. Besides, there was no impact on 

students’ achievement. Factors that amounted to the finding include that the PD 

significantly invested in changing teachers’ knowledge and paid less attention to teachers’ 

classroom practice and students’ achievement.  Also, BfM objectives and the need for 

teachers’ change were too broad. As a result, they become overwhelmed, limiting the 

quality of change implementation.  
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To summarise, from context to outcome, all reviewed studies point to why in-service 

training can have an enormous impact, moderate or no effect. The concerns can be 

lessened to in-service training antecedents, transactions, school environment and how 

they had or lacked features of effective in-service training. According to Hayes (2014), 

the challenge occurs because programme designers ignore parts likely to bring positive 

changes. Teachers’ beliefs and how they will react to change are often overlooked during 

programme design. Thus, there is a need for all stakeholders, both national and local, to 

be involved beyond top-down commanding approaches.  

 

However, the reviewed studies indicated that even a well-designed and implemented 

INSET can be ineffective. Among the factors that may lead to the ineffectiveness of a 

well-designed programme is when need identification is considered fixed rather than 

evolving, and the change is viewed as an event rather than a process. Also, limitations 

may occur if the changes introduced are not incremental. Thus, based on the reviewed 

literature, the elements of effective INSET and designing and implementing INSET need 

to be adopted and done contextually.  

 

3.3.2 Evaluation studies in Tanzania  

Studies linked to the provision and evaluation of INSET for English language teachers in 

Tanzania are minimal. If done, they are not shared publicly because the majority are 

donor-funded; thus, evaluation findings are exclusively submitted to the funders without 

publicly sharing the result. Thus, much of the available literature either addresses the 

general challenges impacting professional development, focuses on INSET for other 

subjects or reports across disciplines of INSET. Even then, the researcher came across a 

few donor-funded INSETs for EFL teachers that were evaluated.  

 

For example, Mkonongwa and Komba (2018) assessed the impact of education 

development and quality improvement projects on English language teacher training in 

Tanzania (EQUIP T-ELT). The project aimed to help college tutors and primary and 

secondary teachers use the English language as the MoI and teach confidently. Two 

courses offered by different providers were implemented concurrently, one focused on 

English and another on pedagogy.  
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The training accomplished to train teachers on different participatory methods and 

improve their academic competence, teamwork, mentoring, coaching and leadership 

skills.  There was a transfer of knowledge and skills from the training to the classroom, 

such as preparing lesson plans and teaching materials. Participants changed their teaching 

approaches to be more participatory, and they could share knowledge and skills and learn 

how to work together. At institutional levels, the project improved human resource 

capacity, English language proficiency, and pedagogical and leadership skills. However, 

the challenge included a mismatch in service provision, poor communication, and timing 

because two projects were implemented at par.  

 

Other studies on evaluation have focused on self-initiated projects designed and 

implemented to improve English language teaching. For instance, Prosper and Doroth 

(2017) developed, implemented and evaluated a school-based INSET which aimed at 

strengthening English learning by increasing English teachers’ competencies through the 

interpretation of short stories. The findings indicate that the training enabled English 

language teachers to improve their knowledge and pedagogical skills using short stories 

to teach competence-based lessons. They also managed to establish a professional 

network. The programme’s usefulness was due to its ability to include beneficiaries of 

training in designing. Besides, they could observe and receive feedback from their 

colleagues while teaching.   

 

Moreover, Cullen (2001) implemented in-service training that used lesson transcripts to 

develop English language teachers’ awareness of other forms of questioning that can be 

used in English lessons and improve their confidence. The study found that, through the 

approach, language teachers could depart from a teacher-centred to a student-centred 

approach. The approach allowed them to actively engage learners during teaching and 

learning. Through INSET, teachers also improved their command of the English language 

improved. Another study by Wyse et al.  (2014) evaluated in-service training provided to 

primary school teachers to help them effectively teach the subject. The training was 

implemented by providing teaching materials and formation of teachers’ books clubs. 

The activity moderately helped improve teacher pedagogy for teaching English 

communicatively and improved their confidence. The challenge, however, was 

inadequate resources and low proficiency in communicating using the English language, 

which hindered interactions.  
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Besides the evaluation of English language self-initiated projects, some studies have 

focused on INSET provided to teachers across the subject. Among them include Kabole 

(2013), who evaluated primary school teachers’ perception of school-based INSET 

(MWAKEMI). His result indicated that headteachers and teachers were happy with the 

programme and outcome. Through the INSET, they acquired knowledge and skills in 

preparing schemes of work and improving their teaching methods. The programme also 

faced challenges such as a shortage of resources, weak mentoring and time constraints. 

Likewise, Hamisi (2018) evaluated the influence of LANEs’ professional development 

in enhancing numeracy and literacy skills in Tanzania. The finding indicated that, as a 

result of the programme, teachers improved their knowledge and abilities, consequently 

improving literacy and numeracy in pupils. However, the challenge was inadequate time, 

inconsistency in content, and failure to include all qualified teachers.  

 

Rugambwa et al. (2022) evaluated the contribution of Pro Bono Teacher Training (PTT) 

in enhancing teachers’ ability to implement learner-centred pedagogy.  The training was 

implemented for secondary school teachers using a school-based approach. It was 

reported that the training helped teachers teach using resources from the environment 

which motivated students to learn. Also, they were able to use learner-centred pedagogy 

in the classroom which increased student participation. Kasuga (2019) also reported on 

the status of PD provided to Tanzania's science and mathematics teachers. The study 

focused on the availability of professional development opportunities, implementation, 

and challenges. The study found a lack of mentorship to new recruits, poor organisation, 

and teachers' reluctance to learn from others. Besides, teachers are not involved in 

selecting topics for PD. Generally, the limitations of the PD make them ineffective.  

 

Another study by Swai (2015) evaluated how teachers’ networks impacted teacher 

professional development and performance in secondary schools. The network was 

implemented using the PROGRAM 1 project, whereby teachers teaching the same 

subject, mathematics, had a chance to share knowledge about teaching the subject under 

a competency-based curriculum. The study reported that training, though, impacted 

teachers' knowledge; there was weak knowledge based on some teaching methods. 

Besides, there was a poor relationship between teachers’ improvement and change in 

students’ learning outcomes. The study reported that the irregularity of training provision 

could have caused the situation. 
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Lastly, reporting on general challenges that impact INSET provision in Tanzania, studies 

have indicated challenges in providing in-service training ranging from need assessment, 

planning, and implementation to evaluation. That has been the case despite teachers’ 

appreciation of how in-service training helps them improve their knowledge and skills 

and handle challenging issues in teaching and learning (Losioki, 2020). The challenge 

starts with the limited availability of chances for professional development. In-service 

teachers are only trained when a curriculum change (Komba and Mwakabenga, 2019). 

Otherwise, they are neither professionally assured to undergo in-service training nor 

motivated to take one. Over-reliance on donor funds, unequal distribution of 

organisations offering training, and responsibility overlap among INSET actors are also 

challenges discussed in Komba and Mwakabenga study.  

 

Teaching workload and other cultural factors, such as poor culture for learning, 

collaboration and lack of trust, have hindered in-service teacher learning (Losioki, 2020).  

Limited follow-up, low quality of modules, poor service provided to teachers and 

incompetent school-based facilitators were also documented by Oygen (2017). In Maki’s 

(2018) study, teachers complained of INSET being old-fashioned. Their perception was 

influenced by INSET’s failure to use technological tools and involve them during 

planning and organisation.  Even self-directed initiatives have faced limited support, 

discouragement, lack of reading materials, family obligations, poor learning environment 

and absence of permanent mentors (Jonathan, 2019). 

 

Thus, critically reviewing the literature on the overall provision of Continue Professional 

Development (CPD) in Tanzania, one notes there are three initiators of CPD: independent 

individuals (researcher), the government and donors in alliance with the government. 

However, regardless of who provides, the challenge to effective INSET provision persists 

which hinders quality learning, human resource development and industrialisation. 

Scholars like Dachi (2018) and Komba and Mwakabenga (2019) believe that the country 

lacks the policy to promote effective INSET; thus, we need one. However, reviewed 

literature suggests otherwise; it is not the lack of policy causing the INSET to be at the 

state documented; instead, priority is a challenge. Hence, old guidelines may be updated, 

and new ones may be formulated, but if teachers continue professional development is 

not everyone’s priority, challenges will persist.  
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3.3.3 Research gap 

Komba and Mwakabenga (2019) and Komba and Nkumbi (2008) have highlighted many 

challenges facing INSET in Tanzania. However, their observations are not detailed and 

linked to a specific project design, implementation and outcome. Furthermore, the 

available research that has been conducted to evaluate the adequacy of INSET provided 

to improve EFL competency-based language teaching in Tanzania is either too general or 

cutting across all subjects (Dello, 2016). Other studies evaluated projects that did not aim 

to improve EFL teachers’ knowledge and skills due to the 2005 curriculum change 

(Mkonongwa and Komba, 2018).  

 

In addition, the 2020 national audit report observed that capacity buildings provided in 

Tanzania in three financial years (2016/17 to 2018/17) are characterised by a lack of 

resources, unequally distributed, poor content coverage, etc. Still, the report admits their 

findings were grounded on primary school projects such as LANE, EQUIP, and 

TUSOME PAMOJA. None of the audited projects aimed at secondary school teachers or 

linked to the 2005 curriculum implementation were documented. As a result, whilst 

ineffective teaching of the subject under CBC persists, the INSET provided have not been 

subjected to rigorous evaluation to understand their effectiveness.  Thus, the study 

thought to cover the gap and conduct an in-depth analysis of INSET effectiveness in 

transforming EFL teachers' practice from content to competency-based language 

teaching.  

 

3.4 Conceptual Framework  

The framework was designed under the convention that many features in antecedents, 

transactions and outcomes influencing in-service training effectiveness. The components 

work together to facilitate achieving training goals, as indicated in Figure 1.
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Figure 1: Conceptual framework for evaluating in-service training effectiveness 
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From Figure 1, the study focuses on how the INSET was effectively designed, supported 

and implemented to achieve the goals. The study was underpinned by the assumption that 

if the intervention context is effectively assessed sufficiently funded, and effectively 

implemented; then it will result in a change in EFL teachers’ knowledge skills and attitude 

in CBLT. The subsequent change in EFT teachers, knowledge, skills and attitudes will 

also improve their classroom practice and students’ learning outcomes. Therefore, 

evaluation of INSET effectiveness will provide evaluation data that will help improve the 

programme and strengthen programme outcomes.  

 

3.5 Chapter Summary  

Generally, Chapter Three presented a literature review. The critical aspect reviewed 

includes vital terms used in the study, followed by the presentation and justification of 

the study’s theoretical stance and evaluation approach. The chapter also covered an 

empirical literature review, internationally and locally as well as the research gap and 

conceptual framework.  
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CHAPTER FOUR 

4.0 RESEARCH METHODOLOGY 

4.1 Research Philosophy   

The study was guided by an interpretive research philosophy, which advocates for the 

world to be naturally studied without being manipulated or integrated into the 

researcher’s pre-conceived interpretations of the world (Cohen et al., 2018; Creswell, 

2017; Martens, 2014). According to interpretivism, everyone has their interpretation of 

their world, rendering its variation in meaning and the availability of multiple truths 

(Creswell and Poth, 2018). Therefore, the research aims to obtain the meaning of an event 

based on those being studied  (Cohen et al., 2018; Creswell, 2017; Martens, 2014).  

 

The interpretive paradigm was used since the study target was to explore INSET 

effectiveness based on the experience of those who took part in INSET design and 

implementation. According to Thanh and Tran (2015), there is no better way to 

understand an event than when spoken by members directly affected by it and analysed, 

focusing on their perspective, experiences, and perceptions to uncover the reality. 

Therefore, using the experiences of diversified INSET participants, the study captured 

contextual diverse views of programme effectiveness that could lead to strengthening and 

modification of the in-service training. Also, interpretivism philosophy was used to help 

generate more contextualised recommendations of INSET effectiveness relevant to 

Tanzania's context.  

 

The study was further underpinned by interpretivism ontology that reality is multiple 

since an event is unique to everyone based on their experience (Cohen et al., 2018). 

Hence, numerous truths (ontology) of the programme effectiveness were constructed 

from the INSET actors who had different roles during INSET, ranging from trainees, 

trainers and organisers. Besides, given the difference in characteristics of INSET trainees 

(work context, level of education, class taught and learning needs) and variation in INSET 

actors’ responsibilities during the training, their views of training effectiveness were also 

not the same. 

 

Epistemologically, the study was supported by the assumption that knowledge is 

subjectively obtained through the researcher and participants’ interaction (Bruce et al., 
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2016). Ugwu et al. (2021) emphasise that the meaning of an event relates to the 

researcher’s thinking by drawing on the information exchanged with the participants. 

Therefore, to uncover multiple realities for project effectiveness, the knowledge was 

subjectively constructed through the researcher’s interaction with informants during 

interviews and analysis of the documents related to INSET design and implementation.  

 

4.2 Research Approach 

The study used a qualitative research approach. The research approach is more 

appropriate when a study focuses on capturing informants’ diversified points of view on 

a particular training or topic (Gauttier, 2020). Instead of using numbers and generalising 

the findings to the broader population, qualitative research relies on storytelling to obtain 

unfathomable individualised meaning and experience associated with an event (Awasthy, 

2020; Jinks et al., 2012; Sharan and Tisdell, 2015). The advantage of using qualitative 

research to understand an event is that it allows interaction between the researcher and 

the participants while allowing them to express their innermost opinion of the item being 

studied (Gauttier, 2020). Thus, through the interactions, the researcher could construct 

participants’ views on the effectiveness of INSET being evaluated.  

 

The qualitative research approach was selected because the focus was to obtain reach and 

in-depth information on INSET effectiveness provided to O-level secondary school EFL 

teachers since the introduction of the new curriculum in 2005. The approach is effective 

when there is a need to investigate a complex issue that needs exploration, obtaining a 

range of perspectives and opinions (Creswell and Poth, 2018; Dornyei, 2007). Therefore, 

given limited research on subject-specific INSET effectiveness, especially for EFL 

teachers in Tanzania, an in-depth analysis was required.  

 

Secondly, the approach was selected in order to collect diversified perspectives that will 

provide a comprehensive understanding of INSET effectiveness. Therefore, multiple-

meaning realities and experiences that each participant attached to the training were 

obtained as it is quoted that “each individual ascribes certain characteristics and attributes 

to any given situation” (Williams, 2008, p. 59). Third, the approach allowed stakeholders 

to engage in evaluating INSET effectiveness. According to Wolgemuth et al. (2014), 

making respondents’ voices count in understanding an event gives them a sense of 

control, empowerment, self-awareness, and purpose. Thus, the qualitative approach 
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helped honour and represent the participants’ perspectives who are mostly impacted by 

the curriculum change and in-service training. Their views were considered essential in 

enhancing and shaping INSET effectiveness.  

 

4.3 Research Design  

The study employed a narrative research design that honours the tells of a particular event, 

object or programme as they occurred in a specific social context as the primary source 

of knowledge (Patton, 2015). Narration provides detailed information about the lived 

experience rather than limiting the study to certain preconceived notions of an event, 

providing the individual subjective experience of a programme, allowing participants to 

be an expert on the field being studied and share trajectories on an incident across the life 

span (Carless and Douglas, 2017).  

 

The study used a narrative research approach to allow the respondents to share their 

stories and views of INSET effectiveness. According to Shakman et al. (2017), 

programmes are designed and implemented by the people, which in turn affects their lives 

and the community at large. Thus, using narration, the study kept participants’ views and 

experiences of the INSET programme at the centre of evaluating INSET effectiveness.  

The aim was to understand the training trajectory using the stories of those affected by 

the programme. The collecting reports of INSET effectiveness were guided by open-

ended interview questions shaped across different stages of INSET: planning, 

implementation and impact. The stories unravel how participants became aware of the 

INSET, the adequacy of the INSET resources, the effectiveness of the implementation 

process, and its influence on their knowledge.  

 

4.4 Study Area 

The study was conducted in two regions: Kilimanjaro and Manyara Regions. In 

Kilimanjaro Region, the study was done in the following districts: Same, Mwanga, Hai, 

Rombo, and Moshi (districts councils). In Manyara Region, the study was conducted in 

Babati Town Council, Babati District Council, and Simanjaro Districts. While not all 

districts were visited for data collection, each had a participant(s) who attended INSET 

at the regional level. However, the inclusion and exclusion of the districts depended on 

the participant's willingness to participate in the study. As a result, only the districts with 

participants who verbally agreed to form part of the study population were included.  
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The study locations were purposely selected based on their relevance to the research 

objective. The two regions implemented INSET to improve EFL teachers’ understanding 

and implementation of CBLT.  In the Kilimanjaro region, the INSET was implemented 

in December 2016, while in the Manyara Region, EFL teachers were trained in September 

2015. Therefore, conducting the study in the regions and to group participants who have 

attended the training made it possible to obtain answers to the research questions and fill 

the established research gap. Moreover, the two study areas were selected not for 

comparative purposes but to diversify respondents’ views. The diversification helped 

collect contextual and complementary insight into INSET effectiveness across the 

regions.  

 

4.5 Population for the Study 

The study population included respondents who designed and implemented the INSET at 

the regional level. It mainly comprised members of the regional management team, 

specifically district education officers and zones chief inspector of schools. They were 

selected to provide information about how the INSET was introduced, organised and 

sensitised at the regional levels. They also provided data on INSET on funding and 

resources required for the smooth implementation of the INSET. Besides the regional 

management team, there was also a regional technical team comprising district education 

officers, zones chief inspector of schools, and representatives of regional trainers. These 

were selected to obtain information on INSET budgeting, materials, and monitoring and 

evaluation plans for INSET.  

 

The third category comprised regional facilitators (RF) who were included to obtain their 

experience on their selection and career growth as RF. They also provided information 

on the INSET implementation process, availability of material during learning, need 

assessment, cascading, and monitoring and evaluation of the programme. The general 

views of the INSET were obtained from INSET trainees (EFL teachers). Since the 

training affected them most, they provided data on the overall INSET design, 

implementation and outcome. Lastly, the heads of the school were selected to obtain 

information on need assessment at the school level, selection of trainees and in-house 

training at school. 
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4.6 Sample and Sampling Procedure 

4.6.1 Sample size and saturation 

Thirty-four (34) respondents were used as the study sample size. They included twenty-

one trainees (secondary school English language teachers), two regional facilitators, 

district education officers, INSET coordinators and seven heads of schools. The sample 

size was determined by the saturation point reached during data collection and analysis. 

First, respondents were put into groups, i.e., trainers, trainees, heads of schools, regional 

INSET coordinators, and education officers. After that, data from each respondent in the 

group was coded and thematised individually as the data collection proceeded. The first 

interview to be coded was from trainees. The interview produced 100 codes that were 

grouped into six (6) themes.  

 

However, only four themes related to the research objectives and the remaining themes 

were kept in the category named “other themes”. The themes from the first interview 

were compared to those generated in the second interview. The aim was to compare and 

obtain new theme(s) not captured in the first interview. The themes from the third 

interview were again compared with themes from the first and second interviews to 

establish similarity and identify new theme (s) not captured the same in the first and 

second interviews. The process continued until, when adding more interviews, coding, 

and thematising did not produce themes, then it was assumed saturation was reached, and 

sampling was stopped. Initially, the plan was to interview 68 respondents. However, 

saturation was reached at 34 respondents. The distribution of sample size is presented in 

Table 3.  
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Table 3: Sample size and saturation 

Types of 

participants  

Participants Distribution Total  Code Name  

Male Female 

District 

education 

officers  

1 1 2 DEOK1, DEOK2 

 

Regional 

INSET 

Coordinators  

2 - 2 RCoK, RCoM 

Facilitators  - 2 2 F1K, F1M 

Heads of 

schools  

6 1 7 HoS1K, HoS2K 

HoS3K, HoS4K 

HoS1M, HoS2M 

HoS3M 

EFL Teachers 

trainees  

12 9 21 T1K, T2K, T3K, T4K, 

T5K, T6K, T7K, T8K, 

T9K, T10K, T11K, 

T12K 

T13K, T1M, T2M 

T3M, T4M, T5M 

T6M, T7M, T8M 

Subtotal  21 12   

GRAND TOTAL                      34 

 

Table 3 summarises respondents' sample size, composition, and code names. All trainees 

from Kilimanjaro were named TK, followed by a serial number; likewise, all from 

Manyara were named TM, followed by a serial number. The rest were named using their 

titles, such as HoS for heads of schools, F for Facilitators and DEO for district education 

officers, with the addition of a number if they are more than one and an alphabet 

indicating where they came from. The respondents' demographic characteristics is 

presented in Appendix D, Table 4.  

 

4.6.2 Sampling procedure  

Purposive sampling was used as a sampling strategy. Together in-depth information on 

INSET effectiveness, the study deliberately involved participants who took part in INSET 

at the regional level.  They were chosen because they possessed relevant knowledge of 

the area that was being investigated. Therefore, the criteria for selecting trainees included 

being O-level secondary school EFL teachers and attending INSET that was being 

evaluated. Facilitators, heads of schools, and education officers were chosen because they 

were part of the team involved in INSET design and implementation. After purposely 

identifying the target informants, reaching them began with informant T6K in the 
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Kilimanjaro region, who related to the researcher. T6K referred the researcher to RCoK, 

who coordinated the INSET in the Kilimanjaro region. RCoK provided the list containing 

the names, phone numbers, schools, and districts of all O-Level EFL English language 

teachers who participated in INSET. From that point, participants on the list were phone-

called to ask if they could be interviewed. If the answer was YES, further arrangement 

for data collection followed, and when the response was NO, the researcher returned to 

the list and identified another respondent. A similar procedure was used to reach 

respondents in the Manyara Region, whereby RCoK referred the researcher to RCoM, 

who was also in charge of INSET coordination. He also provided a list of all EFL teachers 

who participated in the INSET. Afterwards, each trainee was contacted and asked for 

consent to form part of the respondents. Again, if the response was YES, the procedure 

for data collection followed, and if the answer was no, another trainee in the list was 

contacted.  

 

4.7 Data Collection Strategies  

4.7.1 Data type  

The study relied on primary data collected using documentary reviews and interviews. 

While interviews provided verbal data, which were later transcribed and analysed, the 

documentary review focused on reviewing documents such as the training manual, 

facilitator guide, handouts, training reports, invitation letters and timetabling. These 

documents were in the hands of INSET trainees, trainers and coordinators of the 

programme and were used for designing, implementing and facilitating the smooth 

operation of the training.  

 

4.7.2 Data collection process  

4.7.2.1 Piloting data collection tools 

Before effective data collection began, data collection tools were piloted, specifically the 

interview guides. According to Sampson (2004), there is a difference between being 

prepared and being better prepared. Making a researcher better prepared is what a pilot 

study does.  The pilot study tells a researcher if something can be done, and if yes, then 

how (Ismail et al., 2017)? Doing so helps to minimise risks and resources, checks the 

viability of the research by assessing the whole study, increases researcher experience 

with the methods and establishes a bond between researcher and respondents (Majid et 

al., 2017; Sampson, 2004).  
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The study utilised pilot to test the ability of interview guides to elicit answers to the 

research questions, get to know respondents, understand the difficulty level of questions 

and determine if the data collection strategy was appropriate. Due to time constraints and 

financial limitations, piloting was done in Kilimanjaro Region only, and five (5) EFL 

teachers, an officer in charge of management and administration of training and a trainer 

consented to be interviewed. After the interview, findings were collected and reviewed 

to see if the research questions were answered, which they did. However, the pilot 

revealed that there were a few adjustments needed. Among the adjustments included the 

need to separate between major questions and probes. Some parts of the questions were 

removed, others were added, and others required editing and paraphrasing.  

 

A few things learned during the pilot concerning the whole study and data collection was 

that audio recording would not be acceptable to everyone. During the pilot, some 

respondents refused to be recorded. Therefore, the informed consent form added a section 

asking informants for their consent to be recorded before we start an interview. Moreover, 

when the researcher called respondents to ask if they could be interviewed, “What is in it 

for us?” was the following question. That indicated that there is a possibility that some 

respondents will need to be paid. Fortunately, those who agreed didn’t ask for payment. 

