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Editorial Note
Surely, among the most important services a journal can offer are to alert 
members of the professional to the existence of knowledge of interest to them; 
to inform them of the kinds of contributions made by the knowledge in the article, 
as well as attempt to assess the quality of these contributions. The knowledge 
through the presented articles subjected to peer review such that the JAET follows 
a double-blind peer review process where the identity of both authors and 
reviewers is not revealed to each other. The review generally involves two subject 
experts and two research technical bodies in the entire article cycle starting from 
submission to final publication. The entire reviewing process is carefully scrutiny 
and structured to minimize the possibility of bias. Various educational institutions 
including the Institute of Adult Education in Tanzania are heavily investing in 
Research &Development and the use of various scientific knowledge to ensure that 
adult learners enhanced with appropriate adult education knowledge, training 
in various disciplines and skills that enabled them to work independently and 
encourage lifelong learning. Yet we still understand relatively little knowledge 
about what are the best models in educating the adult learners? How do we 
treat the learners in adult education for appropriate knowledge acquisition? 
What are the missing link and pedagogical methods in cultivating appropriate 
knowledge and skills among the adult learners? This edition seeks to address 
this knowledge gap by bringing together specialists from a range of disciplines, 
practices and sectors (such as Educational administration, Adult education, 
Entrepreneurship education and community development sector) to provide 
the latest development in evaluating the use of knowledge resources in adult 
learning educational practices. The current edition offers twelve comprehensive 
research-based articles that facilitate adult learners, lecturers, and practitioners 
to acquire new knowledge and practices in numerous adult educational fields 
and cross cutting issues. Other contributor in this edition offer the solutions to 
climate change awareness of grapevine farmers. A total of eight specialists and 
eleven researchers’ technical advisors from various institutions and universities all 
over the world  the twelve articles submitted by different local and international 
scholars of different calibres published in the 24 edition of the JAET Publication. 
Finally, The Chief Editor is highly acknowledge the authors’ contributions towards 
knowledge from various multidisciplinary issues. In addition to the appreciations 
for remarkable work by Reviewers, JAET board members, and Research and 
Publication Committee. 

Dr. Mbowe R. Kabung’a 
JAET Chief Editor
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Abstract
The study aimed at examining the challenges affecting the provision of adult 
education toward social sustainability. The study was conducted at the Institute of 
Adult Education in Morogoro Campus where fifty adult learners, four adult education 
teachers and one administrator were involved as respondents. Respondents were 
obtained by using simple random and purposive sampling techniques. A mixed 
research approach with a sequential explanatory design was employed. Data were 
collected through questionnaires, interviews, document review and observation. The 
collected data were analysed through thematic content analysis and descriptive 
statistics. The findings of the study show that the provision of adult education toward 
social sustainability was challenged by several factors, such as insufficient funds, 
shortage of time for studies, lack of political will, language barrier, family problems, 
and contextual misinterpretation of the term adult education.  These findings 
implies that apart from the substantial role that adult education play to promote 
wellbeing of the society, it is still hindered holistically. The study recommends that 
strategic initiatives should be taken by the government to address the challenges of 
its provision. Adult education institutions should be given enough funds to enhance 
their operation. Further, adult education institutions should initiate income-generating 
venues for creating more income, and there should be equality between the provision 
of adult education and formal education for social sustainability of communities.

Keywords: Challenges of adult education provision, social sustainability, Institute of 
adult education. 
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Introduction
The global importance of adult education global societal development was noted 
in the first International Meeting on Adult Education in 1949 whereby members 
from UNESCO committed themselves to ensures adults were being given rights 
to get education (Soloma, 2018). This has been done because adults foster the 
development of any society (Wanyama, 2014). Due to its contribution to social 
development, adult education has also become an important area of educational 
sciences, for instance for developing socially sustainable response to the rapid 
technological change (Zarifis, 2018) .

In responding to the above global agreement, Tanzania decided to make 
efforts to create educational opportunities for adults that would ensure that their 
learning needs are met to ensure that they are fully engaged in the community 
as active citizens and agents of social sustainability (Loureiro & Cristovao, 2010). 
The history of participation in adult education in Tanzania can be traced since 
the time of independence where 70% of the natives were illiterate. Based on 
statistics, up to 2012, the country had 6,523,100 illiterate adults aged 19+ 
years and 3,528,876 neo-literate youth (United Republic of Tanzania [URT], 
2013). More than 318, 240 youths and adults were enrolled in Integrated Post 
Primary Education (IPPE) and Open and Distance Learning (ODL) and 469,630 
disadvantaged children aged 11-18 years old, especially those from pastoral 
societies, disabled children and street children (URT, 2012). These rates confirm 
that the literacy rate was low and there was a need to provide adult education to 
adults and youths as they were having immediate impact on national development 
due to their age (URT, 2013; URT, 2012). The knowledge, attitudes and skills of 
adults had a recent impact on the development (Kagonji, 2014). 

The equitable implementation of these strategies and programs were directed 
to the Institute of Adult Education (IAE) which had the authority for planning and 
provision of adult education (URT, 2010) and later through decentralization to 
local governmentsi . This reduced the gaps in education provision that were the 
results of failures in the formal system of education. Natives were encouraged to 
seek education about anything that seemed to help them to know and use theirii  
environment for their development which was referred to as social sustainability 
(Kagonji, 2014).

i. The transfer of control of adult education activities to local authorities rather than IAE itself.
ii. A kind of adult education mainly focuses on training a new age group or profession with on-the-job training.  
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Most of the existing studies on adult education focused on technical aspects, 
concentrating on the acquisition of skills (Massawe, 2019). They seemed to share 
a presupposition that the obtained skills and knowledge would be exercised in 
fostering social sustainability, thus they remain silent on the prominent issues that 
lead to social development especially for troublesome issues like illiteracy, poverty 
and diseases. Social sustainability is a process for creating sustainable successful 
places that promote wellbeing, by understanding what people need from the 
places they live and work (Magis & Shinn, 2009; Zarifis, 2018).  According to 
Wolff and Ehrström (2020) the central elements of social sustainability are human 
wellbeing, equity, democratic governments and democratic civil society. This 
means that to maintain social sustainability any challenges in provision of adult 
education need to be addressed. This is in tandem with expected outcomes of 
adult education which focus on individual growth in terms of general knowledge, 
wellbeing, entertainment, without neglecting social impacts (Khalid & Ahamed, 
2014; Chuachua & Mafumiko, 2013). The existing adult education research has 
also concentrated much on the process of teaching and learning and neglected 
the social implications (Muneja, 2015), while adult education practice had been 
taken just for granted. 

Evidence on studies related to the challenges affecting the provision of adult 
education from the perspective of social sustainability in Tanzania is limited. 
Thus, this study contributes to filling the gap by evaluating challenges in the 
Morogoro campus of the IAE, which is one of the key actors in promoting adult 
education toward social sustainability. No studies have been carried out about 
the challenges which affect the provision of adult education from the perspective 
of social sustainability in Tanzania. This study contributes to filling the gap by 
evaluating challenges in the Morogoro campus of the IAE, which is one of the 
key actors in promoting adult education toward social sustainability. Based on 
proximity of Tanzania largest city Dar Es Salaam and Dodoma (Capital) as well 
as an increase in population, a study on challenges affection provision of adult 
education at the IAE Morogoro campus toward social sustainability is relentless. 

Purpose of  the Study 
The study was designed to examine challenges affecting the provision of adult 
education toward social sustainability. More specifically the study identifies the 
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current challenges of adult education provision toward social sustainability at the 
IAE Morogoro campus. The study aimed to answer the following general research 
question: What are the challenges affecting adult education provision at the IAE 
Morogoro campus toward social sustainability?

Literature Review
In this section, we first present the conceptual framework for challenges in 
adult education provision, such as social sustainability and adult learning. This 
is followed by a review of empirical research on challenges affecting adult 
education provision toward social sustainability.

Social Sustainability 
The focal point in social sustainability is to ensure that the life of the society is 
well maintained now and then focusing on the demands of that society. Social 
sustainability is therefore, concerned with human endeavour and it is specifically 
focusing on sustaining societies wellbeing. The sustenance of an individual becomes 
crucial since each person is a member of society and has a role to perform toward 
social sustainability (Magis & Shinn, 2009; Wolff & Ehrström, 2020). The central 
meaning of social sustainability lies in the aspect of human wellbeing, equity and 
independent civil society, focusing on individual abilities and overall quality of life 
(Wolff & Ehrström, 2020).

Since the 2000s, social sustainability gained momentum from the political field as 
an effort to cope with technological improvements. In recent times it has influenced 
educational research especially in the field of adult education (Bostrom, 2012). 
Studies show that social sustainability in adult education practices reflects the 
ongoing process that advances people’s wellbeing by recognizing their needs as 
time goes on and technology develops in their homes and workplaces (Griswold, 
2016; UNESCO, 2015). Social sustainability typically means connecting the 
physical environment with the social world, strengthening social and cultural life, 
social facilities and political systems for citizens (Woodcraft, 2011). Thus, adult 
education should be like transformative education. Transformative education means 
co-created knowledge that is socially constructed by a broad base of participants 
and has the capacity to move society towards sustainable development (Jickling 
& Wals, 2008). 
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Social sustainability in adult education implies that all critical issues related to the 
well-being of people, such as good housing, health, nutrition, access to necessary 
goods and services should be well addressed and people focusing on higher-
order demands. In the field of adult education, social sustainability has been in 
discussion for many years (Griswold, 2016). The improvement of adult education 
would bring awareness to society and contribute to sustainability which in most 
cases is tied to the well-being of the people in terms of social capital and general 
quality of life (Milana et al., 2016; Wals & Jickling, 2008).

Generally, social sustainability is all about meeting basic social needs and solving 
the problem of underdevelopment or poverty through engaging in transformative 
curriculum. In the context of this study, adult education for social sustainability 
means encouraging people to formulate and understand in more comprehensive 
ways what they know through their experience in the everyday, thereby revealing 
the structural relations and ways in which we are all part of reproducing these 
relations through our daily practices (Rathzel & Uzell, 2009). 

Adult Education and Social Sustainability
Education is a fundamental human right, an invaluable public good and an 
indispensable tool in building peaceful, sustainable, and fairer societies. Adult 
education as a core component of lifelong learning, comprises every form of 
education and learning that aims to ensure that all adults participate in their 
societies and the world of work (Electronic Platform for Adult Learning in Europe 
[EPALE], 2021). According to UNESCO (2015), adult education involves all 
educational processes regardless of the content, level or method whether formal 
or informal as well as apprenticeship. This definition is contrary to what has been 
observed by Msoroka (2016) who affirmed that most of the people in Tanzania 
thought that adult education is mainly for the people who do not know how to 
read and write as well as for those who failed in their studies in the formal 
schooling system. The UNESCO-definition, however, clearly mentions that adult 
education is for not only teaching and learning of 3Rs (Reading, Writing and 
Arithmetic). It is education for social transformation and sustainability. 
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That is more effort should be done to curb the damage committed by human 
being worldwide currently. Thus, evaluation of challenges affecting adult 
education provision for social sustainability is needed. Clover and Hill (2013) 
agree that adult education can and should play a vital role in achieving global 
social sustainability.

Similarly, Butviliene and Butvilas (2013) define adult education as the entire body 
of ongoing learning procedures, whether formal or informal, in which people who 
are recognized as adults expand their capacities, enhance their knowledge, and 
improve their technical or professional qualifications, which in turn promotes their 
social well-being.

Because acquired skills, knowledge, and technical qualifications are embodied in 
a person throughout his or her life. 

Adult education, in general, refers to any formal or informal socialization/
learning situation in which adults participate to gain specific skills needed for 
a purpose. The special purpose is to encourage learners’ self-actualization and 
active participation in the social, economic, and political life of their community. 
On the same note, adult education is defined as a situation in which an adult 
learns something from a friend or colleague in an irregular or regular manner. 
Adult education can take place almost anywhere, including the workplace, school, 
home, and street. As a result, it is regarded as a focal point from which social 
sustainability begins (Thompson, 2013).

Adult Learning 
The Andragogy theory, which was developed based on the nature of adult 
learning and their desires to achieve social sustainability, guided this study. 
Malcolm Knowles created it in 1968 as a theory of adult learning. The theory has 
been described as the art and science of assisting adults in learning and applying 
knowledge to their daily lives. The theory is based on three major tenets: adults 
learn better from experience regardless of their mistakes; adults 
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prefer a pragmatic approach to learning; and adults always apply learning 
experiences to solve a specific problem in society. Adults are mostly motivated 
in learning things that seem to have instant application and they need to be 
included in the planning and evaluation of their learning. This theory is suitable for 
solving a specific problem (Knowles et al., 2005). The application of this theory 
in the current study was the tenet that social sustainability is influenced by adult 
education if it has a pragmatic approach and adults always learn to solve an 
existing problem in their society hence sustainability. Pragmatic approach to adult 
learners may be hindered by some challenges lies within its provision.

The challenges affecting the provision of adult education toward social 
sustainability are many and they may be categorized into individual challenges, 
institutional challenges, policy and program-related challenges. The challenges 
are in the form of interrelated nature, which implies that some challenges act 
as a point of departure to other challenges. From these major categories, a 
subcategory emerges which were internal challengesiii  that encompass adult 
learners’ challenges that are pinned to their characteristics (Yasmin, 2013; Dumais 
et al., 2013). Also, adult learners in the formal school setting had a challenge of 
negotiating between their learning aspirations and discouragements from their 
employers, close relatives, friends and peers. 

However, Bwatwa and Kamwela (2010) show that low and irregular payment of 
honoraria to the adult education facilitators (teachers) remains to be a challenge 
to the provision of adult education in Tanzania. URT (2012) shows that adult 
education institutions were underfunded because in the year 2016/2017 there 
was less allocation of funds to implement adult education activities compared to 
primary and secondary education. This study focuses on the payment of teachers 
and does not encompass other aspects of status. Haridi (2019) affirmed that 
poor coordination and little transparency were among the observed challenges. 
Supervisors do not entirely or even very transparently disclose the small amount of 
money allocated to the adult education program. Moreover, a study proclaimed 
that the most revealed challenges were lack of enough time for study, lack of 
accessibility of ICT, ineffective feedback and inadequate teaching and learning 
materials (Musingafi et al., 2015; Kapinga & Maina 2014). 

iii. Internal challenges are the learner-oriented challenges that emanated from work and the surroundings or 
their daily responsibilities including family chores.
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The challenge of teaching and learning materials was also observed in numerous 
studies. For instance, it has been reported that adult education learners were not 
well supplied with enough teaching and learning materials (Soloma, 2018) and 
that learners had to share the few available T/L with the instructor (Owinyi, 2017). 
In most adult education programs learning materials were scarce from  and that 
learners in a program like ICBAE had to construct their own teaching and learning. 
This shortage of teaching and learning materials made teaching and learning 
difficult as learners would not get the opportunity to interact with the material but 
for the learners’ construct. Kageye (2018) for example report that the number of 
learners was high compared to the sewing machines and other learning materials 
available. Thus, such situation made teaching and learning difficult especially for 
practical work which limits the achievement of the set objective.

Material and Methods 
This study was conducted at the IAE centre in Morogoro Municipal in Tanzania. The 
study employed mixed research approaches where qualitative and quantitative 
components were used. The study used were adult teachers, administrator and 
adult learners as key informants to gather information. For example, the following 
Using Slovin’s formulaiv , fifty-five respondents were obtained including one 
administrator, four adult teachers and fifty adult learners. Purposive sampling 
was used to select one administrator and teachers while adult learners were 
obtained through a simple random sampling technique. The study involved adult 
learners pursuing certificates and diploma levels.

To enhance dependability, reliability and confirmability of the study, a pilot 
study was conducted at Bigwa Focal Development College with some similar 
adult education programs. For quantitative data, questionnairesv was used which 
collection of data from adult learners. Students were asked to identify their 
agreement or disagreement to several statement i.e., “Well improved teaching 
and learning facilities”, “Availability of enough  teaching and learning resources”  
“availability of teaching and learning materials available and enough at the IAE 
Morogoro Campus based to your demands”. For qualitative data, in- depth semi-
structure interviewsvi was used for adult teachers and administrators. Interview 
guide consisted of questions item like “What are the challenges facing the IAE in 
the implementation of the adult education in relation to the demands of the society”

iv. The Slovin’s Formula is a popular formular used in social science research. The formula is given as n = N/
(1+Ne2), where n is the sample size, N is the known population size and e is the margin of error to be 
determined by the researcher.

v. Both open ended and closed ended questionnaires were used to enrich the study.

vi. Semi-structured interview is a data collection method that has proved to be both versatile and flexible and 
comprised of predetermined and free responses.



9

“What are the current and recurring challenges you face in provision of adult 
education that hinder social sustainability”

Since this study involved both qualitative and quantitative data, the data analysis 
procedures were carried out into two approaches. Qualitative data which 
were collected through observation, interviews, and documentary reviews were 
analysed through thematic analysis with the assistance of the computer-based 
software known as Atlas.ti7. Descriptive statistics were employed in the analysis 
of quantitative data which were collected through questionnaires. In this analysis, 
data were grouped and tabulated to obtain frequencies and percentage for 
reasonable interpretation with the aid of computer-based software known as 
Statistical Package for Social Sciences (SPSS) version 26.

Results

To gather information, interviews and questionnaires were used. Adult learners 
were given questionnaires, while adult teachers and administrators were 
interviewed. To achieve the research goal, the challenges in terms of how adult 
education is interpreted in society and the general challenges were identified. 
Adult learners were asked to provide information on the types of arguments 
they receive from relatives regarding their decision to join the adult education 
program. Table 1 shows their responses: 

Table 1.  Learners’ Response on Society Perceptions of  Adult Education
Items Frequency Percent

Nothing

They are motivated to adult education programs

They condemn that am  too old to learn

They complement my  decision to engage in adult education

They see adult education as having  nothing to do with society

They encourage

They stigmatizing that am losing money

They wonder if these programs exist while no classes in their society

Total

3

1

2

18

21

3

1

1

50

6.0

2.0

4.0

36.0

42.0

6.0

2.0

2.0

100
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As shown in Table 1, most community members appear to be unaware of the 
existence and practice of adult education. This is because nearly half (42%) of 
respondents stated that their relatives believe adult education has nothing to 
do with society, and nearly 20% of respondents’ relatives either do not believe 
the program exists or believe that the learners are too old to be studying, while 
others do not comment on the adult education program at all.

Data revealed a variety of challenges from various respondents. While the 
administrator was questioned about the challenges of holistic adult education 
provision, teachers were questioned about current and recurring adult education 
challenges that impede social sustainability. During the interview, one of the adult 
teachers said the following: 

“Well, there are many challenges and among them, the misinterpretation 
of the term adult education is the great one. People believe that Adult 
education is just for those people who didn’t get access to education and 
those who fail in the normal school system, so they tend to stigmatize people 
who joined adult education programs and this affects many of our programs 
as well as the intended goals of Adult education practices in enhancing the 
wellbeing of the learners and the society at large.” (AT1,12Th  April 2021).

Another adult teacher has the following to offer:
“....the main challenge I got in the whole process is the issue of attendance 
whereby most of the learners have poor attendance especially for those 
who are not on job but for those who are in service, they are sometimes 
not permitted on time and in most cases the classroom session starts in the 
afternoon. , speaking of the other challenge that faces these adult learners. 
Most of them have multi responsibilities, this is to say, you may find that they 
are supposed to be in the classroom and at the same time they are required 
to be in other schedules like family’s issues like child caring…” ( AT2, 12Th 
April 2021)

The IAE administrator was also asked if there is any assistance provided by the 
government in terms of finance to support the provision of adult education and 
if the assistance was enough to the learning outcome required to meet social 
sustainability. In regard to this the administrator had the following to provide:

“...if it could be enough the situation you see in our institution could not be 
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worse the way you see, Aaaaah the money received from the government is 
only for development grant and you cannot reallocate it for other services 
and that is why we are requesting money to the other sources but money 
as a resource will never be enough as necessity is always there....”  “…
Hahaaaaaaaa! (laughing)., “… this is a daydream nowadays, if we could 
have these people maybe we could not have financial constraints and we 
could work better and the demands of the learners and the society could be 
met and hence social sustainability…” (ADM1, April 12, 2021).

Apart from the aforementioned observation, on the same aspect of administrative 
challenges the administrator avowed the following:

“...Adult education to some extent has been taken as political agenda 
because even the allocated fund is not distributed in time, and this make our 
organisation fall into conflict with some suppliers. Things were good twenty 
years back during the reign of Hon Ali Hassan Mwinyi, Mkapa and a little 
bit Jakaya Mrisho Kikwete…” (ADM, Apri,12, 2021). 

On the side of the adult learners, they were asked about the challenges facing 
the provision of adult education towards social sustainability. Their responses 
were summarized in Table 2.

Table 2. Challenges affecting Adult Education Provision Toward Social 
Sustainability
Sn Variables Frequency Percent Valid 

percent
Cumulative 
Percent

1. Books 10 20.0 20.0 20.0
2. Language of instruction 7 14.0 14.0 34.0

3. Family Problem 3 6.0 6.0 40.0
4. Time for studies 9 18.0 18.0 58.0

5. Inadequate funds 8 16.0 16.0 74.0
6. Shortage of teaching & learning facilities 13 26.0 26.0

Total 50 100.0 100.0 100.0

The finding from Table 2 indicates that from the perspective of learners, the 
adult education provision encountered several challenges that hinder social 
sustainability. The most severe challenge was the shortage of teaching and 
learning facilities whereby 13(26%) of the adult learners’ respondents comment 
on that while the second challenge was books where 10(20%) urged on that. Some 
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other challenges include time for studies where 9(18%) evidenced inadequate 
funds were identified by 8(16%) of the respondent followed by the language of 
instruction which was mentioned by 7(14%). The last challenge identified was a 
family problem which was having 3(6%) of the respondents. 

Discussion
The findings are discussed in light of the study’s research objective, which was to 
identify the current challenges affecting the provision of adult education toward 
social sustainability at the IAE Morogoro Campus. 

Challenges identified by teachers: Misinterpretation of the term adult education
Among other things, the findings above indicated a contextual misinterpretation of 
the concept of adult education in Tanzania. This is in comparison to the governance 
of adult education in some northern countries, such as Finland. The context of adult 
education in Tanzania appears to influence most people’s negative perceptions of 
adult education. It has been perceived as a special type of education for those 
who did not have access to formal education or who failed the formal school 
system. In this study, we argue that the prevalent stigmatization of adult education 
discourages enrolled candidates to the point where some decide to drop out. This 
finding is consistent with the research.
This finding is consistent with the findings of Msoroka (2016), who discovered 
that many Tanzanians were still confused about the term adult education and its 
components. 

A large number of people still have a skewed view of adult education, associating 
it with the acquisition of 3Rs and connecting it with those who have a 3Rs problem. 
Mlaki (2012) discovered that many people, particularly adult educators, have 
negative attitudes about the roles of adult education. Furthermore, adult attitudes 
toward adult education were unfavourable. This implies that there was little 
awareness in society, and thus they had negative consequences.

Challenges identified by administrators: Lack of political will
According to the findings, there is a lack of political will within government 
machinery to improve the equitable provision of adult education. This means that 
the central authorities’ managerial and institutional framework does not have a 
political commitment to the implementation of adult education, regardless of its 
usefulness to the welfare of society.
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This is demonstrated by the budgetary allocation in the field of adult education in 
comparison to other formal education. It is only through political will that sufficient 
funds and related infrastructure can be allocated. The findings also show that 
the government’s political commitment to providing adult education is waning in 
the last twenty-six years. Kanukisya (2008) discovered that lack of political will 
and commitments from government institutions like policymakers itself affect the 
provision of adult toward social sustainability. 
Policy and budgetary allocation were observed as indicators of a lack of political 
will.

Mushi (2016) revealed similar findings, stating that the government’s lack of 
political and financial commitment to adult education affects its provision. The lack 
of funds allocated to adult education represents a lack of political commitment 
due to the belief that adult education is non-academic and produces little in the 
preparation of people for higher-income or professions (Mushi, 2010). Data on 
the challenges of providing adult education for social sustainability were also 
identified quantitatively using a questionnaire, and the identified challenges are 
discussed below:

Challenges identified by adult learners: Shortage of books, language of 
instruction, family problems, time for studies, inadequate funds, shortage of 
teaching and learning facilities

Adult learners revealed several issues affecting adult education provision in terms 
of social sustainability. It implies that one of the major challenges confronting 
adult education providers in the context of this study was a lack of teaching and 
learning (T/L) facilities.
T/L facilities include all educational facilities provided to learners so that they 
can use them appropriately to ensure a smooth T/L process. These services include 
excellent library services, an e-library, ICT, and dormitories. The availability of 
these facilities helps learners acquire and internalize knowledge and skills that 
are useful in social sustainability.
The findings are consistent with Okongo et al. (2015), who discovered that there 
were insufficient teaching and learning facilities in the implementation of inclusive 
education, which hampered the acquisition of learning experiences. Furthermore, 
Mbadiwe et al. (2019) discovered that prerequisites of teaching and learning 
facilities improve the quality and significance of acquired skills to learners. In 
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addition, Musingafi et al. (2015) reported that one of the major challenges that 
adult learners enrolled in various adult education programs faced was a lack of 
teaching and learning facilities.
Second, findings indicate that a lack of books impedes the effective implementation 
of adult education for social sustainability. The IAE campus in Morogoro was 
discovered to have insufficient books to meet the number of adult learners 
enrolled. This challenge was supported by 10% (20%) of those who completed 
the questionnaires. The scarcity of books, which are an essential component of 
teaching materials, has posed a serious challenge not only to IAE but also to other 
levels of education. The situation deteriorates in IAEs that lack e-library services. In 
this scenario, students lack areas for reference, additional reading, and practical 
advice. This finding is consistent with the findings of (Mupa & Chinookeka, 2015; 
Cosmas, 2018) who discovered that different educational levels, including adult 
education, lack adequate textbooks, revision books, and resource books to extend 
learners’ knowledge.
The most determining factor that would have negative effects on learners’ 
achievements in skills, knowledge, and attitudes that would have impacts on them, 
and their society is inadequacy of instructional material, specifically textbooks as 
the main instructional material (Okongo et al, 2015).
Third, time for studies has been identified as a critical issue for adult learners who 
are either working or studying at the same time. This occurs because they have 
various obligations to fulfil both before and after the session. Time is regarded as 
a determinant of the success of any activity, but the achievement of such activity 
is dependent on how time is managed and utilized. Employed adult learners were 
required to perform the employer’s duties before attending class while home 
chores awaited. During the fieldwork, adult learners were observed arriving late 
at the campus. The sessions were scheduled to begin at 14:00 pm and end at 
20:00, but the majority of the learners arrived around 16:00, which meant that 
they missed some sessions.
Furthermore, due to family obligations, some of them, particularly the females, 
had to leave the session early. Similar findings revealed that adult learners, 
particularly those enrolled in Open and Distance Learning (ODL), have limited 
time for studies due to difficulties in balancing time for studies and time to 
perform other life responsibilities (Budiman, 2015; Musingafi et al., 2015)  . 
Females were the most affected gender, with a higher enrolment rate than males. 
Similarly, insufficient funds among adult learners have been identified as having a 
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significant impact on the provision of adult education toward social sustainability.
The findings indicate that, regardless of the other factors for production, adequate 
funds are critical in comparison to the other resources. This is because having 
enough funds will assist an institution in addressing various challenges, and vice 
versa, various challenges will result from insufficient funds allocated. Funding is 
important in the provision of adult education because equitable infrastructure, 
teaching and learning materials, and facilities will be available based on learner 
demand. 
Because formal and non-formal education are interdependent, they should be 
funded accordingly. Consideration should be given to adult education in addition 
to formal education. Many adult education institutions have expressed concern 
about insufficient funding because the majority of adult education practices rely 
on available fund resources. For example, Bwatwa and Kamwela (2020) stated 
that a lack of funds is a common challenge in providing adult education, which 
impedes a society’s sustainability. According to Kamando (2014), despite the 
recognition of the critical role of adult education to an individual learner and 
society, the majority of adult education institutions suffer from a lack of funds.
Language of instruction is another identified challenge. Participants in this study 
identified language of instruction as a source of concern, specifically for adult 
learners, as a current challenge affecting the provision of adult education toward 
social sustainability. They responded because there had been a prevailing debate 
among many researchers, particularly those dealing with educational issues. 
Because of the proper acquisition of skills and knowledge based on language 
proficiency by learners, it has been one of the major concerns of policymakers and 
curriculum developers. Adult education institutions’ formal language of instruction 
is English, which is difficult to learn. This finding is consistent with other findings that 
adult learners performed poorly due to a lack of proficiency in the language of 
instruction. As a result, the use of English prevents adult learners from having the 
intended learning experiences (Shahanga, 2015).
Lastly, the result of this study also show that some participants perceived the 
family problems as a great challenge that hinders the smoother provision of 
adult education towards sustainability of the society. Most of the adult education 
learners have family chores to perform such as taking care of the spouse and 
children while performing the employer work and matters related to studies. This 
implies that the whole aspect of teaching and learning would have been affected 
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because sometimes they would not attend due to family problems and other social 
matters. This is in line with Kapinga and Mtani (2014) who claimed that adult 
learners had a tremendous commitment to the family issues which affect their 
attendance hence affect proper acquisition of the intended learning experiences 
to foster social sustainability. Selwyn (2011) postulates that the female adult 
learners are predominantly affected by this challenge compared to male learners 
because in developing countries still there were taboos that family matters should 
be upon females.
The analysis leads to the following conclusions: although adult education practice 
plays a key role in fostering social sustainability, thus, welfare of the society still 
it has not been given due respect in terms of its status. Still, there is a significant 
difference between what is exercised in the provision of adult education practices 
towards social sustainability and policy documents. Financial challenges act as a 
point of departure to many other challenges and this is due to the lack of political 
will in enhancing the appropriate provision of adult education practice towards 
social sustainability, much emphasis has been directed to formal education. Lastly, 
lack of the development partners affects severely the provision of adult education 
towards social sustainability, as the little funds provided by the government do not 
meet the demands. Even though adult education practice plays a greater role in 
fostering social sustainability, the findings revealed that it still has low status and 
has encountered various challenges which affects its provision. 
Based on these findings some practical implication should be taken. First, adult 
learners should be equipped with time management skills so that they can manage 
properly their schedule and performing employers’ tasks, their learning tasks as 
well as taking properly their family obligations. Through this, learners-oriented 
challenges will be minimized and the role of adult education in fostering social 
sustainability will be achieved. Adult education teachers should utilize mostly the 
teaching and learning methods for adult learning so the challenge of shortage of 
time for studies could be addressed. It seems to be difficult to add more time as 
the learners have three if not two tasks to perform as explained above.
Second, adult education administrators should try to establish different initiatives 
and programs that will solve the challenge of insufficient funds. Learners could 
use the skills, knowledge, and competence obtained in different adult education 
programs in generating income on behalf of the institution. Learners could produce 
different commodities to maximize profit. This could also reduce the burden to 
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the government and the money could be directed to other strategic plans of the 
government.
Third, policymakers should put in hand all incentives postulated in policy documents 
that relate to the provision of adult education to ensure it meets the individual 
needs and the society’s demands. The current education policy documents postulate 
that the government will put in place mechanisms and enabling conditions ensuring 
education and training is well provided in the country including adult education 
is effectively delivered at all levels in various ways. Based on the findings, adult 
education provision experiences a lot of challenges, and the major ones were 
governmental-oriented challenges. Thus, the government has a lot to play to 
ensure better provision of adult education to enhance social sustainability.
Based on the findings of this study, future investigations are necessary to validate 
the kinds of conclusions that were obtained from this study. First, it is recommended 
that the study related to policy and practice in raising the status of adult education 
provision should be carried out as there is a great relationship between the two 
and the aspect of social sustainability. This has been recommended because it 
has been revealed in the study that there was a mismatch between the policy 
document and the actual implementation. Also, the policy process involves 
government actors who know appropriate ways of avoiding government-related 
challenges, institutional framework, policy and practice challenges.
Secondly, as this study sought to identify the current challenges of adult education 
provision toward social sustainability, a further similar study could be conducted 
on the practicability of measures to address current challenges of provision of 
adult education to ensure social sustainability in Tanzania. Also, the current study 
was conducted at the IAE campus in Morogoro, further similar study could also 
be conducted in more than one region and campuses using different institution of 
adult education which may be public or private, and utilizing different research 
approach than the one used in this study.
Finally, additional research should be conducted to benchmark good practices 
in adult education provision toward social sustainability. To address this issue, 
longitudinal studies on the role of adult education provision should be conducted in 
order to benchmark good practices in adult education toward social sustainability. 
This allows a number of adult education institutions to adopt instrumental practices 
and thus avoid challenges. 
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Abstract: 
Despite efforts made by governments, communities, and development groups, sexual 
assault against girls and women has been rising globally. For instance, the Sexual 
Offences Special Provisions Act of 1998, which specifies actions to be taken when 
sexual violence is reported, is in effect in Tanzania. This paper on sexual violence 
prevalent against girls and women is aimed at determining the extent to which 
sexual violence prevails in the study area. It used a sample size of 399 respondents, 
which included girls and women, who were obtained by using a simple random 
sampling technique. A structured questionnaire and a documentary review were used 
to collect data. The questionnaire was designed in such a way that the number of 
sexual violence occurrences could be determined. A scale interval of 0–1, 2–3, 
4–5, 6–7, and over 8 cases per month was used to determine the number of sexual 
violence occurrences and, consequently, sexual violence prevalence. The Statistical 
Package for Social Science (SPSS) was used to analyze data in which frequencies 
and percentages were produced and presented in tabular forms. The study found 
that sexual harassment was the most prevalent form of sexual violence (22.1%), 
followed by child abuse (16.2%). These findings indicate that community members 
should be ready to unveil all actions that contribute to sexual violence practices and 
abandon cultural practices that give men the power to do whatever they wish to do 
to women and girls. 

Keywords: Sexual violence, prevalence, girls, women



25

Introduction
In 2019, Yung et al noted that sexual violence is widespread, occurring in every 
culture, at all levels of society and in every country in the world. It is estimated 
that 641 million and up to 753 million ever married or partnered women aged 15 
years and older have been subjected to physical and/or sexual intimate partner 
violence at least once since the age of 15 (WHO, 2021). It is further estimated 
that 1 in 4 ever-married/partnered adolescent girls in the youngest age cohort 
(15–19 years old) is estimated to have already been subjected to physical and/
or sexual violence from an intimate partner at least once in their lifetime. In 2021, 
Kuo et al. conducted a study which found that there is wide variation across 
the world, with Sub-Saharan Africa having some of the highest rates of sexual 
violence globally.
In Germany, 37 % of women have experienced physical violence after the age 
of 16, and 58 % of women report various forms of sexual harassment (Brendel, 
2018). In India, sexual violence affects 1 in every 16 women in the country and 
most commonly occurs in adolescence (International Institute for Population Sciences 
[IIPS], 2018) as cited in Raj et al. (2020). Kuo et al. (2021) point out that in South 
Africa, 21.3% of women have experienced sexual and physical violence in their 
lifetime. In 2018, Murphy et al. contend that sexual violence against women and 
girls is also prevalent in Ethiopia.
In Jamaica, the rape of women and children is far more prevalent than homicides. 
Smith et al. (2019) noted that there are two cases of rape for every case of 
homicide. According to Murphy et al. (2018), prevalence estimates of rape 
victimization range between 56% and 79% of women having experienced sexual 
abuse from their husbands or boyfriends in their lifetime. These studies provide 
evidence of the prevalence of sexual violence worldwide.
According to URT (2020), from January to December 2018, a total of 31,863 
sexual violence cases were reported, compared to 23,012 cases reported in a 
similar period in 2017. This represents an increase of 8,851 cases, or 38.5% 
of all cases in 2017. This is an indication that sexual violence in Tanzania is still 
increasing and prevails regardless of the government’s effort to reduce it. For 
example, the Tanzanian government implemented the Sexual Offences Special 
Provisions Act of 1998, which stipulates measures to be taken when sexual 
violence is reported. The Act states that any person who commits rape is subject to 
life imprisonment, or in any case, a sentence of not less than thirty years in prison 
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with corporal punishment and a fine, as well as an order to pay compensation 
to the person against whom the offence was committed for the injuries caused to 
such person in an amount determined by the court (URT, 1998). In this study sexual 
violence refers to any sexual act or attempt to obtain a sexual act, or unwanted 
sexual comments or acts to traffic, that are directed against a person’s sexuality 
using coercion by anyone, regardless of their relationship to the victim, in any 
setting, including at home and at work.
Despite the available Acts that have been put forward to protect sexual violence 
against girls and women, such as the Sexual Offenses Special Provisions Act, 
1998, the Constitution of the United Republic of Tanzania of 1977: Law Marriage 
Act, and the Anti-Trafficking in Persons Act, 2008,

Tanzania continues to witness acts of sexual violence such as rape, unnatural 
offences, child desertion, child stealing, and genital mutilation. For example, a total 
of 23,012 cases of sexual violence were reported in 2015, compared to 21,517 
cases in 2014.This is an increase of 1,495 cases, which is equivalent to 6.9%. 
Regions that have reported large numbers of sexual violence cases are Temeke 
(3,547), Ilala (2,479), Arusha (2,129), Morogoro (1,703), and Rukwa (1,498). 
Regions that have small numbers of such cases are Kusini Pemba (4), Kaskazini 
Pemba (13) and Mjini Magharibi (15) (URT, 2016). The trend was observed to 
have increased between 2017 and 2018 with 8,851 in the former and 31,863 
in the latter (URT, 2020) as compared to 2014, 2015, and 2016. Other studies 
conducted in the study area include that of Magombola & Shimba (2021) who 
studied the factors influencing intimate partner violence among Maasai, Meru, 
and Iraqw. This study does not tell the extent to which sexual violence prevail in 
the study area. However, there is no documented evidence of the prevalence of 
sexual violence in Meru District Council. This sets up the basis for this study, to fill 
up the knowledge gap, the study intended to determine the extent to which sexual 
violence is prevalent against girls and women in Meru District Council. 

Literature Review
The study is guided by sociocultural theory which grew from the work of 
psychologist Lev Vygotsky (1978), who believed that parents, caregivers, peers, 
and the culture at large are responsible for developing higher-order functions. 
According to Vygotsky, learning has its basis in interacting with other people. 
Once this has occurred, the information is then integrated on the individual level.
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Vygotsky claimed that children’s minds are born with basic biological limits. Each 
culture, on the other hand, supplies “intellectual adaptation tools.” These tools 
enable children to make adaptive use of their abilities in the context of their 
culture. For example, one culture, may place a premium on memory techniques such 
as note-taking. Others may rely on aids such as reminders or rote memorization (a 
technique that uses repetition). These distinctions influence how a child learns by 
offering “tools” that are culturally appropriate. However, if children’s minds are 
born in a society where sexual violence practice prevails, they tend to develop 
behavior that reflect what they saw during their physical and mental growth. If 
they grow up in peer groups, for example, gang groups in which sexual violence 
practices seem to be normal, the children will adapt and practice those behavior 
in their lifetime.

Further, if the children are born in a culture where men dominate women in such 
a way that they do whatever they feel on them, such as practicing sex without 
women or girls’ consent, they will do the same when they become adults. This 
phenomenon entails that sexual violence will keep on prevailing in such a society 
unless that society, particularly men, is culturally changed. 

The prevalence of sexual violence in many parts of the world has been reoccurring 
regardless of efforts made to handle it.  In 2016, Hillis et al. conducted a 
systematic review of population-based surveys on the prevalence of violence 
against children which documented that over 50% of girls aged 15–17 years old 
in Africa and Asia had experienced violent discipline in the past year. Children 
here include girls of all ages, as mentioned, girls who are still in school, and 
some, because of culture and norms, they are married at that young age. Such 
cultural and traditional norms and practices pave the way for the persistence 
of sexual violence among girls. Goessmann et al. (2020) contend that there is a 
high prevalence of sexual violence during childhood and adolescence, as over 
a quarter of the participating students reported having experienced sexual 
violence in their lifetime. According to this study, the most common experience 
of sexual violence was non-contact abuse in terms of online media exposure, a 
form of violence that is increasing in schools as well as other contexts. This is an 
indication that sexual violence prevalence is also contributed to by the existence 
of social media, where girls and women can be harassed through the media. In 
this case, technology forms a platform where sexual violence practices can be 
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committed. Also, it has been noted that most of sexual violence practices occurs at 
family level and committed by relatives such as uncles, grand furthers and others. 

According to Orindi (2020), girls aged 10–14 years old have experienced 
violence in the past 6 months or ever experienced violence. Overall, psychological 
violence was the most prevalent, both within the past 6 months (32.8%) and over 
life time (54%), followed by physical violence (16.3%), and sexual (7.1%). These 
findings justify the fact that sexual violence prevails in various forms. It may take 
place depending on the circumstances or location where the girl is found. If it is 
an open space, then physical violence such as touching may take place, while in 
hidden places, sexual practices can be committed against their will.

Kabeer (2014) asserts that the global estimate for non-partner sexual violence, 
based on findings from 81 countries, was 7.2%. This ranged from 12.6% in high-
income regions to 11.9% in Africa and 4.9% in Southeast Asia. Underreporting 
can occur as a result of underestimates and stigma associated with sexual 
violence, more so in some countries than others, making comparison difficult. The 
prevalence of sexual violence was lowest in high-income countries, for example, 
North America, Europe, and Australia.

The prevalence of sexual violence practices is a result of many reasons, such as 
the culture in which a girl or a woman is born. There has been a tendency that 
whatever a man or a husband tends to do to his wife or girlfriend is right. For 
example, if a man prefers to have sex with his partner, he can do so without 
any consent. According to Mwanakuzi & Nyamhanga (2021), married adolescent 
girls expressed concern that culture and parental and guardian teachings render 
them incapable of negotiating sex. Many women were taught to be obedient to 
their husbands by their aunts, mothers, or grandmothers in preparation for their 
weddings. This included not refusing to have sex against their husbands’ wishes. 
Being submissive means allowing men to do whatever they want to their partners. 
Sometimes, men use verbal threats and/or physical beatings to force married 
adolescent girls into submission (Mwanukuzi & Nyamhanga, 2021). In 2020, 
Orindi et al. conducted a study looking at risk factors for violence found that 
women’s economic status and norms that place women’s status in society at a lower 
position have a significant association with violence experience (2020). According 
to Magombola & Shimba (2021), the causes of sexual violence (especially 
interpersonal sexual violence) vary depending on economic, social, and other 
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factors. Poverty, a lack of work, low agricultural productivity, and a lack of assets 
are all considered economic causes. Early marriage, lack of inheritance, restriction 
of free speech, denial of education, and polygamy are all examples of social 
elements that degrade and discriminate against women. The use of marijuana 
and alcohol also contributes to sexual violence practices. According to WHO 
(2016), alcohol consumption, especially at harmful and hazardous levels, is a 
major contributor to the occurrence of intimate partner violence and the links 
between the two are manifold. Alcohol has been reported to affect cognitive and 
physical function, thus reducing self-control and leaving individuals less capable 
of negotiating a non-violent resolution to conflicts within relationships.

Material and Methods
The study was carried out at Meru District Council (MDC), one of the seven 
councils that comprise the Arusha Region. Meru District Council has a population 
of 331,165, of which males were 162,115 and females were 169,050. The study 
employed a cross-sectional research design to determine the extent to which 
sexual violence prevails among girls and women. The sample size was determined 
by using the Yamane (1967) formula with a 5% sampling error and a confidence 
interval of 95%. A sample size of 399 was obtained after subjecting 169,050 
girls and women to the formula.

Whereby;
n is the number of sample size
N is the number of girls and women in the study area
e is the sampling error (5%)

To obtain the requisite sample size, the study used a probability sampling 
approach. In this situation, a simple random sampling method was utilized to select 
respondents from a sample frame of all Meru District Council girls and women. A 
sampling frame (a list of women and girls) was first obtained, and then girls and 
women were chosen at random from the list. Simple random sampling was chosen 
since it ensures that all girls and women in the population have an equal chance 
of being included in the study. This sampling strategy yielded a sample of 399 
girls and women. The data for the study came from both primary and secondary 
sources. Data was collected using structured surveys and documentary review 
methods. The Statistical Package for Social Science (SPSS) was used to analyze 
the data, which was provided in tabular form with frequencies and percentages.
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Results

Prevalence of Sexual Violence in Meru District Council
It was the intention of this study to determine the extent to which sexual violence 
prevails in the study area. The respondents were asked to itemize the number of 
cases of various forms of sexual violence occurring per month. The cases were 
given in terms of class intervals of 0 – 1, 2 – 3, 4 – 5, 6 – 7, and over 8 cases 
per month for easy record keeping and listing. The class intervals were used 
to measure the extent to which sexual violence prevails in the study area. The 
number of occurrences given in percentage reflects how many times per month a 
given respondent was sexually offended. Sexual violence form with the highest 
occurrence, i.e., many cases are regarded as the most prevalent in the study area. 
The study found that sexual harassment at 34 (22.1%) is the most prevailing 
form of sexual violence, followed by child abuse at 25 (16.2%) and intimate 
sexual violence at 17 (11.0%). As shown in Table 1, the least common forms of 
sexual violence in the study area are incest (7.5%), forced marriage (13.4%), 
and female genital mutilation (13.4%).

Table 1: 

Extent of  Sexual Violence Prevalence
Cases Per Month (%)

Prevalence of Forms of 
Sexual Violence  

      0 - 1      2 - 3      4 - 5      6 - 7    Over 8 

Rape 65 (42.2%) 38 (24.7%) 17 (11.0%)    17 (11.0%)  16 (10.4%)

Sexual Harassment 54 (35.1%)        32 (20.8%)          21(13.6%)    13 (8.4%)     34 (22.1%)

Forced Marriage                                 51 (33.1%)       40 (26.0%)           36 (23.4%)    14 (9.1%)      13 (8.4%)

Female Genital Mutilation                  65 (42.2%)       31 (20.1%)          23 (14.9%)    22 (14.3%)    13 (8.4%)

Intimate sexual violence                     53 (34.4%)       42 (27.3%)          23 (14.9%)    20 (13.0%)    17 (11.0%)

Forced prostitution and 

trafficking   

58 (37.7%)       29 (18.8%)          29 (18.8%)          22 (14.3%)    16 (10.4%)

Child Abuse                                      57 (37.0%)       30 (19.5%)           23 (14.9%)    19 (12.3%)    25 (16.2%)

Incest                                 78 (50.6%)       36 (23.4%)           19 (12.3%)    14 (9.1%)       7 (4.5%)

Source: Field Data, 2020
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Discussions

Sexual harassment
A significant number of respondents 34(22.1%) indicated that sexual harassment 
appeared to be the most prevalent sexual violence in Meru District Council. It 
was indicated that over 8 cases of respondents reported having been sexually 
harassed. These findings are similar to Vyas (2021), who found that sexual assault 
and harassment are prevalent across all age groups, with the largest group of 
victims being between 11 and 15 years of age. The findings are also supported 
by Goessmann et al. (2020), who asserted that the most common type of sexual 
violence reported across samples was passive contact abuse, such as being 
unwillingly touched by someone. A study conducted by Castico (2015) found that 
women are prone to sexual harassment at work at any time and year of working 
tenure. 

It is argued that most women experience sexual harassment at initial stages of 
work. Some men use the first contact to hook a woman for their sensual gratification, 
and some women feel that it is secure to be in the hands of a man. In these years, 
most female workers are single, so they think that these approaches could lead 
to marriage. Soon or later, they discover that men are after sexual gratification. 
These findings are also in line with the study by Smith et al. (2017) who found 
that in the United States, about 1 in 3 women (36.3%) experienced some form 
of contact sexual violence (sexual harassment) during their lifetime. According to 
Smith et al. (2017), estimates of lifetime experiences of contact sexual violence 
ranged from 29.5% to 47.5%. This is an indication that not only in the study area 
does sexual harassment prevail but also in other parts of the world. According 
to Vyas (2021), among 15–23-year-old females who had ever had sex, 17.5% 
reported they had experienced physical violence and 5.2% reported having 
experienced sexual violence by a male partner in the last 6 months, mainly 
sexual harassment. Further, Oberg et al. (2019) contend that women and girls 
experiencing sexual harassment had 9 or fewer years of education, were students 
or without occupation.

Child Abuse
This is among the forms of sexual violence reported to prevail in Meru District 
Council. It was found that 25 (16.2%) reported that child abuse occurs over 8 
times in a month. These findings are similar to that of Mwanukuzi & Nyamhanga 
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(2021), who assert that sexual violence, particularly child abuse, is a serious 
problem in Africa, Asia, and Latin America. The prevalence of child abuse in 
Tanzania is estimated at 37%, with the majority of the victims in rural areas. This 
indicates that sexual violence is prevalent among children. Young girls have been 
forced to have sex even if they are not willing to do so. Sometimes unpleasant 
sexual practices are introduced to them, simply because they cannot make a 
proper decision. Usually, men take advantage of children’s ages to give them 
rewards in lieu of sex. 

Intimate sexual violence
The intimate sexual violence, which involves sexual violence between a husband 
and a wife, it was found that 17 (11.0%) cases occur over eight times per month. 
Usually, men take advantage of dominance against women so that whatever 
they decide on sexual matters, women have nothing to say. Even if the wife 
is not ready for sex, men use their power to satisfy themselves sexually. The 
findings are similar to Mwanukuzi & Nyamhanga (2021), who found that 33% 
of young women aged 15 to 24 in Tanzania have experienced intimate partner 
violence. According to Magombola & Shimba (2021) in Maasai, Meru, and Iraqw 
communities, male domination and especially patriarchy systems have positioned 
women in a submissive position, rendering them susceptible and weak to enduring 
beatings and other forms of violence in the name of culture., According to Dobash 
& Dobash (1979), patriarchy causes gender disparity in marriage and the family, 
and patriarchal standards are frequently associated with wife assault and wife 
beating, which can be considered as one form of men’s dominance over women. 
Intimate sexual violence is also contributed by past history, as WHO (2016) 
reports that a history of violence in the male partner’s family (having experienced 
violence as a child) and growing up in an impoverished family are important 
factors related to perpetrating partner violence.

