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Youths’ Attitudes towards HIV/AIDS Voluntary Counselling and Testing 

Services in Tanzania: A Case of Mbeya City 

 

Chesko Simon Tweve 

twevea@gmail.com  

Abstract  

The study investigated youths’ attitudes towards HIV/AIDS Voluntary 

Counselling and Testing (VCT) services in Mbeya city in Tanzania. The study 

was guided by the Attitude-Social-Influence-Self Efficacy Model (ASE-model) 

adopted from Dijkstra and Kuhlman. Data were collected through semi-

structured interviews, questionnaires, focus group discussions and 

documentary review from a sample of 99 respondents, including youths, 

counsellors and the District HIV/AIDS Coordinator. The study was carried out 

in Mbeya City and employed a case study research design. Qualitative data 

were content analysed while quantitative data were classified and presented in 

tabular form from which percentages and frequencies were computed. The 

results from the study revealed that many youths’ have positive attitudes 

towards HIV/AIDS Voluntary Counselling and Testing services. The major 

reasons were the perceived benefits like VCT services provide knowledge about 

HIV status among youths’ and also VCT services help people with HIV to 

maintain their health. The study recommends that the government and non-

governmental organizations should strengthen the VCT services by improving 

access as well as their availability so as to increase uptake among youths. It 

may be through increased community mobilisation for VCT, increased mass 

media campaigns through radio and television. The study recommends that 

further studies should be extended to villages to examine individual attitudes 

towards HIV/AIDS VCT services. 

Key words: Attitudes, Voluntary Counselling and Testing, HIV/AIDS, 

Tanzania  

Introduction 

An estimated 68 percent of all people living with HIV in the world reside in 

Sub- Sahara Africa, a region with only 12 percent of the global population. 

Since the peak of the epidemic in 1997, the total number of infections in the 

region has declined by more than 26 percent until 2010. As free antiretroviral 

therapy becomes more widely available across the region, there has been a 

steady decline in AIDS related deaths to both adults and children (UNAIDS, 

2010). The first cases of HIV and AIDS in Tanzania were reported in Kagera 

region in 1983, and by 1987, every region in the country had reported 

HIV/AIDS cases. In 1985, the government set up the National AIDS Control 

mailto:twevea@gmail.com
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Programme (NACP) so as to coordinate response and established AIDS 

coordinators in each district in the country (TACAIDS, 2009). In order to 

confront the growing epidemic, the NACP developed a medium-term plan for 

the period 1987-1991, which was then followed by two more medium term 

plans covering 1992-1996 and 1998-2002. The plans had the following three 

main aims: to decentralize the health sector response, to reduce HIV 

transmission and to relieve social consequences of HIV/AIDS through care as 

well as assistance. However, according to Tanzania’s first National 

Multisectoral Framework (2003-2007), the three medium term plans did not 

halt the spread of HIV. It is important to bear in mind that, at that time, Tanzania 

had no coordinated monitoring and evaluation system, and systems for 

collecting data on HIV prevalence varied widely from region to region. 

Therefore, frequent delays in reporting as well as general under reporting 

suggest that the HIV prevalence could have been much higher (Garbus, 2004). 

The  national policy, which had been under development since 1991, was 

finalized in 2001 following the declaration of 'war' on HIV/AIDS by the former 

President, Benjamin Mkapa (TACAIDS, 2004). 

The Tanzania Commission for AIDS (TACAIDS) was then established in 2002 

to coordinate the multisectoral response. It brought together all stakeholders 

including the government, business people and civil society to provide strategic 

guidance on HIV/AIDS programmes, projects and interventions. In 2003, 

TACAIDS launched the first National Multisectoral Framework (NMSF) for 

2003-2007, which outlined all areas of focus for stakeholders including cross- 

cutting themes like stigma and discrimination as well as prevention, care, and 

support for alleviating socio-economic consequences of HIV and AIDS. Under 

each broad theme, certain strategic areas were identified (such as school - based 

prevention or blood safety), and goals, challenges, targets and indicators of 

success were specified (TACAIDS, 2003). 

Tanzania’s second National Strategic Framework (2008-2012) analyses 

achievements and challenges faced in the implementation of the first NMSF. 

Also, it identifies new targets and indicators of success. Around 1.2 million 

people aged 15 years and above, or just over 5 percent of the adult population, 

are currently living with HIV in Tanzania (UNAIDS, 2010). Although the 

number has recently fallen slightly, the epidemic’s severity differs widely from 

region to region, with some regions reporting a prevalence of less than 2 percent 

(Arusha) and others as high as 16 percent, for example, in Iringa region 

http://www.avert.org/hiv.htm
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(TACAIDS, 2008). An estimated 100,000 Tanzanians were recently infected 

with HIV in 2009 (UNAIDS, 2010). 

Voluntary Counselling and Testing (VCT) is an effective tool for HIV 

prevention and reduction of emotional discomfort. Advocates of VCT argue 

that the method is a cornerstone for early access to prevention as well as to care 

and support service. It opens up options for prophylaxis and treatment of 

opportunistic health complications as well as the use of anti- retroviral drugs 

(UNAIDS, 2000). Voluntary Counselling and Testing services (VCT) were first 

initiated in 1989 in Tanzania but the coverage was very low. By 2001, there 

were still only 92 public VCT services (reportedly reaching about 4% of the 

population) covering the entire country (TACAIDS, 2009). Since 2003, the 

number of VCT sites in the country has increased rapidly. VCT services are 

now available at 2134 sites across the country. According to the 2007-2009 

Malaria and AIDS Indicator Survey, more than 80 percent of people know 

where to get an HIV test (WHO, 2008). 

In 2007, a high-profile campaign was launched by the Tanzanian Government 

with the aim of raising awareness of the people to use VCT in order to know 

their HIV sero status. The campaign was launched by the former President, 

Jakaya Kikwete and the First Lady, Mama Salma Kikwete, with the slogan of 

“Tanzania Bila UKIMWI Inawezekena” (meaning Tanzania without HIV/AIDS 

is possible). Through the slogan, over four million Tanzanians were tested. The 

initiative using the slogan has contributed a lot in the campaigns of fighting 

against HIV and AIDS, and eliminating the stigma associated with it. The 

success of the initiatives resulted into response of millions of Tanzanians who 

have received VCT services, millions who receive care and treatment as well 

as millions who have understood and applied prevention messages (WHO, 

2010). 

Despite such efforts, there is a massive underutilization of VCT centres, which 

is contrary to the national campaigns that targeted to encourage many people to 

use VCT services in order to be counselled on how to live with the virus or 

avoid being infected. It means that, among the general population in Tanzania, 

many of them do not fully utilize VCT services, which are effective in curbing 

the rampant spread of the virus because they are scared of knowing their health 

status (TACAIDS, 2010).  
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Statement of the Problem 

It is evident that voluntary counselling and testing (VCT) is very important for 

any individual who intends to understand his/her sero status. However, an 

individual’s attendance to HIV and AIDS VCT services depends on his/her 

attitude towards the services and the decision to go for the services. In due 

regard, an individual with a positive attitude towards HIV and AIDS VCT 

services is likely to attend for the VCT. Similarly, an individual with a negative 

attitude towards HIV and AIDS VCT services is likely to disagree with the idea 

of going for VCT. Mbeya City has several centres, which deal with the 

provision of voluntary counselling and testing services. They include 

KIHUMBE, CARITAS, SERVE TANZANIA (SETA), and ANGLICANA. 

Nevertheless, the youths’ attitudes towards VCT services have not been 

thoroughly examined. Previous studies have investigated the effectiveness of 

free HIV voluntary counselling and testing through Community-Based AIDS 

service organisations in Tanzania (Nathan, 2006). Other studies focused on 

factors influencing acceptability of Voluntary Counselling and Testing among 

the youth (Nuwaha, 2002), while others describe the barriers for accessing VCT 

among youth (Makumbi, 2001). Meda (2009) investigated on attitudes of 

University students towards HIV/AIDS Voluntary Counselling and Testing 

services. Thus, there is little substantive knowledge on the youths’ attitudes 

towards HIV/AIDS voluntary counselling and testing services. Lack of 

knowledge in this area is where the gap lies.  

The objective of the Study 

To investigate the youths’ attitudes towards HIV/AIDS voluntary counselling 

and testing services 

Theoretical Framework 

Every HIV/AIDS prevention programme of which VCT is included is based on 

theories on reasons people change their behaviour or accept to do something 

and about their attitudes. Theories for HIV prevention focus on elements 

believed to be essential for an individual to enact and sustain behavioural 

change (Denison, 1996). There are several theories most commonly cited in 

HIV prevention of which VCT is included. They include the Attitude-Social-

Influence-Self efficacy (ASE) Model and the Theory of Reasoned Action by 

Denison (1996). 
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Attitude-Social-Influence-Self efficacy (ASE) Model  

The Attitude-Social-Influence-Self efficacy (ASE) Model is useful in 

understanding and predicting various health behaviours including those related 

to HIV/AIDS/ sexually transmitted diseases. The ASE-model is comparable to 

the Planned Behaviour model. In the ASE-model, behaviour such as 

compliance with VCT for HIV is considered to be a result of behavioural 

intention. Furthermore, three main psycho-social factors have been identified 

that predict health related behavioural intention; namely, attitudes, social 

influences and self-efficacy. A person’s attitude towards attendance for VCT 

for HIV is a result of the consequences that person expects from VCT for HIV 

(Kuhlman, 1988).  

Social influence is a result of social norms relevant to VCT for HIV, support 

from important others to go or not to go for VCT, and whether the important 

others attend or do not go for VCT themselves. Self-efficacy expectations can 

be seen as a person’s belief of a case to attend for VCT and ability to cope up 

with barriers that may hinder actual attendance. The implication from the model 

is that a person’s health behaviour can be modified by targeting attitudes, 

perceptions of social norms, social support, and self-efficacy expectations 

(Kuhlman, 1988). According to the ASE-model, “external variables” such as 

social-demographic factors do not influence behaviour directly but rather, 

through behavioural determinants and intention. Moreover, self-efficacy not 

only influences behavioural intention but also has a direct influence on 

behaviour. Finally, previous behaviour or trying to perform the behaviour, will 

lead to a feedback mechanism that may, in turn, influence behavioural 

determinants. The model as shown in Figure 1 is important in behaviour 

because psychosocial variables can be changed to influence the behaviour, 

whereas external variables are normally not changeable, or are not easy to 

change. 
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Figure 1: A Summary of Attitude-Social-Influence-Self efficacy Model 

(ASE-Model) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Source: Adopted from Dijkstra and Kuhlman (1988). 

People with a negative attitude towards VCT services have a misconception of 

the benefits of the services. They are afraid of knowing their HIV test results 

and they think that knowing their status simply means knowing how soon they 

are going to die. They do not want to go for VCT because they think that when 

they find out that they are infected, they will have a psychological torture that 

will result from stigmatization. Such negative attitudes create a behaviour that 

has strong beliefs against the provision of VCT services and the end results will 

be shunning the services. People with a positive attitude towards VCT services 

comprehend the benefits of knowing their status. Their behaviour makes them 

have strong beliefs that VCT is essential and is the principal preventive criterion 

which enables people to prolong their lives. As a result, their action will be to 

go for VCT services. 
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The Theory of Reasoned Action (TRA) 

The theory of reasoned action explained and predicted a variety of human 

behaviour since 1967. The theory is based on the premises that humans are 

rational, and explored behaviours include volitional control, attitudes, 

intentions and behaviour (Fishbein, et. al., 1994). Its construct is that a specific 

behaviour is defined by a combination of four components: action, target, 

context and time. For example, implementing VCT as an HIV/AIDS reduction 

strategy (action), attending VCT centres in every three months (target) for 

working in brothels (context), and every time (time). However, one of the 

limitations of this theory is its individualistic approach to consider the role of 

the environment and the structural issues (Denison, 1996). 

VCT Services in Tanzania 

Biswalo (1996) stated that the provision of voluntary counselling and testing in 

Tanzania started in 1988, three years after the first three AIDS cases were 

reported. At the beginning, the services were provided mainly by Faith-Based 

Organizations (FBOs) and Non- Governmental Organisations (NGOs) to 

clients who sought for such services. Efforts to establish VCT services in the 

public sector started in 1989 after the joint Tanzanian- Norwegian AIDS 

project. The first public sector VCT started its activities in Arusha and 

Kilimanjaro regions. 

In 1996, an evaluation of VCT services in the country showed that such services 

were in high demand and recommended their expansions to all districts in the 

country. In response to this, 73 counsellors were trained in 1997 and an 

additional 91 counsellors in 1998. Since then, VCT services have been 

expanded gradually. Currently, there are over 1,200 trained counsellors and 

more than 500 sites providing VCT services nationally. 

VCT Services in Mbeya City 

Mbeya city is a trading centre and being close to borders with two countries, its 

population is exposed to HIV infections. A field assessment conducted by the 

International Organization of Migration in 2010 concluded that transport 

workers, border personnel and international traders were more likely to have 

multiple sexual partners and less likely to use condoms than the general 

population in the city. Such patterns lead to increased HIV transmission among 

youths and the whole population in the city. Access to treatment and prevention 

initiatives in the area was also minimal, underlining the city’s variation in 
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access to HIV services. There was time such that in every 5 people, 1 person 

was HIV positive (IOM, 2010). 

With the increased problem of HIV transmission in the city, several measures 

have been taken by National HIV/AIDS Control Progamme in support of the 

regional administration particularly the regional HIV/AIDS Control 

Coordinator. One of the measures is the establishment of VCT centres where 

people get HIV testing and the ways to combat its transmission. Currently, the 

city is one of the cities in Tanzania with many VCT centres, which deal with 

the provision of HIV/AIDS voluntary counselling and testing services. They 

include KIHUMBE, CARITAS, SERVE TANZANIA (SETA), UMATI and 

ANGLICANA (TACAIDS, 2010). Training of counsellors and provision of 

working equipment in VCT centres have been done by the Ministry of Health 

to improve the services. Utilization of VCT services among people in the city 

has been increasing and has led to a decrease in HIV transmission compared to 

the past five years (TACAIDS, 2009). 

Relationship between Attitudes and Behaviour 

Attitudes may be expressed in a variety of ways. For example, having a positive 

attitude towards VCT services does not necessarily mean that one actually 

becomes a member or that one goes for the VCT services. But if an individual 

does not go for the VCT services, people may question his/her attitude. In other 

words, an attitude should predict behaviour to some extent, even if it is 

extremely limited and specific (Fishbein & Ajzen, 1976). Azjen and Fishbein 

(1975) argued that attitudes can predict behaviour provided that both are 

assessed at the same level of generality. There needs to be a high degree of 

compatibility (or correspondence) between them. It is argued that much of 

earlier research suffered from either trying to predict specific behaviours from 

general attitudes, or vice versa, and it accounts for generally low correlations. 

According to Ajzen and Fishbein (1975), every single instance of behaviour 

involves four specific elements namely, a specific action, performed with 

respect to a given target, in a given context and at a given point of time. 

According to the principle of compatibility, measures of attitude and behaviour 

are compatible to the extent that the target, action, context and time elements 

are assessed at identical levels of generality or specificity (Fishbein & Ajzen, 

1975). For example, a person’s attitude towards VCT services only specifies 

the target, leaving the other three unspecified. A behavioural measure that 

would be compatible with this global attitude would have to aggregate a wide 

range of health behaviour across different contexts and times. Elaborating the 
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psychological processes underlying the principle of compatibility as it was 

suggested that, the extent that the beliefs salient at the time of attitude 

assessment are also salient when plans are formulated or executed, strong 

attitude-behaviour correlations are expected (Fishbein & Ajzen, 1976). 

Fishbein and Ajzen (1975) argued that attitudes and behaviours must be 

compatible to ensure a strong relationship. In other words, general attitudes are 

good predictors of general behaviours. For example, attitudes toward VCT 

services are predictors of actions related to either attending or not going for 

VCT services. Specific attitudes, especially attitudes toward behaviours, are 

good predictors of specific actions. For example, attitudes toward VCT services 

predict nicely the act of going or not going for VCT services. Fishbein and 

Ajzen (1976) maintained that a specific attitude construct should be identified 

if specific actions are to be correlated to them. An attitude towards going for 

VCT services could be measured by an attitude test. Fishbein and Ajzen (1976) 

predicted that the correlation between such kind of specific attitude and specific 

behaviour would be quite high. 

Youths’ Attitudes towards HIV/AIDS VCT Services 

Voluntary Counselling and Testing plays a critical role in HIV prevention, early 

diagnosis of HIV infection as well as timely therapeutic or prophylactic 

interventions (Gage, 2004). HIV testing and counselling has further been 

shown to promote risk reduction in certain groups, behaviour change and 

reduced transmission (Peltzer, 2005). Young people are the most vulnerable 

and the most affected section of the global population. A large number of 

youths know that VCT use is necessary and the use of VCT among them is 

positively correlated with education level. Although a large number of youths 

know that VCT services are necessary, only a small number of them use VCT 

services (Peltzer, 2005). Many hear about VCT services but less go for VCT. 

The willingness to go for VCT is significantly associated with perceived 

susceptibility, perceived barriers and perceived benefits. High perceived 

susceptibility and barriers are associated with low willingness to undergo VCT. 

On the other hand, youths with high perceived benefits show better willingness 

to undergo VCT. It is recommended that messages on VCT should give 

emphasis on personal susceptibility to HIV/AIDS and benefits from VCT 

(Gage, 2004).  
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Methodology 

On the basis of the research purpose, the study employed both qualitative and 

quantitative research approaches. According to Mayrin (2001), qualitative and 

quantitative research approaches have often been used together in the same 

research project and in many cases. The combination of qualitative and 

quantitative methods aimed to obtain methodological triangulation to maximize 

the quality of the collected data. The study employed a case study design in 

order to see detailed information about health issues. Stake (1995) defines a 

case study as an intensive investigation of a particular incident or subject or 

institution or unit in an effort to understand and give explanations. The study 

focused on a detailed analysis of individual’s experiences, aiming at exploring 

attitudes of youths towards HIV/AIDS counselling and testing services 

provided by counselling and testing centres in Mbeya City. More than one 

method of data collection was employed, considering that the case study is 

explanatory in nature, and is meant to be a highly controlled investigation 

(Good, 1966). 

The study was conducted at Mbalizi Road Ward in Mbeya City where there are 

many secondary schools like Sangu High School, Meta High School, Mbeya 

Day High School and Loleza High School. The schools were selected because 

of being close to the available counselling and testing centres which were an 

added advantage towards conducting this research. Schools have a large 

number of students for both sexes. There are also several counselling and HIV 

testing centres. These include KIHUMBE HIV counselling and UMATI HIV 

counselling and testing centres. The counselling and HIV/AIDS testing centres 

were selected because many clients seek counselling and HIV testing services 

compared to other centres in the city. In addition, the centres had counsellors 

from non-public centres, who provided information regarding clients who are 

sceptical about public health facilities. The youths were selected because they 

are sexually active making them prone to HIV/AIDS transmission. Also, they 

are teenagers who are prone to sexual influences and are vulnerable to 

contracting HIV/AIDS because of their multi-partner sexual relationships. 

Counsellors were selected because they have information about the youths’ 

attendance at the VCT centres and they work with such groups either through 

outreach programmes or mobile VCT services in combating HIV/AIDS 

transmission. The District HIV Coordinator was involved because he deals with 

HIV control programme at the district level. Therefore, he could tell the 

perceptions, attitudes and acceptance of youths towards HIV/AIDS VCT 

services.  
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The study employed purposive sampling and simple random sampling 

procedures. Purposive sampling was used to select counsellors, the District 

HIV/AIDS Coordinator and the VCT centres while Simple random sampling 

was applied in the selection of 95 youths. Simple random sampling was seen 

reliable during data collection because every participant had an equal chance of 

being selected to participate in the study. Secondary data were obtained through 

documentary review from the VCT service centres. The documents included 

registration books at the counselling centres, hand-outs on youth counselling 

services provided by the counsellors, and some annual reports on information 

pertaining to clients’ sex and age, as presented at the counselling offices.  

Results and Discussion 

This section presents and discusses the study findings based on youth’s 

attitudes towards HIV/AIDS voluntary counselling and testing services. The 

findings discussed reflect the information that was found in the field, in 

surveyed literature and other studies which have been done on the research 

problem. 

Youths’ Attitudes towards HIV/AIDS VCT Services  

The study sought to examine the youths’ attitudes towards HIV/AIDS VCT 

services. During data collection, the youths were required to rate the extent to 

which they agreed or disagreed with various concepts as they experienced. 

Furthermore, Focus Group Discussions (FGDs) that were held with the youths 

to get the opinions as a means for counter-checking what was collected from 

the questionnaires. The District HIV/AIDS Coordinator and the counsellors 

provided information through documentary review and interviews on the 

youth’s attitudes towards HIV/AIDS VCT services.   

Items about Youths’ Attitudes towards HIV/AIDS VCT Services 

Ten types of items about youths’ attitudes towards HIV/AIDS VCT services 

were investigated. For each item of attitude, the youths rated the extent to which 

they agreed or disagreed with the item in their daily life as summarized in Table 

1.1(a).  
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Table 1.1 (a): Respondents’ Attitudes towards VCT (N=95; M=41.7789; 

SD = 3.76766) 

 

 

Item 

Responses  

Decision SD D NS A SA 
M 

F % f % F % F % F % 
VCT 
services are 
significant 
to 
everyone. 

1 1.1 1 1.1 - - 12 12.6 81 85.3 4.82 Positive 

VCT 
services 
provide 
knowledge 
about HIV 
status 
among 
youths. 

3 3.2 - - - - 35 36.8 57 60.0 4.54 
 

Positive 

VCT 
services 
help people 
with HIV 
to maintain 
their 
wellbeing. 

2 2.1 5 5.3 1 1.1 23 24.2 64 67.4 4.49 Positive 

VCT 
enables an 
HIV 
positive 
person to 
prolong 
life. 

3 3.2 10 10.5 2 2.1 46 48.4 34 35.8 4.03 Positive 

VCT 

services 

provide 

knowledge 

on how 

HIV is 

transmitted. 

- - - - 1 1.1 27 28.4 67 70.5 4.69 Positive 

HIV/AIDS 

can be 

combated 

through 

VCT. 

20 21.1 27 28.4 3 3.2 32 33.7 13 13.7 2.91 Negative 
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Item 

Responses  

Decision SD D NS A SA 
M 

F % f % F % F % F % 

VCT helps 

people to 

make better 

choices. 

1 1.1 5 5.3 3 3.2 53 55.8 33 34.7 4.18 Positive 

I will never 

advise 

anyone to 

seek VCT 

services. 

70 73.7 10 10.5 11 11.6 1 1.1 3 3.2 1.49 Negative 

Obtaining 

HIV/AIDS 

VCT 

services 

should be 

compulsory 

to every 

individual. 

15 15.8 24 25.3 6 6.3 26 27.4 24 25.3 
3.21 

 
Not sure 

Only client 

with HIV 

/AIDS 

should seek 

for VCT 

services. 

63 66.3 18 18.9 6 6.3 5 5.3 3 3.2 1.60 Negative 

Source: Field data (2020) 

Key: SA= Strongly Agree; A= Agree; D= Disagree; SD= Strongly Disagree; NS= Not Sure;  

f =frequency. 

Table (1.1 b): Total Attitude Score (Binned) 

Responses  Frequency   Percent 

 Negative attitude 0 0 

Not sure 33 34.7 

 Positive attitude 62 65.3 

 Total 95 100.0 

Source: Field data (2020) 
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Tables 1.1(a) and 1.1(b) show the results regarding youths’ attitudes towards 

HIV/AIDS VCT services. The results were presented in respect of percentage 

of strongly agree, agree, not sure, disagree and strongly disagree responses for 

each item on attitude. The participants were provided with a series of 10 items 

assessing their attitudes about HIV/AIDS VCT services. Table 1.1(b) indicates 

that about 65.3 percent of the sampled youths strongly agreed that they had 

positive attitudes towards HIV/AIDS VCT services, while 34.7 percent were 

neutral on whether or not to undertake VCT services.   