During the pilot, the researcher also learned that collecting data via Focus Group 

Discussion (FGD) would be challenging, as proposed during proposal writing. 

Respondents were dispersed, and phone, mail or virtual interviews would not have been 

a good option since many of the participants’ schools were in rural areas where power 

and internet are still challenging.  

 

The last item that the pilot study brought to the researcher’s attention was the need to 

contact respondents before processing permits and visiting them for data collection. It 

could be a waste of money and time to mindlessly process permits for all districts in study 

areas to reach the school and find that respondents had transferred to other regions or 

never wanted to be interviewed. Even then, some agreed to an interview and still came 

up with an excuse for not being interviewed when the time came.   

 

4.7.3.2 Data collection methods  

Data were collected using two methods, namely, interview and documentary review.  
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i. Interview  

 The study used one-to-one semi-structured interviews. The interview is performed less 

tightly, allowing the interviewer and interviewee to pursue ideas in detail (Britten, 1995).  

In a semi-structured interview, one-to-one interviews were conducted whereby the 

researcher interviewed one respondent at a time. Creswell (2017) comments that one-to-

one is expensive and time-consuming, which it was. Yet, despite the time and cost, it was 

still a better data collection approach since many respondents resided in rural areas and 

were dispersed. Not being assured of their telephone network availability, their ability to 

interview virtually, or if they can be on the phone for a long time, the researcher chooses 

to visit each respondent at their school and conduct an in-person interview. By doing so, 

it was possible to interview only one respondent per day.  

 

Creswell (2017) further adds that one-on-one interviews are ideal for participants who 

are not hesitant to speak, articulate and can share ideas comfortably. For this study case, 

that was also a challenge. Sometimes, the researcher met with respondents who turned a 

semi-structured interview into a structured one with a yes or no response. Even before 

being interviewed, some declared that they were not articulative. Since there was no way 

to decide in advance who was articulative and who was not, all who agreed to take part 

in the study were interviewed. Thus, with very articulative and non-hesitant respondents, 

interviews lasted from 40 minutes to an hour or hours and a half, while for those who 

were not, an interview lasted from 25 to 30 minutes.  

 

The flexible nature and the ability to provide exhaustive participants’ experience of an 

event was the reason for choosing the semi-structured interview over other strategies for 

data collection. Yes, the questions were pre-determined in the interview guide, yet 

respondents did not have to answer one question after the other. There was a time when 

answering the first research question, and the answer to the second question was also 

provided. Doing so saved time that could have been spent going from one question to 

another. Moreover, a more profound and individualised experience was collected. Each 

member shared their story about the INSET design, implementation, and outcome 

without being confined to the researcher’s assumption.  

 

 On the day of the interview, the researcher again introduced herself, explaining the 

research's purpose and why the respondent was best for the study. Also, the researcher 
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had to seek informed consent to record the conversation. Doing so helps the interviewer 

to focus on what is being said rather than being busy taking notes (Firmin, 2008). Some 

agreed to be recorded, while others did not. To those who agreed, the conversation was 

recorded using a phone and audio recorder. Notes were taken for those who did not. 

Taking notes was not easy since what was needed was not the summary of what was 

being communicated; instead, every detail and point mattered. As a researcher, there was 

a time when I got trapped between taking notes, probing and listening. In addition, 

respondents had to choose which language they preferred to be interviewed with before 

an interview. Even though the questionnaire was in English, Kiswahili was preferred. 

Thus, all the questions and clarification were asked and answered in Kiswahili.  

 

In a nutshell, one-to-one interviews helped answer all four research objectives. Interviews 

with the trainees helped to understand INSET marketing, resources, implementation, and 

significant change stories in the knowledge and skills. Interviewing the heads of schools 

helped to obtain information on their roles in planning, implementing, and cascading 

INSET to EFL teachers who did not attend. Facilitators provided details on their selection, 

their journey to becoming facilitators and a general view of the INSET process.  On the 

other hand, district education officers and regional INSET coordinators’ interviews 

highlighted the overall INSET design, such as need assessment, their involvement in the 

INSET planning and implementation and if there was any challenge they faced while 

designing and implementing the INSET.  

 

Documentary review  

Along with interviews, documents were used as a data source, not to supplement or seek 

convergence and corroboration as Bowen (2009) suggests, but rather as independent 

methods on their merit. The documents collected were only those related to the INSET 

that the current study evaluated, were in the respondent’s possession, and they affirmed 

that they were given during the training. Obtained documents included participants’ 

invitation letters, INSET diaries, reports, timetables, hand-outs, training manuals and 

facilitation guide.  

 

The data obtained from the documents helped understand research objectives on its 

originality, objectives, sources of funds, the content needed to be covered, resources 

required to be available, how training was supposed to be conducted, and the expected 



66 

outcome. Compared to interviews, documents were an inexpensive collection method and 

saved time. Even though some were not free of errors, they still provided valuable 

information in understanding the case being studied. 

 

ii. The Most Significant Change (MSC) 

The most significant change (MSC) technique is a participatory method of evaluating 

programme impact using stories from those directly affected by the programme without 

pre-determined indicators (Dart and Davies, 2003). The technique was used as an 

evaluation method for objective four, which focused on evaluating in-service training’s 

impact on teachers’ learning. The approach is suitable for understanding perceived change 

as the result of the training from the beneficiary's point of view and other unexpected 

outcomes (Ralalicia et al., 2018). Therefore, to use the method, the change domain was 

first determined, whereas the study focused on learning (knowledge). The next step was 

collecting the stories of change relating to the domain using one-to-one semi-structured 

interviews, which allowed the gathering of more reflective and individualised change 

stories. The interview was followed by selecting the most significant change stories 

linked to the training objective. Lastly, stories were again shared with respondents for 

verification. 

 

4.8 Data Organisation and Analysis 

Data organisation and analysis highlight what took place after data was collected, 

including categorisation, transcription of recorded interviews and analysis of both 

interviews and documentary data.  

 

4.8.1 Data organisation  

Data collection went hand in hand with data organisation. According to Bloomberg and 

Volpe (2019), qualitative data are usually capacious, which undeniably was. Collected 

data included interviews and documents. Thus, data was transferred from the audio 

recording equipment immediately after each interview to the computer. After that, a 

folder for each region was created, and within each, there was a folder for groups audio 

interviews such as trainees, trainers, heads of school and members of regional 

management teams. A folder was also created for secondary documents such as INSET 

pamphlets and reports. Moreover, during data organisation, the audio files were renamed, 

whereby respondents’ actual names were replaced with pseudo names.  
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4.8.2 Data translation and transcription  

It must be remembered that all interview responses were in Kiswahili, even though the 

questionnaire was prepared in English. As reported earlier, a respondent was free to pick 

either to respond in English or Kiswahili, and all opted for Kiswahili. Since the two 

languages are used in the public domain (formal and informal) (Lusekelo and Alphonce, 

2018), responding in any of the languages was encouraged if respondents were 

comfortable and proficient in the language chosen. The researcher did translation and 

transcription concurrently, and no one was hired. The process allows the researcher to 

become familiar with the information collected, and they can write memos as they 

continue the process (Bloomberg and Volpe, 2019; Sharan and Tisdell, 2016). Therefore, 

not hiring an assistant for data transcription allowed the researcher to become familiar 

with the data and easily recall who said what. Thus, any interesting aspect of the data that 

was not coded was easily revisited.  

 

4.9 Data Analysis  

4.9.1 Tools for data analysis  

Two main tools were used to analyse data. Information from documents was analysed 

manually using colours, highlighters, and sticky notes. Thus, before starting manual 

coding, documents were photocopied. However, data from one-to-one interviews were 

analysed using computer-assisted qualitative data analysis software ATLAS.ti. After 

transcription, all interviews were converted into a file compatible with the software and 

uploaded. Interviews were grouped into four categories: trainees, trainers, heads of school 

and education officers. For each category, new ATLAS. ti project was created, and 

relevant word documents were uploaded.  

 

Software is the best when handling the volume of data that needs classifying, sorting, 

filing, storing, reconfiguring, performing several analytic operations and working 

collaboratively(Bloomberg and Volpe, 2019; Peterson, 2017). Indeed, ATLAS.ti helped 

to store, organise and sort the data, making coding and recoding, retrieving, and searching 

for specific information easier. Appendix E, Extract I, shows part of the trainees’ 

transcribed interviews uploaded to ATLAS.ti for further analysis.  
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4.9.2 Methods for data analysis 

Both data from interviews and documents were analysed thematically using a thematic 

approach. Thematic is a method for analysing data that focuses on analysing common 

patterns of ideas that emerged across the collected information that answers the research 

questions (Braun and Clarke, 2020; Peterson, 2017). The analysis modality was selected 

to provide a rich and in-depth interpretation of the evaluated training. The approach 

facilitated using the respondent experiences as the central for judging INSET 

effectiveness and provided the basis for its improvement. Therefore, thematically, data 

analysis involves six nonlinear stages: familiarisation with data, generating initial code, 

searching for themes, reviewing code, defining and naming themes, and producing 

reports (Braun and Clarke, 2012; Braun et al., 2013). The stages were applied as follows:   

 

i. Familiarization with data  

Getting acquainted with data involves reading and reading the transcript to become 

intimately attached to the data (Byrne, 2021). In this study, the stage started during data 

collection and transcription. The researcher personally collected and transcribed data.  

The process was repeated after the transcripts were already uploaded to ATLAS.ti. Thus, 

while reading and re-reading, the researcher also noted down words and phrases that 

could be used during the second data analysis stage. For documents, data familiarisation 

involves reading to become aware of the information. Reading the documents entailed 

finding information on the critical aspects of the INSET context, resources, 

implementation process and outcome. Thus, while reading, the initial impression of the 

text related to the study objectives was also highlighted.  

 

ii. Generating initial code  

The second stage was generating the initial code. In this study, codes were generated 

inductively. According to Linneberg and Korsgaard (2019), inductive coding is when 

codes are generated directly from research data using exact words and phrases said by the 

participants. Codes were generated using ATLAS. ti tools such as auto coding and open 

coding helped navigate from one transcript to another during the generation of the initial 

code. Inductive coding was selected to capture every participant’s view, idea and opinion 

about the event. The codes were mainly phrases and words assigned to a sentence or 

paragraph. Likewise, coding in ATLAS.ti went parallel with writing memos, notes, or 

hints on different aspects of data for further analysis. Generating codes from the 
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documents was done manually by reading and highlighting with a colour a part of a 

sentence(s) that was/were relevant to the study objectives and assigning code. Appendix 

D, Tables 5-9, summarises the codes and themes generated for each study objective.  

 

iii. Generating themes  

After coding, the next phase was generating themes. A theme is a pattern of shared 

meaning presented using one main idea (Braun and Clarke, 2020). In TLAS.ti, the process 

is called creating a FAMILY, whereby a group of codes capturing the same ideas are kept 

together. Therefore, all the codes generated from interviews in stage two (2) were re-read 

and added to the appropriate family. Moreover, in documents, the themes were developed 

using sticky notes. Therefore, all the codes falling under context, resources, 

implementation and training outcome evaluation were handwritten on sticky notes and 

attached to the appropriate theme category.  

 

iv. Reviewing the themes  

Stage four involves re-analysing the themes to see if they match well with the coded data 

(Braun et al., 2013). At this stage, the researcher revised the code grouped in documents 

and ATLAS.ti to see if they communicated a story in a particular theme. Mismatch codes 

to the theme were removed, empty codes were deleted, and re-coding was done. In 

another aspect, a theme did not have enough codes to tell its story; thus, the dataset was 

revised. Also, some data were omitted because they were not captured using the initial 

code. In that case, the researcher had to re-visit every transcript, read, code and assign 

them to appropriate families. The codes appearing in more than one family were also re-

checked to see if they capture what each family stands for; if not, they were deleted 

completely or kept in one theme. Besides, reading was done repeatedly for both 

documents and interviews to allow saturation of both codes and themes.  

 

v. Defining and renaming the themes and producing a report 

The last two phases of thematic data analysis, defining and renaming the themes and 

producing the report, were done co-concurrently. First, the themes and codes were 

exported to the word documents based on the research objectives. Then, they were broken 

down into other sub-themes. Likewise, the codes generated from documentary reviews 

were paraphrased and merged with those from ATLAS.ti. After that, the main themes or 

sub-themes were changed to more elaborative words, phrases and sentences that grasp 
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what the section and subsection are all about. Lastly, quotations for each theme and 

subthemes were also added, and notes from memos were also used to support the 

argument and strengthen the report-writing process.  

 

4.10 Rigour of the Research Findings  

Rigour refers to the quality of the research process, which results in more trustworthiness 

of research findings (Saumure and Given, 2008). According to Sharan and Tisdell (2016), 

the term was coined to define the quality of qualitative research outside of reliability and 

validity parameters as used in quantitative research. Therefore, the criteria used to 

establish the trustworthiness of qualitative research include credibility, transferability, 

dependability and confirmability. 

  

4.10.1 Credibility  

Credibility emphasises the degree to which the researcher has sufficiently managed to 

capture and represent adequate multiple realities revealed by informants (Krefting, 1991). 

It can be achieved through prolonged field experience, persistence observation, 

triangulation, member checking, peer examination/debriefing, and negative case analysis 

(Lincoln and Guba, 1986). To ensure the data collected are credible, the study used 

triangulation of data sources whereby multiple realities of the INSET programme were 

obtained from different categories of respondents such as trainees, trainers, heads of 

schools, and education officers. Respondents had different roles and came from varied 

locations and work contexts; hence, their narration of the INSET’s effectiveness varied 

from one participant to another. Negative case analysis was also used data during the 

interpretation and analysis of the research findings, whereby balance was given to both 

negative and positive respondents’ narration of the INSET being evaluated.  

 

4.10.2 Transferability 

Transferability aims at assessing “the degree to which the findings can be applied to other 

contexts and settings or with other groups” (Krefting, 1991, p. 216). However, since the 

qualitative study does not aim at generalisability but developing context-specific 

findings, transferability involves checking if the lesson learned in one setting can be 

applied in the other (Bloomberg and Volpe, 2019) as long as the setting is similar (Guba, 

1981). To achieve transferability, a rich and thick description of the study setting, and 

findings has to be provided. Moreover, purposive sampling of study settings or 
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participants can capture diversity and similarities (Anney, 2014; Creswell and Poth, 2018; 

Sharan and Tisdell, 2015).  

 

Given the availability of different methods to ensure the transferability of the research 

findings, the study used purposive sampling and a thick and rich description of the 

research methodology to help achieve transferability. Purposively selecting the 

participants helped in including only relevant respondents who could provide in-depth 

narration of the INSET being evaluated. In addition, a thick description of the research 

process and the participants’ detailed analysis supported by several quotes from the 

participants was also used. 

 

4.10.3 Dependability 

Dependability focuses on whether the data collection methods can produce unchanging 

results if the research is repeated in a different time and setting (Cohen et al., 2018; Guba, 

1981). However, qualitatively, it is impossible to get similar results because there are 

multiple realities and human beings evolve (Guba, 1981; Sharan and  Tisdell, 2016). 

Hence, even with indifference resulting from the error, reality shifts and increased 

instrumental proficiency, the results can be accepted as long as they can be traced 

(Lincoln and Guba, 1986). The methods that help achieve dependability are audit trial, 

triangulation, reflexivity and code-recoding (Bloomberg and Volpe, 2019).  The study 

used an audit trail to ensure dependability, whereas a detailed description of the research 

methods, analysis and interpretation of the findings were provided. Also, choice, change 

made, and challenge experienced during the whole process of the research were 

documented. Lastly, the output of different aspects of data analysis was given where 

necessary.   

 

4.10.4 Confirmability 

The last strategy that can help improve the rigour of qualitative research is confirmability. 

It focuses on the extent to which the “findings are the result of the experiences and ideas 

of the informants, rather than the characteristics and preferences of the researcher 

(Shenton, 2004, p. 72).”  Confirmability allows a researcher to “recognise their own 

experiences and subjectivity which might have influenced their interpretations and made 

them known to the reader through a process of reflexivity (Petty et al., 2012, p. 270).” 

Besides reflexivity, audit trail and transparency in every choice made in theory, 
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methodology, and analysis should also be provided to maintain neutrality (Bloomberg 

and Volpe, 2019; Moser and Korstjens, 2018). The objectivity was preserved through an 

audit trial whereby repeated comparison between the transcript and the audio file to 

observe if the transcript was in harmony with respondents’ views and not just the 

researcher's assumption. The audio files were re-listed, and the transcript was re-read to 

ensure no omission, deletion or dilution to the respondent’s experience. Likewise, a peer-

to-peer examination was also utilised, and their suggestions and comments were 

incorporated to improve the research process and findings.  

 

4.11 Ethical Issues and Considerations 

Since the study was qualitative, Dornyei (2007) insists that ethical matters are essential. 

The researcher must ensure that the dignity of both information and the participants are 

well protected (Fouka and Mantzorou, 2011). Every aspect of the research process needs 

to adhere to ethical principles so that participants are kept away from any harm that may 

result from their participation in the research (Anangisye, 2017). That being the case, the 

current study adhered to different ethics to ensure the research process was ethical and 

participants safeguarded. The ethical aspects that were adhered to include the following:  

 

i. Approval to access the research site and the participants  

Data collection started with the approval to go for data collection and access study 

percipients in the respective region. It involved obtaining authorisation from Moshi Co-

operative University, Regional Administrative Secretary (RAS), District Administration 

Secretaries (DAS) and District Executive Director (DED) from Manyara and Kilimanjaro 

Regions to visit the schools. At school, heads of the schools were presented with the letter, 

and they allowed the researcher to proceed with the data collection. 

 

ii. Informed consent  

It is stipulated by Arifin (2018) that during data collection, participants need to be aware 

of what is being asked and expected of them. To achieve that, the researcher presented 

participants with informed consent both orally and handwritten. Orally, it was done even 

before processing the research permit whereby after obtaining the list of those who 

attended INSET, the researcher first phone called them. That was necessary since 

respondents dispersed; hence, it would have been a waste of time and resources to process 

the permit and visit just to be declined. Thus, during the phone call, they were told why 



73 

they were being contacted, the study's purpose, and what was required from them. The 

second informed consent was presented in writing on the interview day. Respondents 

were given an introduction with the letter and an informed consent form, which explained 

the aim of the study and what was required from them. The form also asked for permission 

to record the conversation and that it would be used for research purposes only. After 

reading, understanding, and signing, the interview proceeded.  

 

iii. Anonymity and confidentiality 

The study also followed ethics by maintaining the participants' privacy, anonymity, and 

confidentiality. During the interview, privacy was maintained by allowing the informants 

to choose the place to be interviewed so that they would be free and comfortable to 

express their views. As a result, some chose to be interviewed at school, while some 

preferred an off-work context. Participants’ names were removed during data 

transcription, and pseudonyms were used instead. Besides, any information suspected to 

lead to respondent identification was also deleted. That included the names of schools, 

places and any individual names mentioned during the interview. Any information that 

described a personal attribute that could be easily traced was removed.  

 

4.12 Chapter Summary 

The preceding chapter describes the overall research methodology. The chapter presents 

the research paradigm, approach and design used, and justification(s) for their selection. 

It also described the study population, sample size and sampling procedures used. The 

chapter also describes data and data collection methods that were employed during data 

collection. Any changes, challenges and modifications made during data collection were 

also depicted. Lastly, the chapter portrays the data analysis process, criteria for ensuring 

research trustworthiness and ethical issues that were followed. The next chapter presents 

the study findings.  
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CHAPTER FIVE 

5.0 PRESENTATION OF THE FINDINGS  

5.1 Evaluation of the INSET Context  

Evaluation of the INSET context focused on evaluating the background through which 

the training was designed. The analysis focused on INSET rationale and relevance, 

selection of trainees, implementation approach and the training duration and time.  

 

5.1.1 INSET rationale and its relevance  

The evaluation of the rationale looked at the motive behind the INSET provision and the 

extent to which it was need-based. The results are provided in Table 10.  

 

Table 10: INSET rationale and its relevance 

Aspect Indicators  Interview quotes 

INSET 

Rationale 

and 

Relevance  

There was a 

genuine need for in-

service training.  

The syllabus was competence-based, whereas 

teachers were teaching using teacher-centred 

methods. On the other hand, students did national 

examinations, which measured their competence. 

So, in 2012, there was a mass failure because 

students were asked questions that required real-

life experience but were not taught (RCoM, 8 

September 2018). 

 

 The training was 

designed based on 

the needs 

assessment  

No, because we already had a guide. So, materials 

were prepared according to the facilitation guide 

(EO1M, 3 November 2018). 

 The objectives were 

coherent with 

teaching challenges 

The new syllabus has sections that are very 

different from the old one. Assessment of the 

lesson plan and scheme of work was challenging. 

Understanding what competence is, was a 

problem (T3K, 22 November 2018). 

 The in-service 

training objectives 

were clear and 

stated in 

understandable 

terms. 

Yes, the objectives were clear to add knowledge to 

the teachers. I think that was the main objective 

(T9K, 18 September 2018).  

The course objectives were good (T6M, 24 

September 2018). 

 

  
The training was 

coherent with the 

national policies 

and framework.  

** 

**Data were derived from a documentary review 
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Data in Table 10 indicates that the training was motivated by the need to transform 

English language teacher practice (teaching and assessment) from content-based to 

competence-based. One of the unprecedented challenges and consequences of curriculum 

change mentioned by RCoM was students’ mass failure in the English language in 

national form four examinations in 2010, 2011 and 2012 due to curriculum-examination 

mismatch. Given the curriculum change and poor performance in the subject, teachers 

had to be trained to help them transition from content-based to competency-based 

language teaching in lesson preparation, presentation, assessment and evaluation.  

 

Furthermore, data from the document review revealed that a government survey for need 

assessment was done at the national level in 2011. The survey affirmed that English 

language teachers faced challenges interpreting the competency-based syllabus and 

teaching some components. Even though the documents indicate that a survey for need 

assessment was done, trainees in the studied regions were not involved.  While that was 

the case, the regional implementation guide, indicated in Table 11, allowed regional 

customisation of the INSET objectives.  
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Table 11:  Implementation plan for English Language Teacher’s facilitation workshop, 2014 

Objective Activities Actors Time frame 

To train 

teachers 

on 

curriculu

m 

implemen

tation and 

to 

improve 

their 

ability to 

use the 

English 

language.  

Preparation on identifying the 

number of English teachers in 

Kilimanjaro 

Regional facilitator,  

DEDs and REO 

September October November December 

1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 

✓                 

Identifying a suitable place for 

conducting the workshop 

Regional Education Officer 

and Regional facilitator 

 ✓                

Analysing the content of the training 

as per the needs of the region 

Regional technical team and 

regional facilitator 

      ✓           

Testing the analysed content in 

selected /sampled schools (pilot 

studies)/facilitate 

Regional facilitator, 

Regional technical team and  

Regional management team 

       ✓          

Re-analyzing the content after pilot 

studies 

Regional facilitators and  

Regional technical team 

          ✓       

Analysing the required T/L as well as 

the cost of the training such as meal 

allowance, transport, night 

allowance, stationaries and 

secretarial  

Regional facilitators 

and Regional technical team 

           ✓      

Formulating a timetable for the 

workshop 

Planning who to facilitate on what 

topic  

Regional facilitators and  

Regional technical team 

            ✓     

To conduct English language 

teachers workshop cycle one for five 

days  

Regional facilitators and  

Regional technical team 

             ✓    

Evaluate the workshop. 

Writing a report on the workshop 

Disseminating report 

Regional facilitators and  

Regional technical team 

              ✓   



77 

Table 11 indicates the need for objective customisation. The process was done by piloting 

and re-analysing the content to ensure the goals related to the actual EFL teachers’ needs. 

However, from the organisers’ perspectives in Table 10, customisation was not done 

because materials for INSET (training manual and handbook) were already in place. 