Generally, it can be deduced from the study that almost all forms of sexual 
violence covered in this study are prevalent in Meru District Council. Some forms 
of sexual violence occur at a lower rate than others, such as incest, which involves 
relatives to relatives such as sister and brother and daughter and father. Some of 
sexual violence can only be known to the public if survivors are ready to expose 
the occurrence of such practices. When confronted with sexual violence, some 
survivors do not report the incident to the appropriate authorities. As a result, no 
actions are taken against the perpetrators. In this situation, perpetrators keep on 
committing sexual violence, and hence the prevalence of sexual violence in the 
study area.  
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In conclusion, sexual harassment, child abuse, and intimate violence are the most 
prevalent forms of sexual violence in Meru District Council, despite the existence 
of various Acts. such as the Sexual Violence Act of 1998, the United Republic of 
Tanzania Constitution of 1977, the Law Marriage Act, and the Anti-Trafficking 
in Persons Act of 2008, all of which aim to prevent the occurrence of sexual 
violence practices in the society. Male dominance over women, past history, and 
cultural factors are all major contributors to the prevalence of sexual violence. 
This calls for the community, non-governmental organizations, and the government 
to take the necessary measures to curb the situation. Community members should 
be ready to unveil all actions that contribute to sexual violence practices and 
abandon cultural practices that give men the power to do whatever they wish 
to do to women and girls. Also, the community should be ready to expose 
individuals committing sexual abuse to girls and women instead of conducting 
negotiations with survivors in favor of perpetrators. The cases should be reported 
to government authorities, particularly police and magistrates, for further action 
in accordance with Tanzania’s various Acts.
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Abstract
This study intended to evaluate the motives for creativity, among the adult learners’ in 
relation to entrepreneurial education in higher learning institutions using the Institute 
of Adult Education (IAE) in Tanzania as a case study. This quantitative study had 
applied a questionnaire survey with both closed and open-ended questions to collect 
primary data from a randomly selected sample of 170 respondents drawn from 
a study population of 291 IAE learners. With the help of the Statistical Package 
for Social Sciences (SPSS) version 20, the study analysed the resultant quantitative 
data using t-test, descriptive statistics and Pearson correlation coefficient test. The 
study found statistically significant differences between gender motives for creativity 
among adult learners resulting from the entrepreneurial education taught.  Two-
thirds of intrinsic components studied favoured female learners.  Moreover, the study 
found statistically significance correlation between motives for creativity and adult 
learners’ perceptions in family background on entrepreneurial venture formation (M 
= 1.66, s = 1.728) and (M = 1.62, s = 1.505) for male and female respectively, 
t (168) = -0.877, p = 0.0421, α = 0.05 (p < 0.05). The study indicates a strong 
positive correlation between the interest of an adult learner in the entrepreneurship 
education taught and family background (Father and Mother) in venture formation, 
which was statistically significant at p <  .001 (r = .685, n = 170, p = .000) and 
p< .001 (r = .699, n = 170, p = .000), respectively.  On the other hand, the study 
found weak and insignificant correlations between motives for creativity (satisfying 
and enjoying) and family background in venture formation; instead, perception 
of an adult learners accounted for such a drive. The results finally indicated that 
the energetic group was of those aged 31-39, who were highly motivated by the 
entrepreneurial education taught as alternative to employment. Thus, the study 
recommended that entrepreneurship education must nurture and inculcate in adult 
learners a sense of creativity through practical and exposure to the famous and 
successful entrepreneurs during the course module to develop and strengthened 
interest, satisfaction and enjoyment. 

Key words:  Entrepreneurship, Traits, Adult learners, Personality
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Introduction
Several studies had proved the existence of relationship between entrepreneur’s 
personality traits (including creativity) and entrepreneurial education. However, 
few of them focused on how these personality traits can be correlated with start-
ups’ innovativeness Leonelli et al. (2016). Ideally, the personality traits are those 
characteristics of individual behaviour, which clarify why people act differently 
in similar situations Shamuganathan, (2010). Poor or severely limited creativity 
have condemned many business ventures to deterioration before ultimately 
dying out. Since both creativity and innovativeness remain centripetal to the 
success of enterprises today, much effort has been directed towards promoting 
entrepreneurship skills (ibid). 

This has also been true with adult learning institutions in Tanzania and elsewhere, 
which have introduced such a module (a course component in a programme), 
aimed to promote creativity and innovativeness in entrepreneurship. Despite all 
these concerted efforts made by adult learning institutions the number of adult 
learners graduates who embark on an entrepreneurial career remains largely 
inadequate with extant literature available not well-establishing such forays 
(Mgaiwa, 2021). The adult learners in this context refers  to those learners whose 
learning activities intentionally designed for the purpose of bringing about 
learning among those whose age, social roles, or self-perception define them as 
adults” (Merriam and Brockett 1997), especially those adults who participate in 
learning and conducting any activity primarily for personal interest or other labor 
market-related reasons. They are often school dropouts and jobseekers but not 
linked to ages (Myers, 2014).

This information discrepancy has partly to do with readiness to study both 
personality traits and behavioural characteristics. In fact, many endeavours of 
entrepreneurs tend to often course failure before finally becoming a success (De 
Bono, 2018). 

In this regard, the intrinsic motivation principle of creativity revealed that people 
would generally be most creative when they feel motivated primarily by interest, 
enjoyment, satisfaction and challenges of the work itself and not by external 
pressure (Teresa, 2017). People’s beliefs about their capabilities to produce 
effects or simply Perceived Self-Efficacy, which refers to the human beings’   
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belief in their capabilities to produce designated performance levels with a 
bearing on events that affect their lives (ibid.). In effect, self-efficacy beliefs 
determine how people feel, think, motivate themselves and behave. Generally, 
adult learners’ achievement is at the forefront of the instructor-centred curriculum. 
Yet, lecturers are most often too ambitious to meet accountability standards at 
the expense of the needs of the adult learners to ensure their exposure to the 
best entrepreneurial skills. It’s actually, aimed to foster and boost creativity and 
innovations as supported in the work of Shubina and Kulakli (2019), where they 
reported that traditionally, teachers are concentrated on one-way transmitting 
information, expecting students to answer their questions and simply reproduce 
transferred information. Lecturers in an instructor-centred environment tend to 
focus more on module content (allocation of highly cohesive content types) than on 
the students’ entrepreneurship skills orientations. 

Arguments on Adult Learners’ Entrepreneurial Motives for creativity
The combination of pedagogic, psychological and social factors can become a 
supportive factor for creativity and critical thinking development Shubina et al. 
(2019). In this perspective, the emphases laid on how to create a setting within a 
module contents for adult learners to acquire some entrepreneurial skills oriented 
towards fostering creativity. Specifically, the study was interested in personality 
traits in relation to competencies in creativity and entrepreneurial behaviour (a 
sub-set of entrepreneurial activities concerned with understanding, predicting and 
influencing individual behaviour in entrepreneurial setting). 

Some factors were used as instrument for measuring traits based on reviewed 
literature, including individual smartness or ability to recognize highly potential 
business opportunity, creativity, innovativeness, self-efficacy or self-confidence 
or self-belief, dedication and hard work. Others were internal locus of control 
(believing that action determine the rewards), risk taking propensity or attitude 
towards risk or taking calculated risk, tolerance of uncertainty or ambiguity, 
sincerity and commitment, endurance or continuing for long time, good planning, 
ability to make decisions or flexibility or adaptive to change and goal-oriented 
(Habib, 2013). It’s only a trait measurement (creativity) was used in the current 
study to reflects the study context, where the module contents assumed to influence 
potentials intrinsic motives for creativity. The module contents should therefore 
design to make adult learners aware that starting a business was not enough as 
one must think ahead and start planning for new creative ideas. 
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The current study assessed the adult learners’ entrepreneurial traits in higher 
learning institutions in Tanzania using the case of Institute of Adult Education (IAE) in 
Tanzania. In the context of the current study, where the institute of adult education 
in Tanzania confined in teaching and training adult learners who undergo through 
proper and quality entrepreneurial education targeting to improve the chance for 
increase their knowledge, develop new skills and gain helpful qualifications and 
credentials in career prospects available. 

Specifically, the study set out to determine the gender-based motives for creativity 
differences among adult learners emerging out of the entrepreneurial education 
taught; to determine the correlation between motives for creativity and adult 
learners’ family background ventures formation; and to explore the motives 
behind the adult learners on entrepreneurial education taught. Thus, this study 
sought to find answers requisite competencies for inculcating in adult learners 
some elements to make them successful entrepreneurs. In the meantime, it detects 
how best to teach and train them looked at pedagogical approach and the 
environment amenable to getting the most out of the adult learners.

Literature Review
To improve understanding of entrepreneurial behavioral intention, the framework 
of the theory of planned behaviour Ajzen, (1985) guides the current study. The 
theory of planned behavior is a psychological theory that focuses on attitudes, 
subjective norms, and perceived behavior control, which help to comprehend the 
intention of adult learners’ behaviors. In the context of entrepreneurial education 
taught to the adult learners, this theory offers a critical and appropriate framework 
to explain individual entrepreneurial planned behavior. Given that, the goal of 
entrepreneurial education is not only the adult learners to start a business but also 
start planning for new creative ideas. 

Based on the aforementioned presumption, the study does not use entrepreneurial 
behavior as entrepreneurial intention predictor. Therefore, in order to promote 
entrepreneurial potentials among adult learners in higher learning institutions, 
it is necessary to ensure that adult learners have high creativity potentials. 
Entrepreneurial education taught influences attitudes/perceptions toward 
entrepreneurship (Batanero et al., 2016). The current study employs the theory of 
planned behavior premises to use motives for creativity as a substitute for behavior, 
which is a well-known relevant instrument for understanding the development of 
entrepreneurial intention through entrepreneurial education. 
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Since the acquisition of knowledge can change behavior, entrepreneurial intent 
that can be influenced by learning outcomes Simona et al. (2016). Learning 
different behaviors that change attitudes/perceptions will affect entrepreneurial 
intentions (Ferreira et al., 2017). Entrepreneurial education can change an 
individual’s potential motives for creativity ability (knowledge, skills, and spirit) 
to change the intentions related to entrepreneurship, particularly among adult 
learners. 

John and James (2006) argued that gender differences affect how extrinsic 
constraints influences intrinsic motivation and influence creative performance. 
Several theorists have tried to explain why there were many more creative 
accomplished men than women. It is hard to feel a sense of mystery about why 
there are more eminent men than women. Teresa (2017) claimed that her study on 
creativity “occasionally found sex differences” with females more creative in some 
verbal tasks and males more creative in other artistic tasks. She also found males 
more frequently found at the extremes of creative ability with females more 
consistent in creative ability.

Gender Creativity Differences among Adult Learners 
In a study on the relationship between creativity and self-directed learning among 
adult community college students, Barry (2012) found that gender and creativity 
exhibited significant differences at F (1,112) = 4.56, p = .035. The creativity, 
with the mean for females at 45.87 and for males at 50.02. In these results, 
males scored significantly higher than females.  Even though the study had centred 
on the relationship between creativity and self-directed learning among adult 
community college students. The study did not link the motives for creativity to 
the family background of the adult learners in higher learning institutions in other 
context prevailing, for example, in Tanzania where the current study conducted.  
Apart from the context in which the study was conducted, yet the sample size used 
is by far less compared to the one used in the current study (n=170).

Further study by Bart et al. (2015) investigated gender differences in creative 
thinking abilities among 8th and 11th grade students found higher level of creative 
potential among males. Nevertheless, the data showing gender difference might 
shrink with age. The study was confined only to 8th and 11th graders whereas the 
current study investigated the adult learners participating in adult higher learning 
institutions having unlimited age groups in the context of Tanzania in addition to a 
very small sample size used in the study compared to the one used in the current 
study (n=170).
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Cheung and Lau (2010) used the Wallach-Kogan Creativity Tests (Wallach & 
Kogan, 1965) in their schoolchildren in Hong Kong and found that middle school 
girls outperformed boys in several dimensions of creativity. However, the study 
had focused on middle school as opposed to adult learners as in the current study, 
which had integrated the higher learning institutions.

Kuan’s (2013) study had examined gender differences in creativity using a 
sample of 18 PhD graduate from two classes in a private southwest university 
of the US. The sample comprised 7 males and 11 females, with a mean age of 
42.67 years (SD = 13.47 years). The study found that creativity was significantly 
different between male and female, at t (16) = 2.758, p < .05. The mean of 
the male group was significantly higher (M = 3.95, SD = .911) than the mean 
of the female group (M = 2.91, SD = .518). However, the study was confined to 
graduate or PhD students from two classes in a private southwest US university 
using a limited sample, also the context and sample size (small) differed from the 
one used in the current study.

The study conducted by Ivanna and Atik (2019) entitled ‘Critical Thinking, Creativity 
and Gender Differences for Knowledge Generation in Education’ using a sample 
of 220 students, among higher school students 18-19 years old in Ukraine, where 
134 male (60.9 per cent), 86 female (39.1 per cent). The study revealed that 
there was a strong positive correlation between gender and creative potential, 
r=.134, n=220, p<0.05, with association between being a man and high levels
of creative potential. The study was confined only to higher school students with 
a limited ages (18-19) in Ukraine context, contrary to the current study which 
focused on the adult learners’ students in higher learning institutions having 
unlimited age groups in the different context of Tanzania. Based on the theoretical 
and empirical literature review, the study derived the hypotheses that, “There is 
no gender motives for creativity differences among the adult learners emerged 
out of entrepreneurial education taught”.

Correlation between Creativity and Adult Learners’ Family Background 

in Venture Formation
A study by Maria-Ana et al., (2020) on family background on venture formation 
entitled “The Impact of the Family Background on Students’ Entrepreneurial 
Intentions: An Empirical Analysis” found the low positive correlation between 
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entrepreneurial intention (EI) and the field of study (r = 0.096), Entrepreneurial 
family background (EFB) (r = 0.145), Effectiveness of entrepreneurial education 
(EEE) (r = 0.142) and negatively correlated with the level of study. Generally, the 
study considered the correlation of family background in entrepreneurial venture 
creation in relation to several other entrepreneurial components but did not link 
to “motives for creativity” among the adult learners in higher learning institutions.
A study by Wang and Wong (2004) on entrepreneurial interest of university 
students in Singapore based on personal background. The study revealed that 
gender, family business experience, and education level are significant factors 
explaining entrepreneurial interest. Although the study confined to the interest of 
university students, however the ages of the students are not necessary qualifying 
the criteria   for adult learners as defined in the current study. Moreover, the 
context (Tanzania) in which the current study conducted is different.

Purna and Gowthami (2015) in their study named “Entrepreneurial Orientation and 
Family Background: A correlation analysis, indicated that the three components of 
initiative factor yielded significant (p < 0.01) correlation with family background 
of the management students. One of the components was preference to create 
more employment opportunities (S3) is positively correlated (0.322) with family 
background which means that the independent and dependent variables tend to 
increase or decrease together unlike in the earlier case.

The presented findings managed to link various entrepreneurial components of 
initiative factors, including preference to create more employment opportunities 
to family background of the higher learning students in management. However, 
the study failed to link the family background in venture formation of the learners 
with their motives for creativity. Thus, the current study revolved around the 
establishment of the correlation between the motives for creativity and adult 
learners’ family background on entrepreneurial venture formation.

Apart from afore mentioned findings, Athanasios and Panikkos (2011) found a 
low but statistically significant correlation between a family business background 
and the intention to start a new business in Cyprus. The study also considered 
correlation between a family business background      and the intention to 
start a new business. However, it did not link family business background to 
adult learners’ motives for creativity in higher learning institutions of which the 
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current study intended to address in a different context (Tanzania). Based on the 
theoretical and empirical literature review the study hypothesised that “There 
is no correlation between the motives for creativity and adult learners’ family 
background on entrepreneurial venture formation”.

Motives of Adult Learners in Entrepreneurial Education
Although the findings vary across the studies on why some people choose, an 
entrepreneurial career and others do not. They often indicate a correlation 
between entrepreneurial intention and some personality factors, such as self-
confidence, risk-taking ability, need for achievement, and locus of control (Duygu 
et al., 2009). Yet, an extended range of cultural, social, economic, political, 
demographical, and technological factors surrounds a person. Thus, personality 
traits cannot be isolated from these contextual factors (ibid, 2009). 

Even though the findings obtained were on entrepreneurial education and intention, 
they contradicted one another, and were not on adult learners’ intentions and 
motivation in higher learning institutions. In addition, Kakkonen’s (2011) study on 
students’ perceptions of their business competences and entrepreneurial intention 
that they were confident about their competences crucial in their entrepreneurial 
endeavours. Despite these variables being studied in all these studies, there was 
no connection to the adult learners in higher learning institutions.

Material and Methods
This study selected adult learners whose programmes offered the entrepreneurship 
skills module as the object surveyed from the Institute of Adult Education (IAE). 
The IAE was chosen on merits as it happened to be the oldest higher learning 
institution scattered throughout the country with three campuses and about 42 
centres countrywide. This study used both closed- and open-ended questions in a 
questionnaire survey. The items in the questionnaire were adapted from previous 
studies, such as Huang et al. (2020) on entrepreneurial intention, Hosseini and 
Pourastashi (2011), Wiley and Berry (2015) in Entrepreneurship teaching module 
contents with little modification.

The adaptation and modification made from the previously used items in the current 
study questionnaire are based on the validity and reliability of the expected 
findings. A sample of 170 adult learners from a 291-study population was used. 
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The population considered was only those adult learners whose programmes 
offered entrepreneurship skills modules during field research (Ordinary Diploma 
in Distance Learning (ODL)—September intake of 197 students and bachelor’s 
degree— conventional students 94 in Dar es Salaam headquarters. The sample 
comprised 75(44.1%) males and 95(55.9%) females.  This sample signals ±2.55 

percent sampling error with a confidence level of 95 %  Zy = 1.96 based on the 

formula                    
where    MOE: Margin of error or sampling erro, 
 γ: Confidence level, Zy:Z-Score value based on the confidence interval,  
 σ :Population standard deviation,n:Sample size.
In other words, a deviation in sample value versus the true population value is 
minute, hence signifying a good representativeness of the study population. 

A simple random sampling technique helped to select the research participants, 
such that each individual adult learner had an equal chance to be selected. In 
the current study, “entrepreneurship education” stands for independent variable, 
which targeted understanding the extent to which the entrepreneurship education 
module offered to adult learners to the general knowledge, this study has 
three types of variables: Dependent (Entrepreneurial intention and motives for 
creativity), intervening (Motives for creativity) and independent (Entrepreneurial 
education).

𝑀𝑀𝑀𝑀𝑀𝑀$ = 	𝑍𝑍$			
()

*
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It is very important to note that in the context of the current study constructs, as 
far as the conceptual framework demonstrates. The constructs “satisfying” and 
“enjoying” are two distinct entities. The construct “satisfying” refers to “doing 
enough for entrepreneurial education taught or meet the needs of entrepreneurial 
education taught or fulfill the wishes or requirements of entrepreneurial education 
taught. Meanwhile “enjoying” refers to receiving pleasure or satisfaction from 
entrepreneurial education taught.

Measurements of Variables 
The adult learners were mainly those who had participated in entrepreneurship-
related activities (learning the module or sub-enabling outcome and entrepreneurial 
activities such as various projects implementations or practices related to 
entrepreneurship skills taught). The dependent variables entrepreneurial intention 
refers to the adult learners’ attitude or perceptions of whether they were eager 
for engagement in entrepreneurship undertakings in the future (after programme 
completion). The independent variable was measured by module contents and 
module quality. The study measured adult learner’ entrepreneurial intention to 
start a business upon graduation by perceptions based on a batch of statements 
relating to entrepreneurial features and motives for creativity gathered from 
the literature and descriptive variables sourced to Lüthje and Franke (2003) 
and parent’s entrepreneurial background status (developing on the works of 
Veciana et al., 2005) and Menaghan and Parcel (1995). Gender and parental 
entrepreneurial background status were measured using a series of close-ended 
questions whereas age was determined using a four-level ordinal scale. The 
motives for creativity variable was measured by interest, enjoying and satisfying 
collected using unipolar and bipolar Likert scales, drawing from the work of 
Pruett et al. (2009).

The questionnaire was administered from September 2021 to February 2022.  
With the help of the Statistical Package for Social Sciences (SPSS) version 20, 
the analysis was divided into descriptive statistics (cross tabulation) on study 
variables, Pearson correlation and t-test statistics, which compares the means of 
two independent groups to determine whether there is statistical evidence that 
the associated population means are significantly different from one another. The 
testing hypothesis was: “There is no gender motives for creativity differences among 
the adult learners emerged out of entrepreneurial education taught”. Meanwhile, 
the Pearson correlation coefficient test to ascertain correlation between variables 
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investigated the correlation between motives for creativity and adult learners’ family 
background on entrepreneurial venture formation. It specifically state, “There is no 
correlation between motives for creativity and adult learners’ perceptions in family 
background on entrepreneurial venture formation.”

Results

Gender Motives for Creativity Differences among the Adult Learners on 

Entrepreneurial Education
The study was interested in finding out whether the entrepreneurial education 
course introduced in the programmes offered at the IAE has had something to 
do with gender motives for creativity difference. Intrinsic motivation comprised 
interest, satisfaction and enjoyment for the course taught were determined among 
the adult learners’ motives for creativity. The hypothesis that “There is no gender 
motives for creativity differences among the adult learners emerged out of 
entrepreneurial education taught” was tested. 

Data analysis indicates that the p-value of 0.644 > 0.05 in the columns labeled 
“Levene’s Test for Equality of Variances (Table 01), implies that the t-test assumes 
the variability of each group is approximately not equal. Thus, the row labeled 
“Equal variances assumed was used in further analysis. Hence, the null hypothesis 
was rejected at (M = 1.66, s = 1.728) and (M = 1.72, s = 1.505) for male and 
female respectively, t (168) = -0.877, p = 0.045, a = 0.05 (p < 0.05) (Table 01), 
which revealed a statistically significance difference between gender motives for 
creativity among the adult learners emerged out of entrepreneurial education 
taught. 

Moreover, the interest in the adult learners’ creativity emerged out of entrepreneurial 
education taught had a significant difference at p < 0.05 (p=0.0477, t=0.419 
Md= 0.248). The mean of the male adult learners (1.83) is higher than the female 
adult learners (1.78) (Table 01). The analysis further show that the satisfaction 
of the adult learners’ creativity emerged out of entrepreneurial education taught 
was significantly different at p < 0.05 (p = 0.0420, t = - 0.809 Md= - 0.087), 
hence indicating that the mean of the male adult learners (1.66) was less than 
female adult learners (1.75) (Table 01). Furthermore, the analysis indicates that 
the enjoyment of the adult learners’ creativity emerging out of entrepreneurial 
education taught was significantly different at p = 0.05 (p = 0.0516, t = - 0.651 
Md= - 0.069), implying that the mean of the male adult learners (1.53) was less 
than that of female adult learners (1.59) though with very small margin 0.06. 
(Table 01) 



48

Table 01: Intrinsic Motives Differences in Creativity among the Adult Learners
Group Statistics

  
   Interest    Satisfaction Enjoying       

Motives for 
creativity)

Gender M F M F M F   M F

N 75 95 75 95 75 95 75 95

Men 1.83 1.78 1.66 1.75 1.53 1.59 1.66 1.72    

Std deviation 4.013 2.951 0.545 0.847 0.626 0.718  1.728 1.505

Std error mean 0.522 0.280 0.071 0.080 0.081 0.068 0.225 0.143

                                                                               Independent samples test

Leven’s test for             

variance of Equality

                                                  t-test for quality of mean

                                                            95% confidence

F                             Sig t df sig (2tailed) Mean diff   std eror diff     Lower      Upper

Interest 
Equal 
variance 
A.M      

1.066            0.043 0.459   168       0.0647           0.248                  0.541

Equal variance not A.M 0.419        92.107           0.0477                 0.248         0.593 -0.929   1.425

Satisfaction   
Equal 
variance 
A.M

0.743   0.050 0.712      168        0.0478     -0.087         0.122 - 0.327  0.154

Equal variance not A.M -0.809       161.879          0.0420        -0.087          0.107 -0.298   0.125

Enjoying    
Equal 
variance 
A.M

0.021   0.0086 -0.624      168                    0.0533     -0.069          0.111 -0.288  0.0150

Equal variance not A.M -0.651    133.234          0.0516       -0.069           0.106 -0.279  0.1410

Motives for creativity

Equal 
variance not 
A.M

0.610        0.644 -0.877 168                                     0.045       0.031               0.258 -0.478   0.484

Equal variance not A.M -0.347     129.073         0.0471                           0.031            0.269 -0.502   0.564

Motives for Creativity and Adult Learners’ Family Background in Ven-

ture Formation 
To begin with, the first phase of the Correlation was a hypothesis test that “There 
is no correlation between motives for creativity and adult learners’ perceptions 
in the family background on entrepreneurial venture formation”. In the second 
phase, the correlation was determined between the motives for creativity (interest, 
satisfaction and enjoyment) and family background in venture formation.
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Correlation between Motives for Creativity (Interest, Enjoying and Satisfying) 
and Family Background in Venture Formation
The independent t-test was run to test the hypothesis, “There is no correlation 
between motives for creativity and adult learners’ perceptions in the family 
background on entrepreneurial venture formation” Data analysis reveals that  
the p-value of 0.042 < 0.05 in the columns labeled “Levene’s Test for Equality 
of Variances (Table 2), this implies that the t-test assumes the variability of each 
group is approximately equal. Thus, the row labeled “Equal variances not assumed 
was used in further analysis. Hence, the null hypothesis was rejected at (M = 
1.66, s = 1.728) and (M = 1.72, s = 1.505) for male and female respectively, 
t (168) = -0.877, p = 0.0421, a = 0.05 (p < 0.05) (Table 2), which indicates 
a statistically significance correlation between motives for creativity and adult 
learners’ perceptions in family background on entrepreneurial venture formation.

Table 02:  Motives for Creativity (Perceptions) from Adult Learners’ Family 

Background Entrepreneurial Venture  Formation
Group Statistics

Motives for creativity in venture 
formation

Gender M F

N 75 95

Mean 1.66 1.72   

Std deviation 1.728 1.505

Std error mean 0.225 0.143

Independent samples test

Leven’s test for         t-test for quality of mean

variance of Equality confidence 95%

                                        F        Sig        t         df    sig (2tailed)  Mean diff  std eror diff    Lower Upper

Perceptions on Family venture formation

Equal variance A.M           0.410  0.042  0.927  168        0.755     0.021       0.228          -0.438   0.494

Equal variance not A.M                           0.347  129.073 0.0421   0.021       0.259          -0.522   0.574

Source: Field data 2022
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The Pearson product-moment correlation was run to determine the correlation 
between the motives for creativity (interest, satisfying and enjoying) and family 
background (employment status of father and mother) in venture formation. 
The analysis shows that there was a strong, positive correlation between the 
interest of an adult learner in the entrepreneurship education taught and father’s 
background in venture formation in terms of employment status, which was 
statistically significant at (r = 0.685, n = 170, p = 0.000). However, there was 
also a strong and positive correlation between the interest of an adult learner in 
the entrepreneurship education taught and the mother’s background in venture 
formation in terms of her employment status, which was statistically significant at 
(r = 0.699, n = 170, p = 0.000) Table 3. 

The analysis further indicates a weak and negative insignificant correlation 
between the motives for creativity (satisfaction and enjoyment) and family 
background in venture formation in terms of employment status of both the 
father and mother. The findings implied that the adult learner’s interest on 
entrepreneurship education taught increases depending on the employment status 
of the father and mother. Meanwhile, the satisfaction and enjoyment of the adult 
learners in the entrepreneurship education taught does not rest upon the family 
background in terms of the employment status of neither father nor mother. The 
correlations were statistically insignificant at (r = -0.017, n = 170, p = 0.824) 
and (r = - 0.029, n = 170, p = 0.611) for enjoying based on father and mother 
self-employment status respectively They are just reflecting on adult learner’s 
feelings and perceptions state of mind, as Table 3 illustrates. 
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Table 03: Correlation Matrix – Motives for Creativity (Interest, Satisfying and 

Enjoying) and Family Background
Interest Satisfying Enjoying Father B/gr Mother B/gr

Interest: Pearson    1   -0 010    -0 041  0 685**  0 699**

Correlation 

Sig (2-tailed)    -              0.895                                          0.962  0.000  0.000

Satisfaction: Pearson    -0.010     1     -0.023  -0.034                   -0.077                    

Correlation

Sig (2-tailed)     0.895     -      0.867   0.661                      0.316

Enjoying: Pearson    -0.041     -0.023      1  -0.017                                       -0.029

Correlation

Sig (2-tailed)     0.962                   0.867             -   0.824  0.611

Further B/gr: Pearson     0.685**     -0.034      -0 .017                               1  0.225**

Correlation

Sig (2-tailed)     0.000                                                                                            0.661       0.824    -  0.003

Mother B/gr: Pearson     0.699**           -0.077      -0.029                            0.225**              1

Correlation

Sig (2-tailed)    0.000     0.316       0.611    0.003      - 

N    170     170       170    170                             170                        

** Correlation is significant at 0.01 level (2-tailed), Father B/gr: Father Background

* Correlation is significant at 0.05 level (2-tailed), Mother B/gr: Mother background

Source: Researcher Field data 2022

The findings are validated by descriptive statistics in cross-tabulation between the 
adult learners’ creative potentials and family background in venture formation. 
The analysis only considered the high level of Likert scale response (exactly 
yes). Descriptive statistics analysis showed that adult learners’ enjoyment of the 
entrepreneurship education taught was merely influenced by 12 (7.1%) and eight 
(4.7%) father and mother self-employment status, respectively. Generally, 20 
(11.8%) family backgrounds in self- employment of the adult learners contributed 
to the enjoyment of the entrepreneurship education taught in venture formation.  
In other words, the family background and employment status have absolute little 
influence on adult learners’ satisfaction in venture formation originating from the 
entrepreneurial education taught as Table 4 demonstrates.
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The analysis further found that the interest of adult learners was 105(61%) and 
108(63.5%) with respect to the father and mother self-employees, respectively. This 
finding implies that family backgrounds’ employment status has a large inspiration 
on adult learners’ interest in venture formation. The analysis in the descriptive 
further that adult learners’ satisfaction was merely inspired by 46(27.1%) and 
45(26.5%) father and mother self- employment status, respectively. This finding 
implies that family backgrounds’ employment status has little inspiration on adult 
learners’ satisfaction in venture formation Table 4:

Table 04: Adult Learners’ Creativity Potentials and Family Background 

Self-employment Status Relationship in  Venture Formation
Self-employee Public civil Private sector Not working   No response

Servant empoyee

Interest (AL) Father’s employment status

 105(61.8%) 35(20.6%) 6(3.5%) 4(2.4%)  2(1.2%)

Exactly yes Mother’s employment status               

108(63.5%) 19(11.2%) 2(1.2%) 14(8.2%)  9(5.3%)

Satisfaction (AL Father’s employment status

46(27.1) 13(7.6%) 3(1.8%) 0(0%)  2(1.2%)

Exactly yes Mother’s employment status  

45(26.5%) 8(4.7%) 2(1.2%) 4(2.4%)  5(2.9%)    

Enjoyment (AL)  Father’s employment status

12(7.1%) 20(11.8%) 16(9.4%) 4(2.4%)   2(1.2%)

Exactly yes Mother’s employment status

8(4.7%) 34(20.0%) 4(2.4%) 5(2.9%)          5(2.9%)

AL: Adult Learners

Source: Researcher Field data 2022

Motives among Adult Learners on Entrepreneurial Education Taught
Descriptive statistics helped to determine the motives of adult learners’ students 
on the entrepreneurial education taught. The analysis revealed that 109 (64.1%) 
respondents’ motive or intention for entrepreneurship education taught was 
basically preparation for future job skills making, whereby 50(29.4%) and 
59(34.7%) respondents were male and female adult learners respectively (Table 
5). The response was supported by 79(46.5%) of the age group aged 31-39, 
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20 (11.8%) aged 40-59, and 10(5.9%) aged 18-30 years old regardless of 
gender. The findings imply that in the energetic group of adult learners aged 
31-39, the majority (46.5%) were highly motivated through entrepreneurship 
education taught. 

The analysis further shows that 42(24.7%) respondents’ motives or intentions for 
entrepreneurship education taught was an alternative to employment, where 
21(12.4%) respondents each equally represented  males and females. The 
response was maintained by 16 (9.4%) of the 31-39 age group, 14(8.2%) of the 
40-59 age group, and 12(7.1%) from those aged 18-30 regardless of gender. 
The results indicated that the energetic group was those aged 31-39, who were 
highly motivated by the entrepreneurial education taught. However, the 18-
30 age group seems to be poorly motivated by the entrepreneurial education 
taught possibly because of their entrepreneurial background and perception on 
entrepreneurial education, most of the respondents happened to be above the 
age group.

The analysis shows that 12(7.1%) of the respondents’ motives for entrepreneurship 
education taught were merely for knowledge gaining sake whereby one (0.6%) 
was male and 11(5.5%) were female.

Nine (5.3%) respondents fell in the age group of 40-49 regardless of gender (table 
5) of the five (2.9%) respondents their motive or intention for entrepreneurship 
education taught was to study it as a course in the program whereby three (1.8%) 
were male and two (1.2%) female respondents with 3(1.8%) in the age group 
ranged from 31-39. Lastly, were two (1.2%) respondents who were uncertain 
about their motive or intention for studying entrepreneurship, the group was made 
up of females aged 31-39, as Table 5 illustrates:
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Table 05: Demographic Presentation and Motives for Studying 

Entrepreneurship Education

Just a course    Not sure       
Preparation for 
Future job skills

Just for 
knowledge

Alternative to 
employment

   Total

Male Age    3(1.8%) 0 (0%)   50 (29.4%) 1 (0.6%)              21(12.4%) 75 (44.1)

18-30    2 (1.2%) 0 (0%)   10(5.9%) 0 (0%) 12(7.1%)         24(14.1%)

31-39   3(1.8%) 2(1.2%)             79(46.5%)                  3(1.8%)              16(9.4%)       103(60.6%)

40-59   0 (0%) 0 (0%)   20(11.8%) 9(5.3%)              14(8.2%)         43(25.3%)

Female Age   2(1.2%) 2(1.2%)              59(34.7%) 11(5.5%) 21(12.4%)       95(55.9%)

18-30   2(1.2%) 0 (0%)   10(5.9%)  0(0%) 12(7.1%)         24(14.1%)

31-39   3(1.8%) 2(1.2%)              79(46.5%) 3(1.8%) 16(9.4%)       103(60.6%)

40-59   0(0%) 0(0%)   20(11.8%) 9(5.3%) 14(8.2%)         43(25.3%)

Total   5(2.9%) 2(1.2%)   109(64.1%) 12(7.1%) 42(24.7%) 170(100%)

Source: Researcher Field data 2022

Discussions

Difference between Gender Motives for Creativity among Adult Learners
The study found a statistically significant difference between gender motives 
for creativity among adult learners stemming from the entrepreneurial course 
taught in higher learning institutions.  The intrinsic motivation (interest) of the adult 
learners’ creativity emanated from entrepreneurial education taught found to 
be higher in male adult learners with a mean of 1.83 than in females adult 
learners counterpart, which attained 1.78. Meanwhile, the satisfaction of the 
adult learners’ creativity emerged out of entrepreneurial education taught was 
higher for females who had a mean of 1.75 than males with 1.66.  In addition, the 
results indicate that the enjoyment of the adult learners’ creativity resulting from 
entrepreneurial education taught that was higher among female adult learners 
with a mean of 1.59 than among males with 1.53. The theoretical implication of 
the study confirms the three motives for creativity and their mediating influence 
on  the adult learners’ gender differences in relation to entrepreneurial intention.

The current study findings concurred in part with Barry (2012) on the relationship 
between creativity and self-directed learning among adult community college 
students, which had established that gender and creativity exhibited significant 
differences in creativity. In addition, contradicted other parts of the study, where 
the mean for females was 45.87 and for males had 50.02.  In other words, males 
scored significantly higher than females in every aspect.
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The current study concurred in part on gender differences in creative potentials 
with Bart et el. (2015) and contradicts them in other parts by the study on gender 
differences in creative thinking abilities among 8th and 11th Ph.D. graduates. The 
study showed higher creative potential among males. However, the findings were 
too generalised without necessarily considering either intrinsic or extrinsic factors 
in the study. The data showing gender differences might become smaller with the 
age. 

Moreover, the current findings concur with those findings obtained by Cheung and 
Lau (2010), who used the Wallach-Kogan Creativity Tests (Wallach & Kogan, 
1965) on schoolchildren in Hong Kong. Their study results showed that middle 
school girls outperformed boys in several dimensions of creativity. For instance, 
the current study findings indicated that seventy five percent of the intrinsic factors 
studied favoured the female adult learners in motives for creativity.

The current study agreed partly with the findings of the study conducted by 
Kuan (2013) on examining gender differences in creativity where it was found 
that creativity significantly differed for males and females, t (16) = 2.758, p < 
0.05. However, it is somehow deviated from the findings of the same study which 
indicated that the mean of the male group was significantly higher (M = 3.95, SD 
= 0.911) than the mean of the female group (M = 2.91, SD = 0.518).

Correlation between Motives for Creativity and Adult Learners’ Perceptions in 
Family Background in Venture Formation
The analysis further revealed a statistical significant correlation between 
motives for creativity and adult learners’ perceptions in family background on 
entrepreneurial venture formation. There was a strong and positive correlation 
between the interest of an adult learner in the entrepreneurship education taught 
and family background (father and mother) in terms of employment status (self-
employment), which was statistically significant at p < 0.001 (r = 0.685, n = 
170, p = 0.000) and p < .001 (r = 0.699, n = 170, p = 0.000), respectively.  
Moreover, the study found no correlation at all between the motives for creativity 
(satisfaction) and family background in terms of parental employment status. 

The analysis shows further that there was a weak and negative insignificant 
correlation between the motives for creativity (enjoying & satisfying) of an adult 
learner in the entrepreneurship education taught and family background in venture 
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formation in terms of the employment status of the parents. The correlations were 
statistically insignificant at (r = -0.017, n = 170, p = 0.824) and (r = - 0.029, n 
= 170, p = 0.611), (r = -0.034, n =170, p = 0.661) and (r = -0.077, n = 170, p 
= 0.316) for enjoying and satisfying in father and mother self-employment status 
respectively.

The theoretical implication of these results show that entrepreneurial education can 
not only directly promote the entrepreneurial intention of the adult learners, but 
also indirectly promote their motives for creativity and perceptions. The findings 
elucidate the role of entrepreneurial education in cultivating higher learning 
students’ entrepreneurial intention by improving their motives for creativity and 
their perceptions of entrepreneurial education.

The current study findings are consistent with Cheng (2011), on creativity, 
particularly regarding what it means in the family context. Specifically, the study 
found that some parents valued characteristics that were conducive to motives 
for creativity. Although, there was a weak, negative insignificant correlation 
between the motives for creativity (enjoying & satisfying) of an adult learner in 
the entrepreneurship education taught and family background status in terms of 
parental self-employment status.

Overall, the study has established special implication for the lecturers/facilitators 
in understanding the originalities/backgrounds of adult learners when teaching, 
since those who originated from self-employed families whose interest in creativity 
was growing compared to those from public servant employees or private sector 
employee’s family background such that much attention should be given to them. 
The implication of the findings to the curriculum developers is that they need to 
consider better and quality content for the entrepreneurship module to instigate 
the adult learners’ interest, enjoyment, and satisfaction of the course irrespective 
of their family background.

Motives among Adult Learners on Entrepreneurial Education Taught
The study also found that the motive or intention for entrepreneurship education 
taught to adult learners was the acquisition of skills for future occupations, as 
reported by 50(29.4%) and 59(34.7%) male and female adult learners, 
respectively. The finding indicates that the energetic group of those aged 31-
39 was highly motivated by the entrepreneurial education taught (thinking of 
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starting a business after study completion).  The current study concurs with the 
one carried out by Duygu et al. (2009) on factors affecting the entrepreneurial 
intention of university students. The results indicate that only one significant 
factor, entrepreneurial confidence (Wald test, p < 0.01), with an odds ratio of 
1.787, is attributable to an increase by one unit on the measurement scale of 
entrepreneurial confidence (moving from strongly disagree to strongly agree), 
which raised the odds of starting a business by a multiplicative factor of 
1.787. Thus, the effect of this factor is better explained together with age and 
parental self-employment. Entrepreneurial confidence was found to have a direct 
bearing on the entrepreneurial intention of students. Meanwhile, entrepreneurial 
knowledge has a direct influence on the student’s intention to start a business 
and entrepreneurial orientation has a direct influence on the student’s intention 
to launch a business. The study further established no relationship was uncovered 
between gender and the student’s intention to start a business. The analysis further 
shows that 42(24.7%) respondents’ motives or intentions for entrepreneurship 
education taught as an alternative to employment, whereby males and females 
were equally represented by 21(12.4%) of the respondents each. The results also 
indicate that the energetic group of those 31-39 were highly motivated by the 
entrepreneurial education taught. 

Implicitly, the growth of the adult learners’ interest in entrepreneurship education 
taught reflected on the employment status (self-employee, public civil servant 
or private sector employee) of the parents (father and mother). Meanwhile, the 
enjoyment and satisfaction of the adult learners in the entrepreneurship education 
taught translating into their creativity significantly neither reflect on family 
background status in terms of the self-employment of father nor the mother but 
on the individual feelings and perceptions of the adult learners’ inner-state of 
mind on entrepreneurship education. 

In fact, the enjoying and satisfying of the adult learners in the entrepreneurial 
education taught rises the creativity but it decreases with respect to the parent’s 
employment status and there is a need to involving them in practices, specifically 
in the practical part of the course module and invitation of the successful 
entrepreneurs during the class teaching sessions.
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The study findings improve the understanding of the motives for creativity among 
the adult learners in higher learning institutions through cultivating their intrinsic 
motivation rather than extrinsic motivation. The intrinsic components can be 
directly and easily improve the entrepreneurial intention. The findings suggesting 
that entrepreneurship education must nurture and inculcate in adult learners a 
sense of creativity through practical and exposure to the famous and successful 
entrepreneurs during the running of the course module aiming to develop interest, 
satisfaction and enjoyment. Finally, as regard to the entrepreneurial intention of 
adult learners, the lecturers and module programmers should aim to improve the 
intrinsic motivation of adult learners and contents quality respectively.



59

Reference
Aizen, I (1985) The Theory of Planned Behavior 50(2):179-211 https://

doi:10.1016/0749-5978(91)90020-T
Athanasios H & Panikkos P (2011). Family business background, perceptions 

of barriers, and entrepreneurial intentions in Cyprus. International 
Journal of Entrepreneurial Venturing 168 – 182. https://dox.doi.
org/10.1504/IJEV.2011.039339

Baer, J., & Kaufman, J.C. (2006). Gender differences in creativity. Journal of 
Creative Behaviour, 39, 56-69. 

Barry, F. C. (2012). The relationship between creativity and self-directed 
learning among adult community college students. Unpublished PhD 
dissertation, University of Tennessee, Knoxville, TRACE: Tennessee 
Research and Creative Exchange https://trace.tennessee.edu/utk_
graddiss/2531

Bart, W., Hokason, B., Sahin, I., Abdelsames, M. (2015). An investigation of the 
gender differences in creative thinking abilities among 8th and 11th 
grade students. Thinking Skills and Creativity, 17, 17-24.

Batanero, F., José, M., Rebollo, R., & María, M. (2016). Competencias 
emprendedoras del alumnado de educación permanente de 
andalucía. Percepción del profesorado. Educación XX1 19, 253–
275. https://doi: 10.5944/educxx1.11368

Beth, A. Hennesey., & Teresa, M. A. (2010). The nature of creativity- contemporary 
psychological perspectives. Cambridge New Richelle Melbourne 
Sydney edited by Robert new York , NY 10022, USA.

Cheung, P. C., & Lau, S. (2010). Gender differences in the creativity of Hong Kong 
school children: Comparison by using the new electronic Wallach-
Kogan Creativity Tests. Creativity Research Journal, 22(2), 194-199. 
doi:10.1080/10400419.2010.481522

Cheng, V. (2011). Infusing creativity into Eastern classrooms: Evaluations from 
student perspectives. Thinking Skills and Creativity, 6(1), 67- 87. 
https://doi: 10.1016/j.tsc.2010.05.001

De Bono, E. (2018). Six thinking hats: Camberwell, Vic.: Penguin.
Duygu Turker, Izmir, Turkey, and Senem Sonmez Selcuk (2009) Which factors affect 

entrepreneurial intention of university students? Journal of European 
Industrial Training (JEIT), 33 (2), 142-159 Emerald Group Publishing 
Limited 0309-0590. https://doi: 10.1108/03090590910939049



60

Ekpe, I., & Mat, N. (2012). The moderating effect of social environment on the 
relationship between entrepreneurial orientation and entrepreneurial 
intentions of female students at Nigerian universities. Int. J. Manag. 
Sci. Bus. Res, 1, 1–16. http://dx.doi.org/10.2139/ssrn.2701158

Ferreira, J. J., Fernandes, C. I., & Ratten, V. (2017). “The influence of 
entrepreneurship education on entrepreneurial intentions,” in 
Entrepreneurial Universities, 19–34. doi: 10.1007/978-3-319-
47949-1_2

Gürol, Y., & Atsan, N. (2006). Entrepreneurial characteristics amongst 
university students: Some insights for entrepreneurship education 
and training in Turkey. Educ. Train, 48, 25–38. http://dx.doi.
org/10.1108/00400910610645716 

Habib, R. (2013) Traits of successful Entrepreneurs http://www.researchgate.net/
publication/273445209Doi:1015372/22778179/Nov/2013/01

Hosseini, S. M., & Pouratashi, M. (2011). Entrepreneurial competencies of 
agricultural students: the influence of entrepreneurship courses. Afr. J. 
Bus. Manage. 5, 2159–2163. doi: 10.5897/AJBM10.329

Huang, Y., Liu, L., & An, L. (2020). Are the teachers and students satisfied: 
sustainable development mode of entrepreneurship education 
in chinese universities? Front. Psychol. 11:1738. doi: 10.3389/
fpsyg.2020.01738

Kakkonen, M.L (2011), Students’ perceptions on their business competences and 
entrepreneurial intention. Management, 6, 225–243.

Kuan, C. T. (2013). Examining gender differences in creativity. The International 
Journal of social Sciences, 13  (1) ISSN 2305 – 4557 www.Tijoss.com

Lee, S.M., Chang, D., & Lim, S. (2005). Impact of entrepreneurship education: 
a comparativestudy of the US and Korea. The International 
Entrepreneurship and Management Journal, 1, 27-43.

Lüthje, C.; & Franke, N (2003). The ‘making’ of an entrepreneur: Testing a model of 
entrepreneurial intent among engineering students at MIT. R D Manag, 
33, 135–147. http://dx.doi.org/10.1111/1467- 9310.00288

Maria-Ana  G., Emilia H., & George, E. (2020) The Impact of the Family 
Background on Students’ Entrepreneurial Intentions: An Empirical 
Analysis. http/www.researchgate.net, https://dox.org.doi:10.3390/
su12114775.



61

Menaghan, E.G.; Parcel, T.L(1995), social sources of change in children’s home 
environments: The effects of parental occupational experiences 
and family conditions. J. Marriage Fam, 57, 69–84 http://dx.doi.
org/10.2307/353817

Merriam, S., & Brockett (1997) The profession and practice of Adult education: 
An introduction, San Francisco Jessy – Brass https://cjsae.library.dal.
ca/index.php/cjsac/article/view/2074

Mgaiwa, S. J (2021) Fostering graduate employability: Rethinking Tanzania’s 
University practices. https:// DOI: 10. 1177/21582440211006709

Myers, K. (2014) The Adult Learning and Returns to Training project: Final report, 
Arthur sweet man –Toronto, SRDC.

Purna P., & Gowthami. Ch. (2015) Entrepreneurial Orientation and Family 
Background: a Correlation Analysis https://www.researchgate.net/
publication/280876994

Pruett, M.; Shinnar, R.; Toney, B.; Llopis, F.; & Fox, J. (2009) Explaining 
entrepreneurial intentions of university students: A cross-cultural 
study. Int. J. Entrep. Behav. Res. 571–594   http://dx.doi.
org/10.1108/13552550910995443

Roxas, B. (2014) Effects of entrepreneurial knowledge on entrepreneurial 
intentions: A longitudinal study of selected South-east Asian business 
students. J. Educ. Work 2014, 27, 432–453. http://dx.doi.org/10.1
080/13639080.2012760191 

Shubina, I. & Kulakli, A. (2019). Pervasive learning and technology usage 
for creativity development in education. International Journal of 
Emerging Technologies in Learning (iJET), 14 (1), pp 95-109

Shubina, I., & Kulakli, A. (2019). Critical thinking, creativity and gender differences 
for knowledge generation in education. Literacy Information and 
Computer Education Journal (LICEJ), 10 (1), American University of 
the Middle East, Kuwait. 