From interviews with three HIV counsellors and the HIV District Coordinator, 

the results revealed that many youths had a positive attitude towards HIV/AIDS 

VCT services. The District HIV Coordinator said, 

Many youths have been attending for HIV/AIDS VCT services 

because of the education provided by the government and non-

governmental organizations, about advantages of HIV/AIDS 

Voluntary Counselling and Testing services (15th April 2020).   

The same response was given by the youths during Focus Group Discussion 

(FGD). A large number of youths who were asked about their attitudes towards 

VCT services through various items responded positively. Thus, it implied that 

they had positive attitudes towards VCT services. 

The results from this study demonstrated that most participants from the 

selected schools in Mbeya City had a reasonably positive attitude about 

HIV/AIDS VCT services. This might be connected with the awareness 

campaigns which, for many years, have been carried out in the country. The 

trend of a favourable attitude towards HIV/AIDS VCT services concurred with 

the previous studies on attitudes towards HIV-antibody testing and people with 

AIDS conducted among university students by Peltzer (2005). The study 

showed that a large number of youths know that VCT use is necessary and the 

use of VCT among them is positively correlated with the education level. 

In spite of the reported youth’s positive attitudes towards VCT services, this 

study also revealed that some participants had serious misinformation or no 

information about some basic facts about HIV/AIDS VCT services. For 

example, more than 34.7 percent of the youths were neutral on whether or not 

to take VCT services. It may be that the participants were either wrongly 

informed or lacked information about the VCT services. The results from the 
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study imply that there were some facts about HIV/AIDS VCT services that 

were not well addressed. Therefore, there is a need for further attempts to 

increase the youths’ awareness towards HIV/AIDS VCT services in order to 

sustain a favourable positive attitude among youths about HIV/AIDS VCT 

services. 

Also, it is better if the government and community at large find some strategies 

which will make many youths with positive attitudes towards VCT services go 

for the services to make their levels of attitude be proportional with the rate of 

attendance to the VCT services. This may be through establishing counselling 

and testing centres at each school where the youths will get VCT services at 

any time. Also, by providing training to the counsellors, especially on how to 

maintain confidentiality on clients’ information. This will make the youths with 

positive attitudes towards VCT services go for the services. 

Conclusions and Recommendations 

Many youths showed positive attitudes towards VCT services, but there is no 

correlation between their attitudes and attendance to the VCT services. 

Therefore, based on this study, the following should be done; 

 VCT services should be instituted close to people and offer help 

(especially with anti-retroviral drugs) to those found to be HIV positive. 

Health workers should maintain clients’ confidentiality and secrecy. 

Stigma and discrimination should be reduced to the affected people. All 

these will help many youths to attend VCT services. 

 The government and non- governmental organizations (NGOs) should 

strengthen the VCT services by improving access and availability to 

increase uptake among youths. That may be by increasing community 

mobilizations for VCT, increasing mass media campaigns to all famous 

radio and television stations. Also, there should be an increase in special 

promotion, for example, sponsoring outdoor events, increasing number 

of VCT sites and increasing the use of mobile as well as outreach 

services.  
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Abstract 

This paper explores the contribution of Information and Communication 

Technology (ICT) in the teaching and learning of English language in 

Tanzanian secondary schools. Six (6) secondary schools were involved in the 

study. Four (4) English language inspectors, six (6) heads of school, twenty-

two (22) English language teachers, and one hundred and twenty (120) 

students participated in the study. This made a total sample of one hundred and 

fifty-two (152) respondents. The data were collected through interview, 

questionnaire, documentary review, and observation. It was found that 4.6% of 

the English teachers use ICT in class activities day by day and 29.2% of the 

students learn English by radio. Secondly, it was revealed that 59.1% of the 

teachers use the Internet for instructional purposes, while 41.7% of the students 

use the Internet for the English language learning purposes. Thirdly, the factors 

that hinder the use of ICT include lack of electricity, lack of network coverage, 

absence of computer laboratories, lack of in-service training for the teachers 

on the use of ICT in teaching, Government failure to deploy ICT-related 

equipment in secondary schools, and lack of teachers’ commitment to teach 

creatively and professionally. It is recommended that the Government should 

implement the ICT Policy effectively. Further researches should be conducted 

on the application of ICT in the teaching and learning of the other subjects. 

Key words: ICT, English Language, Secondary Education, and 

Communicative Competence 

Introduction 

English is the medium of instruction (MoI) at secondary, tertiary and University 

level in Tanzania (United Republic of Tanzania (URT), 1995). It is also the 

second official language in the country after Kiswahili, the national language 

of Tanzania. English is used in the High Court and the Court of Appeal, 

international diplomatic communication, tourism and mass media. However, 

the language is spoken by about 5% only of Tanzanians (Ngonyani, 1995). This 

linguistic situation implies that the language is not used in social domains such 

as wedding and funeral ceremonies. It is restricted to academic, legal, and 

international relations domains. This situation affects students’ communicative 

mailto:kafule2@gmail.com
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competences during learning other subjects. Despite its limited use in the public 

domains, the language is still used to teach and learn different subjects at 

secondary, tertiary and university level in accordance with the national 

language policy (URT, 1995 and URT, 2014). Owing to its importance in 

transmitting knowledge in the educational institutions, there is a need to 

improve the current methods, techniques and tools of teaching and learning the 

language for the betterment of the education sector in the country. The 

integration of Information and Communication Technology (ICT) in English 

teaching and learning will raise students’ interest and ability to speak and write 

the language well. 

English is also the leading world lingua franca with about one billion speakers 

belonging to the inner, outer, and expanding circles (Ur, 2010; Kachru, 1985). 

The language is used for academic, business, political, and diplomatic issues 

cutting across national boundaries. It is an indispensable global lingua franca 

(Mauranen & Ranta, 2009). Effective teaching and learning of English 

language in Tanzanian educational institutions is of prime importance for 

academic, economic and social well-being of the people of Tanzania in the 

context of the globalized world (URT, 1995). One of the challenges facing the 

process of English teaching and learning in Tanzania is the fact that it is a 

foreign language that is learned after ethnic community languages and 

Kiswahili, the national language. Therefore, persuasive and interesting English 

lessons must be devised in order to motivate the learners. One of the 

pedagogical tools of English teaching and learning in Tanzania is the use of 

ICT. The studies conducted by Aktaruzzaman, et al. (2011), Heo and Kang 

(2009), Padurean and Margan (2009), and Opati (2013) clearly indicate that 

ICT can be incorporated in teaching various subjects and is capable of 

increasing students’ cognitive abilities, hence leading to greater understanding 

of different subjects. 

The application of ICT as a tool for language teaching began in the 1960s 

(Garret, 1991). It includes the use of technological devices such as television, 

tape recorders, video recorders, and so on. ICT is actually not a method, but it 

is a medium in which different methods, approaches, and pedagogical 

philosophies may be applied. At present, the Communicative Approach in 

Language Teaching (CLT) is stipulated in the Tanzanian English syllabuses. 

The major focus of the approach is to enable the learner communicate 

effectively and appropriately in various situations in real life (Cook, 2003). But 

many teachers find it hard to use this approach. Some teachers resort to 
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Grammar Translation Method where learning is largely by translation into and 

from the target language. Grammar rules are normally memorized by the 

students and there is little emphasis on oral practices for them (Cook, 2003). 

Audio-lingual Method is also applied by some teachers. In this case, the 

students are given much practice of dialogues of different situations in which 

the new language is first heard and then extensively drilled by them (Richards 

and Rodger, 1986). However, the students in Tanzania do not make enough 

progress in mastering English, because the language is not used in social 

domains. ICT can, therefore, act as a catalyst for the students to keep on 

learning of the language through radio, television, video cassettes, Internet, 

Facebook and Twitter. 

ICT is an acronym for Information and Communication Technology, and it 

refers to technologies which provide access to information through 

telecommunications such as the Internet, wireless networks, cell phones and 

satellites (Tech Terms.com). ICT enables people to communicate through 

instant messaging, voice over IP (VOIP), video conferencing and social 

networking websites such as Face book and Twitter. ICT emerged in the world 

as a multi-disciplinary, multi-dimensional and cross-cutting field of 

knowledge. ICT also includes the use of technical devices such as computers, 

compact discs and overhead projectors. 

Tanzania formulated its national ICT Policy for Basic Education in 2007 in 

response to an ever-increasing demand for ICT application in various sectors. 

The prime objective of the Policy is to incorporate ICT into Basic Education 

Curriculum in order to accelerate ICT literacy in the country (URT, 2007). In 

its foreword, the Policy states categorically that “Tanzania recognizes the 

importance of ICT for improved access, equity, quality and relevance of 

education”. Therefore, according to this policy, the duty of all educational 

stakeholders is to prepare the young children to get into the information age 

and contribute to national development. More specifically, the Policy aims at 

deploying ICT in basic education which includes pre-primary, primary, 

secondary, teacher, adult, and non-formal education in Tanzania. The Ministry 

of Education Science and Technology (MEST) believes that ICT offers many 

opportunities to enhance education and improve the quality of delivery of 

education in all areas (URT, 2007). According to the Ministry, the application 

of ICT will facilitate smooth attainment of the national educational goals as 

stated in the Tanzania Education and Training Policy of 1995 (URT, 1995). 

One of the objectives of education in Tanzania, according to the Education 
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Policy of 1995, is to promote the acquisition and appropriate use of literary, 

social, scientific, vocational, technological, professional and other forms of 

knowledge, skills and understanding for the development and improvement of 

man and society. 

Stating the rationale of integrating ICT in education, the ICT Policy of 2007 

says that ICT will empower learners, teachers, educators, managers and leaders 

to use it wisely and effectively in order to expand learning opportunities, so as 

to ensure educational quality and relevance. In this technological 

transformation, teachers play an important role as they use ICT in teaching 

various subjects, in general, and English language teaching in secondary 

schools, in particular. One of the most significant objectives of the ICT Policy 

is to facilitate the use of ICT as a pedagogical tool for teaching and learning, 

and for the professional development of teachers, administrators and managers 

(URT, 2007). Therefore, the Policy admits that ICT can be used as a 

pedagogical tool for both teaching and learning purposes. The integration of 

ICT in language teaching and learning has been acknowledged all over the 

world (Viatonu & Kayode (n.d). In fact, ICT has become an indispensable tool 

in the teaching and learning processes of different languages across the globe. 

Description of the Study 

This study sought to investigate the contribution of Information and 

Communication Technology (ICT) in the teaching and learning of English in 

Tanzanian secondary schools by taking Mbeya Region as the case study. Six 

(6) secondary schools were involved in the study. Four (4) English language 

inspectors, six (6) heads of school, 22 English language teachers, and 120 

students participated in the study. This made a total sample of 152 respondents. 

The data were collected through interviews, questionnaire, documentary 

review, and observation. 

The study was guided by four research questions:  

1. To what extent are the teachers and students aware about ICT use for 

English language teaching and learning?  

2. Is ICT used as a pedagogical tool in English language teaching and 

learning? 

3. To what extent do heads of schools perceive, understand and encourage 

ICT use in English language teaching and learning?  
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4. What factors impede ICT use in English language teaching and 

learning?  

The answers to these questions are summarized below.  

 

Study Findings 

This study came up with a number of findings. The findings are presented 

serially in accordance with the research questions. 

Table 1: Respondents’ Number and Composition by Gender   

S/N Categories of Respondents 
Number & Gender 

Males Females Total 

1.  English language inspectors 2 2 4 

2.  Heads of school 4 2 6 

3.  English language teachers 16 6 22 

4.  Students 75 45 120 

Total 97 55 152 

Source: Field Data, 2015 

 

Table 1 indicates the number and composition of respondents by gender. Four 

(4) English language inspectors were interviewed. Two (2) of them were 

females and the other two (2) were males. Six (6) heads of school were 

interviewed. Four (4) of them were males and two (2) were females. 

Additionally, twenty-two (22) English teachers from the six secondary schools 

were involved in the study. Sixteen (16) teachers were males whereas six (6) 

teachers were females. On the part of the students, forty-five (45) students were 

girls while seventy-five (75) were boys. Therefore, the total number of the 

respondents was one hundred and fifty-two (152). 

Teachers’ and Students’ Awareness about ICT Use  

In terms of teachers’ awareness, this study found that 72.7% of the teachers 

knew the meaning of ICT, 68.2% of the teachers thought ICT-supported 

teaching made learning easier, and 68% of the teachers were aware of the 

opportunities ICT offers for both teachers and students. As far as ICT use by 

teachers is concerned, 31.8% of the teachers knew how to use different forms 

of ICT for instructional activities; 1 (4.6%) teacher only was using ICT in 

classroom activities day by day and 59.1% of the teachers were using the 

Internet for instructional purposes. Furthermore, 68.2% of the teachers were 

using their cellular phones to prepare materials for English lessons, but not in 
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classroom presentations. They were using the phones to read while preparing 

notes for their students. Additionally, 36.4% of the teachers were using the 

radio to guide their students to learn specific English skills. When the teachers 

were asked to give their views on whether ICT makes learning easier, their 

responses were as follows: 

Table 2: Teachers’ Responses to the statement “I think ICT- supported 

teaching makes learning easier”. 

 

 

 

St: I think ICT-

supported 

teaching makes 

learning easier. 

School Agree Neutral Disagree Total 

f % F % F % f % 

A 2 50 2 50 0 0 4 100 

B 5 100 0 0 0 0 5 100 

C 2 100 0 0 0 0 2 100 

D 3 100 0 0 0 0 3 100 

E 1 25 3 75 0 0 4 100 

F 2 50 1 25 1 25 4 100 

Total 15 68.2 6 27.2 1 4.6 22 100 

Source: Field Data, 2015 

 

Table 2 indicates that a total of 15 (68.2%) teachers agreed with the statement 

whereas 6 (27.2%) teachers were neutral and only 1 (4.6%) teacher disagreed 

with the statement. This implies that more than a half (68.2%) of the teachers 

agreed that ICT-supported teaching makes learning easier and more than a 

quarter (27.2%) of the teachers do not know whether ICT-supported teaching 

makes learning easier. If more than a quarter of the teachers do not know that 

ICT facilitates learning, it means that they cannot apply it in the classroom for 

instructional purposes. This finding is supported by Buabeng-Andoh (2012) 

who found that when teachers perceive technology as neither fulfilling their 

own needs nor those of their students, they will not integrate it into teaching 

and learning. This means that in order for the teachers to fully utilize ICT they 

must develop a positive attitude towards it and be convinced that they will 

benefit from it. Therefore, poor application of ICT in English teaching in 

secondary schools partly stems from the fact that more than a quarter of the 

English teachers are not sure if ICT can make learning easier. 

Extent of ICT Use in English Language Teaching and Learning 

The information from the English language school inspectors shows that ICT 

was very rarely used by English teachers, due to lack of electricity in some 

schools, and lack of or low creativity and commitment to work among the 
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teachers. The situation is worse as far as the literature component is concerned. 

For example, some teachers claimed that literature teaching did not need any 

ICT-aided teaching aids. 

Data from documentary review also indicate that ICT was very rarely used in 

classroom instruction as shown by the way English teachers were selecting 

teaching aids and writing them in their schemes of work and lesson plans. In 

most cases, ICT-supported teaching aids were seldom mentioned in the 

schemes of work and lesson plans. Classroom observation showed that lecture 

method was still dominant and the chalkboard was still commonly used. The 

commonest teaching aid was the manila sheet, on which simple diagrams were 

drawn by some of the teachers. 

Generally speaking, the extent of ICT use in English language teaching and 

learning in secondary schools is still very low. Older teachers are more reluctant 

to incorporate ICT in teaching (Mukama & Anderssont, 2008). Rogers (2003) 

also argues that people who are advanced in age normally lag behind as far as 

the adoption of new innovations is concerned. Knowledge of the meaning of 

ICT is very important as it helps the teachers to conceptualize different locally 

available devices to be used at their disposal. As far as students’ awareness on 

the usefulness of learning English by using ICT is concerned, the following 

responses were given by them: 

Table 3: Students’ Responses to the statement “I can learn English easily 

by using ICT” 

 

 

 

St 2: I Can 

Learn English 

Easily by 

Using ICT. 

 

School 

Agree Neutral Disagree Total 

F % F % F % F % 

A 14 70 3 15 3 15 20 100 

B 16 80 3 15 1 5 20 100 

C 13 65 3 15 4 20 20 100 

D 11 55 3 15 6 30 20 100 

E 14 70 4 20 2 10 20 100 

F 7 35 5 25 8 40 20 100 

Total 75 62.5 21 17.5 24 20 120 100 

Source: Field Data, 2015 

Table 3 reveals that 75 (62.5%) students think they can learn English easily by 

using ICT, 24 (20%) students disagreed with the statement, whereas 21 (17.5%) 

students were neutral. This implies that more than a half (62.5%) of the students 
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think that they can learn easily by using ICT, while about a quarter (20%) of 

them do not think so. Students’ readiness to learn English easily by using ICT 

can be realized if English teachers adopt the technology first and then guide the 

students to do the same. In most cases, teachers are role models of students at 

primary and secondary school level. 

Extent to which Heads of School Perceive, Understand and Encourage ICT 

Use 

Six (6) Heads of school gave different answers to the question about the 

meaning of the phrase ICT. The headmaster of school A said the phrase ICT 

stands for Information and Communication Technology which includes the 

application of various networks, Internet, and computer facilities to ease 

communication. He also mentioned devices such as mobile phones, overhead 

projectors, and CDs as constituting ICT, plus the use of e-mails. The 

headmistress of school B simply said ICT means communication in the 

globalized world. However, she did not elaborate on the devices and software 

programmes associated with ICT. 

The headmaster of school C, when asked about the meaning of ICT, had this to 

say: 

ICT is concerned with computers. It includes knowledge of 

Microsoft word, Microsoft excels, power point, and so on. ICT 

enables people to access materials of different types (Head of School 

C, May, 2015) 

On the other hand, the headmaster of school D gave a very detailed meaning of 

ICT. He said that ICT is the acronym for Information and Communication 

Technology. According to him, the devices that are involved in ICT include: 

speakers, modems, printers, scanners, and projectors. The concept of ICT, 

according to him, includes also the software programmes of instructions. He 

also said that ICT includes the use of different networks such as the Local Area 

Network (LAN) and the Wide Area Network (WAN). The headmistress of 

school E and the headmaster of school F gave a similar meaning like that of the 

headmaster of school D. 

From the definitions of ICT given by the heads of school, it can be observed 

that some heads of school do not know clearly what ICT means. The 

headmaster of school C, for example, thinks that ICT has to do with computer 
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programmes only. This is rather a narrow definition of the term. As a result, 

such heads of school cannot encourage their subordinates to use ICT effectively 

because they themselves do not understand well the meaning and scope of ICT 

in education. 

It was revealed that different heads of school perceived and understood ICT 

differently. Some had a narrow understanding of the concept of ICT and how 

it could be integrated in teaching and learning processes in schools. As a result, 

such heads of school might fail to fully utilize the ICT opportunities available 

in their local environment, as well as encourage their subordinates to apply 

them in teaching. 

It was also learnt that some heads of school were encouraging the teachers to 

use ICT in teaching by conducting micro-teaching demonstrations regularly in 

order to remind each other different methods and techniques of teaching. For 

example, the headmistress of school B was seen to have been doing so 

regularly. On the other hand, some heads of school did not bother to inspect 

teaching and learning activities in classrooms, despite the fact that they are the 

local inspectors by virtue of their positions and responsibilities. But almost all 

the heads of school mentioned financial constraints as a great barrier to 

effective utilization of ICT in their respective schools. 

Factors Impeding ICT Use in English Language Teaching and Learning 

This study found that the factors which hinder ICT use in English language 

teaching and learning in secondary schools are many. Lack of electricity, 

especially in the rural areas, is a major barrier. This is due to the fact that most 

schools do not have hydro-electricity that would otherwise speed up the pace 

of adopting ICT in teaching and learning of the English language. Secondly, 

poor or lack of ICT knowledge among the teachers and students hinders 

effective and efficient use of ICT for educational purposes. Even some of the 

teachers who are familiar with ICT do not know well how to apply it for 

instructional purposes. 

Lack of electricity in schools was mentioned by many respondents as an 

impediment to ICT use in secondary schools. Inspector 1 said that the absence 

of electricity affects the deployment and use of ICT by both teachers and 

students. He suggested that in order to overcome this problem, solar power, 

which is relatively cheaper, should be installed through the concerted efforts of 

the Central Government, the local governments, the parents/guardians, and 
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other stakeholders. Similarly, Inspector 2 also said that the lack of electricity in 

some schools affects ICT use. She also suggested that solar power is the best 

alternative. Inspector 3 and Inspector 4 also mentioned infrastructural 

constraints, which include lack of hydro-electric power as factors that militate 

against effective ICT use in schools especially the rural ones. 

The heads of school A and B said that lack of electricity is a problem that calls 

for immediate action. School A has a generator, but the fund is not enough to 

buy petrol due to insufficient fee collections from the parents/guardians. The 

head of school C, which is a private secondary school, said that the school had 

reliable hydro-electric power, but the number of students is too big to allow a 

smooth use of computers. At present, there are 700 students and 15 computers 

for those students. He further said that many teachers were reluctant to use ICT 

because they were too slow to adopt the new technology. Most of them still 

used books as the sole source of knowledge. Additionally, the school lacked 

internet services 

As far as teachers’ Likert scale ratings of the barriers to ICT use are concerned, 

13 (59.1%) teachers agreed that lack of power is a barrier to ICT use while 9 

(40.9%) teachers disagreed. It should be observed that all private schools 

located in towns have electricity. This is why the teachers teaching in those 

schools do not think that lack of power is a problem in those schools. The 

contrary is true as far as rural Government secondary schools are concerned. 

Lack of electricity was also mentioned by Swarts and Wachira (2010) in their 

report about the ICT Situational Analysis in Tanzania. They reported that there 

is inadequate or absence of electric infrastructure, especially in the rural areas. 

Absence of computer laboratories in schools retards the application of ICT in 

teaching and learning of the English language in secondary schools. Out of the 

six (6) secondary schools that were involved in the study, only two (2) schools 

had computer laboratories. School C had fifteen (15) computers used in 

teaching computer studies as a subject whereas school F had four (4) computers 

only. In both schools, there were no computers specifically bought to be used 

by teachers for instructional purposes. The Head of School A said that the 

school had purchased one (1) computer and one (1) printer for office use only. 

They were not intended for instructional purposes by teachers. The school was 

planning to buy an overhead projector. However, these initiatives were done at 

school level. It is a government school that had never received any ICT resource 

from the Government. 
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To the contrary, Gulbahar and Guven (2008), in their study on the use of ICT 

tools in primary schools in the social studies subject area in Turkey, report that 

The Ministry of National Education has made huge investments in educational 

software and technologies. They further report that 2,837 ICT classrooms were 

established in Turkey in 2001 and that at present: 

ICT classrooms are equipped with computers, printers, 

instructional software, electronic references, video players, 

overhead projectors and television. 

 

The report adds that in-service training opportunities for many teachers in 

different subject areas have been provided. This move is worth emulating. 

Tanzania has a lot to learn from Turkey’s experience in ICT deployment in 

schools in order to revolutionize its education sector. Reporting on the 

constraints facing ICT use in schools, Viatonu and Kayode (n.d) also mention 

lack of language and computer laboratories in Nigeria. 

Lack of computer laboratories in most schools is a setback to ICT application 

in secondary schools. As pointed out earlier, School A had only one computer 

bought through the Headmaster’s initiatives and was used in the office for non-

instructional purposes. School C, which is a private school, had fifteen 

computers that were used by seven hundred (700) students. School E had four 

computers only. What was learnt is that, inaccessibility of Internet networks in 

some places further complicates the situation. Additionally, high Internet costs 

make it impossible for the schools to afford. 

Again, it was established that slowness of teachers to adopt ICT, especially for 

instructional purposes, retards the process of ICT adoption in schools. It was 

revealed in the study that many teachers, especially the older ones, were 

reluctant to adopt the new innovation. According to Rogers (2003), such 

teachers belong to the group of laggards who adopt new technology lately. 