Moreover, EOK2 remarked the following:  

Most of the time, training is done at the national level. So, even needs 

identification is made at the national level. At the council level, we are involved 

in the participants’ selection and implementation of the training. But we do not 

need identification. If that was the case, every municipal could prepare its own 

since there could be no uniformity (EOK2, 12 February 2019).  

Based on the above quotation, customisation was avoided to maintain content uniformity.  

 

Remarkably, despite the INSET objectives not emanating from actual EFL teachers’ 

needs in the studied regions, findings in Table 10 indicate that respondents applauded the 

training objective for being good and clearly stated in understandable terms. Besides, the 

objectives were coherent with day-to-day syllabus implementation challenges. 

Nevertheless, some respondents still viewed goals as irrelevant to real classroom 

situations. For example, participants TIK remarked that the challenges she faced before 

the training continued to exist even after the training: 

What we learn from the training is not related to the classroom situation. For 

example, you may be taught how to manage a class with many students, but what 

are the students’ abilities? They take it too general and say that no student cannot 

be taught. When you have a lot of students in class with different 

skills/capabilities, and some don’t know how to read and write, it is challenging 

(T1K, 24 September 2018).  

T1K perceived the training objectives as irrelevant because, in some cases, the ideas were 

too artificial to be implemented in a classroom setting. In addition, T5K commented that 

large class size makes some ideas learned to be unrealistic. 

Let us start with the teaching environment. The place where I teach has classes 

and teaching and learning materials. But some things are not there. For example, 

the number of students in private schools is not more than twenty-five (25). But a 

government school has up to eighty (80) students. So, it isn't easy to reach the 

lesson objective in eighty (80) minutes (T5K, 24 September 2018). 
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While TIK and T5K complained of irrelevant objectives, others needed more than the 

training objectives could offer. For example, T2Kcommnetd, “I wished they would tell us 

how to deal with students, especially with changes of rules to no corporal punishment”.  

Thus, she desired to learn other classroom management skills that do not include corporal 

punishment. T2K expected that the INSET objectives could have included reading:  

The training objectives could have also focused on topics related to reading 

responses. Even if you check national examinations, reading carries a lot of 

marks. If students know literature books, they have passed even without reading 

any other topic (T2K, 17 September 2018).  

Thus, T2K needed to learn more about literature since many marks in national 

examinations are allocated for questions relating to literary works.  

 

In connection to the objective being coherent with teachers’ work, it was also coherent 

with the nation’s policies and framework. The documentary review showed that the in-

service training was supported by policies, plans and frameworks that insist on properly 

re-training teachers to develop students with skills and not just knowledge. To start with, 

Section 3.4.3 of the 2014 Education and Training Policy states that: “the Government 

shall provide a conducive environment and ensure that the education and training sector 

produce skilled and enough manpower to meet the requirements of different sectors for 

the development of the Nation” (URT, 2014). The policy section stresses the need for the 

education sector to produce a skilled workforce. Even though the policy does not directly 

state the issues of INSETs as it was in the 1995 Education and Training Policy that in-

service training and re-training should be compulsory to ensure teacher quality and 

professionalism (URT, 1995), still skilled workforce that education needs to create comes 

from qualified teachers prepared by either pre-service or in-service teacher training.  

 

Moreover, the Education Sector Development Plan (ESDP) of 2016-17 to 2020-21 strives 

to improve the quality of teaching by having qualified teachers at all levels through 

teacher training as per their needs. Besides, even the Public Service Regulations of 2003 

Sec. 103 stipulate the requirement for employers to set aside funds for annual public 

workers re-training, conduct needs assessments, and train and monitor the programme for 

better results. On top of that, the 2020 National Framework for Continuing Teachers 

Professional Development insists on moving from a business-as-usual INSET to a more 

regular, ongoing, sustained, supported, and teacher-driven INSET. The focus is to help 
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teachers employ appropriate pedagogical and content knowledge that facilitates students’ 

acquisition of competencies using inclusive pedagogy and andragogy teaching approach 

and information communication technology (ICT) in teaching.   

 

Moreover, the findings indicated that the INSET was guided by the “Guideline for 

Effective Operation and Management of In-Service Training for Secondary School 

Science and Mathematics Teachers.” While we appraise the presence of an 

implementation guideline that ensured the programme was uniformly conducted 

throughout the country, as the name reads, it was explicitly meant for ordinary-level 

science and mathematics teachers and not English language teachers. However, it became 

helpful since English language teachers were added along the way (during the third cycle 

of training for mathematics and science teachers). Therefore, there was no time to adjust 

the guideline or produce one; instead, they adopted what was readily available.   

 

In a nutshell, despite the challenges that were observed in customising the INSET 

objectives, the irrelevance of the objectives to some of the respondents, the need for more 

objectives and uncustomed implementation guidelines, the INSET was timely needed, 

with clear and relevant goals and it supported by relevance legal framework, policy and 

regulation. 

 

5.1.2 Trainees’ selection  

Evaluation of trainees’ selection aimed at analysing the extent to which relevant 

participants were recruited and if their recruitment was based on the required merits. The 

results are summarised and presented in Table 12. 
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Table 12:  Trainees’ selection  

Aspect Indicators   Interview quotes 

Trainees’ 

selection 

The trainees 

were selected 

based on the 

established 

criteria.  

We selected trainees by analysing the performance 

of an individual teacher. Those who perform below 

the average may have weaknesses, so you help 

them improve their performance. Also, teachers in 

remote areas do not interact with other teachers, 

so they are considered first. For example, if you 

take teachers from Kibacha and Same Secondary, 

they are all in town and can meet for discussion 

and knowledge sharing. But there is a teacher from 

Chalawe. For them to reach Same and meet with 

other teachers for discussion will cost him 50,000 

Tshs. Therefore, those must be trained first (EO1K, 

28 January 2018). 

 

 Forty (40) EFL 

teachers were 

trained at a time. 

The number of trainees was not 40. Due to a lack 

of sufficient budget, even the number of teachers 

who participated in each training was very few. 

For example, only twenty-five (25) English 

language teachers from the whole region were 

involved in cycle one (EOM1, 21 November 2018). 

 

 Trainees have 

shared 

characteristics. 

** 

** Data were derived from a documentary review 

 

Data in Table 12 indicate that trainees were selected based on the rural/urban divide. EFL 

teachers residing in rural schools were preferred since they were perceived to be 

unmotivated, neglected and receive fewer opportunities for training. So, attending the 

INSET was also a way to motivate them.  On another occasion, selection considered those 

who were actively teaching the subject at the time:  

We have a list indicating all teachers, their teaching subject, and schools where 

they can be found. But we also called the heads of the school to ensure that the 

teacher who got selected was teaching the English language at the time. Some 

teachers learned to teach English and other subjects; however, at that moment, 

they were not teaching it (EO2K, 12 February 2019). 

Thus, based on EO2K’s comment, one had to be an active English language teacher to be 

selected.   
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Besides being an active practising teacher, seniority was also a factor, as elaborated in 

the following quotation:   

But we were also looking for seniority. Other schools received a lot of newly 

employed teachers. Therefore, teachers with experience understand the 

challenges facing English language teaching. Therefore, if they attend the 

training, they can share and train with junior recruits (EO2K, 12 February 2019).  

Therefore, teachers with more experience were favoured in some cases as they were 

presumed to have more capacity to train others.  

 

Secondly, regarding the number of trainees, the interview and documentary review results 

pinpointed that instead of 40 trainees per region per cycle, only twenty (20) English 

language teachers were trained in Kilimanjaro, and twenty-five (25) were trained in 

Manyara. The above finding was against established criteria in the implementation 

guideline, which suggested that forty teachers per subject should be taught in one cycle. 

However, the number was limited due to financial constraints. Yet, despite the limited 

number of participants, each district in each region had a representative(s). The profile of 

those who attended and interviewed in the study is presented in Table 13.   
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Table 13: Trainees’ profile by gender  

Name  Type of 

school  

Gender  District  Education 

Level  

Subject Majored Working 

experience  

T1K Public  Female D1K Master 

Degree 

 

 

Environment Eng. 

(Master Degree) 

Geography; 

Literature (Bachelor 

Degree) 

English (Diploma) 

12 years  

T2K  Public  Male D2K Bachelor 

Degree 

English; Kiswahili 9years 

T3K Public  Female D5K Diploma Kiswahili; English 33years 

T4K Public  Female D3K Bachelor 

Degree 

Linguistics; 

Geography  

4years 

T5K Public  Male D1K Diploma Geography; English  6years 

T6K Public  Female D5K Bachelor 

Degree 

English  9years 

T7K Public  Male D3K Bachelor 

Degree 

English; Geography  3years  

T8K Public  Female D4K Bachelor 

Degree 

Linguistics; 

Literature 

3years 

T9K Public  Male D6K Bachelor 

Degree 

English; History  4years 

T10K Public  Female  D3K Bachelor 

Degree 

English; Geography 

(Diploma) 

Geography (Degree) 

17years 

T11K Public  Female D4K Bachelor 

Degree 

English 

Geography 

(Diploma) 

English; Literature 

(Degree) 

11yeras 

T12K Public Male D4K Bachelor 

Degree 

Kiswahili; English  3years 

T13K Public Male  D4K Bachelor 

Degree 

Linguistics, 

Geography  

9years  

T1M Public Male D3M Bachelor 

Degree 

English  5yers  

T2M Public Female D1M Bachelor 

Degree 

Kiswahili; English  12years 

T3M Public Male D1M Bachelor 

Degree 

English; History  14yers 

T4M Public Male D3M Bachelor 

Degree 

English; Geography  5years 

T5M Public Female D2M Bachelor 

Degree 

English; Kiswahili  6years 

T6M Public Male D2M Master 

Degree 

English; Literature 

(Bachelor 

Degree) 

Ed. Planning 

(Master Degree) 

6years 

T7M Public Male D1M Bachelor 

Degree 

English; History  11years 

T8M Public Male D1M Advanced 

Diploma 

English  6years 
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 Thus, based on the findings in Table 13, all participants were active English language 

teachers. Their level of education ranged from diplomas to master’s degrees. They all 

majored in English or Linguistics as their teaching subject, even though they taught varied 

grades from Form I-IV. Their teaching experience also varied between 1-3 years, 4-6 

years, 7- 18 years, 19-30 years, and 31-40 years, respectively. Moreover, it was noted that 

all participants came from public schools because private schools had their own INSET 

arrangement.   

 

5.1.3 Approach for INSET implementation 

Documentary review indicated that the INSET was designed to be conducted using a 

cascade model. Two levels of training were developed: national facilitators and regional 

facilitators. Therefore, national facilitators trained the regional trainers, who trained 

English language teachers in established regional centres. Trained EFL teachers at the 

regional centres were also expected to continue training other language teachers in their 

respective districts and schools. Thus, the evaluation of the INSET implementation 

approach focused on evaluating the extent to which Hayes (2000) proposed cascading 

principles were considered. The results are presented in Table 14. 
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Table 14:  Approach for INSET implementation 

Aspect Indicators   Interview quotes 

INSET 

implementation 

approach  

Knowledge 

cascaded to other 

EFL teachers who 

were not trained. 

During the department meeting, I tried to 

say that the curriculum has changed, and 

we need to use more of a student-centred 

method. When you teach past tense, do not 

start by telling students how the past is 

formulated. So, I tried, but I was not that 

serious. Why could I be serious when I was 

not that good (T6M, 15 November 2018)? 

 

After the seminar, we were told to share it 

with our colleagues. We have come across 

a challenge that when you communicate 

with a teacher, for example, how to write a 

guide instead of a to-guide, they don’t 

understand. It is just a disturbance, a 

considerable disturbance. They will 

question why we should live this out. Why is 

it like that? (T5K, 24 September 2018). 

   
Expertise must be 

diffused through 

the system as 

widely as possible, 

not concentrated at 

the top. 

That was the plan, and I even promised to 

go. But there was no one to cover the 

expenses. They asked us to volunteer for 

training and follow-up at the district and 

school levels. It is possible to volunteer 

within a school but not outside the school. 

Therefore, there was no follow-up for 

feedback. The seminar ended (F1K, 20 

October 2018).   

 

 A cross-section of 

stakeholders must 

be involved in the 

preparation of 

training. 

As head of school, I was not involved in 

planning. You are just involved when they 

tell you to bring teachers for training. It 

may come in two faces: they either send 

names, and you are asked to release them, 

or you are asked to appoint who should 

attend (HoS1M, 8 November 2018).  
 

Data in Table 14 stipulates that the cascading principles were not adhered to. Those who 

were expected to sustain training of EFL teachers at schools and district level failed to do 

so because they lacked sufficient content knowledge and could not handle follow-up 

questions.  
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Another challenge was the failure to involve heads of schools beyond selecting or 

realising participants. The challenge was also reported by the INSET regional coordinator 

that: 

The challenge was that the heads of the school were not part of the programme. 

As a result, they failed to be supervisors. Teachers have been receiving training, 

but when they return to school, they do nothing, and there is no one to account 

for. The head of the school was not aware of the content or even how cascading 

should be done (RCo1, 21 November 2018). 

Therefore, since the heads of schools were not part of the training design and 

implementation, they did not know what to do with those trained. On the other hand, 

district education officers were involved in the planning. Still, they were not trained on 

content related to competency-based teaching as enumerated by DEO1K: “As academic 

officers, we are mostly in the technical team. Mostly, we do not learn what teachers learn. 

But we are taught how to prepare for the training (DEO1K, 12 February 2019).” Thus, 

education officers participated in training as administrators. As a result, it created a 

misunderstanding between them and the teachers they were to supervise and inspect, as 

noted by HoSK3.  

In writing assessments also, there is a challenge. For example, in the scheme of 

work, we write assessments as a question in a lesson plan. Also, some teachers 

write statements while others write assessment tools. Even when school inspectors 

come, they explain something different from what teachers know. There is no 

consensus (HoS3K, 4 February 2019). 

 

Despite the challenges in cascading, some tried to disseminate the knowledge gained to 

others, but they encountered several challenges, such as conflicting information, as T1K 

commented in the following quote.  

Sharing was good, with some arguments. For example, we were two teachers who 

attended two different trainings. We were taught the same thing, how to write 

assessment columns in a lesson plan, differently. There was confusion about 

which version was correct (T1K, 24 September 2018).  

 

We did share, but the response was not so good. When you tell a person that a 

lesson plan or scheme of work is supposed to be like this, another time, school 

inspectors say something completely different from what you have just shared. 
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Even last year, another teacher attended additional training and came up with 

something different from what we were taught in Same.  Which one should we 

accept? Which one is correct? Ultimately, despite INSET, teachers stick with what 

they were told in the university (T4K, 30 January 2019). 

The above quotation indicates that sharing was affected by conflicting information. 

Facilitators for dissimilar INSETs had different understandings of the same topic. 

Unfortunately, trained teachers and school inspectors also did not have standard 

knowledge.  

 

While T4K and T1K encountered poor responses because of conflicting information, T6K 

encountered negative responses because not every language teacher had an equal chance 

to attend the training.  Particularising on the issue, T6K said:  

When I was training those who did not attend the training, the majority had a 

negative attitude. They think we were less experienced to tell them what to do 

because they went to a better university than I. Some were jealous of why they did 

not get a chance to attend training like me (T6K, 24 September 2018). 

Thus, the negative response was because they did not have confidence in his knowledge 

and ability to train. Others were jealous of not being selected to be trained at the regional 

level. Prior knowledge gained from the university and the level of education was also 

mentioned to be a challenge. Explaining the challenge, T9K voiced that: 

The response was not so good. Teachers were rigid in learning and always 

assumed they knew. Some were busy comparing with what they were taught in 

university (T9K, 18 September 2018).  

Likewise, T3K commented the following:  

When we were sharing, you could see teachers rejecting the new ideas because 

they were not taught like that in the university. Also, when a teacher has 1st and 

2nd degrees, how do you convince them? That applies even to school inspectors. 

You see them still clinging to what they were taught at university (T3K, 22 

November 2018).  

Thus, the response was negative when the knowledge shared differed from what was 

learned from the university. Also, training those with more qualifications was hard if a 

teacher sharing was less qualified. 
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Generally, the plan to use a cascading approach was good. However, the finding indicated 

cascading principles were not adhered to, and teachers’ reaction to the approach was not 

anticipated. Besides, with no training provided to the heads of schools, they could not 

supervise or guide the INSET cascading at the school level. Similarly, failure to train 

district education officers and instructors made them not have a mutual understanding of 

how some aspects of the lesson plan and scheme of work should be written.  

 

5.2.4 INSET duration and time 

Besides evaluating the INSET relevance, trainees’ selection and approach, the evaluation 

of context also looked at the duration and time of the INSET. The focus was to evaluate 

if the programme was designed to be conducted in an intensive and sustainable period to 

achieve the INSET goals effectively. The findings from the interviews are presented in 

Table 15.  

 

Table 15: INSET duration and time 

Aspect Indicators  Interview quotes  

INSET 

duration 

and time 

The training was 

conducted in three 

phases (10 days per 

cycle per year) 

  

We did not even have three phases. We did one, 

and that is it (F1K, 20 October 2018). 

 

 The training time 

and season were 

appropriate.  

The time was ok because it was during the 

holiday. I remember advanced students were 

there, but the rest went on holiday (T5M, 15 

November 2018). 

 

 The way of inviting 

participants was 

appropriate.  

I do not remember; it was just a short letter 

indicating that I should go for training at Dareda 

Secondary to implement the competency-based 

curriculum (T5M, 15 November 2018). 

I was not given a letter; I just received a phone 

call since it was a holiday (T7K, 20 October 

2018). 

  
 The training 

duration was 

sufficient to deliver 

the course.  

They tried, but not enough. We were being taught 

to the extent you get a headache. It was a back-to-

back session (T1M, 19 January 2019). 

Many things were clustered so that we covered 

everything within the allocated time. Otherwise, 

the content could be taught for the whole year 

(F2M, 13 December 2018). 
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The findings in Table 15 show that the INSET duration was inadequate compared to the 

training content. Others perceived a year was needed to accomplish what was condensed 

to ten days. Concerning training time, data from the documentary review indicated that 

training had to be conducted during school holidays. While no challenge was reported 

with the timing, the information was not shared early. Some trainees were unaware of the 

training till they received a phone call invitation. Consequently, they missed some days.   

 

To summarise the context evaluation result, the findings indicated a genuine need for 

INSET. Participants found objectives relevant to teachers' needs even though they were 

proposed using a top-down approach, without any modification to accommodate actual 

EFL teachers’ learning needs and those of their students. Relevant trainees were selected, 

even though they varied in grades, school location and teaching. Besides, cascading plans 

did go as recommended and were not inclusive. Lastly, while the timing for training was 

good, it was poorly communicated, and the duration was limited.  

 

5.2 Evaluation of INSET Resources  

Objective two focused on participants’ views on the sufficiency of the human and non-

human resources provided to ensure that the programme achieves its objectives. The 

evaluated aspects include facilitators (national and regional facilitators), material and 

facilities funding and incentives, as well as the training centre. The results are presented 

in the subsequent sub-sections.  

 

5.2.1 INSET facilitators  

The INSET has two major categories of experts: national facilitators (NF) and regional 

facilitators (RF). NFs were responsible for training RFs, who taught EFL teachers in their 

regional centres. Therefore, evaluation aimed at determining the extent to which they 

were selected based on the criteria. The findings are presented in Table 16. 
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Table 16: INSET facilitators 

 

Data in Table 16 reveals that regional facilitators’ profiles matched the selection criteria 

established. They were both professional classroom English language teachers with 

teaching experience of more than three years and degree holders. It was further indicated 

that trainees perceived them as competent in their training areas.  

 

Aspect  Indicators     Interview quotes 

Facilitators Facilitators were 

active EFL 

teachers. 

I teach English and literature (F1M, 13 

December 2018).  

I have been teaching the English language, 

which I majored in diploma (F1K, 20 October 

2018).  

  
 Facilitators had 

more than three 

years of teaching 

experience  

I started to teach in 2001 after I graduated with 

a diploma (F1K, 20 October 2018). 

I have been teaching the English language since 

2007, when I was employed as a licensed teacher 

(F1M, 13 December 2018) 

. 

 Facilitators were 

able to comply 

with professional 

codes of conduct  

You find the trainer selects one person as if 

others do not exist. I noticed that in class. 

Trainers used to ask questions to a few trainees 

whom they were familiar with. They should 

master the names of every trainee so that there is 

equal participation (T8K, 26 September 2018).  

  
 Facilitators 

encouraged 

teamwork.  

Mostly, it was discussion, and they were 

facilitating. Everything they do, we have to 

discuss. There was nothing significant that the 

trainer was doing. He may write things on the 

blackboard and ask what we know. Then, they 

put us in a group so that we could discuss (T6K, 

24 September 2018). 

  
 Facilitators were 

able to provide 

trainees with 

feedback and 

conclude the 

lesson.   

They were no conclusion. Those who were 

teaching were teachers like us from our work 

environment. They just received a seminar, and I 

think they also did not conclude (T5K, 24 

September 2018). 

  
 The facilitators had 

good 

communication 

skills.  

They were perfect. Then there was this young 

facilitator who was very good. Their language 

was good, and there was feedback (T11K, 6 

February 2019). 
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Besides, the documentary review highlighted that they were trained for ten (10) days, 

from 21st August to 30th August 2014. Their facilitators comprised university lecturers, 

college tutors, school inspectors, and other officials from the Tanzania Institute of 

Education (TIE) and the National Examination Council of Tanzania (NECTA). 

Inopportunely, results indicated no criteria were established for selecting national 

facilitators (beyond mentioning their titles). 

 

Furthermore, respondents’ training diaries and reports also highlighted their training 

content. They were trained on facilitation skills, curriculum implementation and 

competence-based approach, lesson plans and teaching aids. In addition, they covered 

how to plan, teach and assess listening, speaking, writing and reading skills. However, 

the above training content was not entirely per their role and responsibility. As 

facilitators, they had other obligations and responsibilities such as facilitating need 

identification, planning and organising the in-house and cluster-based training. Yet, the 

above aspects were not part of their training content.  

 

The result in Table 16 also compiled respondents’ perceptions of the quality of regional 

facilitators. They perceived them as people who set trends for independent learning, 

provided tasks and allowed trainees to discuss and present what they had discussed. They 

did not dictate; instead, they encouraged collaboration and group discussion. Moreover, 

they were described as competent, polite in their language, and considerate of trainees’ 

prior knowledge. Nevertheless, despite the aforementioned constructive views, they 

could not make a valid and exhaustive conclusion. Another concern raised was that they 

were judgmental and favoured the trainees they already knew to answer the question, 

ignoring others.  

 

Generally, from the respondent’s views, the facilitators’ quality was good. However, they 

lacked some qualities. Unfortunately, many of the complained qualities, such as 

facilitation skills, interpersonal communication and knowledge and skills on the subject 

matter, were not part of the criteria used to select them or their training content.  
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5.2.2 Training facilities and materials 

On training facilities, the study sought to find out the materials prepared to support the 

achievement of the INSET goals training and their sufficiency. The study findings are 

summarised and presented in Table 17. 

 

Table 17: Training facilities and materials  

Aspect Indicators   Interview quotes 

Training 

facilities  

and 

materials  

A handbook 

was provided to 

every trainee 

before the 

training  

They gave materials at the end, which was also a 

challenge. Some of us were even surprised that there 

was a handout. You run to make a copy. We did not 

know even at what time they were given. It was like a 

takeaway gift I did not have time to go through (T5M, 

15 November 2018).  

 

 Learning 

facilities such 

as computers, 

printers, 

photocopy 

machines, 

duplicator 

scanners, and 

LCD projectors 

were available.  

They had a manila, marker pen, and flip charts, and 

we were provided with a notebook. But the book you 

will use to select the topics and the syllabus we had to 

go with them (T4K, 30 January 2019). 

Facilities were challenging. You could not present 

things in softcopy because another person was using 

the projector. Materials and teaching facilities were 

scarce as the training was conducted along with 

science teachers’ training (F1M, 13 December 2018). 

 

 

 Teaching 

artefacts such 

as books, 

syllabi and 

material for 

producing 

teaching aids 

were proved.  

Books and syllabi, I had to go and look for them at 

schools. They just gave us a Manila card. If you want 

flowers or sorghum, you have to buy them yourself. 