Simona, L., Federica, C., & Francesca, M. (2016) The importance of entrepreneur’s 
in explaining start- ups’ innovativeness DOI:10.7433/s101.2016.05

Singh, B.; Verma, P.; & Rao, M. (2015), influence of individual and socio-cultural 
factors on entrepreneurial intention. South Asian J. Manag, 23, 33–
55.



62

Sternberg, R. J., & Kaufman, J.C.   (2018). The nature of human creativity. 
Cambridge: Cambridge University Press.

Teresa, M. (2017). Stimulate creativity by fuelling passion. In: Ea Locke (ed). 
Wiley encyclopaedia of management.

Veciana, J.M.; Aponte, M.; & Urbano, D (2005). University students’ attitudes 
towards entrepreneurship: A two countries comparison. Int. Entrep. 
Manag. J, 1, 165–182. http://dx.doi.org/10.1007/s11365-005-
1127-5

Wallach, M., & Kogan, N. (1965). Modes of thinking in young children. New York: 
Holt, Rinehart, and Winston. 

Wiley, K. K., & Berry, F. S. (2015). Teaching social entrepreneurship in public affairs 
programs: a review of social entrepreneurship courses in the top 30 
U. S. public administration and affairs programs. J. Public Affairs 
Educ. 21, 381–400. doi: 10.1080/15236803.2015.12002205

Wang, C.K., & Wong, P.K. (2004). Entrepreneurial interest of university students 
in Singapore”, Technovation, 24 (2),  163-72.

Zetriuslita, H.J., Ariawan, R., & Nufus, H. (2016). Students’ critical thinking ability: 
Description based on academic level and gender. Journal of Education 
and Practice, 7 (12), 154-164.



63

Determinants of School Management Teams Effectiveness in Managing 
Capitation Grants in Tanzania Community Secondary Schools

Ester Paul Kabelele & Haruni J. Machumu
Mzumbe University

Corresponding author email: hmachumu@mzumbe.ac.tz

Abstract
The study examines the determinants of School Management Teams effectiveness 
in managing capitation grants in community secondary schools. The study was 
carried out in four selected community secondary schools in Mvomero district, 
Morogoro, Tanzania. The study employed a quantitative research design. Data were 
collected through a questionnaire method whereby simple random sampling and 
purposive sampling techniques were used to select 160 respondents including School 
Management Teams (SMTs), school board members, ward education officers, teachers 
and students. Multiple regression analysis was used to analyse determinants of 
factors (i.e. education, individual characteristics, government roles, school leadership 
practices) on school management teams (SMTs) effectiveness in the management of 
capitation grants (CG) in community secondary schools. The study findings indicate 
that there is a significant positive effect between three factors (education, individual 
characteristics and school leadership practices) and SMTs effectiveness. However, 
the government role was found to have less effect than other variables. Thus, the 
study recommends that the government to properly identify actual needs, unfixed 
capitation grants allocation on capitation grant guidelines, timely provision of funds, 
regular provision of training and permitting community contributions. Furthermore, 
the study recommends that School Management Teams should establish effective 
communication, time management and proper use of capitation grants to ensure  
effectiveness managing Capitation grants.

Keywords: Effective management, school management teams, capitation grants, 
school funding, community school
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Introduction 
Ineffective management is a challenge in various organisations, including school 
organisations. Management comprises of influencing group of one or more people 
towards accomplishing organisational objectives through managerial functions 
such as directing, organisation, coordination, controlling and evaluating (Mirunde, 
2015). Effective management is concerned with ensuring that the organisation’s 
goals are achieved. Effective school management means that the school is being 
operated effectively. However, sometimes there are ineffective cases in managing 
relationships with employees, top management, and other stakeholders (Maulidi, 
2017). Different literature has been discussing the best approaches to be used by 
organisation management to ensure effectiveness. Some authors argue that there 
is no single approach to bring out the effectiveness of employees to achieve the 
organisation’s desired goals and objectives. Other authors argue that, only one 
particular management approach is required to bring out effectiveness. According 
to Jones and George (2003), Scientific Management Theory, Administrative 
Management Theory, Behavioural Management Theory, Management Science 
Theory (Quantitative Mgt, Operations Mgt, Total Quality Mgt) and Organization 
Environment Theory (System and Contingency Approach) are among management 
approaches/theories. 

Effectiveness in managing capitation grants (CG) involves ways used to control 
and manage the funds. It involves proper use of accounting books and application 
of guidelines and rules set to secure collection and expenditure of school funds 
to avoid losses and misuse of such funds (Mestry, 2013). At the school level, 
effectiveness of capitation grants management is observed through how the 
collected school funds are used accordingly to attain its intended objectives. 
Capitation grant is money provided by the government to improve quality of 
learning (Uwazi, 2010). Capitation grants can be referred as the amount of 
money provided by the central government as funds to schools, and they are 
issued to each of the districts based on the enrolment of students in each district, 
also deposited in special chosen bank accounts for capitation grants. The aim 
of capitation grants is to ensure the implementation of the school programs such 
as procurement of non-textual teaching and learning materials, administration, 
and maintenance of school facilities, continuous assessment, and sports operation 
(Sikia, 2015).
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The history of education in Tanzania shows that the management of CG has passed 
through various stages. From 1963 to 2015 CG management was under the 
government, but since 2016, its management has been decentralised to the school 
management teams (SMTs). The team is responsible for managing everyday school 
affairs, preparation of development plans for the school, budgets preparation, 
ensuring effective education and training policy (ETP) implementation, quality 
assurance of new school constructions, school maintenance and collaboration 
with the village government to identify qualified students for the scholarship 
provided by the government (URT, 2004). The establishment of SMTs was a result 
of secondary education development plan (SEDP I) under the education sector 
development program (ESDP) in 1999. The goal was to ensure attainment of SEDP 
I objectives focused on the management of the reforms to improve effectiveness 
and efficiency of secondary education and financial management toward the 
implementation of SEDP plan through delegating government responsibilities. By 
then, the team consisted of seven members, namely the school headmaster, second 
master, academic master/mistress, discipline master/mistress, sports and cultural 
affairs master/mistress, school accountant and master/mistress of school projects 
and maintenance (URT, 2004).

From 2010 to 2015, the total number of SMT members decreased to five, 
that is; the head master/mistress, second master/mistress, academic master/
mistress, school accountant, and discipline master/mistress. In terms of SMTs’ 
roles and responsibilities, few additions of roles were made including receiving 
reports concerning school inspection and implementing recommendations of the 
inspection, ensuring favourable teaching and learning environment, safeguarding 
proper management, and record-keeping of school grants and funds provided 
by the government. The SMT members  were also responsible for supervising and 
enhancing quality of teaching and learning and preparing quarterly performance 
reports of the school (URT, 2010). In 2016,  guidance and counselling master/
mistress, and the school maintenance and projects master/mistress was added to 
the team, hence the total number of SMTs became seven (URT, 2015b). The school 
head master/mistress is the chairperson of the SMT and is provided with a school 
management tool kit known as “Head teacher guide book” in which there are 
guidelines that show responsibilities of SMT members. 
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From 2004 to 2015, distribution of capitation grants in government schools, 
including community secondary schools was under the management of several 
government ministries before reaching at the school level. It involved the Ministry 
of Finance and Economic Affairs (MoFEA), Ministry of Education and Vocational 
Training (MoEVT), Prime Minister’s Office-Regional Administration and Local 
Government (PMO- RALG) and Regional Sub-Treasury. From 2016 up to date, 
under the current fee-free education, the school management teams (SMTs) has 
been given mandate to supervise and manage the CG sent directly to school 
bank accounts by the government. Various studies has been conducted concerning 
the issue of capitation grants management worldwide with different focus such as 
challenges, impacts, factors and practices. As to mention few: Aboagye (2019) 
investigated about financial management practices in non-financial institutions, 
Twaha (2018) focused on institutional factors limiting governance of capitation 
grants, the focus of Maja (2016) was on school management team members’ 
understanding of their duties, Nampota & Chiwaula (2013) researched the 
processes and outputs of school grants in Malawi and the study of Prew et al 
(2011) focused on literature review of school funding in Sub-Saharan Africa. The 
determinants of SMT effectiveness in managing capitation grants in community 
secondary schools has not been directly addressed. As such, researchers 
considered a need for a systematic study of empirical evidence to cover the 
knowledge gap. 

In view of the above, this research examined determinants of SNTs effectiveness 
in managing capitation grants in community secondary schools in Mvomero district. 
The study sought to address the following specific research objectives:
1. To identify the effect of educational factors towards SMTs effectiveness in 

management of CG in community secondary schools.

2. To identify the effect of individual characteristics towards SMTs effective-
ness in management of CG in community secondary schools.

3. To identify the effect of government roles towards SMTs effectiveness in 
management of CG in community secondary schools.

4. To identify the effect of school leadership practices towards SMTs effec-
tiveness in management of CG in community secondary schools.
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Study Hypothesis

Based on specific research objectives, the following research hypotheses (H) were 
developed:

H1: Education factors are positively related to SMTs effectiveness in the  
management of capitation grants.

H2: Individual characteristics are positively related to SMTs effectiveness in  
the management of capitation grants.

H3: Government roles are positively related to SMTs effectiveness in the   
management of capitation grants.

H4: School leadership practices are positively related to SMTs effectiveness in 
the management of capitation grants.

Literature Review 
Effective Management
The term effectiveness refers to the extent to which something is effective in 
producing the expected result or performance of things in the right way, hence 
achieving the desired objectives (Mirunde, 2015). In the context of this study, 
effectiveness is interpreted as the ability of SMTs to manage capitation grants 
properly to produce the intended grant objectives. 
There are various approaches/ theories suggested to be used by organization 
management, employeers or individuals in influencing management effectiveness 
to different organizations/institutions, employees, and other stakeholders. Some 
of the theories are Behavioral Management Theory, Scientific Management 
Theory and Administrative Management Theory. However, if the theories will be 
used improperly or ignored, ineffective cases may happen (Maulidi, 2017). This 
shows the need to improve management skills, knowledge and practice throughout 
an organization to influence effective management.

Effectiveness in Capitation Grants Management
Capitation grants management in government secondary schools, as in community 
schools in Tanzania, is under the School Management Teams with expectations 
to attain the outcome intended. However, there has been challenging situation 
emerging concerning effectiveness in capitation grants management (Ngowi, 
2015).  Some of the challenges are poor recordkeeping, poor auditing, unclear 
school use priorities, weak networks, flow of funds weakness, inadequate fund to 
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accomplish needs, lack of independence to school governing bodies, poor  ability 
and lack of training (Maulidi, 2017). This situation has forced governments to 
prepare guidelines on how the fund provided supposed to be used. However, 
those rules have been changing time after time to ensure effectiveness in funds 
management (Mzee, 2017).

Community Secondary Schools
According to Fumpuni (1998), community secondary schools are co-educational 
day secondary schools constructed by the power of community members and then 
handed to the government. The establishment of these schools was expected to 
satisfy the educational requirements of the particular communities in which the 
available school were located very far or there was no secondary school at all. 
Banyenza and Seif (1977) as quoted in Biro (2017) describe community secondary 
schools as schools run by people living together with shared interests and needs. 
They are called community schools because there is community involvement in 
construction and management. Also, the initial construction efforts start by people 
in respective communities (Machumu, 2011). According to Mshana and Mligo 
(2018), community secondary schools dominate in Tanzania as they are built by 
community initiatives with the aim of helping more children to acquire secondary 
education. The establishment of community secondary schools in Tanzania began 
in the 1990s when people started to join forces to construct one secondary school 
in a division in collaboration with the government. After the completion of the 
required school buildings thereafter, schools were registered and taken over by 
the government. 

Educational  Factors Affecting SMTs Effectiveness in Managing Capitation 
Grants
Various literature have identified a range of education factors affecting SMTs 
effectiveness in capitation grants management. These factors include; education 
level, financial management training, professional status of financial management 
skills and the application of financial management skills. Mbiti (2007) and Griffins 
(1994) suggest that in order for school management functions to be  operative, 
members who are more educated are more likely to perform and fulfil their 
responsibilities in a more effective way. The SMT educational level comprises 
the levels of academic qualifications such as diplomas, bachelor degrees and 
master degrees. According to Aboagye (2019), financial management training 
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to the school governing bodies can be offered to provide expert knowledge 
and guidance concerning financial issues at the school level. This helps them to 
plan, delegate, organise and control the CG so as to achieve its intended goals 
(Mirunde, 2015). Bisschoff and Mestry (2007) as quoted in Mpolokeng (2011), 
explains that, the school financial governing board members are supposed to 
be knowledgeable regarding the amount of funds in the school bank account. 
For a school to ensure proper and effective use of financial resources to operate 
schools, the SMT members should also know the amount of money needed to 
operate and attain school needs and how the money available will be spent 
(Munge, Kimani & Ngugi, 2016). Poor professional status and poor application 
of financial management skills may lead into poor financial management (Mestry, 
2018; Manara & Mwombela 2012). Based on the existing literature on education 
factors affecting SMTs, this study puts forward the following study hypothesis;

H1: Educational factors are positively related to SMTs effectiveness in managing 
capitation grants.

Individual Characteristics Affecting SMTs Effectiveness in Managing Capitation 
Grants 
A number of literature have identified individual characteristics affecting SMTs 
effectiveness in capitation grants management. Such characteristics include; 
awareness on the roles and responsibilities, commitment, awareness on guidelines 
of capitation grant use, and experience. It is believed that the degree of one’s 
awareness on a certain task determines the extent of how that person performs 
the given duties and responsibilities. Awareness of the roles and responsibilities 
in the management of capitation grants to SMTs determines the functioning of 
the SMT members, either effective or ineffective because awareness influences 
accountability and sense of responsibility for the given task (Mpolokeng, 
2011). Commitment acts as a self-boost in making decisions that might affect 
one’s performance on a given task (Owino, 2012).  SMT members with higher 
commitment in their roles are expected to influence effective functioning while 
SMT members with lower commitment to their roles influence ineffectiveness. 

Awareness refers to the state or ability to directly know and be conscious of 
something (Marton & Booth, 2013). In Tanzania the CG guideline identified the 
amounts of funds to be used in public secondary schools for different purposes. 
Those purposes include material, office expenses, administration, academic 



70

purposes, maintenance, continuous assessment, medicine and expenses related 
to female students, sports, and minor repairs (HakiElimu, 2017). Hence, through 
awareness, the SMTs will be able to improve their performance in areas where 
they identify weakness as a result of effectiveness. 
According to Nyandoro et al (2013) an SMT member can be able to perform 
the duties and responsibilities of supervising CG effectively without professional 
status on financial management skills, with just experience of being in SMTs twice 
or more. The SMT members with considerable experience are expected to function 
effectively while the SMT members with less experience are expected to function 
less effectively. The above-mentioned individual characteristics resulted in the 
following study hypothesis; 

H2: Individual characteristics are positively related to SMTs effectiveness in managing 
capitation grants.

Government Roles Affecting SMTs Effectiveness in Managing Capitation 
Grants
A number of literature have identified government roles affecting SMTs 
effectiveness in managing capitation grants. Such roles include; enough budget 
allocation on the education sector, clear guidelines on the uses of capitation 
grants, timely distribution of capitation grant, and financial auditing. Junge, Bosire 
and Kamau (2014) assert that planning and allocation of budget for a particular 
financial year are the vital aspects that influence effective financial management 
at any organisation. Education budget is a tool for ensuring that the resources 
needed for the educational activities are made available. The availability of the 
desired budget on education resources influences the achievement of educational 
goals (Naido, 2006). 

Mestry (2006) stipulated that, the school acts are very important to SMTs as they 
give clear guidelines on how schools should manage funds. Hence, there should be 
School Acts that describe clear guidelines for the roles of the school heads and 
SGB in managing the school finances duties effectively, in a systematic way and 
transparently. Educational authorities in school should maintain their performance 
by adhering to set guidelines so as to ensure effective performance (Bisschoff & 
Mestry, 2009). Timely distribution of capitation grants is highly related to SMTs 
effective functioning as it influences timely solving of financial problems at the 
school (Sikia,



71

2015). Mgbodile (2000) asserts that delay of CG distribution to institutions 
influences poor management of funds and delay of accomplishing school projects 
such as preparing school budgets, procuring school items and managing school 
facilities. 

Conducting audits in schools enlightens on how the school monitor and supervise 
the school accounts and how the CG distributed is used in accordance to the 
guidelines or rules given by the government. Ampratwum and Armah-Attoh (2010) 
recommend that the auditing process has to be conducted at least twice per 
year with a time gap of one audit half-yearly. Thereafter the copies of auditing 
reports are supposed to be submitted to SMTs, DED, and the regional director of 
education. The above-mentioned government roles resulted in the following study 
hypothesis; 

H3: Government roles are positively related to SMTs effectiveness in managing 
capitation grants.

School Leadership Practices Affecting SMTs Effectiveness in Managing 
Capitation Grants 
Different literature have identified school leadership practices affecting SMTs 
effectiveness in managing capitation grants. Such practices include; involvement 
of SMT members, involvement of the community, involvement of the school board, 
and record keeping. According to Owino (2012) it is the responsibility of the school 
leader to enhance collaboration with other school governing board members such 
as a school management committees. The aim of involvement of other members 
is to ensure that the team exercises their authority powers in a collaborative way 
as a result of effective decisions making that will help in the achievement of the 
organisation’s goals (Biro, 2017). 

Moreover, it is very important for the community to be involved in the financial 
control process of the school so that they will have awareness concerning financial 
issues at the particular school (Owino, 2012). Staff, learners, and the community 
must be included in the financial control process to allow them to monitor the 
area of accountability aimed at school finances (Mzee, 2017). This can increase 
trust and supportive relationships amongst all education stakeholders as a result 
of reducing mistrust, division, and omission. The involvement of the community 
proves that decision-making is done more collectively rather than only at the 
management level (Mpolokeng, 2011).
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According to Mwombeki (2013) the effectiveness of SMTs in the management of 
CG is related to the involvement of school boards (SBs). In Tanzania, SBs were 
officially established by the Education Act No. 25 of 1978 – section 39(3). The aim 
was to institutionalise a sound secondary school administration and management 
system so as to ensure increased wide-ranging opinion from the community in all 
school affairs through SB as community representatives. Record keeping provides 
assistance for the SMTs, audit office, and district education office review. At school 
level, the school head master/mistress is the top leader of SMTs with a major 
responsibility to direct other SMT members in managing financial records of all 
the received funds while ensuring appropriate record keeping of the CG receipts 
and documentation of CG uses (Muhangi 2019; Ampratwum & Armah-Attoh, 
2010). 

According to Esia-Donkoh (2014), school headteachers are supposed to have 
proper record keeping of education service book receipt, cashbook records, CG 
analysis, monthly records of CG expenditure and school account bank statement 
records. Likewise, the heads of schools are supposed to write a monthly financial 
report, quarterly financial report and annual reports, also ensuring the availability 
of the financial auditing documents at the education directorate in their districts, 
municipality and cities. The above-mentioned school leadership practices resulted 
into the following study hypothesis; 

H4: School leadership practices are positively related to SMTs effectiveness in 
managing capitation grants

Theory Guiding the Study
This study was guided by administrative management theory. The administrative 
management theory was initiated by Henry Fayol particularly during the 
late 19th century and it focuses on promoting total organisational efficiency 
(Mahmood, Basharat & Bashir, 2012). The theory contains fourteen principles as 
guideline to managers when performing management tasks in organisations. The 
principles include division of work, authority and responsibility, unity of command, 
discipline, unit of direction, subordination of individual interests to group interest, 
remuneration of personnel, centralisation, scalar chain, order, equity, stability of 
tenure, initiative and team spirit (esprit de corps) (Sarker, 2013). Moreover, the 
theory suggests planning, organising, commanding, coordinating, and controlling 
functions to be done by managers for effective management to succeed (Brunsson, 
2008). Division of work means that work tasks should be assigned according to 
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specialties, competence and professional of an individual while the principle of 
authority and responsibility promotes responsibility to managers and authority 
that supports the accomplishment of the given organisation duties (Khorasani1 & 
Almasifard, 2017).

The principle of discipline advocates to follow organisation rules and regulations 
through performing tasks assigned. The principle of unity of command states that 
workers are required to be accountable to one immediate boss or superior only, 
unity of direction principle emphasises focus of the entire organisation towards a 
common objective and goal (Sarker, 2013). Subordination of individual interests 
to the general interests means that the interests of the organisation are supposed 
to overtake other interests of an individual member whereby the employees are 
supposed to sacrifice their personal interests for the good of the organisation. 

The principle of remuneration promotes the payment of staff salaries as deserving 
(Rodrigues, 2001). Principle of centralisation suggests that decision-making should 
be centralised for an organisation’s effective performance, whereby decision-
making and giving out orders should come from the top management (central) 
to the lower management depending on the specific organisation and situation 
in which the manager is working (Edwards, 2018). The principle of scalar chain 
promotes vertical communication in the organization.

The principle of order promotes rule of right position in the organisation and 
or assigning the right job to the right employee, principle of equity suggests all 
employees to be treated as equally as possible and principle of stability of 
tenure of personnel articulates the need to recruit the right staff and train them on 
the job with a hope to preserve them for long (Edwards, 2018). Initiative principle 
emphasises leaders to be initiative of new ideas and also be able to implement 
them within an organisation and the principle of esprit de corps is a French phrase 
which means teamwork, passion and devotion among a group (Rodrigues, 2001). 
The administrative theory is relevant to this study because  it can be assumed 
that for the SMTs’ tasks performance to be effective there must be adherence to 
division of work, authority and responsibility, unity of command, discipline, unit of 
direction, subordination of individual interests to group interest, remuneration of 
personnel, centralisation, scalar chain, order, equity, stability of tenure, initiative 
and esprit de corps (team spirit). Moreover, for the CG management to succeed, 
the managerial functions of the theory including planning, organising, commanding, 
coordinating, and controlling functions have to be done effectively by SMTs.



74

Conceptual Framework
Figure 1 shows the conceptual framework of this study indicateing the relationship 
between independent variables and a dependent variable. The independent 
variables comprise of four major aspects including educational factors, individual 
characteristics, government’s role and school leadership practices while the 
dependent variable is SMTs effectiveness in managing capitation grants. 

Figure 1: Factors Affecting SMTs Effectiveness
Source: (Authors, 2022)
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Twaha (2018) conducted a study on institutional factors limiting governance 
of capitation grants for secondary schools in Momba district. The study’s main 
objective was to explore institutional factors limiting governance of CG released 
by the central government to secondary schools. The study used questionnaire, 
interview, and observation methods to collect data from a sample of 101 
participants. Finding from the study showed that there was dissatisfaction among 
education stakeholders on the disbursed amount of capitation grants, ineffective 
involvement of the community, insufficient knowledge of CG management, 
insufficient knowledge to school boards concerning the amount of CG disbursed 
and its expenditure, and management conflicts between school boards and SMTs. 
The study by Twaha did not provide information on factors influencing SMTs in 
managing capitation grants; hence this study covered the gap. 

Aboagye (2019) conducted a study about financial management practices in non-
financial institutions in Ghana. The study’s main objective was to examine financial 
management practices in non-financial institutions using Penfield School as a case 
study. The researcher found that there were many circumstances that influenced 
schools’ funds to be entrusted to people with little knowledge or no knowledge of 
financial management at different levels of school institutions, mostly junior and 
high school levels. This practice of ineffective financial management happens to 
cause mismanagement of school funds, inaccurate financial record keeping, delay 
in financial reporting, irresponsibility, and loss of school funds. Aboagye’s study 
adopted a qualitative research design, but this study used a quantitative research 
design. This study had made a thorough assessment of the effectiveness of the 
school management team in the management of capitation grants in community 
secondary schools between 2016 and 2020, the time when capitation grants 
started to be sent directly to the school accounts.

Maja (2016) conducted a study entitled “School management team members” 
understanding of their duties according to personnel administration measures”. 
The study used school principals and SMT members as the targeted population. 
Data was collected using a semi-structured interview method. The researcher 
found that the principals had a challenge regarding emphasising teamwork with 
other SMT members in decision-making. Furthermore, the study found that the SMT 
members did not know their roles and responsibilities, although they had access 
to the Act that explains clearly the SMTs roles and responsibilities. This study used 
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questionnaire method for data collection to obtain responses from the targeted 
population. Maja’s study also did not focus on assessing the effectiveness of SMTs 
in the management of capitation grants, hence a need to cover the gap.
Nampota and  Chiwaula (2013), in their study about the processes and outputs 
of school grants in Malawi used interview and questionnaire methods for data 
collection. The study found that there were participatory grant administration 
mechanisms. The provided grants also helped to improve the quality of education 
by making sure that there are sufficient materials for teaching and learning, 
improvement of the learning environment and increasing local participation in 
school management, increasing head teacher’s financial management skills and 
school management committees (SMC). The study recommended that there should 
be on-time disbursement of CG, record keeping of CG, and monitoring of the 
CG. Nampota and Chiwaula’s study focused on the primary school level, while this 
study focused on secondary schools.  

Material and Methods
The study adopted a case study design with quantitative approach to obtain 
data from the respondents in the selected four community secondary schools in 
Mvomero district, Morogoro. Data were collected through questionnaire method 
whereby simple random sampling and purposive sampling techniques were used 
to select a sample size of 160 respondents. Purposive sampling was used to 
select SMTs, School Boards, and Ward Education officers because they were well-
informed and familiar concerning capitation grants provided to schools, while 
the population from teachers and students were select randomly to enabled 
every member of the population to have an equal chance to be selected. The 
multiple regression method was used for data analysis to determine the impact of 
independent variables (education factors, individual characteristics, government 
roles and school leadership practices) on the dependent variable (SMTs 
effectiveness in management of capitation grants). The statistical analysis was run 
by using SPSS version 26 for hypothesis testing. The equation form of the multiple   
regression model  applied was Y = α +β1X1 + β2X2 + β3X3+ β4X4+ ε, where Y is 
the dependent variable (SMTs effectiveness in management of capitation grants), 
X1, X2, X3, and X4 are the independent variables (education factor, individual 
characteristics,  government role and school  leadership  practices)  while β1, β2,β3, 
and β4 are variables coefficients of determination, α= the constant figure and ε 
= the error term estimated.
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Validity and Reliability
The validity of this study was assessed to ensure that the collected data through 
selected research tools represented the content under the study. The reliability of 
quantitative instruments used in measuring the variables was assessed to ensure 
they would all measure the same underlying construct through Cronbach’s alpha 
(a) values test. Pallant (2013) recommends a minimum of 0.7 Cronbach’s alpha for 
indication of reliable internal consistency of the scale. 

Table 1. Data Reliability Test

Variable Variable Items (a)
Education Factors Edu1, Edu2, Edu3, Edu4    0.793

Individual Characteristics Ind1, Ind2, Ind3, Ind4    0.857

Government Roles Gvt1. Gvt2, Gvt3, Gvt4    0.705

School Leadership Practices Sch1, Sch2, Sch3, Sch4    0.887

SMT Effective Functioning SMT1, SMT2, SMT3, SMT4, SMT5    0.813

Results
The study is grounded on the assumption that there is a relationship between 
independent variables (educational factors, individual characteristics, government 
roles and school leadership practices) and the variable (SMTs effectiveness in 
managing capitation grants). Multiple regression analysis was used to explain the 
existing relationship between variables.

Hypotheses Testing
The multiple regression analysis was run to determine the effects of independent 
variables on the dependent variable. The following outputs were obtained in the 
model summary (Table 2) and regression coefficients (Table 3).

Table 2. Education Factors and SMTs Effectiveness in Managing Capitation 
Grants (Model Summary)

Model R R Square Adjusted R Square Std. Error of the Estimate

1 .867a .752 .743 .43032

a. Predictors: (Constant), School Leadership Practices, Individual Characteristics,        
Government Roles, Educational 

Factors

b. Dependent Variable: SMTs Effectiveness
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The model summary as shown in Table 2, helps to indicate how much of the 
variance in the dependent variable (SMTs effectiveness in managing CG) is 
explained by the independent variables by looking at the value of R-square. 
In this case, the value of R-square is 0.752 equivalents to 75.2%; this means 
that independent variables in the model explained 75.2% of the variance in the 
dependent variable. This indicates that the model results are quite good since 
the independent variables included in the model explained the variance of more 
than 50%. 

Regression Coefficients
The regression coefficients indicate the results of the hypotheses formulated, 
whether they are accepted or rejected with respect to significance. To determine 
the impact of each independent variable and be able to make comparisons 
among all independent variables, one should read the values of standardised 
coefficients beta (β) which has to be ≤ 1. Moreover, in order to know if the 
independent variable has a statistically significant impact, the significance value 
(P-value) has to be ≤ 0.05. The summary of the regression coefficients test is 
described below:

Table 3. Education Factors and SMTs Effectiveness in Management of 
Capitation Grants (Coefficientsa)

Unstandardised 
Coefficients

Standardised 
Coefficients

Model       B Std. Error     Beta T Sig.

1 (Constant)      .243 .155 1.568 .120

Educational Factors      .172 .075    .172 2.309 .023

Individual Characteristics      .122 .045    .156 2.737 .007

Government Roles      .075 .068    .074 1.101 .273

School Leadership Practices      .549 .073    .586 7.560 .000

a. Dependent Variable: SMTs Effectiveness

Results of the regression coefficients as shown in Table 3 indicates that H1, H2 and 
H4 (educational factors, individual characteristics and school leadership practices, 
respectively) were accepted but H3 (government roles) was rejected with respect 
to the significance value. The independent variable “educational factors” had a 
significant positive relationship with SMTs effectiveness in managing capitation 
grants at (β) = 0.172, and P = 0.023; Hence, hypothesis one (H1) was accepted. 
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The independent variable “individual characteristics” had a significant positive 
relationship with SMTs effectiveness in managing capitation grants at β  = 0.156, 
and  P = 0.007; Hence, hypothesis two (H2) was accepted. The independent 
variable “government roles” had a positive relationship with SMTs effectiveness 
in managing capitation grants but it was not significant at β = 0.074, and P = 
0.273; Hence, hypothesis three (H3) was rejected with respect to the significance 
value. The independent variable “school leadership practices” had a significant 
positive relationship with SMTs effectiveness in managing capitation grants at β  
= 0.586, and P < 0.001. Hence, hypothesis four (H4) was accepted.

Discussion
Educational Factors and SMTs Effectiveness in Managing Capitation Grants
The findings presented in Table 3 supported the H1 tested by the study as it 
confirmed that educational factors have a significant positive effect to the SMTs 
effectiveness in managing capitation grants. The significance of educational 
factor in influencing SMTs effective functioning in the management of capitation 
grants is attributed to the fact that the SMTs with professional status on financial 
management skills and the ability to apply financial management education are 
mostly given the position of finance master. Other SMT positions like storekeeper, 
master of counselling and guidance and other positions are also based on 
their educational background. The study findings are comparable to Munge et 
all (2016), who found that educational background and professional status on 
financial management skills lead to the ability to build effectiveness in financial 
management. This imply that, sufficient financial knowledge and expertise skills 
for school heads and governing bodies can also lead to effective functioning. 
Moreover, the study recommends provision of training to SMTs concerning capitation 
grants management. This will influence effectiveness to the team members.

Individual Characteristics and SMTs Effectiveness in Managing Capitation 
Grants 
Based on findings presented in Table 3, the H2 shows that individual characteristics 
have a significant positive effect to SMTs effectiveness in managing capitation 
grants. The significance of the individual characteristics in influencing SMTs 
effective functioning is supported by SMT duties to teachers provided without 
sitting allowances. Hence, individual characteristics like commitment, sense 
of responsibility, and awareness of the roles and CG guidelines keep SMT 
members responsible for their double duties. The study findings are similar to 
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Aboagye (2019) who found that individual characteristics such as commitment, 
accountability and sense of responsibility for the given task to the SMT members 
promote effectiveness. The findings suggests on how individual characteristics is 
necessary on a certain task because it defines the extent to which that particular 
person in the team will perform the task provided.

Government Roles and SMTs Effectiveness in Managing Capitation Grants 
Findings as presented in Table 3 based on the H3 showed that the government 
role affects the SMTs effectiveness in the managing of capitation grants but the 
relationship is not significant. The insignificant relationship between government roles 
and SMTs effectiveness in managing capitation grants is caused by a challenging 
situation on the government side concerning attaining its roles effectively. Those 
challenges include delay of capitation grant distribution, fixed allocation, poor 
auditing, and insufficient budget allocation. The conclusion of the findings is similar 
to the findings obtained by Junge et al. (2015) who found that enough budget 
allocation for the education sector, clear guidelines on uses of capitation grants, 
timely distribution of capitation grants, and financial auditing as government roles 
influence effective functioning of SMTs. The findings, imply that, the government is 
a tool for enhancement of SMTs effective functioning by ensuring availability of 
needed requirements. The teams are just organs for handling proper management 
of the available resources. Hence, it is recommended to the government to find 
the proper way to identify schools’ actual needs in the schools, to provide funds 
without fixed CG guideline allocation on how the capitation grants are supposed 
to be used, timely provision of funds, regular provision of training to the whole 
school management team concerning the management of capitation grants and 
permitting community contributions.

School Leadership Practices and SMTs Effectiveness in Managing Capitation 
Grants 
Based c on findings presented in Table 3, the H4 showed that school leadership 
practices have a significant positive effect to SMTs effectiveness in managing 
capitation grants. The study findings are similar to Mzee (2017) who insists on the 
inclusion of staff, learners, and the community to utilise the area of accountability 
for school finances as good school leadership practice to stimulates effectiveness. 
When the school leadership practices increase, it also leads to an increase in the 
effective functioning of SMTs in the management of capitation grants. The study 
findings provide awareness to SMTs on school leadership practices determining 
the team effectiveness in the performance of their duties, including managing 
capitation grants. Hence the team is recomended to ensure effective cooperation 
between leaders and other members of the team.
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Abstract
The study presents the findings on the Influence of entrepreneurial education on 
adult learners’ motives for creativity and intention in Tanzania. Using a case study 
research design of the Institute of Adult Education (IAE), the study used a structured 
questionnaire to collect primary data from 170 respondents selected from 291 IAE 
adult learners in Tanzania using simple random sampling.  Data were subjected to 
the structural equation model technique facilitated by Analysis of Moment Structures 
(AMOS 20.0) software to verify the hypothesis relationships. The study found
A positive and significant influence of the entrepreneurial education module contents 
on the motives for creativity ( β = 0.61, Cr = 2.432, p < 0.000), Moreover, 
the study found a positive and significant influence of adult learners’ motives for 
creativity on entrepreneurial intention ( β = 0.142, Cr = 3.302, p < 0.001). The 
findings further show that entrepreneurial education module contents had a positive 
and significant influence on adult learner’s entrepreneurial intention ( β  = 0.172, 
Cr = 2.831, p < 0.021). Furthermore, the findings indicate that motives for 
creativity had a positive and significant indirect effect in the relationship between 
entrepreneurial education and adult learners’ entrepreneurial intention ( β  = 0.112, 
p < 0.001). The findings suggest that the individual’s subjective attitude towards 
entrepreneurial intention was affected by discrepancy in the module quality contents. 
Therefore, promoting entrepreneurial intention among adult learners requires 
module developers to design module content that reflects quality practical-oriented 
and conveniently adult learners-centred, including the use of regular presentations 
by successful entrepreneurs to stimulate their motives for creativity.

Keywords: Adult learners, Entrepreneurship Education, Entrepreneurial Intention, 
Creativity
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Introduction
Responding to the importance of entrepreneurship as the essential driver behind 
economic growth, entrepreneurial education programs (EEPs) have been booming 
across the globe in an effort to equip the countries’ future entrepreneurs with the 
necessary skillset to respond to the uncertainties of today’s economic realities 
(Quentin, 2018). Meanwhile, EEPs are generally, considered an effective means 
to promote entrepreneurial intention among students, Sagie and Elizur (2016). 
Often, EEPs fail to appropriately address and stimulate creative thinking, the 
other side of the entrepreneurial intention-coin, thus leaving the curriculum focused 
on mere knowledge acquisition and the development of hard skills, such as writing 
a proper business plan (Quentin, 2018).

Entrepreneurial education in the curriculum developed for adult learners in 
Tanzania’s formal learning systems raises a pertinent question on the motives 
for creativity and the contribution of entrepreneurship education to nurturing 
entrepreneurial intention amongst adult learners (URT, 2020). This question might 
be expanded to include its influence on the livelihoods of the adult learners’ 
creativity and entrepreneurial life-skills attained after undergoing such education. 

Adult learning institutions have for so long attracted substantial sums with more 
time devoted developing curricula aimed at stimulating entrepreneurial behaviour 
and creativity among adult learners (URT, 2020). Creativity can therefore be 
seen as an important antecedent of entrepreneurial intentions and consequently, 
individuals with a well-trained creative skillset are more likely to engage in 
entrepreneurship (Ward, 2014). Thus, the intended entrepreneurial skills taught 
have to do with the capacity of adult learners to identify opportunities and 
transform them into gainful propositions. Generally, the enhanced adult learners’ 
motives for creativity should enable them to produce products and services that 
would facilitate the flourishing of the new businesses they set up (Barth, 2016).

Teaching adult learners to think creatively and acquire efficacious and 
comprehensive skill could lead to subsequent change (Harding, 2010). Yet, much 
of creativity research has focused on children despite adult educators deliberately 
seeking to promote creativity in adult learners (Esslinger, 2011; Knox, 2011; 
Barth, 2016; Tsai, 2012; Tsai, 2013a, 2013b). Usually, creativity is much more 
pronounced in young children than in adults because of the alignment of intellectual 
conformity, which in turn suppresses their creative potential (Sternberg, 2006).
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Nevertheless, a significant effort has been directed towards executing 
entrepreneurship education as module formulated in formal education 
programmes to stimulates and enhance adult learners’ entrepreneurial potentials. 
These potentials enabled them to apply entrepreneurial skills, knowledge and 
competencies aimed to manage and start up their own business ventures. The 
venture creation may help for their survival upon completing the programme. 
Despite all the exertions (Strategic curriculum development, human resource 
(lecturers) and material resource (basic and additional books), projects activities 
etc) made by higher learning institutions including the Institute of Adult Education 
(IAE) in Tanzania, many graduates progressively continue seeking for white-
collar jobs with only a few developing their career by creating jobs opportunities 
through entrepreneurial venture creation (Okechukwu and Ogbu, 2020).

Previous studies (Ding et al., 2017; Nghia, 2019) have confirmed that 
unemployment is common among university graduates in both developed and 
developing countries. In India, one of the largest high education systems in the 
world (second only to China), only 25 to 30 percent of graduates are employable 
(Tilak, 2020) meaning that 60 to 75 percent are unemployable.  The presented 
statistics provide sufficient evidence to assume that something went wrong in the 
curriculum development. In fact, the contents in the curriculum need to provide 
real-world experience useful in enhancing intentionality through increased 
perceived desirability and feasibility, (Peterman and Kennedy ,2017). These 
aspects may bring about the entrepreneurial intention, which eventually minimize 
the unemployment rate among the higher learning students, specifically adult 
learners.

Argument on Entrepreneurial Education, Adult Learners’ Motives for Creativity 
and Intention
Tanzania as the one among the developing countries is not isolated from the 
perceived desirability and feasibility needed for motives for creativity and 
intention emanating out entrepreneurial education among the higher learning 
graduates. The data available suggest that 61 percent of graduates from 
Tanzania’s universities are usually unfit for jobs (Nganga, 2014).  In other words, 
the graduates lack skills to employ in their own created ventures or they do lack 
requisite competences to apply even in existing jobs. 
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This trend partly has to do with the graduates’ grossly underdeveloped cultural 
aspects such as a risk attitude and motives for creativity potentials relative to the 
possible ingredients for the entrepreneurial module taught. However, the role of 
higher learning practices in nurturing and orientating graduates in entrepreneurial 
intention is of paramount importance to be studied specifically in adult learning 
institutions. Review has been made towards addressing the limited entrepreneurial 
establishments especially among adult learners. 

It is crucial to determine whether the higher learning students, the adult learners in 
this case, have any intention to start up their own business. The equally important 
to understand the way in which higher learning institutions can influence students’ 
attitudes and their knowledge on entrepreneurial intention as affirmed by  Wang 
and Wong (2004). This study, therefore, explored the entrepreneurial education 
influence on adult learners’ motives for creativity and intention in Tanzania. 
Specifically, the study sought to determine the entrepreneurial intention among 
adult learners emerging out of the entrepreneurial education taught. Primarily 
the study sought to test the hypotheses developed to establish the influence of 
entrepreneurial education on motives for creativity among the adult learners, 
effect of adult learners’ motives for creativity on entrepreneurial intention. 
Finally, the study analysed the mediating effect of motives for creativity between 
entrepreneurial education and entrepreneurial intention among adult learners.

Literature Review
Theory underpinning the study
To improve understanding of entrepreneurial behavioral intention, the framework 
of the theory of planned behavior guides the current study. The Theory of 
Planned Behaviour (TPB) proposed by Ajzen (1985) through his article entitled 
“From Intentions to Actions: A Theory of Planned Behavior. According to the TPB 
Model, there are three attitude variables that affect entrepreneurial intention, 
which are the attitude toward the behavior, subjective norms and perceived 
behavioral control. These variables aid to comprehend the intention of adult 
learners’ behaviors in the current study.

According to TPB, there are two major sources of intention: desirability (motivation 
to act for the intended behaviour) in case of the current study, it refers to the 
motives for creativity, and feasibility of the given behaviour Krueger et al. (2000). 
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Precisely, the perceived behavioural control (PBC) stands for feasibility; subjective 
norms and personal attitude towards entrepreneurial behaviour together define 
the desirability part of the entrepreneurial intention.

Based on the TPB, entrepreneurial behaviour can be explained in terms of the 
level of entrepreneurial intention related to the behavioural intention attitudes 
of entrepreneurs (attitude toward the behaviour); the level of entrepreneurial 
intention is also related to normative belief and compliance motivation (subjective 
norms). Lastly, we infer the level of entrepreneurial intention is related to control 
belief and perceived facilitating conditions (behavioural control).  The TPB can 
effectively be applied to the analysis of an individual entrepreneurial intention. 
On the other hand, “entrepreneurial intention” is an individual’s subjective attitude 
towards a willingness to start one’s own business, which includes the “willingness to 
venture” mental state and behavioural tendencies (Simona et al., 2016).

For example, in the context of entrepreneurial education taught to the adult learners, 
this theory offers a critical and appropriate framework to explain individual 
entrepreneurial planned behavior. Given that, the goal of entrepreneurial 
education is not only the adult learners to start a business but also start planning 
for new creative ideas. 

Entrepreneurial education taught influences attitudes or perceptions toward 
entrepreneurship (Batanero et al., 2016). The current study employs the theory 
of planned behavior premises to use motives for creativity as a substitute for 
behavior, which is relevant instrument for understanding the development of 
entrepreneurial intention through entrepreneurial education (Simona et al., 2016). 
Since attitudes can change over time, the acquisition of knowledge can change 
behavior, entrepreneurial intent can be influenced by learning outcomes (Simona 
et al., 2016). Learning different behaviors that change attitudes/perceptions 
will affect entrepreneurial intentions (Ferreira et al., 2017). The variables in 
theory superimposed to the new model formulation that generates different 
predictions by attesting to the comprehensiveness of module contents quality 
taught in adult learning institutions. Moreover, there is a possibility of the adult 
learners’ entrepreneurial intention and motives for creativity emerging among 
adult learners after being exposed to such education. The resultant model further 
attests to the motives for creativity among the adult learner and the degree of 



89

attendant entrepreneurial intention. The formulated model in the current study 
was also bought ideas from the one used by Hong et al. (2020).

The “entrepreneurship education” in this study describes the scope of curricular or 
module contents (theoretical and practical activities) that attempt to provide adult 
learners with necessary entrepreneurial competencies, knowledge and skills in the 
pursuit of fostering an entrepreneurial career (Ekpoh & Edet, 2011; Keat et al., 
2011; Cui et al., 2019; Yuan and Wu, 2020). Furthermore, intention’ constitutes 
the best predictor of planned behaviour, according to Krueger et al. (2000).  

The figure 01 underneath summarises the theoretical framework informing the 
current study and illustrating moderating role of motives for creativity between 
entrepreneurship education and entrepreneurial intention. The model also 
demonstrates the direct influence of the entrepreneurial education and motives 
for creativity on entrepreneurial intention. The developed model based on this 
theory (TPB) used to explain the relationship among attitudes, intention and 
planned behaviour. 

Figure 01: Developed conceptual frame work
Source: Author 2022
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Entrepreneurial Education and Motives for Creativity
The term creativity in the current study defined as creation of new and useful 
ideas (Entrialgo and Iglesias, 2020). Some studies have outlined that individuals 
with a high level of entrepreneurial education and creativity are more prone 
to start their businesses (Hu and Ye, 2017; Handayati et al., 2020). The studies 
confined only on individuals regardless of their educational levels and status core 
in China context, whereby the current study considered higher learning education 
level and adult learners’ behavioural status in the Tanzania context.

In addition to the aforementioned studies, the study by Chia and Liang., (2016) 
revealed that, entrepreneurial education, entrepreneurial mind-set, and creativity 
improve the learning environment of individuals and enhance their confidence 
level that will be able to solve new and unexpected issues regarding the new 
business development. The study focused on an individual several personality 
traits in relation to entrepreneurial education in the context of China. However, 
the current study focused only on adult learners’ motives for creativity in higher 
learning institutions in relation to entrepreneurial education in the different context 
of Tanzania.  

The study by Machali et al., (2021) on the study entitled “From Teachers to 
Students Creativity? The Mediating Role of entrepreneurial education” found a 
significant influence of entrepreneurial education on student creativity at 2.714 
> 1.96. The study restricted on mediating role of entrepreneurial education on 
ordinary student creativity, whereby the current study is confined on the direct 
influence of entrepreneurial education on adult learners’ motives for creativity in 
higher learning institutions in the Tanzania context.

In a study by Hui-Chin Chu et al., (2007) found that career development affected 
learning motivations and satisfactions, and established a relationship between 
learning motivations and learning satisfactions. The study had focused largely 
on career development, (learning motivation and satisfaction) as elements of 
intrinsic motivation but overlooked other elements such as enjoyment and interest, 
which created a need for conducting the current study to fill the knowledge gap 
observed. Subsequently, a hypothesis H1 was developed based on theoretical 
and empirical literature review to guide the current study.
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Furthermore, the study by Alejandro and Hector, (2020) on “Evaluation of the 
influence that higher education boosts on students’ entrepreneurial proclivity: 
Evidence from Mexico and Spain. The study indicated that students’ inner concerns 
related to entrepreneurship, and formal entrepreneurial education taught by the 
institution positively encourage students’ proclivity for entrepreneurial affairs. 
The study broadly covered general students’ high education in connection to 
entrepreneurial proclivity in the Mexico and Spain contexts. The current study 
specifically focused on entrepreneurial education taught in higher learning 
institutions versa-vis the influence on adult learners’ motives for creativity in the 
Tanzania context.

Therefore, the relationship of entrepreneurial education and motives for creativity 
is less studied elsewhere in the world and in the context of Tanzania. Consequently, 
the objective of this study is to identify the influence of entrepreneurial education 
on motives for creativity among the adult learners, in the gender perspectives. 
Based on the theoretical and empirical literature reviewed, the current study 
proposed the hypothesis H1. 

H1: The comprehensive detailed contents quality in the entrepreneurial education 
module is positively related to the adult learner’s motives for creativity.

Creativity and Entrepreneurial Intention
The study by Yongchuan at al., (2020) on the Investigation of the Relationship 
between Creativity and Entrepreneurial Intention: The Moderating Role of 
Creativity in the Theory of Planned Behaviour, found that entrepreneurial attitude, 
subjective norm, perceived behaviour control and creativity all have a significant 
positive influence on entrepreneurial intention (β1 = 0.387, p1 < 0.001; β2 = 
0.234, p2 < 0.001; β3 = 0.103, p3 = 0.007; β4 = 0.136, p4 = 0.001). The 
study focused on the relationship between creativity and entrepreneurial intention 
in higher learning students under the mediating role of creativity based on the 
theory of planned behaviour in China context. 

The current study solely focused on the influence of adult learners’ motives for 
creativity on entrepreneurial intention in the Tanzania context based on the 
framework of theory of Planned Behaviour. Furthermore, Zampetakis et al. 
(2011) studied the relationship between creativity and entrepreneurial intention 
using undergraduate business students and found that individuals with a higher 
level of creativity are more likely to become entrepreneurs.
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Chia and Liang, (2016) conducted a study to examine the Impact of Creativity 
on the Entrepreneurial Intention of University Tourism Students in Taiwan and 
remarked that students who perceived high creativity are more prone to start a 
new business. The study by Shi et al. (2020) on the Relationship between Creativity 
and the Theory of Planned Behavior (TPB) on Entrepreneurial Intention using a 
survey of 523 university students in China, found that individuals with a high level 
of creativity can obtain a positive attitude and high self-belief in entrepreneurial 
activities.

Additionally, Miranda et al. (2017) used  a sample of 1,178 Spanish university 
students to identify the influence of attitude, subjective norms, and perceived 
behavioural control on creativity and entrepreneurial intention and found that 
individuals with high creative minds are more likely to engage in entrepreneurial 
activities. Individuals with a strong creativity anchor are therefore inherently 
motivated to creating something new (Barth, 2016). The study by Wang et al. 
(2021) on the Impact of Entrepreneurial Education, Mindset, and Creativity on 
Entrepreneurial Intention: Mediating Role of Entrepreneurial Self-Efficacy, found 
that creativity had a direct positive and significant effect on entrepreneurial 
intention (β 0.116, critical ratio = 2.300, p < 0.021). 