Likewise, the Government failure to implement the 2007 ICT Policy for Basic 

Education has further exacerbated the situation. 

ICT is relatively a new technology in education. According to Rogers (2003) 

there are five categories of adopters of new innovation, namely: innovators, 

early adopters, early majority, late majority, and laggards. It appears that most 

teachers belong to the group of early majorities who adopt a new innovation 

after a relatively longer period of time. In this case School Inspector 1 said: 
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Teachers are very slow to use ICT. They seem to be 

comfortable with their old outdated teaching aids. You know, 

the way you perceive ICT is the way you act in favour of it. If 

you like it, you will use it easily. Many teachers do not even 

use the internet which is a mobile library (School Inspector 1 

May, 2015) 

Commenting on the apparent reluctance of teachers to adopt new technology, 

Vosniadou and Kollias (n.d) report that the teachers in Macedonia and Epiros 

in Greece were fully convinced that ICT can improve the teaching of certain 

specific subjects such as mathematics but they expressed their concern over the 

potential of ICT to teach other subjects such as social studies. The same 

ambivalence permeates in the minds of some English teachers in Tanzania who 

doubt about ICT potential to be used in teaching English in general and 

literature in particular, as reported by Inspector 2. She said that some teachers 

believe that there are no teaching aids for literature lessons. However, this is a 

mere pretext or a clear proof of the existence of ignorance on the potential of 

ICT as a tool for literature teaching in secondary schools. 

Teachers’ positive attitude towards ICT in education is vital. Woodrow (1992) 

asserts that a positive user attitude towards new technology is essential for a 

successful transformation in educational practice. A similar assertion is made 

by Gulbahar and Guven (2008), who contend that teachers’ attitudes are major 

predictors of the use of new technologies in instructional settings. Therefore, 

apart from infrastructural barriers to ICT use in schools in Tanzania, teachers 

are obliged to develop a positive attitude towards the use of ICT. This is a 

fundamental move towards the right direction. 

Implication of the Study for Improved English Language Teaching in 

Secondary Schools 

The study findings imply that there is a lot of work to be done on the part of the 

Government in implementing the 2007 ICT Policy on one hand, and the role of 

other educational stakeholders on the other hand. For instance, English 

language teachers in most schools still cling to old methods of teaching the 

language. They use of old teaching aids which have lost attraction to the 

learners. There is a need for the teachers to adopt new technologies in second 

language teaching. This move can be facilitated by the installation of electricity 

in secondary schools, both Government and private. The exercise has to go 
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hand in hand with effective deployment of computer laboratory equipment in 

those schools.  

Most importantly, all teacher training colleges and universities offering 

diploma and degree programmes for the teachers are supposed to revise and 

update their teaching curricula so that ICT application may be made 

indispensable to all students pursuing studies in teaching. Tutors, as well as 

lecturers in those institutions, are supposed to act as role models in using ICT 

during teaching. In this way the student-teachers will emulate them for the 

betterment of English language teaching. 

Conclusion and Recommendations 

From the foregoing, it is evident that ICT application in the processes of English 

language teaching and learning in Tanzanian secondary schools is currently 

low. Both teachers and students face a number of challenges which hinder its 

full utilization. To address this situation, policy makers have the obligation to 

formulate, implement, and evaluate educational policies that will be beneficial 

to the entire nation. It is, therefore, recommended that the Government should 

speed up the process of supplying electricity in different places, especially the 

rural areas, so that schools can access it easily and use it for ICT application in 

schools. 

Secondly, the Government should make computer studies and ICT-related 

knowledge a compulsory subject at all levels of education. In this way, more 

Tanzanians will be familiar with ICT application in different spheres of life 

including education. Currently, just some students opt for computer studies and 

sit for the national examination.  

Third, the Government should speed up the pace of ICT deployment in 

accordance with the 2007 ICT Policy for Basic Education. The Policy is clear, 

elaborate and promising. Therefore, its full implementation will bring about 

genuine transformation in the application of ICT in general and using ICT for 

English language teaching and learning in particular. 

Fourth, the pedagogical curriculum in teachers’ colleges should introduce a 

new subject on how to integrate ICT in teaching so that teachers are prepared 

very well right from the College to use ICT in teaching different subjects 

including the teaching of English as an international language. 
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Fifth, efforts must be made to recruit and remunerate ICT instructors who will 

conduct in-service seminars with the teachers and students as well. There 

should also be regular computer training and re-training of teachers on how to 

integrate ICT in education. 

Furthermore, school administration should be creative enough to pool resources 

at their disposal to facilitate the acquisition of simple and cheap ICT devices to 

be used for instructional purposes. Solar power is an alternative cheap source 

of electricity compared to the hydro-electric power. Last, but not least, English 

teachers should develop a positive attitude towards ICT and its application in 

teaching. They are the most important agents of change as far as ICT in 

education is concerned. A positive attitude will enable teachers surmount real 

and assumed obstacles facing ICT application in English language teaching in 

Tanzanian secondary schools. 
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Abstract 

The purpose of this study was to explore the role of local radios available in 

the Southern Highlands Zone in providing environmental education to 

community. Specifically, the study sought to identify the programmes on 

environmental issues in local radios; to examine the effectiveness of local radio 

stations in creating awareness of environmental issues; and to identify 

challenges that hinder local radio stations’ efforts to provide environmental 

education. Moreover, the researcher of this study identified the strategies 

employed by local radios to provide environmental education. The qualitative 

approach was employed. It was governed by a single holistic case study design 

as a blueprint of the study. The data were collected through interviews and 

Focus Group Discussion (FDG). The findings revealed that all radio stations 

had selected two environmental programmes that provide environmental 

education per week. It was also found that all radio stations have 

environmental sessions that educate the entire community. However, local 

radios face a number of obstacles including the small number of listeners, lack 

of debates on environmental issues, and shortage of funds to support the 

running of environmental programmes. In the light of these findings, it can be 

concluded that the local radios need to be supported to enhance and spread 

more knowledge to the community about the conservation of the environment 

and the biodiversity. It is recommended that the community and the 

government, as important stakeholders, need to support the local radios in 

providing environmental education to the entire community.  

Key words: Local radios, environmental education, Southern Highlands 

Zone, Tanzania 

 

Introduction   

Environment is a basic need for all living beings because everyone’s needs 

depend on it (NEMC, 2016). Unless the environment is protected, the existence 

of life on the planet earth will be impossible. That is why environmental issues 

have become globally important. All people must give their contribution for 

the betterment of the environment. In the past decades, sustainability and 

environmental awareness have gained attention of the media. Due to increasing 

media coverage, our society is becoming more aware of the effects that our 
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activities put on the health of the environment (Tengi, 2005). In this regard, the 

media has a big role to play in making people aware of environmental issues 

and taking actions to protect the environment (WCES, 2012). 

Environmental education starts from the family with the birth of an individual 

person, and continues throughout their primary and higher education. However, 

environmental education cannot be limited to formal educational institutions 

since an individual also acquires awareness through their social life and their 

social relationship (Mhando, 2018). In this context, the media is an important 

tool for environmental education. It may even be thought of as a kind of 

schooling. In Tanzania for example, the discussions of the concepts of 

environment and environmental awareness are a very recent development. 

Therefore, Tanzanians acquire environmental education as a fairly new 

knowledge. While primary schools provide a semi-planned environmental 

education, it is obvious that in institutions of higher education environmental 

education is not adequate at all. Even though there are a great number of 

organizations that are engaged in environmental issues, their environmental 

education activities are inadequate (Jharotia, 2014).  

Apart from the schooling system, it is widely known that mass media including 

local radio stations have a great role to play in the creation of awareness of 

environmental issues in Tanzania. According to the research conducted by the 

NEMC in 2016, there are 98 radio stations registered in the Southern Highlands 

of Tanzania. 90% are local, 3.3% are regional and 6.7% are national (Omary, 

2015). It has been  noticed that local radios are very important in shaping public 

awareness about global climate change and associated aspects. The radios have 

been playing an important role for creating awareness among the people about 

climate change and environmental conservation at a faster rate than personal 

contacts. Furthermore, they have been enriched by the production and 

distribution of environmental discourses which have helped in transmitting new 

and current awareness as quickly as possible (Dobson, 1997).  

Environment-related programmes are broadcast in a number of radio and 

television stations at local and national level. The content includes discussions 

and documentaries about environmental conservation. From that focus, it has 

been reported that a variety of radio-supported environmental education 

projects are being implemented in Tanzania (Sharps, 2016). Therefore, this 

study investigated the role of local radios in providing environmental education 

to the community in the Southern Highlands Zone in Tanzania.  
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Some studies have dealt with the role of local radios in the provision of 

environmental education in order to understand the fragility of our environment 

and the importance of its protection (Sharps, 2016; Dobson 1997; Omary, 2015; 

Jharotia, 2014; WCES, 2012). Those studies acknowledged that it is the duty 

of the state and the citizens to improve the natural environment, and to prevent 

environmental pollution. Thus, there is a constitutional basis to protect the 

environment. Furthermore, knowledge from various studies shows that the 

local media including radio stations prepare and present environmental 

education to the surrounding community in Tanzania, and in Mbeya Region in 

particular (Adam 2017; NEMC, 2016).  

It was observed that radio stations in Tanzania broadcast one weekly 

programme on the environment. They are being sponsored by the Ministry of 

Environment. At national level, the news on environmental issues is very scarce 

and if it is broadcast, they are most often at the regional level. Although 

numerous studies have discussed the role of the media in the provision of 

environmental education, there is little evidence on the role of local radio 

stations in the provision of environmental education in the Southern Highlands 

Zone in Tanzania Accordingly, due to the gap of research findings on the role 

of local radios in the provision of environmental education, the current study 

intended to fill the knowledge gap.  

The objective of the Study 

The objective of the study was to investigate the role of local radios in the 

provision of environmental education in the Southern Highlands Zone in 

Tanzania. 

Literature Review 

Environment is fundamental for all living things. Both developing and 

developed countries are facing serious environmental problems. While some of 

the problems might be alike due to their global nature (e.g., global warming, 

depletion of the ozone layer), others are specifically local ones (Prathap & 

Ponnusamy, 2006). Environmental education may be defined as the type of 

education designed to help the social groups and individuals to gain a variety 

of experiences to acquire a basic understanding of the environment and its 

associated problems. Environmental education needs a political will. This is an 

emergency and emergency situations need emergency actions. The challenges 

on the environment are increasing because of an exploding human population 

and competing interests of economic development. These place greater demand 
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on natural resources. Thus, the increase of demand accelerates the rate of 

environmental deterioration through the depletion of resources, disruption of 

the natural environment, and environmental pollution (Nandita, 2001).  

One of the most ominous problems facing countries is the environmental crisis 

which threatens to precipitate and deepen the countries' precarious economic 

and social state. Everyone needs to understand that, among other things, this 

environmental crisis is a result of unwise use of natural resources and 

unplanned development projects, prompted by rapid population growth. As a 

result, many countries have, over the last few decades, experienced a serious 

degradation of natural resources and damage to the environment and human 

health. The growing awareness of the two-way relationship between 

environmental impact and socio-economic development, and the challenges 

posed by environmental problems has led to the insight that underlines the 

needs to strengthen the ways in which existing development programmes 

address both the causes and the effects of the problems in each country (Fortner 

& Mayer, 1991).  

The study of Johnson (1987) revealed that the need to spread environmental 

awareness is enormous in the context of successfully addressing environmental 

problems. It is linked to environmental education. The provision of 

environmental education creates greater awareness to individuals and 

communities with respect to putting environmental resources to use while 

conserving them. Furthermore, greater environmental awareness increases the 

scope of environmental education as a discipline as well as inclusion of aspects 

of it within the scope of other disciplines. The concept of environmental 

education is explained as familiarity with an environmental subject with real 

understanding of its deeper causes and implications. This demonstrates that 

environmental education has a great effect on environmental stewardship 

attitudes and it has an effect on environmentally friendly behaviors. The main 

advantage of widespread environmental awareness is its contribution to public 

support for government action in environmental policy and management 

(Scollay, 1999).  

Enright (1992) found that the main tool for creating such awareness at macro 

level is by far, the media. The media used for the investigation of environmental 

awareness are: the press, the radio and the television. John Dewey stated that 

education could not be limited to the teacher and taught without a social 

environment. So, mass media are such a potent force in the social environment 
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of education. Through modern electronic techniques and technologies, mass 

media prove that education is, really comprehensive, and that it is not confined 

within the four walls of the classroom.  

The role of the radio is one of the most important factors underlying the 

knowledge of environmental problems: this can only be true on the conditions 

that first, radios are accessible to large proportions of the population. Second, 

they spend some time on environmental issues and third, people are interested 

in the information on ecological issues provided by the radio stations so that 

they listen to the corresponding programmes as well as read newspaper articles 

or other written publications dealing with environmental issues. In fact, radios 

are the educational media for mass education. Irrespective of caste, colour, or 

geographical, sociological, and economic diversities, radio stations prove to be 

an important means of transmitting the education to all (Fortner, & Mayer, 

1991). Mankind gets a great deal of information from the mass media such as 

the press, TV, radio, magazines, journals, films, etc. It is predicted that mass 

media may substitute the real classroom teaching in future. Geographical 

knowledge and understanding are essential in helping people to comprehend 

and to respond appropriately to the news items from newspapers, radio, 

television and the internet around the world every day. It is often more pertinent 

for geographers to ask what has been reported, which place has been ignored 

and how would this news be represented differently by the media in a different 

locality. Various media and means are used to spread environmental awareness 

among the people. They can serve this purpose by means of their multi-channel 

regional network service comprising programmes such as talks, interviews, 

plays and documentaries (Brothers, 1992).  

In Tanzania, the study of Mbwambo (2013) confirms that mass media such as 

newspapers, radios and television stations create environmental awareness due 

to the fact that they are the most widely and frequently used modern mass media 

in India. The radio is cheap, most easily accessible, and radio signals cover 

almost the whole country.  

The role of the radio in creating environmental awareness cannot be considered 

an important one due to the fact that there are only few regular environmental 

programmes, although there is an instruction by the government for all media 

to broadcast programmes on the environment. The electronic media can 

identify and bring to a halt forces affecting the natural and even the man- made 

environment (Yunus, 2015). It matters much how the public mind can be 
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mobilized to reduce pollution and promote environmental quality. For instance, 

the prevention of wastage of charcoal, wood and other sources of energy is not 

the solitary goal. The goal should be to address certain relative aspects leading 

to environmental protection through conservation, emphasizing the protection 

of the entire earth (Mshungu, 2011).  

It is genuinely argued that local radios play quite a significant role in 

influencing mass awareness against the excessive use of energy. News, 

features, talk shows and discussions on television and radio are increasingly 

focusing on environmental themes of today Tengi (2005). In this modern 

knowledge society, the radio plays the role of facilitator of development, 

disseminator of information, and agent of change. The radio is a cheap and 

easily accessible medium. Its signals cover almost the whole country. There is 

a growing population of the young that are ardent users of new media platforms 

(NEMC, 2016). This is often done informally, through regular briefings and 

information centres. Media has a big role to play in making people aware of 

environment issues and taking actions to protect the environment.  

Fortner (1991) argued that the role of the radio is to disseminate various for 

information for the mass. People acquire different knowledge very quickly, 

including vocational and professional information to a larger group of the 

community. 

Methodology 

The study employed a qualitative research approach. The intention of using 

qualitative approach was based on the researcher’s interest of investigating an 

in-depth information on how well the local radios have operated in the 

provision of environmental education. Creswell (2012) states that qualitative 

research approach, as a philosophical view of constructivism, believes that truth 

is subjective and can only be obtained with regard to the individual’s 

perspective. This study employed a case study research design. The case study 

research design was appropriate for this study because it allows group 

comparison in terms of beliefs, attitudes, opinions and practices.  

Furthermore, four radio stations known as Mbeya Highlands FM, Generation 

FM, Dream FM and Baraka FM, were selected as the sample to represent other 

radio stations in the Southern Highlands Zone. Each radio station was treated 

as a cluster from which 5 radio presenters, 2 managers, 1 radio owner and 1 

session operator were selected. Radio stations managers were also selected 

purposively to make the sample size of 36 respondents. Semi-structured 
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interview was used in data collection where four radio owners were interviewed 

because they had enough information about the role of local radio stations in 

the provision of environmental education. This helped to get their experiences 

and feelings. The researcher analysed the interview data by encoding the 

narrative statements of the respondents in a note book and developed different 

themes as per objectives.  

Results and Discussion 

The Environmental Radio Programmes Presented in the Local Radios  

The first objective intended to identify the environmental radio sessions that 

offer the environmental education. The data were collected from radio 

presenters, and radio owners. The responses from different respondents 

revealed that in the selected radios two sessions were arranged for the 

environmental education. However, in other sessions other presenters mix other 

issues with environmental education. Moreover, it was reported that different 

knowledge about environmental conservation, keeping the sources of water and 

the effect of environmental destruction are the common programmes that are 

frequently run by these radios. In affirming this, during the interview with the 

radio presenter in one radio, the researcher noted him saying: 

…. I am a radio presenter in the session that offers 

environmental education, and for almost two years I have been 

educating the community of Mbeya through giving them more 

knowledge about the importance of keeping the 

environment… (Interview: September, 14th 2020) 

The above quotation indicates that the local radios have been offering 

environmental education and they acknowledge that the provision of this kind 

of education has a significant role in conserving the environment. Furthermore, 

in the discussion with the radio managers, it was noted that the issue of 

conserving the environment is a strategic plan of the government, and the local 

radios have carried out the responsibilities of educating the community by 

arranging the proper time of inviting experts from different sectors, especially 

from the universities. The radio managers allow the experts to prepare 

environmental sessions with the intention of educating the entire Southern 

Highlands Zone community. This was well noted during the interview session 

with one radio manager who said:  

…. It is my vision to educate the entire community in different 

contexts including the environmental context…recently things 
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have changed and the whole world is demanding to keep well 

the environment and the environmental policy insists to keep 

well the environment for the purpose of maintaining the 

ecological balance. So, it is my pleasure that I sensitize the 

radio presenters to make sure that they talk about the 

environmental issues on how to preserve and respect the 

biodiversity…. (Interview: September 15th 2020) 

The above quote shows that most of the radio owners allow the radio presenters 

to arrange different sessions to educate the entire community on the 

environmental issues. The community benefits from what the radios present as 

they are held two times per week by inviting different stakeholders who have 

specialized in environmental conservation.  

In general, the findings for this objective revealed that the majority of local 

radios have arranged two sessions per week to present the environmental issues 

on how to preserve and control the biodiversity. Also, the entire community 

including radio owners or managers, had a positive perception on the 

contribution of local radios in the provision of environmental education. The 

findings are in line with those of Johnson who revealed the need to spread the 

environmental awareness through radios and other mass media (Johnson, 

1987).  

Moreover, the findings are supported by the findings from the study of Yunus 

(2015), Mshungu (2011), and NEMC (2016). Those studies revealed that there 

is a great need of community environmental education and that the media 

including radios, televisions and different newspapers should provide sufficient 

airtime to educate the entire community for the purpose of preserving the 

environment. Finally, the findings for this objective show that the majority of 

the radio stations and other mass media have been working steadily to educate 

the community on the importance of conserving the environment and the 

importance of keeping the environment for the benefit of all members of the 

community.  

The Importance of Environmental Education Provided by the Local 

Radios 

The researcher was also interested to see the views of radio owners and 

presenters about the importance of offering the environmental education in 

their radios. The data were collected through interview session with radio 
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presenters and radio owners. The findings revealed that they offer those 

sessions with the intention of raising the awareness of the members of the 

community about the importance of preserving the environment and they 

acknowledged the importance of keeping the environment for human beings 

and other living organisms. They also said that they offer environmental 

education in order to help different people understand the effects of destroying 

the environment such as shortage of rainfall and the eruption of diseases like 

cholera, and other communicable diseases. These are due to poor management 

of the environment. This was revealed during the interview with one radio 

presenter whom the researcher quoted saying: 

…. The goal of arranging the two sessions in our radio to 

provide the environmental education is to raise their awareness 

and give them more knowledge about environmental 

preservations by educating them about the problem of not 

keeping the environment …. (Interview: August 27th 2020) 

The quotation above reveals why different radio stations in Mbeya City have 

arranged the sessions to offer environmental education to the community 

around, who listen to their programmes on environmental issues. It shows that 

the main intention of introducing environmental education programmes is to 

educate the entire community. 

Moreover, in the interview with radio owners and managers it was noted that 

environmental policy states that there is a need to educate the entire society 

about the importance of environment and its effects on living organisms 

including human beings.  The majority noted that the goal of establishing these 

local radios is to give the information to the community. Thus, it was their 

intention to include the environmental programme just to educate the 

community on the importance of the environment and to help people 

understand that it is their obligation to preserve the environment as a way of 

prolonging the survival of human beings and other living organisms. This point 

was revealed in the interview with one radio manager who was quoted saying: 

…The policy explains the importance of preserving the 

environment and the role of any radio station is to send the 

information So, I insist to my programmer to arrange the 

environmental sessions to educate the entire community about 
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the importance of preserving the environment… (Interview: 

September 18th 2020)  

The quotation above implies that even the radio owners play a positive role in 

directing the radio presenters to sensitize the community on the importance of 

preserving the environment. Generally, the findings reveal that radio owners, 

managers and presenters have introduced different environmental programmes 

in their radios with the intention of raising people’s awareness on the 

importance of conserving the environment. 

The Impact of Radios on Providing Education about Environmental Issues  

The researcher was also interested in finding out if the provision of 

environmental education has any impact on the community that listen to the 

radios. The data that were collected through interview revealed that different 

radio listeners have been giving the feedback through phones while the sessions 

are in progress, and the majority have been responding by thanking the 

presenters and sensitizing others to be aware of conserving the environment. 

Also, it was revealed that through educating them some practical actions have 

been taking place. For example, toilet construction in Songwe area is a result 

of this education. Additionally, it was noted that different members of the 

community have been educated that if they pollute the environment, stern 

measures will be taken against them including paying fines and even being 

jailed as per environmental act. The findings were brought to the interview 

session by one of the presenters who was noted saying: 

…our listeners have been giving us the feedback and this is 

where we do realize that the environmental education that we 

are offering has been helping them to realize their potentials, 

and the majority are becoming knowledgeable on the 

environmental conservation… (Interview: September 16th 

2020) 

The above quotation reveals that the provision of environmental education 

through local radios has great impact on the entire community in that it helps 

them understand the precautions and measures for preserving the surrounding 

environment. 
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Challenges Hindering Local Radio Stations’ Provision of Environmental 

Education  

The last objective was to determine the challenges that hinder the provision of 

environmental education through local radios. The data were collected through 

interviews that were administered to the radio owners, managers and radio 

presenters. The study revealed a number of challenges: First, it was revealed 

that the number of listeners who listen to environmental education programmes 

is still too small, and it is not consistent; so, it limits the ability of the stations 

to attract volunteers, keep their morale high and have some kind of volunteer 

policy that motivates the volunteers to stay with the stations for a longer period 

of time. The diary entries show a struggle within the institutions to have trained 

human resources to undertake and perform various tasks and take on 

responsibilities at the community radio stations. However, in several visited 

stations, different meetings were conducted to discuss different issues.  

Another challenge that was revealed in this study is the pressure to make high 

payments to volunteers, making some stations change their internal payment 

policies to retain volunteers and staff. Two community radio stations 

documented a change in their payment policies during the course of the 

research and both stations documented a reduction in their overall broadcast 

hours during the course of this research. The programmes need to be supported 

by donors, and those who want to advertise their products. As a result, the 

stations fail to get the sponsors for developing the environmental sessions. 

Third, the in-depth interviews revealed the presence of a heated debate on the 

purpose of community radio stations. There are many reasons for advocating a 

more pluralistic and diverse media in the region. The stations whose focus was 

on providing people with information on environmental conservation intended 

to help community members to understand the importance of conserving the 

environment, but the presenters sometimes lacked the debate sessions to 

critically discuss with the community members.  