They didn’t prepare material for us to use for making 

teaching aids. They just had a few, which they used to 

show us as a sample (T11K, 6 February 2019).  

 

Information in Table 17 highlights the challenge with training material and facilities. For 

instance, the trainee’s handbook was provided as a soft copy at the end. Hardcopies were 

available at the trainees’ expense. Therefore, getting a guidebook was whether trainees 

had money to print it or take it in a memory stick. Moreover, the fact that they would be 

issued a handbook at the end of the seminar was not communicated to everyone. Some 

did not know that even handouts existed until they saw their colleague having a copy.  
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Moreover, there was a shortage and lack of equipment for facilitations. Projectors were 

insufficient, while computers, printers, TV sets, and DVD players were unavailable. As 

a result, the use of manila, notebooks, flipcharts and marker pens as teaching and learning 

facilities dominated. Both trainers and trainees were required to have personal computers, 

syllabi and materials for making teaching aids. However, they were not told in advance. 

Even a letter inviting participants to attend training did not mention what was unavailable 

and what they needed to bring along. When asked why they did not notify trainees about 

the equipment they needed to bring with them, EO1K echoed, "I do not have to write that. 

In today’s world, you need to have it”. For him, coming with the items was automatic 

and not something that needed to be communicated. Fundamentally, the INSET was 

deprived of the material and facilities required for effective learning and achievement of 

training goals. 

  

5.2.3 The training centre  

The question that lingered while evaluating the training centres was whether the selected 

training centres had a conducive learning environment. Data from interviews and 

documentary reviews depicted that the INSET was done at a chosen school. Trainees had 

to travel and meet at identified locations. Thus, respondents’ evaluation of the overall 

training environment is presented in Table 18.  
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Table 18: The training centre  

Aspect Indicators Interview quotes 

Training 

centre 

Easily accessible by 

public transport as well 

presence of 

accommodation facility 

and other social services 

nearby 

The challenge for me was where we slept. We 

slept in a students’ hostel, which was around 

the school. But the place was dirty and dusty, 

with old students’ mattresses with no 

mosquito net. Even people who clean the 

hostels were not there (T6K, 24 September 

2018). 

 

 The centre was already 

equipped with laboratory 

equipment, computers, 

printers and photocopy 

machines, duplicators, 

scanners, LCD 

Projectors, TV sets, and 

DVD players. 

If you had work that needed printing, you had 

to print in the Same Town.  Or you can find 

someone who will sleep in town and give 

them your work so it can be typed. So, doing 

tasks that required a computer was 

complicated and expensive (T6K, 24 

September 2018). 

 

 Has electricity and water 

supply 

 Water was scarce and salty. We had to buy 

drinking water there (T6K, 24 September 

2018). 

Specific classrooms used for learning did not 

have a powerful access point (T2M, 13 

December 2018). 

 

 It has a convenient 

working space. 

The chairs were comfortable. The number of 

students in the class was supposed to be 40, 

and we were less than that (T1M, 19 January 

2019) 

 

 Food was provided 

through the training.  

We were given breakfast and lunch. In the 

evening, we had nuts and soft drinks in the 

evening. The environment was unsafe when 

we went to look for dinner. The food was not 

good. Sometimes, we had to go and eat in 

town. The challenge with going to town is 

that we feared rape and thieves since we were 

unfamiliar with the place (T6K, 24 

September). 

 

Table 18 illustrates several challenges with the training centre. One is the shortage of 

accommodations near the training centre. Even those available, such as students’ and 

church hostels, were not clean, had bedbugs, no mosquito nets, and had old mattresses. 

In Dareda, few available guesthouses did not match the number of trainees. Hence, some 

were forced to sleep more than one in a room, as commented in the following verbatim:  
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Accommodation, for example, the guest house, was not at par with the money we 

had paid. Besides, we had to share a bed because only one guest house was close 

to the centre. Some had to sleep in the Dareda town, far from the training centre. 

They had to come by motorbike in the morning (T4M, 19 January 2019). 

 

I and some of my colleagues slept in a church hostel. We were paying 3000/=Tsh 

per day. We were lucky somehow. Some slept in bit expensive places (T5K, 15 

November, 18).  

The above quotes indicate that the accommodation was not suitable. However, T5K was 

grateful that they got a cheap place to sleep.  

 

The second concern with the training centre was the lack of social services nearby. Thus, 

they were forced to visit the town centres whenever they needed to access stationery or 

computer service. In addition, while water was there, it was not available throughout the 

day, especially in Same. Parallel, while the centres had electricity, power access points 

were not installed, especially in the classroom used for parallel sessions. Nonetheless, 

despite the challenge with accommodation and other social services, the overall quality 

of the classes and training environment was perceived to be ordinary.  

 

Though uncomfortable, the classes had chairs, rooms were ventilated, with enough 

working space, and the overall climate was quiet since no students were around. 

However, classrooms were dusty since they were not frequently cleaned, as T6K was 

quoted explaining the situation: “There was no frequent cleaning, but for the case of just 

having a venue and sitting, it was ok.” T5M also aired a similar assessment: “We used a 

normal classroom. The chairs and tables were just normal. You cannot say they were 

very comfortable.” Consequently, one of the facilitators (F1M) suggested that the overall 

training infrastructure needed to be improved.  

The training centre was bad. But you know, teachers, we are used to bad working 

conditions to the extent we think that we deserve to work in that environment 

{laugh}. The atmosphere and infrastructure need to be comfortable. But you find 

that we used students’ tables, chairs and blackboard. They must advance and 

improve (F1M, 13 December 2018). 

To sum up, the quality of the training centres and its surrounding environment were below 

the standard. 
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5.1.4 INSET funding  

For any in-service teacher training to be conducted smoothly, sustainable funds are 

needed to facilitate planning, implementation and monitoring. Data obtained from the 

document review indicated that 19,940,000/= Tsh was estimated to be the budget for the 

INSET implementation.  

 

Table 19: The INSET budget  

No.  Activities Analysis of item Amount (Tsh) 

1 Identify the number 

of teachers 

 Four (4) facilitators @50,000/ for 

communication  

200,000/= 

  100 chairs @200 for 10days 200,000/= 

2 Venue and facilities Electricity 10days @10,000/= 100,000/= 

3 Analysing the 

content of the 

training 

13 participants @65,000/= 845,000/= 

4 Facilitate the 

analysis of content 

in sample school 

Four (4) facilitators @50,000/= 200,000/= 

5 Re-analyzed the 

tested contents for 

facilitation  

14 participants @65000 910,000/= 

6 Implementing 

INSET 

Meal allowance 60 participants 

@15,000/= per 5 days 

Transport allowance 60 @20,000/= 

5days  

Night allowance, 4 @65,000/= 

5days 

Stationaries 60 @10,000/= 

Secretarial services 60 @10,000/= 

4,500,000/= 

 

6,000,000/= 

 

1,300,000/= 

600,000/= 

600,000/= 

7 Evaluate the 

workshop 

Regional technical team (13) and 

regional facilitator @65,000/= 

5days  

4,225,000/= 

8 Writing and 

disseminating the 

report  

Regional facilitator (4) 65,000/= 260,000/= 

 Total   19,940,000 

 

The budget in Table 19 indicates the funds needed for different INSET activities from 

planning, implementation, evaluation and reporting. Based on the documentary review, 

the expenses were to be covered by the INSET budget from the regional administrative 

office, council and school’s contribution. Also, the regional management team had to 

secure funds from other sources.  
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Therefore, the main question on the programme funding inquired about the extent to 

which the INSET was sufficiently funded for its smooth implementation. The answers 

are communicated in Table 20.  

 

Table 20: Availability of INSET funding 

Aspect Indicators  Interview quotes 

INSET 

Funding  

MoEST, PO-RALG, Regional 

administrative offices, and the 

council sufficiently subsidise 

the INSET.  

Getting funding from the local government 

was a challenge. For them, it was not a 

priority. They commented we have 

pressing issues with water and roads. Why 

should we send money to teachers (RCoK, 

21 November 2018)?  

 

 Participants coming far from 

the RC were paid 

35,000/=Tsh per day 

(accommodation and pocket 

money), while those within 

the RC were paid 

15,000/=Tsh per day (pocket 

money) 

Yes, we were paid somehow a lot of 

money. It was a flat rate of 500,000/=Tsh. 

(T6K, 24 September 2018) 

We paid 35,000/=Tsh. For ten days as an 

allowance for accommodation and 

evening meals (RCoM, 8 November 2018). 

 

 Regional trainers were paid 

50,000/=Tsh per day.  

The allowance was outstanding. I was 

paid 950,000/=Tsh as a facilitator 

(F1M,13 December 2018).  

 

 Transport costs were 

refunded.  

Teachers who were coming around the 

centre were not paid transport. They were 

given half of the per day allowance. For 

example, we were counted as people close 

to the training centre, but from here to 

Dareda Secondary School is 15km. There 

was a strike for two days, but later, they 

settled, and we were paid like others 

coming far (TM8, November 14, 2018). 

 

The comments in Table 20 show that despite a clear stipulation of where the fund should 

come from, it was not provided as local council priorities are not on teachers’ training. 

RCoK further explained that for failure to secure the intended fund, the solution was to 

use donor funds guaranteed to train science and mathematics teachers, who, by the time, 

were in their 3rd cycle.  

The money for including English language teachers came from the fund allocated 

for science teachers. The number of training days had to be cut from ten to seven 
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days so that money could be used to run training for English teachers (RCoK, 21 

November 2018). 

Therefore, for the Kilimanjaro Region, the number of training days for science and 

mathematics teachers had to be reduced to accommodate the training of English language 

teachers. As for Manyara, the fund to involve English language teachers came from the 

President’s Office–Regional Administration and Local Government (PO-RALG); as a 

member of the Manyara Regional management team stated: 

Generally, it was provided by TAMISEMI from the in-service training budget. 

Even at the council level, the fund for INSET is there. If not implemented, they 

usually change and use funds in other activities (RCoM, 8 November 2018). 

Generally, the established mechanisms for obtaining funds for INSET did not work, and 

each region had to use different means. As a result, even the amount for trainees’ 

incentive varied considerably.  

 

However, notwithstanding the encounters in obtaining funds for INSET, participants 

acknowledged receiving the allowance for meals, accommodation and travel expenses. 

In an interview, especially with trainees from Manyara, many challenges were noted with 

incentives for trainees. For instance, allowance per day was insufficient since 

accommodation was more expensive. T4M commented, “Some were sleeping in the 

guesthouse, which cost twenty to thirty thousand”. Thus, if they were paid 35,000/= Tsh, 

and the guest house cost ranged between 20,000/= to 30,000/= Tshs, all the money can 

be used to pay for accommodation only.  

 

Apart from the unsatisfactory payment, the delay was also commented on, which caused 

trainees to boycott training during the two last days as RCoM commented: “Just that they 

were delays with the process. So up to the 4th day because signatories were not around.” 

In addition to delays in payment, a refund for transport was also an issue, especially when 

trainees were paid a flat rate while some needed to be paid on transit allowance. Also, the 

clause that participating teachers from within/near training centres are paid 15,000/=Tsh 

per day (pocket money) was challenging. Some schools were considered close to the 

training centre, yet they were not. Broadly, the findings on resources indicated that the 

INSET lacked sufficient and proper funding mechanisms. The situation above affected 

the smooth implementation of the programme and the ability to achieve the goals.   
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5. 3 Evaluation of the INSET Implementation  

Beyond evaluating the in-service training context and resources, objective three collected 

data on how it was transacted. Data were collected on the teaching/ learning methods, 

assessment during learning, training content and trainers’ ability to deliver the 

programme’s content.  The findings are detailed in the subsequent sub-sections.  

 

5.3.1 Training content and timetabling  

Evaluation of the training content and timetabling focused on the extent to which the 

INSET content was coherent with the INSET goals, proposed curriculum change and 

subject-specific. The documentary review indicated that the training content included the 

following topics: Structure and organisation of the topics in the 2005 syllabus, the 

overview of the 2005 English language syllabus, overview format for a scheme of work 

and lesson plan, as well as teaching listening, speaking, reading, and writing. Other topics 

included teaching language form and functions and classroom management and 

organisation. Respondents’ perception of the content is attainable in Table 21.  

 

Table 21: Training content and timetabling 

Aspect Indicators a  Interview quotes 

Training 

content and 

timetabling  

The content was 

not fixed.  

There was a friendly environment to ask 

questions, even beyond training objectives. So, 

everything went well (T6K, 24 September 

2018). 

There was a negotiation in the content and 

allowed questions outside the prepared 

objective (T1K, 24 September 2018). 

 

 There was 

coherence between 

the content, 

objectives and 

EFL classroom 

needs. 

Yes, the content was good. I was satisfied with 

the course content because it helped me. I want 

the training to come again for training (TIM, 

19 January 2019). 

Yes, the content was good, and I was satisfied. 

It helped me a lot. I feel more confident than 

teachers who have not been trained (T4M, 19 

January 2019). 

 

Data in Table 21 show that participants appraised the content positively. The content was 

relevant, good, matched the INSET objective, and helped them boost their confidence. 

Moreover, there was flexibility in adopting the content since questions beyond the scope 

of the training content and objectives were also encouraged.  
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On the other hand, even though the content was good and flexible, some undesirable cases 

were equally observed. The first was content overlapping. T5K commented that there was 

too much repetition during learning, especially with the topics relating to the scheme and 

lesson plan.  

The facilitators were good. Even though the challenge was that what they talked 

about today was repeated the next day. We were asking ourselves if that is what 

they were told to do. If they taught how to write a lesson plan today, after two 

days, you are also given the same task of writing a lesson plan (T5K, 24 September 

2018). 

The overlapping was observed in topics three to eight (See Table 22).  In each case, 

trainees had to practically plan a lesson by preparing a scheme of work and lesson plan 

in one of the following skills: listening, speaking, writing, form and function or reading, 

depending on what they covered that day. As a result, preparing a scheme and lesson plan 

became a monotonous task.  

 

Secondly, the study findings indicated a mismatch between the content and training 

duration. The content was too big to be manageable in seven (7) training days, as 

contributor T12K specified in the following quotes.  

To some extent, objectives were achieved; however, in a small quantity in the 

sense that the seminar was supposed to be for two weeks, but it was done for one 

week. We had a lot of stuff to cover in one week (T12K, 12 September 2018). 

T12K observation was also complemented with documentary reviews of the training 

timetable, as indicated in Table 22.  
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Table 22: Training timetable  

Day Session I Tea Break Session II Lunch 

Break 

Session III 

 

 8:00-10:30 10:30-11:00 11:00-13:00 13:00-14:00 14:00 – 16:30 

Day 1 INSET 

opening 

 Competence-

based 

approach 

 Competence-

based 

approach 

Day 2 Format of 

scheme and 

lesson plan 

 Format of 

scheme and 

lesson plan 

 Format of 

scheme and 

lesson plan 

Day 3 Format for 

lesson plan  

 Format for 

lesson plan 

 Format for 

lesson plan 

Day 4 Teaching 

listening 

skills 

 Teaching 

listening skills 

 Teaching 

listening skills 

Day 5 Teaching 

speaking 

skills 

 Teaching 

speaking 

skills 

 Teaching 

speaking skills 

Day 6 Teaching 

reading skills 

 Teaching 

reading skills 

 Teaching 

reading skills 

Day 7 Teaching 

writing skills 

 Teaching 

writing skills 

 Teaching 

writing skills 

Day 8 Teaching 

language 

form and 

function 

 Teaching 

language form 

and function 

 Teaching 

language form 

and function 

Day 9 Teaching and 

learning 

resources  

 Teaching and 

learning 

resources 

 Teaching and 

learning 

resources 

Day 10 Classroom 

management 

and 

organisation 

 Classroom 

management 

and 

organisation 

 Classroom 

management 

and 

organisation 

 

Information in Table 22 highlights the overall training timetable in which each topic was 

given one day and a half or less. However, the fact that training days were reduced from 

ten to seven days means that some topics were covered in less than a day. A documentary 

review of the facilitator’s guide indicated that topics 1 to 3 had 3 to 4 specific objectives 

requiring trainees to analyse, explain, state, prepare, etc. However, topics 4 to 5 had six 

goals that, apart from defining, illustrating and designing the lesson, trainees were 

supposed to teach and evaluate a lesson practically. In a nutshell, while the content was 

good and subject-specific, it was too congested and could not be thoroughly covered in 

allocated duration.  
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5.3.2 Training methodology  

The INSET training methodology was geared toward helping English language teachers 

plan, teach and assess competently. Therefore, evaluation of the lesson presentation 

during INSET was geared towards analysing if the implementation emulated actual 

teacher classroom practice per competency-based language teaching demands. The 

responses are presented in Table 23.   

 

Table 23: Training methodology 

Aspects Indicators  Interview quotes 

Training 

methodology 

The lesson was taught 

using several active, 

trainee-centred methods: 

think-pair, discussion, 

presentation, 

brainstorming, self-

reading, question and 

answers, and peer teaching. 

There was a group discussion, questions 

and answers and a lecture sometimes. It 

was utterly student-centred. Even in 

class, it was two-way traffic. He asks, 

and you answer and vice-versa. After 

that, in consolidation, you come to a 

group discussion where he poses 

questions, and we discuss. They tried 

their best (T1M, 19 January 2019). 

  

 Trainees were given time 

to practice what they 

learned and receive 

trainers’ feedback for 

improvement.  

No, we did not teach. We were asked, 

‘How do you carry on lessons? Every 

group prepared a scheme and lesson. 

Later we present and then reconcile the 

differences. We draw lesson plans in 

manila cards; we stick them on the wall, 

discuss strengths, weakness and provide 

suggestions (T3M, 16 November 2018). 

 

 Trainees’ prior knowledge 

and ideas were valued 

during learning.  

When they present a topic, they first 

have to hear our thoughts. So, they ask 

us to sit in groups (T4M, 19 January 

2019). 

 

The results in Table 23 shows that the lesson implementation during INSET used active, 

trainees-centred teaching methods. Mostly, trainees spent time on tasks that required them 

to work in pairs and groups, brainstorm, discuss and present their work. After the groups’ 

presentations, the whole class was allowed to share their views on what their colleagues 

had presented. Thus, it can be said the collaboration and interaction among trainees and 

between trainees and facilitators was the centre of the training. Moreover, the findings 

indicated that practical learning tasks were provided. 
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Nevertheless, the hands-on activities were limited to preparing a scheme of work and 

lesson plans. They also made teaching aids using materials from their immediate 

surroundings. In other words, the findings indicate that practical learning activities 

focused on one part of the teaching process, mainly lesson preparation. Lastly, there was 

no teaching practicum that would help them understand the actual implementation and 

evaluation of the prepared task, despite that being part of the INSET objectives. 

  

5.3.3 The assessment of learning 

Assessment of learning evaluated if trainees were assessed before and after the training 

and whether the assessment was done competently. The responses are presented in Table 

24. 

 

Table 24: The assessment of learning  

Aspect Indicators  Interview quotes 

The 

assessment 

of learning 

Before learning, the 

assessment was 

conducted to 

establish individual 

learners’ knowledge.  

No, we were not assessed. But before 

facilitators teach us anything, they give us 

questions. Therefore, they discovered our 

weaknesses by asking questions and doing 

exercises like writing lesson plans. Then, later, 

they evaluate and share how we can improve. 

So, they taught us through those weaknesses 

(T8K, 26 September 2018).  

We were not assessed before and after training. 

But during every lesson, we were asked some 

questions (T6M, 24 January 2019).  

 

 Post-assessment was 

done to establish the 

achievement of 

INSET objectives 

We were assessed through a written 

assignment. We used practical assessment every 

day throughout the training, and we were 

assessed on the same day (T7K, 20 October 

2018) 

At the end of the INSET, we did an examination, 

and the majority passed. I think they wanted to 

satisfy themselves if they achieved their goals 

(T5K, 24 September 2018). 

 

 The assessment 

focused on EFL 

teachers’ ability to 

plan, teach and 

evaluate as per 

CBLT. 

We were assessed, but it was more of a 

theoretical assessment even though it related to 

what we learned (T9K, 18 September 2018). 

There was no assessment after training nor 

practical session where one of us taught while 

teachers evaluated them that was not done. I 

think the time was insufficient (T4M, 19 January 

2019).  
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Data in Table 24 specifies that there was no pre-assessment before learning. Instead, there 

was a daily lesson recap using oral questions and answers. As for post-assessment, 

trainees from the Kilimanjaro Region did an examination related to what they learned. 

However, those in the Manyara Region did not. Still, even the assessment done at 

Kilimanjaro could neither help test the INSET objective's achievement nor establish 

teachers’ ability to replicate the same in the classroom. It tested trainees’ ability to recall 

what they learned rather than their ability to apply what they learned in an actual 

classroom setting by planning, implementing, assessing and evaluating the lessons as 

CBLT demands. Moreover, no prior assessment was done, which could have helped 

establish the change in knowledge and skill as the result of the training compared with 

the post-assessment result.  Thus, from the above analysis, it can be concluded that the 

assessment and evaluation of learning during INSET execution were also ineffective.  

 

5.4 Evaluating INSET’s impact on teachers’ learning   

The last objective evaluated in-service training’s impact on teachers' learning. The study 

collected trainees’ Most Significant Change (MSC) stories in the knowledge and skills 

for each training objective. Respondents conceitedly attested positive changes in 

knowledge and skills as the result of the INSET. For example, T4M noted that “nothing 

has improved my teaching like that training.” At some point, T3K held that “the training 

was excellent; it was an eye-opener”. A similar view was also attested by T8K that “on 

my part, truthfully, they helped me”. The positive affirmation above suggests that the 

INSET objectives were achieved, and new knowledge and skills were acquired, as 

indicated in the following sub-sections.  

 

5.4.1 The teaching of the four skills and grammar  

Respondents appraised the training for helping them understand how they can teach 

listening, writing, speaking and reading. Narrating the outcome, T2M explained that:   

In these four skills, mimi nilikuwa natwanga tu (I was teaching anyhow). I was 

lecturing as I was introduced at the university. As teachers, we did not know the 

methodology for teaching the four skills. You find a person who knows the strategy 

for teaching one skill and applies it across all other three skills. We did not know 

how to impart the skills students need from reading, listening, speaking and 

writing (T2M, 13 December 2018). 
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Even though I am a very experienced teacher, I have been teaching, and students 

have passed; it was God’s grace to me. I don’t know how I manage. I knew I was 

teaching reading but did not realise other sub-skills needed development. For 

example, if students read for comprehension, they can develop other skills such 

as quick eye movement, tongue-twisting (pronunciation), interpretation, and 

recalling (T10K, 20 October 2018).  

The above quotations indicate that before INSET, T2M and T10K were less informed on 

the four skills and the appropriate teaching methodology for each. Therefore, the INSET 

helped them understand that each skill is taught using varying strategies.  Moreover, the 

INSET helped them realise that sub-skills must be developed while developing primary 

language skills. For example, while developing speaking skills, they can also pay 

attention to students’ pronunciations, stress patterns, persuasion skills, interaction, etc.  

 

5.4.2 Understanding of the 2005 O-level English language syllabus  

Respondents remarked the training also heightened their understanding of the syllabus. 

T5M said that he learned that the new syllabus demands students to assume more 

responsibilities during teaching and learning. She said: “There are other things I may 

have learned, yet the thing I remember well is to give a student a lot of chances to 

participate in the lesson rather than going to the class and lecturing”. Similar awareness 

was aired by T3M, who said: “After the training, I realised I was using a lot of energy to 

teach, yet I am not the one who learns the language. The students are the ones who need 

a lot of time to talk, not me. I learned I no longer need to use lecture methods; it ended 

there”. What T5M and T3M gained from the training is the new role that the competence-

based curriculum wants all teachers and students to assume. Teachers become the 

facilitators of the lessons while students take an active part in learning rather than spoon-

fed.  

 

In letting students take charge of their learning, TM4 narrated he learned how to let 

students be in charge during lesson preparations.  