The study by Daniel et al. (2014) on the Entrepreneurship Education indicated 
that the creativity has a strong and positive effect on entrepreneurial intentions. 
Creativity can therefore be seen as an important antecedent of entrepreneurial 
intentions and consequently individuals with a well-trained creative skillset are 
more likely to engage in entrepreneurship (Ward, 2014). Thus, the intended 
entrepreneurial skills taught have to do with the capacity of adult learners 
identifying opportunities and transforming them into gainful propositions. 

Generally, the enhanced adult learners’ motives for creativity should enable 
them to produce products and services that would facilitate the flourishing of 
the new businesses they set up (Barth , 2016). Generally, most of the presented 
empirical literature reviewed focused on the influence of creativity among the 
higher learning students on entrepreneurial intention in various contexts. The 
current study focused on the influence of adult learners’ motives for creativity on 
entrepreneurial intention in Tanzania context. 
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Based on the presented theoretical and empirical literature reviewed, most 
of the previous studies found a positive correlation between creativity and 
entrepreneurial intention. Thus, we believed that motives for creativity ought to 
positively lead toward entrepreneurial intention. Therefore, the current study 
proposed the hypothesis H2

H2: The adult learners’ motives for creativity are positively related to 
entrepreneurial intention

Entrepreneurial Education and Entrepreneurial Intention
The study by Wang et al. (2021) on the Impact of Entrepreneurial Education, Mindset, 
and Creativity on Entrepreneurial Intention: Mediating Role of Entrepreneurial 
Self-Efficacy indicated that entrepreneurial education had a direct positive 
and significant influence on entrepreneurial intention (β = 0.185, critical ratio = 
3.671, p < 0.001). The study focused on triple impact of independent variables 
including creativity on an independent variable entrepreneurial intention under 
the mediating effect of entrepreneurial Self-Efficacy in China context. The current 
study confined on direct and mediating (dual) effects of the variable creativity 
(motives for creativity) on entrepreneurial intention and mediating between 
entrepreneurial education and entrepreneurial intention in Tanzania context.   
The study by Hanieh et al. (2020) entitled “Do entrepreneurial education and 
big-five personality traits predict entrepreneurial intention among universities 
students?  The study found a direct relationship between Entrepreneurial 
education and Entrepreneurial Intention, path coefficient value is 0.359; CR is 
6.441 with a p-value 0.000. Thus, Entrepreneurial education positively influences 
Entrepreneurial Intention. 

The study by Yangchuan et al. (2020) indicate the moderating effect of creativity 
between entrepreneurial attitude and entrepreneurial intention. The results showed 
further that the interaction between creativity and entrepreneurial attitude is not 
significant (β = -0.136, p > 0.05), indicating that creativity has no moderating 
effect between entrepreneurial attitude and entrepreneurial intention. The study 
also indicated the moderating effect of creativity between subjective norms and 
entrepreneurial intentions. 
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Additionally, the results revealed that the interaction between creativity and 
subjective norms is significantly positive (β = 0.372, p < 0.001), indicating that 
creativity plays a significant and positive role in moderating subjective norms and 
entrepreneurial intentions. A study by Tae et al. (2014) found that entrepreneurship 
education was positively associated with entrepreneurial intentions.
Furthermore, the study carried by Daniel et al. (2014) on the Entrepreneurship 
Education indicated that entrepreneurship education groups has a strong 
positive effect on entrepreneurial intention. Typically, the most presented studies 
focused on impact or influence of independent variables including creativity on 
an independent variable entrepreneurial intention under the mediating role of 
certain entrepreneurial variable in different contexts for some reviewed studies. 
The current study confined on direct and mediating (dual) effects of the variable 
creativity (motives for creativity) on entrepreneurial intention or moderating role 
between entrepreneurial education and intention in the Tanzania context. Thus, 
based on the empirical and theoretical literature reviewed, the current study 
proposed the hypotheses, H3 and H4 

H3: The comprehensive detailed contents quality in the entrepreneurial education 
module is positively related to the adult learners’ entrepreneurial intention.
H4: The relationship between comprehensive detailed contents quality in 
entrepreneurial education module and adult learners ‘entrepreneurial intention 
will be mediated by motive for creativity.

Material and Methods
This study was conducted at the Institute of Adult Education (IAE) in Tanzania, 
comprising three campuses and 42 centres scattered throughout the country. The 
IAE was chosen for its merits including being the oldest institution having many 
adult learners from different socio-economic backgrounds in all dimensions. IAE is 
an autonomous Institution established by Parliamentary Act Number 12 of 1975 
under then Ministry of National Education, currently, the Ministry of Education, 
Science and Technology. To-date, the Institute has become a centre for Learning, 
Research and Training in Adult Education arena for Certificate, Diploma and 
Degree courses and post-Primary education learners. Its services have been 
extended to the grassroots level through regional centres established in 26 
regions of Mainland Tanzania.  
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The study chose adult learners whose programmes offered entrepreneurship 
skills as a module, as the object of the study, which used a case study research 
design to generate an in-depth, multi-faceted understanding of an adult learners’ 
entrepreneurial intention catalysed by the entrepreneurial education (content 
related to entrepreneurial knowledge, skills and competence) they received 
during the course. The case study method is appropriately used in design research 
to analyze a phenomenon, generate hypotheses, and to validate a method 
(Sudhakar, 2009).

The study used a questionnaire with both closed- and open-ended questions to 
collect data from the participants. Some items in the questionnaire were adapted 
from existing instruments, including three items from the prior study by Wardana 
et al. (2020). Previous researchers to predict the entrepreneurial education of 
students (Handayati et al., 2020) used this scale. A sample item “I believe that 
entrepreneurial education in the Institute of Adult Education drives adult learners 
to be entrepreneurs.” The Cronbach’s a for entrepreneurial education was 0.824 
(Table 01).

Using simple random sampling, the study generated a sample of 170 adult 
learners from a study population of 291 IAE learners whose programmes offered 
entrepreneurship skill modules (Ordinary Diploma in Distance Learning [ODL] - 
September intake of 197 students and bachelor’s degree – Conventional students 
amounting to 92). This sample implies a ±2.55 percentage sampling error with a 
confidence level of 95 %  Zy = 1.96 based on the formula:                      
where  MOE:Margin of error or sampling erro, 
 γ  :Confidence level, Zy:Z-Score value based on the confidence interval,  
 σ :Population standard deviation,n:Sample size.
This implies that a deviation in sample value versus the true population value is 
very small, hence suggesting a very good representative of the population. In 
the current study, “entrepreneurship education” stands for independent variable, 
which targeted understanding how much the entrepreneurship education module 
offered to adult learners influenced adult learners’ motives for creativity to 
trigger entrepreneurial intention at the end of course. Dependent variable is 
Entrepreneurial intention depicting adult learners’ attitude or perceptions of 
whether they are eager to be engaged in entrepreneurship ventures - creating 
own business in the future (after learning completion). 

𝑀𝑀𝑀𝑀𝑀𝑀$ = 	𝑍𝑍$			
𝜎𝜎)

𝑛𝑛 	
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The study used to measure the entrepreneurial intention of adult learners by 
six modified items from the study by Liñán et al. (2011). Several researchers to 
evaluate the student entrepreneurial intention (Mahmood et al., 2019; Wang 
et al., 2021) applied this scale. A sample item “I am determined to start a new 
business in the future.” The Cronbach’s a for the entrepreneurial intention was 
0.912 (Table 01). The last variable was mediating variable: Motives for Creativity, 
as the mediating variable, mediated between entrepreneurial education and 
entrepreneurial intention with a Cronbach’s a 0.792 (Table 01). 

The variable motives for creativity play a dual role (dependent and independent), 
it is a dependent and independent variable when relates to entrepreneurial 
education and entrepreneurial intention respectively (figure 01). The variable was 
measured using two modified items drawn from Miranda et al. (2017) instrument 
as well as the two modified items from Biraglia and Kadile (2017). There were 
five dimensions on the Likert scale used in the current study. The questionnaire 
was distributed from September 2021 to February 2022. Data collected were 
analysed using a quantitative approach facilitated by the structural model 
assessed through the 5,000 bootstrapping method using the AMOS 20.0, software 
package helped to test the proposed hypotheses. The software was used to cater 
for the dual role of the moderator variable (motives for creativity).

Results
The confirmatory factor analysis (CFA) was performed by utilizing the AMOS 
20.0, software and findings were presented in Table 1. Moreover, results from 
the reliability and validity analysis of the questionnaire show that the Cronbach 
a coefficient of the three dimensions is between 0.792 and 0.912, which are 
all greater than 0.7 and the composite reliability ranged from 0.86 to 0.982 
exceeded the recommended benchmark of 0.60 (Bagozzi et al., 1991). The results 
indicating that the three dimensions of the scale all have good internal consistency 
reliability. In the meantime, the values of the average variance extracted (AVE) 
were satisfactory (greater than 0.5) and ranged from 0.623 to 0.721 the square 
roots of AVE were greater than the values of its corresponding rows and columns 
(Table 01). Furthermore, factor loadings ranged from 0.42 to 0.921 (all p < 
0.001) for all the measured items (Table 02), indicating that the scale has a good 
convergent validity. 
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Table 01| Reliability and Analysis

Cronbach’s a AVE
Composite 
reliability

EE EI MC

EE 0.824 0.679 0.921 0.784

EI 0.912 0.721 0.982 0.381  0.771

MC 0.792 0.623 0.860 0.316  0.298       0.861

EE: Entrepreneurial Education, EI: Entrepreneurial Intention, MC: Motives for Creativity, Values with diagonals 
are the square root of AVE, Value under diagonals are correlations: (p < 0.001)

Source: Author’ field data 2022

For the goodness-of-fit index, the results were presented as follow: X2 = 812.612, 
X2 /df = 2.61, GFI = 0.840, CFI = 0.920, NFI = 0.921, RMSEA = 0.058, and 
SRMR = 0.046 (Figure 02). Thus, all the values of measurement model constructs 
were acceptable and allowed the analysis of the structural model

Table 02: Confirmatory Factor Analysis (CFA)

Constructs  Items Measurement  std. β    SE    Z     P

Motives for 
Creativity

MC1 I often interested with module
Contents and quality taught  

0.768                      -         -          ***

MC2    I am satisfying with module
Contents and quality taught

0.742               0.042     18.376 -

MC3 I often interested with module
Contents and quality taught

0.856                0.040 19.376 ***

Entrepreneurial 
Education

EE1 the entrepreneurial education
Module in adult learning promote
Interest for creativity          

   0.892                                 - - - 

EE2 the learning module at IAE
Provides the required knowledge
Toward entrepreneurship

0.921                  0.041 21.780 ***

EE3 the entrepreneurial education
Drives skills and ability related
To entrepreneurship

0.844                0.037 22.702 ***

EE4 the education activities incorporate
Entrepreneurship matters and allow
Opportunities to adult learners to
Create a business venture

0.783              0.037 22.801 ***

EE5 I believe that entrepreneurial
Education taught at the IAE derives
The learners to be entrepreneurs. 

0.901               0.043 20.801 ***

Entrepreneurial 
Intention

EI1 I am ready to anything to be entrepreneur 0.862                                - -  -
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EI2 My professional goal is to become an
Entrepreneur

0.872               0.050 18.78 ***

EI3 I will make every effort to start and run
My own firm

0.881               0.060 18.431 ***

EI4 I am determined to create a firm in the
Future

0.785                0.050 18.891 ***

EI5 I have a strong intention to start a business
Someday.

0.8976               0.062 19.181 ***

*** Significant (p < 0.001)

Source: Author’s field data 2022

Structural Model 
Entrepreneurial Education and Motives for Creativity
The structural model was assessed through the 5,000 bootstrapping method 
using the AMOS 20.0, software package. The findings of the structural model 
are expressed in Figure 03, which presented that all the results are satisfactory. 
Moreover, the proposed hypotheses were tested and the findings are shown in 
Table 03 and Figure 03. The study revealed that comprehensive detailed contents 
quality in entrepreneurial education module had a direct positive and significant 
influence on the motives for creativity (β = 0.61, Cr = 2.432, p < 0.000). 
Therefore, H1 was accepted. The findings imply that the variables tend to vary 
directly (i.e., the more comprehensive the contents quality of the entrepreneurial 
education taught is increases with a higher chance for adult learners’ motives for 
creativity) as Table 03 illustrates.

Creativity and Entrepreneurial Intention
Furthermore, results indicate that adult learners’ motives for creativity had a 
direct positive and significant influence on entrepreneurial intention (β = 0.142, 
Cr = 3.302, p < 0.001) (Table 03). Thus, H2 supported. The findings suggest that 
the variables tend to vary directly (i.e., the higher motives for creativity among 
the adult learners is associated with an increasing probability in entrepreneurial 
intention (venture formation).

Entrepreneurial Education and Entrepreneurial Intention
Meanwhile, findings illustrate that comprehensive contents quality in entrepreneurial 
education module had a direct positive and significant influence on adult learner’s 
entrepreneurial intention (β = 0.172, Cr = 2.831, p < 0.021) (Table 03). Therefore, 
H3 was also accepted. The findings imply that these variables tend to vary directly 
(i.e., As the comprehensive contents quality of the entrepreneurial education 
taught is increases resulting in development for adult learners’ entrepreneurial 
intention – venture formation).
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Table 03| Direct Effects

Hypotheses      Relationships  
Unstandardized 

estimate         
SE

Critical 
ratio       

P-value   
Standardized 

estimates

H1
 EE                 MC 0.164 0.038 2.432             0.000         0.161***

H2 MC               EI 0.152 0.041 3.202             0.001 0.142***

H3 EE                 IE 0.182  0.035 2.831             0.002         0.172*

EE: Entrepreneurial Education, EI: Entrepreneurial Intention, MC: Motives for Creativity, 
SE: Standard error, Significant *p < 0.05, ***p < 0.001

Source: Author’ field data 2022   

Figure 2: |Structural model
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Mediating effects between Entrepreneurial Education and Entrepreneurial 
Intention
Bootstrap test applied at a 95% confidence interval with 5,000 bootstrap samples. 
The study method used to analyse whether the indirect effect was significant or 
not. The results in table 04 indicate that motives for creativity had a positive 
and significant indirect effect in the relationship between comprehensive contents 
quality in entrepreneurial education and adult learners’ entrepreneurial intention 
(β = 0.112, p < 0.001). Thus, H4 was also accepted. The findings imply that these 
variables tend to vary indirectly (i.e., the adult learner’s motives for creativity 
proves indirect significant influence between entrepreneurial education and adult 
learners’ entrepreneurial intention. 

Table 04 | Indirect Effects
Path coefficient and 
Hypotheses

Standard 
estimation

Bootstrapping 5000 samples with 
95% confidence interval   

     P-value

Bias-correlated percentile 
       Lower     Upper     

Percentile
Lower     Upper

Standardized direct effects

 EE    EI 0.172* 0.059     0.310      0.042       0.302               0.001

Standardized indirect effects

EE             MC             EI 
   

0.112* 0.042     0.056 0.042       0.056              0.001

EE: Entrepreneurial Education, EI: Entrepreneurial Intention, MC: Motives for Creativity, SE: Standard 
Significant **p < 0.001

Source: Authors’ field data 2022

Discussion
The study has revealed that comprehensive detailed contents quality in the 
entrepreneurial education module positively influence the motives for creativity 
among the adult learners (β = 0.61, critical ratio = 2.432, p < 0.000). The 
direct positive influence of the entrepreneurial education introduced in the AEI 
programme in terms of the quality of ingredients (competencies, knowledge and 
skills) tend to raise the intrinsic motives for creativity among adult learners. Based 
on the findings the module ingredients quality in the entrepreneurial education 
is a prime contributory factor for intrinsic motivation (satisfaction, interest and 
enjoyment) resulting into entrepreneurial intention. The presented findings support 
the hypothesis H1. 
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The findings also suggest that an individual’s subjective attitude/perceptions 
towards entrepreneurial education depends on the module contents’ quality. 
Indeed, the better the module content, and quality the better the adult learners’ 
motives for creativity; otherwise, a discrepancy in the module content quality 
resulted in poor adult learners’ motives for creativity. Furthermore, the findings 
of the current study concur with those of   Machali et al. (2021) to the effect that 
entrepreneurial education has significant influence on student creativity.

The result of this study is also in line with prior researchers (Alejandro & Hector, 
2020) who found that students’ inner concerns related to entrepreneurship, and 
formal entrepreneurial education taught by the institution positively encourage 
students’ proclivity for entrepreneurial affairs. The results of the current study 
provide new insights into adult learning institutions entrepreneurial education, 
which supports adult learners to acquire knowledge and skills on how to create 
business ventures. Moreover, the study findings support the previous research, 
which found that entrepreneurship education can efficiently develop creativity, 
which can successfully nurture entrepreneurial intentions (Shahab et al., 2019).

This finding also supports the theoretical contribution of the theory of Planned 
Behaviour (Ajzen, 1985) which argued that the entrepreneurial behaviour can 
be explained in terms of the level of entrepreneurial intention related to the 
behavioural intention attitudes of entrepreneurs (attitude toward the behaviour); 
the level of entrepreneurial intention is also related to normative belief and 
compliance motivation (subjective norms). In this case, Entrepreneurial education 
taught influences attitudes or perceptions toward entrepreneurial intention. Since 
attitudes of the adult learners seemed to change over time, as the acquisition 
of knowledge change behavior, entrepreneurial intent influenced by learning 
outcomes (Simona et al., 2016). 

Furthermore, the study has indicated that adult learners’ motives for creativity 
had a direct positive and significant influence on entrepreneurial intention (β = 
0.142, Cr ratio = 3.302, p < 0.001). The study findings, supported hypothesis H2. 
The findings suggest a positive impact of the adult learners’ intrinsic motivation 
as a component for fostering creativity on entrepreneurial intention. To promote 
entrepreneurial intention among adult learners their intrinsic motivation (interest, 
enjoyment and satisfaction) should be reflected in the quality of the module 
content taught. Specifically, lecturers and module developers should understand 
the needs of their learners (adult learners-centred).  
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The current study findings are also congruent to those found with several previous 
studies (Wang et al., 2021; Hu et al., 2018; Anjum et al., 2021). Therefore, 
motives for creativity can be well thought-out as a wealthy aspect endowed by 
individuals, which can arouse the growth of entrepreneurial intention among adult 
learners by enhancing the skills and knowledge about venture formation and 
management.

These findings support also the study by Yongchuan et al. (2020) who found 
that creativity has a positive influence on entrepreneurial intention. In addition, 
the current study findings concur to Zampetakis et al. (2011) whose findings 
indicated that individuals with a higher level of creativity are more likely to 
become entrepreneurs. Moreover, the current study findings are also congruent to 
the study by Wang et al. (2021) whose results indicated that that creativity had 
a direct positive and significant effect on entrepreneurial intention. Furthermore, 
the study findings are in line with the one conducted by Shathees et al. (2021) that 
came up with mixed results on the significance of the relationship between intrinsic 
motivation and franchising entrepreneurial start-up intentions.

Broadly, the current study findings highlighted the TPB and entrepreneurship event 
models, Zhao et al. (2005) concepts. The concepts explained the logic of the 
impact of creativity on entrepreneurial intentions as, people with high creativity 
could maintain a positive attitude and high self-confidence in entrepreneurial 
activities.

Meanwhile, the findings illustrate that comprehensive contents quality in 
entrepreneurial education module had a direct positive and significant influence on 
adult learner’s entrepreneurial intention (β = 0.172, Cr = 2.831, p < 0.021). The 
result was in favour of hypothesis H3. Furthermore, this finding is similar to previous 
researchers in the context of Asian and Western studies (Wang et al., 2021; 
Westhead and Solesvik, 2016; Sun et al., 2017) who argued that entrepreneurial 
education effectively drives the entrepreneurial intention of students to become 
entrepreneurs. 

The findings also suggest that an individual’s subjective attitude/perceptions 
towards willingness to start one’s own business depends on the module contents 
quality. Indeed, the better the module content, the better the adult learners’ 
entrepreneurial intention; otherwise, a discrepancy in the module content quality 
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resulted in poor adult learners’ entrepreneurial intention. The current study findings 
concur with Tae et al. (2014), whose study found that entrepreneurship education 
was positively associated with entrepreneurial intentions. 

Finally, the current study indicates that motives for creativity had a positive and 
significant indirect effect in the relationship between comprehensive contents and 
quality in entrepreneurial education and adult learners’ entrepreneurial intention 
(β = 0.112, p < 0.001). Based on this result, H4 was also accepted. This finding 
agrees with prior researchers (Yang, 2014; Wardana et al., 2020). The results 
suggest that higher learning institutions, specifically adult learning institutions 
facilitate adult learners regarding entrepreneurship education and brands them 
skilful in handling business activities as well as developing an entrepreneurial 
environment that eventually leads to entrepreneurial intention. Therefore, 
individuals who acquired a higher level of motives for creativity (interest, 
enjoying and satisfying) are easily prone to business opportunities, creating an 
entrepreneurial mindset and contemplate more creatively to initiate new and 
realistic ideas in the form of venture creation.

Conclusively, Entrepreneurial Education to Entrepreneurial Intention used on 
comprehensive module contents quality to cultivate the motive for creativity 
of the adult learners. This would stimulate a broad range of diverse learning 
experiences, different from classroom teaching methods, which are particularly 
successful drivers in the entrepreneurial intention within the adult learners’ 
mindsets in the Tanzania context. Therefore, increasing the adult learners’ motives 
for creativity (interest, satisfying and enjoying) levels shall attract more adult 
learners in entrepreneurial education and, consequently, entrepreneurial intention. 
This research has successfully, highlighted the role that Ajzen’s (1985) three TPB 
attitude variables that affect entrepreneurial intention, which are the attitude 
toward the behavior, subjective norms and perceived behavioural control. 
Based on this research, the implication of TPB in the current study is such that 
entrepreneurial education change an individual’s intention under the mediating 
effect of motives for creativity (interest, enjoying and satisfying) related to 
entrepreneurship, particularly among adult learners. 
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The findings suggesting: First, the higher learning institutions, specifically adult 
learning institutions need to support learners in developing an entrepreneurial 
mindset through empowering in motives for creativity. Secondly, based on the study 
findings, the study offered some practical suggestions for the module developers 
to design module content that reflects quality practical-oriented and conveniently 
adult learners-centred. The module developer should further consider including 
individual and group projects related to fostering the entrepreneurial competence 
base. Thirdly, the adult learning institutions could continue to enhance the quality 
contents of entrepreneurial education taught by expanding the teaching materials 
frontiers in entrepreneurship. 

Moreover, more invitations of successful entrepreneurs could help to stimulate 
the adult learners’ interest, enjoying and satisfying. Subsequently, enhanced 
interactions pertaining to entrepreneurial education could boost their interest, 
enjoying and, to some extent, satisfaction. Finally, the government should create 
a better entrepreneurial environment for higher learning institutions, specifically 
adult learning institutions, for instance setting up a social entrepreneurship support 
program, organising, soliciting and granting business capital, and allocating free 
business zones where they can easily start unconditionally their new businesses.
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Abstract 
Lack of awareness owing to insufficient access to climate information is one of the 
factors contributing to farmers’ failure to adapt to climate change. The awareness 
of grapevine farmers about climate change was investigated in Dodoma, Central 
Tanzania. The study involved 248 respondents. Data were collected through 
questionnaires and document reviews, and analysed through inferential and descriptive 
statistics using the International Business Machines Corporation-Statistical Product and 
Service Solutions (IBM-SPSS) software. Findings revealed that age, education, sex, 
and access to climate information sources influenced grapevine farmers’ awareness 
of climate change. Climate change awareness was higher among grapevine farmers 
who had access to climate information and education; and males were more aware 
than females. As for the age group, the elderly was substantially more aware (p 
= 0.02, at 5% confidence level) than the youths. Radio, indigenous knowledge, 
and friends were the most important sources of climate information. To improve 
grapevine farmers’ awareness of climate change, the findings suggest strengthening 
grapevine farmers’ access to education services; improving collaboration with 
development practitioners, including the Tanzania Meteorological Agency and the 
media; improving farmers’ access to climate information; and focusing on sharing 
and transferring climate-related knowledge, skills, and experience among diverse 
groups.

Keywords: Education, climate information, grapevine farmers, Tanzania
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Introduction
Climate change is the world’s most pressing environmental problem. It 
poses a serious threat to the world’s security and prosperity. Climate change 
has direct effects on the economy,water resources, weather events, health, 
desertification, sea level rise, as well as political and social stability issues (Aid, 
2006;Intergovernmental Panel on Climate Change [IPCC], 2001;Omambia& Gu, 
2010). In Tanzania, climate change has had an impact on water resources, and 
food and energy production. Projections show that the impact of climate change 
will worsen agriculture, hydropower, and livestock production by 2050, thus risking 
the livelihoods of many Tanzanians (Said et al., 2019).  

Climate change impacts are exacerbating disasters in most disaster-prone 
countries. Therefore, increasing climate change awareness at the local level is 
critical. It has been noted that understanding the awareness of the community 
about climate change aids in the planning and implementation of climate 
change adaptation (Shahid, 2015). Awareness is a key factor for adopting new 
practices. Shahid and Piracha (2010) reveal that awareness of climate change 
has a significant positive contribution to people’s adaptive capacity. Based on 
that understanding, the United Nations’ Millennium Development Goals included 
environmental awareness to highlight the dangers of climate change and global 
warming to humanity (Sultan et al., 2016).

According to Mahenge (2016) understanding various aspects of farmers’ lives, such 
as their level of climate change awareness and the adaptation strategies they use 
to combat the effects of climate change, is necessary for a successful intervention 
aimed at increasing their resilience to climate change. These issues determine the 
level of intervention required to enable farmers to respond positively to climate 
change. The purpose of this study was to better understand the level of awareness, 
knowledge of the impact of climate change, factors influencing awareness, and 
access to climate information among grapevine farmers in Dodoma, Tanzania. 
These factors are thought to be critical for interventions aimed at improving the 
capability of farmers to adapt to climate change. 

Literature Review
The main concept of the study is the awareness of climate change. The key 
variables include the levels of awareness of climate change; knowledge of the 
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impact of climate change; access to climate information; and factors influencing 
awareness of climate change. According to Hagger and Chatzisarantis (2007), 
awareness is the extent to which people are aware of the stimulus triggering a 
process. Bulgurcu et al. (2010) define awareness as the overall knowledge and 
understanding of potential issues. Kreuter and Wray (2003) view awareness as 
the extent to which a message stimulates cognitive activity. Goel et al. (2012) 
have also defined awareness as knowledge about an event or the ability to recall 
things. These definitions build a basis for this study, which regards awareness 
as the consciousness, understanding, and knowledge of the farmers about the 
impacts of climate change on grapevine production.

Based on the main concept of the study (awareness) and its key variables (levels, 
knowledge, access to information, and factors influencing awareness), this study 
was grounded in some constructs of theories which depict awareness as leading 
to action, including the Theory of Planned Behaviour (TPB), and Social Cognitive 
Theory (SCT). These theories aid in explaining how awareness leads to behaviour 
changes (Wathuge & Sedera, 2021).

Theory of Planned Behaviour (TPB) was developed by Icek Ajzen in 1991. It 
predicts an individual’s intention to engage in a specific behaviour at a specific 
time and place. It posits that an individual’s behaviour is driven by their behaviour 
intentions. It further states that behavioural achievement depends on motivation 
(intention) and ability (behavioural control). The three key constructs of TPB 
include an individual’s attitude toward behaviour, subjective norms, and perceived 
behavioural control (Frawley, 2017). In climate change awareness studies, TPB 
may inform the role of knowledge in influencing individuals’ attitudes towards 
the intention to implement climate actions such as adaptation and mitigation. The 
TPB, therefore, guided the researchers in selecting the variables that were used 
to determine the grapevine farmers’ level of awareness about climate change, 
and examine grapevine farmers’ knowledge of the impacts of climate change. 
However, TPB is criticised for being unable to take into consideration the influence 
of environmental factors on a person’s intention to perform a behaviour. This 
necessitated the inclusion of SCT in the study.

The Social Cognitive Theory (SCT) was first developed by Stanford psychologist, 
Professor Albert Bandura, in 1960. He reviewed the theory in 1977 and 1986 
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(Schunk & DiBenedetto, 2020). The SCT describes the influence of individual 
experiences, the actions of others, and environmental factors on individual 
behaviours. The operational components of SCT include attention, retention, 
production, and motivation. This construct informs the study of the way an individual 
selects sources of information, remembers the observed information, reconstructs 
the memories of the observations, and opts to perform or not perform the 
observation based on the results. SCT is critiqued for its assumption that changes 
in the environment perpetually cause changes in an individual’s behaviour, but 
this may not always happen. However, the SCT helped researchers to identify 
variables for assessing the farmers’ knowledge of the impacts of climate change, 
examine the sources of climate information accessed by grapevine farmers, and 
identify the predictors of awareness of climate change during the construction of 
questionnaires.

Knowledge of the Impacts of Climate Change 
Climate change has emerged as one of the most serious environmental dangers, 
with dire global consequences for human and ecological systems (Nigatu et 
al., 2014). Many of the causes of climate change are anthropogenic in nature, 
resulting from lifestyles, consumerism, and decisions that pollute and exploit 
resources in an unsustainable manner (Abatzoglou & Williams, 2016; Abatzoglou 
et al., 2019). Carbon dioxide (CO2), methane (CH4), nitrogen dioxide (N2O), 
and chlorofluorocarbons (CFCs) are important human atmospheric pollutants as 
greenhouse gases (Somerville,2012).

Climate change has devastating consequences for development sectors such 
as agriculture, energy, tourism, and fisheries (Coffinet et al., 2018). Ecosystems 
may collapse as a result of climate change (Grimm et al., 2013). Due to their 
limited landholdings and lack of resources to cope with climate change, small-
scale farmers would suffer the most (Ochieng et al., 2016; Raghuvanshi & Ansari, 
2017). Poor rural households, who rely on agriculture and natural resources for a 
living, endure a disproportionate share of the negative effects of climate change 
(Raghuvanshi&Ansari, 2017).

Studies confirm the occurrence of climate change and its impacts on Tanzania 
natural resources and agriculture sector (Coffinet et al., 2018; Lukwale & Sife, 
2017). Climate change has a greater effect in central Tanzania, which has semi-
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arid conditions. Unreliable and low rainfall, deteriorating soil fertility, agricultural 
pests and illnesses, and livestock diseases are among them (Kihila, 2018). These 
consequences have a significant influence on the economic performance and 
livelihoods of people that rely on rain-fed agriculture.

Contradictory understanding of the impact of climate change may pose significant 
challenges in addressing it (Hare, 2003). Yeoman and McMahon-Beattie (2006) 
acknowledge that policymakers must have a good grasp of the impact of climate 
change in order to differentiate the truth from misconceptions. Local communities 
may choose appropriate adaptation if they have a clear understanding of the 
impact of climate change (Haynie & Pfeiffer, 2012).

The Level of Awareness of Climate Change 
African societies are aware of the changing weather patterns yet are misled about 
global climate change (Ochieng& Koske, 2013). The low level of climate change 
awareness in Africa is due to a lack of awareness initiatives, poverty, and political 
chaos. As a result, these countries do not prioritise climate change issues (United 
Nation Framework Convention on Climate Change [UNFCCC], 2007).Several 
studies have been conducted to investigate farmers’ awareness of climate change. 
Ado et al. (2019) show that farmers’ access to climate information influences 
their awareness of climate risks. Twinomuhangi et al. (2021), Sarkar and Padaria 
(2016), and Idrisa et al. (2012) reveal that farmers become aware of climate 
change through climate-related phenomena, such as increased temperature, 
reduced agricultural production, and increased crop diseases. Ochieng and Koske 
(2013) showed that the level of climate change awareness among primary school 
teachers in Kenya was low enough to necessitate capacity building to improve 
their quality of knowledge on climate change.

Factors Influencing Farmers’ Awareness of  Climate Change
The environmental communication network, which includes socioeconomic, 
institutional, and geographic aspects, influences farmers’ awareness of climate 
change (Mustafa et al., 2019; Garcia de Jalon et al., 2015). Age, occupation, 
and education have been found to influence people’s levels of awareness and 
knowledge of the causes of climate change (Adebayo et al., 2013). However, 
Adebayo et al. (2013) note that gender has no influence on awareness of climate 
change. Lee et al. (2015) have noted education level to be the strongest predictor 
of public climate change awareness.
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Ajuang et al. (2016) reveal that sex, education level, and age have a significant 
influence on farmers’ awareness of climate change markers. However, Olatumile 
(2013) notes that age and gender have no significant influence on awareness 
of climate change. Mwalukasa et al. (2018) disclose that farmers’ awareness of 
climate change is also influenced by marital status, farm size, farming experience, 
radio ownership, and income. Owusu et al. (2019) add place-based variables as 
among the factors influencing farmers’ awareness of climate change. Masud et al. 
(2017) conclude that socio-demographic factors influence an individual’s climate 
change awareness.

Sources of Climate Information
Several studies show that climate information is important in determining farmers’ 
awareness of climate change (Ado et al., 2019; Mustafa et al., 2019; Garcia 
de Jalon et al., 2015). Idrisa et al. (2012) reveal that extension services and 
friends are the most common sources of farmers’ climate information. Similarly, 
Mtambanengwe et al. (2012) add radio, and television as among the key farmers’ 
climate information sources.

However, Popoola et al. (2020) note that extension services have a low contribution 
to rural farmers’ climate change knowledge. Similarly, Djido et al. (2021), and 
Onyango et al. (2014) show that radio, television, and local administration have 
little contribution to the farmers’ adoption of smart agricultural practices and 
operational decisions. Caine et al. (2015) note that the use of mobile phones as a 
farmers’ climate information source is still under pilot studies. Nkiaka et al. (2019) 
have insisted on capacity building of personnel working for Meteorological 
Services to improve farmers’ uptake of climate information.

Most of the local communities rely on indigenous knowledge (IK) to acquire climate 
information for predicting future weather conditions (Mugiya & Hofisi, 2017). 
Meteorological, biological, and astrological indicators are the most commonly 
used IK to forecast local weather conditions (Radeny et al.,2019). Singh et al. 
(2018) ascertain that externally provided climate information has an important 
role in building on IK.

Farmers’ ability to adapt to climate change is influenced by their level of climate 
change awareness (Fahad et al., 2020; Ibrahim et al., 2015). However, a number 
of studies on climate change (Dessu&Melesse, 2013; Kangalawe et al., 2017; 
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Kihila, 2018; Komba&Muchapondwa, 2012; Lupala et al., 2015; Smucker et al., 
2015) have focused on understanding its impact, and mitigation and adaption 
techniques with little emphasis on the drivers of farmers’ awareness. Where the 
drivers of awareness of climate change have been studied (Adebayo et al., 
2013; Ochieng & Koske, 2013; Lee et al., 2015), it has been undertaken at 
global levels, leaving the drivers of awareness at local levels understudied. This 
study assessed the knowledge-based awareness of grapevine farmers on climate 
change in Dodoma, Tanzania, as a contribution to reducing the existing knowledge 
gap. Specifically, the study determined the level of grapevine farmers’ awareness 
of climate change, examined the grapevine farmers’ knowledge of climate 
change impacts, investigated the determinants of climate change awareness, and 
examined the sources of climate information accessed by the grapevine farmers.

Materials and Methods
This study was conducted in Dodoma city and the Chamwino district, both in 
Tanzania’s Dodoma region. Hombolo, Miyuji, and Mpunguzi villages in Dodoma 
city were all involved. Likewise, in the Chamwino district, three villages – Chinangali 
II, Makang’wa, and Mvumi-mission – were involved. These study locations were 
chosen because they are well-known grapevine producers in Tanzania. Due to 
climate change, grapevine productivity has recently decreased (Kalimangasi, 
2020).

The Chamwino district is characterized by mountain chains, hill ranges, and low-lying 
plains. The main socio-economic activities include agriculture, animal husbandry, 
maize milling, carpentry, and tailoring. Lowlands, hills, seasonal rivers, deep and 
shallow wells, and dams define Dodoma city. The main economic activities of 
Dodoma city are agriculture, livestock raising, and agricultural-related businesses.
The study adopted quantitative approach with a descriptive cross-sectional design. 
The villages involved in the study   were chosen by using purposive sampling 
technique (non-probability). The number of existing grapevine farmers was the 
primary requirement. Individual grapevine farmers served as sampling units, with 
all grapevine farmers in the study area as the target population. Because the 
number of grapevine farmers was estimated to be 653, the sample size was 
calculated using the Yamane formula using a precision level of 95%. The sample 
size was calculated to be 248 individual grapevine farmers. A village-based 
sample size, such as Hombolo (58), Miyuji (8), Mpunguzi (71), Chinangali II (82), 
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Makang’wa (16), and Mvumi-mission (13) were estimated and selected using the 
Israel formula. Individuals were recruited for the study using a simple random 
sampling procedure (probability) in each participant village.
Questionnaires and document reviews were used to gather information. 
Questionnaires were created using the study objectives as well as the two 
guiding theories. Theory of Planned Behaviour (TPB) aided in the identification of 
variables for objectives (levels of climate change awareness) and ii (knowledge 
of the impact of climate change), while the Social Cognitive Theory (SCT) aided in 
the identification of variables for objectives iii (factors influencing climate change 
awareness) and iv (sources of climate information). Following pilot research with 
40 respondents, the questionnaires were pre-tested using Cronbach’s Alpha (CA) 
in SPSS to verify the internal consistency of the questions. The CA value was 0.623, 
indicating that the questions’ internal consistency was acceptable. The variables 
of the study are shown in Table 1.

Table 1: Variables Adopted to Assess Grapevine Farmers’ Awareness of  Climate 
Change in Chamwino District and Dodoma City
Specific objective Variables

To determine the level of grapevine 
farmers’ awareness of climate change

Percentage of grapevine farmers with 
certainty understanding of climate change

To examine grapevine farmers’ 
knowledge of the impacts of climate 
change

Percentage of grapevine farmers who can 
reveal consequences of climate change

To investigate factors influencing 
grapevine farmers’ awareness of climate 
change

Age, sex, access to information, and 
education level

To examine the sources of climate 
information accessed by grapevine 
farmers

Mediafor accessing climate information

Documentary review was conducted by looking for relevant published articles on 
Google Scholar. The article’s relevance was guided by the study objectives, from 
which key terms were derived. Only the top 100 articles were inspected for each 
search, and only a few that were deemed relevant were chosen (Table 2). The 
purpose of the documentary review was to confirm the results of the questionnaire 
surveys.
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The Statistical Product and Service Solutions (SPSS) software from International 
Business Machines Corporation (IBM) was used to analyse the data. In terms of 
frequencies and percentages, descriptive statistics were used to address specific 
research objectives. To explain the association between two categorical variables, 
the chi-square test was used in conjunction with cross-tabulation. Multiple response 
analysis was used to evaluate multiple response questions. In the case of the 
document review data, the analysis was carried out by determining the article’s 
relevancy and categorising its findings according to the study’s objective factors.

Table 2: Search Terms and Number of  Articles Reviewed 
Specific objective Terms searched Inspected 

article
Selected 
articles

Determining the level of 
awareness of climate change

Level of awareness/climate 
change/farmers/Tanzania/
developing countries

100 15

Examining knowledge of the 
impacts of climate change

Farmers/knowledge/climate/
change/impacts/Tanzania/
developing countries

100 32

Investigating factors influencing 
awareness of climate change

Climate change/awareness/
influence/farmers/Tanzania/
developing countries

100 24

Examining the sources of 
climate information

Climate change/climate/
information/sources/farmers/
awareness/Tanzania/
developing countries

100 23

Results
Demographic Characteristics of the Respondents
Sex, age, marital status, and educational level were among the demographic 
features of respondents (Table 3). When it came to gender, male respondents 
outnumbered females in both research locations. In terms of age, many 
respondents in Dodoma city were between the ages of 40 and 45 years, while 
those in Chamwino district were between the ages of 20 and 39 years. Many 
respondents were married in both study sites when it came to marital status. In 
terms of education, many respondents in Dodoma city had completed primary 
school, whereas many in Chamwino district had received informal education.
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Table 3: Demographic Characteristics of  The Grapevine Farmersin The Chamwino 
District and The Dodoma City, Tanzania 
Locations Sex Age in years         Marital status Educational level

(%) (%) (%) (%)

M.          F.  20-     40-   45+      S    M a.    Sep.    I.             P.      S.         T.

  39      45

Dodoma city 84        16  36      50.5   13.5    6.2    91.8       2  2.6      70.5    10.4   16.5

(n=137)     

Chamwino district 78         22 75.6    21.5     2.9    7.4    91.4  1.2 67      20.5       5.2   7.3

(n=111)

Note: All responses are in percentages n=sample size M=Male F=Female S=Single 
Ma=Married Sep=Separated I=Informal education P=Primary education S=Secondary 

education T=Tertiary education 

The Level of Awareness of Climate Change
The grapevine farmers were aware of climate change, with Dodoma city farmers 
being relatively more informed (91.8%) than Chamwino district farmers (72.9%) 
(Table 4). Grapevine farmers awareness differed significantly between villages, 
with a p<0.05 at the 5% confidence level. Villages levels of awareness differed 
as well. Grapevine farmers in Miyuji had relatively high knowledge about climate 
change (100%) compared to any other village in Dodoma. Farmers in Chinangali 
II village (Chamwino district) were also relatively high knowledge about climate 
change (79.3%) compared to any other grapevine farmer in other villages in 
the district. These differences could be explained by the study locations’ various 
contexts (urban and rural), as recognised by the Social Cognitive Theory (SCT), 
which states that contextual circumstances influence individuals’ knowledge, which 
can alter their behaviour in responding to the environment.
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Table 4: Climate Change Awareness Among Grapevine Farmers in The Chamwino 
District and the Dodoma City, Tanzania
Locations Aware (n=207) Not aware (n=41)

Frequency Percentages Frequency Percentages

Hombolo (n=58)        47       81%       11       19%

Dodoma city Miyuji (n=8)        8      100%        0         0%

Mpunguzi (n=71)       67      94.4%        4       5.6%

Total frequency 
(Average %)

      122      91.8%       15       8.2%

Chinangali II (n = 82)       65      79.3%       17       20.7%

Chamwino district Makang’wa (n=16)       10      62.5%        6       37.5%

Mvumi-Mission (n=13)       10      76.9%        3       23.1%

Total frequency (Average %)       85      72.9%       26       27.1%

n=sample size X2=14.494 df=5 p=0.016 (significant at 5% confidence level)

Grapevine Farmers’ Knowledge of the Impacts of Climate Change
The ability of grapevine farmers to relate the challenges of grapevine production 
to environmental variables was used to measure their awareness of the impacts 
of climate change. The respondents who were aware of climate change,91.8% 
in Dodoma city and 72.9% in Chamwino district (Table 4), were able to mention 
some of the problems they believed climate change was causing. Outbreaks of 
pests and diseases, droughts, severe rainfall, and high temperatures were all 
noted as impacts of climate change (Table 5). These answers are consistent with 
the constructs of the Theory of Planned Behaviour (TPB), which proposes that 
motivation and ability, as assessed by behavioural control, drive an individual’s 
behaviour. Grapevine farmers’ capacity to connect current grapevine problems 
to climate change may inspire them to discover the best solutions.
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Table 5: The Knowledge of  Grapevine Farmers About the Impact of  Climate Change 
on Grapevine Production in the Chamwino District and the Dodoma City, Tanzania*
Impacts Dodoma city (n=137) Chamwino district (n=111)

Responses Responses

Outbreaks of 
diseases

54(35.9%) 44(40.3%)

Outbreaks of pests 
and insects

45(30.6%) 42(37%)

Drought 17(11.2%) 17(15.7%)

Heavy rainfall 9(6.4%) 4(3.6%)

Extreme high 
temperature 

10(6.8%) 5(4.8%)

High wind speed 2(1.2%) 0(0.0%)

Total 137 (92.1%) 111(101.4%)

Note. Numbers outside brackets are frequencies *Multiple responses 
n=sample size

Factors Influencing Grapevine Farmers’ Awareness of Climate Change
The grapevine farmers’ awareness of climate change was identified to be 
influenced by their level of education, sex, and age (Table 6). 

The awareness of grapevine farmers about climate change differed significantly 
(p<0.5 at 5% confidence level) between different age groups. There was an 
increase in awareness about climate change with the increase in the elderly. The 
grapevine farmers in the age group of 45+ years were relatively more (95.5%) 
aware of climate change than any other age group. With the level of education, 
there was no significant difference (p>0.05 at 5% confidence level) even though 
all grapevine farmers with tertiary education (college and university) were aware 
of climate change. 
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Table 6: Factors Influencing Grapevine Farmers’ Awareness of  Climate Change in 
Chamwino District and the   Dodoma City, Tanzania

Factors Variables Awareness
Aware (n=207) Not aware (n=41)

Informal 36(86.2%) 5(13.8%) X2=4.69

Education Primary education 35(83.7%) 6(16.3%) df=5

Ordinary secondary education 31(73.7%) 9(26.3%) p=0.383 (not 
significant)

Advanced secondary education 21(50%) 21(50%)

College 42(100%) 0(0.0%)

University 42(100%) 0(0.0%)

Sex Male 111(85.9%) 15(14.1%) X2=3.759
df=1 
p=0.065 (not 
significant)
X2=6.863
df=2
p=0.02 
(significant 
at 5% 
confidence 
level)

Female 96(75%) 26(25%)

Age (years) 20 – 39 61(77.2%)  23(22.8%)

40-44 70(87.5%)  13(12.5%)

45+ 76(95.5%)  5(4.5%)

Note. Numbers outside brackets are frequencies n=sample size  

Farmers’ awareness of climate change differed by sex, despite the fact that there 
was no statistically significant difference (p>0.05 at 5% confidence level). Males, 
on the other hand, were relatively more aware (85.9%) than females (75%). 
Individual experiences, other people’s actions, and environmental circumstances 
all have an impact on an individual’s results, according to the Social Cognitive 
Theory (SCT). As a result, creating an environment that encourages interaction 
among grapevine farmers of various educational levels, ages, and sex may 
increase their knowledge of climate change.

Sources of Climate Information Accessed by Grapevine Farmers
Accessing various sources of climate information that improved weather forecasts 
was one way for grapevine farmers to become aware of climate change. It was 
found that grapevine farmers had received climate information from formal and 
informal sources (Table 7).
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Table 7: Climate Information Sources in the Chamwino District and the Dodoma City, 
Tanzania*

Climate sources
Locations Radio News 

papers 
Television Village 

officials
Indigenous 
knowledge

Agricultural 
Extension 
Services

Political 
leaders’ 
speech

Friends

Dodoma 
city

Hombolo 
(n=58)

    8.1   1.6
3.6 3.6 6.5 5.6 0.4 2.8

Miyuji (n=8)    1.6   0.8 1.2 0.8 0.4 0.8 0 0

Mpunguzi 
(n=71)

   4.4   0.4 2.8 2.4 5.2 4 0 14.5

Chamwino 
district

Chinangali II 
(n=82)

   10.9   3.6 7.3 5.6 8.9 3.6 0 2

Makang’wa 
(n=13)

   1.6   0 0.8 0 1.2 0 0 2

Mvumi- 
Mission 
(n=16)

   0   0 0 0 0.4 0.8 0 2

Total    26.6   6.4 15.7 12.4 22.6 14.8 0.4 23.3

Note. All numbers are in percentages *Multiple responses n=sample size    

The formal sources of climate information included radio, television, agricultural 
extension officers, village officials, and political leaders’ speeches. Similarly, the 
informal sources included indigenous knowledge (IK) and friends. These responses 
acknowledge the influence of some Social Cognitive Theory (SCT) constructs, such 
as individual experiences, others’ behaviours, and environmental circumstances, on 
individual behaviour toward the environment.
Radio, friends, and IK were the most common sources of climate information 
(Table 6). Some grapevine farmers, on the other hand, had limited or no access 
to climate information sources. The sources of climate information were different 
in each village. Farmers in many villages acquired climate information through 
radio, IK, and television, with the exception of Mpunguzi, where they largely 
received it through friends. 

Documentary review findings
Similar research either confirmed or refuted the study’s findings. Table 8 
summarises the articles that were reviewed and their links to the study findings.
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Table 8: Reviewed Documents and their Relationship to the Study Findings
Specific objective Articles Relationship to the 

study findings
Determining the level of grapevine 
farmers’ awareness of climate change

Komives et al. (2019); Nkoana (2020); 
Mustafa et al. (2019); Ado et al. 
(2019)

Koch et al. (2007); Ochieng and Koske 
(2013)

    Corroborate

    Refute

Examining grapevine farmers’ 
knowledge of the impacts of climate 
change

Raghuvanshi and Ansari (2017); Ajuang 
et al. (2016); Sogani (2011)

Christian et al. (2021)

    Corroborate

    Refute

Investigating factors influencing 
grapevine farmers’ awareness on 
climate change

Bizimana et al. (2014); Stamoulis 
and Zezza (2003); Atchoarena 
and Gasperini (2003); Mwalukasa 
et al.(2018); Owusu et al. (2019); 
Adebayo et al. (2013); Leeet al. 
(2015).

Olatumile (2013); Adebayo et al. 
(2013); Masud et al. (2017); Christian 
et al. (2021); Ajuang et al. (2016)

    Corroborate

    Refute

Examining the sources of climate 
information

Corner (2011); Boykoff and Roberts 
(2007); Kihila et al. (2018); Mahoo 
et al. (2015); Nadarajah and Rankin 
(2005); Beegle et al. (2006); Bauer 
(2009); Bizimana et al. (2014).

Idrisa et al. (2012); Onyango et al. 
(2014).