Conclusion and Recommendations 

In the light of these findings, it can be concluded that the local radios need to 

be supported with the intentions of enhancing and spreading more 

environmental knowledge to the community in order to conserve the 

environment and the biodiversity. It is recommended that the community and 

the government, as important stakeholders, need to support the local radios and 

other mass media in the provision of environmental education to the entire 

community.  
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Abstract 

This paper sought to examine the contribution of higher education institutions 

in preparing special needs education (SNE) teachers in Tanzania. The analysed 

documents included Tanzania Education and Training Policies (1995 and 

2014), Basic Education Statistics in Tanzania (2014-2019), National Strategy 

on Inclusive Education (2009-2017), and The Salamanca Statement and 

Framework for Action on Special Needs Education. The analysis of policy 

documents and research findings were guided by critical discourse analysis 

method. The findings reveal that in order to fully address challenges facing 

special education teachers and teacher education programmes, higher 

education institutions should engage in improvisation of national curricular 

and enabling special education teachers and supporting staffs to employ 

effective skills in handling teaching and learning tasks in special and inclusive 

classes. It was found that teacher education programmes were less effective in 

preparation of prospect teachers to serve in education system with inclusive 

education settings. Thus, the study recommends for review of teacher training 

programmes for making prospective teachers willing and capable to work in 

inclusive education. This should also include modalities that teaching practices 

make teacher trainee be involved more with real environment rather than 

spending more time on theoretical issues. 

Key words: Special needs education, disability, higher education, inclusive 

education and special education teacher, Tanzania 

Introduction 

Since independence in 1961, the Government of Tanzania has recognised the 

central role of education in achieving the overall development goal of 

improving the quality of life (URT, 2006; Woods, 2007). Several measures 

including the Musoma Resolution were taken since early 1970s to tie higher 

learning institutions to the development path and state ideology (Mkude, Levy 
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& Cooksey, 2003). Others include the review of curriculum in response to the 

current labour market requirements and integrating theory and practice in the 

process of teaching and learning. These steps also implied creating an 

environment in schools and in basic education programmes in which 

children/learners are both able and enabled to learn. The state noticed the 

changing needs of higher learning institutions and realized a need for increased 

social demand for education and creating environment that allows for social 

democracy and good governance (Ministry of Science, Technology and Higher 

Education, 1999). Such an environment must be inclusive for all learners, 

including learners with special needs. Special needs education refers to the 

provision of education to learners with disabilities in different environments 

where they learn separately from other learners (El-Zraigat, 2013).  

Learners with special needs are children who need special attention and 

consideration to enable them access and participate in education. They include 

but not limited to children with different disabilities such as physical, health 

and mental health conditions that require special intervention, services, or 

support. In this paper however, children with special needs are those with a 

variety of disabilities as mentioned elsewhere. For many years, Tanzania has 

been promoting the education of children/learners with disabilities through the 

provision of special needs education. Indeed, special needs education is one of 

the highly ranked priority educational sectors (HakiElimu, 2008). It is evident 

through deliberate intention of the Government of Tanzania to implement a 

number of laws, policies and international agreements pertaining to people with 

special needs. These are The Constitution of the United Republic of Tanzania, 

Universal Primary Education in Tanzania (UPE), Education for All, National 

Strategy for Growth and Reduction of Poverty (NSGRP), Primary Education 

Development Programme (PEDP) I and II, Secondary Education Development 

Programme (SEDP) I and II, and Tanzania Persons with Disability Act 2010. 

Historical Development of Teacher Education for SNE in Tanzania 

In 1976, the Ministry of Education started training teachers for learners with 

visual impairments and those with hearing impairment at Tabora Teachers’ 

Training College (Tungaraza, 1994; Bagandanshwa, 2004). This college 

admitted sighted teachers only, and students with visual impairments who 

wished to become teachers were enrolled at Mpwapwa Teachers’ Training 

College. Records also show that in 1977, with the support of the Tanzania 

Society for the Deaf (TSD) and the Royal Commonwealth Society for the Deaf, 

some teachers for learners with hearing impairments went for SNE certificate 
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course in Ghana. All these efforts were made to meet the academic needs of 

learners with special needs.  

Tabora Teachers’ Training College began to prepare teachers for students with 

intellectual impairments in 1983. In the early years, only five student teachers 

for special education were given the opportunity to study at Tabora Teachers’ 

Training College for a certificate. In 1996, the special education teacher 

training programme was moved from Tabora to Patandi in Arusha Region. 

Teachers at Patandi were trained to cater for blind students, deaf students, and 

learners with intellectual disabilities. Some teachers are admitted for certificate 

courses while others are enrolled in diploma programmes. Yet, notwithstanding 

the fact that Tanzania supports inclusive education, teachers trained at Patandi 

are not trained in inclusive education, but only in a single disability area. 

In 2019, registered Colleges for Teacher Education were 151, of which 38 were 

Government owned colleges and 113 were Non-Government (NECTA, 2019). 

The private teachers’ colleges have almost tripled the number of public 

teachers’ colleges which has remained 38 prior to and after the liberalization of 

the teacher education provision. Currently, some universities including the 

University of Dar es Salaam (UDSM), University of Dodoma (UDOM), Open 

University of Tanzania (OUT) and Sebastian Kolowa Memorial University 

(SEKOMU) have also included special education courses and programmes to 

strengthen teacher education programmes. Similarly, over the past 20 years 

Tanzania has experienced a sprout of universities, both public and private, 

incorporating teacher education programmes, for instance UDSM opened two 

sister university colleges namely Dar es Salaam University College of 

Education and Mkwawa University College of Education. The Saint Augustine 

University of Tanzania (SAUT) opened several campuses country wise, the 

establishment of Teofilo Kisanji University (TEKU) and many others. Yet the 

role of Higher learning institutions in preparing SNE teachers has not been 

made clear. Thus, this paper sought to examine the role of higher learning 

institutions in SNE teacher preparation in Tanzania. 

Methodology 

This was a literature-based paper which employed a semi-systematic approach. 

The semi-systematic or narrative review approach is designed for topics that 

have been conceptualized differently and studied by various groups of 

researchers within diverse disciplines and that hinder a full systematic review 

process (Wong et al., 2013; Davis, Mengersen, Bennett & Mazerolle, 2014). It 

https://www.sciencedirect.com/science/article/pii/S0148296319304564#bb0160
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informs practice or provides a comprehensive understanding about what is 

known about a topic. It is useful for creating research agendas or simply 

discusses a particular matter (Grant & Booth, 2009). In order to establish the 

status of the SNE teacher preparation by higher learning institutions in 

Tanzania, the semi-systematic approach analysed documents that included 

Tanzania Education and Training Policies (1995 and 2014), Basic Education 

Statistics in Tanzania (2011-2019), Mnyanyi (2014), National Strategy for 

Inclusive Education (2018-2021), and the Salamanca Statement and 

Framework for Action on Special Needs Education.  

Findings 

Current Situation of Teacher Education for SNE in Tanzania 

The 2014 Education and Training Policy emphasises on consideration of 

gender disparity and nomadic education, and calls for strategies for attracting 

teachers to teach in remote and difficult rural areas (URT, 2014). Despite all 

efforts made to make education accessible for all in Tanzania (including the 

establishment of special and inclusive schools, and increasing enrolment of 

learners with disabilities in primary education as indicated in Table 1, many 

students with various special needs still miss the access and participation into 

education, especially secondary and higher education. 

Table 1: Number of Pupils with Disabilities in Government and Non-

government Schools, 2011 & 2016 

Years 

Primary education Secondary education 

Male Female Total Male Female Total 

2011 17,363 13,070 30,433 3,061 1,947 5,008 

2016 21,151 15,883 37,034 3,920 3,592 7,512 

2017 24,629 18,154 42,783 4,379 4,396 8,775 

Source: URT, 2016; URT, 2017 

 

The percentage of pupils with disabilities to total primary school enrolment was 

0.43% in 2016. This is also 0.40% of total school population aged 7-13 

(9,241,970). Pupils with poor vision and physical impairment constituted 67% 

(35.1% and 31.9% respectively) of all pupils with disabilities (URT, 2016). Due 

to several constraints, statistics indicate that the level of illiteracy among 

persons with disabilities is very high, being 47.6 % compared to the rest of the 

population at 25.3 % (Udoba, 2014). Facts also indicate that most of the learners 

with disabilities only attend primary education and lack opportunities to enrol 

in secondary and higher education. For instance, by 2019, the number of 

https://www.sciencedirect.com/science/article/pii/S0148296319304564#bbb0070
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learners with disability (all types) was 24,424 in secondary schools compared 

to 54,294 in primary schools (Ministry of Education, Science and Technology, 

2019). This implies that almost only 44.9% of those in primary education were 

enrolled in secondary education. Such trend suggests that the number of 

learners with disability in Tanzania lowers as they go for higher education. 

SNE development and provision has been influenced by many factors 

emanating from economic and social factors, and the need to create just 

societies as democratization within the education system increases. In both 

developed and developing countries, increased access to education is 

considered as the best indicator of a nation’s strength and stature (Richardson 

& Powell, 2011). The development of SNE in Tanzania has been mainly 

focused on primary education, with little attention given to post primary 

education. URT (2009) reported major advances in improving access to the 

basic education in Tanzania, with recorded considerable achievements in 

enrolment, school infrastructure and the provision of teaching and learning 

materials. However, such increase hardly materialized for learners with special 

needs, especially those with disabilities. 

SNE and inclusive education are based on values emanating from human rights. 

The World Report on Disability states, ‘the appropriate training of mainstream 

teachers is crucial if they are to be confident and competent in teaching children 

with diverse educational needs’ (WHO, 2011). The principles of inclusion 

should be built into teacher training programmes, which should be about 

attitudes and values not just knowledge and skills. It is recognised that every 

person is unique and equal regardless of any characteristics, beliefs, opinions 

or wealth (Karakoski & Ström, 2005; Kayombo, 2010). It is about respect for 

and celebration of human diversity, and full participation in all aspects of 

community life. Thus, higher education must be fully engaged in responding to 

the challenges that emerge within SNE and in the interaction between the 

learner and their environment through a continuum of educational support. It 

should be known that such learners with special needs have to be given their 

rights to education. 

Higher Education and SNE Teacher Preparation in Tanzania 

The shortage of special education teachers has led to very high pupil-qualified 

teacher ratio (Kapinga, 2014). Currently, there are still few 

universities/colleges that train teachers for special needs education. As such 

higher education sub-sector cannot produce enough teachers for available 
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special needs education schools and inclusive schools in the entire country 

(Kapinga, 2014). Several studies found it essential to train a sufficient number 

of the competent special needs teachers in order to attain successful learning 

(Mcconkey & Bhlirgri, 2003; Koegel, Matos-Fredeen & Lang, 2011). 

Therefore, improvement in teacher training and teacher effectiveness are 

essential in the successful teaching and learning of the pupils with disabilities. 

The role of the teacher education programme in enhancing student-teachers’ 

commitment is paramount. The higher learning institutions are expected to 

offer teacher education programmes that produce highly qualified SNE teachers 

basing on the certification status and knowledge of the content area(s) taught 

(McLeskey & Billingsley, 2008). One of the key features of such programmes 

according to Brownell, Ross, Colón, and McCallum (2005) is that it should 

focus on meeting the needs of diverse students’ population. Rots, Kelchtermans 

and Aelterman (2012) found student teachers’ motivation and intention to enter 

teaching increased as they continued in teacher education, with the main 

influencing factors being learning about pedagogical theories, practical 

teaching experiences, and mentor support. However, in Tanzania available 

body of researches indicate that teacher education has not been able to prepare 

the SNE teachers with required competencies. For instance, Kayombo (2010) 

reported that methods and strategies employed by teachers in inclusive 

classrooms were inappropriate, and teacher education training was 

inadequately preparing teachers to handle pupils with disabilities in inclusive 

schools. Thus, higher education can deliberate on how to enable special 

education teachers and supporting staffs to employ effective skills in handling 

teaching and learning tasks in inclusive classes as well as during co-curriculum 

activities. 

The qualified special education teachers are paramount in effective learning of 
pupils with disabilities. Davis (2013) stresses on the teacher’s understanding, 
training and experience in developing relationships with learners with 
disabilities as a key to working with these learners. To that far, collaboration is 
a vehicle for building a professional community (Brownell, Ross, Colón & 
McCallum, 2005). Thus, it is important that the teacher knows and understands 
a variety of strategies that work specifically for a particular learner. The teacher 
needs to understand how a learner with disability truly learns and can work to 
build an accepting environment with other learners and staff on site (Tungaraza, 
2009). With an increase of training opportunities for supporting staff and 
special needs education, teachers will definitely improve quality SNE provision 
in Tanzania. The importance of having highly qualified teachers in every 
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classroom is well documented for general education. However, similar data are 
not available for special education teachers (McLeskey & Billingsley, 2008) in 
many countries, Tanzania inclusive. Thus, a compromised critical role of 
special education teachers in ensuring high achievement levels for students 
with SNE is significant. The fact is, the majority of students with Special needs 
have failed to make adequate academic progress in general education 
classrooms (McLeskey & Billingsley, 2008) due to the reason that many SNE 
teachers are ill-trained, hence lacking required knowledge, skills, and expertise. 
In many countries including Tanzania, school systems are increasingly offering 
integrated education for students with special needs, and teachers are supposed 
to be equipped with knowledge on SNE, appropriate pedagogical skills and 
management process to help them work with learners with special needs and 
support personnel (Organisation for Economic Co-operation and Development 
[ECD], 2005). With such concern, teacher professional development is the 
essential element towards inclusive education (O’Gorman & Drudy, 2010). 
Good teacher preparation is likely to positively contribute to teacher 
effectiveness towards quality SNE provision. A consistent finding is that 
effective teachers are those who are intellectually capable, articulate, 
knowledgeable, and who are able to think, communicate and plan 
systematically (OECD, 2005). 

Preparedness of the Graduates for Teaching Students with Special Needs  

Teacher education is a vital sub-sector in human resource development, 

especially in education sector (Ishumi & Anangisye, 2014). Teacher education 

contributes significantly to the preparation and production of teachers for 

different levels. Teacher education in Tanzania is mainly provided by teachers’ 

colleges and universities. Teachers’ colleges provide non-degree pre-service 

teacher education programmes while universities provide non-degree (e.g. 

diploma in education), degree (e.g. bachelor’s degree) and postgraduate 

(postgraduate diploma and master’s) programmes in teacher education (URT, 

1995). 

Scholars focus on the preparedness of mainstream teachers to work in inclusive 

classroom settings. Commonly, it is found that pre-service teachers feel poorly 

prepared to teach students with diverse needs (Hemming & Woodcock, 2011; 

Maphie & Possi, 2017; Young, 2018). Moreover, exposure to students with 

diverse educational needs can lead to greater tensions as pre-service teachers 

are confronted with the complexities of teaching children with disabilities. New 

special education teachers find they have been prepared for jobs that no longer 

exist and that they are not equipped for the jobs they face (Kapinga, 2014). 
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Studies that clarify the role of the special education teacher in the age of 

accountability could direct the kinds of pre-service and professional 

development opportunities that special education teachers need in order to 

decrease role dissonance and increase retention of special education teachers in 

the field (Kauffman, 1994). The skills needed to provide individualized, 

intensive, remedial instruction to a few students are different from those 

required to teach a whole class of students (Zigmond & Baker, 1995). 

Sixty percent of the participants in the study by Tungaraza (2014) mentioned 

teacher attrition as a challenge. After graduation at Patandi Teacher College, 

some teachers go back to normal schools and others even change profession 

altogether, which, consequently, reduces the number of teachers who are 

expected to teach students with disabilities. When this researcher wanted to 

know why teachers leave the profession one teacher said: 

Teaching students with special needs is not an easy task. 

Teachers run from this field because there is no motivation 

from the government. You would expect at least an increase in 

salary after graduation, but there are no salary increments. And 

remember that we were teachers before joining Patandi 

Teacher College and we go to Patandi expecting that our 

salaries would increase, but this does not turn out to be the 

case, thus discouraging many of us (Research participant in 

Tungaraza, 2014). 

Pima (2012) suggests that SNE in Tanzania falls in the hands of teachers who 

are unaware of various disabilities and how to deal with most common learning 

difficulties. The finding supports that of Possi (1996) who shows that teachers 

in Tanzania are not well informed on how to adapt the classroom and school 

environment to overcome barriers to learning. EADSNE (2012) identified the 

following four core values as basic to the work of all teachers in inclusive 

education:  

 Valuing learner diversity, 

 Supporting all learners – teachers have high expectations for all 

learners’ achievements,  

 Working with others,  and 

 Continuing professional development.  
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With respect to these values, teacher education in Tanzania need to be revised 

from time to time so that prospective teachers are equipped with knowledge, 

skills and changed attitude ready for working in the inclusive schools. Gersten, 

Keating and Yovanoff (1995) found a relationship between role conflict and 

dissatisfaction experienced by special education teachers in their current 

assignment and their intent to leave the field of special education. They found 

that significant stress occurs when, due to poor job design, a discrepancy exists 

between what teachers believe are their roles and responsibilities and the 

realities of their daily work practices. A direct relationship exists between a 

teacher’s experience of role dissonance and her intent to quit her job as a special 

education teacher (Billingsley, 2004).  

Preparing teachers according to categories of learners in the field of special 

needs education reinforces the idea that different groups of teachers are needed 

for different types of learners and the normally wide range of learners found in 

today’s general education classrooms (Florian, 2009). Failure to that, teachers 

may resist efforts to include students with disabilities in their classrooms on the 

grounds that they are not qualified or sufficiently prepared to teach them. In 

one study by Pugach, et al. (2009), it was found that less than one third of 

teacher preparation programmes formally require their general education 

candidates to work with students with disabilities during their student teaching. 

Such practice should be mandatory to higher education in Tanzania that student 

teachers have to engage fully with teaching and interaction with learners with 

special needs during teacher preparation programmes. 

Higher Education and SNE Outcomes  

In Tanzania, many learners with disabilities (particularly who are deaf), fail 

examinations or drop out of school because they do not know how to read or 

write (Tungaraza, 2014). The needs of vulnerable learners, especially those 

with disabilities, will be integrated within the broad curriculum framework 

through horizontal – vertical differentiation (MoEVT, 2009). A further 

consideration will be given to the curriculum relevance in terms of its 

connection to the realities where learners live. 

For the purpose of improving teaching/learning outcomes, there is a need to 

reinforce the linkage between curriculum and teaching/learning materials 

development, as well as assessment and examinations. The curriculum 

assessment criteria will also be revised accordingly to allow for wider 

differentiation in classrooms according to the needs of learners and the 
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environment (Karakoski & Ström, 2005). The same applies to teacher 

education curricula. Pre-service teachers can become active participants in 

quality online sharing environments whilst concurrently developing skills in 

critical evaluation of this online content (Jones, 2009; Forlin & Chambers, 

2011). 

Teachers’ preparation programmes in higher education should devise several 

active means of information and resource sharing amongst teachers who may 

be unknown to each other. There are also opportunities to improve mentoring 

programmes using online tools, noting positive outcomes from induction and 

mentoring programmes. According to Smith (2010), the purpose of teacher 

educator professional development is four-fold; “improving teacher education, 

meeting external standards, promoting internal drive to learn and improving 

and strengthening the professional status within higher education.” 

Challenges Facing SNE Provision in Tanzania 

Studies indicate that provision of SNE in Tanzania face several constraints that 

make it difficult for children with disabilities to access the educational 

opportunities in the primary and secondary schools (HakiElimu, 2008; 

Kapinga, 2014; Opini & Onditi, 2016). The barriers have been identified, 

namely shortage of special education teachers due to lack of training regarding 

teaching special needs and inclusive education. Sometimes teachers are 

opposed to having children with disabilities learn with others in mainstream 

schools or classes. This has made it practically impossible to effectively 

implement the Government policy on inclusive education; poor understanding, 

and lack of appreciation of disability issues among teachers, school 

administrators and the public at large. These have had negative implications 

and consequences on the identification and recognition of the educational needs 

of children with disabilities. Many parents of children with disabilities are 

reluctant to enrol their children into schools, mainly due to cultural and 

traditional beliefs that discriminate against people with disabilities. This has 

significantly contributed to the poor school enrolment for children with 

disabilities. In addition, schools have poor sanitation facilities such as clean and 

safe drinking water, as well as playgrounds for sports activities, and 

inappropriate design of school buildings that makes them architecturally 

inaccessible especially to children with visual and physical impairments. 

Given that Tanzania is a signatory to several international conventions that 

recognise and promote the philosophy of education for all, including The 
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Salamanca Statement and Framework for Action (UNESCO, 1994), there is an 

urgent need to break the barriers that prevent the access to education 

opportunities for learners with disabilities. 

Discussion 

Education aims to ensure the continuity of cultures through generations, as well 

as preparing individuals for developing universal systems (Baris & Hasan, 

2019). Hence, the most important role belongs to teachers. Therefore, they 

should be well prepared. The field of teacher education is deeply complex, 

multi-referential, and kaleidoscopic, and has played a key role in the production 

process of the teaching profession, professional socialization and the 

construction of the public education (Nóvoa, 1995 as cited in Pereira, 2019). In 

Tanzania, teacher education is challenged by many factors making it less 

productive in the area of SNE. However, teacher education may open up the 

possibility of producing new representations and cognitions about the 

phenomenology of school, and the conditions of inequality and injustice it 

produces (Pereira, 2019). Such possibilities may make teachers realize their key 

roles and work hard to acquire knowledge and skills required for good practice 

in the provision of SNE. According to Darling-Hammond (2012), in terms of 

quality preparation for teachers, it is reported that teacher trainees feel better 

prepared and more efficacious, stay in the field longer, and have more positive 

impacts on student learning when their programmes include: (1) a common, 

clear vision of good teaching that permeates all coursework and clinical 

experiences, creating a coherent set of learning experiences; (2) well-defined 

standards of professional practice and performance that are used to guide and 

evaluate coursework and clinical work; (3) a strong, core curriculum taught in 

the context of practice, grounded in knowledge of child and adolescent 

development and learning, an understanding of social and cultural contexts, 

curriculum assessment, and subject matter pedagogy; (4) extended, well-

supervised clinical experiences that are carefully chosen to support the ideas 

presented in closely interwoven coursework; (5) use of performance 

assessments and portfolio evaluation that apply learning to real problems of 

practice; and (6) shared beliefs and practices among school, and university-

based faculty, along with well-established partnerships between the schools and 

the universities.  
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Teacher education and teacher preparation have been changing significantly. 

Various models have been in place. For instance, up to 2008 teacher education 

in universities in Tanzania was a four-year (4) cycle. Since then, it has become 

a three-year cycle. The entry qualifications in the teaching profession have also 

been changing. During the universal primary education policy, it hardly 

required someone to have literacy skills to be licensed to teach in primary 

education. As for the year 2020/21, university admission guidelines require 

prospective teachers to have completed upper secondary education (Form VI) 

with an average pass mark (TCU, 2020) or equivalent qualification to be 

enrolled in teacher education in a university. In countries like Turkey, a person 

needs to pass the national transition to higher education examination in order 

to enter an education faculty, the institution in Turkey responsible for teacher 

education (Baris & Hasan, 2019). 

Conclusion and Recommendations  

Although there has been progress in the provision of SNE in Tanzania, 

education system is still critically challenged in offering equitable access to all 

learners with special needs. Findings reveal that lack of flexible curricula, 

insufficient supply of special education teachers and deprived teaching and 

learning conditions prevent the good intention of the government of Tanzania 

to ensure that every child attains quality education. However, some universities 

have initiated integration of ICT and other flexible modalities for students with 

special needs (particularly those with sensory impairments) as mechanisms of 

enabling more students with disabilities to enrol in higher education. 

This paper recommends for review of teacher training programmes for making 

prospective teachers willing and capable to work in inclusive education. 