I was sitting in my office alone and preparing notes. I did not know how I could 

involve students. After the training, I learned that when I tell the students what 

they will learn tomorrow, I have already told them to prepare notes. Every day 

after I finish the lesson, I have to tell students what I will teach tomorrow so they 
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can read. The next day, they will ask questions they have not understood (T4M, 

19 January 2019).  

From the above quotation, T4M learned that students’ involvement is not just during 

teaching and learning. During lesson planning, they can be involved by assigning them 

topics and sub-topics to read and prepare notes before the session.  

 

Apart from students’ and teachers’ new roles, trainees did not understand the meaning of 

different terminologies in the 2005 syllabus. For example, T3K said, “Understanding 

what competence is, was a problem. So, after attending the seminar, we released Aah! 

So, it is a skill”.  On the other hand, T2M had a challenge understanding what different 

columns in the new syllabus are used for, as she echoed in the following quote:   

When I was looking at the syllabus, I found there are places written patterns, 

situations, specific objectives, patterns and vocabulary {laugh}. So, we were 

asking ourselves, what are these columns for? How are they being used? Why are 

they kept here? So, after attending training, I understood the reviewed syllabus 

(T2M, 13 December 2018). 

Therefore, after the training, she understood when and how to use them. However, while 

other trainees commented on significant change stories in understanding the new 

syllabus, that was the case for everyone; for example, T1K perceived the new syllabus as 

the “same old”.   

It is the same old syllabus. What they did was add up stories and make them 

complicated. I think the old syllabus, at least, was straight and sound. If you are 

supposed to teach students about tense directly, it will tell you so. Currently, you 

need to read a story to understand that the topic is about tenses (T1K, 24 

September 2018). 

Thus, T1K still feels that the new syllabus is a complicated version of the old one, and 

even after attending INSET, it is still difficult to understand.  

 

Furthermore, the most significant change stories related to the syllabus were also 

mentioned in learning the new instruction strategies, the difference between teaching 

strategies and the application of those they knew but could not use. T11K explained that 

she knew several teaching strategies but did not like using them. However, the training 

encouraged her to think and apply different teaching methods to enhance students 

learning:  
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Before the training, I did not teach using different methods even though I knew 

them. When I teach, I follow the lesson plan without caring if students have 

understood or not. But now, I use different teaching methods to ensure that 

students understand. When teaching literature, I use role-play, where students act 

out what characters are doing.  I also learned that sometimes you may have 

planned to teach using group discussion, but time is insufficient. I may use a think-

pair-share method, where they think in pairs and express their views (T11K, 6 

February 2019).  

She also learned to use simulation recall, whereby she describes an event or object so that 

students get a general picture of how the thing is.  

Before, students used to go on field trips. But now the trips are not there because 

no money is allocated for that, and parents are not allowed to contribute. You 

may tell a student to write an essay about Ngorongoro National Park, but if they 

have never been there, they cannot write. After the training, I learned I could tell 

them about Kilimanjaro Mountain or Mikumi National Park and ask them 

something (T11K, 6 February 2019).  

Similarly, T6K stated that before the training, she did not know that role-play and 

demonstration are different teaching methods. “Before the training, I was using different 

teaching strategies at once. I normally used role-play and demonstration at the same 

time. From the training, I learned that they are different strategies, and their use depends 

on the level of students”. Thus, after attending INSET, T6K could differentiate teaching 

strategies and understand that the level of students determines what approach should be 

used.  

 

Moreover, T4M stressed the outcome of the training on his side by exalting that: 

It has improved a lot of my teaching methodology. I did not know there was an 

impromptu speech. I am sure if you ask other teachers how they teach impromptu 

speech, they will tell you that they define it.  

Narrating in detail how he teaches impromptu speech after the INSET, T4M elaborated:  

Now, I take a piece of paper and inscribe topics like malaria, HIV, human rights, 

and environmental degradation. I fold it and divide students into two groups, like 

we have a debate, while some become judges. I have prepared a guideline to be 

used by judges. Judges assess how a speaker presents and responds to the 

questions and grade them. So, I put them in groups; one person from each group 
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would pick a paper and open it. He starts explaining whatever he sees on the 

paper without asking questions. Another person selects another paper and does 

the same (T4M, 19 January 2019).  

 

Basically, the training helped T4M become more innovative in his lesson.  

 

The last aspect of understanding the syllabus that was commented on was the preparation 

and use of teaching aids. T8K did not know what a teaching aid was, and she did not 

know how to make one, as recounted in the following extract.   

Apart from what a teaching aid is, I did not know how to make one. I learned from 

there. For example, if you teach friendly letters, you may take manila cards, cereal 

crops like sorghum, beans, etc. and make a beautiful teaching aid. For the first 

time, I made one during the training (T8K, 26 September 2018).  

 

Thus, the training helped T8K understand a teaching aid and how to make one. Similarly, 

T12K was thrilled that after the training, they could make teaching aids using locally 

available material: “I was impressed that after the training, I could practice good 

teaching. They taught us how to use our environment to prepare teaching aids (T12K, 17 

September 2018).” The new syllabus and CBC generally encourage teachers to use 

locally available resources to prepare teaching aids. Thus, through the INSET, EFL 

teachers understood how to use artificial materials or those from their surrounding 

environment to make a teaching aid.  

 

Generally, the training taught trainees the 2005 O-level English language syllabus, 

whereby they learned the meaning and use of different parts of the syllabus, the approach 

required for its effective implementation and how it is organised. In addition, they 

discovered other teaching methods that can be used to develop students’ competencies 

across topics, creating teaching models from the surrounding area and allowing students 

to take charge of their learning with guidance from the teachers.  

 

5.4.3 Classroom management skills  

Apart from teaching the four skills and understanding the syllabus, the most significant 

change stories were also recorded in trainees’ understanding of general pedagogical 
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knowledge, such as classroom management. For instance, T3K realised he did not treat 

his students equally, as described in the following quotation.  

I learned that I dealt with intelligent students only in my class through the 

training. For every question, I picked those who raised their hand. I learned from 

the training that I must select even those who do not usually raise their hands. 

They will keep trying until they get it right and become confident to participate in 

the class (T3K, 22 November 2018). 

Thus, after the training, she learned the need to focus on every student and allow them to 

express their answers, whether right or wrong. Also, T4M learned to treat students with 

compassion and care instead of always punishing them. He voiced: 

While teaching, one student is sick, and another is making noise. The lesson starts 

at 8:00 am when it is raining students come even at 10. Sometimes, when you go 

to class, you find students have not cleaned the blackboard; you punish them 

before teaching. However, it is better to start by teaching them first and wait until 

you finish teaching to provide punishment. Before the training, punishing them 

before the lesson began was normal (T4M, 19 January 2019). 

As per T4M, the training helped him lessen the frequency of punishment and focus on 

making lessons more enjoyable for learners.  

 

While that was the case for T4M, T6K realised that she had been spending a lot of time 

keeping the class quiet, providing punishment and arranging the classroom before she 

began her lesson.  

We learned how to control a class. Before, when you find a class is not settled, 

you must help them relax. You may spend a lot of time beating them. Yet, instead 

of punishment, you may give them productive work. We have been spending a lot 

of time and effort punishing students, keeping them quiet, and arranging the 

classroom, which consumes even time for learning. So, I have learned to use less 

effort in managing students by giving them productive work (T6K, 24 September 

2018).  

Thus, T6K learned to control the class by giving them productive work instead of 

punishments and wasting time that could have been used for learning.  Generally, relating 

to classroom management, teachers learned how to create a conducive environment for 

learning while remaining authoritative and firm. 
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5.4.4 Preparation of scheme of work and lesson plan 

Preparation of the scheme of work and lesson plan is the area that received an enormous 

compliment from participants as the outcome of the training. During the interview, 

respondents provided change stories on different aspects of the scheme and lesson plan 

that either they did not know what to write or knew but never thought it necessary to 

report them. Starting with the allocating time that will be used for covering the topic, 

T4M conveyed the following: 

How I wrote the scheme of work before and after the training is not the same. 

Before the training, I wrote that I would teach a topic for eight periods and write 

8 in a column for periods. After the training, I learned that I am supposed to break 

the total number of periods into chunks depending on the number of teaching 

activities. Currently, if the lesson has seven periods, I divide them, i.e., 2, 2, 2, 

and 1, depending on the teaching activities (T4M, 19 January 2019). 

Thus, instead of writing that a topic will be taught for 20 periods as indicated in the 

syllabus, they learned to distribute 20 periods according to the teaching activities from 

the training. However, respondents’ views contradict data from the documentary review, 

especially the syllabus that a teacher should state the number of periods needed to cover 

topics and subtopics and not teaching activities.  

 

5.4.5 Preparation of lesson plan 

On the lesson plan, trainees commented on gaining knowledge and skills on competence. 

For instance, T8K said that she never knew that every topic has its competence.  

When I took the syllabus, I wrote one competence for all the topics. However, I 

learned from the training that every topic has its competence (T8K, 26 September 

2018). 

A similar observation was aired by T10K:  

Before the training, I did not know where to get competence. I was creating it 

myself. I thought it was coming from my head. From the training, I learned that it 

is indicated in the syllabus. There are a lot of competencies in the syllabus. You 

pick the one which matches your topic (T10K, 20 October 2018).  

Thus, on competence, T8K and T10K understood that competence varies depending on 

the topic or subtopic focus, and they are already prescribed in the syllabus. On lesson 

objectives, change stories were collected on both general and specific. For instance, in 

general objectives, T8K reported, "I learned I should write a general objective for each 
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sub-topic. Before I wrote one general objective for the topics”. T6K also gave a similar 

comment: “We were just writing one objective for the whole topic as a general objective. 

From the training, we were told that you have set the objectives”. That was an exciting 

and contradicting finding since the 2005 syllabus states that sub-topics derive specific 

objectives rather than general objectives, implying that the broad objective comes from 

the main topic rather than the sub-topic.  

 

Besides, the training reminded trainees that specific objectives should be smart (specific, 

measurable, attainable, realistic and time-bound). Instead of writing at the end of the 

lesson, they should write by the end (T8K, T1M). T8K added that she did not know what 

a reference book is or how it is written. Through training, she learned how to write 

reference books in the American Psychological Association (APA) referencing format, 

and that reference book is not restricted to the class book. Other relevant material she 

used to prepare a lesson can also be included as a reference book. Another area that 

trainees commented on having improved as the result of training is their understanding 

of the lesson development stages, such as introduction, new knowledge, reinforcement, 

reflection and consolidation. T4M acknowledges that “in the teaching process, we did 

not know what needs to be done in the introduction, reinforcement, etc. So, the training 

helped us.” In the introduction, for example, T11K has the following to say:  

In the introduction, I learned that you don’t have to start by asking questions 

about the previous lesson. You can use a different strategy instead of a question 

and answer. I can pick five students and ask each to select a paper with a question 

and answer. For those who have answered, I congratulate them and punish those 

who did not (T11K, 6 February 2019). 

Thus, T11K learned that any teaching method could be used with an introduction, not 

only questions and answers.  

 

T8K and T11K had interesting revelations in almost every lesson aspect. In the stage for 

developing new knowledge, T8K used to write notes: “In new knowledge, you may find 

me writing notes on the blackboard… (laugh) but I learned that I should impart new ideas 

instead of writing notes”. Thus, the training helped her understand that developing new 

knowledge should focus on assisting students to gain a new understanding of the topic 

rather than writing notes. Furthermore, T8K did know what to do during the 

reinforcement stage. Sharing her previous practice, T8K elaborated:  
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During the reinforcement stage, I did not know how to reinforce. Sometimes, I use 

sticks, punish students, and consider that reinforcement (laugh). I ask a student a 

question: why have you failed this? I start punishing them. But it was not so. To 

reinforce, I was supposed to use tools, actual tasks or objects to strengthen 

learning. For example, a topic in form one expresses one’s family. I can ask a 

student, ‘How many are you in your family?’ What is your father’s name (26 

September 2018)?  

Thus, T8K improved her viewpoint of reinforcement as a point during which she needed 

to consolidate students’ understanding of the topic being taught using different strategies.  

 

A similar idea was also commented on by T11K that from training, she realised that in 

reinforcement, she could use teaching aid. She also realised that teaching aids could be 

used at any stage, even in the introduction. On another aspect, T8K described that before 

INSET, she usually skipped the consolidation stage since she had no idea what needed to 

be done. Sharing her experience during the interview, she said:  

In the consolidation phase, I did not know what to do. I usually skip the stage or 

write anything. From the training, I learned that consolidation is like emphasis. 

Therefore, I can provide exercises and mark 2-3 students’ activities to spot where 

there is a problem (T8K, 26 September 2018). 

Thus, from training, she learned that consolidation is for giving students tasks to test their 

understanding and use of what they learned. In a similar lesson stage, T11K used to make 

a general summary: “I was making a general summary of the lesson or providing 

exercise”. Like T8K, T11K also learned that she could provide “either a quiz or a test 

and mark them in class at the consolidation stage.  

 

The last point of lesson development is reflection, where a teacher is supposed to guide 

students to express their views of the lesson and suggest areas for improvement. Once 

more, T8K mentioned:   

In reflection (laugh), I did not know what to do before the training (laughter). 

After attending the seminar, I learned I could ask reflection questions. I need to 

ask students what they have learned. If they reflect well and indicate that they 

have understood the question, I can say the lessons have been understood. 

Honestly, before the training, I was not doing that. I could give them an exercise 

and even not mark them (T8K, 26 September 2018). 
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In the same manner, T10K learned that reflection is not just for asking students questions 

as she did before the training; she reported that “but the truth is you reflect from 

introduction to conclusion, what did you see? In the reflection is when you conclude that, 

given this case, the students have understood (T10K)”. Therefore, instead of students 

being the only one who reflects, the teacher can also reflect on the teaching process. 

 

Apart from lesson development stages, the lesson plan has columns for teaching, learning 

and assessment activities. During the interview, respondents’ change stories depicted that 

the training helped them understand how to write an assessment column. Initially, they 

were writing in a question form: “Can the student do something? For example, can a 

student define a noun (depending on teaching and learning activities developed in a 

particular lesson stage)? From the training, they were told that it is incorrect to do so since 

no one can answer that question. 

 

Nevertheless, what needs to be written? Respondents had different answers as well; for 

example, T10K said, “We were told to write to observe if students can express feelings”; 

“We were told assessment should be in statement format,” said (T7K); “Use assessment 

tools like question and answers, quiz, presentation, checking, observing what?  

Observing if students can answer the question” reverberated T11K. Reflecting on the 

quotations above, trainees learned that instead of writing an assessment question, “Is the 

student able to define a noun?” They should write assessment activities in the statement 

“To observe if the student can define noun”. The preceding findings contradict the 

comment shared by T7M that:  

We debate a lot in writing a lesson plan, especially on assessment. We tried to ask 

because before the training assessment was written: is the student able to…? The 

question comes, where do we answer that question? That question even 

facilitators were not able to answer. They said it would be covered there because 

there will be other cycles for training (T7M, 14 November 2018).  

So, according to T7M, they were told to write assessment questions that would be 

answered at the end of the lesson. Basically, respondents’ views were divided in the 

assessment column, whether or not to write it in the form of a question, statement or 

assessment tools. When evaluating INSET implementation (Section 5.3), respondents 

also commented on not reaching a consensus on what should be written in the assessment 
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column of a lesson plan. It was also one of the areas in which facilitators could not make 

conclusions.  

 

Lastly, during the interview, trainees’ stories of change revealed skills gained in writing 

and conducting an evaluation in three areas: student evaluation, teachers’ evaluation and 

remarks. In the student evaluation, T4M mentioned that before INSET, he never asked 

students their views on the lesson taught.  

Before the training, I did not ask students to evaluate the lesson. From the 

training, I learned that in students’ evaluations, students have to comment if they 

have understood the lesson. My job is to report what they have said (T4M, 19 

January 2019).  

Therefore, through INSET, he learned that students need to evaluate the lesson by vividly 

saying whether they understood it. 

 

Likewise, T1M also remarked he never provided students with tasks that could justify 

whether the lesson was understood beyond asking the question of the lesson's 

understanding. 

Before we were writing, 90% of the students could do something. However, we 

were using chorus answers to check student understanding. You ask, have you 

understood? All students replied yes. But how does 90% come in? From the 

training, we were told to provide tasks to check their understanding and calculate 

the percentage of understanding depending on their performance (T1M, 19 

January 2019). 

In addition, T10K was leaving the class assuming that students understood even without 

asking them. She narrated that: 

Currently, teaching is not difficult, unlike before, when you teach and get off the 

class assuming that students have understood the lesson. Now you ask students, 

how did you find a lesson? They may say they have understood because of 

teaching methods, teaching aids used, classroom interaction, etc. They must say 

what made them understand the lesson (T10K, 20 0ctober 2018). 

Therefore, from the training, they were taught that students’ evaluation must come from 

students and not the teacher. Students have to be asked a question or given a quiz, and 

from there, a teacher can learn if the lesson is understood rather than mindlessly writing 

that 80% of the students have understood the lesson. Students also need to justify their 
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understanding or lack of understanding of the lesson, something they did not do before 

the training.  

 

On teacher evaluation, T8K and T11K commented that before the training, they wrote: 

“The lesson was understood, and I will proceed with the next lesson” or “90 per cent 

have understood the lesson”; however, they did not measure students’ understanding. 

Thus, during the training, they learned that: “There must be something which proves that 

it is 90%. Either exercise or group work. So, after the seminar, I have improved greatly 

on that aspect”. Thus, they learned they needed to measure students’ understanding of 

the lesson with an assessment activity before saying whether it was understood. 

Moreover, they discovered that student and teacher evaluations determine what will be 

written in the remark section. Elaborating on the area, T8K said:  

If some students did not attempt the questions well or missed the class, when I 

come to remark, I will write that I will continue to help those who were not present 

during the remedial time. Moreover, I will indicate that I will continue with 

another lesson for those who have understood the task (T8K, 26 September 2018). 

Similarly, T11K also commented: 

After writing, 90% understood the lesson; I did know what to do with the 

remaining 10%. Either 10% of the students did not understand the lesson or were 

not around; in the remark section, I need to indicate how I will help them (T11K, 

6 February 2019). 

Essentially, despite contradictions that were noted in some aspects of the outcome relating 

to schemes of work and lesson plan, the most significant change stories that were 

collected indicate that the INSET meaningfully contributed to teacher understanding of 

the format of scheme and lesson plan and what needed to be written in every aspect.  

 

5.5 Chapter Summary  

Decisively, Chapter Five presented and analysed study findings based on four research 

objectives: context, resources, process and impact evaluation. The results highlighted 

many strengths and weaknesses in how the in-service training was designed, supported 

and implemented. Moreover, the most significant change stories obtained during 

interviews indicate that the INSET impacted teachers’ knowledge. Nonetheless, several 

contradictions and indifferences in learning were also observed in what they learned, 
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suggesting more in-service training for further clarification and understanding. The next 

chapter will focus on a discussion of the research findings. 
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CHAPTER SIX 

6.0 DISCUSSION OF THE FINDINGS 

6.1 The Effectiveness of INSET Context  

6.1.1 The INSET rationale and its relevance 

The findings revealed several strengths and challenges in the context through which the 

in-service training was designed. Among the strengths was the INSET relevance, 

whereby the provision of in-service training was prompted by a genuine desire to 

transform EFL teachers’ knowledge and practice from a content-based to a competency-

based curriculum, introduced in 2005. Competency-based language teaching has changed 

the avenues of language learning. Thus, to cope with the changes, an INSET opportunity 

for EFL teachers in Tanzania was required to “re-conceptualize their understanding of 

teaching and learning and their identities formed in an examination-orientated education 

system” (Guo, 2013, p. 91). Subsequently, the INSET’s background and objectives were 

powerful tools in helping EFL teachers achieve the objective of teaching the English 

language in secondary education under the CBC, which is to “promote students’ linguistic 

ability and effective use of communication skills in Kiswahili and English” (URT, 2005, 

p. V).  

 

Another metier in context was the coherence between the training and renowned 

education policies, plans, and frameworks that insist on properly continued re-training 

teachers to develop students with skills, not just knowledge. The coherence was also 

extended to training objectives whereby trainees had a standing ovation for training 

objectives. The constructive appraisal The INSET rationale and its relevance were also 

noted by Hasanah and Permanasari (2021), Hasanah and Permanasari (2021), Kardiyanto 

et al. (2017), Manan et al. (2020), Prosper and Dorothy (2017) and Shih (2019). However, 

not the same was found in Tuckey (Altan, 2016; Uztosun, 2017) and Chinese colleges 

and universities (Yang, 2019), where INSETs and professional development have failed 

to meet the needs of EFL teachers. 

 

Notwithstanding the INSET being relevant and coherent with national policies and 

teachers EFL teachers’ needs, findings indicated that the objectives were derived using a 

top-down approach. They were not based on EFL teachers’ actual needs. Instead, they 

were derived from what Atai and Mazlum (2013) call grant documents. Yet, each region 
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was allowed to customise the objectives after re-analysis to avoid having standard goals 

implemented nationwide. On the contrary, customisation was not done in both areas.  As 

a result, the objective generated at the national level surveys was adopted without any 

modifications to ensure that the programme is more relevant to the needs of language 

teachers in each context. The above findings, though similar to what was found in 

Aliakbari and Ghoreyshi (2013), Hayes et al. (2016), Hung (2016) and Molope and 

Oduaran (2019) studies, it was contrary to what was done in California. During training 

design, organisers were allowed to refine the programme and activities as they saw fit to 

best serve participating teachers at all nine sites (Lozano et al., 2002). 

 

Waters and Vilches (2001, p. 134) termed the process socialisation, whereby “a chance is 

provided for the innovation to be modified to match with social-cultural education 

preconception of the group.” Thus, ignoring trainees' learning needs is against social 

constructivism and andragogy learning theories. The two theories demand the need to 

consider learners’ learning needs and allow them to have a say in their learning since they 

can use their experience to guide their learning. Waters and Vilches (2001) further add 

that large-scale curriculum reform, as the 2005 Tanzania curriculum reform was, tends to 

follow centralised decision-making, ignoring those implementing the ideas.   

 

However much that is true, the study finds that it was not the centrality of decision-

making that hindered the customisation process; instead, those required to supervise the 

process were unaware of its importance. Organisers and planners believed content 

analysis and adjustments would have affected programme content, hindering uniformity. 

Yet, Wedell (2009) affirms that the need for in-service training may vary across the 

country, even among teachers in the same school. Even more, they may also differ 

depending on the career stage they are in (Richards and Farrell, 2005). Thus far, the study 

agrees with Komba and Mwakabenga (2019, p. 5) that unless INSET organisers consider 

the importance of content customisation, the INSET will continue to “occur separately 

from the realities of school or classroom challenges.”  

 

6.1.2 Selection of the trainees  

In the selection of the trainees, the strength was noted in the nature of the selected trainees. 

All were active and professionally trained as English language teachers. A shared 
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background makes it easy for trainees to understand and exchange views on what they 

are taught. Depranoto (2020) and Lokollo et al. (2020) documented a similar result. 

Nevertheless, it was contrary to what Nur and Short (2019) observed in Bangladesh, that 

some teachers who take part in English language in-service training were not English 

language teachers. Consequently, they rarely participate in teaching and learning since 

the content is unfamiliar.  

 

Besides having shared features, trainees were widespread, with every district in 

Kilimanjaro and Manyara Regions sending a representative. Extensive inclusion makes 

it possible “to evenly distribute the training capacity throughout the country and minimise 

time-off needed (due to travel) to conduct training (Hiner et al., 2009, p. 4).” 

Nevertheless, the aspect was also limited by the number of participants. Given a small 

number of trainees per district, one or two trainee(s) cannot cascade the knowledge to all 

non-trained EFL teachers in a respective district. The limited number of participants 

hinders peer support, leaving the majority excluded in the initial training, unaware of the 

proposed changes (Haney and Lumpe, 1995; Petrie and McGee, 2012).  