    Corroborate

    Refute

Discussions
The Level of Awareness about Climate Change
The findings revealed that grapevine farmers were aware of climate change. 
However, grapevine farmers in Chamwino district were more aware of the climate 
change than those of Dodoma city.  Farmers’ awareness also varied significantly 
between the research villages. Location and differences in accessing climate 
information and other social services may have contributed to the minor variances 
in awareness levels between the study sites. Miyuji, for example, is near Dodoma 
city centre, whereas Chinangali II is close to Chamwino town. Grapevine farmers 
can easily acquire climate information and educational services because of their 
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proximity to town centres. This finding is consistent with Komives et al. (2019) 
and Nkoana (2020), who found that climate awareness is influenced by access 
to climate information and education. The findings are comparable to those of 
Mustafa et al. (2019), who showed that farmers are aware of current weather 
patterns; and Ado et al. (2019) who revealed majority of farmers in Nigeria 
were aware of climate-related hazards. However, the result contradicts Koch et 
al.’s (2007) who found that lack of awareness among development stakeholders 
limit climate change adaptation. Similarly, Ochieng and Koske (2013) found that 
educators in Kenya had a poor level of climate change awareness. To improve 
grapevine farmers’ awareness of climate change, the findings suggest strengthening 
grapevine farmers’ access to formal education and climate information. 

Grapevine Farmers’ Knowledge of the Impacts of Climate Change
The study findings also show that, grapevine farmers who were aware of climate 
change identified climate change consequences as an indicator of knowledge. 
Pest and disease outbreaks, droughts, heavy rains, and exceptionally high 
temperatures are among them. The majority of these responses focused on 
grapevine farming as their primary occupation. The aforementioned climate 
change implications have been identified as creating a concern in grapevine 
production. These findings show that grapevine farmers were able to link climate 
change to grapevine production challenges. Understanding the root cause of the 
problems could aid them in resolving the challenges.

Raghuvanshi and Ansari (2017) found similar results, stating that the majority of 
farmers feel crop loss is a significant influence of climate change. The findings also 
support the findings of Sogani (2011), who observed that the advent of pests 
and illnesses owing to climate change affects the growth of specific plant species 
in India. Farmers in Kenya have also noted rising temperatures and decreased 
rainfall as evidence of climate change (Ajuang et al., 2016). However, Christian 
et al. (2021) found that farmers in Ghana had a better grasp of climate change 
from the perspective of climate-related risks such as floods, tsunamis, drought, 
and landslides. 

Farmers’ grasp of the effects of climate change on grapevine output, according to 
the findings, may provide an opportunity to assist them in developing adaptation 
measures. Controlling grapevine pests and diseases, irrigation, and soil and water 
conservation measures are examples of such strategies. It is suggested that the 
climate change adaptive capacity of grapevine farmers be enhanced.
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Factors Influencing Grapevine Farmers’ Awareness of Climate Change
The findings revealed that the level of climate change awareness among 
grapevine farmers was influenced by their education, sex, and age. However, 
neither education nor sex played a significant role in raising awareness. The 
findings differ from those of Adebayo et al. (2013) and Ajuang et al. (2016), who 
found that education has a significant influence on people’s awareness of climate 
change. Similarly, Lee et al. (2015) revealed that education is the best predictor 
of climate change awareness. However, the findings show that increasing people’s 
access to education services can help them learn more about climate change. As 
a result, grapevine farmers should have better access to educational services.

In the case of sex, males were somewhat more aware of climate change than 
females, although the difference was not significant. This indicates that male and 
female grapevine farmers had unequal access to climate information. It also implies 
that boys had easier access to climate knowledge than girls. The finding is similar 
to that of Adebayo et al. (2013) and Olatumile (2013), who revealed that sex 
had no significant influence on people’s awareness of climate change in Nigeria. 
However, this finding contradicts that of Ajuang et al. (2016), who discovered 
that sex has a significant influence on farmers’ awareness of climate change. 
Similarly, Bizimana et al. (2014), and Stamoulis and Zezza (2003) revealed that 
in developing countries, male children have better access to social services than 
female children. According to Atchoarena and Gasperini (2003), women in rural 
areas of developing nations have limited access to climate information sources. 
The finding suggests that gender discrepancies in obtaining social services should 
be actively discouraged to ensure equitable access to climate information. 

The findings also showed that the awareness of climate change significantly 
increased with an increase in age. This implies that age and experience matter in 
improving climate change knowledge. The finding is similar to Mwalukasa et al. 
(2018), who reveal that age is among the socio-demographic factors influencing 
the use of mobile phones in accessing climate information. Adebayo et al. (2013) 
also noted that age significantly influences people’s awareness of climate change 
in Nigeria. The finding contrasts with Christian et al. (2021), who found that aged 
respondents were underestimating climate risks in Ghana. Similarly, Olatumile 
(2013) noted that age has no significant influence on people’s awareness of 
climate change in Nigeria. The finding suggests that, to increase grapevine 
farmers’ awareness of climate change, the elderly should be enabled to interact 
with the youths in their community.
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Sources of Climate Information Accessed by Grapevine Farmers
The findings showed that the majority of the grapevine farmers had received 
awareness of climate change through accessing climate information sources. 
The major sources of climate information were radio, indigenous knowledge, 
and friends. Many grapevine farmers had more access to the radio than to 
other information sources. This implies that to increase the likelihood of climate 
information delivery in the study area, one has to improve grapevine farmers’ 
access to radio. Similar findings were made in Uganda, where 89% had radio 
access to climate change topics (Corner, 2011). Boykoff and Roberts (2007) 
also highlight that radio is accessible to a large number of people because it is 
relatively inexpensive and does not require a literate audience. These findings 
differ from those of Idrisa et al. (2012), who revealed that extension services are 
the major farmers’ climate information sources in Nigeria.

Grapevine farmers also stated that friends were a key means of receiving 
climate information. The finding issimilar to that of Idrisa et al. (2012), who found 
friends among the foremost means for farmers to receive climate information in 
Nigeria. It was found that grapevine farmers alsolearned about climate change 
through their indigenous knowledge (IK). Similarly, Kihila (2018),and Mahoo et al. 
(2015)state that Tanzanian farmers can monitor local indications, such as plant 
and animal behaviours to predict rainfall. These findings suggest that grapevine 
farmers’ interactionwith their friendsshould be increased by improving farmer 
visits as a means of sharing IK.

Grapevine farmers with access to electric power were accessing climate 
information on television. However, the high cost of obtaining a television set 
and decoder, operational costs, and limited access to energy hindered most 
grapevine farmers’ access to television. The finding conforms to Corner (2011), 
who noted that in Uganda, just 24% of the rural respondents and 63% of the 
urban respondents watched television on a regular basis. This finding indicates 
that, to improve grapevine farmers’ access to television, it is critical to strengthen 
their access to electricity.
A few grapevine farmers acknowledged newspapers as a source for climate 
information. This could be due to a lack of newspaper distribution in villages or 
the high cost of newspapers. The findings relate to Beegle et al. (2006), who 
explain that Tanzania’s per capita income is low. As a result, most farmers are 
unable to purchase newspapers. Similarly, Bauer (2009), Bizimana et al. (2014), 
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and Corner (2011) point out that only literate individuals can access newspapers. 
Therefore, it is of paramount importance to encourage grapevine farmers to have 
a diversified economy to increase their income.

Similarly, a few grapevine farmers named village officials, agricultural extension 
officers, and government leaders’ speeches as sources of climate information. 
These government agencies were reported to contribute little to environmental 
awareness building due to a scarcity of incentives for extension personnel, such 
as transportation and lodging. These findings contrast with those of Onyango et 
al. (2014), who noted that government administration contributes significantly as 
a farmers’ climate information source in Kenya. The findings suggest a significant 
need for improved governance by the government of Tanzania.
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Abstract
The study explores the contribution of educational research course taught in teacher 
education programmes towards teachers’ professional development. Seventeen 
student-teachers and two teacher educators from a selected university participated 
in semi-structured interviews. Data were analysed using thematic analysis. The 
findings revealed a divided proportion among student-teachers as some reported 
the course has a crucial contribution to professional development and some said 
the course had no contribution. The findings further revealed tension between what 
was expected and the experienced reality of the research course in contributing to 
teacher professional development. The course content was huge and did not enable 
teachers to acquire and use research skills for professional development. Teaching 
and learning time was limited and varying attitudes among student-teachers towards 
the course was a challenge. The study recommends that teacher training institutions 
revise the research course to suit its applicability to teachers in the school context. 
Also, teacher educators should interpret the context and design simple lessons to 
enable student-teachers in developing the required skills and apply them in the school 
context.   

Keywords: student-teachers; research; professional development  
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Introduction
Effective classroom instructional practices require a practical application of 
research skills that help teachers adjust a classroom environment to deliver a 
powerful lesson (Stafford, 2006). Teachers’ self-reflection, inquiry, observation 
and experimenting with new methods to determine their effectiveness constitute 
to the application of research in the classroom. In their study, Lewis et al. (2006) 
revealed that research increases the capacity of teachers to learn across 
boundaries, innovate and learn from innovations and develop a descriptive 
knowledge base that constitutes their professional development. Teachers’ 
research skills have a powerful influence on transforming curriculum, instruction, 
and assessment practices by giving teachers relevant information, strategies, and 
evidence to act (Junor-Clarke & Fournillier, 2012). Therefore, the application of 
research skills helps teachers to bring in innovations and improved methods of 
teaching. Inadequate research skills among teachers deprive them an opportunity 
to learn from their classroom teaching practices. 

In realizing the potential of research for teachers, in 2007, the Tanzanian 
government issued a strategy to improve the quality of student-teachers (ST) 
through enhancing the research skills in initial teacher education training programs 
for sustaining professional development after graduation (URT, 2007). The 
strategy focused on enhancing teachers’ self-reflection and inquiry to elevate their 
teaching competencies hence improving students learning outcomes. Hakielimu 
(2021) further emphasizes that research has paramount importance in informing 
teaching and learning practices despite little consideration from education policy. 

Applying research in the classroom promotes teachers’ continuous learning for 
improvement. The strategy introduced aimed at enhancing teachers’ research 
skills expected to see the research courses improved in initial teacher education 
training. It intends to give student-teachers the capability to apply research in 
their classroom teaching practices. Although initial teacher education training 
institutions have been teaching research courses, studies afterward found that 
teachers lacked the required research skills (Hardman et al., 2015). Teachers 
hardly mastered the reflective and inquiry practices in their teaching, and the 
situation raised questions about the effectiveness of research courses taught in 
initial teacher education training programs (Juma et al., 2017). 
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Purpose of  the study
Although initial teacher education training institutions have integrated research 
courses in their programmes, studies reveal that teachers are not applying the 
research skills to promote continuous professional development (Hardman et al., 
2015; Juma et al., 2017; Munthe & Rogne, 2015). Also, Zhou (2012) asserts 
that some teachers misunderstand research and hence find it difficult to apply 
in their classroom context. In this context, where some teachers understand the 
benefits of research, yet some hardly use it for professional growth, exploring 
the practitioners’ perceptions is paramount. Understanding student-teachers’ 
perception is important as it significantly influences how they learn the course and 
later use the skills to enhance their teaching practices (Ax et al., 2008).

Objectives of  the study
The main objective of the study was to explore the contribution of educational 
research course taught in teacher education programmes towards teachers’ 
professional development. Specifically, the study intended to answer the following 
questions. I) How do student-teachers perceive educational research course towards 
teacher professional development? II) What are student-teachers’ awareness of 
the benefits of educational research course on teacher professional development? 
III) What are the benefits of educational research course on student-teachers’ 
professional development?

Literature review
Research course has been strengthened in initial teacher training programmes. 
The strengthening has focused to cultivate research skills for teachers to make 
self-reflection, and inquiry in their teaching practices that enhances their critical 
observation of situations for learning and changing. The section presents a 
theoretical review of kinds of literatures on how the research course should be 
taught, highlighting its benefits for teacher learning. The second section is the 
empirical review of works of literature highlighting pieces of evidences from the 
practical implementation of the course to teachers and the testimonies on how it 
has elevated their teaching skills and the challenges encountered. 

Initial teacher education is the professional training covering a specified time 
to initiate young and determined scholars who want to become teachers. The 
implemented training focuses on methodological, content and management skills 
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and knowledge to enable prospective teachers to perform teaching activities 
(Mgaiwa, 2018). The initial teacher education covers specific content knowledge 
and pedagogical skills to enable teachers to deliver the content through designed 
lessons to facilitate students learning. A pre-service teacher is ‘the student enrolled 
in a teacher preparation program who must complete degree requirements 
including course work and field experience before being awarded a teaching 
license’ (Ryan et al., 2017). 

Teacher continuous professional development has been defined as a teacher’s 
process to transform from beginner level to an expert professional in the field 
through formal and informal learning activities (Kelly, 2006). It is the total sum 
of formal and informal learning experiences acquired throughout the teaching 
career, transforming knowledge to practice to help students’ effective learning and 
growth (Ulvik & Riese, 2016). In this context, continuous professional development 
intertwines the research skills through teachers’ self-reflection and inquiry for 
improvement. 

Research skills enable teachers to identify problems, gather data, analyse and 
arrange plans to solve them (Junor-Clarke & Fournillier, 2012). Applying research 
skills allows teachers to closely investigate their practices and find appropriate 
solutions that permanently address the challenges encountered in daily routine 
(Ax et al., 2008; Mitchell et al., 2009). In some cases, this process is called 
action research, where teachers apply research skills in the classroom context 
to identify some challenges and find solutions to them. Teachers enhance their 
professional capacity through this process to acquire more experience, skills, 
and new knowledge. Various scholars have developed stages in conducting 
research in the classroom, which is the ultimate goal of teaching research courses 
to student-teachers. Erbilgin (2019) provides five steps for conducting research 
in a classroom context. These steps are i) determining the problem, ii) planning 
the methodology, iii) conducting the study by gathering data, iv) evaluating the 
applicability of the solutions, v) sharing the findings with other colleagues. Dickens 
and Watkins (1999) also provide similar stages, as shown in Figure 1. The stages 
are what student-teachers should master to make research useful and relevant to 
their teaching activities. It is not likely for teachers in school contexts to carry out 
large scale research studies but rather to apply research skills and knowledge to 
make their teaching more engaging and impactful.
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Figure 1: Action Research Model 
Source: Dickens and Watkins (1999, p. 132-133)

The ability to successfully impart research skills and knowledge to student-teachers 
in teacher education programs depends on the knowledge and perceptions of 
teacher educators towards it (Ax et al., 2008). The methods used in teaching 
research, resources available, the competence of teacher educators and the 
organization of course content determine how and what student-teachers will 
learn in the research course.

The ultimate goal of research for teachers is to impact teaching practices that 
result from inquiry and self-reflection of what teachers know and do (Lattimer, 
2012; Lundeberg et al., 2003). Engaging student-teachers in research to enable 
them to continue to learn through collaboration, self-inquiry and reflection depend 
much on their perception of it. Some student-teachers believe research contributes 
much to improve their professional knowledge and classroom practices (Ryan et 
al., 2017). Lattimer (2012) further asserts that research on teachers helps them 
gain a stronger professional identity and voice in their teaching activities. Student-
teachers also improve students’ learning results from the interactive collaboration 
they conduct with their teacher educators and the experienced teachers in school 
contexts who act as mentors in learning. However, Levin and Rock (2003) report 
the doubt of whether the collaboration that student-teachers claim is real or not, 
as they cite the definition of collaboration as the mutual gaining of understanding 
from the process and not mere participating in the process. Do teacher educators 
engage mutually with the student-teachers in collaboration or make them 
participate without a clear understanding?  
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Research offers a platform for teachers to change or try new instructional methods 
through observations and reflections they make. It helps address classroom 
challenges such as managing students’ disruptive behaviours (Ryan et al., 2017). 
Again, research helps student-teachers innovate and personalize instructional 
strategies to suit the students’ moods, needs, and interests in the classroom 
(Lattimer, 2012). The innovation enables student-teachers to understand students’ 
interests and needs and justify the selection of appropriate teaching methods to 
meet students’ learning goals. Student-teachers understand their students through 
systematically reflecting on their teaching practices and observing aspects of 
students’ practices that require attention and improvements (Burbank, 2003; 
Lattimer, 2012).

The theoretical review presented has highlighted the way how research should be 
taught, its goal to teachers and the perceived benefit for teachers in their teaching 
practices. The empirical review provides a practical experience from various 
places where the research has been implemented to teachers. The purpose is to 
identify the reality in terms of the benefits of the course and the actual challenges 
that student-teachers’ face in learning the course and using the skills to enhance 
their teaching practices. 

Applying research skills in classroom situations among teachers has transformed 
their teaching practices and general classroom management (Spencer & Molina, 
2018; Smith & Sela, 2005). The transformation has ranged from improved 
pedagogical methods, changing teachers’ roles from the source of knowledge to 
facilitators of knowledge construction and new strategies for assessing learning. 
The application of research skills enhances the abilities of many teachers to 
identify a knowledge gap and improvise recourses to address that gap (Jakhelln 
& Pörn, 2018). Using research skills as a habit among teachers rejuvenates their 
pedagogical knowledge and constitutes professional development. 

In their study, Ponte et al. (2004) found that some teacher educators have 
adequate research skills and work in groups with one member acting as a leader 
in guiding the process and not teaching. In this context, frameworks constructed by 
objectives emanating from stakeholders’ expectations, guide teacher educators 
and researchers. These objectives of research covered broad aspects of teaching 
and learning. Teacher educators do not focus only on content knowledge but on 
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the general environment where students can smoothly acquire that knowledge 
(Junor-Clarke & Fournillier, 2012). The utilization of research skills broadens the 
professional horizon of teacher educators through the use of reflection and inquiry 
practices for acquiring new knowledge (Puustinen et al., 2018; Willegems et al., 
2018). Therefore, the ability and engagement of teacher educators in research 
activities provide them with sufficient knowledge, skills and experience in research 
that elevates their capacity to facilitate research skills to student-teachers.  

Effective teaching of educational research course to student-teachers requires 
teacher educators who are active in research. When teacher educators are active 
researchers, they will have adequate knowledge of research as they frequently 
conduct studies and share their reports for others to learn and acquire new 
knowledge (Munthe & Rogne, 2015). These teacher educators have practical 
experience with strategies that work in a different context and are aware of the 
frequently encountered challenges in conducting research and ways forward. In 
cases reported, when teacher educators act as researchers always collaborate 
with their colleagues to answer why, how and what student teachers learn from 
research and use this approach to help them grow (Junor-Clarke & Fournillier, 
2012; Ponte et al., 2004). Collaboration needs to have a critical friend to help 
each other build new knowledge that will improve their practices and motivate 
student teachers to develop an interest in collaborating to do more research 
throughout their teaching career. Research in initial teacher education training 
programs is essential as it helps beginning teachers have the skills necessary to 
adjust and fit the working situations, environment, and conditions through their 
experience (Mitchell et al., 2009). However, research for STs does not imply that 
they should carry out large scale research or engage in publications. The research 
intends to help them gather data from their classroom teaching practices that will 
inform the need to change, sustain or innovate the best ways of helping students 
learn.

Ping et al. (2018) report that teacher educators value research because it 
strengthens their pedagogical knowledge in assisting student-teachers’ learning 
through reflecting on their teaching practices and collegial discussions or workshops. 
In these workshops, teacher educators present their findings and observations as 
they participate as facilitators or as the one who conducts research (Erbilgin, 
2019). The more teacher educators engage in research, the more they develop 
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effective implementation strategies. As experienced researchers, teacher 
educators contribute to a more vivid learning process and contextual and relevant 
examples from their research (Ulvik & Riese, 2016).

The descriptions above reveal that teachers who have engaged in research 
have practical evidence of how it has helped them improve classroom teaching 
practices. Teacher educators with a positive attitude toward research apply 
the skills to enhance their professional knowledge and influence their students 
to engage in research-based practices. Teacher educators who do not consider 
research as central to their professional growth have little or no influence on their 
students acquiring or applying research skills for professional growth. Therefore, 
the situation confirms a close link between perceptions and practices in research 
activities. 

Partial understanding of research hinders its teaching in the programs and 
implementation. Zhou (2012) confirms that some teachers consider research a 
distant activity and detach it from teaching activities because of little knowledge. 
This little knowledge forces teacher educators to perceive research activities 
in teacher education programs negatively. When teachers develop negative 
perceptions toward research, the teaching will be of low quality and not fully 
enable student teachers to master the skills for conducting research. Such a 
situation tends to diminish the rate of learning and conducting research. Munthe 
and Rogne (2015) report that many teacher educators are qualified researchers, 
but it is doubtful if they are active researchers. Munthe and Rogne further add 
that qualification of teacher educators on research activities and how they 
influence teacher trainees. The claim proves that there is a close link between 
the knowledge of teacher educators on research and how the student teachers’ 
ability to learn and conduct research in their courses and after completing their 
programmes.

Student-teachers perceive research activities or practices as time-consuming 
processes that frustrate them and inject additional responsibilities that obstruct the 
perceived benefits (Levin & Rock, 2003). Some studies conducted required follow-
ups and close monitoring; hence, it is not easy to complete the process during 
initial teacher education training. Failure to complete studies upsets most student-
teachers participating in the research activities. Also, they perceive research 



146

as a hands-on activity that strengthens their self-confidence that enhances their 
professional ability (Lundeberg et al., 2003; Ryan et al., 2017). The confidence 
results from the discussion and the sharing of the understanding gained and the 
ability to defend the process with critical friends who help student-teachers to 
prove their knowledge gained in a rigorous process. There are varied perceptions 
based on individual experience, mode of teaching research and assistance that 
student-teachers have towards the research course.

James and Augustin (2018) and Ulvik and Riese (2016) reported that teachers who 
have been implementing research in their classrooms complained of time shortage 
as one of the obstacles. Another study by Penney and Leggett (2005) shows 
that teachers are too ambitious, thinking that research can solve all problems. In 
contrast, Penney and Leggett further reveal that in some cases, teachers believed 
single research could influence curricula to change in a country which was not the 
case (Penney & Leggett, 2005). Despite these shortcomings in how practitioners 
perceive or face concerning research in classrooms, teachers must enhance their 
research skills and capabilities to sustain school-based professional development 
practices.

Material and Methods
The study adopted a qualitative case study design. A case study design involves 
intensive analysis of individual units or units within a case or cases in which a 
researcher focuses on the process-tracing (Denzin & Lincoln, 2018). In this view, a 
case study design seeks to answer ‘how’ and ‘why’ research questions and focuses 
on studying contemporary events or phenomena (Yin, 2009). The study population 
includes teacher educators and student-teachers from initial teacher training 
programs participating in teaching and learning research courses. Teacher 
educators are responsible for interpreting the research course and teaching 
student-teachers, hence playing an important role in influencing student-teachers’ 
perceptions. Student-teachers also play an important role in this study because 
they learn the course. Teachers need to sustain research activities throughout their 
careers as part of professional development. 

The study area was Mzumbe University in Tanzania. The university offers four 
initial teacher training programmes that prepare student-teachers to teach in 
secondary schools in Tanzania. Seventeen student-teachers and two teacher 
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educators were purposively selected. The selection criteria were respondents who 
have studied the research course and have been in teaching practices after the 
course to see how it was applicable in a teaching context. Also, the study included 
teacher educators who teach the research course. These teacher educators had 
rich and practical experience in the research course to contribute to the study.  

Data collection methods involved semi-structured interviews, classroom observation 
and documentary review. First, the researcher conducted a classroom observation 
for 14 weeks of the second semester, from March to July 2021. Classroom 
observation focused on obtaining data concerning the methodological aspect of 
the course and how TEs taught it and STs learned. The researcher interviewed 19 
respondents to obtain their perceptions of the research course after completing 
the course and teaching practice. The aim was to get clear information concerning 
their perception after studying the course and applying the skills in the field. A 
documentary review also was conducted on some key documents, such as the 
research course outline and assessment tools (test and examination questions).

In the data analysis plan, the study employed a qualitative thematic analysis 
method that involved reducing the data systematically in a flexible manner 
without distorting its original intended meaning (Saldana, 2013; Schreier, 2014). 
Data reduction involves coding the data and developing categories that form the 
thematic pattern that makes a meaningful interpretation of the data. In the coding 
process, respondents were given codes ST and TE, i.e. ST A stands for Pre-service 
Teacher A, and TE1 stands for teacher educator 1. The researcher transcribed the 
interviews conducted in Swahili, then translated them to English, and then back to 
the Swahili translation. After several rounds of listening to the audios and reading 
the Swahili transcripts to understand them.

The study employed different data collection methods. The study employed 
the triangulation method to ensure the findings’ trustworthiness, credibility, and 
dependability. Also, in data analysis, the researcher carefully handled the interview 
data to retain the original meaning. The purpose was to retain respondents’ 
voices without distorting the original meaning. The researcher observed all 
research ethics. Respondents gave their consent to participate in the study, and 
the researcher maintained the anonymity of respondents and confidentiality of 
the information collected. Also, researchers protected respondents from physical 
and psychological pain and gave them the freedom to withdraw at any point 
when they felt insecure. 
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Results
The study intended to explore student-teachers’ perceptions of the research course 
in initial teacher education training programmes. The findings have revealed the 
inter-connectedness between TEs and student-teachers’ perceptions and the level 
of their engagement in research. The study has obtained three main findings i) 
tension between expectations and reality, ii) awareness of the importance of 
research skills, and iii) the contradictions that student-teachers experienced during 
the research course.

The tension between Expectations and the Reality
The study found that TEs and student-teachers’ perceptions of the research course 
in initial teacher education training programmes depend on what they expected 
the course to offer and its reality. The tension of expectation versus reality 
emerged from critical areas of the research course, such as course objectives, 
content, instructional methods and strategies, the outcomes of the research course 
to student-teachers and the conditions that pertained in teaching and learning the 
research course. 

Further, the findings have revealed that TEs expected the course objectives to 
state the actual behavioural change among student-teachers in learning and the 
ability to conduct research, but they were too general and vague. The course 
objectives and content of the research course hardly indicated specifically the 
expected learning competency and the research capabilities that STs should 
master for application in a classroom context. In classroom teaching and learning, 
the researcher observed that TEs using instructional methods such as lecturing had 
limited opportunities for students’ engagement in hands-on learning.
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Area What PDTs Expected from the Course The Reality STs Experienced

Course objectives Research to enable STs Acquire research skills Research course objectives have been 
unrealistic.

“I believed the course objectives focused on 
improving teaching and the learning context” 
(TE1, 2020).

I can say the course objectives are too 
general, so it requires specific teachers 
to make some changes to make the 
objectives focus on what students are 
required to learn (TE1, 2020).

The objectives of the course intended to help ST 
to address existing problems in the classroom (ST 
H, 2020)

I did not know what we were required 
to achieve; the course objectives hardly 
reflected the skills to be applied in the 
classroom context (ST L, 2020)

Course design 
and content

The design of the content reflects the available 
time and learning needs

The content was broad and not time-
bound

It [research course] was designed specifically for 
teachers, I think it would have a lot of vivid and 
contextual examples from the teaching field, and 
that could help STs (TE3, 2020)

“The course content is very heavy, so we 
moved with a high speed because If you 
want to go into details, you won’t finish 
the course” (TE 2, 2020)

I expected the course to expose us to 
understanding the researching skills and how to 
apply them in classroom situations (ST I, 2020)

The content was broad and could not 
be covered as the COVID-19 pandemic 
reduced learning time, so we rushed 
without going deep into the broader 
content (ST L, 2020).

Instructional 
methods and 
strategies

Using participatory (hands-on) methods to 
engage STs in the learning process

The use of participatory and non-
participatory methods

A teacher should design activities that involve 
the student in practising what they learn, like 
identifying a problem or practising how to gather 
data (TE2, 2020)

I lectured because of time shortage, but 
I tried to give students assignments to 
write proposals or concept notes in groups 
(TE1, 2020)

“I expected to have more practices within the 
course. We could have written small projects and 
presented to consolidate our knowledge” (ST B, 
2020).

There is a need to change the teaching 
model, be more engaging, and have 
more time to learn and practice more 
individually, not to listen only (ST C, 
2020).

Assessment 
methods

Assessment should focus on evaluating 
competencies and abilities acquired

Assessments were theoretical and 
content-based

A teacher should design activities that involve 
students practising what they learn. And the 
assignments tools and activities of this course 
should be practical-based (TE2, 2020)

The time was very limited, and the class 

was big, so I had to use groups instead of 

the individual learner, which failed to give 

me a clear picture of how much they have 

developed abilities to conduct research 

(TE1, 2020)
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I knew we would be required to demonstrate 
how we can apply research skills, but the course 
assessment required STs to recall information and 
not apply (ST J, 2020)

In the research course, the tests and 
examinations had objective items. I think 
that was wrong. We needed questions 
that want us to apply the skills (ST A, 
2020)

Outcomes of 
research course 
to STs

STs to master research skills and apply the 
knowledge to improve classroom practices

Many STs can hardly master skills to 
conduct research independently

Research helps them to develop more 
understanding regarding their students, like better 
ways of assessing the learning achievements (TE2, 
2020)

What amazes me is that the experienced 
TE taught the course, so you could have 
expected learners after graduating 
to have the research capabilities, but 
later, you find they cannot conduct 
it independently as you could have 
anticipated (TE3, 2020).

the course will give us students the necessary 
skills to research how to improve the learning 
environment (ST H, 2020)

“On my side, I completed the course 
without achieving the expected learning 
outcomes” (ST J, 2020).

As students conducted mini-research as part of the requirements for the award 
of a Bachelor’s degree, the findings revealed some extent of misconceptions 
among student-teachers. The study found that student-teachers faced challenges 
as some of the topics they selected for their research projects did not reflect 
the utility of research at the classroom level. As a result, STs felt more confused 
and developed negative perceptions of research; hence they disregarded it. 
Research is practical-based skills, and it requires hands-on instructional methods. 
The study found that due to factors like many students in the classroom, limited 
time for learning, and the content’s breadth, it was difficult to provide appropriate 
assistance to each STs. In this regard, TEs opted for non-participatory methods, 
which had little impact on students learning. 
The findings again show that student-teachers hardly achieved the learning 
outcomes of the research course as expected. The acquired skills inadequately 
enhanced student-teachers’ confidence and ability to apply them in the classroom 
settings. The findings inform why many teachers in schools hardly engage in 
classroom-based research to help them reflect on their teaching practices for 
improvement. The findings revealed that the conditions of teaching and learning 
the research course distort the reality expected from TEs and student-teachers. 
Large classrooms, limited time, and huge context to be covered. Also, TEs’ and 
student-teachers ‘ attitudes affected teaching and learning. Table 1 presents the 
findings from TEs and student-teachers that show what they expected and the 
reality. 
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Table 1: Expectation Vs Reality of Research Course
Source: Researcher 2021

Benefits of Research Skills on Teacher Professional Development 
The findings have revealed that most student-teachers are aware of the 
importance of research skills in enabling teachers to engage in professional 
development activities. Student-teachers have mentioned the activities that 
research skills enhance. These activities include reflective skills, self-inquiry skills 
and critical observation on various issues in the education context, particularly in 
the classroom situations. 

TEs have also reported that research skills help teachers use gathered data to plan 
pedagogical interventions. The findings have revealed that research skills have 
enhanced teachers’ ability to be more attentive to details in a classroom setting 
and observe the learning process, student interaction patterns, and the learning 
environment. In this view, findings show that teachers elevate their professional 
skills and practices that benefit students learning. 

Table 2: Benefits of  Research Skills
Importance of 
research skills to 
teachers

Supporting evidence from respondents

Research Contributes 

the Development of STs’ 

Research Skills

Help STs to Understand 

Teaching and Learning 

Environment

“…Purpose of research for prospective teachers is to provide skills that will help them 

conduct a study to understand factors affecting teaching and learning” (ST D, 2020). 

Research course is very important as it adds more contextual knowledge to teachers 

on managing schools’ teaching and learning process. A teacher who is aware of the 

school’s environment will have more examples in the learning process that comes from 

that particular environment, allowing students to link what they learn and what exists 

in their society (ST D, 2020).
Research Enhances 

STs Understanding of 

Learners’ Intellectual 

Abilities

It helps to understand the learning pace of your learners, need to find extra time to 

assist learners and so on. In this way, learners who perform poorly will gain confidence 

and improve. A teacher who understands the learning pace of learners will never leave 

a single learner behind because they know how to move with the whole class. You can 

improve teaching methods and understand learners’ problems, automatically improving 

your professional skills (ST B, 2020).
Application of research 

Skills Enables the Proper 

Selection and Use of 

Instructional Methods.

It helps to understand varieties of teaching strategies and methods for better 

classroom teaching. Still, it also helps us, students, to understand better ways of using 

those strategies or methods in delivering the lessons and managing students learning in 

general (ST I, 2020).
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The research contributes 

to Improving STs’ 

Interpersonal Skills.

Sometimes action research can act as a mirror to reflect what you do in the class 

and its impacts on your students. Reflecting on your practices is a necessary skill for 

teachers to investigate how their actions are perceived, what are their impacts on 

learning, and maybe whether they hinder the learning process in one way or another 

(ST C, 2020)
Research Skills Elevate 

STs Ability to Use 

Assessment Results in 

Improving Teaching

Now I know how to use data collected from reflecting on what students do in the 

classrooms to improve the learning process and planning for future lessons. We have 

learned techniques and methods of collecting and using data (ST C, 2020).

STs Consider research 

as an additional 

responsibility in Teaching

“Most teachers in schools have several periods above the maximum required. So they 

cannot accept adding more responsibilities. I am not sure if I will manage to apply it” 

(ST N, 2020).

Source: Researcher, 2021

The Challenges Experienced during the Research Course
The findings have revealed contradictions observed and noted by student-
teachers who participated in the research interviews. These contradictions range 
from what TEs taught in the class, what they did in the field and the university 
policies guiding the whole research implementation process. For example, ST I has 
revealed that he faced a lot of contradictions in the whole process of studying 
and conducting research. For instance, she narrated that what the research course 
instructor taught in the class varied from what the supervisor, who was not a course 
instructor, directed her to do when conducting research. These are supported by 
her words as said that:

It is easy to conduct research but has a lot of confusion. A teacher who 
taught me in the course was not the one who supervised me in the report 
writing. Therefore, many things were changed and sometimes, I felt like I 
was starting to learn a new thing. There were contradicting issues, and the 
two teachers had varying perspectives and experiences with research (ST 
I, 2020). 

Another contradiction emerged from accessing and reading various research 
books provided by TEs or which student-teachers searched online. The variation 
in content or language in different research books on how they explain concepts 
makes student-teachers fail to understand the concepts or relate them to what 
the instructor taught them in the class. For example, ST L reported how he was 
confused as some books do not reflect what transpired in research course sessions 
as follows:



153

The challenge I faced was searching right materials for the course. Sometimes 
you get the research books, but they do not flow as to how our lecturer was 
teaching, so to me as a beginner, I face a bit of confusion, and I cannot 
understand well what is correct for me to follow (ST L, 2020).

Lastly, student-teachers have faced another contradiction as TEs provided two 
different research report formats: field report format and research report 
format. The field report format did not require student-teachers to apply research 
skills, knowledge or procedures scientifically; rather, it required them to narrate 
what happened during their eight weeks of teaching practices in the field. The 
researcher observed that writing a research report required student-teachers to 
apply research skills like stating the problem, specific objectives, literature review 
and methodology. However, supervisors had varied opinions as some preferred 
field reports while others did research reports. This situation led to a contradiction 
among student-teachers. For example, ST B said, “…although it was a bit different 
from others, we wrote a field report, but it differed from the research report”. On 
top of that ST J supported this finding as he said that; -

We did a field report, but I seek to understand more about the research report. 
I have understood the research issues, but I need to study to understand more. 
There are six chapters in a research report in the university guidelines and four 
chapters in the field report (ST J, 2020).

The findings have revealed that TEs perceptions influenced some of the student-
teachers’ perceptions. When TEs find that the course content is disorganized and 
cannot be covered or adjusted teaching styles to accommodate many students, 
it results in negative perceptions. Negative perceptions include considering 
research as less important. Also, when TE1 perceived the research course as 
important regardless of its content design, the efforts he took to narrow and select 
important contents and use contextual examples, student-teachers developed 
the perceptions that revealed their awareness of the research course in their 
teaching career. Therefore, the findings have confirmed the connections between 
TEs’ perceptions and student-teachers ‘ perceptions of research courses in teacher 
education programs. 
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Discussion 
The study intended to explore the contribution of educational research course 
taught in teacher education programmes toward teachers’ professional 
development. The main findings revealed the tension between what STs expected 
of the course and what happened, awareness of STs on the benefits of research 
courses to teachers, and the challenges that emerged as they learned the course. 
The broadness of research course objectives makes it unrealistic and affects 
how teacher educators instruct and learn student-teachers, as Ulvik (2014) and 
Amin et al. (2019) reported. The broadness and unrealistic of the objectives and 
content predicts that student-teachers can hardly manage to achieve the expected 
research competencies; hence, they cannot conduct research independently 
immediately after completing the course. Amin et al. (2019) reported that the 
designed curriculum for research has irrelevant content concerning teachers’ 
needs and inadequate learning time, resulting in abstract learning. The rushing 
in teaching the course results in superficial learning, and student-teachers will not 
go deep in comprehending the research concepts, which amounts to more tension 
for student-teachers. The findings resonate with Zhou (2012), who reported that 
when TEs have a huge workload and limited time, they fail to engage in teaching 
research fully. Further, Carboni et al. (2007) added that teaching a research 
course in one semester is insufficient for STs to comprehend the required skills and 
knowledge. Ulvik and Riese (2016) suggest that having more time in teaching 
research (Like two years as in their study) helps student-teachers develop a deep 
understanding and systemically internalize the skills and practices in their teaching 
practices for professional development.

The huge workload and time limit hinder TEs’ engagement in assisting student-
teachers learning research. The findings align with Qing-li et al. (2019) ‘s report 
that the TEs- student-teachers’ ratio affects the support and assistance that 
students’ teachers acquire in learning and conducting research. In teaching the 
research course, mixed instructional approaches involved learner-centred and 
teacher-centred. However, transactional methods that are less effective in assisting 
student-teachers to develop the expected competencies dominated the teaching 
(Soprano & Yang, 2013). The use of mixed methods in instruction is important 
in meeting diverse learning styles among learners since not all methods have 
equal impacts on each learner. Researchers Ulvik and Riese (2016) and Lattimer 
(2012) confirm that research has influenced teachers to innovate new instructional 
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methods and become more flexible in using multiple instructional methods in a 
single classroom session. Hence using multiple methods help each learner to meet 
their needs and interests in promoting learning (Aras, 2020). 

Research skills and practices play an important role in helping teachers understand 
learners’ intellectual abilities by reflecting on their behaviours and interaction 
patterns. The teacher consistently diagnoses learners’ situations through various 
classroom activities and gathers data that informs them of the ability and needs 
of learners. Research practices enhance the ability of the teacher to understand 
well their learners and choose the right materials, design appropriate learning 
content and select the right instructional method (Junor-Clarke & Fournillier, 2012; 
Ponte et al., 2004). The continuous research enhancements result in teachers’ 
professional development. In realizing the benefits of researching skills to teachers, 
there is a need to allow TEs to restructure the research course syllabi to match the 
content and the context of STs. It helps student-teachers acquire relevant skills to 
contribute to their continuous professional learning through engaging in reflective 
and inquiry activities. In their study, Ping et al. (2018) assert that engaging in 
research activities like reflection and inquiry contributes to one’s beliefs and 
attitudes. Demircioglu (2008) supports that educators who understand the benefits 
of research are more likely to integrate it into teaching and inspire other teachers. 
Through these activities, teachers understand their teaching practices, classroom 
actions, the effectiveness of assessment tools and learners’ progress (Puustinen 
et al., 2018; Willegems et al., 2018). Despite the importance of research, some 
student-teachers find it difficult to engage in research activities as it adds more 
responsibilities to teachers who already have huge workloads. 

The study intended to explore the contribution of educational research course 
taught in teacher education programmes towards teachers’ professional 
development. It intended to understand how student-teachers perceive the 
contribution of a research course in improving their teaching practices. Although 
the research course in teacher education programmes intends to inculcate reflective 
and inquiry skills for student-teachers, the teaching process does not help them 
achieve the course’s expected outcomes. Student-teachers and teacher educators 
have tensions that emerge from what they expected of the course and the reality 
of the course design and learning environments. In realizing the potential of 
research skills for teachers, teacher training institutions should reconsider how to 
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improve the teaching of the research course to add value to the student-teachers 
they train. Teacher educators also should practice teaching innovation during the 
research course to enhance student-teachers develop adequate research skills. 
Benchmarking that has been done in discussion with various studies has revealed 
that most of the implemented pedagogical innovations in developed countries 
are research-based, such as school-based action research and lesson study. The 
study recommends that initial teacher education training institutions to revise their 
research course curricula to suit its applicability to teachers in the school context. 
Also, teacher educators should interpret the context and design simply so that 
student-teachers will develop the required skills and apply them in the school 
context.
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Abstract 
The purpose of this paper is to examine the factors that influence parents’ readiness 
to enrol their children with Special Educational Needs in school. It is based on a 
qualitative study that was conducted in two districts in Tanzania and used a 
purposively selected sample of 26 parents as key informants. The methods used 
to collect the required data included in depth interviews and observation and the 
data collected from these methods were thematically analysed. The findings indicate 
that parents’ readiness to send their children with SEN to school is hindered by 
multiple factors including parents’ lack of motivation, inadequate support and 
encouragement from the immediate social environment, unwelcoming school 
environment as well as shortages of transport to manage the distance from home 
to school. Recommendations included among others the need for continued effort to 
sensitise parents and the public on the essence of sending children with SEN to school 
as well as for the government to provide an enabling environment for children with 
SEN to start and remain in school.
Key words: special educational needs, disability, inclusive education

Introduction
There has been a growing concern that despite of the Governments’ effort and 
commitment to provide equal access to education for all children in Tanzania, 
discrepancy remains between rhetoric and reality. The enrolment of children with 
Special Education Needs (SEN)  as it is for other countries in the world remain 
underrepresented (UNESCO, 2018). While it is

1A child or young person has SEN if he/she has a learning difficulty or disability, which calls for special educational 
provision to be made for him or her. In this paper Special Educational Needs will be used interchangeably with 
the term Disability although they are not necessarily the same. Not every child with disability calls for special 

education provision to be made for him or her.
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estimated that 7.9 percent of Tanzanians are living with a disability (Mnyanyi, 
2014; National Bureau of Statistics, (NBS, 2008), UNICEF (2017) in its education 
fact sheet observed that less than 1 percent of children in pre-primary, primary 
and secondary school have a disability. The available official statistics from the 
Ministry of Education, Science and Technology (MoEST) on the percentage of 
children with disabilities enrolled in primary schools was reported to be very 
low; at the range of only 0.43 percent by 2018 (MoEST, 2018). The situation has 
not changed much to-date (MoEST, 2022). Presently, there is still a large number 
of children with disabilities who are left out of the education system. According 
to the Five Years Education Sector Development Plan (2016/17 –2020/21) an 
estimated 400,000 school-aged children with disabilities live in Tanzania (MoEST, 
2018). Only a total of 49,625 children with disabilities were registered in primary 
schools by 2018 (MoEST, 2019), which is equivalent to only 12.4 percent of all 
school-age children with disabilities who should be registered in primary schools. 
There are some concerns that this may even be an underestimate as children with 
disabilities are still hidden and not declared (Rohwerder, 2020).

Within this context that study was conceived as necessary to explore from the 
parents themselves why to date children with disabilities/SEN are not enrolled in 
school despite the available educational opportunities. A research of this nature 
was thought as important because in Tanzania all children regardless of their 
status have a legal right to access basic education. However, as it was indicated 
before, enrolment of children with special educational needs in Tanzania is still 
very low compared to the total number of children with disability. A situation 
where this segment of the population remains under represented within the 
education system cannot be left to continue. The purpose of this study therefore, 
was to examine the factors that influence parents’ readiness to enrol their children 
with Special Educational Needs into school. 

Literature Review
It is an undeniable fact that parents have a big role to play in the decision 
making process to enroll their children in school. Parents are the ones who make 
the final decision to allow their children to participate in the education system. 
As children grow and develop, parents make adjustments related to the changes 
in their children’s development. One of the major adjustments parents make as 
observed by Dockett, Perry and Kearney (2012) is in response to children starting 
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school. They contend that, when a child leaves the home environment for the first 
time it can be an anxious and emotional time for the whole family. Ferrel (2012) 
also suggests that the way in which the first transitions are handled could have 
a significant impact on the child’s capacity to cope with change in the short and 
long term. Parents are the first educators of their children and they continue to 
influence their children’s learning and development during the school years and 
long afterwards (Jennings & Bosch, 2011). 

In Tanzania, parental engagement in the transition process to start schooling for their 
children with SEN has not received much attention in terms of research (Thompson, 
2017). There are however few studies that have implicitly been reported around 
this subject mainly focusing on access to and factors that influence provision of 
education to school age children with disabilities and SEN in Tanzania (Cosmas, 
2018; Mapunda et.al 2017; Kesho Trust 2013; Stone-MacDonald, 2012; Mbwilo, 
Smide & Aarts 2010). All these studies have established that Tanzania has made 
great progress towards achieving its primary education targets and supporting 
students with disabilities. However, challenges remain which continue to keep 
these children outside the education mainstream. One of these challenges is lack 
of common understanding and collaboration between parents and teachers on 
who does what, how and why. 

Although, Tanzania has already set a national inclusive education strategy to 
enable children with disabilities and SEN to enjoy their right to education (MoEST, 
2018), realization of this strategy is still very far. A study conducted by a team of 
researchers (Mapunda et al 2017) to assess if there is a functioning school-based 
system of assessment for identification and intervention programmes for children 
with special educational needs revealed that there were no special educational 
needs policy implementation frameworks necessary to enforce the provision of 
special educational needs in regular schools. Communication between schools and 
families of children with special educational needs was also very poor. 

The gap between the intended policy outcome and what is actually implemented 
has also been cited by Mbunda (2017) and Said (2017) in their studies to 
assess the implementation of inclusive education in Tanzania’s primary schools in 
Ruvuma Region and Morogoro Municipality respectively. Mbunda (2017), raised 
concern about insufficient teaching and learning materials to facilitate education 
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provision for children with SEN while Said ( 2017), indicated that enrolment rate 
for children with disabilities was still very low because of several institutional 
factors. These included lack of preparedness for teaching children with SEN as 
well as inadequate materials and good infrastructure to make inclusive education 
realistic.

It important to note that the findings reported herein are not unique to Tanzania. 
Odongo (2018) in Kenya reported on the same issues. In particular parental 
participation remains low especially in the rural areas due to stigma, poverty 
and lack of useful knowledge. Children with disabilities are often stigmatized and 
viewed as unable to learn and so are rarely encouraged to go to school.
This study was guided by ecological systems theory developed by Bronfenbrenner 
(1979).

The ecological systems theory provides a theoretical model about direct and 
indirect influences on children’s learning through five concurrent surrounding 
sub-systems. It recognises the role played by the environment in which a child 
operates. That, children whether with or without disability are affected not only 
by structures closest to the child (microsystems) but also on how these structures 
interact and relate (meso-systems) and by the surrounding world (macro-systems). 
In the context of this study it implied that children’s transition to school is not only 
dependent or influenced by the nature of disability of the child but also on parents, 
schools, peers and their relationships as well as on the socio-economic and cultural 
context within which the child lives. The theory was considered practical for this 
study because it gives emphasis on the interrelationships of the sub-systems and 
that if one system fails to work together, it will have negative effects on the other 
subsystems. 

Further, this study was also informed by the Child Friendly School-(CFS) Model 
UNICEF (2012). According to this model enrolment to school for children with SEN 
is defined by three interlinked dimensions: a) ready children; b) ready schools; and 
c) ready families/parents. The model assumes that when parents are prepared 
and willing to send their children with SEN to school and the schools are prepared 
for them, children with SEN are more likely to enrol in school on time and stay until 
they complete primary school. 
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Therefore this study is anchored in a combination of ideas from the ecological 
theory and CFS Model and modified to form the following model.

Figure 1: 
Diagram representing the Theoretical and Conceptual Framework modified from 
Child Friendly School-(CFS) Model developed by UNICEF (2012).

Materials and methods 
This study employed qualitative research approach. Within the qualitative 
approach the study adopted embedded case study design. According to Yin 
(2003) an embedded case study is a case study containing more than one sub-
unit of analysis. It is appropriate for descriptive studies, where the goal is to 
describe the features, context, and process of a phenomenon. In Tanzania, same 
as in other countries children with SEN who are integrated in regular schools 
are classified in several categories mainly autism, physical, visual, hearing, and 
intellectual (development delay) impairment). The inclusive schools where these 
children are integrated formed the subunits of the singe context. This means also 
that the parents of these respective categories of children formed the subunits 
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of the single group of parents. The study was conducted in Kinondoni district in 
Dar es Salaam Region and Kibondo district in Kigoma Region. The selection of 
Dar es Salaam was based on the fact that Dar es Salaam was the first region 
in the country to practice inclusive education and is urban based. It was also 
reported to have registered more children with disability than any other region 
in the country (President’s Office Regional Administration and Local Government, 
2018). Kigoma Region was also considered appropriate for this study since it was 
located at the peripheral and is rural based. According to the Tanzania Disability 
Monograph (URT, 2019) more children with disabilities who never attend school, 
come from the rural areas like Kibondo largely because of lack of awareness 
among parents. Besides, the Education Sector Performance Report for Tanzania 
Mainland by MoEST (2019) shows that at primary school level, Kigoma Region 
had the least Gross Enrolment Ratio (GER) in the country (89. 6%) which suggests 
that there are still large numbers of out-of-school children. 