Training modalities need to be widened in order to provide more opportunities 

for professional development. School-based and community-based training 

should be developed for in-service teachers and supporting staff (such as, open 

and distance or e-learning opportunities). Higher education therefore, can 

alleviate the teaching-learning related challenges through improving the skills 

of human resources and reinforce and support research projects about special 

needs education. School and other education programme staff should be 

encouraged to engage in discussing inclusive education in their context and to 

develop collaborative relationships with parents and local communities. 
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Abstract 

The purpose of this study was to assess the competence of Ward Education 

Officers (WEOs) in secondary school supervision for quality education in 

Tabora Municipality. The study was guided by three research objectives: to 

determine the extent to which adherence to supervision guidelines for 

secondary schools influences WEOs’ competence in Tabora Municipality, to 

find out supervisory skills held by WEOs, and to establish challenges faced by 

WEOs in supervising secondary schools in Tabora Municipality. The study 

used a concurrent research design and employed a mixed research approach. 

Sample size was 102 respondents. Data were collected through questionnaire, 

interview and documentary review. Descriptive statistics were used to analyse 

data by computing frequencies and percentages using Microsoft excel. The 

findings of the study revealed that WEOs did not adhere to supervision 

guidelines in secondary schools in Tabora Municipality. It was also revealed 

that there were no clear regulations, guidelines or manuals to guide WEOs in 

their responsibilities and that WEOs lack secondary school supervisory skills. 

It was also revealed that WEOs face several challenges which include: 

unsatisfactory educational qualities, lack of working experience in secondary 

schools, lack of training for secondary school supervision, poor coordination 

links, lack of professionalism in teaching, and the challenge of language of 

instruction. The study recommends that supervision of secondary schools be 

done by WEOs who have higher education qualifications, working experience 

in secondary schools, training on supervisory skills and knowledge of the 

subjects they supervise and that WEOs be appointed after application. The 

study also recommends to the government to make constant review of policies, 

guidelines and manuals and make guidelines available to WEOs and that 

WEOs should adhere to the given supervision guidelines.   

 

Background to the Study 

The supervision of secondary schools by WEOs is expected to ensure quality 

education. WEOs are required to carry out quality assurance in education by 

supervising secondary schools in a given ward on the provision of education as 

well as implementation of education policies. In doing so, it is expected that 

WEOs would assist secondary schools to maintain quality education, promote 

school improvement and advise education stakeholders. This implies that 

mailto:eustice_v@yahoo.com
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WEOs’ competence is very essential for ensuring quality education in 

secondary schools.  

School supervision is a quality control mechanism which exists in almost all 

countries. In Tanzania, this quality control mechanism is entrusted to Ward 

Education Offices (MoEST, 2017). Mosha (2000) sees quality of education as 

the level of excellence of performance in education, and that quality of 

education can be measured by establishing acceptable benchmarks or criteria 

and standards of good performance. It is judged in terms of how students 

conform to levels of academic excellence. Quality of education can be ensured 

by having adequate number of qualified teachers, the level of their training, the 

number and background of learners, the availability of teaching and learning 

materials and effective teaching and learning (Nikinyagi, 2006). This means 

that there is a close relationship between supervision of secondary schools and 

quality education. In Tanzania, the responsibility for the education system is 

vested in the Ministry of Education, Science and Technology (MoEST) in 

collaboration with the Ministry of Regional Administration and Local 

Government (MoRALG) through the School Quality Assurance Office. School 

Quality Assurance Office, which was previously called “Inspectorate 

Department", derives its power from the Education Act No. 25 of 1978, Section 

41-44 and the Education (amendment) Act No. 10 of 1995, Section 31-32, 

which establishes the legal basis for the supervision of schools in Tanzania 

(URT, 1995). Again, in its Secondary Education Development Programme 

(SEDP I) in 2004-2009, Tanzania aimed to provide quality secondary 

education, and increase the pass rates for division I to III from 36% in 2004 to 

70% in 2009. These efforts, however, have not materialized as Tanzania has 

been experiencing poor academic performance which has not yielded the 

desired objectives of 70% of secondary education candidate score from division 

I to III by 2009 (URT, 2010). 

The government of Tanzania established the department responsible for 

supervision of schools across the country. However, the practice to maintain 

quality education through supervision of schools did not lead to the expected 

improvement in learners’ outcomes (URT, 2008). One evidence of this problem 

of low-quality education is the National Form Four Examination performance 

of secondary schools in Tabora Municipality from 2016 to 2018 whereby the 

majority of the students scored Division Four and Division Zero (BEST, 2016-

2018). In the current education reforms, which include the policy of 

Decentralization by Devolution, WEOs are empowered to conduct secondary 
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school supervision. This focuses on enhancing close-to-school supervision 

practices to ensure efficiency and effectiveness of the secondary school system 

(URT, 2017). WEOs in Tanzania are normally selected from among serving 

teachers. It should be noted that the efficient and effective delivery of education 

requires closer monitoring of schools, as well as having adequate feedback 

mechanisms between school quality assurance officers, education agencies, 

managers and administrators at Zonal, Regional and District levels (MOEC, 

1995). This means that in order to ensure quality education in secondary 

schools, supervision of secondary schools by WEOs should be improved 

through appointing well qualified personnel. The Millennium Development 

Goals (MDGs) of 2000 state that by 2015 there should be an improvement in 

all aspects of education and assured excellence of all in the world. This entails 

that recognized and measurable learning outcomes are achieved by all 

especially in literacy, numeracy and essential life skills (Burnet & Felsman, 

2012). Tanzania, like other nations in the world, aspires to meet the SDGs 

through the provision of quality education (URT, 2000). The goal can only be 

achieved if education in schools is adequately supervised. 

The government of Tanzania has developed supervision of secondary education 

from central government to local government to ensure responsibility and 

accountability among education stakeholders. All these are the initiatives by 

the government of Tanzania to ensure provision of quality education in 

secondary schools. Nevertheless, despite efforts made by the government of 

Tanzania such as, provision of free education and empowerment of WEOs to 

conduct school supervision, performance in secondary schools still remains low 

as evidenced by the reports of the World Bank, 2010 and World Bank, 2012. 

Besides the presence of WEOs with their new role of coordinating, supervising, 

monitoring and advising in secondary schools, it is still evident that 

performance in public secondary schools in Tabora Municipality remains low. 

This low academic performance frustrates students and parents and triggers 

complaints among stakeholders regarding the function, responsibilities and 

position of WEOs in secondary schools (HakiElimu, 2009). In this situation, 

there is still lack of clear information as to whether the WEOs are competent 

enough to impact quality education in secondary schools in Tabora 

Municipality.  

However, given the current situation in Tanzania, the main challenges to quality 

assurance that answer the question on whether current WEOs are competent 

enough to impact quality education in secondary schools is still unknown. In 
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this perspective, Mmbando and Hongoke (2010) see that the quality of the 

reports submitted by the school quality assurance officers are substandard and 

inadequate to address the actual problems related to the teaching and learning 

of students, improvement and school attendance. That is one of the factors 

which mostly affect the role of school quality assurance in ensuring quality 

education in secondary schools, as there is still low quality of education, 

inefficiency and poor management in secondary schools. It is not clear whether 

the current WEOs are competent in secondary school supervision, contrary to 

the 2010 report. Moreover, knowledge on whether there were adequate training 

services to WEOs after the 2010 report still remains uncovered. 

Statement of the Problem 

Despite the efforts made by the government in making sure that the sector has 

high quality teachers and supervisors, teachers in public secondary schools still 

demonstrate low quality (HakiElimu, 2011; City et al 2010; MoEST, 2016-

2018). A number of studies have been carried out on that ground to address 

issues of school supervision, including Matete (2009) and Wanzare (2002). 

However, little is known about the competence of WEOs in secondary school 

supervision. It is important therefore, to address the competence of WEOs due 

to the fact that these officers play a major role in quality assurance in secondary 

schools. This is an indication that the current situation of low academic 

performance of secondary school students in Tabora Municipality calls for an 

assessment of WEOs’ competence in relation to their role in school supervision. 

Therefore, the researcher in this study resolved to assess the competence of 

WEOs in secondary school supervision with a focus on Tabora Municipality in 

order to address the current problems regarding their role. 

Objectives of the Study 

The study was guided by the following objectives:  

i. To determine the extent to which adherence to supervision guidelines 

for secondary schools influences WEOs’ competence in Tabora 

Municipality.  

ii. To find out supervisory skills held by WEOs in Tabora Municipality. 

iii. To establish challenges faced by WEOs in supervising secondary 

schools in Tabora Municipality. 

Methodology 

The study employed a mixed research approach. Sandelowski (2000) asserts 

that mixed method research is a dynamic option for expanding scope and 
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improving the analytic power of the studies. The study used a convergent 

parallel research design. The target population of the study included Municipal 

Secondary Education Officer, WEOs, heads of school, and secondary school 

teachers. Tabora Municipality has 33 secondary schools, including private and 

public schools, which have 660 teachers and 29 WEOs. The total population of 

the study was 690. 

Purposive sampling technique was used to get key informants such as 

Municipal Secondary Education Officer, WEOs and heads of school. The 

purposive sampling was also used to select six (6) secondary schools which 

performed poorly in the CSEE in Tabora Municipality from 2016 to 2018. By 

applying simple random sampling, lottery method was used to select 11 

teachers from each secondary school. Ten percent of the target population was 

used to determine the number of participants among teachers. Since there were 

660 teachers, 66 (10%) teachers were involved in this study. Other key 

respondents were one Municipal Secondary Education Officer, 29 WEOs, and 

six (6) heads of school (Table 1). 

Table 1: Sample Size and Sampling Techniques 

S/N Categories of 

respondents 

Sampling techniques Sample size 

1 Municipal 

secondary education 

officer 

Purposive 1 

2 WEOs  Purposive 29 

3 Heads of school Purposive 6 

4 Teachers Simple random 66 

5 Total  102 

 

The data collected in the study were analysed descriptively. The quantitative 

data collected by using questionnaire, were edited, coded and analysed using 

Microsoft excel to compute percentages. These percentages were calculated 

according to the number of frequencies for the interpretation of data and were 

presented quantitatively by means of figures and tables. Qualitative data were 

recorded in the tape recorder and transcribed to produce textual information, 

and later on they were condensed and edited. The data were analysed and 

arranged in categories and themes and sub-themes that align with the 

quantitative information. Then the findings were coded and put into categories 

related to the research objectives. The findings from the interview were 
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interpreted to get the meaning of what they presented in relation to the purpose 

of the study.  

Results and Discussion 

The Influence of Adherence to Supervision Guidelines on WEOs’ 

Competence 

The first research objective was on the extent to which adherence to supervision 

guidelines for secondary schools influences WEOs’ competence in Tabora 

Municipality. The researcher was interested in understanding the extent to 

which adherence to supervision guidelines for secondary schools influences 

WEOs competence in Tabora Municipality.  

WEOs’ Reports on Secondary School Supervision 

As per the supervision directives in Tabora Municipality, WEOs are supposed 

to give reports on secondary school supervision to teachers and Municipal 

Secondary Education Office focusing on secondary school quality assurance. 

In this aspect, the findings reveal that 13 (19.70%) of participants agreed that 

WEOs do bring school supervision reports to teachers, while 53 (80.30%) of 

participants disagreed. Similar findings were gathered during the interview 

session with the Municipal Secondary Education Officer (MSEO) who 

admitted: 

They are supposed to bring a supervision report, but they do 

not do so regularly. For example, this year only one report on 

classroom supervision from one secondary school out of thirty-

three secondary schools was brought to the office. 

Furthermore, that one report included only preparations of 

scheme of work, lesson plan, lesson notes, teacher’s 

attendance, student’s attendance, school environment, 

student’s dropout, pregnancy report and punctuality.  

Moreover, the findings concur with the findings from documentary review, in 

which the researcher noted that from January to April, 2019 only one report on 

secondary school supervision was presented to the Municipal Secondary 

Education Officer by the WEOs. The findings obtained from interviews and 

documentary review correspond to the observations by Garubo and Rothstien 

(1998) who maintained that supervision was rarely performed in secondary 

schools and that very little is reported on the school supervision activities. It 

was also found out that failure of the WEOs to follow rules and regulations in 
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the course of secondary school supervision was, in one way or another, 

associated with inadequate skills of supervision and educational status that does 

not suffice the quality of supervision expected by education stakeholders. This 

is in line with Dash (2008), who confirms that inadequate skills of supervision 

and education status contribute to low academic performance in secondary 

schools. 

The Role of WEOs in Ensuring Quality Education through Supervision in 

Secondary Schools 

The supervision guidelines show that the basic role of WEOs is to ensure 

quality education through school supervision. For effective secondary school 

supervision, it is equally important that teachers and other education 

shareholders should understand and recognise the necessity of this role of 

WEOs. In this light, the researcher wanted to find out the views of teachers on 

the necessity to have WEOs in ensuring quality education through supervision 

in secondary schools. The findings obtained indicate that 50 (75.76%) of the 

participants agreed that it is necessary to have WEOs to ensure quality 

education through supervision in secondary schools, while 16 (24.24%) of the 

participants disagreed. In responding to this basic question, one teacher said: 

“WEOs are very important since they help to organise and ensure that various 

school activities in the teaching and learning process are conducted 

accordingly.” 

In putting more emphasis to this response, another teacher had the following to 

say: “It is very important to have WEOs because they reinforce teachers in 

implementing their obligations so as to improve education standards”. 

However, the researcher found out that not all teachers had the same views on 

the importance of the WEOs. Contrary to the previous ones, one teacher pointed 

out: “It is not necessary to have WEOs as supervisors. The majority of WEOs 

lack the basic skills required for improving education programmes in our 

secondary schools”. Also, responding to the same question, one teacher added: 

“WEOs are not necessary because in secondary schools we have heads of 

school and academic masters who play a major role in supervision in secondary 

schools”. 

The findings of the study indicate that the position of WEOs is very important 

in ensuring provision of quality education in secondary schools. This is due to 

the fact that WEOs have the role of planning, observing, evaluating, assessing 
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and assisting secondary school teachers to do their work better through 

collaborative efforts. This relationship is supported by the conceptual 

framework of this study which indicates that acquisition of professional skills 

is one of the factors which may help to improve the competence of WEOs in 

secondary school supervision for quality education.  

These findings are in line with URT (2014) statement which pointed out that 

Secondary education is basic education, and that WEOs as supervisors of 

secondary schools are responsible for monitoring and coordinating the 

implementation of Education and Training Policy in their respective wards. The 

general function of school supervision in Tanzania is to ensure adherence to set 

policies, laws, regulations and standards of education in the school system 

(URT, 2017). From the findings of this study, it was clear that the role of WEOs 

is very important in ensuring provision of quality education in secondary 

schools in Tabora Municipality. 

Availability of Policies, Regulations and Manuals required to Guide the 

WEOs in their Day-to-day Activities 

In order to get detailed information on the availability of these documents, 

interviews and documentary review were used as the main instruments to get 

responses from the WEOs and the Municipal Secondary Education Officer. 

This was done through seeking responses to the questions which sought to 

know whether the WEOs have policies, regulations or manuals to guide their 

daily activities and how they adhered to them. The findings from the responses 

given by the Municipal Secondary Education Officer reveal that there were no 

clear policies, regulations or manuals to guide the day-to-day work of WEOs 

in secondary school supervision. It was also found out that even the policy 

documents available are too old and outdated. To underline this fact, during the 

interview the Municipal Secondary Education Officer observed as follows:  

There are no clear policies, regulations or manuals to guide the 

day-to-day work of the WEOs on supervision in secondary 

schools. The regulations which are present are out-of-date and 

are too general...what we have at present is Basic Secondary 

and Teacher Education Quality Assurance Framework. The 

framework is too general as it simply points out that WEOs are 
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expected to adhere to the code of conduct provided by their 

employers. 

Similar findings were also revealed through interviews with the WEOs. One 

Ward Education Officer admitted: 

We do not have any guidelines or manuals for supervising 

secondary schools... our daily activities mainly follow some 

directives given to us to collect some data or any information 

needed by the Municipal Secondary Education Office, the 

Teachers Service Commission office, the heads of school or 

other concerned offices. 

On this aspect, the Head of School B had this to say: 

Currently WEOs are not well informed of what they are 

supposed to supervise in secondary schools... they only come 

to bring some information from offices and collect some 

information which is needed by administrators and they don’t 

visit our school regularly.  

Information obtained through interviews with the Municipal Secondary 

Education Officer and the WEOs reveals that WEOs in Tabora Municipality 

lack well-defined supervision guidelines and checklist to use for supervision in 

secondary schools. 

Supervisory Skills held by WEOs in Tabora Municipality 

The second research objective was to find out the supervisory skills held by the 

WEOs in Tabora Municipality. The findings were obtained through 

questionnaires to teachers and interviews with the heads of school (Table 2).  
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Table 2: Supervisory Skills held by WEOs 

S/N Statements Frequency and percentage 

Agree Disagree 

Frequency Percentage Frequency Percentage 

1.  WEOs give 

academic 

advice in 

teaching. 

15 22.73% 51 77.27% 

2.  Satisfaction 

with 

WEOs’ 

advice on 

teaching 

and 

learning 

25 37.88% 41 62.12% 

3.  

 

WEOs have 

knowledge 

of the 

subjects 

they 

supervise. 

25 37.88% 41 62.12% 

4.  WEOs 

conduct 

supervision 

at least 

once per 

month. 

1 16.67% 5 83.33% 

 

3.2.1 Frequency of WEOs’ Secondary School Supervision   

As indicated in Table 2, the findings show that 1 (16.67%) of the participants 

agreed that WEOs conducted supervision in schools at least once per month, 

while 5(83.33%) of the participants disagreed that WEOs conducted 

supervision in schools at least once per month. Furthermore, during the 

interviews with the heads of school, it was discovered that the majority of 

WEOs do not conduct supervision in secondary schools. In the six secondary 

schools involved in the study, only one secondary school was supervised by the 

WEOs in the year 2019. During the interview, One Ward Education Officer 

said: “I do visit the schools once per month and observe what is going on, but 
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also, I look at schemes of work, lesson plans, lesson notes and exercises 

provided to pupils by teachers”. 

Competence of WEOs on the Subjects they Supervise 

The teachers were asked whether the WEOs have knowledge of the subjects 

that the teachers taught in secondary schools in order to do effective 

supervision. The findings from Table 2 above reveal that 25 (37.88%) of the 

participants agreed that WEOs have the knowledge of the subjects that the 

teachers taught, while 41 (62.12%) of the participants disagreed that the WEOs 

had the knowledge of the subjects that the teachers taught. The findings also 

show that there was little contribution given by the Ward Education Officers’ 

supervision to their subjects since the majority of the WEOs lack knowledge of 

the subjects taught in secondary schools. To put emphasis on the issue, one 

teacher noted: “The majority of the WEOs have limited knowledge of the 

subjects taught in secondary schools and consequently they do not advise the 

teachers adequately”. 

The findings imply that WEOs are supposed to have knowledge of the subjects 

which they supervise, but the majority of them lack even this basic subject 

knowledge for supervision. These findings show that the majority of WEOs are 

incompetent in secondary school supervision for quality education. As a result, 

they are unable to monitor and evaluate education programmes effectively. The 

National Open University of Nigeria (2006) pointed out that supervision 

focuses on changing the behaviour of teachers in teaching and learning for 

improving performance of secondary schools. It becomes obvious that WEOs 

whose competence is lower than that of the teachers they supervise cannot 

succeed in helping the teachers to improve their performance.  

These findings are in line with Wilcox (2000) who stresses the importance of 

WEOs to demonstrate the level of competence in the subject area so as to be 

able to support secondary school teachers on how to teach their subjects 

effectively. Therefore, these findings show that WEOs, as supervisors, should 

be at least one step ahead of ordinary teachers.  

Satisfaction with WEOs’ Advice on Teaching and Learning 

Secondary school teachers were also asked if they were satisfied with the 

WEOs’ advice on teaching and learning. The responses, as presented in Table 

2, reveal that 25 (37.88%) of secondary school teachers were satisfied with 

WEOs advice while 41 (62.12%) of the teachers were not satisfied with the 
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WEOs’ advice on teaching and learning. These findings indicate that the 

majority of the teachers were not satisfied with the academic advice given by 

the WEOs on teaching and learning. The majority of WEOs lack the knowledge 

of the subjects taught by these teachers. For example, one teacher questioned: 

How can a Ward Education Officer who is a degree holder 

supervise teachers with a Post Graduate Diploma or Master’s 

Degree in issues related with curriculum implementation and 

professionalism? How can he or she judge whether the way 

teachers are teaching is correct or not correct?  

When teachers were asked what can be done to improve the exercise of 

supervision by the WEOs, one teacher said: “It is high time that WEOs should 

be personnel with higher education qualification than ordinary teachers so as to 

eradicate the feeling that WEOs are not competent”. It was further learnt that, 

when WEOs come across a situation in which teachers whom they are supposed 

to supervise have higher education level than themselves, the teachers are 

normally not ready to be supervised by such officers. They contend that it is 

unfair to be supervised by WEOs who are less competent in academic matters 

and as such they despise their corrections or advice. In such a situation, it is 

possible for WEOs to develop an inferiority complex during supervision 

sessions. 

The findings from questionnaires concur with Wilcox (2000) who notes that 

the acceptability of WEOs by secondary school teachers would largely depend 

upon their competence level in their subject area and the extent to which WEOs 

could demonstrate their skills in teaching. In their common views, Municipal 

Secondary Education Officers, WEOs, heads of school and secondary school 

teachers concur that WEOs should have subject knowledge, interpersonal 

skills, higher education qualifications and professionalism in school 

supervision. These are the qualities which every Ward Education Officer must 

have in order to be able to perform supervisory activities competently.  

WEOs’ Academic Advice in Teaching 

Teachers were asked if WEOs give academic advice in teaching. The findings 

in Table 2 reveal that 15 (22.73%) of the secondary school teachers agreed that 

WEOs do give academic advice on teaching while 51 (77.27%) of the teachers 

disagreed that WEOs give academic advice on teaching. These findings reveal 

that the majority of WEOs, when visiting secondary schools for supervision, 
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were mainly concerned with class journals, lesson plans, subject logbooks, and 

schemes of work, teachers’ attendance, students’ attendance and school 

environment as the criteria for evaluating the teachers’ performance. It was also 

found out that the majority of the WEOs, when they visited the secondary 

schools, did not make classroom supervision. The majority of the teachers 

stated that when the WEOs visited the secondary schools, they tended to collect 

the lesson plans, schemes of work, pupils’ exercise books and judged the 

performance of the schools based on those documents. For example, during an 

interview, one Head of School from school C said: “The WEOs do not 

supervise teachers while teaching in classrooms. What they do is just checking 

if all the teachers have prepared schemes of work, lesson plans and lesson notes, 

and checking exercises given to the students”. These findings are contrary to 

the reports by HakiElimu (2009) which points out that effective supervision for 

quality education largely takes place when WEOs are present in secondary 

school classrooms while the teaching and learning process is taking place. 

When interviewed on the academic qualifications of the WEOs as supervisors 

of secondary schools to ensure quality education, one of the teachers had this 

to say: 

WEOs as supervisors of secondary schools still need a lot of 

seminars and workshops that can increase their understanding 

of various issues related to school supervisory skills...as 

majority of WEOs have inadequate educational qualifications 

compared to the ordinary teachers and heads of school they are 

supposed to supervise. 

Callaghan (2007) acknowledges that WEOs who are knowledgeable in school 

supervision and have interpersonal skills are likely to perform more effectively 

in their supervisory practices than those who do not have such skills. In this 

perspective, Ehren and Visscher (2006) share a common understanding that 

there should be a positive relationship and respect between secondary school 

teachers and WEOs in order to have a productive dialogue. 