 

Another challenge with the trainees’ selection was that all attended one training 

regardless of their geographical location, making it a one-size-fits-all. Clarke and Dede 

(2009) state that one-size-fits ignores contextual factors determining interaction 

efficiency in particular local situations. It is also against the social constructivism theory 

of learning, which indicates that each learner’s Zone of Proximal Development (ZPD) is 

different (Pritchard and Woollard, 2010). Thus, they need tailored support. Equivalent 

findings were also documented by Yan and He (2015), whereby respondents had low 

satisfaction with the INSET provided because their needs were moderately met, and the 

training lacked relevance to actual teachers’ needs. However, it was contrary to Raud and 

Orehhova’s (2017) result that in Estonia, neither EFL teachers’ level of education, 

seniority, school location, nor the level of school they teach play a significant role in EFL 

teachers’ interest in participating in CPD courses.  

 

Even though that was the case for Estonia, the current study still finds that the teachers' 

needs in rural areas are not the same as those in urban areas. Training teachers with 

different education levels, different age groups and working experience yet sharing the 

same working environment could have enhanced teacher collaboration and sharing 
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experience as they work in similar contexts. Moreover, according to andragogy theory, 

individual differences increase with age, calling for different custom-made programmes 

to suit the needs of individuals or groups (Peltz, 2019). Generally, standardised in-service 

or one-size-fits training introduces similar content to teachers whose teaching experience, 

knowledge, skills, and working context do not conform (Makopoulou et al., 2019), 

making the training superficial.  

 

6.1.3 The INSET implementation approach  

The in-service training was designed to be conducted using the cascade model. Based on 

the study findings, the model was effective, partly when national facilitators trained 

regional facilitators, who trained teachers in every region. However, the selected model 

failed to promote leadership roles. Some tried to cascade, but the response wasn’t good. 

After all, they had lower qualifications, went to less prestigious universities, and others 

just refused because they were not invited for training at the regional centres. The above 

finding aligned with Kasuga’s (2019) observation that even in science and mathematics 

teachers’ INSET, cascading is affected by the same challenges. Those who attended the 

training could not take the lead role in coaching and mentoring those who did not, as they 

lacked the confidence and capacity to do so. Comparable findings were observed by 

Dichaba and Mokhele (2012) that even though teachers were taught by trainers who had 

mastered the content and had skills for knowledge transmission, they were still not 

confident to share with others. 

 

Given the challenges, the study also finds that every trained English language teacher at 

the regional level couldn’t be used for the cascading purpose. Unless all demonstrate 

exemplary performance in mastering the content taught, have confidence in sharing the 

knowledge, and can use the new knowledge in an actual classroom setting. So far, from 

the trainees’ comments during the interview, that was not the case. The practice was 

contrary to what is practised in Japan, whereby the model has been successfully used to 

disseminate education innovation. To cascade, each school has a teacher (s) who is 

certified to have mastered the competencies that the system wants to cascade 

(Organisation for Economic Co-operation and Development [OECD], 2009). Thus, a 

personal cascading had to be selected, trained and certified, not just selected and trained, 

as was observed to be the case in the studied regions.  
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Moreover, the training approach and in-service planning did not give everybody an equal 

chance to be involved. Specifically, that was the case for the heads of schools. According 

to Mwesiga and Okendo (2018, p. 92), “School leaders are vested with the overall 

responsibility of ensuring successful implementation of curriculum and school 

programmes, supervising and monitoring day-to-day activities of teaching and learning, 

motivating teachers, and ensuring their commitment and school performance among 

other responsibilities.” When a novel paradigm needs implementation, the heads of the 

schools can set a vision and strategy for implementing it, involve teachers in planning 

and implementing change and prepare a conducive environment for change 

implementation (Meyer et al., 2022). Thus, they are the key to successful innovation 

implementation. Unexpectedly, their involvement in training planning was only to 

nominate participants, and others were not even given that chance.  

 

Since training resulted from curriculum change, the study finds a need for heads of 

schools to be trained on the same for effective curriculum implementation and 

supervision. The content could have been general, such as understanding new syllabus 

demands, writing schemes of work and lesson plans, assessment methods encouraged, 

and the overall teaching and learning strategies emphasised across the syllabus. The 

aforementioned areas are not language-specific; they cut across all subjects. Likewise, 

the findings indicated that quality assurance officers and school inspectors were not 

trained, but they were involved in planning. Nevertheless, it is also clearly stipulated in 

URT (2008, p. 7) that “school inspection aims to monitor teaching and learning and 

ensure that the curriculum is implemented per agreed standards. Furthermore, among the 

many ways that can be done is by visiting schools, observing how teaching is done and 

advising or recommending what teachers are doing. However, if school inspectors are to 

provide EFL teachers with good support, advice and recommendations relating to CBLT, 

they also need to be trained. 

 

Principally, while English language teachers were being trained, their advisors and 

immediate supervisors were not. That could also be why trainees commented on 

knowledge conflict between them, schools’ inspectors and quality assurers. The study has 

confidence that implementing the 2005 curriculum requires training not only EFL 

teachers but also their immediate supervisors. Yet, according to Mmbando and Hongoke 

(2010), heads of schools and school inspectors have lacked in-service training because of 
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a lack of funds.  However much that is true, it is also factual that they do receive training 

to familiarise themselves with their new responsibilities. Thus, even when they meet for 

different agendas, a part competence-based curriculum should also be accommodated so 

that they frequently update their knowledge. Unless cascading principles are followed, 

INSET experts are dissolved to school levels, and those responsible for cascading are 

adequately trained, tested and certified, then designing INSET using a cascading 

approach will continue not to work effectively and efficiently.  

 

6.1.4 Training duration and time  

The last aspect of the context evaluation was the training duration and time. Sufficient 

length, intensity and appropriate timing are primary conditions for the effectiveness of 

any in-service training (Bayar, 2014; Darling-Hammond et al., 2017; Desimone et al., 

2006; Desimone and Garet, 2015). Yet, the study findings suggest both INSET duration 

and time were challenging. Participants critiqued the timing because they had other prior 

engagements, and only a few received an invitation before the training dates. Though on 

a different scope, the challenge with time was reported in Turkey, where INSETs usually 

are done after work and extended till late hours when they are tired and unwilling to learn 

(Uztosun, 2017).  

 

As for duration, the findings indicated that the duration of the training was too short 

compared to what trainees were expected to learn. As a result, trainees had limited 

chances for an in-depth discussion of the matter and reaching a common understanding. 

Although it is the nature of the workshop or seminar to be short-term and short-lived (5 

days maximum) (Richards and Farrell, 2005), short time hardly fulfils the needs of 

individuals and initiates change (Erkmen and Karaman, 2016). The initial requirement to 

implement training using three cycles was advocated to provide trainees with plenty of 

time to learn the theories of competency-based language teaching. In addition, they could 

have enough time to develop practical skills and to observe and be observed on the best 

practices. Besides, trainees could have a chance to share the challenges they face when 

implementing and get solutions before they move on to another phase. Garet et al. (2009) 

also support the above assumptions that when in-service training duration is extended, it 

provides time for an in-depth discussion of the programme content and allows trainees to 

try new ideas in their classroom and receive advice. So far, the duration was too short for 

trainees to benefit from either in-depth discussion or feedback.  
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6.2 The Sufficiency of the Resources  

Besides strengths and weaknesses noted in the context, the findings also revealed 

inadequateness in resources allocated for the smooth implementation of the training and 

achievement of the goal. Insufficient was pointed out across the areas, i.e., facilitators’ 

quality, facilities and material, training environment and funding, as discussed in the 

subsequent sections.  

 

6.2.1 INSET facilitators  

The findings on the facilitators (national and regional) indicated inadequacies in their 

selection process, training duration and content. For instance, while criteria for selecting 

regional facilitators were established and adhered to, it was not so for national facilitators. 

No criteria were established for selecting them beyond mentioning their titles. So, their 

education qualification, education background, and experience in language teaching and 

training of trainers were undefined. According to Wright (2009), Language Teacher 

Educators (LTEds) need expertise and knowledge of the content, the process of language 

teacher education and classroom teaching. Moreover, they need to understand local 

realities, have a command of the English language, have broader experience in teaching 

English as a foreign language (theoretically and practically), and have expertise in 

conducting research (Moncada and Ortiz, 2011). In addition, the social constructivism 

theory of learning insists on being trained by well-informed members of society who can 

provide adequate support needed to acquire new knowledge and skills (Chu et al., 2017). 

The study finds that maybe they were engaged in reducing the cost of hiring professional 

language educators; even then, cost consciousness should not be at the expense of quality 

training.  

 

The study findings relate to what was observed in Vietnam by Vu (2014), whereby NFs 

were selected based on the criteria of being a university lecturer only. In Bangladesh, 

trainers did not have an English language background even though they teach the subject 

(Uddin, 2020). Equally, in Iran, it was observed that the selection of teacher trainers 

focused on senior teachers who believed in old teaching methods and lacked familiarity 

with new teaching theories (Kazemi and Mansooreh, 2014). While that was the case in 

Vietnam, Bangladesh, Iran and Tanzania, In Ethiopia, however, the practice was observed 

to be somewhat different. Although super trainers were outsourced from United Kingdom 

universities, master trainers (university lecturers, teacher educators from colleges, and 
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secondary school teachers) were insourced. Still, they had to be English language 

educators with experience not less than five years to twenty-nine. Besides, all participated 

in language teaching improvement programs (Birbirso, 2013). The case of Ethiopia 

suggests that not everyone can become a teacher trainer or trainer of the trainer.  

 

The findings further disclosed that regional facilitators were trained for ten days. 

Realistically, the training duration was insufficient for them to understand the principles 

of competency-based language teaching proposed in the 2005 curriculum. It has to be 

remembered that the RFs were not even involved in designing the new curriculum. 

Mapunda (2018, p. 50) noted that “teachers who are the main implementers of the 

syllabus were extremely underrepresented…only four (4) subject panel members filled 

in a questionnaire that was to be part of the reason for changing the syllabus.” Thus, like 

the rest of the English language teachers who participated in this study, it may be that it 

was their first time to be taught what competency-based language teaching is. Hence, ten 

days could not be enough for suggested changes to be thoroughly demonstrated enough 

for them to master for themselves (as English language teachers) as well as be able to 

train others.  

 

The study acknowledges that training trainers for English language education around the 

globe may take different durations. For example, the experience shared by Vu (2012) 

stated that it took him three years of training to become a trainer in Vietnam. He had to 

take short courses face to face or part-time, do workshops (as a trainer), observe master 

trainers train and then work independently to deliver training as part of the training 

process. Perhaps that duration is possible in countries with many resources to support in-

service teacher training. However, even in states with limited resources like Tanzania, 

Hay (2010) suggests that ongoing support and sustainability can help trainers understand 

the course and methodology practically. Presumably, that was also not the case.  

 

Likewise, there was a challenge in the training content of the facilitators. Among ten days, 

half a day was spent learning facilitation skills and what makes effective in-service 

training. The rest of the training focused on what they would facilitate. It must be noted 

that the regional facilitators were not initially trained as adult educators but as educators 

of young English language learners. Hence, they needed to be adequately prepared to 

behave like one (adult educators) before assuming a new role. Using half of the day to 
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explain effective training, their role as facilitators and facilitation skills was good but 

insufficient. Time was consumed in training them on what to teach. However, social 

constructivism and andragogy theory maintain that adult learners are not empty vessels 

into which knowledge needs to be poured. They know why they are learning and what 

they need to learn (Knowles et al., 2015; Pritchard and Woollard, 2010).  

 

Similar findings were reported by Baker (2016) that in Thai, trainer-of-the-trainer 

workshops focused on diffusing knowledge with rare input into the design or content of 

the training. Nevertheless, it was contrary to what was reported by Roy et al. (2018), who 

reviewed the effectiveness of training the trainer course offered by the Cambridge 

University Press. During the trainers’ training, attention was paid to the design, analysis 

and delivery of training sessions, teacher observation, feedback management and trainer 

development. Vu (2012) suggests training the facilitators by paying attention to how to 

train and develop hands-on experience in planning and delivering practical workshops. 

With Roy et al. and Vu’s remarks, trainers training need to concentrate on how to train 

rather than what to train, which, as per the study findings, the practice was vice versa. 

 

6.2.2 Training material and equipment 

The findings indicated a lack and shortage of the training materials and equipment 

characterised the training. The results are similar to those in Bangladesh and Iraq (Hasan, 

2016; Nur and Short, 2019). In Bangladesh, for example, in-service training for English 

language teachers lacked material and equipment to the extent that facilitators had to 

borrow projectors, multimedia and laptops from local government officials. In addition, 

Uddin (2020) noted that the same materials had been used for every training, e.g., 

photocopies, posters, and teacher guides, which caused trainees to lose interest. In Iraq, 

the only equipment frequently used was a whiteboard, while other tools such as 

educational films, projectors, pictures and flashcards were averagely used. Libya, on the 

other hand, INSET lacks the technological devices needed for training unless trainees 

bring their own (Amara, 2020).  

 

Even though they are at different extreme levels, the situations in Tanzania, Libya, 

Bangladesh and Iraq make the realisation of effective INSET even more challenging. 

Furthermore, the practice is against andragogy theory, which insists on the availability of 

adequate resources for learning that can help adult learners appreciate their potential 
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(Purwanti, 2017). Teachers need to know how authentic tools can facilitate learning with 

practical examples. The ICT Education Policy in Tanzania encourages using ICT as a 

pedagogical tool for teaching and learning and the professional development of teachers, 

administrators and managers (Ministry of Education and Vocational Training [MoEVT], 

2007). Thus, it is high time that ICT facilities are made available and used during INSET. 

Excuses for being “digital naïve” (Naghmeh et al., 2019) should be abated. 

 

6.2.3 The training centre 

The strength of the training centre is that, in both regions, the INSET was held at a school. 

Thus, the preferred model, school-based INSET, was used. According to Craft (2000), 

the approach is thought when the needs of participating schools are collectively identified 

and addressed using the same path. Furthermore, researchers have proven that school-

based or cluster-based INSET is more effective than off-site training. Compared to off-

site training, in school-based INSET, the number of teachers who take part can be 

relatively high, and the cost of conducting training becomes low and affordable. Besides, 

teachers are more likely to apply what they learn in classroom training (Erick, 2017; 

Rugambwa and Joseph, 2014). 

 

Concannon-Gibney and Murphy (2012) add that school-based INSET tends to reflect 

more on the needs of teachers in a school. Also, there is training sustainability, as training 

can go throughout the year. Doing so encourages collaboration and support among 

teachers as they work together to plan and execute the training. Moreover, it allows 

trainees to consider the relevance of the training ideas in their classes and share them 

during the training for discussion and material improvement (Waters and Vilches, 2009).   

 

Nevertheless, closely paying attention to the findings on the INSET centre, it was only 

school-based in the sense that it was done at school. Yet, trainees did not come from the 

same schools. Likewise, it was also cluster-based since a group of teachers came together 

for a similar course; thus far, they did not have collective needs. There was no need for 

identification done collectively or individually by participating schools. Therefore, 

advantages of school-based INSET such as having a higher number of trainees, 

immediate application of knowledge, and an INSET which is integrated into day-to-day 

teachers’ activities as suggested by Concannon-Gibney and Murphy (2012) and Erick 

(2017), as well as Rugambwa and Joseph (2014) were amiss.  
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In addition, maybe the choice of the schools as training centres was to make training look 

more school-based so that teachers get a chance for a practical lesson. If that was the case, 

still, it was done during the holidays when students were not around. Likewise, perhaps 

schools were chosen to lower the cost since they used some school resources, but not 

everything was available. In other instances, things were available but not accessible, and 

trainees still faced an unfavourable INSET learning environment. Besides, trainees 

complained of classrooms being dirty, lack of power access points in classrooms, scarcity 

of water and poor quality of accommodation.  

 

Challenges with training centres were also reported elsewhere. For example, Ayvaz-

Tuncel and Çobanoglu (2018) and Uysal (2012) found that, in Turkey, INSET classrooms 

were overcrowded with poor ventilation. In Kuwait, teachers also complained of an 

uncomfortable training environment (Aljassar and Altammar, 2020). In contrast, Manan 

et al. (2020) noted that the Paper-based TOEFL Preparation Program was affected by the 

availability of resources and facilities for learning. The above trend hinders INSET from 

being integrated into day-to-day EFL teachers’ activities and limits collaboration in a job-

embedded context (Darling-Hammond et al., 2017). 

 

6.2.4 INSET funding  

Despite the importance of sustainable funding for the effectiveness of an INSET, it was 

found that a shortage of funds characterised the INSET. That was the case despite a clear 

indication of the INSET guideline on where the money for INSET should be. Because of 

insufficient funds, training days and the number of participants were reduced. Not only 

that, but also the programme lacked continuity. Instead of attending training for three 

years (10 days per year), they were trained once a year. Comparable findings were also 

noted by Molope and Oduaran (2019). In their study, the INSET was characterised by 

insufficient funds and poor financial management, whereas, in Naz (2020), the budget for 

INSET was not justified. In Tanzania, underfunding of INSET training was also 

documented by Komba and Mwakabenga (2019) and, the Ministry of Education and 

Vocational Training and the United Nations Educational, Scientific and Cultural 

Organization (UNESCO) (2014). Both acknowledge that most of the teacher retraining 

programmes in Tanzania are underfunded. The government is said to rely too much on 

donor funding to support INSET rather than raising its internal funds.  
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Dachi (2018), on the other hand, believes that funding problems occur because INSETs 

for teachers are not yet structured in the education system's legal, administrative and 

governance frameworks. Yet, according to Education Circular No. 10 of 2009, regional 

administrative offices, district councils and schools are supposed to set out the budget for 

training their teachers with the help of stakeholders. Also, the Public Service Regulations 

of (2003) in section Sec. 103 stipulates who is responsible for training teachers, how often 

and where the fund should come from.  Are these circulars and regulations not legal 

enough to push the suggested authority to allocate sufficient funds for teachers’ in-service 

training? Therefore, the study finds that underfunding the programme was not due to the 

absence of legal, administrative and governance frameworks. However, there is a lack of 

solid political determination to fund and support teacher re-training for effective 

curriculum implementation.  

 

Nevertheless, despite the challenges in obtaining general funds for EFL training, the 

current study applauds the efforts to ensure that trainees were paid allowances that 

covered transport, food, and upkeep during the training despite the variations. Results 

indicated that in addition to trainees’ enjoyment of the training objective, financial gain 

was also exciting to some participants. Mkonongwa and Komba (2018) suggest that 

during INSET, teachers must focus more on the knowledge and skills they will gain rather 

than a financial incentive.  However, given that Tanzania is characterised by poor 

incentive mechanisms, especially for the teachers working in public schools (Makorere 

and Hudson Mrisha, 2019), financial gain remains a motive for teachers to attend training 

and pay attention to what is being taught. It also makes them feel valued.  

 

Worldwide, it has been noted that payment during INSET is among the challenges that 

affect teacher attendance at any in-service. Teachers do not want to attend any training 

where they are not paid. For example,  Rugambwa and Joseph (2014) attempted to 

implement school-based training; however, in the beginning, teachers imposed sanctions, 

and some dropped out of the programme after participating for one year because they 

were not paid. Likewise, in Bangladesh, Uddin (2020) noted that EFL teachers did not 

want to attend INSET since its daily allowance was too low, and they had to pay for food 

and residence. Thus, instead of attending INSET, they would rather do private tuition and 

coaching, where they earn more than they make during INSET.  
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Along the same line, Hardman et al. (2015) noted that when implementing school-based 

INSET, stakeholders believed there was a need to provide incentives such as certificates, 

additional pay and promotion for those teachers who participated in the school-based 

CPD. Principally, “the more teachers are motivated, the better their teaching performance, 

which, ultimately, leads to students achieving better results (Urio, 2016., p. 101).” 

Therefore, in Tanzania and most likely in other developing countries where teacher 

incentive is still challenging, financial incentives contribute to the effective and smooth 

implementation of in-service training.  

 

6.3 The Effectiveness of Training Implementation  

Besides effective planning and allocating sufficient resources, effective INSET depends 

on its implementation. Implementation is usually linked with subject-content focused, 

having quality instructors, being participant-centred, and using an active and 

collaborative learning strategy with a chance to observe and observe in a modelled lesson 

(Bayar, 2014; Darling-Hammond et al., 2017; Alan Waters and Vilches, 2009). The 

findings indicated that some of the above principles were kept while others were not, as 

discussed in the following subsections.  

 

6.3.1 INSET content and timetabling 

During INSET, the content is essential. It has been proven to be a necessary aspect of 

trainees’ contentment during the teaching and learning process (Gore and Rosser, 2020; 

Hung, 2016). From the study findings, trainees describe the content of the INSET as 

“good”, “satisfying”, “need-based”, and “relevant”. Participants’ fondness for the INSET 

content was attributed to the fact that, for many, it was their first training since the 

introduction of CBC in English language teaching. The Same observation was found by 

Schoen et al. (2019), whereby in the USA, the lack of INSET for mathematics teachers 

teaching probability and statistics increased the odds of positive programme impact.   

 

Another interesting finding with the content was that it was not general but, as Darling-

Hammond et al. (2017) call "discipline-specific", aimed at communicating knowledge 

and skills on planning, teaching, and evaluating students per competence-based 

curriculum demands. While the content was good and relevant, selecting the training 

content has been challenging In China. Yang (2019) noted that INSET for language 

teachers focused on general pedagogical knowledge with little focus on subject content 
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and pedagogical content knowledge. Similarly, in Bangladesh, the provision of outdated 

content has been affecting the quality of INSET (Nur and Short, 2019).  

 

Though the relevant content characterised teaching and learning, the findings also 

portrayed a mismatch between programme duration and content to be covered. The 

content was too broad compared to the time available; subsequently, topics were partially 

covered. Also, the time was not enough to allow in-depth learning and analysis of the 

training content. The content focused on helping teachers plan, teach and assess; however, 

planning was all that was covered. There were no opportunities for modelling lessons 

(observing and being observed) on teaching and assessing. The absence of modelling on 

teaching and assessing against the social constructivism theory, which insists on learning 

by providing meaningful experience and guidance from instructors (scaffolding) 

(Schreiber and Valle, 2013). 

 

The scenario mentioned above is equivalent to the cases for INSET provided to English 

language teachers in Uzbekistan Public Schools and Iran. Madaminov and Ashurova 

(2019), as well as Tajik et al. (2019), observed that in the two places, INSET is too 

theoretical and does not offer a chance for actual classroom practice. As a result, trainees 

have limited opportunities to encounter real problematic cases in natural settings and seek 

immediate advice from peers and language educators. Similarly, in Nalan and Grsoy’s 

(2020) study, EFL teachers detested the INSET because it was overcrowded with too 

many theories and repetitive topics. According to Tabatabaee-Yazdi et al. (2018), it is 

essential that during training, trainees are provided with an appropriate authentic context 

and opportunities to practice new teaching ideas and methodologies. Practical sessions 

give them transferrable inputs that would impact their practice, develop confidence and 

redefine their skills in content delivery (Manasreh, 2018; Nhung, 2018).  Unfortunately, 

the findings indicated neither time nor funds were available to envision best practices in 

teaching and assessing the English language per CBC.  

 

Lastly, the limitation of the training content was its failure to accommodate technological 

pedagogical content knowledge related to English language teaching as proposed in the 

curriculum and English language syllabus. Although one of the sub-topics associated with 

improvising teaching resources from the local environment, the new learning dynamics, 

influenced by the introduction of Information and Communication Technology (ICT), 
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can no longer be ignored (Alnujaidi, 2021). The 2005 syllabus demands video, tape-

recorded, radio, and television to enhance students’ listening, reading, writing skills, etc. 

and raise student learning interest. Therefore, the continued abstraction of how EFL 

teachers in Tanzania can integrate technology to implement CBLT limits their innovation 

and the chance to make language learning more fun and interactive (Shia and Jiang, 

2022).  

 

Therefore, as much as audio and video facilities may be lacking in schools, they can still 

exploit technological platforms, websites, and various applications. They can teach 

listening and reading skills using podcasts or TED Talks. They can use an online 

dictionary to teach vocabulary and access online books and other resources for teaching 

the English language. In addition, schools may not have computers; nevertheless, most 

English language teachers own smartphones with the same capacity as personal 

computers. Therefore, they can be trained on how best they can use them to integrate 

technological pedagogical content knowledge for language teaching and make language 

learning an active and interactive process rather than solely relying on books. While 

traditional classrooms are not obsolete, embracing technological pedagogies in teaching 

and learning English is necessary for 21st-century learning.  