Twenty six parents were selected through snowballing and convenient sampling 
and these were subjected to semi structured interviews. The parents were divided 
into two categories: parents with children with SEN in inclusive schools and other 
category of parents who have decided to keep their children with SEN at home 
(not sent to school). Parents with children in school had adequate information 
relevant to the topic under study. The other set of parents with children but still 
at home gave insights into why they decided to keep their children at home and 
what they thought ought to be done to enable such children to start schooling. 
With the assistance of village authorities and teachers the researcher managed 
to visit the respective parents and conducted face to face interviews with the 
parents until when the saturation point was reached. 

Information collected through interviews were recorded and later on transcribed. 
The transcripts were read over carefully to get a sense of the data’s totality and 
to establish categories as per research questions. The categories were examined 
to form main themes which guided the analysis and discussion of findings. 

Results

The profile of parents with children with disabilities/SEN. 
An examination of parents who had children with disabilities and SEN shows 
that they were not homogeneous. Rather, they were heterogeneous in terms of 
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age, sex, educational level and economic status. In the first place all parents who 
participated in this study were biological parents and were all adults by legal 
and social definition. This means that they were all above 18 years which is the 
legal definition in Tanzania. Socially they were all married, had children and had 
social responsibilities related to these children and community at large. In terms 
of occupation, some parents were government employees (teachers and nurses), 
while others were self-employed (petty business) and others were small-scale 
farmers especially in Kibondo district. Although disability is sometimes associated 
with poverty, it was not evident that only parents from poor families had children 
with disabilities. Some children were just born with disability regardless of the 
socio-economic status of the parents. Information obtained from parents revealed 
that some children were born well and it wasn’t very easy to know that the new 
born child would finally be in the situation he/she was currently in. Others were 
involved in some accidents of one form or another. As for children with intellectual 
impairment and autism for example, parents narrated that they slowly noticed 
that the growth and development of their children was not normal. The exact 
causes especially for autism remains unknown. Since this was not the focus of the 
study the researcher did not push this aspect far. What is true is that all parents 
regardless of their socio-economic status or educational level did not choose to 
have children with disabilities .
It was interesting to note that majority of parents who came forward for interviews 
were women-mothers (18 women and 8 men). Even through observation, it was 
noted that its mothers who were taking trouble to escort their children with 
disabilities to school. Only in few occasions like in Kinondoni District, children were 
taken to school using public transport or hired motorcycles and bicycles driven 
by men. There wasn’t any specific reason for this but it appears the mothers have 
accepted this as their role. This is not surprising because traditionally, the actual 
day-to-day tasks related to the child’s care are not men’s priority. Although, it was 
very tiresome and time consuming the mothers did not complain. They felt that men 
(father and husband) were not capable of providing adequate care for the child 
with a disability or that they (mothers) are simply more qualified for this important 
task. The following interview extract explains this:

I am a teacher by profession. I have a child with intellectual 
impairment. She was born normal like any other child and I 
did not know that she had any defect. But slowly at the 
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age of 6 months she stopped growing up as other children. 
She stopped increasing in weight as similar to other children 
of her age. Almost everything became stagnant. She was 
delayed to sit down and walk. She started walking at the 
age of three. She was frequently being attacked with high 
fever and convulsions. It wasn’t easy at all. Sometimes she 
would cry the whole night. We went to seek for medical 
advice in several places. Finally we were informed that our 
daughter had some problems within her brain and won’t 
grow normal. Of course this wasn’t good news at all for 
a parent especially for a mother. You think of so many 
things and ask yourself so many questions without straight 
forward answers. My husband is self-employed. His work 
is equally demanding. It involves travelling. We had to sit 
down, discuss and agree. After a long discussion, debate 
and consultation I decided as a mother to sacrifice my job. I 
wanted to spend more time with my child.

Factors influencing parents’ readiness to enrol children with SEN into 

school
The study revealed several factors which affect parents’ readiness to enrol 
children with SEN into school. These factors are presented and analysed in the 
following section.

The main factor deduced from the analysis of findings was Parents’ Lack of 
motivation and inspiration which was largely psychological and personal to the 
parents themselves. Some of these parents were staying very close to inclusive 
schools but were not motivated to send their children with SEN to school. The 
only thing they were mainly concerned with was insecurity and the future of their 
children in the event that they die. When one of the parents who was staying very 
close to an inclusive school was asked as to why they have not sent her child to 
school, she had this to say:

Sending this child to school is not something one can be 
excited and proud of. After all what will she learn? And 
what will be next? The doors for a bright future are already 
closed. My daughter will be stigmatized and traumatized 
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by other children in school. She will not be associated with 
anyone in class. That is why I have just accepted this situation 
and kept my daughter in doors.

Such parents had low self-esteem and lost hope over their children. They didn’t 
believe that they were able to learn in a normal classroom setting and in the same 
way as other children. They looked sad and desperate. 
Within the same context, one parent did not even want to talk about her child 
because of what happened. The child was born healthy but at the age of five 
years they got involved in a bad bus accident which led the into the child’s loss 
of the right arm and brain injury. According to this parent the original dream and 
hope to go to school was cut short by that accident. 

Subsequent analysis of the findings also revealed that lack of inspiration and 
motivation to send children with SEN to school was fuelled by lack of moral support 
and encouragement from the immediate social environment, close relatives and 
even community members as a whole. While parents accepted having children 
with disabilities as a will of God some family and community members viewed 
it differently. According to the parents very few people and even close family 
members had the understanding that children with disabilities were human beings 
like others and did not choose to be the way they were. In an interview session, 
parents voiced their concern about the ridicule and mockery they were getting 
from close relatives who felt that sending a child with disability was a waste of 
time and resources. Some didn’t believe that a child with intellectual impairment 
for example could learn anything useful to lead an independent life in future. 
They erroneously associated disability with evil. This feeling of bad luck was 
strongly felt by mothers who were blamed to give birth to such children as can be 
seen from this interview extract which was emotionally shared: 

My in-laws despise me to say I have brought bad luck hence 
a source of sorrow and agony disappointment in the family. 
I remember one day my sister in law came to visit us and 
found me busy with putting things together for my child with 
SEN to start school like other children without disability. She 
mocked me and say I was wasting my time and the little 
money we had in the family to send such child to school. My 
child has cerebral palsy and her development has been slow 
and problematic. She was born normal and with love and 
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affection we brought our baby girl home. However, at about 
three or four months, we realized that her development was 
very different from that of the other children. Her muscular 
development was very tight on one side, and quite loose 
on the other side. She started walking very late the age of 
four and presently she cannot walk firmly by herself. During 
early years, she frequently experienced convulsions. The 
Doctors informed us that this was a lifelong situation and 
we just have to accept and stay with it positively. My sister 
in law asked me very provoking and upsetting questions. As 
a mother I was very much hurt and traumatized. 

Apart from lack of inspiration and the desire to send children with learning 
disabilities to school, some parents were also unwilling to enrol their children with 
disabilities because of lack of self-knowledge and awareness about the cause of 
disability in children as well as available opportunities. . They did not know that 
given support and proper intervention, such children would learn even if it would 
be at a slow pace. They also held false beliefs and myths about disability. In one 
family they had two children with albinism and the parents felt it was really bad 
luck to have such children. The parents felt that their identity and even respect 
they had within the society has changed. The father had this to say:

We feel embarrassed because of the existence of these 
children in the family. We have accepted this as a will of 
God but we ask ourselves what we have done to God to 
have such children within the family. Personally, I don’t see 
any reason why we should spend time to prepare these 
children to go to school. Wherever I go people point fingers 
on me. We are psychologically alienated
Again, as it was narrated by the mother, the blame for giving 
birth to children with albinism was heavily placed over her 
shoulders. However, there is no scientific empirical support 
for the notion that mothers cause their children’s albinism. 
It was learned from these parents especially mothers were 
even scared to have additional children thinking they might 
get another child with the similar problem.
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The researcher asked the parents if they were aware of the existence resources 
and services for their children to access educational opportunities. Majority of 
parents (15 out of 26) said that they were aware of the existence of inclusive 
schools but not the resources and support services offered by those schools. 
Four parents who have kept their children at home said they were not aware of 
anything. Even those who were aware of the presence of inclusive schools they 
could not tell exactly how this was working out. They were pessimistic and did not 
believe for example that children with intellectual disability or extreme autism 
could learn anything tangible. 

It was indeed a pity that parents did not know that autism for example, was 
just a condition and not something to hide. Research has shown that with early 
intervention and continued therapies, a child with autism can lead an independent, 
productive, and happy life. As affirmed by Olley (2005), some of them can be 
very successful in school and develop to their full potential. The teacher who 
is specialized in autism in one of the inclusive schools in Kinondoni district for 
example confirmed that early intervention yields big benefits. In that school they 
had five children with autism in different stages. Those who reported early had 
shown great improvement.

When Ally came here he was unable to talk, socialize and 
stay attentive. He was solely alone all the time at the corner 
of the class. He did not want to interact with other children 
even during break time. I decided to keep an eye and give 
him individualized personal support. Now he can talk a few 
words. 

The nature and severity of the child’ disability was pointed out by parents as 
another reason why they failed to comply with government call and directive to 
send children with disabilities to school. During field research for example the 
researcher met two parents with children who had profound multiple disabilities. 
The first parent had a son with half of the body (right hand side) paralyzed and 
was unable to move and talk well. The second one had a child who was dragging 
his bottoms to move around within the family compound and it was very difficult 
for such children to move out of the homestead to school. 

Much as I am very thankful to the government to provide 
special schools for our children with disability, I am currently 
at crossroad given the nature of disability for my child. 
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While for example normal children can simply walk on their 
feet to school, children with physical disability like mine 
cannot do so. He needs a wheel chair and someone to assist 
to move the child around. The wheel cannot easily afford 
this. 

Apart from these two parents, the researcher also met another parent who 
appeared for an interview with the child who was about 13 years old but he 
had tied him with ropes around his feet and arms to prohibit him from movement. 
This child had severe autism and was also intellectually impaired. The parent 
explained that her child had persistent challenges in social interaction, speech 
and even nonverbal communication. He was destructive and at times he used to 
hurt himself as if he had no feelings. Apart from all this, he was hyperactive and 
could not stay focused in one area. Sadly, the parent (father) explained that 
much as the family would have wished to send his child to school, the nature and 
complexity of the child’s disability has made it impossible. At home the child has 
to be watched and stay closely with someone. Sometimes the child is locked inside 
for some hours to allow parents to go to the fields for cultivation especially during 
raining season.

Long process of getting a child with disability registered in the school system 
was mentioned as another stumbling block for parents to send their children with 
SEN to school. The parents informed the researcher that the process begins with 
medical assessment and diagnosis. Before a child is accepted at an inclusive 
school he/she has to be assessed by a medical practitioner to get a confirmation 
certificate of the child’s type of disability and if there was any medical attention /
treatment needed. Medical doctors also determine if a child is eligible for special 
education support and services. Technically, this is an important requirement and 
step not advisable to skip. Teachers need to be well informed and advised by 
medical practitioners accordingly. Some of the parents who participated in this 
study considered this requirement as cumbersome, unnecessarily bureaucratic as 
well as time-consuming especially if parents are not staying close to the district 
government hospital or any other government hospital where they can easily and 
freely access the doctors. In rural remote areas of Kibondo district for example, 
this step was not very practical because the district hospital is not accessible to 
distant communities. Therefore, parents just take their children with disabilities to 
school for the teachers themselves to carry out initial assessment and identification. 
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Some teachers were very understanding and accepted the children without the 
medical certificate especially where they felt the disability wasn’t’ very complex. 
Otherwise parents were advised to go and seek for the medical confirmation. 
In an interview with parents it was clear that for the some parents the morale 
to enrol their children was low and they were doing this because they had been 
told by local leaders to do so. Being told to go back for medical diagnosis and 
certification was more or less like a permit to go back home forever. For educated 
parents who were aware of the importance of education and who wanted their 
children with disabilities to learn something the situation was different. They were 
willing to take their children for the medical diagnosis and certification before 
taking them to school for registration. 

Apart from severity of the child’s disability, parents also mentioned distance from 
home to school and lack of transport to enable all children make the journey 
each morning to school and the classroom as another challenge. Children with 
disabilities unlike those who are normal cannot be left to commute to school from 
home on their own. Unfortunately, not every primary school was an inclusive 
school. As pointed out Kibondo district had only 3 inclusive schools to cater for the 
whole district. Certainly not every child in need was staying in the neighbourhood. 
The only one school which has been converted into a boarding school had no 
capacity to absorb all children with SEN in the district because of lack of facilities 
and adequate specialized staff Even for Kinondoni not all primary schools were 
inclusive. At times parents had to board public or private transport to take their 
children with disabilities to school and bare the task of waiting for them within 
the school environment until when lessons were over. According to the parents, this 
was very time demanding and had financial implications. It also entailed having 
some money to pay for the fare of the child and the person who is assisting or 
escorting the child to school. Further to that, the parents also raised their concern 
that the time to be spent waiting for the children would have been have been 
used for other family commitments. For working parents the situation was even 
more complicated because they had to go to work hence hire someone to perform 
this task. The parents were worried that sometimes such logistics acted as barriers 
and discouragement for parents’ to send their children with SEN to start schooling. 
This has also been observed in the current National Inclusive Strategy (URT 
2022) that without customised support those with certain disabilities may find it 
extremely difficult to attend school even where ordinarily distance is considered 
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reasonable. An interview extract from a parent in Kinondoni who had a girl child 
with intellectual impairment confirms this:

There is no way my child can move alone from home to 
school. I have to assist her or someone else in the family. 
Worse still we will have to wait for her until they finish 
classes. Otherwise, going home and coming back would 
be very expensive. For how long will we be able to carry 
on this task? But I have other children as well who needs 
my attention. To be frank, this is not sustainable. So I have 
given up and decided to keep my child at home. 

According to the findings from this study, sometimes parents were discouraged to 
send their children with disabilities to school because of unwelcome and friendly 
school environment. A school with welcome, safe and friendly environment for 
children with SEN is characterized by appropriate physical facilities which 
encompass the school buildings and all its contents including physical structures, 
infrastructure, furniture, well managed classrooms, school-based health supports 
and a comfortable and tailored indoor classroom environment. It should be noted 
that majority of regular schools which accommodate children with disabilities 
were not established for that purpose. Initially, they were all day schools except 
the one in Kibondo which had boarding facilities. The schools in Kinondoni district 
were located in urban centers and majority of them along major roads. There was 
a lot of heavy traffic moving by and making it difficult for some children with SEN 
to cross the road.

The nature of the classrooms was of two kinds those that were accommodating 
all kind of students (inclusive classrooms). The other kinds of classrooms were set 
aside only for those students with special educational needs. These classrooms 
were however in the same compound as other classroom within the schools and 
during break time all students engaged in the same social activities inclusively. The 
classrooms had the infrastructure adjusted to cater for the needs of the students 
with disabilities. These adjustments included creating gentle slopes instead of stairs 
for smooth mobility, covering corridors with shades. However these adjustments 
were limited to ease mobility. Inside the classrooms, boarding rooms, dining rooms 
and toilets there were no adjustments and the students had to manage like other 
students but difficulties.
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It was noted through observation that, the classrooms set separately to cater for 
children with SEN were not categorized depending on the nature of the child’s 
disability. Therefore all children with SEN were learning in that same classroom 
environment. The teachers voiced their concern that in such a universally inclusive 
classroom, it was challenging for them to provide individualised personal support 
for the children with SEN. For the case of children with autism, as observed by 
Woronko & Killoran (2011) no two children are alike. There is much variation with 
respect to sensory responsiveness. Some have mild and moderate autism while 
others are in extreme and severe condition. Interestingly, even those in severe 
condition some of them could be having above average intellectual capacity 
(World Health Organisation, 2010). Some are non-verbal while others are verbal 
and can speak selective words, others are sensitive to noise, certain type of food 
and others to visual stimuli and scent. Teachers in this regard, need to acquit 
themselves to the child’s specific sensory needs. As we shall see in the next section 
this wasn’t easy and practical given the scarcity of special education teachers in 
that area and the real situation in majority the classroom be it special or inclusive.
It was also noted that some schools visited (almost all in Kibondo) were not fenced 
and there were no gate keepers to ensure that children are safely in doors. In 
one school for example, a child with autism was found missing from the school 
environment because he went back home. Fortunately, the home wasn’t far from 
the school but anything could have happened on the way since the child could 
not communicate socially to express himself since the child could not communicate 
socially or express himself. 

Inadequate number of specialised human resource was among the findings 
observed by the researcher. Majority of the inclusive schools which were visited 
each had two special education teachers expected to handle all children 
regardless of their specific educational need and regardless of the teacher’s 
area of specialization within the broad range of learning difficulties among 
children. A visit to one school which was earmarked to handle children with autism, 
the researcher found that even other children with disabilities were brought there 
because of proximity to where they were staying. The situation was almost the 
same in majority of the schools visited especially in Kibondo district. The placement 
of teachers did not consider their specific areas of specialization. So long one has 
undergone training in special education, the assumption was that he/she could 
handle any type of disability. In another school in Kinondoni, there were only two 
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trained teachers to handle 40 children with SEN. Therefore, as observed by URT, 
2004 in Kenya children with special needs are taken to school and left in the care 
of teachers who are overwhelmed by the large number of children in the classes. 
Consequently, they do not pay much attention (even if they wish) to the specific 
educational needs of each individual child. 

Discussion
This study has established several issues worth discussing. These issues can be 
grouped into two main parts namely internal and external factors. The first part is 
composed of internal factors which are those personal to the parents themselves. 
These are mainly psychological in nature. They included parents’ lack of motivation 
and inspiration as well as lack of self-knowledge and awareness about the cause 
of disability and opportunities ahead. As observed by Odongo (2018) in a study 
conducted in Kenya about barriers to parents/family participation in the education 
of a child with disabilities, parents actually go through a cycle of shock and grief 
for the unknown future of their children with disabilities. This in turn affected their 
morale to enrol their children especially those with severe and profound disability 
in school. The narrations from the parents are not unique and surprising. In India 
Limaye (2016) observed that one of the factors that influence the accessibility 
of education for children with disabilities includes parents’ self- perception and 
declined motivation once the diagnosis of disability for their children is confirmed. 
Regardless of this, it was also evident from this that parents themselves as well 
as their children with SEN were not homogeneous. The differences in parents 
‘characteristics in terms of educational level, awareness and knowledge about 
disability as well as the type of disability of their children and the activities they 
were  engaged in to earn their living also influenced their readiness to allow 
their children with SEN to start to start schooling. The findings also demonstrate 
that all parents regardless of their socio-economic status or educational level 
did not choose to have children with disabilities. What was true and common to 
all parents was that much as they were hurt to have a child with disability in the 
family, majority parents accepted and took this positively as a will of God.

The second category of factors are external which point to the fact that lack 
of parents’ readiness to send their children to school is influenced by multiple 
factors majority of which are beyond their own personal control. These are mainly 
circumstantial and institutional-based. They include factors as societal attitudes 
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and perception about disability, severity of the disability, long process of 
getting the child with SEN accepted in school, distance from home to school, and 
unwelcome school environment. Much as parents would wish to see their children 
starting school as other children of their age, this wish is sometimes cut short 
by lack of support from the immediate social environment. Mothers of children 
with disabilities in particular experience more psychological and physical issues 
on day-to day basis than other mothers of normal children. Caring for a child 
with disability has a deep impact on the mother’s social relationships as well 
as on the overall economy of the family. While these mothers were desperate 
and exhausted with taking care of the children with disabilities, they remained 
committed with affection and love to their children. Although it may be argued that 
the findings are culturally limited, they seem to accord with research from other 
parts of the world. In a research carried out in To describe across three different 
cultures-Irish, Taiwanese and Jordanian of the Western world McConkey et.al 
(2008) for example, indicate that the misconception about bad lucky for having a 
child with disability in the family is also reinforced by actors deeply rooted in the 
normative values about women as mothers caring agents who consequently have 
to bear the work-load of caring for the child.

Again, this study has demonstrated that although, the parents have the final say 
to send their children with SEN to school, their power to decide is sometimes 
curtailed by the severity of the child’s disability as well as the long process of 
getting their children with SEN accepted within the system. Even if getting medical 
confirmation is necessary to inform both parents and teachers on how well to 
handle the children especially those in need of medication, alternative ways could 
be sought out to cut down the process and make it user friendly. Finally, while 
no one denies the fact that children with SEN have the same rights as everyone 
else in society and all teachers were expected to teach children with special 
educational needs (SEN) in their normal classrooms, this was not a simple and 
trouble free operation. The Salamanca statement and Framework for example, 
states that all children regardless of their disability should learn together in 
ordinary schools. However, this entails availability of facilities and adequate and 
specialized human resource to make it possible. Indeed in a developing country 
context like Tanzania as also evidenced in Kenya the limited number of resources 
and facilities make the Salamanca Statement and Framework for Action to remain 
a distant goal to achieve. This is confirmed by Woronko & Killoran (2011) who 
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affirmed that no two children with autism are alike. There is much variation with 
respect to sensory responsiveness. Some have mild and moderate autism while 
others are in extreme and severe condition. Interestingly, even those in severe 
condition some of them could be having above average intellectual capacity 
(World Health Organisation, (WHO, 2010). Some are non-verbal while others 
are verbal and can speak selective words, others are sensitive to noise, certain 
type of food and others to visual stimuli and scent. Teachers in this regard, need 
to acquit themselves to the child’s specific sensory needs. In a situation where 
special education teachers are not readily available and parents do not have 
self-knowledge about this condition, more such children are therefore likely to 
remain at home without access to education. This has also been observed in the 
current National Inclusive Strategy (URT 2022) that without customised support 
those with certain disabilities may find it extremely difficult to attend school. 

Overall, this study indicates that enrolling a child with SEN is not an easy and 
straight forward process. Time had to be devoted to fit in the educational and 
other logistical needs of the child. While parents may be blamed for not being 
ready and willing to enrol their children with disabilities and SEN in school, several 
challenges have also been observed some of which end up into parents to send 
their children to school. This means also that not every child with SEN had an 
opportunity to be sent to school even if parents wished to do so. Lack of support 
from the immediate social environment and even the long process of getting a 
child with SEN needs accepted and registered in school had its own implications 
let alone the severity of the child’s disability as well as the location and distance 
from home to the inclusive school. 

Based on the discussion of findings and conclusions it can be seen that, there is 
generally a need for special education officials, teachers and medical practitioners 
to sensitize and raise awareness among the parents and community at large 
about disability and the available educational opportunities for of children 
with SEN. Given the fact that disability is a natural part of human diversity that 
must be respected and supported in all its forms, there is need for a shared 
commitment between the government on one part and parents and communities 
on the other part in ensuring that children with SEN also access quality primary 
education near their families. Continued effort should also be made even by the 
communities and other educational stakeholders to assist children with SEN with 
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the necessary learning materials, devices and equipment. Although this study has 
shown that early diagnosis and identification was not a common practice in all 
schools in Tanzania, there is need for the government to institute within its health 
and education policies and practices the diagnosis and early identification of 
disability and learning abnormalities among pre-primary children. The sooner 
learning disabilities are diagnosed and treated; the more likely children will be 
able to reach their potentials. 

Finally, this study is based on a small number of participants. Therefore, it does 
not permit generalization of the findings. However, the number was adequate to 
give a clear picture on why we still have children with SEN not enrolled into school. 
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Abstract
This study presents evidence from the primary school teachers’ pedagogical practices 
in the inclusion of pupils with moderate deafblindness. It also explains the factors 
hindering pupils’ participation in learning. A qualitative approach with multiple case 
study design was adopted. Purposive sampling was used to select forty participants 
from four inclusive primary schools in Tanzania. Data were generated using semi-
structured interviews, non-participatory classroom observations, focus group 
discussions (FGDs) and document reviews. Thematic analysis was used to identify, 
analyse, and record themes and sub-themes from the data generated.  Findings 
indicate that lesson plans had long been homogenized, the teaching and learning 
approaches were not disability-sensitive and teaching and learning materials were 
also inadequate and inaccessible. Additionally, while the classroom environment 
was inaccessible for pupils with deaf-blindness, the assessment strategies were 
homogenized for all. The findings further show that the teaching practices and 
learning environment were exclusionary without considering the pupil’s unique 
learning needs. Among other things, the paper recommends that there is a need to 
restructure teachers’ pedagogical practices to accommodate the diversity needs of 
learners in order to ensure equitable access to quality education and participation 
of all pupils. 

Keywords: Inclusive education, pedagogical practices, deafblindness
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Introduction 
An exclusionary practice in schools has been a great challenge to the successful 
implementation of the inclusive education model in many countries around the 
world. The practical conditions of inclusive education in many countries differ 
widely, between and even within schools (Haug, 2017). The Global Education 
Monitoring (GEM) report indicated that exclusionary practices are prevailing 
with an unequal distribution of education opportunities and barriers to quality 
education for many learners (UNESCO, 2020). Other studies further indicate that 
one in five children, adolescents and youth were entirely excluded from education 
due to stigma, stereotypes and discrimination practices (Kisanga 2019; Sánchez, 
Haro-Rodríguez and Martínez 2019; Asoh 2018). Inclusion calls for education 
systems to transform policies, legislations, regulations, education delivery, culture, 
processes, structures, infrastructure, practices and human resources to accommodate 
all learners into learning together wherever possible, regardless of any difficulties 
or differences they may have (UNESCO, 2020, 2017). The Universal declaration 
of human rights, promulgated by the UN in 1948, reaffirmed education as an 
inalienable right of everyone, which should underpin the 21st century education 
sys tems (Armstrong 2014; Ainscrow, Dyson and Weiner, 2013). 

Moreover, inclusive practices bring about respect for people and an increased 
sense of working collaboratively among school staff, reducing the gap and 
stigmatisation between regular and special education teachers in inclusive settings 
(Adedoyin and Okere 2017; Rees 2017; Nketsia 2016).  It has been found that 
non-disability peers also benefit by learning various special skills from pupils with 
disabilities, such as Braille skills, sign language and understanding other peoples’ 
needs (Maciver et al., 2018; Adedoyin and Okere, 2017). Similarly, Selvaraj 
(2016) supports that educating all pupils within inclusive settings expresses an 
important ethical and moral commitment. Different studies show that inclusive 
teaching can influence classroom instructional practices to take into account the 
learning needs of all pupils on how to organise learning experiences, assess 
learning outcomes, employ teaching methods, communicate classroom instructions, 
arrange the learning settings and use teaching and learning materials (Mag et 
al., 2017; Onditi and Opini 2016; Mitchell 2015; NCERT 2014). In that regard, 
the learning environment should be heterogeneous. This requires teachers, to 
understand that individual differences are not a ‘problem’ to be fixed, but rather 
an opportunity to enrich learning (Florian and Black-Hawkins, 2011). 
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Studies have also shown that teaching pupils with deafblindness largely depends 
on the teachers’ expertise and ability in adapting materials, classroom environment 
and learning facilities (Jaiswal et al., 2018; Duquette 2012; Kirk, et al., 2011). 
Likewise, Savage and Erten (2015) observe that pupils with special needs 
require considerable modifications of instructional time, criteria or conditions of 
assessment, methods of teaching and the use of multi-level instruction to involve 
all learners actively in the learning process. Similarly, Parker et al. (2009) and 
Riggio and McLetchie (2008) suggested that teaching pupils with deaf-blindness 
requires the use of multiple sensory and integrated child-centred approaches to 
develop their self-esteem, as well as teaching strategies adapted to meet their 
need. Recognising the need for inclusive education, various countries have made 
deliberate regulatory and strategic initiatives to ensure inclusivity.

In Tanzania, Education for All (EFA) has been a mantra at the core of Tanzania’s 
education policy since the dawn of its independence in the early 1960s. In 1994, 
the Government of Tanzania ratified the Salamanca Statement and Framework 
for Action on Special Needs Education, and in 2004 the National Disability Policy 
was developed and the Convention on the Rights of Persons with Disability and 
its Optional Protocol was endorsed in 2009. Through these regulatory landmarks, 
the Government of Tanzania committed to adopting an inclusive education policy 
to support a mandatory approach at all levels of education to ensure equitable 
access to quality education (MoEST, 2021). 

For effective implementation of inclusive education (IE), the Tanzania Government 
through the Ministry of Education, Science and Technology (MoEST), in 
collaboration with the President’s Office-Regional Administration and Local 
Government (PO-RALG) endorsed the National Strategy for Inclusive Education 
(2021/22-2025/26) developed jointly with stakeholders to reduce the systemic 
and structural barriers that obstruct certain groups of Tanzanians from enjoying  
their rights to equal access to quality education, full participation, learning, and 
completion of education at all levels (MoEST, 2021). The overarching goal of 
the National Strategy on Inclusive Education (NSIE) ensures that in all levels of 
education, all learners learn together wherever possible, regardless of any 
difficulties or differences they may encounter. Notably, the implementation of IE 
is mainly hampered by a lack of teachers’ knowledge and skills in adapting the 
relevant curriculum pedagogy that addresses a wide range of learning needs 
(Kapinga, 2015).  
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The training of special education teachers in Tanzania at certificate and Diploma 
levels is only offered at Patandi Teachers’ College of Special Education, where 
special education teachers for teaching children with visual, intellectual and 
hearing impairments are prepared; however, children with deaf-blindness are 
not catered for in the programmes offered at this College (Kapinga 2015; 
Tungaraza 2014). Similarly, Possi (2006) reports that the curriculum programmes 
at Patandi Teachers’ College developed by the Tanzania Institute of Education 
(TIE), do not include a well-tailored course on deaf-blindness (MoEVT, 2012). 
Ironically, the National Disability Policy calls for regular teachers to provide a 
friendly learning environment for pupils with disabilities including deaf-blindness 
in inclusive settings (URT, 2004). The National Strategy for Inclusive Education 
(NSIE, 2020) calls for the adoption of inclusive values and principles in schools 
and applying them into real practice at all levels, in all programmes and in every 
classroom. However, regular teachers are not adequately trained to acquire the 
principles, approaches and practices required for effective instructional practices 
in inclusive education contexts (MoEVT, 2012). While teachers may be unaware 
of the multiple modes of implementing IE aligned with the Universal design for 
learning (UDL), the Education Training Policy (ETP) of 2014 remains silent on what 
‘inclusion’ means and how it should be put into practice. 

Despite the domestication of the international policies and legislations on IE in 
Tanzania, knowledge on implementation of IE in the classroom context is still 
limited (Kisanga 2017; Possi and Milinga 2017; Cosmas 2016). Thus, the need 
to explore the primary school teachers’ pedagogical practices and how this may 
be an impediment to inclusive education, particularly for pupils with moderate 
deafblindness in Tanzania. To do so, the study had the following questions: 
1) Do primary school teachers employ practices of inclusiveness to promote 
access to education and participation in learning of all pupils including those 
with deafblindness? 2) What are the pedagogical barriers facing teachers in 
promoting the participation in learning of pupils with deafblindness? Answering 
these questions is vital because it contributes to the scholarship on inclusive 
education in developing countries that has hitherto been limited. It also informs 
educational practitioners  and policymakers, on the need to review and restructure 
the teachers’ education and special education curricula, especially at primary 
school level to incorporate IE principles, theories and approaches that will provide 
teachers with the pedagogical knowledge and skills for effectively implementing 
IE. 
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Literature Review
The study is informed by the Social Model of Disability (SMD) propounded by 
Oliver Mike (1981). The social model theorists believe that disability is socially 
constructed and characterized by unequal opportunities for participation 
(Anastasiou and Kauffman, 2013). The model acknowledges barriers to 
participation, whose institutions reside in the environment, rather than in an 
individual, but could be prevented, reduced or eliminated (UNESCO, 2020). The 
social model seeks to restructure laws, policies, and practices in the education 
system in response to individual differences to ensure full participation and non-
discrimination (UNESCO, 2019). Proponents of the SMD state that disability exists 
because of exclusionary practices such as inaccessible environment, inappropriate 
teaching and learning approaches, absence of reasonable curriculum adaptation 
and insufficient resources (Levitt 2017; Rees 2017). This implies that disability is 
a result of  society’s failure to minimise or eliminate exclusionary practices that 
impede the full participation of pupils with disability (Shanimon and Rateesh, 
2014). This model requires teachers to embrace diversity through making 
reasonable curriculum and environment adaptations to maximise the full potential 
of all children (Alasim 2018; Armstrong 2014). In this regard, the model considers 
holistic supportive and conducive environment for better learning. 

This model was considered in the present study because it usefully explains issues 
associated with the instructional practices and learning environment in IE classrooms 
in Tanzania primary schools. The Salamanca Statement on IE, of which Tanzania 
subscribed schools to differentiate the curriculum to cater for the diverse needs, 
abilities and interests of pupils (UNESCO, 1994). However, smooth application 
of the model may sometimes be difficult. For instance, while the model advocates 
for ‘inclusion’ and adaptation of ‘reasonable’ curriculum, this may be difficult to 
design. The yardstick for ‘reasonable’ is complex to measure. For instance, how 
reasonable should the curriculum be, when the criteria for assessments are not 
clearly stated in the model? Despite the limitations, the Social Disability Model is 
deemed relevant in this study because it enables us to understand the pedagogical 
practices of primary school teachers’ and how this may impede inclusion of pupils 
with moderate deafblindness.

A comprehensive review of literature shows that the inclusion of pupils with special 
education needs (SENs) has a major impact on teachers, in terms of having to adapt 
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classroom practices that cater for the diverse needs of all learners (Hartmann 
and Weismer 2016;  Maciver et al., 2018; Perez, et al., 2017; Selvaraj, 2016). 
The study on the inclusion of deafblind young people in mainstream schools in 
the United Kingdom, Kamenopoulou (2012) found  that teachers had limited 
understanding of the communication needs of deafblind pupils that impacted 
classroom practices.  Further study by Dalton et al. (2012), investigated on the 
implementation of IE, revealed teachers lacked knowledge and skills to apply 
UDL to minimise barriers to learning in a single classroom, such as adapting the 
curriculum, using multi-sensory approaches and learning materials and various 
strategies that would enable learners to carry out tasks with different levels of 
support.

Similarly, Asoh (2018) conducted a study in Cameroon to explore public primary 
school teachers’ knowledge of assessment strategies used in inclusive classrooms. 
Findings indicated that teachers assessed all their pupils in the same way without 
making essential curriculum modifications for children with special education needs. 
The study concluded that teachers lacked the knowledge and skills needed for 
assessing children with special needs in inclusive classrooms. Furthermore, Wanjiku 
(2014) in Kenya reported that teachers tended to distance themselves to teach 
pupils with disabilities due to teachers’ lack of confidence and skills. 

In Spain, Sánchez et al. (2019) conducted a study on the barriers to student 
learning and participation in an inclusive school, findings indicated that teachers’ 
had limited training in the educational needs of pupils with disabilities in 
general classrooms, their inability to adapt the curriculum to meet their needs, 
inadequate resources, and limited application of multi-level teaching strategies. 
Previous studies conducted in developed countries may not help us understand 
the dynamics of inclusivenes in less developed countries such as Tanzania. Studies 
done elsewhere cannot accurately represent contextual barriers that prevent 
teachers to enhance learning and paticipation for pupils with deafblindness in 
inclusive classrooms. 

A few studies have been done in developed countries on the inclusion of pupils with 
deaf-blindness (Dammeyer and Ask-Larsen 2016; Herbster 2015; Jaiswal et al., 
2018; Wolsey 2017). However, these studies are not relevant to Tanzania due to 
differences in socio-cultural, economic and educational contexts, even though they 



189

have yielded valuable insights. More so, previous studies focused on secondary 
and higher education levels. Studies conducted in Tanzania concentrated on the 
general challenges facing the implementation of IE, focusing on students with 
intellectual, visual or hearing impairments (Cosmas 2016;  Kisanga 2017; Kisanga 
and Richards 2018; Magige 2017; Ntiruka 2016).  They fail to enlist particularly 
pedagogical practices in the inclusion of pupils with moderate deafblindness, 
which according to Herbster, (2015) and Wolsey (2017), empirical evidence is 
limited and scattered.  

Methods and Materials
The study was guided by the constructivist philosophical paradigm in a qualitative 
lens and it adopted a multiple-embedded case study design to address the 
problem in question. This approach was chosen due to the assumption that primary 
school teachers can adopt and apply multiple instructional practices pertinent 
to the inclusion of pupils with deafblindness. The qualitative research approach 
enabled delving into the personal experiences of different teachers to explore 
more on the application of pedagogical practices enabling or hindering the 
access and or participation of pupils with deafblindness.

The study was conducted in Tanzania, involved three districts, namely: Ilemela 
and Nyamagana, in Mwanza city, and Ilala in Dar es Salaam. The districts were 
purposefully selected because of their high rates of enrolment of pupils with 
deafblindness compared to other districts in the country (MoEST, 2016). The 
concern for similar characteristics was to generate detailed and rich information 
for a comprehensive understanding of the studied phenomenon.  Four public 
inclusive primary schools were selected purposefully on the basis of enrolling 
pupils with deafblindness. 

Data were collected from 40 participants who were purposefully selected from 
the study regions. Eight (8) special and eight (8) regular education teachers, four 
(4) heads of schools and four (4) academic teachers were purposefully selected 
to participate in the study by virtue of their responsibilities. These included:  
identifying the unique learning needs of pupils with deafblindness, designing 
lesson plans, arranging classrooms, developing teaching and learning materials/
learning activities, providing assistive devices and teaching and learning materials. 
They were also mandated to ensure that education policies are put into practice in 
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schools. Their selection was; thus, based on the fact that they are key implementers 
of successful inclusion in education. Eight (8) pupils with moderate deafblindness 
and eight (8) non-disability pupils participated in the study because we wanted 
to get views on inclusion in the learning process.

Data collection methods 
To generate data, semi-structured interviews, non-participatory observations, 
focus group discussions and documentary reviews were used. Thirty two (32) semi-
structured interviews were conducted with heads of schools, academic teachers, 
regular education teachers, special education teachers, pupils with deafblindness 
and their peers. Interview guides with a list of open-ended questions focused 
on examining teachers’ pedagogical practices in the inclusion of pupils with 
moderate deafblindness and factors that impede participation in learning. Each 
interview was held at staff offices for duration of 40-60 minutes, depending on 
the nature of the required information. The interviews were conducted in Kiswahili, 
Tanzania’s national language and medium of instruction in public primary schools. 
The observation assessed the actual teachers’ instructional practices in the inclusion 
of pupils with moderate deafblindness in order to gain depth understanding of 
whether or not the teachers attended to the diverse learning needs in the classroom 
environment. Thus, pedagogical methods used, teaching and learning materials, 
learning activities and assessment strategies employed during the teaching and 
learning process were observed.  Observation facilitated assessing whether or 
not the classroom practices and learning environment were in line with inclusive 
practices and approaches. Observations were conducted for 40 minutes of the 
teaching subject period. The researchers used an observation protocol (Creswell, 
2014) that explicitly outlined the lines of inquiry. 

The lessons were video-recorded and an explanation was provided for the 
participants to appreciate the need for recording. The researcher was aware 
that her presence in the classroom and recording could be problematic to the 
‘normalcy’ and naturalness, of the data to be generated, which could affect the 
authenticity of the findings and conclusion. To avoid this, persistent observations 
were used to uncover actual classroom practices and post-observation video 
stimulated interviews to ensure trustworthiness of the findings. Post-observation 
video-stimulated interview (PVI) was done soon after the classroom observations 
to verify and clarify observed instructional practices. 
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Data analysis procedures
Data were analysed using thematic analysis by applying the six steps proposed 
by Braun and Clarke (2013), namely: familiarization, coding, searching for 
themes, reviewing themes, defining and naming themes and writing up. In the 
end, themes were developed from patterns of the data sources through iterative 
inductive and deductive approaches. Coding procedures were done to identify 
themes from words, phrases, sentences and paragraphs that represent or 
symbolize issues relating to experiences of the participants. A thematic analysis 
allowed cross-case analysis and comparison of data from different case studies 
as advised by Yin (2014) and Creswell (2014).  Cross-case analysis was also 
done to broaden the understanding of primary school teachers’ pedagogical 
practices toward the inclusion of pupils with moderate deafblindness and 
impeding factors to ensure participation in learning in inclusive classrooms. Yin 
(2014) acknowledges that cross-case analysis aims at seeking to understand the 
applicability or transferability of the findings from one qualitative study to other 
similar studies.  This stage involved the analysis of the similarities and differences 
in the participants’ classroom practices and different sources of data in line with 
the aim of the study. 

Results 
Based on the evidence established through data, four key themes were developed 
from the teachers’ pedagogical practices regarding the inclusion of pupils with 
moderate deafblindness in Tanzanian primary schools contexts. These are: 
homogenized lesson plans and inclusive education; inappropriate teaching and 
learning approaches; scarcity and inappropriate teaching and learning materials; 
inaccessible assessment strategies and inaccessible environment.

Homogenized lesson plans and inclusive education
Analysis of teachers’ lesson plans indicated that most teachers did not make a 
reasonable decision in adapting the instructional time for completion of learning 
tasks, teaching and learning materials, teaching and learning activities, teaching 
and learning methods, lesson’s objectives, content to be taught and the assessment 
strategies to cater for the diverse needs of learners present in the classroom. 
Teachers who were unable to develop inclusive lesson plans were more likely to 
plan lessons without considering the individual pupil’s learning needs. Hence, the 
actual teaching and learning process inhibited some pupils’ active participation. 
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It showed that pupils’ individual needs were not considered when planning the 
lesson, resulting in the exclusion of those with moderate deafblindness.
Through interviews with the teachers, the study revealed a lack of understanding 
of how to design and develop inclusive lesson plans, as expressed by a regular 
education teacher from school C: 

Yes! I prepare a lesson plan in a general way without 
modifying it at any stage of the teaching and learning 
process. I don’t have knowledge to consider diverse needs 
in the lesson plan. It is impossible to consider every pupil’s 
needs in the lesson plan because we have large classes. I 
frequently use the same plan for teaching methods, learning 
activities, materials and assessments for all the pupils in my 
class (Regular, education teacher, school C). 

Similar situations were expressed by another special education teacher that: 
I prepare a lesson plan in the same way as we were trained 
at the teacher education college. I do not know how to 
prepare a lesson plan that considers individual learning 
needs, but most of the time I teach without having a lesson 
plan because I have so many periods per week. I usually use 
the same lesson plan without changing the teaching method, 
materials and learning activities (Special education teacher, 
school B).

These revelations about homogenizing lesson plans imply that the teachers consider 
all pupils as being similar, even when there are some children with moderate 
deafblindness.  This could impede children with deaf-blindness from effectively 
participating in the class since, from the initial planning, their needs have not been 
taken into consideration.

Teaching and learning approaches: implication for pupils’ participation 
Observations indicated that teaching was dominated teacher-centred techniques, 
while pupils especially those with moderate deafblindness, remained passive. 
Only a few teachers employed the child-guided approach to foster inquiry and 
active engagement in learning. 
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Interviews with teachers showed that teaching was dominated by lecture methods 
that hindered the pupils’ creativity, critical thinking, classroom interaction, 
communication and collaboration. The participatory approach was rarely used. 
The study also showed through group discussions, that there was no interpreter 
to help pupils communicate and there was no preparation made to encourage 
them to learn collaboratively. Additionally, other pupils were not trained on how 
to study with pupils with moderate deafblindness. These pupils without disabilities 
were not trained on how to speak and use multiple means of communication with 
pupils with moderate deafblindness. Table: 1 illustrates the dominant teaching 
and learning approaches used to facilitate learning for pupils with moderate 
deafblindness.
Table 01: Dominant Teaching and Learning Approaches in the Inclusion of Pupils     

with Deafblindness 
SN Type of Teaching and learning 

approaches

Popularity

1 Child-guided approach Twelve observed teachers out of sixteen used teacher-
centred approaches. Lecture method, question and 
answer methods, as well as chalk and board method 
were the dominant methods 

2 Individualized Education Plan (IEP) None of the observed teachers considered IEP

3 Peer-assisted learning Only six of sixteen teachers encouraged peer-learning, 
while the remaining did not

4 Collaborative teaching or plans Most observed teachers worked independently. There 
was no co-teaching of special and regular education 
teachers 

5 Tactile learning Two teachers out of sixteen encouraged tactile learning 
during instruction while fourteen did not

6 Multi-sensory approach six teachers out of sixteen used multiple senses to learn 
but the  rest  did not 

7 Differentiates methods/ materials /instructions None of the teachers differentiated methods, teaching 
and learning materials and learning activities

8 Adapts assessment or learning activities Classroom assessment and learning activities were 
adapted by none of the teachers 

9 Activities-based approach Eleven teachers out of sixteen used rote learning and 
memorization of facts, while five employed activity-
based approach

Source: Researcher Field Data, 2020
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The findings in table 1 indicate that teachers predominantly used teaching 
approaches that limit independent learning. They did not demonstrate pedagogical 
knowledge that implements the inclusive education policy. It was further indicated 
that no teacher made use of the required instructional practices.  Some of the 
teachers expressed that they lacked knowledge and skills to employ this method, 
while others had various excuses as stated below by one of the participants:

Our teaching is dominated by teacher-centred approaches 
due to large numbers of pupils in the classrooms. It is also 
not easy to employ participatory approaches due to the 
limited time indicated in the school timetable. Usually, I use 
the lecture, questions and answers method. Rarely do I use 
classroom discussions and participation among pupils due 
to the large number of pupils (Regular education teacher, 
school C). 

This was reiterated by one regular teacher, saying: 
I often use the lecture method to save time because the time 
allocated in the school timetable is not enough to focus 
on an individual pupil’s needs. When you use the learner-
centred approach, you will not complete the syllabus in the 
prescribed time. Mostly, I ask questions during my teaching 
because the class is large; it exceeds the teacher-pupil ratio 
(Special education teacher, school A). 

Similarly, other regular teachers concurred as one of the special education 
teachers admitted that: 

I don’t use the learner-centred teaching methods frequently 
because the learning environment does not encourage their 
use. Also, classes are overcrowded. I use mostly questions 
and answers when teaching the class, which is simple to 
manage (Special education teacher, school, D).

The excerpts above indicate that the teacher-centred techniques were dominant 
due to the large numbers of pupils per stream/class. The teachers thus applied 
approaches that were convenient regardless of suitability to divergent learning 
needs among the pupils. 
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Inadequate and inappropriate teaching and learning materials
Analysis of the lesson plans revealed that most teachers were unable to state the 
instructional materials which would support pupils with moderate deaf-blindness 
to use multiple senses to learn. A few teachers used tactile pictures, raised maps 
and diagrams and concrete materials that would help pupils. Through interviews, 
special education teachers said that they knew how to adapt teaching and 
learning materials to meet the wide range of needs of pupils with moderate 
deaf-blindness. However, during classroom observation, it was discovered that 
there was a mismatch between teachers’ knowledge of adapting the teaching 
and learning materials and their actual practice. It was noted that few teachers 
were aware of the importance of adapting teaching and learning materials, 
however, during teaching process did have accessible learning materials for 
all pupils something which exclude them to participate effectively in learning. 
It was observed majority of teachers lacked real objects, tactile pictures or 
raised diagrams to enhance pupils with deafblindness to learn effectively. For 
instance, inadequate and inappropriate teaching and learning materials were 
also acknowledged by regular education teachers participating in the FGDs, as 
one of them expressed that: 

It is obvious that our moderate deaf-blind pupils do not 
have enough braille machines and papers, hearing aids, 
reading stands, magnifiers, styluses, A4 interlining frames, 
glasses and special computers. Therefore, they depend on 
their non-disabled peers to support them in their learning 
(Regular education teacher, school, A).

Another regular education teacher elaborated that: 
We encounter a serious problem of shortage of special 
materials, which means that we cannot give our pupils with 
deaf-blind disabilities appropriate support. In fact, a lack 
of materials prevents us from using the learner-centred 
approaches (Regular education teacher, school, C).

The above quotes indicate that pupils with moderate deafblindness are 
experiencing an acute shortage of education equipment and assistive devices for 
effective learning, which makes them to be over-dependent on their peers.
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Inaccessible classroom environment for pupils with deafblindness
Observations indicated that the majority of the teachers did not re-arrange the 
classroom to allow free and safe mobility of pupils with moderate deafblindness. 
It was observed that classes were in rows, with the pupils seated facing in front 
of the class, which hindered the teachers’ movements around the classroom to 
provide individualized support. It was also observed that the classes with pupils 
with deafblindness were overcrowded and arranged improperly in such a way 
that the diverse needs of pupils with special needs were not appropriately 
considered. During observations, it was noted that an inclusive environment in 
schools did not exist.  Ramps and rails on the school infrastructure were observed 
missing, affecting the movement of pupils with deafblindness. This could discourage 
pupils with impairments from attending school and not acquiring education, which 
further widens exclusion. 

It was also observed that some pupils with moderate deafblindness sat at the 
back of the classroom and the furniture that had sharp edges was not arranged 
properly; thus, limiting pupils’ mobility. In affirmation, during interviews, one 
teacher expressed how difficult it was to arrange furniture: 

It is very difficult to arrange the classroom with a large 
number of pupils and a lot of desks, because the space is 
not enough as you can see. There are even broken desks kept 
at the back of the classroom (Special education teacher, 
school, C).

This condition as was observed and confirmed is not safe and conducive for the 
learning of pupils with disabilities. Inaccessible learning environment is partly 
attributed to lack of school safety guideline and limited teachers’ knowledge and 
skills in adapting learning environment that caters for the diverse of all pupils. 
Unsafe learning environment limits their physical interaction with other pupils in 
the learning process. More so, shelves on which to keep assistive devices were not 
available, nor electricity to enable pupils to use optimal lighting and technological 
assistive devices.  In all the studied schools, there were steep steps to the classroom 
entrance, making it difficult for pupils with disabilities. 