The Role of WEOs’ Educational Level in Improving Secondary School 

Supervision  

On the basis of educational level of WEOs, the study gives a contribution on 

what could be done to improve the exercise of supervision in secondary schools 

(Table 3).  
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Table 3: Educational Level of WEOs and Ordinary Teachers  

Educational 

Level 

WEOs Ordinary Teachers 

Frequency Percentage Frequency Percentage 

Diploma  0 0 25 37.88% 

Bachelor Degree 25 86.21 29 43.94% 

Post Graduate 

Diploma  

0 0 7 10.60% 

Master Degree  4 13.79 5 7.58% 

Total 29 100 66 100 

 

The findings in Table 3 reveal that the majority, 25 (86.21%) of WEOs hold 

Bachelor Degrees while only 4 (13.79%) of WEOs hold Master’s Degrees. Also 

the table shows that 25 (37.88%) of ordinary teachers hold Diplomas, 29 

(43.94%) of ordinary teachers hold Bachelor Degrees, while 7(10.60%) of 

ordinary teachers hold Post Graduate Diplomas. Table 3 also indicates that none 

of the WEOs in the area holds a Post Graduate Diploma, 5 (7.58%) of ordinary 

teachers hold Master’s Degrees. The findings imply that the majority of WEOs 

have lower educational level compared to ordinary teachers. These data can 

also be illustrated in Figure 1. 

 

 

 

 

 

 

 

 

Figure 1: Educational Level: WEOs and Ordinary Teachers 
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The findings presented in Figure 1 are based on the information obtained 

through interviews with the heads of school and structured questionnaires to 

the teachers. The teachers and the heads of school suggested that, there is a need 

to improve secondary school supervision by giving preference to the 

educational level of WEOs so as to ensure provision of quality education in 

secondary schools. The findings imply that WEOs who have lower educational 

qualifications and lack supervisory skills should not be allowed to supervise 

secondary schools. For example, the Municipal Secondary Education Officer, 

during the interview, stated:  

There is a need to improve supervision in secondary schools 

by appointing WEOs with higher educational qualifications 

than ordinary teachers so as to ensure provision of quality 

education. In Tabora Municipality, among 29 WEOs, 25 are 

Bachelor degree holders while only 4 hold Master’s Degree.     

The findings of this study reveal that all WEOs were previously primary school 

teachers and the majority of the WEOs had unsatisfactory educational 

qualifications. All WEOs were appointed by the Municipal Primary Education 

Officer. Furthermore, the findings reveal also that even secondary school 

teachers who had higher educational qualifications and professional skills were 

not appointed for posts of Ward Education Officer. Also, the Municipal 

Secondary Education Officer did not participate in appointing the WEOs, since, 

basically all WEOs were appointed to supervise primary school and adult 

education. Through Decentralization by Devolution, WEOs became 

supervisors of secondary education in 2009 after the decentralization of power 

from the Ministry of Education and Vocational Training to the Prime Minister’s 

Office and Regional Administration and Local Government (PMo-RALG) 

(URT, 2009).  

Furthermore, during the interviews with the heads of school, all six heads of 

school insisted on the importance of having WEOs who have higher 

educational qualifications and have professional skills in supervision, since 

competence in monitoring and evaluating the quality of education depends on 

the supervision skills. For example, one headmistress from school D 

commented: “Some efforts must be made to assign supervisory practices to 

professionals who can meet the demands of the community”. Therefore, in 

order to improve the exercise of supervision of secondary schools by WEOs, 

WEOs who have lower educational qualifications and are unprofessional 
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should not be allowed to supervise secondary schools. Hence, there is a need to 

appoint WEOs who are professionals and have higher qualifications than 

ordinary teachers to be able to ensure provision of quality education in 

secondary schools. 

Challenges faced by WEOs in Supervising Secondary Schools 

The third objective of the study was to establish the challenges faced by WEOs 

in supervising secondary schools in Tabora Municipality. The findings were 

obtained through questionnaires to ordinary teachers and interviews to the 

Municipal Secondary Education Officers, WEOs and heads of school (Figure 

2). 

 
Figure 2: Challenges faced by WEOs in Supervising Secondary Schools  

Unsatisfactory Educational Qualifications 

As indicated in Figure 2 above, the study identified unsatisfactory educational 

qualifications as the first challenge facing WEOs in supervising secondary 

schools. This was identified by 87 (85%) teachers who constituted the 

respondents. These findings reveal that the majority of WEOs are incompetent 

in supervising secondary schools because they have unsatisfactory educational 

qualifications as the majority of them hold a Bachelor Degree and few of them 

hold a Master’s Degree. For example, one teacher stated: 
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It is not fair for us to be supervised by the WEOs who are less 

qualified than ourselves...we would enjoy WEOs’ supervision 

if the WEOs possessed at least a Post Graduate Diploma or 

Master Degree. Given the fact that the majority of secondary 

school teachers nowadays are degree holders, the question 

brought forward is, how can the personnel with the same 

educational level, even lower, supervise each other?  

During the interview with the heads of school, all six participants indicated the 

importance of having WEOs with higher educational level, working 

experience, administration skills, interpersonal skills and professional well 

preparedness.  In their explanations, all heads of school indicated how having 

WEOs with higher educational level and who are professionals in school 

supervision skills can make school supervision more effective. For example, 

the Head of School C, when interviewed, had this to say: “WEOs who are 

professionally equipped with secondary school supervisory skills are said to be 

well prepared in supervising others since in their competence they are able to 

apply multiple teaching methods”. The findings also reveal that WEOs with 

unsatisfactory educational qualifications cannot impact positively on 

supervision for quality education in secondary schools. Among the heads of 

school interviewed, Head of School A contended: 

Ward Education Officers with unsatisfactory educational 

qualities lack a lot of skills and tactics of improving the 

education programme in secondary schools. For example, due 

to lack of required knowledge on supervision, when they talk 

with the teachers, these WEOs are unable to give examples of 

strategies or plans for enhancing the school performance....and 

in that situation they tend to command teachers. 

Therefore, the findings imply that WEOs are supposed to have higher 

educational qualifications compared to the teachers they are 

supervising so as to play their roles of supervising secondary schools 

successfully and competently. The findings concur with the views of 

Obiweluozor et al (2013) who, argue that WEOs with higher 

educational qualifications are likely to perform better in supervision 

due to the knowledge and experience they have acquired from college. 

In addition to what has been said, WEOs with higher educational and 

professional qualifications show more confidence at their workplaces. 
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As we understand, supervision is a learning experience for both WEOs 

and teachers. 

Lack of Working Experience in Secondary Schools 

Apart from higher educational and professional qualifications being important 

factors for WEOs to be competent in supervising secondary schools, working 

experience proved to be the second important aspect in ensuring better 

supervision. The Findings indicated in Figure 2 above reveal that WEOs lack 

working experience in secondary schools, which was identified by 92 (90%) 

participants as a challenge. The findings of this study reveal that all WEOs were 

basically primary school teachers who had been empowered to supervise 

secondary schools. Moreover, all heads of school involved in the interviews 

supported the fact that the majority of WEOs faced the challenge of lack of 

working experience in secondary schools. On this note, one Head of School 

from school D had this to say: 

WEOs are lacking working experience in secondary schools, 

although they have working experience in primary schools. It 

is not right to grant them the responsibility to supervise 

secondary schools... definitely primary school supervision is 

different from secondary school supervision due to the type of 

subjects taught in secondary schools, language of instruction, 

and teachers under supervision in secondary schools. 

In this regard, one of the teachers had this to say:  

Some WEOs have limited knowledge of the subjects which are 

taught in secondary schools... while the majority of WEOs do 

not advise teachers adequately on how to improve their 

teaching methodology since the majority of the WEOs have no 

knowledge of the subjects which are taught in secondary 

schools.  

The findings go hand in hand with those of Kristosonis (2007) who found that 

there were many complaints from teachers, parents and non-governmental 

organisations regarding the competence and working experience of WEOs in 

the secondary school teaching and learning environment. On this, one head of 

school from school E agreed that lack of working experience in secondary 

schools is one of the challenges faced by WEOs. The Head of School went 

ahead to emphasize: “WEOs with working experience in secondary schools are 

said to be good in implementing the curriculum effectively”. 
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The findings of the study indicated that working experience in secondary school 

is one of the requirements for WEOs who are empowered to conduct secondary 

school supervision. Without it, WEOs would not be able to know clearly what 

had to be done at secondary school level. The findings are similar to those 

reported by Obiweluozor et al. (2013) who argue that supervision of secondary 

schools involves the use of professional subject knowledge and working 

experience to monitor, supervise, and coordinate the teaching and learning 

activities in schools. 

Lack of Training for Secondary School Supervision 

 WEOs need some training on matters related to supervision of secondary 

schools so as to enable them be able to assess, plan, observe, evaluate the on-

going teaching and learning in secondary schools, and be up-to-date on various 

changes taking place in the field of education. The findings in Figure 2 above 

show that 97 (95%) of the participants indicated that the majority of WEOs lack 

training on supervision for secondary schools. This was supported by all the 

WEOs during the interviews. For example, one Ward Education Officer said: 

I was appointed as Ward Education Officer in 2018, to perform 

supervision in secondary schools without induction courses on 

supervision of secondary schools...What I get are seminars and 

workshops run by some non-governmental organizations for 

one day to a week.  

These findings concur with the views of Mulford (2003) who argues that when 

training for WEOs takes place, it simply takes the mode of seminars and 

workshops. This is a limited scope for training and so it requires more organised 

educational programmes for the WEOs. Furthermore, even though these 

workshops and seminars have tried to bridge the gap in knowledge and skills, 

the time allocated for necessary training is very short to acquire important 

knowledge and skills necessary for secondary school supervision. 

The WEOs who were interviewed revealed that they were not trained for their 

office and they admitted that they did not have much teaching experience and 

they lacked knowledge in supervisory skills in secondary schools. In addition, 

one Ward Education Officer had this to say: “There is a need for WEOs to go 

for training of administration, management, supervision and financial issues”. 

The findings from the interviews reveal that training would promote WEOs’ 

supervision competences through improving their supervisory methods and 
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their understanding of the subject matter. These findings are in line with Pont, 

Nurche and Moorman (2008) who note that training is geared towards 

transferring new knowledge in any institution. This study reveals that training 

was not given to WEOs. This, in turn, negatively affects their competence in 

secondary school supervision for quality education. Also, the findings are in 

line with those of Mulford (2003) who suggests that training is an essential 

function of school supervision in fostering learning and building the capacity 

of schools to the high performance of learners.  

Based on the findings of this study, it can be concluded that, in Tabora 

Municipality the majority of WEOs have not been professionally prepared to 

supervise secondary schools and the majority of them are highly incompetent. 

As a result, they are unable to carry out properly the desired practices of 

secondary school supervision. Having WEOs without proper training on 

supervision of secondary schools, it can make them work without knowing 

what they are supposed to supervise. This affects the competence of WEOs and 

lowers the quality of education in secondary schools. 

Poor Coordination Links  

The findings from Figure 2 above reveal that 87 (85%) of the participants 

indicated that WEOs faced challenges of poor coordination links with 

secondary school teachers and heads of school. The introduction of WEO post 

started by using primary school teachers. In this perspective, secondary school 

teachers and some heads of school were not willing to co-operate with the 

WEOs as they assumed that the latter were supposed to supervise primary 

schools, rather than secondary schools. As a result, there have been poor 

coordination links between secondary school teachers, heads of school, Ward 

Education Office and Municipal Secondary Education Office. For example, 

Head of School E said: 

All appointed WEOs were primary school teachers, and the 

majority of them hold a Bachelor Degree. It is not fair for us to 

give our education documents to be cross-checked by WEOs 

with such low qualification. I think the current WEOs are 

supposed to supervise primary school teachers.... otherwise, 

there should be a change on the kind of teachers who should 

be appointed to that position.  
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Moreover, all WEOs indicated that the majority of secondary school teachers 

and heads of school were not willing to communicate with WEOs when asking 

for permission or when teachers have an excuse of being out of school. For 

example, one Ward Education Officer explained: “Secondary school teachers 

and heads of school, when asking for permission, they go straight to the 

Municipal Secondary Education Officer instead of passing through the Ward 

Education officer, who is the in charge of the ward”. 

The findings of this study indicate that although WEOs are in charge of the 

provision of education and implementation of education policies in wards, there 

are poor coordination links between Municipal Director, Municipal Secondary 

Education Officers, WEOs and heads of school. Even in the request letter for 

teachers’ leave, there is no section for WEOs to sign. When the heads of school, 

WEOs and Municipal Secondary Education Officers of Tabora Municipality 

were interviewed, they also supported the idea that proper coordination links 

were indeed important. For example, one Ward Education Officer said:  

There is a need of introducing direct links from Municipal 

Director, Municipal Secondary Education Office, Ward 

Education Office and head of school; information from 

Municipal Secondary Education Office must pass through 

Ward Education Officers who shall send that information to 

the heads of school in the Ward. 

From these findings, it has been revealed that there are poor coordination links 

among Municipal Director, Municipal Secondary Education Officer, Ward 

Education Officer, heads of school and ordinary teachers. As a result, some 

heads of school and secondary school teachers never consider WEOs as their 

senior officers. 

Lack of Professionalism 

The findings in Figure 2 above reveal that 89 (87%) of the participants indicate 

that there is lack of professionalism among WEOs on the subjects that are 

taught in secondary schools. During the interviews with the WEOs and heads 

of school, and the questionnaires to the teachers, the majority of the teachers, 

heads of school and WEOs expressed their concern that most of the WEOs lack 

professionalism on the subjects that are taught in secondary schools. For 

example, one Head of School from school F emphasized: 
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The majority of WEOs lack professionalism on the subjects 

that are taught in secondary schools, as all WEOs previously 

were primary school teachers, although they hold a degree.... 

Such WEOs cannot manage to supervise secondary school 

subjects which they have never taught since they left colleges. 

Furthermore, all WEOs when interviewed, indicated that WEOs were not 

professionally prepared to supervise secondary schools. Also, the findings 

outlined by the participants in the questionnaires proved the importance of 

WEOs who have professionalism and have higher educational qualifications so 

as to be able to play their role of supervising secondary schools competently 

and successfully. Commenting on the same issue during the interview, one 

Ward Education Officer commented: “Without higher educational 

qualifications and professionalism, it is not so simple to supervise the teacher 

having a higher educational level than yours”.  

The statement indicated that there was a challenge in supervising and 

controlling the teaching and learning processes in secondary schools, which 

needed practical measures to match with the current community needs, 

demands and challenges. The findings concur with those by Pont, Nurche and 

Moorman (2008) who recommend that WEOs should hold higher educational 

qualifications so as to be able to respond to broader roles and responsibilities 

of education. These findings are also in line with Hallack and Poisson (2007) 

who point out that among the factors which indicate the incompetence of WEOs 

in supervising secondary schools is inadequate supervision of learning and 

teaching processes and failure to control teachers’ and students’ attendance, 

hence poor quality of education in secondary schools. These findings clearly 

indicate that the majority of WEOs lack knowledge of the subjects taught in 

secondary schools and that the WEOs are not trained to supervise secondary 

schools. 

Language of Instruction   

The findings shown in Figure 2 above reveal that 82 (80%) of the participants 

indicated that WEOs face a challenge of language of instruction and 

communication when they visit secondary schools for supervision. In 

secondary schools, English language is the common language of instruction.  

So, everyone is supposed to use it at school. The findings of this study reveal 

that when the WEOs visit secondary schools to supervise, the majority of them 

use Kiswahili language as a medium of instruction. 
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The findings are in line with those of Ehren and Visscher (2006) who argued 

that both oral and written feedback using English language from WEOs was an 

important stimulus for school improvement. Similarly, during an interview, one 

Head of School from school D said:  

We insist on our pupils and teachers to speak English language 

in the school environment, but WEOs used Kiswahili when 

they visited our school for supervision, although teachers 

insisted that we must use English language when discussing 

different issues concerning the teaching and learning process 

but WEOs insisted to discuss using Kiswahili language only, 

even in a meeting with the teachers.  

The findings indicate that the majority of WEOs prefer Kiswahili language 

when giving academic advice to secondary school teachers on teaching and 

learning. Even when they had school meetings with the teachers, they discussed 

matters using Kiswahili language instead of English language. In short, the 

teachers complained about the poor knowledge of WEOs when it came to the 

use of English language. The findings are contrary to the culture of secondary 

schools which insist on the use of English language as a medium of 

communication and instruction in secondary schools. 

Ways of Improving Secondary School Supervision by WEOs  

Concerning the ways that can be used to make secondary school supervision 

more efficient and effective towards quality education, the study got 

contributions of the respondents through interviews and questionnaires. All 

respondents suggested that in order to make secondary school supervision more 

efficient and effective. The challenges facing WEOs have to be addressed 

properly. For example, when the Municipal Secondary Education Officer was 

interviewed, he had this to say: “There is a need to appoint WEOs with higher 

educational qualifications such as holders of Post Graduate Diploma and 

Master’s Degree”. 

Moreover, all WEOs suggested that the challenge of lack of training can be 

solved by providing in-service training, seminars and workshops for all WEOs 

so as to equip them with knowledge and skills for supervisory practices. For 

example, when interviewed, one Ward Education Officer said: 

We need to be given seminars and workshops on 

administration, management, finance and supervision so that 
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we can be in a better position of supervising secondary schools 

in an efficient and effective manner... we need to be equipped 

with knowledge and skills for supervision in secondary 

schools.   

The findings imply that WEOs must not only have working experience, but also 

must have higher educational level and should be trained for supervision. These 

findings are in line with URT (2007) which states that, in-service training and 

retraining shall be compulsory in order to ensure quality in supervision. 

During the interviews with the heads of school, all heads of school insisted on 

the importance of having WEOs with higher educational qualifications and 

professionalism. All heads of school pointed out the advantage of having WEOs 

with higher educational qualifications; for they can stand to fulfil education 

policies and directives. Head of School C commented: “Professionalism and 

higher educational qualifications to WEOs are the key to better performance 

especially on interpreting government policies and directives into actions so as 

to ensure better and quality education delivery”. The responses given by 

ordinary teachers in the questionnaires proved the importance to have higher 

educational qualifications and supervisory skills which will help to promote 

their competence in secondary school supervision for quality education. The 

findings are similar to those reported by Wilcox (2000) who says that, teachers 

deserve to be supervised by WEOs who are competent in the subjects which 

are taught in the schools. It was perceived that the support provided by WEOs 

helped the teachers in rectifying some of the problems encountered in the 

teaching and learning process. This underlines the fact that supervision is a 

learning situation for both teachers and WEOs.  

Therefore, based on these findings, it can be concluded that, in order for WEOs 

to contribute effectively towards quality education, it is very important for them 

to have higher educational qualifications, professionalism, working experience, 

interpersonal skills and administration skills. This is important not only in 

Tabora Municipality but also in other parts of Tanzania. 

Conclusions and Recommendations 

The findings of the study indicate that WEOs did not adhere to supervision 

guidelines in secondary schools in Tabora Municipality. Furthermore, the 

findings reveal that there are no clear regulations, guidelines or manuals to 

guide WEOs in their current responsibilities as supervisors of secondary 
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schools. Even the government policy documents used are out-of-date. The 

findings indicate also that WEOs lack relevant secondary school supervisory 

skills as they lack training in supervision. As a consequence of lack of training 

in supervision, WEOs are concerned with only cross-checking teachers’ and 

students’ attendance, register books, class journals, schemes of work, lesson 

plans, lesson notes, pupils’ exercise books, students’ discipline, administration 

activities and school environment. Regarding the challenges faced by the 

WEOs in supervising secondary schools for quality education in Tabora 

Municipality, the findings indicate that the WEOs face various challenges 

including unsatisfactory educational qualifications, lack of working experience 

in secondary schools, lack of training for secondary school supervision, poor 

coordination links, lack of professionalism and the challenge of the language 

of instruction.  

In general, these are the main challenges which affect the competence of WEOs 

in secondary school supervision for quality education in Tabora Municipality. 

From the findings of this study, it is important to conclude that Tanzania needs 

WEOs who have the following qualities: professionalism, high educational 

qualifications, working experience, administration skills, interpersonal skills, 

and training for supervision. 
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Abstract 

Existing literature on Mkwawa’s history discusses mainly the wars of Mkwawa 

against the Germans in the period from 1891 to 1898, depicting Mkwawa as a 

recalcitrant African ruler trying to stave off German conquest of his land and 

European civilization of his people (see Illife 1969, Kaniki 1980, Kjekshus 

1996, Koponen 1994, Glassman 1995, Deutsch 2006, Zirkel 1999, Rotberg 

1967, Redmayne 1961). Furthermore, this description is presented in a 

European perspective, showing how German military superiority was finally 

able to crush down resistances waged by ‘inferior’ Africans with poor military 

technology. However, less is known about the ancestral roots and earlier 

history of this great African leader. Therefore, this study was conducted to fill 

that gap of knowledge. The study used documentary review, oral interviews, 

focus group discussions, field visits and observation to collect data. The major 

findings of this study established evidence of Chief Mkwawa’s history, including 

his ancestral roots, rise and fight for the throne, expansion of his rule, 

administration, family, and trade. The paper argues that from his humble 

beginnings, Mkwawa rose to be a great African hero, being backed up by his 

earlier political and military mentorship, along with his self-determination. The 

study’s recommendation is to review the historical information of our 

traditional rulers and chiefs, and to carry out studies to fill identified gaps and, 

hence, make their histories holistic and comprehensive.  

Key Words: unfolding, reconstruction, ancestral roots, humble 

beginnings 
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Background to the study 

The history of Chief Mkwawa has been written by many authors, both from 

inside and outside the country and continent. However, most of the writers have 

concentrated on the period of consolidation of his kingdom and battle periods 

between 1891 and 1898, more specifically, his wars of resistance against 

German invasion in his lands, which started in July 1891, when the German 

Commissioner, Emil von Zelewiski [de], led a battalion of soldiers (320 askaris 

with officers and porters) to suppress the Hehe. On the 7th August 1891, 

Mkwawa with his 3,000 strong warriors fought back the Germans at Lugalo 

area, overpowered the German troops and killed Von Zelewiski. Mkwawa’s 

army was only equipped with spears and a few guns, but the soldiers were 

disciplined and highly trained in military techniques. Mkwawa was able to hold 

back the Germans until 28 October 1894, when the Germans, under the new 

Commissioner, Colonel Freiherr Friedrich von Schele [de], attacked and took 

over Mkwawa's fortress at Kalenga. Although they took the fort, Mkwawa and 

his troops escaped. From his hideouts, Mkwawa conducted a series of guerrilla 

wars, against the Germans until 19th July 1898 when he decided to shoot himself 

dead. 

This narrative of Mkwawa’s history and activities covers only a period of eight 

years (1891-1898), but most of his earlier history is unknown, and the reasons 

that led Mkwawa to be who he was, and what he did have not been well 

documented.  Hence, this study was conducted to fill this gap. The research was 

designed to unfold the history of the earlier life of Chief Mkwawa. This is the 

only way of reconstructing the correct history of Mkwawa and his 

accomplishments as an African ruler. 

Statement of the Problem 

The available literature on the history of Mkwawa concentrates on showing the 

way Mkwawa was able to stand against German invasion of his lands between 

1891 and 1894 and his final suicide in 1898. This kind of history was mostly 

based on colonial thinking which was influenced by racial superiority, 

depicting the Germans as superior and infallible. However, less is known about 

Mkwawa’s earlier history and his ancestral roots. Therefore, this study is geared 

to describe Mkwawa’s ancestral roots and earlier history from 1800 up to 1890. 

Objectives of the study 

The main objective of the study is to reconstruct Mkwawa’s earlier history and 

his ancestral roots. It was guided by the following specific objectives: 
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i. To describe the ancestral roots of Chief Mkwawa. 

ii. To describe and document Chief Mkwawa’s early history from 

1800 to 1890. 

Methodology 

Materials and Methods  

The study was conducted in Msembe area, which constitutes today’s Kalenga, 

Ibangamoyo, Welu, Mlambalasi, and Katenge villages, and Ruaha National 

Park (Figure 1). A variety of data pertaining to the history and ancestral roots 

of Mkwawa were gathered from primary and secondary sources. These 

included oral interview, Focus Group Discussions, field observation and 

documentary review. The research team had an opportunity to visit Iringa 

Archive, where some written documents and snap shots related to the study, 

were obtained. The team also attended some traditional dance performances, 

where songs referring to Mkwawa were collected for the study. Data collection 

was followed by analysis of the information and a corroboration of the same in 

order to present a new synthesis. Sources do not speak for themselves, rather 

the interpretation and analysis of the data determine the outcome of the 

research.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1: Map of the Study Area (Source: field work)  
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Results and Discussion 

Mkwawa’s People: The Hehe 

The Hehe constitute the eighth largest tribe in Tanzania, and the main tribe in 

Iringa Region, in the south-central portion of the country. Based on the 1957 

census, they were approximately quarter a million (Redmayne, 1968:410). 