 

6.3.2 Training methodology  

The findings specified that the training was facilitated using active teaching methods. The 

primary learning strategy was lesson study organised around discussion, think-pair, 

presentation and brainstorming. Sezen et al. (2019) describe them as the most preferred 

form of activities of INSET training by language teachers. Through the methods, trainees 

commented that they had a chance to actively get involved in hands-on activities such as 

preparing lesson plans and schemes of work and presenting and receiving feedback from 

their peers. Principally, the teaching and learning activities during INSET promoted 

collaboration, interaction and sharing of knowledge and skills among trainees themselves 

and between trainer and trainees.  

 

The findings align with both andragogy and social constructivism theories as they insist 

on using active teaching methods because they allow self-directed learning and 

scaffolding where necessary (Knowles et al., 2015; Öztürk, 2019). Besides, Manan et al. 

(2020), Ong and Tajuddin (2021) and Yastibaş and Kavgaci (2020) found that the INSET 
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process used different methods that were student-centred, interactive and provided them 

with consideration and feedback. In Iran, however, INSET was documented to lack 

opportunity for sharing (Kazemi and Mansooreh, 2014). 

 

However, even if the study applauds the INSET for using active teaching methods, very 

few were used, i.e., discussion, think-pair, presentation and brainstorming. That could be 

because the time was insufficient to cover the content and explore other teaching 

methods. Even then, in those seven days, diversification was essential to help trainees 

learn different strategies to develop students’ language competencies depending on the 

level they teach. Discussion and presentation may be practical for teachers but not 

applicable across their teaching levels. The above reservation was also noted by El Afi 

(2019) in Abu Dhabi, whereby INSET for EFL teachers, though good, did not consider 

the age groups that teachers were teaching. Thus, limiting an INSET to a discussion also 

affects teachers’ exposure and ability to understand how other methods can facilitate 

students’ competencies development. McKeown et al. (2019) encourage an INSET to use 

teaching methods and processes that teachers would use in their classrooms.  

 

Likewise, the learning process did not feature many authentic learning situations that 

would trigger a change in teachers’ practice. Mostly, trainees were advised on how to 

plan a lesson but not teaching, assessing and evaluating the lesson. The above situation 

is equivalent to the INSET provided to English language teachers in Uzbekistan Public 

Schools and Iran.  Madaminov and Ashurova (2019), as well as Tajik et al. (2019), 

observed that in the two places, INSET was too theoretical and did not offer a chance for 

actual classroom practice. The practice contradicts the social constructivism theory that 

insists on learning by providing meaningful experience and guidance from instructors 

(scaffolding) (Schreiber and Valle, 2013). It also limits the opportunities to encounter real 

problematic cases in natural settings and seek immediate advice from peers and language 

educators.  

 

Therefore, it is crucial that during training, trainees are provided with an appropriate 

authentic context and opportunities to practically practice new teaching ideas and 

methodologies (Tabatabaee-Yazdi et al., 2018). Doing so gives them transferrable inputs 

that would impact their practice, develop confidence and redefine their skills in content 

delivery (Manasreh, 2018; Nhung, 2018). 
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6.3.3 Facilitator’s ability to train  

The findings showed that the role of the facilitator was confined to creating activities and 

facilitating trainees’ effective participation in discussion, presentation and reflection. The 

above role is supported by the social constructivism theory, which insists on learning 

through interaction and negotiation of meaning (Schreiber and Valle, 2013).  It also aligns 

with andragogy theory, which insists on providing adult learners with a chance for self-

directed and autonomous learning depending on their prior experience (Yusuf, 2021).  

 

While the trainers' role findings were constructive, participants indicated they lacked 

expertise and could not conclude on some issues. The possible explanation for the 

situation could be RF were professional EFL teachers but not professional language 

educators with expertise in competency-based language teaching. They had familiarity 

with the topics, but not deep enough to allow them to be experts beyond the training 

manual suggestions. Similar concerns were reported in Indonesia, where trainers lacked 

expertise in what they were training (Zein, 2016). In Iraq, trainers were competent and 

led the training well, but they frequently used lecture teaching methods, resulting in non-

interactive training (Hasan, 2016).  

 

Also, in Bangladesh, one of the challenges that affected the implementation of the £50 

million INSET was the failure of trainers to address the individual needs of the trainees 

and their urge to teach everything, which made it difficult for trainees to adopt what they 

were taught (Karim et al., 2019). In Manasreh’s (2018) study, trainees mentioned that 

they could teach better than their facilitators. Even though the facilitators understood the 

topics, their presentation was inappropriate. The above situation was, however, contrary 

to Begum’s (2016) findings, whereby trainees were satisfied with their facilitators as they 

had the knowledge and ability to explain the application of some concepts clearly. In 

addition, they could effectively present, organise the lesson, demonstrate the application 

of communicative language teaching and provide feedback.  

 

In a nutshell, facilitators need to demonstrate deep knowledge through education or have 

experience of not less than five (Schachter et al., 2019). In addition, they need to be 

selected from among professional teachers and empowering educators who are more 

articulate with a deep knowledge base. Thus, their inability to effectively implement the 

lesson was contrary to the social constructivism theory, which insists on learning from a 
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knowledgeable member of the society who can support learners in their Zone of Proximal 

Development (ZPD) (Khadimally, 2019). Besides, trainers limited knowledge, poor 

interpersonal communication skills and favouritism were also reported. The practice 

conflicts with andragogy theory, which insists that any education programme designed 

for adult learners must promote a sense of belonging, mainly in students’ cognitive and 

affective domains (Jennings, 2021). Thus, the study finds that the RF’s role was to create 

a friendly learning environment considering adult learners' characteristics. Besides, 

Avery (2017) insists that “names are important”. Therefore, it was their role also to make 

sure that they knew the name of every trainee and enthusiastically engaged the whole 

group in learning.  

 

6.3.4 Assessments during learning  

In connection with using active teaching and learning methods, assessment of learning 

during training is also imperative. Pre-assessment helps trainers determine trainees’ 

knowledge and skills before instruction, establish where to begin teaching and tape for 

the experience and skill level of the trainees. It is a good baseline for judging improved 

learning, communicating expectations of both trainer and trainees, checking for any 

misconceptions trainees may have and addressing them during learning (Guskey, 2016). 

On the other hand, post-assessment is a good predictor of how trainees will use the 

knowledge and skills gained from the training in their actual work setting (Samuel et al., 

2019). Despite its importance, the findings indicated no pre-assessment was done, while 

post-assessment was done in one region. According to Warr et al. (1999), one part 

assessment cannot be used to measure training outcomes. They suggest measuring 

training outcomes regarding change from pre-test to post-test rather than pre-test or post-

test only. Thus, post-assessment, done by trainees from Kilimanjaro, could not help when 

determining programme effectiveness. 

 

Apart from being a one-part assessment, the activities were done through written 

examination. Yet, Griffith and Lim (2014) state that the paper and pencil assessment 

method is not encouraged under the competence-based approach unless writing skills are 

assessed. They further elaborate that competency-based education needs to be assessed 

using real-world tasks using knowledge and skills to complete a task. Hence, the form of 

assessment was against andragogy and social constructivism of learning theory, which 

insists on authentic learning and assessment linked to teachers’ day-to-day practice 
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(Adams, 2006; Knowles et al., 2015). Besides, English language teachers in Qatar prefer 

to be assessed by observing teaching and oral presentation to examinations (Manasreh, 

2018).  

 

In Sezen et al. (2019) study, when EFL teachers were asked about the form of assessment 

they prefer during INSET, 31.4% chose observed teaching, 31.4% did not want to be 

assessed at all while tests, written assignments, and exams scored 24.8%, 23.8% and 

12.4%. Thus, tests, assignments and examinations are traditional and cannot be used to 

test teachers’ abilities under competence-based teaching. Fundamentally, the assessment 

tools used during INSET training were not suitable for testing trainees' ability to 

implement competency-based language teaching. It was a humorous finding considering 

the training’s primary focus was to encourage and promote EFL teachers in Tanzania to 

move away from traditional assessment approaches, i.e., pen and pencil, to more authentic 

assessments that promote the demonstration of learners’ communicative competence.  

 

6.4 The Impact of In-Service Training on Teacher Learning 

The last research objective evaluated in-service training's impact on trainees’ knowledge 

and skills. The study only focused on what they learned or gained from attending that was 

directly linked to the training objectives. From the study findings, respondents inscribed 

an INSET as a vital tool that has helped improve their content knowledge, general 

knowledge and pedagogical content knowledge in competency-based language teaching. 

Acquiring multiple dimensions of proficiency facilitates smooth teaching and learning, 

boosts their confidence and allows EFL teachers to engage students in different learning 

activities that enhance the acquisition of numerous language competencies. The findings 

align with constructivism theory, which insists on developing constructive teachers who 

can facilitate learning and apply learner-centred pedagogy. In addition, they need to 

understand the context in which learning occurs and provide learners with autonomy and 

feedback while learning (Pritchard and Woollard, 2010).  

 

Moreover, the above results are similar to Yook and Lee’s (2016) findings, whereby the 

INSET helped EFL teachers improve their proficiency in the English language and 

teaching method. Moreover, Vietnam EFL teachers indicated that the course they 

attended, “English for teaching”, increased their confidence, and they would even 

recommend their friends to learn it (Burns, 2017). Evaluating the effectiveness of TESOL 
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teachers’ CPD, Al Balushi (2021) noted that the course influenced teachers’ beliefs, 

motivation to teach and methodology for teaching. Similar results were also documented 

by Amara (2020), Arifani et al. (2019), Liu and Kleinsasser (2015), Mahmoudi et al. 

(2021), Ulla (2018) and Yirci, 2021). However, that was contrary to Jacob et al. (2017) 

and Uddin's (2020) observations, whereby the training could not impact teachers learning 

due to a mismatch between the content and teachers' needs. 

 

The constructive impact of the training could have been influenced by the overall shortage 

of INSET opportunities in Tanzania, which was also reported by Mkonongwa and Komba 

(2018). Also, Mapunda (2018) noted that very few were retrained even after the new 

curriculum was introduced. Therefore, most EFL teachers across the country lacked skills 

for its implementation, which increased the possibility of appreciating any INSET 

provided (as it was in this case). The above observation is supported by Minor et al. 

(2016) that when teachers with weak prior knowledge of the content attend a high-quality 

content-focused INSET, they tend to gain multi-dimensional knowledge compared to 

those with substantial prior knowledge of the areas that are being facilitated.  

 

Moreover, the knowledge and skills gained resulted from constructive pedagogy and an 

active learning environment during facilitation. While learning, tasks were set, and 

trainees had a chance to plan, discuss, present and receive feedback from their peers and 

facilitators. Doing so made learning interactive, experience-based, and constructed by 

learners with little or no dependency on facilitators compared to being passive (Desimone 

and Garet, 2015; Hằng et al., 2017). Apart from that, it stems from the fact that it was 

content-focused. It has been widely acknowledged that in-service training can result in a 

substantial gain in teachers’ knowledge when its content is subject-specific, focusing on 

methods for students learning and strategies for teaching (Holland, (2005); Darling-

Hammond et al., 2017; Goldschmidt and Phelps, 2010). Similarly, the INSET was helpful 

since there was coherence between the change proposed by the INSET and the 

countrywide curriculum reform introduced in 2005. The above observation is supported 

by Desimone and Garet (2015), that an INSET can be effective when there is coherence 

between INSET goals, its content, teachers’ and students’ need and proposed reforms. 

 

Still, despite trainees’ immense acknowledgement of knowledge and skills gained, there 

was a discrepancy in some aspects of the updated knowledge. For example, the findings 
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indicate variance on whether allocating the number of teaching periods in a topic is 

determined by the number of subtopics or teaching activities. Another different view was 

noted on writing general objectives, whether derived from topic or subtopic and whether 

an assessment column in the scheme of work should be written in the statement, question, 

or write assessment methods/tools used to assess. The above concerns indicate that, while 

an INSET may have improved EFL teachers’ knowledge in some areas, it has created 

more confusion and divergence.  

 

Furthermore, from the findings, some felt the training had no impact. Novozhenina and 

Pinzón (2018)  also reported similar results; while some participants experienced new 

learning, others did not. In our case, the lack of impact could be attributed to participants 

being at different stages of career growth. But also, “no impact” could be an influence of 

the varying working environment (rural vs urban) as well as solid teacher cognition of 

the old curriculum (content-based), which impedes the new learning. The three situations, 

therefore, call for more personalised and extended in-service training. Doing so can 

facilitate the gradual transformation of EFL from old to new curriculum knowledge and 

impact them with knowledge, skills and attitudes more related to the nature of the student 

they teach, working environment and career stage.  

 

Lastly, the INSET focused on helping EFL teachers plan, teach, assess and evaluate 

listening, speaking, reading and writing skills, as well as forms and function, among 

others. Yet, knowledge and skills gained in those aspects concentrated more on lesson 

planning and teaching methodology rather than teaching and assessing. Also, there was 

no significant change story in planning, teaching, assessing and evaluating forms and 

function. The above findings also hint that despite the INSET, trainees will likely face 

challenges in teaching, assessing and evaluating form and function as per competence-

based demand.   

 

6.5. Chapter Summary  

Chapter Six critically discussed the study's key findings on each objective and explained 

how the findings are similar or dissimilar to different literature. The chapter also 

presented how the study findings are linked to or contradicted with the theories used. The 

discussion indicated that while teachers’ in-service training is the key to a successful 

curriculum innovation adoption worldwide, not all are designed and implemented in a 



137 

manner that they bring impact in teachers’ work.  While that is the case, the fact remains 

that teachers who are insufficiently supported to adopt a new curriculum will not be able 

to oversee its effective implementation in the classroom. Besides, there will never be one 

relationship between policy documents and what goes on in the classrooms. Thus, while 

countries invest in adopting new curricula and revising existing ones, carefully planned 

and sustained efforts must also be invested in teacher change.  The next chapter will 

present a summary, conclusion, and study recommendations. 
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CHAPTER SEVEN 

7.0 SUMMARY, CONCLUSION AND RECOMMENDATIONS 

7.1 Summary of the Findings  

The findings highlighted strengths and weaknesses across in-service training context, 

resources, implementation and outcome evaluation. In context, findings exposed 

coherence between the need for in-service training and country priority. Moreover, 

collective participation was promoted since all trainees were English Language teachers. 

Perceived weaknesses included a lack of coherence between training objectives and 

teachers’ actual needs. Equally, collective participation was limited because trainees 

taught mixed grades with varied work environments and experiences. Besides, heads of 

schools were not involved during training planning. Even those tasked with a lead role to 

cascade training to untrained teachers lacked the confidence and competence to do so. 

Furthermore, appraising the resources provided resources to achieve the goals; the study 

found that the billed resources were insufficient. Even though respondents were partly 

satisfied with the financial incentives, the in-service training was still deprived of a 

conducive training environment, stable funding, quality facilitators and sufficient 

material and facilities for learning. 

 

Likewise, in the training implementation process, different aspects of the training 

delivery, such as the content, the facilitator’s ability to train, teaching methods and 

assessment, had both fortes and faintness. While the content was good, relevant and 

timely, it was too broad and repetitive. Thus, learning became tedious, and the content 

could not be sufficiently covered in time. The plan was to help trainees learn how to plan, 

teach and assess as per competency-based language teaching; nevertheless, only lesson 

planning was covered. Likewise, while the facilitators used active teaching methods, a 

chance to observe and be observed while teaching and assessing was a miss. Lastly, the 

assessment of trainees was partial and done through written examination. While 

traditional assessment is not obsolete, it only tested teachers’ ability to recall and 

reproduce facts but not their ability to plan, teach, and assess competently.   

 

The last objective looked at the outcome of the training in teachers learning. It was found 

that the in-service training effectively impacted teachers’ learning on subject knowledge, 

general knowledge, and pedagogical content knowledge relating to competency-based 
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language teaching. Even then, there was a discrepancy in some facets of knowledge 

gained and limited change stories related to the planning, teaching, and assessing 

grammar call in for more in-service training so that teachers gain the correct information 

and appropriately teach and assess grammar by associating it with functional usage, 

which suggest the need for more training. 

 

7.2 Contribution of the Study  

The study contributes to the body of knowledge of INSET. It fills the gap regarding the 

effectiveness of INSET for improving EFL teachers’ understanding and implementation 

of competency-based language teaching in Tanzania. The study has comprehensively 

highlighted elements in designing, supporting, implementing and the outcome that needs 

enhancement. Therefore, the study findings can help education stakeholders and 

policymakers improve how INSET is designed, supported and delivered for English 

language teachers for better results in competency-based teaching.  

 

The study also contributes to the literature on the features of effective INSET. While the 

study agrees with other scholars like Bayar (2014), Darling-Hammond et al. (2017) and 

Önalan and Gürsoy (2020) on global features of effective INSET such as content focus, 

active learning, collaboration, models and modelling, provision of coaching and expert 

support, sustained duration etc., there is also a need to consider effective features that are 

context specific. The study found the provision of incentive that has an economic impact 

is a factor for effective INSET in Tanzania. That may not be a typical feature for effective 

INSET worldwide, but in a context where teachers’ motivation and welfare are still 

challenging. 

  

Theoretically, the study has two significant contributions: first, it contributes to the need 

to use social constructivism and andragogy theories as a framework for INSET design, 

implementation and evaluation. The curriculum for teacher training in Tanzania insists 

on teachers learning using a student-centred approach, interaction during learning and 

active learning experience. It also strengthens the need for regular and timely feedback, 

paying attention to students’ diversified needs, authentic learning and different 

assessment strategies. The aforementioned features are accommodated by social 

constructivism and andragogy theory. Nonetheless, they were minimally integrated into 

the INSET process since its inception. Fortunately, similar elements are also adopted in 
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the curriculum for secondary education, and according to Kosnik et al. (2018), if teachers 

experience constructivism in their learning process, they are likely to adopt and apply it 

to their students’ learning as well. Thus, INSET needs to be improved by integrating 

social constructivism theory and andragogy theory tenants into the planning and 

implementation of INSET for better results.  

 

The second theoretical contribution is linked to the andragogy theory. The study enriches 

the andragogy principle of adult learning, specifically on the assumption that the 

motivation for learning in adult learners is primarily internal. Based on the study findings, 

external motivation also matters because respondents, apart from the knowledge gained, 

INSET also impacted them financially. Therefore, while the motive for their INSET 

attendance was to improve their classroom practice, the economic impact was equally 

important. Thus, contextually, internal and external motivation factors for learning should 

be considered to increase the likelihood of adult learning and INSET effectiveness.  

 

The last contribution is linked to the study's evaluation approach and responsive 

evaluation methodology. Qualitatively, the study evaluated the effectiveness of in-service 

training in enhancing EFL teachers’ competency in competency-based language teaching. 

While the use of the evaluation approach and methodology was without limits, they 

managed to humanise the evaluation result since the study valued trainees’ points of view 

and used their experience as a source of learning and programme improvement. Thus, 

through in-depth semi-structured interviews and documentary reviews, the study used the 

key INSET beneficiary points of view and experience as sources of knowledge to inform 

the need for INSET improvement in Tanzania.  

 

7.3 Conclusion  

The study evaluated the effectiveness of in-service education and training for English 

foreign language teachers in Tanzania. The findings highlighted several strengths and 

weaknesses in how it planned, supported, implemented and impacted teachers learning. 

Was the INSET effective? Yes, partially effective. While the training was relevant and 

timely, the participants’ constructive reactions to the course design, implementation, and 

outcome were limited. Therefore, unless there is a change in how in-service training for 

transforming EFL teachers’ practice from content-based to competency is stimulated, 

reinforced and executed, the effective implementation of CBC in English language 
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teaching and learning will continue to be a fantasy. Likewise, the need to provide teachers 

with INSET to implement the curriculum will forever remain scholars’ crucial 

recommendation, irrespective of how much the Government insists that EFL teachers are 

being trained. 

 

7.4 Implication and recommendations of the study  

The findings provide practical and policy implications for The Ministry of Education 

Science and Technology (MoEST), Tanzania Institute of Education (TIE), and The 

President’s Office– Regional Administration and Local Government (PO-RALG) to 

improve how in-service training is managed, delivered and supervised. Participatory 

planning, sufficiently allocating resources and implementing INSET in the manners 

embedded in competency-based language teaching is not an option for a country that 

relies on the English language to develop students’ communicative competence. 

Therefore, since developing teachers’ competency-based language teaching depends on 

the in-service training quality, the following recommendations are provided to strengthen 

INSET provision.   

 

7.4.1. Recommendations on INSET Context  

i. Regional and district educational officers should coordinate and guarantee that 

EFL teachers have a say on what and how to learn by customising training 

objectives and content to their needs. Doing so will help develop authentic 

programme objectives and content rather than inverted ones.  

ii. MoEST and PO-RALG should ensure that INSET related to curriculum change is 

provided to EFL teachers' immediate supervisors, such as quality assurers (zonal, 

regional and districts), regional and district education officers and heads of 

schools. If trained, it will be easy for them to ensure that district-based and school-

based cascading is appropriately, correctly advise and supervise the curriculum 

implementation at the classroom level.  

iii. MoEST and PO-RALG should prepare the guideline for effectively cascading 

INSET at districts and school levels.  

iv. Regional educational officers and district education offices should ensure that 

INSET planning appeals to individual differences and the nature of the school 
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they teach to avoid one-size-fits-INSET, which tends to ignore contextual 

differences.  

v. District executive directors and district education officers should extend training 

duration to provide teachers enough time to unlearn their previous knowledge and 

beliefs and learn new ones. One- or two weeks of training disconnected from the 

classroom with no sustained support is inadequate. 

 

7.4.2 Recommendations on training resources 

i. MoEST and PO-RALG should enforce district executive directors and district 

education officers - to mobilise resources for effective implementation of in-

service training. Punishments such as removal from office and award of a clean 

or dirty certificate of the municipalities and city council that did or did not do well 

in teachers INSET in every financial year audit can be awarded. Without strong 

political will, leadership and commitment to mobilising resources for in-service 

training, practical implementation of competency-based curriculums will not be 

achieved. 

ii. MoEST should establish criteria for selecting the national facilitators based on 

their education level, background, and experience in language teacher education. 

Not just because someone is a university lecturer, tutor, school inspector, or 

officer from TIE and NECTA, they automatically qualify as the national 

facilitator.  

iii. Regional and district education officers should ensure that in-service training is 

school-based or district-cluster-based. Doing so will allow English language 

teachers to have ownership, collaborate to improve their practice and have an 

opportunity to implement the ideas in class and receive feedback from their 

mentors and peers. It will also solve problems of accommodation, food and reduce 

the cost of its implementation and the distance teachers have to travel to attend 

training. 

iv. Regional and district education officers should revisit the quality of the training 

centre. It is not enough to select a training centre with accommodation facilities, 

convenient working space, water and electricity; it also needs the best training 

centre with the best facilities and social services.  
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7.4.3 Recommendations on INSET implementation 

Zonal, regional and district quality assurance officers should monitor and evaluate the 

INSET implementation process to ensure the following:  

i. A balance between theory and practice during training. Trainers must practically 

demonstrate to their trainees the best practice of implementing CBLT beyond 

lesson planning. They need to observe as well as be observed in how they can 

teach and assess students in grammar, listening, writing, speaking and reading. 

Otherwise, it will be hard for them to adopt something they did not observe how 

it practically works.  

ii. Before and after INSET assessment is done using appropriate assessment tools 

that can help establish the effectiveness of the training. Doing so could help show 

if there is any change in the trainee’s knowledge and skills when results from 

before and after are compared. 

iii. Assessments should focus on what they can do rather than remembering or 

recalling. Doing theoretical tests and examinations does not indicate EFL 

teachers’ ability to plan, teach and assess per CBC demands.  