Inaccessible assessment strategies: are all pupils the same?
Analysis of the lesson plans showed that the teachers in inclusive classrooms did 
not assess pupils’ learning activities in an individualized manner, particularly for 
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those pupils with moderate deafblindness, as indicated in Table 2. They only filled 
in the evaluation section with a general comment by using either percentages or 
words, such as ‘most pupils understood the lesson’, ‘80% of pupils understood the 
lesson’. One teacher from school D reported that he could more often provide 
the same learning activities without any changes to meet the school requirements 
due to limited time. He also added that all pupils were assessed in the same way. 
Classroom observation revealed that all teachers used standardized tests and 
examinations which could not consider the diverse needs of pupils with moderate 
deaf-blindness. Teachers did not give them more time to answer the questions. 

During classroom observations, primary school teachers did not adapt assessment 
instructions or criteria such as extending the time for completion of learning 
activities or providing alternative tests or examinations. Teachers did not also 
use multiple tools for assessment and designing individualized learning activities 
to meet the diverse needs of all pupils in the inclusive classrooms. It was further 
indicated that the majority of primary school teachers, used paper-and-pencil 
tests rather than oral tests, and did not provide additional time during the 
learning process for pupils with moderate deafblindness. Findings from classroom 
observations revealed that teachers assessed the learning activities of pupils with 
moderate deafblindness without modifying the assessment criteria. For example, 
they did not give them extra time to complete their work, or use an alternative 
form of assessment so as to take their pace of learning into account. It was evident 
that both special and regular education teachers lacked knowledge and skills to 
adapt assessment to accommodate the diverse learning needs of all pupils. 

Table 02:  Assessment Strategies for Pupils Performance 
SN  Assessment Typology’s Strategy Status

1 Provision of more time for completion of 
learning activities 

All sixteen observed teachers did not provide extended 
time for completion of learning tasks or to answer 
questions 

2 Use of  multiple tools of assessment Nine observed teachers out of sixteen used questions 
and answers, two employed group discussions and five 
used assignment 

3 Adapting assessment criteria or instruction No observed teacher adjusted assessment instruction or 
criteria 

4 Reducing number of questions No teacher reduced the number of questions 

5 Designing individual learning activities No observed teacher modified learning activities to cater 
for diverse needs 

Source: Researcher Field Data, 2020
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The findings indicated that the majority of primary school teachers used paper-
and-pencil tests rather than oral tests, and did not provide additional time for pupils 
with moderate deaf-blindness during the learning process. During interviews with 
heads of teachers, it was reported that teachers lacked pedagogical knowledge 
to employ strategies that were more inclusive but they understood that their 
assessment strategies of pupils with moderate deaf blindness were exclusive.

Discussion
This paper examined teachers’ pedagogical practices in teaching pupils with 
moderate deafblindness in order to highlight factors that impede inclusion. The 
findings showed that most teachers use homogenized lesson plans, inappropriate 
teaching and learning methods, inadequate teaching and learning materials, 
inaccessible assessment and inaccessible physical environment. The aforementioned 
aspects impede effective learning of pupils with moderate deafblindness because 
they do not take into account their diverse learning needs.  The teachers’ practices 
in teaching pupils with moderate deafblindness were also exclusionary because 
it did not consider the diversity among the pupils. The following discussion will 
focus on the teachers’ pedagogical practices and its implications for pupils’ 
participation in learning. This is because the teachers’ pedagogical practices are 
critical regardless of the environment or other impediments.

Findings indicated that most primary school teachers lacked appropriate 
theoretical and practical knowledge and skills to design inclusive lessons, 
adapt the curriculum in terms of objectives, content, learning activities, learning 
materials, assessment and learning environment to cater for diverse learners’ 
needs.  The findings are in line with Asoh (2018) in Cameroon, Mulinge (2016) 
in Kenya, Chireshe (2013) in Zimbabwe, Dalton et al. (2012) in South Africa 
who reported that majority of trained teachers lack knowledge and skills for 
handling learners with SENs in inclusive classrooms. Kisanga and Richards (2018) 
in Tanzania reported that teachers had inadequate knowledge and skills for 
implementing IE. Likewise, they did not modify the curriculum or use IEPs to meet 
the educational needs of pupils with disabilities. They developed schemes of work 
and lesson plans without considering pupils’ differences and they failed to use 
participatory teaching and learning strategies. This is contrary to the Tanzania 
National Strategy for IE of (2021-2025/26), which requires the education system 
to respond to the diverse needs of learners through differentiation of curriculum, 
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in order to eliminate barriers in access and participation in learning processes 
(MoEST, 2021). The Tanzania National strategy for IE is in line with the call by 
UNESCO for nations to restructure the education system with supportive legal and 
institutional initiatives in response to individual differences in order to enhance 
full participation and non-discrimination (UNESCO, 2019). Most barriers can be 
deconstructed to ensure the inclusion of all pupils.

The revelations from various countries of Tanzania, Cameroon, Kenya, Zimbabwe 
and South Africa as indicated above, do not resonate with the Social Model of 
Disability which calls for developing a reasonable curriculum that draws out the 
participation of all children in learning  (Anastasiou and Kauffman, 2013).  The 
teachers’ testimonials show that their practices were not mindful of the pupils 
with deafblindness. Teachers’ practices was ascribed with limited IE content 
and approaches that incorporated in tthe teachers’ education curricular and 
deafblindness course was not catered for (Possi, 2006).Shanimon and Rateesh 
(2014) argues that the essence of the Social Model of Disability is to discourage 
exclusionary practices which impede the full participation of pupils with a 
disability. The principles of the universal design for learning in inclusive education 
is to address a wide range of learning needs in a single classroom through 
differentiating curriculum (Dalton et al., 2012). Failure to do so implies that the 
teachers’ practices discourage the full participation of pupils with disability. 

Exclusionary practices as demonstrated by this study’s findings are not an alien 
challenge in most countries even in developed countries. For instance, in Spain, 
Sánchez et al.  (2019) reported that teachers had limited training in the educational 
needs of pupils with disabilities in general classrooms. In their study, Sánchez et al. 
(2019) further reveal that teacher lacked the ability to adapt the curriculum to 
meet pupils’ needs, and had limited application of multi-level teaching strategies. 
Similarly, Hersh (2013) conducted a qualitative study in six developed countries 
and reported that people who are deafblind face communication, attitudinal and 
infrastructural barriers, and receive inadequate support. Hersh further reported 
that such barriers resulted in isolation, depression, lack of self-confidence, self-
esteem and security, inability to function independently and withdrawing from 
social activities. This is the social construct of disability in the learning environment 
which Anastasiou and Kauffman, (2013) cautions us about. Arm et al. (2016), in 
Jordan found that the barriers to inclusion were teachers’ lack of knowledge and 
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insufficient among other factors.  Such learning environments as stipulated deny 
pupils equal opportunities to participate because they are not conducive for them 
as the social model of disability propagates (Anastasiou and Kauffman, 2013).
A conducive learning environment facilitates teachers teaching practices. Similar 
to the present study findings, in a previous study in Tanzania, the learning 
environment was found not conducive and teachers had no alternative to ensure 
inclusive education (Kisanga (2017).  Other scholars have also reported that a 
large number of pupils limited the teachers’ use of a pupil-centred approach 
to provide one-to-one support and individualized activities; manage pupils’ 
behaviour and classroom interaction (Magige, 2017; Ntiruka, 2016). In addition, 
studies also revealed that group discussions were used in the learning process, but 
the teachers found it difficult to design and organize appropriate collaborative 
learning activities in groups to manage time and get pupils with moderate 
deafblindness engaged in the discussion. This is however not in congruence with the 
social model of disability which promotes the need for appropriate instructional 
support to accommodate the diverse needs of learning; enhancing access and 
participation of quality education to all pupils in classroom activities (Alasim, 
2018). Therefore, by applying approaches that are not supportive of pupils with 
moderate deaf blindness, teachers are doing a disservice to these pupils and 
their capacity to learn may be thwarted.

The findings of the present study confirm those of Kisanga and Richards (2018), 
Mwakyeja (2013), Tungaraza (2012) and Kita and Tilya (2010) who found out 
that primary school teachers in Tanzania used lectures, question and answer 
methods, as well as the chalk and board method, which hindered pupils from 
constructing knowledge, learning independently and developing critical thinking 
and functional skills for solving real life problems. According to Nketsia (2016), 
memorization and rote learning result in pupils’ lack of engagement, and make 
learners to assume a passive role. In this regard, pupils with deaf-blindness 
when excluded from participation in learning may in extreme cases drop out of 
school, if not, academic performance is lowered and their confidence and self-
esteem reduced. As Pritchard (2014) adds, this not only reduces the self-esteem 
and self-confidence of learners but also affects classroom interaction; ignores 
cooperative learning and self-acceptance, consequently affecting the learners’ 
academic gains and progress. This retaliation of excluded pupils further confirms 
that disability is socially constructed as espoused in the social disability model 
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(Anastasiou and Kauffman, 2013). However, the exclusion observed in the present 
study and others is neither attributed to stigmatisation nor stereotyping, which the 
social disability model notes (Kisanga, 2019; Sánchez, et al., 2019; Asoh, 2018). 
The present study findings also concur with those of other scholars who reported 
that teachers sometimes use inappropriate materials in the learning environment 
that impede inclusion (Mulinge, 2016; Eunice, et al., 2015; Chireshe, 2013). 
Notably, this sounds like a disservice to pupils with special learning needs. 
Wanjiku (2014) added that teachers’ use of inappropriate teaching and learning 
materials negatively inhibited the pupils’ multi-sensory learning, critical thinking 
and development of interests on learning.

The findings from the present study have concurred with the evidence in other 
studies that teachers lack pedagogical knowledge and skills to adapt assessment 
to address diverse needs (Sanchez, et al., 2019; Kisanga, 2019; Asoh, 2018). 
Similarly, Kitta and Tilya (2010) opined that the assessment process in most 
teaching environments is geared toward passing examinations and not assessing 
pupils’ competence. Studies have also established that pupils with deafblindness 
need to be assessed based on authentic performance-based approaches, which 
encourage teachers to use multiple tools of assessment, as well as, assessing pupils 
with diverse needs (Kirl et al., 2011; Riggio and McLetchie, 2008). Therefore, 
the lack of an assessment strategy for pupils with moderate deafblindness also 
resonates with homogenized lesson plans, and inadequacies in the teaching 
approaches and materials. This, in turn, violates the principles of IE because pupils 
with moderate deafblindness are eventually excluded.
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Abstract 
Using content analysis techniques, this case study analysed three adult education 
programmes in the light of post-colonial education theorisation, in order to 
determine how best adult education programmes can be designed and implemented. 
The study assessed how adult education programmes are designed in terms of 
the five principles of glocalisation, empowerment, participation, holisticness and 
flexibility. The findings reveal that there are about 19 key elements to consider when 
designing adult education programmes in the context of post-colonial education. 
The findings further reveal that the analysed programmes have most the elements of 
post-colonial education, although there is still room for improvement especially with 
considerations for more inclusion of indigenous knowledge and technologies; more 
oral and practical elements within curricula; and use of local traditional experts; 
but at the same time integrate global issues in the curricula. The study recommends 
on benchmarking programme designs with principles of adult education; on the 
need to review adult education programmes from time to time, in order to align the 
programmes with principles; and on the need to use the principles analysed in the 
study to trigger more thinking on post-colonial education, and on adult education. 

Keywords: adult education, post-colonial education, Tanzania



209

Introduction
European countries conquered Africa for colonisation, and in achieving the goal, 
they introduced an education system that would develop a skilled worker to work 
in the production line; and yet have some financial means to acquire goods from the 
coloniser’s markets. Adult education was among the first casualties of colonisation. 
Adults were taught to read and write (not to farm better or become better parents); 
and then they were employed as soldiers, interpreters, court messengers, white-
men’s cooks, and catechists. Mino and Heto (2020) have revealed the strategy 
used to spread Christianity in West Africa that the missionaries provided the 
converts with formal education–a Western-style education with predetermined 
curricula activities in a classroom setting. The focus of formal education was the 
acquisition of reading and writing abilities, instead of technical and vocational 
skills. We note the beginning of the departure from holistic education to isolated 
teaching of literacy skills, i.e., reading and writing abilities. 

Decolonising education was one of the initial measures taken in Tanzania, within 
the first decade of independence, through the policy of Education for Self-
Reliance (ESR). ESR was an initiative to forego the colonial mentality in education. 
According to Nyerere (1968) a colonial mentality manifests through at least 
four major ways: elitism, alienation, bookish knowledge, and white-collar skills 
mentality. The colonial adult education had most the features of colonial education. 
It was divorced from the community; elitist, and compartmentalized. In most cases, 
adult education was mainly literacy programmes for adults who would get wage 
employment after graduation. Within the post-colonial setting, adult education 
was redefined as learning about anything at all that helps us to understand the 
environment we are living in and the manner in which we can use the environment in 
order to improve ourselves (Nyerere, 1971). The role of adult education became 
to liberate people from the shackles of ignorance, diseases and poverty. It also 
become a tool for building a strong socialist nation (Kassam, 1994). In order to 
achieve this, campaigns were launched to involve the populace in adult education 
through mass education. Two important milestones need to be recognized: the 
first was the adult education year of 1970. Nyerere named the year 1970 as 
year of adult education so that a message should reach everyone about what 
adult education is and why it is important for everyone to be involved in. In his 
new year eve speech adult education issues were communicated eloquently. The 
second issue is the launch of the adult literacy campaign that extended from 1971 
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to 1981. The campaign period was ‘the period of adult education revolution’ 
(Bhalalusesa, 2020). 

Despite the campaign slogans that were chanted from time to time, including ‘To 
plan is to choose’ (1969); ‘The choice is yours’ (1970) and ‘Man is Health’ (1973) 
(Bhalalusesa, 2020), some primers on specific economic activities according to the 
country zones, and some demonstration farms in some places, to a large extent 
adult education remained teaching of isolated skills on adult literacy (Mushi, 
2010); and this was the major focus in the adult literacy campaign (1971-1981). 
In other words, adult education continued to have some colonial mentality of 
teaching literacy instead of educating adults on issues connected to improving lives 
in the communities, in a holistic manner. Essentially, achieving literacy competence 
does not equate to adult education. 

As from early 1990s, having made commitment to the 1990 Jomtien Conference 
Framework for Action, and having realised that adult literacy classes were fading 
out (Bhalalusesa, 2020), a programme approach to planning adult education was 
adopted instead of the campaign approach. Two adult education programmes 
were developed; namely, Complementary Basic Education in Tanzania (COBET) 
(1993) and Integrated Community-Based Adult Education (ICBAE) (1993). While 
COBET was a return-to-formal-education route, ICBAE was for adults to learn 
integrated skills needed in respective communities with a view to improving 
livelihood. In 2013, a new adult basic education programme was developed, 
namely, Integrated Post-Primary Education (IPPE). It was meant to train the out-
of-school on prevocational and life skills together within a secondary education 
curriculum. A programme review conducted by UNICEF (2015) revealed that 
the programme was overloaded, and that it could be improved by removing 
the secondary education segment from the programme. The same review also 
concluded that IPPE could not accommodate many out-of-school adolescents 
who never enrolled or dropped out of school before completing their primary 
education. Following the observation that IPPE had some entry qualifications that 
some out-of-school did not have, it was important to have another programme 
that would accommodate such learners. The Integrated Programme for Out-of-
School Adolescents (IPOSA) was developed and was officially launched in 2019, 
with a set of literacy, prevocational, entrepreneurial and life skills. 
Regarding the recommendation to remove the secondary education part from 
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IPPE, the response was to review the programme, and come up with a New IPPE 
curriculum, that did not include the secondary education subjects. The academic 
part would still be availed to the out-of-school through the Alternative Secondary 
Education Pathway (ASEP) offered by the Institute of Adult Education. Hence, in 
2022, a new version of IPPE was developed, that consists of the fundamental 
skills, compulsory skills and prevocational skills. The new IPPE is both short courses 
of 3-6 months and long courses that take a period of 12 months.

This new wave of adult education programme designing has had a focus 
on community needs and integration of skills that would make it possible to 
livelihood improvement and self-employment. There has not been much written 
to document on how adult education programmes could be designed in the 
context of African post-colonial socio-economic realities. Most African countries 
have been independent for over 60 years, and ideally their education systems 
ought to be free from colonial hang-overs. Yet, experience shows most African 
education systems have tended to remain Eurocentric, continuing to train people 
for formal employment, a system that has not worked in the mostly informal sector 
economies. This study analysed three adult education programmes in the light 
of post-colonial education theorisation; in order to determine how best adult 
education programmes can be designed and implemented. The study was guided 
by the following five questions:

i) How are the programmes grounded on the ‘glocalisation’ principle?

ii) How are the programme goals aligned with ideals of empowerment?

iii) How holistic are the programmes?

iv) How is community participation embedded in the programmes?

v) How flexible are the programmes?

Literature Review 
The basis for the post-colonial education movement is freeing education systems 
from a belief that Western culture (including education system) is better than any 
other, and that it should be adopted across the world (Rao, 2020); assumingly for 
the purpose of bringing about civilisation to the world. The post-colonial education 
literature points to several important issues that are essentially on decolonising 
education. Mazrui (2003) discussed decolonisation more widely as decolonisation 
of modernity; and went on to offer three strategies that could be adopted: 
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domestication of modernity, diversification of the cultural content of modernity, and 
counter-penetration to western civilisation. Whether we indigenise, domesticate or 
diversify, the issue is the context from which we foreground our education system. 
We cannot diversify a Eurocentric education system; instead, a more plausible 
position would be to diversify our African-centred education; within the context of 
glocalisation (Roudometof, 2016; Patel & Lynch, 2013). Glocalised learning and 
teaching refers to the curricula consideration and pedagogical framing of local 
and global community connectedness (Patel &Lynch, 2013). Also connected to 
glocalisation is language of instruction in education systems (Wa Thiong’o, 1986). 

Using the Mazrui’s (2003) itemisation, glocalisation can be discussed as an 
approach to dealing with intrusive modernity in education systems, through 
indigenisation, diversification or counter-penetrating the modernity. The first way 
to look at glocalisation is through indigenisation (Essafa, 2021); which is about 
linking modern education with the local needs, in the spirit of bringing the school 
to the community; and the community to the school (Mwanza & Changwe, 2021), 
in a way that education becomes meaningful and applicable to the community. 
This is an attempt to de-alienate the learners. The learners have to find some 
usable substance in the training programme in such a way that the community 
will benefit directly from the training. It is about re-adapting the training within 
the context of the training. For example, a Eurocentric tailoring programme is 
concerned with skills development on Eurocentric way of tailoring in terms of 
teaching methods and fashion. With indigenisation, care is taken to have the 
fashion and the training process conducted within the ethics and the taste of the 
community.

Diversification is another way of discussing glocalisation. At a micro level, it 
means that education is organised in way that it considers the diverse groups in 
the community, in terms of gender, age, religion, economic activities and other 
contextual realities. At macro level, it refers to shared ideals across the globe. 
UNESCO (2021a) would advocate for a global citizenship curriculum in the spirit 
of peace and harmony in a shared territory. Global citizenship presupposes that 
there could be one way of framing education such that the learners would have a 
common understanding of the global issues that make the world a peaceful place 
for all that supports sustainable development. Balancing the micro and macro 
level outlooks would be necessary.
The third way is theorisation of traditional practice. This is what Mazrui (2003) 
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referred to as ‘to counter-penetrate the western civilisation’. It refers to an attempt 
to conduct research and understand the theory behind most traditional indigenous 
knowledge and technologies, so that they become a world knowledge; hence, 
allowing it to feature the education mainstream. Most traditional technologies 
remain at the peripheral not only due to the colonial mindset of Eurocentricity 
but also due to little research committed on it. As result there is less theorisation 
leaving the traditional African knowledge and technologies without profound 
theory; and sending a message that the African practice is based on experience 
not on scientific theories. One way of researching is the use of action research in 
adult education. Adult education programmes could deliberately encourage local 
knowledge and technologies, and then observe and document and use them in 
the context of training. 

The second issue is holisticness of education. Education in pre-colonial Africa was 
not rigidly compartmentalized as is the case in the contemporary system today. 
According to Kaya and Seleti (2013), there has been lack of understanding of the 
holistic nature of African traditional education that has led the radical shift in the 
locus of power and control over learning from children, families, and communities 
to centralised systems of authority. What it means is that the power to educate 
was no longer within the family and the community: it was commissioned to a 
third party, with the third party’s philosophy and modus operandi. Educating 
people became an exclusive job for a few. Another infamous issue is that colonial 
education had a clear separation of theory from practice; and indeed, theory 
was glorified. Nyerere (1967) for example, questioned the role of education in 
developing a country when skills are taught in isolation. Eventually, of recently, 
educators are beginning to talk about universities without walls (European 
Universities Association, 2021), schools without classes (Partridge & Bath, 2019) 
and subjects without grades (McMorran, et al, 2017). These are inherent features 
of non-western education systems.

The third issue that comes out in the post-colonial literature is the liberating role of 
education. Nyerere (1967) advocated for education for liberation as opposed to 
maintaining status quo. One of the worst evils the colonial education brought was 
divorcing the recipients of education from their major roles. The major role of the 
day was to produce in order to survive. Ideally, education should have enabled 
recipients to improve their ways of production and quality of their lives in general. 



214

Instead, colonial education had a goal of training cheap labour, to be employed 
in the colonial industrial system. The ‘educated’ were powerlessly controlled by 
the employers. Otherwise, education is not for training some working machines; it 
is rather for liberation from the chains of ignorance; from socio-political limitations 
that impede making informed decisions; from arrogance emanating from having 
acquired the western education; and from economic dependence. 

The literature also refers to the liberating role as empowerment (UNESCO, 2016) 
as well as active citizenship (UNESCO, 2016). For example, UNESCO (2016) 
advocates for an adult education that “empowers people to actively engage with 
social issues such as poverty, gender, intergenerational solidarity, social mobility, 
justice, equity, exclusion, violence, unemployment, environmental protection and 
climate change; (as well as that which) enables people to lead a decent life, 
in terms of health and well-being, culture, spirituality and in all other ways that 
contribute to personal development and dignity”. According to Eyben (2011), 
empowerment happens when individuals and organised groups are able to 
imagine their world differently and to realize that vision by changing the relations 
of power that have kept them in poverty, restricted their voice and deprived them 
of their autonomy. The position recognises that empowerment happens within the 
poor when they are able to get a new perspective of the world, and start to 
deal with the power that has held them to poverty; kept them voiceless, or kept 
them under dependence. Mollel (2019) concluded that adult literacy was very 
effective in transforming the lives of the Masai in terms of economic, social, cultural 
and political development. Empowerment in this context could be on empowering 
the marginalised in the context of education for active citizenship; economic 
empowerment through skills development for production and income generation 
(Sklias & Chatzimichailidou, 2016); or empowerment by access to modernity such 
as literacy and modern communication skills; or empowerment through acquisition 
of freedom from arrogance emanating from modernity.

The fourth issue is on participation. Colonial education has this characteristic of 
lacking inclusiveness. It is either limited access or discriminatory access according 
to social-class, region, or gender. For example, according to Aboagye (2021) 
throughout the colonial era, northern Ghana trailed behind the south in terms of 
number of schools, total enrolment, and educational attainment of its population; 
and that there were also significant gender gaps in enrolment rates throughout 
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the colonial era such that 35% of boys, and only 12% of girls were enrolled in 
primary school (Akyeampong & Fofack (2014). What is disturbing is the fact 
that these regional differences and gender gaps in access to education have 
persisted until today in most African education systems. It is within this context that 
CONFINTEA VI resolved that ‘There can be no exclusion arising from age, gender, 
ethnicity, migrant status, language, religion, disability, rurality, sexual identity, 
poverty, displacement or imprisonment (UIL, 2010, p. 8). In the context of adult 
education, participation also refers to the role of the learner in the process of 
problem identification, programme designing, learning process and in the choice 
of how and where and at what time they should learn. Colonial adult education 
was a predetermined curriculum for all; mostly the learning of literacy skills (Mino 
& Heto, 2020).

The final issue is flexibility within the curricula. Robert-Joan (2013) considered 
flexibility as a new phenomenon, and associated flexible learning with change of 
student profiles in schools and colleges. However, flexibility as a principle, dates 
back to the traditional education systems. Education was not a fixed curriculum to 
be attained in school. According to Nyerere (1967) education is not something 
which must be done in the classrooms rather, it is a kind of learning from others 
and from past experience including past success or failures. UNESCO (2022) 
makes a very bold statement on how adult education ought to get out of the 
shackles of school: 

Even today, adult education is sometimes still framed as an 
extension of school. For decades, UNESCO has promoted 
approaches that ‘deschool’ adult education, to respect the 
autonomy of adults, their lived experiences and the learning 
that occurs outside formal frameworks. Increasingly viewed 
within the perspective of lifelong learning, ALE today takes 
place in an environment in which adults enjoy countless 
educational opportunities through culture, work, social 
media and the internet, all of which need to be valued and 
better understood (p. 16).

The reviewed literature covers some basic debates on post-colonial education. 
The review has deliberately related the issues of the debates to adult education 
and found out that although the literature is vast in this topic much of it is on formal 
higher education. As such, it remains narrowly known with regard to adherence 
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of adult education programmes to the principles of glocalisation, holisticness, 
participation, empowerment, participation and flexibility; in a manner that such 
programmes will empower the learners and free them from colonial mentalities.

Conceptual Framework
This paper adopts a guiding conceptual framework based on Nyerere’s ideals 
on post-colonial education. Indeed, the ideals apply to education in general 
whether formal or non-formal; or whether education for children or for adults. 
Nyerere’s ideals remain valid and applicable to-date (Mukhungulu, et al, 2017), 
and they summarize most of the post-colonial education issues. With regard to 
adult education, Nyerere’s ideals can be summarized as follows: 

i) Adult education is for liberation and development (principle of empow-
erment)

ii) Adult education is not about teaching literacy skills only (principle of 
holisticness)

iii) Education should not divorce the recipient from their society (principle of 
glocalisation) 

iv) Development, including adult education, is of people and by the people 
(principle of participation)

v) Adult education is not a fixed programme of study taught in a classroom 
(principle of flexibility)

In this study, the five key points are adopted and used to form the five principles 
of post-colonial adult education, as presented in Figure 1.

Figure 1: Principles of Post-Colonial Adult Education
Source: Author 2022 
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Materials and Methods
The study used documentary analysis as the research method. Documentary 
analysis is a systematic procedure for reviewing or evaluating documents 
(Dalglish et al., 2020). Usually, depending on research questions, documentary 
analysis can be used in combination with different types of interviews (Berner-
Rodoreda et al., 2018), observation (Harvey, 2018), and quantitative analyses, 
among other common methods in policy research. However, documentary analysis 
can be used as a standalone method (Dalglish et al., 2020). Three programme 
documents were analysed in the light of post-colonial education theorisation. 
As shown in Table 1, the analysed programmes were the Integrated Community 
Adult Education (ICBAE), the Integrated Programme for Out of School Adolescents 
(IPOSA) and the Integrated Post Primary Education (IPPE).

Table 1: Documents, Sources and Information Sought
Document Source Information 

(1) Tanzania: Integrated 
Community-Based Adult Education 

UNESCO (2021b) Integrated 
approaches to literacy and 
skills development (p.67-74)

Programme objectives, target population, 
content coverage, methodology, 
programme flexibility, community 
engagement, and language of instruction

(2) Mtaala wa Elimu Changamani 
kwa Vijana Walio Nje ya Shule 
(Integrated Programme for Out of 
School Adolescents)

Taasisi ya Elimu ya Watu 
Wazima (2019)

Programme objectives, target population, 
content coverage, methodology, 
programme flexibility, community 
engagement, and language of instruction

(3) Curriculum Framework for 
Integrated Post-Primary Education

Institute of Adult Education 
(2022)

Programme objectives, target population, 
content coverage, methodology, 
programme flexibility, community 
engagement, and language of instruction

Source: Author 2022

The study used content analysis to analyse the content of the programme 
documents. The five principles of post-colonial adult education guided the 
analysis. Analysis sought to gather evidence from the intended curricula in terms 
of objectives, target population, content coverage, methodology, programme 
flexibility, community engagement, and language of instruction; on whether and 
how the post-colonial principles are stipulated in the documents. The principles are 
glocalisation, empowerment, holisticness, participation, and flexibility. Codes were 
provided to highlight the elements of glocalisation, participation, empowerment, 
holisticness and flexibility within the programme documents. For a more systematic 
analysis, these codes (as presented in Table 2) were pre-determined categories, 
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as were adopted from literature. The pre-determined categorisation is opposed 
to the grounded theory that requires categories to emanate from the text. The 
coding decision based on implication of the text, and not on exact words required 
in the respective categories.  Table 2 shows the elements of principles and the 
codes used.

Table 2: Elements of Principles of Post-Colonial Adult Education and their Codes

Principle Codes 

Glocalisation Globalisation (GG)

Indigenisation (GI)

Diversification (GD)

Theorisation of traditional practice (DT)

Language of instruction (GLOI)

Holisticness Integrating theory and practice (HTP)

Integrating the cognitive, psychomotor and affective domains of learning (HID)

Integrating traditional and modern approaches to learning (HTM) 

Empowerment Active citizenship (EAC)

Freedom from colonial mentalities e.g., white collar jobs (EFCM)

Economic independence (EEI)

Participation Diversity (PD)

Inclusiveness (PI)

Community involvement (PCI)

Learner participation (PLP)

Flexibility De-schooling adult education (FD)

Life and work experience (FWE)

Social media and the internet (FSM)

Learner autonomy (FLA)

Source: Author 2022

Results 
This study was conducted with an objective to analyse three adult education 
programmes in Tanzania. The assumption was that a post-colonial adult education 
programme would adhere to the principles of glocalisation, empowerment, 
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holisticness, community participation and programme flexibility. For reference 
purposes, it was assumed that adult education programmes would have 
empowerment as their goal; they would have glocalisation principles as a 
reference point in programme designing; they would be holistic; they would 
involve the community; and they would be flexible. Table 3 summarizes the coded 
features of the three programmes, in terms of programme objectives, target 
population, content, programme flexibility, methodology, community engagement 
and language of instruction. 

Table 3: AE Programmes and Coded Features

ICBAE IPOSA IPPE

Intended Objective To promote equitable 
access to quality basic 
education for acquiring 
literacy, vocational and life 
skills, which help to improve 
livelihoods (EAC, EFCM, EEI, 
EFCM)

To faci l i tate acquis i t ion 
of  self-employability 
skills among out of school 
adolescents (EFCM, EEI)

To address the challenge of 
unemployment through skills 
training (EFCM, EEI) 

Content Coverage Literacy skills, 
Vocational skills &
Life skills (GD, EAC, HID)

Skills for self-employment: 
vocational, entrepreneurial, 
life, and literacy/numeracy 
skills (GD, EAC, HID)

Fundamental skills; Generic 
skills and pre-vocational 
skills (GD, EAC, HID)

Programme Flexibility Approach is flexible, 
learner-centred, and 
adaptable to the needs 
of the learners and the 
communities (GI, GD, FLA, 
PD)

It provides learners with 
flexibility in terms of 
time, course choices, and 
learning spaces (FLA, PD)

Flexible programmes from 
short-term to long-term; 
Choice between fulltime and 
distance learning delivery 
modes (FLA, PD)

Methodology Use of the REFLECT 
(Regenerated Freirean 
Literacy through 
Empowering Community 
Techniques) methodology 
(GI, GD, FLA, PLP)

Learning by doing through 
IPOSA empowerment clubs 
that eventually grow into 
income generating groups 
(HTP, GI, GD, FLA, FD, FWE)

Use of apprenticeship (HTM, 
FD, FWE)

Community 
Engagement 

Use of paid volunteers
Provision of the revolving 
loan fund (PCI)

Integrated within 
government systems for 
sustainability. 
Capital through the start-up 
kit and cash transfers (PCI)

Link to relevant formal and 
informal sectors (PCI)

Language of Instruction Kiswahili (GLOI) Kiswahili (GLOI) Kiswahili for all short 
courses; and Kiswahili and 
English for long term courses 
(GLOI)

Target Population Young people and adults 
(PI)

Adolescents and young 
adults (PI)

Anyone who has at least a 
primary education (PI)

Source: Author 2022
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Discussion 

The Principle of Glocalisation 
The first guiding question was on how the programmes are grounded on 
the glocalisation principle of education. Glocalisation can be discussed as 
indigenisation, diversification and theorisation of indigenous knowledge. The three 
programmes provide for a variety of skills ranging from literacy, pre-vocational, 
life skills and entrepreneurial skills that could have relevance to the community. 
This is most encouraging due to the fact that knowledge becomes of little value 
unless it has a practical value (Metz, 2009). It is until reading and writing ability 
solves problems in the community; it is until pre-vocational skills start solving 
simple hands-on fixing problems; and it is until life and entrepreneurial skills 
begin benefiting the recipients, when the community realises the value of such 
skills. Skills ought to ensure food security, improved health, and better schooling 
of the children; as a result of acquiring adult education. Remarkably, all the three 
programmes use Kiswahili as the language of instruction. Particularly, the IPPE 
programme has deliberately abandoned use of English and allowed Kiswahili for 
all short courses and at the same time diversify language of instruction for the 
long-term programmes. 

Results indicate that there are many other aspects to be addressed by the 
programmes, as far as glocalisation is concerned. While ICBAE encourages needs 
identification and resource mapping within the community, IPOSA and IPPE rely 
mostly on formal, established trades on pre-vocational training, as a reference 
point. There is little in the programmes that can be attributed to inclusion of 
indigenous knowledge. There is also a need to involve the local sages in the 
facilitation process, as much as we attempt to re-discover indigenous knowledges 
and technologies. Essentially, this is the right moment to save the remaining local 
technologies kept in the oral tradition. As far as the oral tradition is concerned, 
assessment has to be more oral and more practical. African principles of 
assessment are more oral and practical. It does not matter how good one writes 
it is about making a convincing argument and demonstrating it that makes one 
knowledgeable. Global issues such as sustainable environment, global citizenship, 
and sustainable development can also be looked at and be integrated in the 
curricula. 
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The Principle of Holisticness
The second question was on how holistic the adult education programmes are. 
Holisticness reveals itself in three ways. The first is integration of theory and 
practice. Indeed, the analysed programmes do not separate practice from 
theory. This is in alignment with the fact that most African cultures do not perceive 
knowledge as something valuable in itself; rather knowledge has value only if it has 
instrumental value (Metz, 2009). According to Mosweunyane (2013) traditional 
African education combined both intellectual and manual labour which made the 
‘teachers’ to impart skills that were put to immediate use. Hence, knowledge and 
information acquired was to enable its recipients to understand the reality of the 
world. Integration of theory and practice is what is referred to by Freire (1970) 
as praxis. Freirean strategy of praxis involves: problem identification; problem 
analysis; creation of a plan of action to address the problem; implementation 
of the plan; analysis and evaluation of the action (Duncan-Andrade & Morrell, 
2008). In this way praxis not only integrates theory and practice but both get 
improved as a result of action research and reflection. 

The second is going beyond the cognitive domain (Bloom et al; 1956). The 
three adult education programmes enable development of skills related to all 
the domains of learning objectives: cognitive, psychomotor and affective. The 
three programmes are designed to enable the adult to acquire vocational, 
entrepreneurial, life and literacy skills; to practice production and income 
generating activities; and to effectively relate with the relevant people in the 
process of production and income generation.

The third is integration of the traditional and modern educational techniques 
and technologies. There is evidence of use of traditional educational methods 
like apprenticeship; although much inclusion could be done through use of oral 
traditional knowledge, and use of practical and oral assignments, as part of the 
modern teaching and training techniques that could benefit the learners more than 
relying on the modern sources, which may, at times, become irrelevant. According 
to Assefa and Mohamed (2022) it is possible to integrate indigenous knowledge 
with adult education through modelling, guided practice, and application 
approaches. The point is that it could be valuable to seek to discover indigenous 
forms of knowledge given the fact that there is still vast of knowledge reservoir in 
the oral setting waiting to be discovered and documented. 
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The Principle of Empowerment
The third question was on how the adult education programmes are designed 
for empowerment. The three programmes have a range of skills training on that 
regard, with literacy, numeracy, health, civic education, gender and environment 
being covered. Essentially, this is to liberate the mind from the shackles of illiteracy 
and misinformation, as well as promoting critical thinking; which is also related 
to active citizenship education (UNESCO, 2016). Likewise, the three programmes 
have a deliberate aim of enhancing economic empowerment by promoting skills 
for livelihood and for income generation (Sklias & Chatzimichailidou, 2016). This 
is in recognition of the fact that informal sector is the main form of livelihood 
and income generation (ILO, 2021). Indeed, the programmes are less concerned 
about preparing the learners into job seeking. In countries dominated by the 
informal sector, it is of little use to prepare learners for formal employment. 
Learners have to develop enough skills and resources to be able to operate as 
self-employees. One of the best moments to learn it is during the training itself 
when they learn the skills, cooperation among themselves through groups, get 
access to seed money, and then proceed as income generating groups or micro-
industries, after graduation. At theory level, it has to be well articulated that these 
programmes have to have income generation targets. Since work is imbedded 
within the context of training, the work has to be costed effectively. Otherwise, 
work will remain for subsistence use instead of income generation if there are no 
targets on the amount of wealth to be generated. At practice level, groups will 
need to have income generation targets and be evaluated against the targets.

The Principle of Participation
The three programmes demonstrate that the field of adult education requires 
participation of different players. Adult education programmes are not only 
andragogical in nature; they also have to deal with questions of funding, quality 
management and standardisation (Egetenmeyer et al, 2019). Programme 
designing in the three programmes ensure access and engagement of learners 
in the process of designing as well as in the learning process. The programmes 
also consider participation of volunteers as facilitators and resource contributors. 
They further allow participation of local governments, development partners, 
the business community and the relevant government organs, including business 
regulators. The three programmes provide evidence of community participation 
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in identifying needs, programme designing, implementation and evaluation of the 
programme. ICBAE was designed to use the REFLECT methodology that requires 
the learners to take control of their learning and the teacher is facilitator of the 
learning process. IPOSA encourages skills identification by the learners and the 
skills ought to be relevant to the community. IPPE has a variety of courses that 
have diverse range of skills from which learners would choose for enhancing their 
income generation endeavours. The obvious community participation is in terms 
of needs assessment, contribution to start up kits and seed money, and links for 
practical learning. Indeed, more could be done to ensure participation in teaching 
since skills are in different aspects. The inclusion of indigenous knowledge sages 
cannot be overemphasized.

The Principle of Flexibility
Flexibility is a feature that is achieved through programme designing. In the three 
programmes it is achieved through the use of curriculum frameworks, structuredness, 
and entry and exit points. The three programmes use curricula frameworks 
as opposed to fixed curricula so as to allow adaptations in the context of the 
community. This makes the programmes much learner-friendly than otherwise 
subjecting learners to a fixed curriculum content. The analysed programmes are 
designed to be flexible at different levels. IPPE has a range of different short 
courses of three to six months from which learners can opt, anytime. There are also 
some twelve months long courses for some occupational training. IPPE learners are 
also free to choose to learn in either a traditional classroom setting or through 
an open and distance learning mode. Likewise, ICBAE is designed to enhance 
learners’ priorities in terms of content, methodologies, duration and space. IPOSA 
is also flexible in that learners have a choice of what to study, where and when. 
Indeed, the three programmes are less structured and therefore more flexible in 
terms of access, objectives, content, methodology, assessment, duration, place and 
pace. The programmes are designed to allow multiple entries and exits (Moore, 
1997; Kassandrinou, & Angelaki, 2014). 
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Figure 2: Elements in the Principles of Post-Colonial Adult Education
Source: Author 2022

In summary, as presented in Figure 2, there are about 19 key elements to consider 
when designing adult education programmes in the context of post-colonial 
education, across the five principles. Ideally, a good programme will adhere 
to these ideals because they are all necessary for an effective adult education 
programme. The findings reveal that the programmes have evidence of having 
considered these principles, although there is still room for improvement. There 
are deliberate attempts to ‘glocalise’ the programmes, like use of Kiswahili as 
the language of instruction. There is also attempt to improve the learning process 
by use of apprenticeship. We find also attempt to improve learning assessment 
through the use of some more oral and practical observational rubrics. 

Evidence in the three programmes of the empowerment agenda is that it is 
possible to fight illiteracy, ill-health and poverty. It is also possible to develop 
critical thinking and be in a position to make informed decisions. The programmes 
have the potential to enable learners develop prevocational, entrepreneurial and 
life skills, all of which are essential for livelihood improvement and employability. 
Generally, there is a deliberate attempt to underscore on skills training and 
material support for self-employment. 
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However, the case programmes have shown various areas of concern. Under 
glocalisation, the areas are little integration of global issues (e.g., global 
citizenship, sustainable development); little integration of indigenous knowledge 
and technologies; little theorisation of traditional practice; and little integration 
of traditional and modern approaches to learning. The recommendation made 
is that the glocalisation agenda has to consider benefitting from the indigenous 
knowledge database kept in the heads of the traditional experts, in an oral 
tradition setting. There is no assurance that learners will get the best knowledge 
package if oral (unwritten) knowledge is not made part of the curricula. With 
regard to empowerment, there is a need to consolidate the economics of adult 
education projects during training. There are concerns with participation as well, 
including involvement of local sages, and consideration for special needs. With 
regard to flexibility, the case programmes fall short of involvement of local sages 
and artisans, and recognition of prior learning; and little integration of skills-
training for information and computer literacy.  

The study makes three recommendations: firstly, there is need to benchmark 
programme designs with principles of adult education; and the principles and 
elements analysed in this study could be one of the reference points. Secondly, 
there is a need to review adult education programmes from time to time, in order 
to align the programmes with principles; although, given the nature of adult 
education programmes, improvements could be accommodated within the existing 
curricula frameworks. Thirdly, and lastly, the principles analysed in the study 
should trigger more thinking on post-colonial education, and on adult education. 
The principles and corresponding elements analysed in this study (Figure 2) could 
be regarded as the major contribution of the study.
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Abstract 
Mandatory volunteering is a pedagogical approach that puts a requirement within 
the curriculum for students to accumulate some credit hours while providing service in 
the community. It is aimed at improving practical learning, linking colleges with the 
community, and as presented in this study, acting as a breeding programme for future 
volunteers. The purpose of the study was to make an analysis of how a mandatory 
volunteering programme could be used to prepare future volunteers for adult literacy 
programmes. Based on the experiential learning model, this study adopted a case 
study design in which a single case was followed and deeply analysed and discussed. 
Adoption of case study was aimed at understanding, from the individual student, the 
psychological and practical features that make a successful volunteering experience. 
It was found out that the crucial factors for an effective volunteering experience 
were: having an experience full of inequalities and challenges; a positive reflection 
of the experience; an intellectual ability to advance a situated theorisation, and 
ability to redesign a plan of action based on new theorisation; and an internal 
drive to implement the redesigned plan of action. It is concluded that under such 
conditions, a mandatory volunteering can be a springboard to future volunteering 
behaviour. The study proposes a simple adult literacy volunteering model that can be 
adopted for use in other contexts as well as for further studies. 
Keywords: Mandatory volunteering; experiential learning, adult literacy, case study, 
Tanzania



231

Introduction
Mandatory volunteering is a pedagogical approach that puts a requirement 
within the curriculum for students to accumulate some credit hours while providing 
service in the community (Liu, 2015; Yang, 2017). It is geared at improving 
practical learning, linking colleges with the community, and as presented in this 
study, acting as a breeding programme for future volunteers. Its use in adult 
literacy is well documented. Historically, there have been attempts to engage 
volunteers in literacy campaigns for both children and adult programmes. 

In America, for example, the role of literacy volunteers was recognised especially 
due to policy changes on the national level through the National Literacy Act 
of 1991 that allowed volunteer literacy programmes access to public funds 
previously not available to community-based organisations (Freer, 1993). A study 
conducted in America, discovered that volunteer workers accounted for 43 percent 
of staff working in adult education programmes; mostly concentrating in CBOs 
(Tamassia, et al., 2007). Ho (2017) studied one English as Second Language (ESL) 
programme, and noted that the classes were taught by volunteers. A more recent 
study by Colman (2021) revealed that non-profit organisations engaging in adult 
education relied entirely on volunteers as teachers. 

In the eastern African region, especially Tanzania and Ethiopia, there were once 
large-scale adult literacy campaigns that, according to Carr-Hill (2005), are now 
not functioning; partly or mostly, because of difficulty in sustaining a volunteer 
programme on such a large scale (p.65). In Uganda the Functional Adult Literacy 
Programme that was launched in the 1990s relies on volunteers as facilitators 
(Carr-Hill, 2005). In Kenya, the education for the Samburu shepherd boys and girls 
programme is run by volunteers from the community (Carr-Hill, 2005). In Tanzania, 
it is not that there are no adult literacy programmes; what looks different is 
the absence of the literacy campaigns that existed during the adult education 
revolution era (Bhalalusesa, 2020) between 1971 and 1981. Otherwise, the adult 
literacy approach adopted since early 1990s is the programme approach for 
targeted adult populations, as opposed to ‘everyone should join the campaign’ 
approach. Since 1993 Tanzania has launched different adult literacy programmes 
including ICBAE (1993), COBET (1993) and IPOSA (2019). Another important 
matter to note is that most of the ‘volunteers’ in Tanzania are actually school 
teachers on the government payroll who have to negotiate their workload so as 
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to balance teaching in school and working in the adult literacy programmes. This 
is a lot to the school teachers who are already overwhelmed with teaching and 
paperwork in schools. 

According Sandlin and St.Clair (2005) volunteers have played an essential role in 
adult literacy for decades yet in some ways they remain silent partners. Scholars 
have explored the possibilities of taking deliberate steps to inculcate among 
children and the youths the likelihood of being volunteers in the future. This at 
the same time becomes an opportunity for schools and colleges to demonstrate 
their link to the community. As a result, high schools and colleges across the world 
have tended to put a requirement for students to volunteer in the community as a 
requirement for some academic credits. 

In 2021, the Institute of Adult Education (IAE) in Tanzania reviewed its diploma 
and degree programmes to have, among other changes, a semester for student 
mandatory volunteering that was integrated in the curricula. The goal was to link 
the institute to the community and at the same time improve learning outcomes 
among students. This is a presentation of study made on the experience that 
demonstrates how students could be deployed in adult literacy initiatives as a 
requirement for them to obtain credits, demonstrate the link between education 
institutions and the community, and develop interest in volunteering. 

While student volunteering is a common phenomenon there is little knowledge 
as to how students participate in such programmes in a way that they develop a 
volunteering spirit. The conditions under which mandatory volunteering promotes 
volunteerism in adult literacy has not featured in most literature. It is also 
narrowly known as to whether getting involved in a mandatory volunteering is 
actually related to triggering creativity for going beyond the requirement of 
the volunteering programme. The purpose of the study was to make an analysis 
of how the student volunteering programme could be used to prepare future 
volunteers, with a view to making recommendations for further improvement and 
possible adoption elsewhere. The study was guided by four research questions:

i) How did the student experience teaching literacy?

ii) What was the student’s reflection of the experience?

iii) What was the student’s understanding of the adult literacy experience?

iv) How was the student to conduct adult literacy in a better way?



233

Literature review
This study was conducted in order to understand the process of developing 
competences on volunteerism among students. It was guided by the Experiential 
Learning Theory, which emanates from the concept of learning by doing, or 
experiential education. This is the process of actively engaging students in an 
experience that will have real consequences, that is embedded in the curriculum. 
Tyler (1949) maintained that learning occurs “through the active behavior 
of the student; it is what he does that he learns, not what the teacher does” 
(p.63). Gencel et al. (2021) have observed that Experiential Learning Theory 
was influenced by many studies, including those of James, Dewey, Follet, Lewin, 
Piaget, Vygotsky, Jung, Rogers and Freire; and was theorised in a holistic and 
concrete model by Kolb (1984). Experiential Learning Theory explains learning 
as a process in which experiences are transformed into knowledge. Everyone has 
concrete experiences as a natural result of their interactions with other individuals 
and their environments. Individuals reflect these experiences in different ways. 
Reflective observations are effective for individuals to reach abstract notions, 
principles, and generalisations. The generalisations at issue guide individuals in 
their later experiences and learning. Hereby, this process continues in the form of 
a cycle, new experiences are gained, and these experiences play a directive role 
in later learning. The main idea in experiential learning is that learning is a holistic 
phenomenon and a process based on experience. 

In experiential learning, students are first immersed in action and then are asked to 
reflect on their experience. Thus, experiential education places major importance 
on the knowledge of learners derived from a good deal of experiential learning 
(practice-to-theory approach) (Eraut, 1994). Students make discoveries and 
experiment with knowledge themselves instead of exclusively hearing or reading 
about the experiences of others (Kolb & Lewis, 1986). Students also reflect on 
their experiences, thus developing new skills, new attitudes, and new theories or 
ways of thinking, particularly by testing and refining that knowledge in socio-
constructivist interaction with each other and with mentors who accompany them 
in their learning.

The essence of experiential learning is not for students to get opportunity to 
apply what they learnt in classroom; it is rather extending classroom to the field. 
According to Eraut (2008) there is no guarantee of transfer of knowledge from 
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college to school classroom or even from one classroom to another. Experiential 
learning is an opportunity to experience and reflect before coming up with abstract 
generalisations for further implementation (Kolb, 1984). Experiential learning, 
in different formats, also provides students the chance to learn acceptable 
professional behaviours, as students begin to develop professional identities in 
their fields (Sisselman-Borgia & Torino, 2017).