Iringa area was originally occupied by the Yinga people. The Yinga were a 

small ethnic group who took the name from their first great Chief Muyinga 

(Mumford, 1934:203). The name Hehe was not recorded until 1860s and is said 

to be derived from their war cry Hee Hee! Vatavangu twihoma! Ehee (Peers, 

2005:17). Their political unity, like the name Hehe suggests, is of relatively 

recent origin, and their history is obscure until appreciably later than is the case 

with other people of Tanganyika of their size and importance, such as the Gogo, 

Nyamwezi and Chaga (Redmayne, 1968:410). Between 1860 and 1880, the 

Hehe emerged as a powerful and formidable tribe than the Sangu (Kimambo & 

Temu, 1969:70). The Hehe live in scattered homesteads. Although there may 

be a concentration of twenty or thirty houses in a fairly small area with its own 

name and definite boundaries, there is little village organization of any sort. It 

is only among small groups of houses close together within the area that one 

finds close kinship ties between the householders and daily intimate social 

intercourse (Brown, 1935:84). In fact, settlement among the Hehe varies 

according to individual choice, and, while the most frequent pattern is for 

brothers to settle together not far from their father, a man may build his house 

away from all near neighbours (Brown, 1934:84). 

 

The Hehe are Bantu by origin. They are a patrilineal society who practise both 

arable and pastoral farming. The Hehe speak a Bantu (Vansina & Lunyiigo, 

1988:142-162) language and their physical appearance does not distinguish 

them from the neighbouring tribes. The bulk of them live on a plateau at an 

altitude of between 4,500 and 7,000 feet while the remainder inhabit the plains 

in the north and east, at an altitude of 2,500 feet. Maize is the main food crop 

in the region, though in some places rice and millet predominate particularly in 

the low-lying plains. They also grow beans, potatoes and groundnuts. Livestock 

is the secondary source of wealth. Cattle, goats and sheep are rare. 

Consequently, the area has long been occupied by people and has always been 

comparatively densely populated (Gewald, 2005:8). 

Political developments among the Hehe took place in the recent past. The Hehe, 

like the Seminoles or the Zulu were an ethnic group that was formed in the early 
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nineteenth century out of other constituent communities, and their society was 

hardly a stranger to rapid social, political, or economic change (Pizzo, 

2007:89). Until the 19th century, the Hehe area consisted of tiny political units 

having a common language and customs. These tiny but numerous political 

units in Uhehe were finally united as a result of initiatives taken by two men, 

Munyigumba and Mkwawa. Through conquests, Munyigumba became more 

powerful than other chiefs, and by 1878 he had conquered all the small political 

units of the Hehe. This highly centralized polity, settled around the increasingly 

fortified settlement of Kalenga (Gewald, 2005:8). 

The Ancestral Roots of Chief Mkwawa 

The rise of Mkwawa has been associated with the coming of the Cushites from 

Ethiopia as it was with most of the great men in pre-colonial East Africa. This 

migration from Ethiopian highlands to East Africa and Tanzania in particular 

has been well documented. From around 1000 B.C, the Cushites began 

expanding from Ethiopian highlands in search of agricultural lands, pastures 

for their animals and game to hunt. In this movement, they found ideal land in 

the highlands of Kenya and followed these into northern highlands of Tanzania 

(Kimambo &Temu, 1969:9). In Tanzania, the Cushites are believed to have 

introduced megalithic cultural complex (Lynch & Robbins, 1979:310). This 

population was believed to have been responsible for the stone monoliths, 

walled enclosures, irrigation systems, and other related prehistoric cultural 

remains found in East Africa (Lynch & Robbins, 1979:319). This Cushitic 

migration from Ethiopia southwards to Kenya and later on to Tanzania, 

provides a base for Hehe myth that their great rulers have a Cushitic origin. The 

traditions of the Chagga, Pare and Shambaa people say that before 1500, their 

present mountains and hills were empty of people. Then, small groups of 

people, mostly from the Kamba and Taita in the north, came and began to 

occupy the lower hills of the mountains. The main Kamba and Taita peoples 

had probably come from the north-east sometime before (Clarke, 1960:50). 

Kimambo asserts that the area between Usagara and Handeni was a source of 

migrations in many directions (Kimambo & Temu, 1969:27). 

According to a Hehe narrative, a Cushitic man of Ethiopian origin moved 

southwards to Kenya, where he married a Kamba woman giving him three sons. 

Following the death of their parents, the three sons moved from Kenya taking 

a southward direction to north eastern Tanzania and settled in Tanga among the 

Zigua. From Uzigua, one of the three sons went to settle at Ikombagulu hill 

(Redmayne, 1968:411) in Usagala area in the modern day Kilosa District in 
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Morogoro Region. In Usagala, he married and got a first born, a baby boy 

named Mbunzugulu. Mbunzugulu was brought up in Usagala area and married 

a Sagala woman as his father did. Mbunzugulu got a baby boy who was so 

inquisitive and a brave hunter supplying his parents with massive meat. 

Because of these attributes, his father named him Mfwimi.  

Sometime in early eighteenth century, as a formidable hunter, Mfwimi 

(Brayant, 1934:203) accompanied by his dogs reached Ng’uluhe (Redmayne, 

1968:411) in the heart of Uhehe, after crossing Udzungwa Mountains. By then, 

Ng’uluhe was ruled by Mduda Msagala who was also of the Cushitic origin. 

This was a rich man with his own army commanded mainly by his sons.  

Mfwimi stayed at Mduda’s home for some months. Being assisted by his dogs, 

Mfwimi hunted for wild animals and supplied Mduda’s home with meat. It is 

at this point that it is crucial to understand why the Hehe valued the dog so 

much. In the first place the dog was so useful in hunting. Secondly, those 

individuals who were slothful and could not manage to travel far away to hunt 

wild animals or raid cattle opted for dog’s meat since it could be easily 

accessible. The third reason is that dog’s meat was used for medicinal purposes, 

especially when it was mixed with Hehe traditional herbs, cooked and 

consumed. This kind of medicine, apart from treating certain diseases, was also 

used for military purposes to detect and locate enemies in the battle fields. Apart 

from hunting, Mfwimi also entertained the people of Ng’uluhe with nice songs 

using his ligombo, a kind of six stringed gourd zither (Redmayne, 1968:429).  

Because of his attributes, Mduda’s elder daughter named Semduda loved 

Mfwimi and the two entered into sexual relations which resulted into Semduda 

becoming pregnant. Fearing to be killed by Mduda for impregnating Semduda, 

Mfwimi decided to run away. He left behind instructions to Semduda that if it 

happens she delivers a baby boy, the newborn should be named Muyinga. And 

if it is a girl, she should be named Mng’anzagala. Semduda gave birth to a son 

and he was named Muyinga, meaning “a wandering person”.  

Muyinga was groomed by his grandfather Mduda. He became energetic, skilful 

hunter and a sage. Bryant describes Muyinga as a person having extraordinary 

charm, wise judgment, and a real warrior (Mumford, 1934:203). He was a 

courageous and brave fighter to the extent that Mduda made him one of his 

military generals. Following the death of Mduda, Muyinga inherited the throne 
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of Ng’uluhe. Bryant further elaborates the attributes of Muyinga in the 

following words: 

“… As he grew to manhood, he acquired the general esteem of 

the people and the love of his grandfather, and so, in the way 

of Africa, he finally succeeded to the chieftainship, became the 

founder of a great dynasty, and the people after him adopted 

his name as the name of their tribe” (Mumford 1934:203) 

Muyinga gradually began to unite the neighbouring people. The rise of 

Muyinga to political leadership summarizes the rise of most pre-colonial rulers 

in African states among the Bantu as noted by Brayant: 

“…What seems to have happened in Bantu tropical Africa is 

that the early units or tribes were small villages or groups of 

villages, such as that to which Mfwimi came.  Then by 

marriage and conquest, alliances were made and larger units 

built up. And sometimes a great chief sprang up in one or 

another area, and by aggression built up a comparatively vast 

dominion. Furthermore, the rise of a great chief in one part 

usually contributed to the rise of a second great chief at some 

distance part; for, new combinations are necessary for defence. 

Thus, the Ngoni, Hehe, and Maasai in East Africa each 

stimulated the growth of others…” (Mumford 1934:205) 

Muyinga got married and fathered two children; Kitova the first born and 

Mkini, the second born. After the death of Muyinga, Kitova inherited the 

throne. Kitova married and got several children, including Maliga and 

Magavanyi. Following the death of Kitova, Maliga inherited the throne and 

expanded further the boarders of Ng’uluhe. Maliga got several children, 

including Mdegela, Ngailevanu, Lusoko and Chotamasege. After the death of 

Maliga, Mdegela inherited the throne. Mdegela married several wives, 

including Mkami Sendale, Mkami Seluyungu and Mkami Sekiyeyu. Mdegela 

fathered several children, including Magohagasenga, Lalika, Kilonge, 

Kapande, and Nzalalila. 

At his old age, Mdegela summoned the Council of Elders for appointment of 

his successor to the throne. However, his immediate and prospective heirs 

Magohagasenga, the first born and Lalika, the second born could not be 
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appointed as heirs to the throne. The process was marred by witchcraft 

performed by Ndale who wanted his nephew, Kilonge to inherit the throne from 

Mdegela. The magic succeeded in convincing the Council of Elders to advise 

Mdegela to appoint Kilonge as his successor, leaving aside Magohagasenga 

who was the first born and rightful Mdegela’s heir. 

Following the death of Mdegela, Kilonge succeeded his father. Kilonge began 

his political carrier with great fear since he was very young and his two brothers 

Magohagasenga and Lalika were so jealous of him and threatened to kill him 

since he was not Mdegela’s rightful successor. As a result, it was important for 

elders to perform rituals to make this little “Mtwa” Kilonge invincible. After 

these rituals, he began mobilizing his army and expanded his boarders. The 

headquarters of his area were located at Luhota. Kilonge got married to over 

three wives, including Kilwa Senyinge Sekindole and Mtage Ng'inamgendilya 

Sekindole. From these wives, he fathered several children including his first 

born Ngawonalupembe, and the second born Binini (Musso, 2011:50). 

Ngawonalupembe was married to a diviner woman called Sekinyaga. Before 

the death of Kilonge, Ngawonalupembe was sworn in as the Chief of the Hehe. 

The rise of Ngawonalupembe to power was based on the rule that the eldest son 

of the first wife succeeded his father. This custom might, however, be put aside 

if, for some reason, the eldest son was not suitable, as for example, on account 

of cowardice, drunkenness, or failing in general esteem (Mumford, 1934:211). 

When Ngawonalupembe was ruling, Binini was taken by his uncle Mihwela, 

where he was groomed. He got military and leadership training (Musso, 

2011:50). That is where he came to develop the thirst for ruling all the areas 

which were under his brother, Ngawonalupembe. He reserved this thirst, 

making it secret and never revealed it to anybody else.  

Later, Binini went back to Luhota and got married to Sengimba, a daughter 

descending from chiefs of Ilole (Redmayne, 1968:424), and the two got their 

first born named Ndasalasi (later Mkwawa) in around 1855. Unfortunately, 

Mtage Ng'inamgendilya Sekindole loved so much his son Binini and, therefore, 

wanted him to become the ruler of Uhehe. As a result, Mtage Ng’inamgendilya 

Sekindole began enticing his son Binini to eliminate his brother 

Ngawonalupembe, so as to take over the throne. 

 Driven by thirst for power, Binini planned the assassination of his brother 

Ngawonalupembe. The assassination was carried out by Muhingile 

Mwangwenga (Musso, 2011:50). Soon after his brother’s death, Binini 



CUCM Journal of Education and Development, VOLUME 2, 2021; ISSUE No. I 

108 

inherited his brother’s wife Sekinyaga, who was pregnant by then. After a 

while, Sekinyaga gave birth to a baby boy named Malangilagamoto. Sekinyaga 

informed Binini that the new born was not his, but belonged to his late brother, 

Ngawonalupembe. The disclosure infuriated Binini who, in turn, began plotting 

to kill Sekinyaga so that his people would never know that Malangilagamoto 

was not his son. Early in the morning, on the day that Binini planned to kill 

Sekinyaga, Binini took Malangilagamoto from her to Mwenda Sengimba, 

Mkwawa’s mother. Out of this situation, Sekinyaga noted that something bad 

was going to happen, and escaped to his brothers in Madibila. Binini’s spies 

finally discovered that Sekinyaga was harboured by his brothers at Madibila 

and killed her. 

The means by which Binini employed to acquire political leadership falls under 

the Hehe traditions as Brayant notes: 

“…In the case of succession of a mtwa, one son or even a 

brother might seize the position by virtue of his known 

bravery; or a minor might be championed by a powerful group 

who wished to attempt to maintain their power, generally 

basing their claim on a statement that the deceased chief had 

named the child as his successor on his deathbed…” (Mumford 

1934:211) 

Following the death of his brother, Ngawonalupembe, Binini was required to 

attend the funeral ceremony, but declined on the ground that he had to fight the 

Sangu. He believed that he would win the war. He further believed that from 

the war he would acquire a lot of wealth, and gain much credibility which was 

crucial for him as a successor of his brother.  

Therefore, Binini gathered troops from Luhota, Ng’uluhe and Lungemba and 

faced the Sangu. He succeeded in defeating the Sangu, and killed their leader 

named Munyigumba (Musso, 2011:52), confiscated their cattle and women. 

Binini took the name Munyigumba in commemoration of the great victory that 

he got in Usangu (Kimambo & Temu, 1969:52). 

On his way back, Binini, now Munyigumba (Pizzo, 2007:59), went to Mufindi 

to meet his cousin Musambila who was a ruler of Malangali, Ifwagi and 

Mufindi itself. He was received with great jubilation. While the party was on, 

suddenly Munyigumba stood up and stabbed Musambila and declared himself 
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as the ruler of all the areas which were under Musambila (Musoo, 2011:52). 

Thus, Munyigumba fulfilled his desire of killing Musambila who, at one time, 

refused to give him troops to fight against the Sangu (Muso, 2011:52). As a 

result, Munyigumba expanded his Hehe chiefdom and included such areas like 

Usangu, Ubena, Ifwagi and Mufindi (Musso, 2011:52). 

After this incident, Munyigumba now turned to his cousins Mwengamagoha 

and Muyovela from whom he demanded part of their land to rule. 

Muyimgumba’s demand was turned down (Musso, 2011:53). Following this 

development, Munyigumba began colluding with Mwengamagoha to 

assassinate Muyovela. At one incident Munyigumba invited Muyovela to 

attend a meeting at Ng'uluhe. Fortunately, Muyovela was forewarned and 

escaped with his assistants and cattle to Nyamasitu, where they peacefully 

settled (Musso, 2011:53). 

But the peaceful life at Nyamasitu was so ephemeral since Muyovela was 

informed, once again, that Munyigumba was still hunting him. As a result, he 

had to move again from Nyamasitu to Wota, an area covering modern day 

Kibakwe, where he established his capital (Ivaha). He remained there for 

almost two years, but then he was informed that Munyigumba and 

Mwengamagoha were planning another offensive against him (Musso, 

2011:53). Muyovela had to move again to Nondwa in Ugogo (Redmayne, 

1968:415).  

The two, now, divided the available land left behind by Muyovela. 

Munyigumba advised Mwengamagoha to set his capital at Nzihi. But, secretly, 

Munyigumba planned to assassinate Mwengamagoha. Munyigumba ambushed 

Mwengamagoha at Nzihi and killed many of his troops. Mwengamagoha 

survived, but lost all his wives and children. He fled to his brother Muyovela 

who warmly welcomed him (Musso, 2011:56). It is in all these processes, 

ranging from trickery and assassinations, that Munyigumba finally expanded 

his boundaries, consolidated his authority and declared himself as the overlord 

of the Hehe.  

From 1855, Munyigumba began reforming his army and administrative 

machinery to be in a better position to expand and defend his empire. This 

process was catalysed by the Ngoni (Redmayne, 1968:409-436) invasion of 

1878. Before this invasion, the Hehe had already invaded the Ngoni in 1877 for 

what they termed “Ngoni intervention in Hehe military expansion”. The 
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invasion was said to be a surprise to the Ngoni who were unprepared and, 

therefore, they were decisively defeated. Their capital was burnt down, while 

some of their military commanders were killed (Redmond 2018:106). But in 

1878, the Ngoni led by Songea Mbano (Illife, 1979:54) and Mpambalyoto 

Soko, made a revenge against the Hehe in which a fierce battle took place in 

northern Mshope. The Hehe were defeated. Once again, the Hehe led by 

Munyigumba attacked the Ngoni (Redmond 2018:106). In this battle, 

Munyigumba and some of his troops were pushed back to Image area, where 

they sought refuge in nearby Nyamulenge caves having over fifty chambers 

within (Musso, 2011:59). The Ngoni discovered where exactly Munyigumba 

and his troops were hiding. The Ngoni blocked the entrance to the caves. 

Munyigumba and his troops were finally rescued by his 23-year-old son, 

Ndasalasi who came with his soldiers and fought away the Ngoni. In this battle, 

the Hehe succeeded to kill one of the prominent Ngoni chiefs named Chipeta 

(Peers, 2005:18). After this event, Munyigumba renamed his son Ndasalasi 

“Mkwavinyika”, meaning, the conqueror of many lands. Later on, 

Mkwavinyika came to be famously known by his shortened name Mukwava or 

Mkwawa.  

The “Hehe”, thus, were formed out of a “mixture of all the peoples subjugated 

by the royal family in the course of 40 to 50 years,” and were, therefore, a 

“created ethnicity” like the Zulu of South Africa or the Seminoles of Florida 

(Pizzo, 2018:11). In ensuring a strong grip of the distant provinces that 

Munyigumba had conquered, he appointed sub chiefs called Vanzagila to assist 

him in ruling the distant provinces such as Ifwagi, Mufindi, Ng’uluhe, 

Lungemba, etc. By the time of his death in about 1879, Munyigumba had 

created a highly centralized and military proficient state that was far larger than 

any of its rivals over a span of a decade and a half, covering nearly a fifth of 

what would become German East Africa. 

The Rise and Fight for the Throne 

The rise of Mkwawa to power was not peaceful and easy. He had to fight for 

the throne (Kimambo & Temu, 1969:70). Munyigumba, apparently, had 

intended that at his death the state should be divided between two of his sons, 

Mkwawa taking the north and Muhenga the south (Illife, 1979:58). Following 

the death of Munyigumba in around 1879, there followed a succession dispute 

triggered by Mwambambe. Mwambambe was a Nyamwezi slave whose 

military prowess had made him Munyigumba’s son-in-law and the popular 

commander of the vital south western frontier with Mshope and Usangu (Illife 
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1979:58). During his reign, Munyigumba had entrusted most of his military 

power and authority to Mwambambe. Physically, Mwambambe was giant and 

caromantine; and could run very fast and tirelessly. Because of these physical 

attributes, Mwambambe was often referred to as Limwambambe, the prefix 

denoting both the size and evil (Redmayne 1968:413). After the death of 

Munyigumba, Mwambambe grabbed political leadership of the Hehe kingdom, 

seized Muhenga and refused the ritual spear washing of allegiance to Mkwawa, 

murdered other members of the royal family and gained control of the state 

(Illife, 1979:58). Mwambambe’s final target was Mkwawa. When Mkwawa 

discovered Mwambambe’s conspiracy, he fled to Ugogo, while leaving behind 

his great foe Mwambambe ruling Uhehe and some parts of Ubena which had 

been conquered by Munyigumba during his reign.  

As it has been evidenced above, Mwambambe grabbed political leadership of 

the Hehe, without consent and blessings of the Hehe ancestors, and most 

importantly, Munyigumba’s war medicine Amahomelo. By this time, 

Amahomelo was under the custodianship of Muyimbila Sengimba, Mkwawa’s 

mother. Amahomelo consisted of a package of traditional medicine to protect 

Munyigumba in the battle field and ensure military success of the Hehe against 

enemies. Therefore, Mwambambe was so eager to acquire this sacred package 

for successful military conquest against his neighbours. As a result, 

Mwambambe was looking for an opportunity to grab Amahomelo from 

Muyumbila Sengimba who was well protected. 

Mkwawa, his troops, together with his mother set off trekking to Ugogo. 

However, Mwambambe followed them. As Mwambambe was getting closer, 

Mkwawa’s mother Sengimba threw herself into a fast-moving water of the 

Luvaha (Ruaha) river at a point called Kikongoma for fear of being captured as 

she could not walk fast and, hence, match the speed of Mkwawa and his troops. 

Later on, Mumalavanu Mwambalinga obtained new amahomelo for Mkwawa 

which proved to be so effective in the various wars that Mkwawa fought 

(Redmayne, 1968:424). 

Having lost his mother at Kikongoma (Bushozi etal, 2019:30), Mkwawa and 

his troops headed to Ugogo and they are said to have first arrived at Nondwa, 

to his cousin Muyovela, who by then, was old enough and a great sage. Then, 

from Nondwa, Mkwawa headed to Nzuguni, in Ugogo, seeking for a more 

secure place. Mkwawa stayed at Nzuguni for almost two years, attending 

advanced military training from Chief Mazengo. 
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Back home, the Hehe were disappointed and outraged by Mwambambe’s 

leadership to an extent of planning a move to oust him. In this move, the Hehe 

secretly prepared troops called Wanamvita, and sent Mumalavanu 

Mwambalinga, Mwambambe’s subordinate ruler and great opponent from 

Image area in north western Uhehe to Ugogo and convinced Mkwawa to come 

back home and take the throne (Redmayne, 1968:413). With great honour, 

Mkwawa accepted the call and they started the journey back home via Wota, 

Image and modern Ruaha National Park. In the Modern Ruaha National Park, 

Mkwawa and his troops had an opportunity to rest and Mkwawa was able to 

barb his beard at a point called Chalibindi. Then, from Chalibindi, he went to 

Mafunyo where rituals and offerings were made to make him stronger and 

invincible.  

From Mafunyo, Mkwawa and his well-trained loyal troops made an offensive 

against Mwambambe, pushing him to Usavila, where fierce fighting took place 

and Mwambambe was finally defeated and his great supporter Mtumbikavana 

was killed. Following this defeat, Mwambambe went in exile to Ukimbu, an 

area in Unyamwezi ruled by a war-lord named Nyungu ya Mawe (Redmayne, 

1968:414), where he spent almost three years training, and mobilizing troops 

to help him revenge against the victorious Mkwawa. Mkwawa was informed 

by his intelligence units, the Vatandisi, that Mwambambe was preparing a 

battle against him. Out of this news, Mkwawa prepared his troops to face 

Mwambambe. No sooner, Mwambambe led his gunned army to Uhehe through 

Usangu, where he got military support, because the Sangu were still looking 

for an opportunity to revenge against their great foes, the Hehe, who had 

defeated them in 1878. Mkwawa stationed his troops at Ipogolo, and it initially 

became the battlefield. From Ipogolo, the fighting advanced to Ilundamatwe 

(Redmayne, 1968:414), where Mwambambe and his troops were decisively 

overpowered and defeated by Mkwawa. Mwambambe was stabbed by one of 

Mkwawa’s worriers after a long-lasting face-to-face combat. As he was falling, 

Mwambambe lamented, “Why are you killing me? What have I done to you?” 

Some of the survivers of Mwambambe’s mercenaries, the Wakonongo, went 

back to Ukimbu, while others finally settled at a place called Ikonongo, named 

after these mercenaries. At Ikonongo, these Ukimbu mercenaries planted 

Milumba, traditional tree species from Unyamwezi which are vividly seen to 

date. Thus, Mkwawa’s victory over Mwambambe was attributed to his well-

trained army, the loyalty of the Northern Province to Mkwawa, and the latter’s 

success in gaining external support (Illife, 1979:58). By 1883, when Giraud 

visited Uhehe, Mkwawa was the unchallenged ruler of his father’s lands, and 
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under him the Hehe, who had only recently acquired political unity, had 

extraordinary military success (Redmayne, 1968:414). 