 

7.5.4. Recommendations on INSET outcome  

i. Mistakes, confusion, and discrepancies in knowledge and skills gained indicate a 

lack of sustained support and feedback for continuous improvement and 

clarification. Therefore, MoEST and PO-RALG should ensure that after INSET, 

national and regional trainers continue to mentor and coach trainees as they apply 

training ideas in the classroom.  

 

7.5 Limitations of the Study 

The study limitations were as follows:   

i. Evaluation of the INSET outcome focused on knowledge and skills gained from 

the training. So, whether the INSET impacted teachers’ classroom practice and 

student achievement was not covered.  

ii. The study was a formative evaluation that relied on data from a documentary 

review and participants recalling their experience of INSET. However, it was 

done when the programme ended, and the research was not involved in either 

INSET designing or implementing it. Therefore, despite the fact that the questions 

were asked in all the essential aspects through a semi-structured interview, it’s 
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also possible that some parts, i.e., INSET implementation, could have been 

simulated better with observation.  

iii. The evaluation focused on a specific INSET designed and implemented for 

English foreign language teachers. However, there is a chance that the study 

findings do not reflect how INSETs for other subjects are designed, supported, 

implemented and impact teacher’s classroom practice. Therefore, generalisation 

to other subjects INSETs is limited. 

iv. The last limitation is based on the confinement of the study area. Even though the 

evaluated INSET was reported to be implemented nationally, the study was done 

only in two regions. Thus, the INSET strengths and weaknesses in how the INSET 

was designed and implemented in the studies regions might be different from 

other regions. Thus, more inclusion of the study areas could have brought more 

striking findings on the strengths and weaknesses in other regions. Secondly, it 

could have expanded the experience and allowed the generalisation of the study 

findings to the broader population. 

 

7.6 Suggestions for Future Research 

More research is still needed in the following areas:  

i. A critical evaluation of INSET aimed at improving English language teachers’ 

competency-based language teaching in other levels of education, such as primary 

and advanced secondary education, teacher’s colleges and universities.  

ii. Another study should make classroom observations of trained EFL teachers. 

Doing so will help identify the extent to which knowledge and skills gained from 

INSET have been integrated into classroom practice and facilitate and hinder 

conditions for change. 

iii. The current study only involved members who took part in INSET at the regional 

level. Thus, another study should attempt to collect data from a broader population 

of stakeholders engaged in INSET design, implementation and evaluation from 

the national. Doing so can help gain a broader perspective of INSET effectiveness. 

iv. Moreover, the INSET, which was evaluated, was provided to EFL teachers 

teaching public secondary schools in Tanzania. A critical evaluation of INSET for 

similar purposes provided to EFL teachers in private secondary schools must also 

be done. 
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Appendix B: Participant Letter and Consent Form 

To: Trainers, trainees, education officers, regional INSET co-ordinators and heads of 

schools at regional level  

From: Enitha Michael Msamba  

Re:  Request to a respondent in the study titled “Evaluating the effectiveness of the in-

service training for English foreign language teachers in Tanzania” 

Dear,   

My name is Enitha Michael Msamba, a PhD student at Moshi Co-operative University 

with registration HD/T/SUA/MoCU/013/2016. I am collecting data to Evaluate the 

effectiveness of the in-service training for English foreign language teachers in Tanzania. 

In particular, the study intends to evaluate the effectiveness INSET context, resources, 

implementation, and its impact on trainees’ knowledge. I request that you participate in 

the study, re-live and share your experience of the training for its improvement.  

As a respondent, you are requested to:  

a) Take part in a face-to-face interview, which will be audio recorded.  

b) Take part in classroom observation of the topic of your choice, which will also be 

audio recorded.   

c) Share documents, especially scheme and lesson plan before and after the training, 

INSET, journal, invitation letter etc. 

The data collected will only be used for thesis writing and will also be published or 

presented in professional meetings. However, your identity and any incriminating 

information will be removed. In place of names, pseudonyms will be used instead. Feel 

free to contact me if you have any additional information regarding the study. Please sign 

below if you agree to take part in the study. 

 

Sincerely  

--------------------------------------------- 

Enitha Michael Msamba 

Doctoral Candidate, Moshi Co-operative University  

 

Phone: …………………………… Email: ………………………………. 
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Consent Form  

By signature, I affirm that having read and understood the above information, I hereby 

agree to participate in the study as a research participant.  

 

I understand that in all accounts of my interview, pseudonyms will be used. I also 

understand interviews and lesson observations will be recorded, and the recorded 

information will be restricted to the researcher only.  

 

Signature  :  ---------------------------------------- 

Participant name : ----------------------------------------- 

Date   : ----------------------------------------- 
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Appendix C: Data Collection Instrument 

I. Trainees interview guide  

Part A: Respondent’s background information  

• Who are you? (Name, school, academic qualification and teaching subjects) 

• For how long have you been a teacher? 

• During college/university, what subject did you major in? 

• For how long have you been teaching an English language subject? 

• Is there any other subject that you teach besides English? 

 

PART B: Questions relating to the study objectives 

C.1 In-service training planning/designing  

a) How did you know about the INSET? 

b) How were you selected to attend it? 

c) Were you given enough time to prepare before attending it? 

d) Were you asked about your needs before the INSET was conducted?  

e) To what extent did the INSET objectives reflect your need? If not, what objectives 

could have been added? 

f) Were the course objectives clear and understandable? 

g) Did you cover all the objectives during training? If not, what were the barriers? 

 

C.2. In-service training resources  

C.2.1. The overall training environment  

a) How did you find the training centre? 

b) Was the classroom environment conducive to learning? 

c) Was it big enough to accommodate all the participants? 

d) Were chairs and tables comfortable? 

e) Were the rooms equipped with up-to-date technological devices like projectors, 

computers, etc.? 

f) Did it have a well-equipped library with up-to-date reference materials? 

g) Did it have proper facilities for meals and accommodation? 
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C.2.2. Training time and duration  

a) When was the training conducted?  

b) How long did it last? 

c) Was the time well spent? 

d) Was the chosen time convenient for you? 

e) Was the training duration sufficient to cover all INSET objectives? 

f) Were you provided with time to practise the change? 

 

C.2.3 INSET funding and incentive  

a) Who funded the training?  

b) Were you supported to attend the training? If yes, how? By whom? 

c) Were incentives sufficient to sustain you for all training days? 

 

C.3.2 INSET material and facilities   

a) What materials were available during the training? 

b) Were they adequate? 

c) Were they relevant to the course content? 

d) Did you use technological facilities for learning? 

e) Were there any challenges related to the material given during the INSET? 

 

C.3 Evaluation of training implementation  

C.3.1 Content of the programme  

a) Was the content of the INSET relevant to the INSET objectives? 

b) Was it manageable for the allocated time? 

c) Was the content fixed or negotiated? 

d) Was it coherent to day-to-day English language teaching activities and your 

experience? 

e) Were you satisfied with the content? If not, what are the topics or skills that you 

feel you need more? 

 

C3.3 Training methodology  

a) Can you take me through a typical class session? What did you do from morning 

to evening? 

b) What teaching methods were used during learning? 
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c) Was there facilitator-trainee interaction or trainees-trainee interaction? 

 

C.3.4 Instructors’ quality  

What can you comment on the quality of instructors in terms of the following: 

a) Mastery of the subject matter,  

b) Value trainees’ ideas,  

c) Ability to use technological devices for facilitation,  

d) Punctuality,  

e) Time management,  

f) Ability to provide feedback,  

g) Interpersonal communication skills,  

h) The link between theory and practice etc. 

 

C.3.5 Assessment  

a) Were you assessed after and after the training? If yes, how? 

b) Was the assessment based on what you covered during the training? 

c) Did you have a chance to micro-teaching? 

d) Generally, what motivated or hindered your learning during INSET delivery? 

 

C.4: INSET impact on EFL teachers’ knowledge  

1. What were your most significant change stories in the following areas? 

a) Understanding of the 2005 English language syllabus and its features 

b) Scheme of work and lesson plans 

c) Listening skills 

d) Speaking skills 

e) Reading skills 

f) Writing skills 

g) Forms and function; and  

h) Organisation and management of the classroom 

2. Is there anything else you have gained beyond the scope of the INSET objectives? 
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Interview Guide for Heads of School 

1) Kindly introduce yourself (Name, teaching subject, level of education) 

2) For how long have you been the head of school? 

3) How were you involved in the INSET, which was done for English language 

teachers?  

4) Were you trained on a competence-based curriculum along with your teachers? 

5) Was your school involved in teachers’ need identification? 

6) How does your school support teachers to attend INSET? 

7) Are there any follow-up procedures to ensure teachers implement what they 

learned in in-service training?  

8) Is there anything you want to comment on regarding training EFL teachers on 

competency-based English language teaching? 

9) Considering the number of trainees, duration of the training and other efforts 

invested in bringing the programme to life, do you think the project was 

worthwhile? Why and why not? 
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Interview Guide for Regional Facilitators 

1. Who are you? (Name, school, academic qualification, Teaching subject) 

2. For how long have you been a teacher? 

3. During college/university, what subject did you major in? 

4. For how long have you been teaching the English language? 

5. Is there any other subject that you teach besides English? 

6. For how long have you been an EFL teacher trainer? 

7. How did the INSET start? 

8. How were you selected as an instructor for the training?  

9. Were you trained? If yes, by whom? For how long? 

10. What was the content for the training? 

11. How long were you trained? 

12. How often did you facilitate training before the actual training? 

13. Besides training, what was your role in designing the INSET? 

14. Since the NSET module was already in place, did you analyse the content to see 

if it matches the needs of EFL teachers in the region? If yes, were there any 

adjustments made? If not, why? 

15. How did you find the level of trainees’ engagement during the lesson? 

16. Did you conduct follow-ups to see if trainees are implementing ideas gained and 

assisting them where there is a challenge? If yes, how? If not, why?  

17. Do you think the program, in general, was beneficial for the trainees? 

18. Related to your insights, are there any areas where the programme could be 

improved? 

19. Considering the number of trainees, duration of the training and other efforts 

invested in bringing the programme to life, do you think the project was 

worthwhile? Why and why not? 
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Interview Guide for INSET Coordinators/Regional, District and Education 

Officers/School Inspectors/Quality Assurers 

1) Kindly introduce yourself. 

2) How was the INSET initiated? 

3) How were you involved in designing and implementing the INSET? 

4) Did you need identification? If yes, how? If not, why? 

5) What criteria were for selecting schools and teachers to participate in the INSET? 

6) Since the INSET module was already in place, did you analyse the content to see 

if it matches the needs of EFL teachers in the region? If yes, were there any 

adjustments made? If not, why? 

7) Were you also trained on a competency-based curriculum? 

8) Did you conduct follow-ups to see if trainees are implementing ideas gained and 

assisting them where there is a challenge? If yes, how? If not, why?  

9) Just like any other project, there are strengths and weaknesses. About the INSET, 

what were they? 

10) Considering the number of trainees, duration of the training and other effort 

invested in bringing the programme to life, do you think the project was 

worthwhile? Why and why not? 
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Appendix D: Tables 

Table 1: Responsible organs for TCPD in Tanzania  

Category Actor Role 

National  Permanent 

Secretary- 

Ministry of 

Education, 

Science and 

Technology 

(MoEST) 

▪ Develop policies, guidelines, rules and 

regulations to foster quality TCPD programmes. 

▪ Set standards or teachers’ competencies. 

▪ Identify and plan for TCPD programme 

interventions. 

▪ Approve TCPD programmes and service 

providers. 

▪ Maintain data and information of TCPD 

providers. 

▪ Coordinate and regulate TCPD provision through 

a Teacher Education Unit. 

▪ Provide necessary resources/Finance TCPD 

programmes and implementation plans. 

▪ Collaborate with PO-RALG to carry out 

Monitoring and Evaluation of TCPD 

programmes. 

▪ Review TCPD Priorities and develop 

programmes for teachers. 

▪ Assess the CPD programme and award 

recognition.  

▪ Prepare and disseminate TCPD national reports 

Permanent 

Secretary 

-President’s 

Office – Regional 

Administration 

and Local 

Government 

(PO-RALG) 

▪ Approve national TCPD priorities. 

▪ Collaborate with the MoEST in TCPD 

implementation. 

▪ Plan and finance TCPD interventions and 

▪ Collaborate with MoEST to supervise and 

monitor TCPD implementation at all levels. 

Tanzania Institute 

of Education 

(TIE) 

▪ Develop, review and approve resource materials 

for TCPD. 

▪ Orient developed TCPD materials to the 

facilitators; and 

▪ Prepare and disseminate TCPD reports. 

Regional  Regional 

Administrative 

Secretary 

(RAS) /Regional 

Education Officer 

▪ Coordinate Regional TCPD Priorities. 

▪ Supervise and monitor Regional TCPD activities.  

▪ Report to MoEST and PO-RALG on TCPD 

implementation. 

District/ 

Council  

District Executive 

Director  

District Education 

Officer - 

▪ Identify District TCPD priorities. 

▪ Supervise, Coordinate and monitor district, 

ward/clusters and school TCPD activities. 

▪ Supervise TCPD Cluster formation.  

▪ Create awareness and promote inclusive and 

diverse education in all schools. 

▪ Plan and finance TCPD programmes; and 
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▪ Report to RAS on TCPD implementation, 

achievement and challenges. 

Zonal and 

Regional/ 

District 

School 

Quality 

Assurance 

Zonal and District 

School Quality 

Assurance 

Officer 

▪ Ensure the quality of TCPD sessions at all levels. 

▪ Supervise and monitor teachers in Zonal and 

District level TCPD. 

▪ Conduct Regional/ District TCPD impact 

assessment. 

▪ Ensure the promotion of inclusive and diversity 

education in all schools.  

▪ Report to MoEST on the provision of quality 

TCPD, achievement and challenges. 

Teacher 

College/ 

Universities 

College Principal ▪ Determine TCPD needs in collaboration with 

District Councils and the TEP Coordinator. 

▪ Collaborate with District Councils in the planning 

and provision of TCPD. 

▪ Monitor the provision of TCPD at the District 

Council and provide technical support. 

▪ Coordinate research and publication of 

educational materials through TEP. 

▪ Coordinate preparation of annual TCPD plan; and 

▪ Prepare and keep records for TCPD-implemented 

activities 

Ward / 

Cluster 

Ward Education 

Officer and 

Teaching 

Resource 

Center (TRC) 

Coordinator / 

Cluster 

coordinator 

▪ Determine TCPD needs in collaboration with 

Heads of School.  

▪ Supervise the formulation of a subject team for 

TCPD.  

▪ Plan and support the wards/clusters and schools 

in collaboration with the Head of Schools for 

TCPD activities. 

▪ Ensure the efficiency of collaborative school 

sessions. 

▪ Ensure a conducive and supportive environment 

for collaborative sessions in schools. 

▪ Create awareness and promote inclusive and 

diverse education in all schools. 

▪ Supervise, monitor and document learning 

experiences, gaps and challenges for TCPD 

activities.  

▪ Ward and Cluster level Participate in 

the leadership of collaborative sessions at the 

district level. 

▪ Ensure all schools have annual TCPD plans. 

▪ Monitor and evaluate TCPD activities. 

▪ Collect data about TCPD activities at the 

ward/cluster level. 

▪ Report to DED on TCPD implementation. 

School Head of School ▪ Identify TCPD needs at the school. 

▪ Integrate TCPD activities into the whole school 

development plan. 
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▪ Ensure a conducive and supportive environment 

for collaborative sessions. 

▪ Facilitate and coordinate inter-school 

collaborative sessions at the ward/cluster level. 

▪ Facilitate, observe, mentor and support teacher 

development activities at school. 

▪ Create awareness and ensure inclusive and 

diverse education at the school level. 

▪ Participate in leadership sessions for TCPD at 

ward/cluster, district level. 

▪ Report to WEO on TCPD implementation. 

Source: URT, (2020) 
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Table 4: Respondents demographic characteristics 

Name  Type 

of 

school  

Gender  District  Education 

Level  

Subject 

Majored 

Working 

experience  

T1K Public  Female D1K Master 

Degree 

 

 

Environment 

Eng. (Master 

Degree) 

Geography; 

Literature 

(Bachelor 

Degree) 

English 

(Diploma) 

12 years  

T2K  Public  Male D2K Bachelor 

Degree 

English; 

Kiswahili 

9years 

T3K Public  Female D5K Diploma Kiswahili; 

English 

33years 

T4K Public  Female D3K Bachelor 

Degree 

Linguistics; 

Geography  

4years 

T5K Public  Male D1K Diploma Geography; 

English  

6years 

T6K Public  Female D5K Bachelor 

Degree 

English  9years 

T7K Public  Male D3K Bachelor 

Degree 

English; 

Geography  

3years  

T8K Public  Female D4K Bachelor 

Degree 

Linguistics; 

Literature 

3years 

T9K Public  Male D6K Bachelor 

Degree 

English; 

History  

4years 

T10K Public  Female  D3K Bachelor 

Degree 

English; 

Geography 

(Diploma) 

Geography 

(Degree) 

17years 

T11K Public  Female D4K Bachelor 

Degree 

English 

Geography 

(Diploma) 

English; 

Literature 

(Degree) 

11yeras 

T12K Public Male D4K Bachelor 

Degree 

Kiswahili; 

English  

3years 

T13K Public Male  D4K Bachelor 

Degree 

Linguistics, 

Geography  

9years  

T1M Public Male D3M Bachelor 

Degree 

English  5yers  

T2M Public Female D1M Bachelor 

Degree 

Kiswahili; 

English  

12years 
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T3M Public Male D1M Bachelor 

Degree 

English; 

History  

14yers 

T4M Public Male D3M Bachelor 

Degree 

English; 

Geography  

5years 

T5M Public Female D2M Bachelor 

Degree 

English; 

Kiswahili  

6years 

T6M Public Male D2M Master 

Degree 

English; 

Literature 

(Bachelor 

Degree) 

Ed. Planning 

(Master 

Degree) 

6years 

T7M Public Male D1M Bachelor 

Degree 

English; 

History  

11years 

T8M Public Male D1M Advanced 

Diploma 

English  6years 

F1K Public Female D3K Bachelor 

Degree  

English 

Geography  

17 years  

F1M Public Female  D1K Bachelor 

Degree 

English  

History  

12 years  

HoS1K Public Male  D4K Bachelor 

Degree 

- - 

HoS2K Public Female  D4K Bachelor 

Degree 

- - 

HoS3K Public Male D3K Bachelor 

Degree 

- - 

HoS4K Public Male D3K Bachelor 

Degree 

- - 

HoS1M Public Male DM2  Bachelor 

Degree 

- - 

HoS2M Public Male D1M Bachelor 

Degree 

- - 

HoS3M Public Male D1M Bachelor 

Degree 

- - 

Co1K Public  Male D5K Bachelor 

Degree 

- - 

EOK1  - Female  D1K Bachelor 

Degree 

- - 

EOK2 - Male D2K Bachelor 

Degree 

- - 

Co1M Male Male D2M Bachelor 

Degree 

- - 
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Table 5: Codes-quotations list for training context 

 

 

 

 

 

 

Codes-quotations list Sub-theme Main 

theme 

I was not asked my need {13-0} 

Need assessment at school {1-0} 

Training plan at school {1-0} 

Need assessment at district {4-0} 

Need assessment   

 

 

 

 

 

 

 

 

 

 

 

In-service 

training 

context  

Course objectives were clear {7-0} 

We covered all objective {3-0} 

There was nothing new {2-0} 

Objective partially covered {1-0} 

Objective partially matched my need {2-0} 

Training/objective relevance {25-0} 

Objective 

relevance 

 

Advanced diploma {1-0} 

Degree {13-0} 

Diploma {3-0} 

Master {2-0} 

Male {12-0} 

Female {10-0} 

Major {20-0} 

Criteria for selecting trainees {8-0} 

Why someplace had a lot of representatives{2-0} 

Respondents’ 

features 

The training t was very useful {1-0} 

The training was very good {3-0} 

Training appraisal {8-0} 

Training evolution {2-0} 

Training 

relevance 

Given time to prepared {1-0} 

Received a call {9-0} 

Selected by Head of School {9-0} 

I arrived late {8-1} 

I just received a letter {12-0} 

Nominated {4-0} 

Training 

marketing 

Knowledge sharing {32-0} 

Sharing time {2-0} 

Sharing challenge {15-0} 

Head of school support {9-0} 

Head teachers’ involvement in training {9-0} 

Cascading plans  
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Table 6: Codes-quotations list for training resources  

Codes-quotations list Sub-themes Main them 

Classrooms were not clean {1-0}  

Distance of the training centre {2-0} 

Location of the training centre-peripheral 

{1-0} 

Need for ICT facility {3-0} 

No power source in classrooms {1-0} 

No syllabus and reference books {1-0} 

No water throughout {1-0} 

The training place was not bad {14-0} 

There are other good places we could go 

{1-0} 

We were less than 40 {4-0} 

Chairs were normal {4-0} 

Training Centre  

 

 

 

 

 

 

 

 

Training 

resources  

Accommodation {20-0} 

Food {23-0} 

Trainees allowance {22-0} 

Training funding {1-0} 

Allowance challenge {4-0} 

Training Logistics 

Materials were not enough {16-0} 

Mostly we used flipchart {15-0} 

No library, ICT facility {22-0} 

There was no projector. {17-0} 

Tomorrow come with Choroko {1-0} 

Material and 

Facilities 

Duration {9-0} 

Duration vs Content {12-0} 

Time {20-1} 

Duration and Time 

 

Table 7: Codes-quotations list for training implementation  

Codes-quotations list Sub-themes Main theme 

A lot more needed to be learned {12-0} 

Content flexibility {14-0} 

Content repetition {1-0} 

The content was good but needed more {21-

0 

The link between theory and practice {12-0} 

Technological pedagogical content {5-0} 

Content of the 

training 

 

 

 

Training 

implementation 

Interaction and feedback during learning {2-

0} 

Microteaching {3-0} 

Teaching method {32-0} 

Teaching 

methodology 

 

Facilitator not well prepared {18-0} 

Facilitators were competent {12-0} 

They valued prior knowledge {6-0} 

Trainers’ ability to 

facilitate 

 

 

 



201 

Table 8: Codes-quotations list for training impact on learning 

 

 

 

Codes-quotations list Category /Family Theme  

2-3 students who have speaking skills {2-0} 

Classroom management {2-0} 

Not controlling the class {2-0} 

Not related {1-0} 

Silent class {1-0} 

Teaching aid {3-0} 

We don’t beat students {2-0}  

Classroom management  General 

pedagogical 

knowledge 

Allocating time {7-0} 

Competence {10-0} 

Scheme of work {2-0} 

Scheme of work and lesson plan {2-0} 

Teachers’ activities {2-0} 

Format for a scheme of 

work 

  

General 

pedagogical 

knowledge 

Allocating time {7-0} 

Competence {10-0} 

Consolidation {3-0} 

Did not understand ...remark {5-0} 

Format of the lesson plan {10-0} 

Introduction {2-0} 

New knowledge {1-0} 

Objective {4-0} 

Pupil evaluation {15-0} 

Reference book as teaching aid {2-0} 

Reflection {3-0} 

Reinforcement {1-0} 

Specific objective {4-0} 

Teacher evaluation {4-0} 

Teaching aid {3-0} 

Writing assessment {2-0} 

Format of lesson plan 

 

General 

pedagogical 

knowledge 

Consider learners knowledge {2-0} 

Letter {1-0} 

New knowledge {1-0} 

Not applicable {2-0} 

Now we do like how the syllabus {3-0} 

Prepare notes {1-0} 

Reading skills and sub-skills {3-0} 

Student can advise on method {7-0} 

Supervisor {5-0} 

Teaching method {13-0} 

Structure and organisation 

of the 2005 syllabus  

 

Pedagogica

l content 

knowledge 

Four skills {2-0} 

Grammar {2-0} 

Reading skills and sub-skills {6-0} 

Teach listening {3-0} 

Writing {2-0} 

Four skills and grammar  

  

Subject/aca

demic 

content 

knowledge  
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Appendix E: Extracts from the Data Analysis Process 

Extract 1: Part of the documents uploaded into ATLAS.ti for the coding  
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Appendix F: Published Manuscript 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