The experiential learning theory maps the progression in learning based on 
experience from concrete experience stage to active experimentation. It is an 
appropriate model in studying individual case tracing the changes in thinking 
throughout the learning process. At the concrete experience phase the learner 
experiences a new reality that triggers his/her thinking when reflecting on the 
experience. The reflection phase is probably the most crucial phenomenon in this 
theory, since it leads to abstract conceptualisation, meaning that, the learning 
cycle advances into theorising the experience, drawing a plan of action based 
on the theorisation; and the final phase, experimenting the redesigned plan of 
action. Similar to the ideas of Schon (1983), it assumes that there is a process of 
reflection in action (during action) that is as equally importantly linked to learning 
as reflection on action (after action) that happens at the end of the cycle. The 
model puts a disclaimer that the cycle may have to be repeated several times for 
an effective learning to happen. What the model does not show is that learning 
does not have to wait until the whole cycle is complete. The model also does not 
provide escape routes in case the cycle is incomplete, like for example, if the 
learning does not go beyond the first phase.

College students are usually enrolled for a specific period of time to be spent 
on campus, and only briefly, in field for practical training before they graduate. 
They expect to be prepared for passing their examinations and receive good 
academic results. Hence generally college students have this expectation that 
the college will improve their abilities to the level of achieving their academic 
goals. On the contrary, the altered expectations theory proposes making students 
expect something more than simply pass their final examinations; they need to 
expect to teach what they learn. Nestojko et al., (2014) conducted experiments 
among students and found out that participants expecting to teach out-performed 
participants expecting a test. They concluded that instilling an expectation to 
teach had potential to increase learning efficiency at home and in the classroom. 
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Similar studies have tended to yield similar findings. For example, Guerrero and 
Wiley (2021) conducted experiments to test whether effect would be seen when 
learning outcomes were measured using questions testing memory for the text 
and questions testing comprehension from the text, and the experiments explored 
whether effects would be seen for a text written below grade level versus at 
an appropriate grade level. Across both experiments, results supported that 
expecting to teach improved learning outcomes even at a delay, and it improved 
both memory and comprehension. 

Mandatory volunteering is a perfect psychological setting for altered expectations. 
Not only do students expect to teach, they actually teach in the field. Volunteering 
is much more than mere altered expectations or practical training or even 
internship. It is an activity, formal or informal, which is conducted by choice in an 
unpaid manner to benefit another person, group, or organisation (Wilson, 2000). 
It is a freely chosen activity, performed for the benefit of others without the right 
to remuneration (Činčalová & Černá, 2021). Motivations for volunteering can be 
various. According to Moore, et al (2014) the strongest motives for volunteering 
are values (doing good to community) and understanding (opportunity to 
learn). Volunteering is also a form of moral engagement in which young people 
engender a sense of duty and responsibility for others. Navickas, et al. (2016) 
confirmed that volunteering has a positive impact on students’ life quality in that 
it can help young people control their stress, build their independence, find new 
friends, improve their communication skills and teamwork, win work experience 
and reduce awareness of new tasks and situations. Volunteering can contribute to 
students´ employability due to new experiences and its benefits in terms of job 
opportunities. 

According to Yang (2017), not every volunteer experience is beneficial. Yang 
(2017) found no evidence that “compulsory volunteerism” increased altruism. 
According to Morse (2015) volunteering is generally thought of as a selfless, 
positive act; however, there are situations in which volunteers may actually do more 
harm than good. These situations include volunteers establishing and then quickly 
breaking relationships (short term service), not understanding the communities 
they are working with, and imposing their vision of what is right and wrong on the 
community instead of working with them to better understand their needs (Rhodes, 
et al, 2009). Indeed, there are those who think that mandatory volunteering is 
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an oxymoron, which potentially undermines the inherent purpose of mandatory 
volunteering, devalues the experience of all people involved, and overruns the 
capacity of education and training institutions to provide well-structured volunteer 
programmes. This is probably the reason for having preparations for volunteering.
Despite the negative aspects of mandatory volunteering to students, it is clear 
that the practice has much more advantages. Henney, et al. (2017) posed a 
very interesting question: What happens when you require people to “do good?”. 
They went on to conduct research, only to discover a disconnect between what 
participants “think” when asked about their hypothetical views about mandatory 
volunteering, versus their actual attitudes after having been engaged in mandated 
service for a class. Interestingly, although negative perceptions existed when 
participants thought about being forced to volunteer, after actually volunteering, 
the vast majority were very supportive of the experience. They concluded that the 
experience of mandatory volunteerism did not have a negative impact on future 
volunteer intentions.

Morris (1992) highlighted the importance of linking students to the community, 
after observing that America’s youths were not learning the important lessons that 
come from personal responsibility, social and political awareness, and community 
obligation. This was supported further by Andersen (1998) who observed that 
integrating service-learning was associated with positive youth outcomes, including 
civic engagement, the ethic of service, civic attitudes, a sense of belonging, 
acceptance of diversity, competence and self-esteem, and protection against 
risky behaviour. A more recent study by Llenares and Deocaris (2019) showed 
that the students who participated regularly in volunteer activities possessed 
significantly higher measures of graduate attributes relating to professional 
competence, communication skills, and social and ethical responsibility compared 
to non-regular and first-time volunteers. 

A study in Singapore by Chong (2019) revealed that students who had 
participated in a required volunteering programme felt that their service 
experience introduced them to the idea of serving and provided them a platform 
for subsequent volunteering.  Likewise, the study among university students in Kenya 
by Odongo (2018) indicated that the required community service programme 
made a change in participants’ lives and influenced their attitudes towards being 
sensitive to people with need, and that it was also likely to make them more 
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philanthropic and affect positive social change. However, from the emic point of 
view, it is not clear as to how volunteerism is developed and nurtured.

The reviewed literature has some gaps. While student volunteering is commonly 
used worldwide, it is unclear how volunteerism is developed among students. Most 
volunteer programmes by schools and colleges have been on linking the institutions 
and the community with a hope to instil the volunteering spirit without much 
attempt to analyse the conditions under which students can acquire volunteerism 
competences. Another gap in literature is how mandatory volunteering can 
stimulate the spirit of working beyond the requirement. Given the nature of 
mandatory volunteering, participants would naturally tend to work at the bare 
minimum of the requirement, due to the fact that the activity is taken involuntarily. 
Literature is silent on how such tendency can be addressed. Additionally, the 
literature falls short as far as establishing the conditions favourable in making 
mandatory volunteering in adult literacy successful.

Conceptual framework
The guiding conceptual framework is derived from experiential learning (Kolb, 
1984). As summarised by McLeod (2017), Kolb’s model views learning as a 
progression in a cycle involving four stages, namely: (1) Concrete Experience in which 
the learner encounters a concrete experience; be it a new experience or situation, 
or a reinterpretation of existing experience in the light of new concepts;  (2) 
Reflective Observation of the New Experience in which the learner reflects on the new 
experience in the light of their existing knowledge, and of particular importance 
are any inconsistencies between experience and understanding; (3) Abstract 
Conceptualisation in which reflection gives rise to a new idea, or a modification of 
an existing abstract concept; and (4) Active Experimentation whereby the newly 
created or modified concepts give rise to experimentation, allowing the learner to 
apply the ideas to the world around him/her to see what happens. The conceptual 
model is presented in Figure 1.
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Figure1: Experiential Learning Cycle. 
Source: Adapted from Kolb (1984).

Materials and Methods
This study used case study because it was aimed at understanding, from the 
individual student, the psychological and practical implications of volunteering 
to teach a literacy class. The use of case study, has sometimes been criticized as 
having limitations that makes it incapable of leading to generalising conclusions. 
One obvious criticism has been on its microscopic nature (use of single cases), which 
unfortunately does not disappear by simply increasing the number of cases (Yin, 
2003). However, the reality is that educational research is no longer synonymous 
to quantitative studies. Although according to Yin (2003) even a single case can 
be used to generalise results provided it is well designed and analysed, it was not 
the intention of this case study to generalise its results. It was instead intended to 
be emulated and applied in similar settings. This study involved a single case of 
an IAE student who volunteered to be interviewed. The respondent was promised 
confidentiality and particularly anonymity.

Choosing the case in a case study is a very important aspect of an interpretive 
research. In case studies, cases are usually sampled based on criteria not 
randomly. A case could be typical, but most cases are either extreme, deviant or 
influential (Seawright & Gerring, 2008). The interest is to capture the uniqueness 
of the case that will make it a case of interest. This case was sampled from among 
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2158 students who were involved in the mandatory field teaching in adult literacy 
in the second semester of the year 2021/2022, at the Institute of Adult Education 
in Tanzania. In total, the students were able to establish 405 adult literacy centres 
countrywide with a total enrolment of 5777 adult learners. This means that 
on average five students shared one literacy centre; and each student taught 
about three adult learners. The criteria for selection of the case were successful 
establishment of a literacy centre in difficult location/circumstances; number of 
learners (30 or more); learner retention and impressive learner performance by 
the end of the field teaching. The selected case met all the criteria for inclusion 
in this study. 

The fact that the study used a single case does not mean that it was the only 
case that was studied. In fact, in order to arrive at a single case, all other cases 
were analysed as well, so as to reach to inclusion of the sampled case, and 
exclusion of all the rest. A comprehensive field report recorded all the cases 
in terms of location, number of learners, curriculum content, unique features, 
number of students teaching in the centre, and retention and performance of 
the learners. The participant was interviewed at the end of the semester when 
she was requested to reveal her experiences, reflection, new understanding, and 
future plans. The study was designed to be explorative and grounded so as to 
generate deep insights from the participant. For data analysis, case description 
is used, whereby the case is presented before making analysis. However, the 
organisation of the case analysis is based on the Experiential Learning Model.

The participant 
This is a case of a diploma student in her late 30s. She studies part time through 
the open and distance learning (ODL) mode, and continues to work as a primary 
school teacher. She single-handedly establishes a literacy centre in a pastoralist 
Masai community. The centre enrols a group of Masai women (N=30) and men 
(N=5). All of them cannot read and write, and cannot speak fluent Kiswahili, 
because they have never been to school, and have lived a nomadic pastoralist 
life. The learners’ ages range from 16 to 40. 

The case 
The student has to travel a considerable distance away from her workplace, to a 
different district to establish an adult literacy centre. The centre is established in 
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a Masai community which is isolated from other villages and from social services, 
including schools. It turns out that most Masai children cannot attend school due to 
isolation. There is an abandoned two-roomed school building in the community. A 
development partner constructed the building some years back for the community 
to have a school facility for the children, but it was abandoned since the district 
education authorities were lagging in bringing teachers and learning facilities. 
The building becomes a perfect location for the literacy centre.

She convinces some fellow IAE students to join her, but they refuse because it is 
too far to travel to the Masai community, and would add cost. They instead opt 
for nearby locations within their reach. The student requests the district education 
officials to support her mission, but there is no support. In fact, she is told the 
community in question does not exist in the mapping of the district. She resolves 
into doing it single-handedly. She looks for a Masai person with some schooling, 
and finds a young Masai girl who has recently completed secondary education 
and asks her to be her interpreter as she begins talking to the Masai elders about 
mobilising for establishment of a literacy centre in the community. The idea is 
supported, and this is how the centre is established.

The learners agree in acquiring literacy skills, prevocational skills (sewing, 
embroidery, shoe-making) and life skills. By the end of the volunteering period, 
31 out 35 learners are successfully able to read and write, sew, make shoes and 
belts, do embroidery and decorate the Masai attire. They are also aware of the 
importance of education for their children. In fact, they have already faced the 
district officials for the latter to bring teachers so that their children can go to 
school within the community.

The group plans to turn the literacy class into an income generating group so that 
they can work together to find solutions to the community problems. They intend to 
continue sewing and shoe making as a business. They are eager to open a utility 
kiosk that will also sale some school facilities for their school-attending children. 
This is aimed at addressing lack of a shopping centre in the community. They are 
also planning to establish a joint project for purchasing goats and sheep, and 
selling them at a profitable price during market days. They are sure of getting 
capital by convincing the men to allow them have at least one goat from each of 
their families.
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The student is not satisfied. With the help of her Masai assistant, she has established 
another group for the Masai young adults who could not go to school for them 
to join schooling through non formal education. Her bigger plan is to move to 
different Masai communities around, that have the same kind of problems. She 
says she has learned that it would be more efficient to train and engage Masai 
young men and women who have been to school to do the classroom facilitation 
while she continues working as a teacher, and progressing with her studies by 
distance learning; and periodically do monitoring. She plans to pay the volunteers 
some token from her own salary; three volunteers, to begin with. She confirms that 
her perspective of adult literacy has changed ever since she was involved in the 
literacy volunteering semester.

Results

Student’s experience 
There are two major ways to explain the experience that the student had during the 
field semester. The first one is that the student experienced hardship in establishing 
the literacy centre. At a glance, the harsh conditions may have impact on whether 
or not to continue with establishing and running an adult literacy centre in such 
a community. The second way to explain the experience is the observed social 
inequalities in the community. It is clear that the student’s experience was really 
challenging, although, despite all the odds, she was successful in establishing a 
literacy centre in such a hard-to-reach community. The level of passion to the 
job did not get affected by the kind of obstacles she faced. From this case, it 
could be observed that social inequalities and a challenging experience could 
be a motivating factor to wanting to volunteer. In other words, social inequalities 
and challenges could trigger a strong desire to volunteer, and to do more than 
providing literacy skills.

Student’s reflection of  the experience
The student realised that the location of the community was a setback to both her 
ability to travel on daily basis, and for the community members to access social 
services, including school. There was a language barrier since she could not speak 
the Masai language nor could the Masai speak fluent Kiswahili. She reflected on 
setbacks emanating from male domination that prohibited females from owning 
resources including the animals that they kept in the family. She reflected on the 
reality that the community did not have a school, with most children not attending 
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school. She also had to come to terms with the neglect from the district officials 
and from fellow students. The student figured out on a situation in which her role 
became something more than that of literacy teacher. Furthermore, she had to 
deal with the fact that more similar communities around were in the same plight 
of illiteracy and isolation. The case shows a considerable level of professionalism 
in the student in that she was determined to face the challenges than run from 
them. The challenges were turned into an opportunity for introducing change. This 
case demonstrates the power of having a positive reflection of the experience, an 
attitude crucial for fostering a volunteering spirit.

Student’s interpretation of the experience
Realisation of the issues at hand made the student to think more creatively, 
especially on possible ways to address the experienced hurdles. The student 
was intelligent enough to adopt an integrated adult education through which 
teaching of literacy, prevocational and life skills was possible. She deployed 
para-professionals that she had recruited locally. Additionally, she went on to 
establish an alternative education pathway for illiterate young adults. This case 
demonstrates that in order to have a sound theorisation of the experience some 
intellectual ability is required that will not only recognise the importance of 
experience in improving the existing adult education theories, but also the manner 
in which the theories can be shaped based on situated learning. 

Student’s plans for better practice of adult literacy 
Having achieved a considerable amount of success in theorising and trying out 
especially on possible solutions, the student had even better and bigger plans 
of transforming literacy classes into income generating groups; lobbying for 
establishment of a primary school in the community; mounting a wider intervention 
involving more para-professionals reaching more communities. The case portrays 
the centrality of an internal drive to implement the redesigned plan of action. 
This is contrary to expecting external support. The student did not need some 
external forces to drive implementation of the plans, most probably because she 
had already experienced difficulties in relying on others when she was struggling 
to establish the literacy centre. She went on to implement the plans trusting the 
power of the group. This was made possible through some creativity. 
Using the Kolb’s Experiential Learning Model, the learning progression can be 
summarised as tabulated in Table 1.
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Table 1: Progression in Learning to Volunteer

Stages What Happens in Theory What Happens in the Case

Concrete 
experience 

Learner encounters a concrete 
experience

The student is involved in establishing and facilitating 
in an adult literacy centre in a hard-to-reach 
community with little support from the district 
authorities and from colleagues.

Reflective 
observation

Learner reflects on the new 
experience in the light of their 
existing knowledge

(i) There is language barrier between the student 
and the community 

(ii) It is a male-dominated world 
(iii) Learners need more than reading and writing 

skills
(iv) Most children in the community aren’t able to 

attend school due to isolation 
(v) There are more communities with same problems 

of illiteracy and isolation 

Abstract 
conceptualisation

Rise of a new idea, or a 
modification of an existing abstract 
concept

(i) Adoption of integrated adult education through 
which teaching of literacy, prevocational and 
life skills is possible

(ii) Use of para-professionals recruited locally 
(iii) Establishment of an alternative education 

pathway for illiterate young adults

Active 
experimentation 

Learner applies the ideas to the 
world around him/her to see what 
happens

(i) Transforming literacy classes into income 
generating groups

(ii) Lobbying for establishment of a primary school 
in the community

(iii) Wider intervention involving more para-
professionals reaching more communities 

Source: Author 2022

Discussion 

How did the student experience teaching literacy? 
Adult literacy teaching experience, according to the case, is not as easy as it sounds. 
The experience has much hurdles even at preliminary moments of establishing the 
learning centre. To some learners this could be the beginning and the end of the 
experiential learning journey; which is otherwise supposed to be continuous to 
the next levels (McLeod, 2017). At least through the case, we understand that 
mandatory volunteering was received positively by the students, as part of their 
training. It also reveals that student volunteering programmes could be a mere 
stimulant to students who are ready to do good to the community (Henney, et 
al., 2017). This finding is very encouraging since it goes against the ‘oxymoronic 
studies’ (Yang, 2017; Morse, 2015; Rhodes, et al, 2009). We witness how the 
student is enthusiastic in reaching the real people who are neglected, against all 



244

the odds of lack of support, male domination, language barrier and ridicule from 
some fellow students who saw her as trying to play the hero. This case shows that 
challenging experiences play a motivating factor on the making of volunteerism.

What was the student’s reflection of the experience?
This is an issue of reflective observation. It is at this stage when the learner (in 
this case the student) tries to put meaning to the experiences he/she has had. 
This case shows how important this stage is because it sets precedence to the 
remaining stages; and it could be the end of learning process, which would lead 
to incomplete cycle of the experiential learning (McLeod, 2017). The student 
understands the level of difficulty in working with the Masai community before she 
could even establish the learning centre. She makes reflection and interprets the 
experience of language barrier, male-domination, need for more than reading 
and writing skills, lack of school facility and existence of more communities 
with same problems of illiteracy and isolation. This realisation pushes her into 
finding solutions to the identified realities. The case demonstrates the power of 
having a positive reflection of the experience, an attitude crucial for fostering a 
volunteering spirit. According to Boud, et al (1994) it is crucial to avoid negative 
feelings, particularly about oneself, because they can form major barriers towards 
learning, by distorting perceptions, leading to false interpretations of events, and 
can undermine the will to persist; instead, positive feelings and emotions can 
greatly enhance the learning process, and can keep the learner on the task and 
can provide a stimulus for new learning.

What was the student’s understanding of the adult literacy after 

experience? 
This is to do with abstract conceptualisation. It is about theorising on possible 
ways to address the real issues emanating from the experience (McLeod, 2017). 
The student opts for adoption of integrated adult education whereby teaching 
of literacy, prevocational and life skills is possible. She has to have a training 
programme that takes care of not only the reading and writing but also equally 
important issues of gender, income generation and importance of education to 
the children. She also opts for use of para-professionals who are recruited locally, 
for two reasons: first as interpreters and secondly as para-professionals in adult 
education who can more efficiently reach other similar communities if they are 
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well trained and motivated. The student recognises that illiteracy will persist if 
there is no schooling of some kind when there is no formal schooling. Hence, 
she establishes an alternative education pathway for illiterate younger adults. 
This case demonstrates how experience can lead to situated learning. Situated 
learning theory states that every idea and human action is a generalisation, 
adapted to the ongoing environment; it is founded on the belief that what people 
learn, see, and do is situated in their role as a member of a community (Lave & 
Wenger, 1991). 

How was the student to conduct adult literacy in a better way? 
This is to do with active experimentation. The student plans transforming literacy 
classes into income generating groups; lobbying for establishment of a primary 
school in the community; and launching a wider intervention involving more para-
professionals reaching more communities. At this level the student’s thinking has 
already developed into that of a community social entrepreneur (Eslahchi & 
Osman, 2021). It is a finding in this case study that internal drive to implement the 
adult literacy is key. This finding is probably the major explaining factor to success 
and failure of adult learning programmes in the community. Internal drive begins 
with the change agent and is strengthened by the power of group. 

Using the Kolb’s Experiential Learning Model, the study has analysed the student 
mandatory volunteering journey and followed along the progression from concrete 
experience to active experimentation. The study has shared an influential case 
of a student volunteer who was successful in surpassing what was expected of 
her. The case makes it possible to draw some conclusions regarding mandatory 
volunteering on such issues as the progression in developing volunteerism; the 
stimulants to going beyond the expectations; and most importantly, the conditions 
for successful mandatory volunteering in adult literacy. Other adult education 
systems may find this case study useful especially in setting conditions favourable 
for students to volunteer in a way that promotes the likelihood of volunteering in 
the future.

It is the conclusion of the study that experiencing inequalities and challenging 
conditions in the field may actually be a motivating factor; that, a positive mindset 
in reflecting on the experience could be a key to progression in learning; that, 
it takes some intellectual capacity to theorise the reflected experiences and be 
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able to design a plan of action based on the theorisation; and that, it requires 
one to have an internal drive to want to implement the designed plan of action.  
Hence, under such conditions, mandatory volunteering can act as a springboard 
for volunteering sooner or later. This case demonstrates how soon this has been 
possible. The passion to volunteer is so high that nothing can stop the student from 
extending a hand of service. This is a case study using a single case, and for that 
matter, its aim is limited to demonstrating the practice of mandatory volunteering 
for possible adoption in similar contexts. Figure 2 presents a model for student 
volunteering in adult literacy, that could be adopted for use in similar contexts, 
and as reference point for further studies.

Figure 2: Experiential Learning Model for Student Volunteering in Adult Literacy
Source: Author’s Adaptation of the Kolb Experiential Learning Model
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Abstract
This paper reports the findings of a study that was conducted to determine the 
effects of charges imposed in Mobile Money Transfer (MMT) on Adult Learning 
Entrepreneurial Agents (AEA)’s commission after government tax levy introduced in 
Tanzania. This action research used questionnaires and interviews to collect primary 
data, which has been complemented by secondary data. It applied purposive 
sampling to select 350 AEA participants from Dar es Salaam region. Moreover, 
the study employed a mixed methods research approach to ensure the validity and 
reliability of the results and improve specific practices. The MMT charges and AEA’s 
commissions were analysed using Spearman correlation, t-test, and descriptive 
statistics. The Statistical Package for Social Sciences (SPSS) version 20 facilitated 
the analysis of quantitative data. Qualitative data (perceptions/feelings on the 
effects) on the other hand ware subjected to content analysis. The study found 
that there is a statistically significant negative correlation at (r = -.124, p < .05) 
between MMT charges imposed by government tax levy and AEA’s commissions. The 
findings further indicate that 63.7 percent of the respondents noticed a decrease in 
AEA agents’ commissions after the government imposed a tax levy on MMT charges. 
The findings also indicated that there is a significant difference between the AEA’s 
commission before and the post-government tax levy charges imposed on MMT in 
Tanzania at (t=13.04, df=349, p<.05). Based on the study findings, to improve 
the AEAs’ practices it is recommended that the stakeholders in MMT need an agent 
special forum for discussion within the industry. The AEA must also restructure their 
work practices to integrate unexpected changes in agency activity. Furthermore, the 
agents need to rethink the concurrent or diversified kinds of business to accommodate 
the effects of charges introduced in MMT.

Keywords: Adult entrepreneurial Agent, Mobile Money Transfer
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Introduction
The Mobile Money Transfer (MMT) network operator’s agency has recently 
witnessed unpredictable trends (GSMA and Deloitte, 2015). Moreover, mobile 
network operators are progressively competing to raise the number of agents 
in various locations country-wide. Currently, the mobile network operators in 
Tanzania include Vodacom, Airtel, MIC Tanzania PLC (Tigo Tanzania), Zantel, 
Sasatel, Halotel, and TTCL. These mobile network operators provide diverse 
telephone services including MMT. This service enables subscribers to transact 
business through enabled mobile phones device for money transfers. Various 
jargons apply to the money service. Vodacom’s MMT known as M-Pesa account 
for 39% of the total MMT customers, whereas MIC Tanzania PLC (Tigo Tanzania) 
calls it TigoPesa (30%), Airtel calls it Airtel Money 20%, Zantel refers to it as 
Easy Pesa only 1% of the MMT customers, and Halotel refers to as Halotel Pesa 
7% and TTCL as T-Pesa accounts for 3% of the total MMT customers (Dea, 2021).
An agent conducts transactions and lets clients deposit, withdraw, and transfer 
funds, pay their bills, inquire about an account balance, or receive government 
benefits or a direct deposit from their employer (Kumar et al., 2006). In any case, 
agents for mobile money networks operate without undergoing any training or 
learning from the network operators (ibid). In consequence, the agency is less 
organised and less structured than one would usually anticipate with no or very 
little reliance on pre-determined guidelines for the MMT service organisation, 
delivery, and assessment, although this operation is undertaken with the 
specific intent of raising an individual income (Kumar et al., 2006). The adult 
learners’ entrepreneurial agents—the focus of the current study—refer to those 
entrepreneurs whose activities are intentionally designed to bring about learning 
(practice) among those whose age, social roles, or self-perception define them 
as adults (Merriam and Brockett, 1997), especially those adults who participate 
in learning and conducting any entrepreneurial activity primarily for personal 
interest or other labor market-related reasons. They are often school dropouts 
and job seekers, (2014).

A World Bank report describes that 2 billion (38%) of all the people worldwide 
remain excluded from the financial system today (Demirguc-Kunt et al., 2015). 
Most of them live in developing economies, where 46 percent of adult individuals 
are classified as “unbanked”, compared with just six percent of aged individuals 
in high-income socio-economic strata (Organisation for Economic Co-operation 
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and Development [OECD], 2014). Sub-Saharan Africa, with about 350 million 
unbanked community people, accounts for 17 percent of the global total (The 
Global Findex Database, 2014). The implication is that there is insufficient access 
to traditional financial services available. Alternatively, the report may also imply 
that almost 350 million population in developing countries possibly owned phone 
devices for facilitating their financial transactions. 

Statistically, the number of mobile phone users, who are excluded from formal 
financial services, could rise to two billion, which provides several opportunities for 
mobile network operators with mobile financial services and agency opportunities 
(Demirguc-Kunt et al., 2015). MMT services have contributed significantly to the 
economic growth of several countries, as enterprises happen to be sources of 
revenue, employment, and innovation in society. The scope of the impact on the 
lives of the entrepreneurs has also significantly been notable for improvements in 
their livelihoods and, as a result, they can now invest in other areas, afford basic 
amenities and even create opportunities for others (Kraft, 2006). 

The impact on financial service and agency opportunities in the life of the 
entrepreneurs notwithstanding, the recent fluctuations in the charges within a 
particular range in MMT versus the agent’s commission in all the MMT network 
operators had decreased (URT (2021). The decreases in agents’ commission 
risked eroding the opportunities for existing and incoming agents created in MMT 
business. For example, amounts ranging from Tshs 1,000 (USD 0.431) – 1,999 
(USD 0.861) previously attracted a charge of Tshs 300 (USD 0.130) for sending 
money, with the agents’ commission pegged at Tshs 40 (USD 0.017). Meanwhile, 
for withdrawing cash from an agent the charge was Tshs 350 ($0.151) with 
agents earning a commission  of Tshs 60 (USD 0.026) (Vodacom, 2021).These 
figures are in Tanzania shillings and US dollars in parentheses as per exchange 
rates applicable on 18th September 2021.

After the introduction of government tax levy, the charge for the same went up 
to Tshs 385(USD 0.166) for sending money with the agent’s commission pegged 
at Tshs 30 (USD 0.013). Meanwhile, withdrawing cash from agent was charged 
Tshs 360 (USD 0.155) with agents earning a commission of Tshs 50(USD 0.022) 
(ibid.).  A new government tax levy charges on mobile money transacted amount 
introduced in Tanzania has sparked outrage from citizens due to the significant 
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increase in costs (Quartz Africa, 2021). This tax has had unintended consequences 
along the supply chain for value-add services like micro-insurance and PayGo 
(Pay as You Go) services, which are not possible without mobile money wallets: 
“The mobile money agents “wakala” will also possibly be affected through 
decrease in commissions” (ibid.).

The drastic fluctuations in the costs charged per transaction range introduced 
after the government tax levy and decreasing commissions for MMT network 
agents in mobile money network business are questionable in various dimensions.  
The debatable questions may range from performance instability in terms of 
Disposable Income (DI) and the MMT network agents’ commissions resulting from 
government tax levy burden on MMT network agents. The researcher observed 
that there are few research works conducted in Tanzania on the MMT cost charges 
on agents’ commissions. Therefore the assessment of the effects of government tax 
levy introduced in MMT cost charges on adult learning entrepreneurial agents’ 
commissions in Tanzania is found to be very important to be researched. 
The government tax levy instilled, extra charges on MMT did not state or rather 
reflect on other compulsory taxes attached on agents’ commissions. These taxes 
include but are not limited to Value Added Tax (VAT) which amounts to a ten 
percent deduction in the agents’ commission as well as withholding tax (WHT). 
Based on the finance Act 2020 passed by the Parliament on 18 June 2020, it 
provides for 10% WHT on commissions, charges or fees paid to a money transfer 
agent, commercial bank agents or digital payment agents (RSM, 2020). The 
amendment intends to widen the base for collection of withholding tax and bring 
about equal treatment among money transfer agents, commercial bank agents, 
digital payment agents and mobile money agents (ibid). 

The introduced charges on MMT might have different effects on AEAs’ commission 
when the existing taxes would not have been taken into account from different 
perspectives. For instance, the VAT or WHT might have been decreased to the 
extent that it becomes less than what it is currently charged. Alternatively, one 
of the two taxes on AEAs’ commission might have been completely omitted. 
Furthermore, the average commission earned for performing cash-in/cash-out 
transactions also depends on the volume, average transaction value, the amount 
of e-money and/or physical cash an agent must have on hand to transact, and 
the average value of cash-in/cash-out transactions performed by customers. All 
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these aspects might result in expected AEAs’ commission earned concerning the 
extra-MMT charges emanated from the government tax levy imposition, in case 
they were not taken care of.·

The study was specifically focused on the two questions, including what are the 
effects of MMT cost charges on AEAs’ commission after the government tax levy 
introduced in Tanzania (the correlation between the cost charges imposed in 
MMT and the AEAs’ commission after the government tax levy). Lastly, is the 
test whether there is a significant difference in the AEA’s commission before and 
after government tax levy intervention in MMT cost charges in Tanzania? Using 
the information obtained during the literature review, the researcher created 
hypotheses based on the questions. The hypotheses are the answers to the 
questions which the current study ought to find out.

Literature Review
The current study is guided by the Dynamic Theory of Profit, where the theory 
stipulates that profit is the difference between the price and the cost of the 
production of the commodity” (service in the context of the current study). 
There is no pure profit but there may be some frictional profits emerging due 
to frictions in the system. On account of the changes, the economy tends to be 
dynamic with demand and supply conditions altered. Some entrepreneurs may 
get advantageous business positions against others and may reap surplus over 
costs, as a real profit (referred to as commission in this case). In short, those who 
takes advantage of changing situation can earn real commission according to 
their efficiency. Inefficient and careless service producers who fail to move with 
dynamic changes such as those changes introduced by the government in MMT 
cost charges may not get any real commission and may even incur losses and close 
the agency’s business operations. Sometimes individual MMT network operator’s 
agents may introduce dynamic changes in their businesses. For example, an agent 
may improve his/her service delivery technique, reduce its operational cost and 
thereby increase its commission and disposable income as a whole. The typical 
dynamic change is an invention. This enables the adult learning entrepreneurial 
agents to solicit more commission and reduce operational costs, which leads to 
adult learner entrepreneurial agents’ growth. 
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The study conducted by Issaka (2015), revealed that MMT services had impacted 
positively the DI of the Mobile Money Vendors (entrepreneurial agents). The study 
is confined only to the impact of MMT on the DI of the mobile money vendors 
(entrepreneurial agents) and is silent about the effects of any imposed transaction 
cost charges on agents’ commissions in MMT network entrepreneurial agents who 
performed the transactions. Moreover, in the study conducted by Kamande et., 
al (2021), they found that transaction cost charges were frequently cited as a 
hindrance to the mobile money business. The findings indicated further that the 
changes to Digital Financial Services (DFS) as a result of COVID-19 highlight 
interesting dynamics. In this regard, the author calls for further investigation to 
understand these dynamics. The current study was therefore confined around this 
appeal within adult learning entrepreneurial agents for MMT network operators 
in the context of Tanzania. 

The study carried out by Tanzania financial inclusion insight (2014) revealed that 
most participants reported that agents are not always helpful, some appear 
poorly trained and unknowledgeable about their business. These findings are 
confined only to the agent’s inability to serve the customers but silenced about 
financial performance in terms of agents’ commissions or any other imposed 
variables (cost charges and taxes) on transections by MMT network providers 
and government. The current study was hereby to close the prevailing knowledge 
gap learned. In the study conducted by Wadada (2019) He found that there 
is a weak but positive statistically significant correlation between the volume of 
transactions and business performance by the MMT agents. In other words, the 
higher the volume of transactions, the higher the business performance of the 
Mobile Money agents (in terms of Commissions). 

The study findings additionally showed that although both taxes were negatively 
affecting their transactions, over-the-top (OTT) was not as directly related to the 
business as the Mobile Money business is concerned. The study did not link the 
correlation between the AEA’s commissions and government cost charges normally 
imposed on MMT to entrepreneurial agents’ commissions. The current study tested 
the correlation by establishing the null hypothesis “There is a positive correlation 
between the amount transacted cost charges imposed in MMT and adult learning 
entrepreneurial agents’ commissions after the government tax levy in Tanzania. The 
study (ibid) also found that there is no significant difference in mean performance 
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across the operating costs incurred by the Mobile Money agents at (F-test =0.91; 
df= (3,109); P-value = 0.4369). These findings by his description imply that 
though the operating costs charges do not predict significantly to commission 
received, the costs incurred are both prime costs and supplementary. The study 
leaves many questions unanswered and therefore the point of departure by which 
the current study was capitalized. From the theoretical and empirical literature 
review, the study proposed the hypothesis that “There is no significant difference 
between the commissions of the adult learning entrepreneurial agents before and 
after the government tax levy introduced in MMT cost charges in Tanzania”.

Materials and Methods
The study was conducted in the Dar-es-salaam region including three municipals 
and a district council. Dar-es-salaam was chosen due to a large number of MMT 
agents, about 38percent of the total number of agents in MMT network providers 
in Tanzania are in Dar-es-salaam (TCRA, 2021). It has been noted that using the 
corresponding ratio there is one agent for every seven small business retailers, 
and about 44,000 dedicated mobile money agents currently in Tanzania (ibid). 
Dar-es-salaam is among the densely populated region with a substantial number 
of universities, colleges, and their affiliates, universities colleges, institutes, and 
campuses for both public and private accredited by TCU (The Tanzania Commission 
for Universities), including the biggest public institutions, as the TCU (2021) 
database affirms. The TCU Statistics indicated that Dar-es-salaam host 14 (35 
percent) of the total accredited TCU higher learning institutions in Tanzania, leave 
alone those higher learning institutions accredited by The National Council for 
Technical and Vocational Education (NACTEVET). All these institutions contributed 
in different capacities towards jobless and jobseekers graduates yearly, who are 
referred to as adult learning entrepreneurial agents in this study.
The study used an action research design where it involved collecting information 
regarding the current situation in the cost charges imposed in MMT and outcomes 
analyzed, developing a plan to improve it, collecting changes after a new plan 
is implemented, and developing conclusions regarding the improvements of the 
situation on the ground. The use of this research design help for participative and 
collaborative, since it is undertaken by individuals, with a common purpose as 
a result, ensuring all stakeholders are involved in the process. The study used a 
mixed research approach whereby both qualitative and quantitative data were 
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used in the study to improve practices and the validity and credibility of the 
results. The population for the current study was adult learning entrepreneurial 
agents who were involved in learning and practicing MMT entrepreneurial 
activity primarily for personal interest or other labor market-related reasons. The 
census of outlets revealed 55,851 outlets, out of which 45,341 are mobile money 
agents, and a further 12% (6900) are retail agents of non-bank POS-based 
payments providers (Ignacio and Andrew 2014). A non-probability sampling 
(purposive sampling or judgmental method) was used to obtain a sample of 300 
adults learning entrepreneurial MMT agents from the three municipalities (Ilala, 
Temeke, and Ubungo) and 50 from the Kigamboni district council to make a total 
sample of 350 out of which 196 (56%) were female and 154(44%) were male. 
They are often jobless graduates and job seekers regardless of their gender. 
The participants were selected based on their working experience (at least one 
year in MMT agency service provision). The purposive sampling was a correct 
technique in the study since it enabled the collection of information from the 
best-fit participants to obtain specific data in the study relevant to the research 
context. The substitution of the values into the MOE formula produced ± 0.0262. 
This sample implies a ±2.62 % sampling error with a confidence level of 95 % = 
1.96 based on the formula.
                               
                              where                                                                       , 

            

The value obtained has meant that a deviation in sample value versus the true 
population value is very small signifying a very good representative of the 
population. Data were collected using multiple sources of data collection to 
enhance the validity and reliability of the data. The standardized questionnaire 
was used to collect the quantitative data, in addition to secondary available 
data from MMT network operators and agents. The interviews were also used for 
qualitative data collection under the researcher’s guidance. The interviews were 
scheduled on the preference of the interviewee, some agreed to be interviewed 
when the researcher arrived at the agents’ workplace and others requested an 
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alternative time. The interviewed question needs the respondents to explain how 
they feel or perceive the cost charges (government tax levy) introduced in MMT 
on the adult learning entrepreneurial agents’ commission. 

Collected data were analyzed using Statistical Package for Social Sciences (SPSS) 
software version 20. The Spearman correlation was used to test the correlation 
(effects) between the amounts of transacted cost charges imposed in MMT 
and adult learning entrepreneurial agents’ commissions (after the government 
tax levy). The Null hypothesis for testing the correlation of the variables stated 
that “There is a positive correlation between the amount of transacted cost charges 
imposed in MMT and adult learning entrepreneurial agents’ commissions after 
the government tax levy in Tanzania (H0:p = 0, alternatively H1: p ≠ 0). Both 
primary (amount transacted and earned commissions) and secondary (charges 
per the range of transacted amount) data from the AEA and mobile money 
network providers were used respectively. Furthermore, a t-test was used to test 
whether there is a significant difference in the AEA’s commission before and after 
government tax levy intervention in MMT cost charges in Tanzania. Ideally, a 
t-test is a statistical test that is used to compare the means of two groups. It is 
often used in hypothesis testing to determine whether a process or treatment has 
an effect on the population of interest, or whether two groups are different from 
one another. The t-test tested the hypothesis that “There is no difference between 
the means of commissions of adult learning entrepreneurial agents before and after 
the government tax levy introduction in MMT in Tanzania” meaning that the means 
for both commissions of adult learning entrepreneurial agents after and before 
the government tax levy introduced in MMT in Tanzania were equal. Alternatively, 
the means for both commissions of adult learning entrepreneurial agents after and 
before the government tax levy introduced in MMT cost charges in Tanzania were 
not equal. 

The qualitative part capitalized on the content analysis to understand the 
respondents’ feelings or perceptions on the cost charges (government tax levy) 
introduced in MMT on the adult learning entrepreneurial agents’ commissions. 
Initially, each piece of data collected through the interview was read from 
the beginning to the end. Thereafter, those that appeared to be related were 
highlighted, for example, negative or positive feelings/perceptions on the 
introduced cost charges in MMT confined to adult learning entrepreneurial 
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agents’ commission. Thereafter, a keyword or phrase that was deemed to 
capture disputes related to negative or positive feelings or perceptions in terms 
of imposed cost charges on commission was coded. Just after coding at least 
ten responses, preliminary codes were identified which were then used to code 
all other collected responses from the interview, including re-coding of the ten 
selected responses used to generate the initial codes. 

The codes were then reviewed to ascertain the link with the original data while 
allowing new ones to emerge. The final codes were used to describe major 
disputes describing the feelings or perceptions on the cost charges imposed in 
MMT on adult learning entrepreneurial agents’ commissions. Finally, quotations 
were presented in a precise way to represent a true image of the respondents’ 
feelings or perceptions. In case, the respondents mentioned similar expressions, 
those were counted together within a theme, to indicate the frequency of the 
expression. When the need arises, all the qualitative explanations shall be 
supported by descriptive statistics (cross-tabulations). The data credibility was 
ensured through member check-ups by requesting some participants to read the 
recorded data files to check if the transcriptions match the intended meaning of 
the participants. The validity of the data in this research is attested, the data have 
been obtained from participants that were purposively selected. 

Results 

Effects of charges introduced in MMT through government tax levy on 

AEAs’ commissions
Based on the null hypothesis that “There is a positive correlation between the amounts 
transacted cost charges imposed in MMT and adult learning entrepreneurial agents’ 
commissions after the government tax levy.  (HO: p = 0, alternatively H1: p ≠ 0) 
tested. The findings revealed that the amount of transacted cost charges imposed 
in MMT and adult learning entrepreneurial agents’ commissions are negatively 
correlated and statistically significant at (r = -.124, p < .05) the null hypothesis was 
rejected (Table 01). Although, the correlation is weak but indicating that the two 
variables tend to decrease together (i.e. the lower government tax levy imposed 
in MMT cost charges is associated with lower adult learning entrepreneurial 
agents’ commissions). These findings imply that the (AEA)’s commission would have 
been safe if and only if the government would have not introduced the tax levy 
on MMT.
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Table 01: Spearman Correlation Matrix – Effects of Extra Charges in Transacted 
Amount Impose

Transacted 
amount   

Agents’ 
commission

 Tax Levy 
Charges

Transacted amount    Pearson Correlation          1     .149** .081

                                         Sig.(2-tailed)          .005        .132

Agent commission    Pearson Correlation         .149**           1       -.124*

                                         Sig.(2-tailed)      .005         .021

Tax Levy charges     Pearson Correlation           .081         -.124*          1

                                         Sig.(2-tailed)      .132           .021  

                                          N       350            350         350

**. Correlation is significant at the 0.01 level (2-tailed) *. Correlation is significant at the 0.01 level (2-tailed)

Source: Author field data 2022

One of the interviewees who has a long experience in working with MMT network 
operators for over 15 years as agents in his diversified business had these to say 
about cost charges in MMT on the agents’ commission:

I have never regretted as an agent, although the government 

taxes imposed in MMT cost charges will not add any value to 

me but take me out of this business. Previously I used to pay my 

children’s school fees through this business but today it’s become 

very difficult to pay the school fees. Our customers are very 

reluctant to use mobile money transfer agents to send, deposit, 

or withdraw money as it was before. Charges had a great impact 

on my commissions but the other secret behind the scene was to 

have more than one till as an agent for different MMT network 

providers. The location also matters a lot for MMT’s business 

prosperity (Interviewee 132).

 (Table 02) substantiates the contents in the quote where the majority 63.7 percent 
of the AEA’s perceptions/feelings on the cost charges intervention decreased their 
commissions.
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Table 02: The AEAs’ Perceptions/feelings for Cost Charges Intervention on 
AEA’s Commissions

Extent MMT cost charges contribute to agent commission

Increased Decreased Un-noticeable Unknown Total

Correct (Yes) 3(0.9) 223(63.7) 8(2.3) 25(7.1) 259(74.0)

Incorrect (No) 5(1.4) 10(2.9) 61(17.4) 15(4.3) 91(26.0)

Total 8(2.3) 233(66.6) 69(19.7) 40(11.4) 350(100)

Note: Numbers in parentheses are in percentage, MMT: Mobile Money Transfer

Source: Author field data 2022
Difference in the AEA’s Commission Before and After Government Tax Levy 
Charges Intervention

The data analysis revealed that the t-statistic was 13.04 with 349 degrees of 
freedom. The corresponding two-tailed p-value was 0.000, which is less than 
0.05(Table 3). This means that the null hypothesis was rejected, implying that 
there is a significant difference between the commissions of adult learning 
entrepreneurial agents before and after the government tax levy introduced in 
MMT in Tanzania. 

Table 03: T-Test- Comparisons of AEA’s Commissions Before and After 
Government Tax Charges  Imposition in Transacted Amount

Independent Samples Test

Levana’s 
test for 
Equality

t-test for equality of Means

          F   Sig                  t   df      sig (2-tailed) Mean dif Standard 95 Confidence

                      error dif         Low Upper

Equal variance 
assumed

       40.21         .201 -14.31 349      .000 19.76  1.056 -17.21 -13.045

         AEA’s Commission

Equal variance 
not assumed

           .021  13.04 349      .000   22.55           1.205 13.34     18.091

AEAs’ Commission: Adult learning Entrepreneurial Commission
Source: Author field data 2022
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Discussion

Effects of charges introduced in MMT through government tax levy on 

AEAs’ commissions
The findings in the current study (table 01), partly contradict the findings of the 
study conducted by Wadada (2019) where he found that there is a weak but 
positive statistically significant correlation between the volume of transactions 
and business performance (in terms of commissions) by the MMT agents. In other 
words, the higher the volume (amount) of transactions, the higher the business 
performance of the Mobile Money agents (in terms of Commission). Wadada 
(2019) findings were further opposed by the current findings on his conclusive 
part where he predicted that the agent’s commissions were expected to grow 
provided that the total number of customers and positive motivation for mobile 
money business goes up by a unit. However, the current study supports the findings 
of the same study when argued the possibility of commission of the MMT agents 
is expected to fall adversely provided that there is a unit increase in the cost 
charges in airtime sales and distances covered. The current study findings further 
opposed the findings of the World Bank (2012), which found that increased 
mobile phone penetration in developing countries is correlated with a 0.8 percent 
increase in economic growth.

The current study findings concurred with the study findings of Kamande et al. 
(2021) who conducted a study on MMT where they found that transaction costs 
were frequently cited as a hindrance to the commission of mobile money agents. 
Moreover, the current study finding partly supports the Dynamic Theory of Profit 
declaring that on account of the introduced changes the economy tends to be 
dynamic and demand and supply conditions are altered. Some entrepreneurs 
may get advantageous business positions against others and may reap surplus 
over costs. However, those who take advantage of changing situations can 
earn real profits according to their efficiency. Ideally, inefficient and careless 
service producers who fail to move with dynamic changes such as those changes 
introduced by the government in MMT cost charges may not get any real profit 
and may even incur losses and close the business operations.

Furthermore, analyzing the themes of the quote in the results section, it is easy to 
realize that the introduced government tax levy on MMT cost charges decreases 
the commissions which result in life hardship for adult learning entrepreneurial 
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agents. This analysis of the quote is authenticated by descriptive statistics (Table 
2) where it was revealed that 0.9 percent of the interviewees indicated that 
the cost charges introduced in MMT cost charges increased the adult learning 
entrepreneurial agent’s commissions. However, a large percentage of the 
respondents 63.7 percent noticed a decrease in agents’ commissions after the 
government tax levy was introduced in MMT cost charges. Moreover, 2.3 percent 
of the interviewees contradicted the contents of the quote by revealing that they 
observed un-noticeable effects on the Commissions just after the government tax 
levy was introduced in MMT cost charges. The current study findings concurred 
with the study findings of Kamande et al (2021) who conducted a study on MMT 
“entitled exploring the use of Mobile Money services among Tea SACCOs in 
Rwanda: Challenges and Opportunities” where they found that transaction cost 
charges were frequently cited as a hindrance to the commission of mobile money 
agents.

Difference in the AEA’s Commission Before and After Government Tax 

Levy Charges Intervention
The findings (Table 03) affirmed by the previous descriptions that the AEA 
commission was decreased after the government tax levy was introduced in 
MMT cost charges. The study findings contradict Wadada (2019) who found that 
there was no significant difference in mean performance (in terms of commissions) 
across the operating costs incurred by the Mobile Money agents (F-test =0.91; 
df= (3,109); p-value = 0.4369). These findings implied that the operating costs 
and any charges thereof introduced in MMT cost charges do not associate with 
the decrease of the commission received by MMT agents.

Based on the findings, it can be concluded that the effects of the cost charges imposed 
in MMT on AEA’s commission after the government tax levy in Tanzania cannot be 
ignored by the stakeholders. The findings of the study affirm that the amount 
of transacted cost charges imposed in MMT and adult learning entrepreneurial 
agents’ commissions are negatively correlated. Although, the correlation was 
weak but indicating that the two variables tend to decrease together (i.e. the 
lower government tax levy imposed in MMT cost charges was associated with 
lower adult learning entrepreneurial agents’ commissions. We can also indicate 
that the introduced government tax levy on MMT cost charges decreases the 
commissions which result in life hardship for adult learning entrepreneurial agents 
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(Table 2) whereby it was revealed a large percentage of the respondents 63.7 
percent noticed a decrease in agents’ commissions after the government tax levy 
introduced in MMT cost charges. It was very clear from the results that there is a 
significant difference between the commissions of adult learning entrepreneurial 
agents before and after the government tax levy introduced in MMT in Tanzania. 
The findings affirmed by the previous descriptions that the AEA’Commission 
was decreased after the government tax levy introduced in MMT cost charges 
which led to the observed difference in adult learning entrepreneurial agents’ 
commissions. The stakeholders in MMT (The MMT network providers, governments, 
related agencies in the sector, and MMT agents) need an agent special forum for 
discussion on the matter that arises after the government tax levy introduced in 
MMT cost charges within the industry to check for a proper plan of introducing the 
MMT cost charges without much effects on adult learning entrepreneurial agents’ 
commissions. Moreover, the AEA needs to restructure their working practices and 
habits to integrate unexpected changes in MMT agency activity. Lastly, the agents 
need to rethink concurrent or diversified kinds of business within the MMT agency 
business to accommodate the effects of cost charges introduced in MMT.
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