The Expansion of Mkwawa’s Rule 

As soon as Mkwawa defeated and killed Mwambambe, he encountered another 

obstacle, and this was the second Ngoni incursion of Uhehe in 1882. The 

reasons behind this incursion are varying. In the first place, the Ngoni were 

looking for an opportunity to revenge against their great foes, the Hehe. On the 

other hand, it is also argued that the Ngoni were probably invited by Mbeyela, 

the Bena Chief, to help him defeat the Hehe. Mkwawa was well informed of 

the second Ngoni invasion of Uhehe and that his enemies would come through 

the way they used during their first invasion. Hence, Mkwawa ordered his 

people residing along this route to vacate and carry all their possessions, 

including food and cattle. He also ordered them to burn down all the food they 

could not manage to carry with the aim to starve the Ngoni when they reach 

this area. When the Ngoni reached there, they found neither inhabitants, nor 

warriors and, therefore, could not get any food to eat. As a result, they were 

forced to match forward until when they reached Image where they could find 

a deserted village, once again, forcing them to turn back. On their way back, 

while tired and hungry, the Ngoni were ambushed by Mkwawa’s troops 

commanded by Mutanilamadunda Mwachusi. The ambush led to intensive 

fighting between the two at Mdunda village, near Itombololo swamp. The 

Ngoni were pushed inside the swamp and got killed in a large number. From 

here, the Ngoni were further pushed to Ruhuhu River where peace agreement 

was made. Following this peace accord, the two became joking partners under 

an agreement that they should not fight until their sons had grown up 

(Redmayne 1968:414). They created boundaries and areas of influence that 

each subsequently adhered to. However, their enmity continued, which finally 

prevented them from making joint effort against the Germans who encroached 

their lands at the turn of the 19th century (Pizzo, 2007:107). 

After these wars, Mkwawa began implementing his expansionist policy using 

his army and revenue he collected from caravans passing through his empire. 

The policy was also aided and encouraged by the Ngoni war techniques. The 

Hehe had adopted for their use the stabbing and throwing spears named assegai 

of the Ngoni (Kimambo & Temu, 1969:114). Illife asserts that Mkwawa’s state 

typified the military chiefdom which Ngoni tactics brought to Tanganyika 

(Illife, 1979:57). Furthermore, Mkwawa’s troops could fight in all seasons, and 

different sections of his troops could fight in two or more battles at the same 
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time (Redmayne, 1968:414). In this way, he was able to massively expand his 

borders. After the second Hehe-Ngoni wars of 1882 (Redmayne, 1968:414), 

Ubena was divided between Mkwawa and Chabruma, the Ngoni Chief. 

Mkwawa took northern Ubena where he appointed Munzagila Dumuluganga 

Mwalugenge to rule Lupembe area. He also appointed Munzagila Munyivanga 

Mwakiwelo to rule Ifakara area. 

The Gogo were so proud to be under Mkwawa’s kingdom, and they, therefore, 

warmly welcomed Munzagila Mwamufilinge who was appointed by Mkwawa 

to rule Ugogo area. The Gogo greatly assisted Mwamufilinge to gain control 

over other areas such as Useke and Ngongo, north of Kizigo River. In other 

places, particularly Lwato area, the Gogo posed a stiff resistance against 

Mkwawa’s conquest.  Mkwawa was compelled to use his army to conquer this 

area. However, the Gogo of other areas were disappointed when they heard that 

Mkwawa used his troops to subdue and conquer their fellow Gogo of Lwato 

area. The Wadongwe and Watikiro of Wota and Kibakwe areas also warmly 

welcomed Munzagila Tengelemutwa Mwamukasa who was appointed to rule 

these areas. Redmayne argues that Tengelemutwa was purposely sent to those 

areas by Mkwawa in order for him to observe what was taking place on that 

caravan route passing across those areas and raid where he could, but also 

suppress constant Maasai (Vahumba) attacks aimed at robbing Gogo’s and 

Hehe’s cattle (Redmayne, 1968:415). With the assistance from the people 

under Tengelemutwa, Mkwawa was able to gain control over Usagara, 

Uluguru, Uvidunda and Ifakara areas in modern Morogoro region. However, 

following constant Vahumba’s attacks, Tengelemutwa’s troops were greatly 

weakened and reduced, forcing him to request military assistance from 

Mkwawa. In response to this request, Mkwawa sacked Tengelemutwa as he 

considered him to be a weak leader. He replaced him with another Munzagila, 

Musambapakafu Mwamusamila who came with his well-trained troops with 

great military prowess. It was Musambapakafu and his troops who finally 

defeated the Vahumba at the battle of Itetema dam (Redmayne, 1968:415). This 

marked the end of Vahumba’s attack in Ugogo. 

The area covering modern day Ruaha National Park was inhabited by the 

Vakosisamba who were led by Ngakamo having his capital at Igula. In efforts 

to expand his boundaries, Mkwawa conquered and killed Ngakamo. After this 

conquest, Mkwawa sent his young brother, Mupangile to conquer Ukimbu area 

and he was also able to conquer Ukimbu and capture Ukimbu’s capital located 

at Kiwele. Having conquered Ukimbu area, then, Mkwawa appointed 
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Munzagila Mugonapakilo Mwakalolo to rule Ukimbu and Vakosisamba areas. 

By the time the Germans arrived in Tanganyika, the Hehe kingdom had reached 

a high level of social development than many smaller polities in the southern 

highlands. 

Kalenga, Mkwawa’s Capital 

Mkwawa located his capital at Kalenga (a place strategically located at the 

banks of river Luvaha and surrounded by hills) about 15 kilometres south-west 

of modern-day Iringa town. The place suited well with Mkwawa’s security 

measures against invasions. Mkwawa strengthened the security of Kalenga 

capital by building a fortress around it. He began the construction of the fortress 

around 1887 after being informed of the German activities along the coast and 

the escalation of traffic on the caravan routes. Mkwawa copied the idea from 

the stone fortress of the Sangu in Usafwa, other stone forts in Unyamwezi, or 

other stone buildings of the Arabs and Europeans near the coast (Redmayne, 

1968:429). He appointed Mtaki to be the overall supervisor of the fort 

construction. Mtaki had been so crucial in forging the relationship between 

Mkwawa and the coastal Arab traders in the 1880s and was made a sub-chief 

as a reward of his middle man position (Pizzo, 2007:164). Initially, he built a 

wall that was 2 meters thick and 12 meters high to enclose his capital. The wall 

had also casements to accommodate armed security guards. In the process of 

constructing this wall, each sub-chiefdom had its own portion to build. As a 

result, each sub-chief was then required to use his available labour, including 

women and children in building assigned portion. It was in this way that 

Mkwawa was able to enclose the whole of his capital at Kalenga. The fortress 

was named Lipuli, meaning ‘fortresses’, a borrowing from Kinyamwezi 

language. (Figure 2) 

After the Lugalo battle of 1891, Mkwavinyika took initiatives to further 

strengthen his capital. In this process he ordered an extension of the walls, 

further building up of the ramparts and palisades, and the construction of new 

defences such as double rings of deep trenches dug all around Kalenga, filled 

with thorn bushes (Pizzo, 2007:164). By the late 1894, the Hehe had the 

strongest stone walled capital in the southern highlands and, probably, in all 

German East Africa. The walls were five kilometres around and four metres 

thick with a bastion every 100 meters. The foundations are still visible at 

Kalenga village to date. The Kalenga Lipuli was certainly formidable enough 

to withstand any attack by any African opponent and even difficult to take by 

any force armed with the latest weapon from Europe (Pizzo, 2007:166). 
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Inside the Lipuli, several monuments could be found, the most important being 

the podium, called Kidunda or mound of earth (Redmayne, 1968:421), made 

up of soils from all the lands that Mkwawa conquered. Subjects from each 

conquered land had been required to bring certain quantity of soil to this 

podium as an indication of being under Mkwawa’s authority. Whenever 

Mkwawa addressed his people, he stood at the top of the podium. In addressing 

his people, he was assisted by his spokesperson Mutambule, named Mahanzala 

Mwakiyombe, who was supposed to loudly amplify the words spoken by 

Mkwawa for his people to hear properly.  

 
Figure 2: Chief Mkwawa’s Fort (Lipuli) 

Mkwawa’s Administration 

Mkwawa was traditionally referred to as Mtwa, meaning a head of a tribe. 

Mkwawa’s traits can be summarized as slender, quick-moving and sharply 

intelligent (Redmayne, 1968:433; Illife, 1979:110). Furthermore, the 

missionary Alfons Adams described Mkwawa as follows: 
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He was known as a strong, courageous warrior, as a good 

shooter with a rifle and unsurpassed spear thrower ... A nimbus 

of the supernatural surrounded him, that is to say, as Sultan, he 

drew on supernatural powers according to the conception of 

the Hehe. Mkwawa had “Mugoda,” meaning “medicine” 

which supposedly had the effect of making him intangible, 

impervious, and invisible in the battle. Beyond this, his bullets 

always hit their intended opponents and the spears he threw 

would simultaneously pierce through three to four warriors 

(Adams 1890: 45). 

It is because of these personal attributes that Mkwawa became a formidable 

ruler and was able to forge a strong administration in his empire. 

Administratively, Mkwawa had a well-established administrative structure. 

The chief was closely assisted by sub-chiefs called Vanzagila. These were 

tasked to rule the conquered lands on behalf of the chief, maintain order, settle 

disputes, provide important information to the chief including news of possible 

invasion to the kingdom, and recruit people for public works and war 

(Redmayne, 1968:425). The brave and most intelligent Vanzagila ruled frontier 

areas of Wota, Mukondoa, Image, Uhenga in Ubena and Isoliwaya in Usangu 

border (Redmayne, 1968:425). 

Mkwawa’s administration also consisted of the young military trainees called 

‘Vigendo’, who also acted as servants and messengers for carrying information. 

Another group is that of the sage or ‘Vatambule’, whose major function was to 

advise the Chief in various matters. Others were army commanders who were 

permanently stationed at Kalenga. Then, there were the heads of districts called 

Lunanzi, and then the village heads called Jumbe. These personnel assisted 

Mtwa Mkwawa in carrying out the day-to-day duties of the kingdom.  

Political Leadership 

As a political head, Mkwawa was always at war like his father Munyigumba 

(Kimambo and Temu 1969:70). This is due to the fact that his powers were 

based, primarily, on his army rather than political organization. In ensuring 

strong grip over the lands he conquered, Mkwawa appointed the Vanzagila to 

rule on his behalf. In order to ensure loyalty from his appointees, he had to 

demonstrate his own superior power around his borders (Kimambo & Temu, 

1969:70). In maintaining his army, Mkwawa always provided arms and 

rewards to his troops (Kimambo & Temu, 1969:70). The recently conquered 
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areas were policed by garrisons of 50-300 soldiers under Vanzagila, and these 

garrisons were further reinforced with Hehe settlers who were sent to strategic 

areas (Pawlikowsk, 1943:54-59). The captives from the war conquests, both 

men and women, were brought back as slaves. These were tasked to do manual 

works for their masters, but they were treated generously and allowed to marry 

into their conqueror’s tribe (Mumford 1934:212). These slaves were 

incorporated into the Hehe society as agricultural labourers and the freed Hehe 

males for military service (Illife, 1979: 89). 

Religious Leadership 

As a religious leader, Mtwa Mkwawa was in charge of all religious matters in 

his kingdom as it was elsewhere in pre-colonial Africa. He was believed to have 

a special relationship with the spirits (masoka) of the dead chiefs and, therefore, 

made offerings on their graves, asking for assistance both in personal matters 

and in matters which concerned the whole chiefdom, such as rain or success in 

war (Redmayne, 1968:424). This magico-religious or semi-divine relationship 

was clearly shown to his people in a number of occasions like those taking place 

at his installation, before the war, a moment of pestilence, and the celebration 

of first harvest (Saanane, 2016:231). For example, whenever the rains were 

unusually delayed and there was fear of famine, the people went to the Mtwa 

for help and he would then lead them in prayer and sacrifice on the graves of 

his ancestors (Mumford, 1934:211; Illife, 1979:57). In this case, Mtwa 

possessed a measure of magical and religious powers, and it would be a very 

bold person who would dare to brave the socio-religious awe surrounding Mtwa 

by challenging his authority (Mumford, 1934:211). 

Judicial Leadership 

As the head of high court, Mtwa Mkwawa was responsible to adjudicate in 

disputes and general matters of his people (Mumford, 1934:211). In performing 

his judicial functions, Mkwawa was assisted by Vatambule who assisted the 

Chief in judging disputes (Redmayne, 1968:425). Mtwa Mkwawa was the only 

competent person to try murder cases and appeals from lower courts. The most 

important punishment was the death sentence famously known as Mkasipele, 

simply meaning, “give him to the vultures”. This punishment was given mainly 

to cases related to sorcery, army mutiny and specifically to treason (Redmayne, 

1968:433). In implementing this death penalty, the exterminators known as 

“Vamalavanu” exterminated the offender not far from outside the walls of Fort 

Kalenga, and then placed slaughtered sheep besides the dead body in order to 

attract carnivores, including hyenas to eat both, the dead body and the carcass. 
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It was because of this ruthless punishment to criminals that Mkwawa was 

referred to by his neighbours as Mahinya, meaning the slaughterer and Likoko, 

“the wild beast” (Redmayne, 1968:434). 

Mkwawa’s Trading Activities 

The south western highlands, particularly Iringa Region, which laid athwart of 

the trade route that led from the African interior of what is today Zambia to the 

Indian ocean, came to be involved in caravan trade as a result of increased 

demand for slaves emanating from ever expanding slave plantations along the 

East African coast in the 1830s (Mumford, 1934:8). These plantations were 

further encouraged after 1840 when Sultan Seyyid Said transferred his 

headquarters to Zanzibar (Oliver, 1987:69). After the death of Seyyid Said in 

1856, Zanzibar and the entire East African coast came to be dominated by one 

of Seyyid’s sons named Sultan Majid (Oliver, 1987:69). Sultan Majid, in 

particular, greatly encouraged the growth of caravan trade as he provided 

security and enforced trade contracts. These efforts were further advanced by 

Zanzibar-based Indian merchants who made financial arrangements in terms of 

credits to Arab merchants. The credit supplied to Arab traders enabled them to 

stock up caravans with goods from upcountry (Oliver, 1987:69). This laid a 

strong foundation for the emergence of caravan trade between the coast and the 

interior of east Africa which finally entangled the Hehe under Munyigumba 

first and, later on, Mkwawa. As a result, fire arms were able to penetrate in the 

southern highlands in exchange for slaves. The Hehe are said to have acquired 

very few arms, but they spent more time raiding caravans from the coast rather 

than trading with them (Pizzo, 2007:70). Redmayne maintains that in the late 

1880s, the whole area along the caravan route from Mpwapwa to Mukondoa 

appeared to have suffered so severely from the Hehe raids, that most of the 

inhabitants fled, abandoning their fields and their huts most of which had been 

burnt by the Hehe (Redmayne, 1968:416). Travellers in Usagara, Eastern 

Ugogo and Ukaguru generally blamed the Masai, as well as the Hehe for this 

devastation. The two peoples, apart from raiding the weaker inhabitants of the 

area, were also raiding each other (Redmayne, 1968416). This settlement was 

particularly important, because from there the Hehe exchanged ivory and slaves 

for arms and cloth with Arab and Swahili traders, with a trading post known as 

Mukondoa, much nearer the site of present town of Kilosa. Beside military 

purposes, the guns that Mkwawa secured from coastal traders were also given 

to Makua hunters who specialized in elephant hunting in order to have enough 

ivory which were greatly demanded by the Arab and Swahili coastal traders. 

Despite the fact that Mkwawa constantly attacked caravans from the coast, local 



CUCM Journal of Education and Development, VOLUME 2, 2021; ISSUE No. I 

120 

histories and Arabic documents in the Kalenga museum clearly show that he 

was a good friend to one of the famous Arab traders, Abushiri bin Salum. 

Mkwawa, the Family Man 

Mkwawa had over 62 wives. These wives were placed in different locations, 

some inside and some outside Kalenga. Brayant argues that during peace time, 

the Chief slept with his favourite wife in an inner room of his house. In the 

adjoining entrance hall, through which there was the only entrance, slept 

numbers of young children so close that no one could pass over them without 

treading on one and giving the alarm. At each door there were selected guards 

and outside, again, were the Vigendo (Mumford, 1934:212). For the wives who 

resided outside Fort Kalenga, Mkwawa built them houses and gave them land, 

servants and guards. These places where Mkwawa’s wives resided were 

referred to as Kundagendwa, meaning a place where people were not allowed 

to visit. Outside Fort Kalenga, Mkwawa had three Kundagendwa, each located 

almost 5 kilometres from Fort Kalenga. The first Kundagendwa was located at 

Ipamba. Here lived Mkwawa’s wives who were pregnant or nursing children. 

The second was at the foot of Lugulu hill. This was a special place where 

Mkwawa reared his children. The last one was at Tosamaganga. In war times, 

Mkwawa’s wives were harboured and protected at their special garrison at Igula 

area.  

Conclusion and Recommendations 

Conclusion 

This study has recovered crucial information about the ancestral roots and early 

history of chief Mkwawa, a gap which was left out by most existing literature 

relating to the history of the Hehe and Chief. Mkwawa.  Mkwawa’s political 

success was greatly triggered by military training that he got from his uncle 

Mihwela, his father Munyigumba and his own inborn ability. He rose to power 

after ousting Mwambambe, Munyigumba’s subordinate ruler who grabbed 

political administration of the Hehe soon after the death of Munyigumba. As 

the Chief of the Hehe, Mkwawa was able to massively expand the boundaries 

of the lands that he inherited from his father. This expansion was greatly aided 

by Hehe military techniques which were copied from their neighbours, the 

Ngoni. By the time the Germans encroached Tanganyika at the beginning of 

1880s, Mkwawa had made himself a paramount Chief of many small chiefdoms 

around him and beyond. Administratively, he was a bold and brave army 

general. He was also a religious leader, and a commerce controller of the trade 

routes passing through his empire.  
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In conclusion, the existing literature of Chief Mkwawa, particularly during the 

wars with the Germans between 1890 and 1898, provides just a tip of an iceberg 

of the life and career of Mkwawa as the chief of the Hehe. This study has been 

able to trace the ancestral roots, early history, rise and fight for the throne, 

expansion of the Hehe chiefdom, and administration system of Mkwawa’s rule 

before the encounters with the Germans in 1890s.  

Recommendations 

It is hoped that further studies will be initiated to uncover more aspects of Chief 

Mkwawa’s life, and hence provide a broader and comprehensive literature of 

such a great African leader. The study’s recommendation is to review the 

historical information of our traditional rulers and chiefs, and to carry out 

studies in order to fill identified gaps and hence, make their histories holistic 

and comprehensive. 
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Abstract 

The world is currently facing insecurity as a result of Human Immunodeficiency 

Virus/ Acquired Immune Deficiency Syndrome (HIV/AIDS) pandemic. Women 

in Tanzania and in the world at large are among the population vulnerable to 

HIV infection. To this day, some of the communities starved of the critical 

information on the scourge as a result of the contradictions which emerge 

between the national law (Customary Law) and the international law. The study 

aims primarily to ascertain whether polygynous marriage and sexual relations 

commonly called ‘small house’ relations are perceived to expose married 

women to high risk of HIV/AIDS. In data collection, the researcher adopted 

simple random sampling technique of rural and urban married men/women 

especially among those living in polygamous and monogamous marriages and 

unmarried women who have sexual relations with married men (‘small house’) 

in Lushoto District in Tanga Region in Tanzania. The study noted that, married 

women are at risk of HIV/AIDS when their husbands practice de facto 

polygyny. As a result of the legal disparities between international law and 

national law (i.e. Customary Law) the polygynous marriages and ‘small house’ 

relations expose married women to high risk of HIV/AIDS. The international 

community needs to come up with a stand point which will compel member 

nations with different cultural practices to ensure that women are not exposed 

to HIV/AIDS. HIV/AIDS is a reality, and dissemination of the information to 

any living being should be considered a human responsibility regardless of the 

different cultural practices. To this end, thousands of married women who are 

in polygamous and monogamous marriages are at risk to the scourge in the 

world in general and in Tanzania in particular. 

Key words: HIV/AIDS pandemic, polygyny, polygamy, international law 

Introduction 

General Overview 

Traditionally, most Tanzanian societies practised polygyny since ancient times. 

Polygyny is the practice of one man being married to more than one wife at a 

time. Sometimes polygyny is commonly confused with polygamy which is the 

practice of being married to more than one spouse (husband or wife) at the same 
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time3. In this context, polygyny is a form of marriage practised in Africa, and 

not polygamy4. This custom allowed a man to have as many wives as he can 

support. These wives were married according to local customs and they were 

all legal in the understanding of the local world-view. Such a practice was not 

considered evil or immoral/sinful until the arrival of Christian missionaries in 

Tanganyika during the second half of the 19th Century. Yet, even after 

Christianisation of some parts of Tanzania, polygyny is still practised and 

valued on bases of cultural and religious point of view.   

Polygyny, as a cultural practice, is justified by numerous socio-economic and 

political reasons. Socially, polygyny in the traditional societies created 

opportunity for women, whose population outnumber men, to get married and 

have children. Again, women lived longer because they were married at 

younger age, and that they were generally tougher and biologically resistant to 

pathogens than men. Moreover, men tended to engage in dangerous or fatal 

activities such as wars and hunting which led them to early death. In agricultural 

societies, human labour was essential and so, polygyny provided more hands 

to work in the fields and produce more food and cash crops for sale. Thus, 

polygyny produced wealth, at least for the man as well as for the whole family. 

In the political sphere, the more wives one had, the more political alliances one 

could form, the more powerful he became and the more potential politician, 

tribal leader, chief or king he was. Therefore, polygynous marriage was an 

acceptable form of marriage in Tanzania prior to the arrival of foreigners (the 

Arabs and the Europeans) with their religions.  

Historical Context and Background 

Tanzania, like other former colonial states, adopted a system of legal pluralism 

applying Customary Law, Islamic Law, and General Law according to personal 

issues. The General Law is made up of legislations and British Common Law.  

Since its enactment, there is generally little difficulty in determining its 

contents. Customary Law, on the one hand, is a “living law” and is composed 

of the laws and customs of the indigenous people (matrilineal and patrilineal 

societies). Matrilineal customary law and some of patrilineal customary laws 

are not officially recorded; their contents are in the minds and practices of the 

people it governs.  Therefore, the laws are fluid and open to interpretation. 

Islamic Law applies to Muslims only. It is the law according to the Muslim 

                                                 
3  Longman Dictionary 
4 Polygyny (Polygamy) is already a Practice by Siahyonkron Nyanseor. The 

Perspective Atlanta, Georgia. 

http://www.theperspective.org/
http://www.theperspective.org/
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faith. It is interpreted from the Quran, its main source, and other sources like 

Sunna, Hadith of the Prophet, Qiyas/analogy and Ijma/consensus.   

Before 1971, marriage in Tanzania was regulated by three different laws: 

Written Law for Christians, Islamic Law for Muslims and Customary Law for 

African indigenous members of different communities. Besides Customary 

Laws, which are open to unlimited number of wives, Islam allows a man to 

marry up to four wives provided that he can treat them equally5. In 1971, the 

United Republic of Tanzania (URT) enacted a comprehensive law to govern 

and regulate all issues relating to marriage. The Law of Marriage Act of 1971 

(hereinafter referred to as LMA), was enacted with the view of unifying and 

harmonizing the then existing multiple system of the law of marriage. It aimed 

at bringing the law of marriage into accord with Tanganyika African National 

Union (TANU) aspirations of fostering equality, individual dignity, freedom 

and respect to the people and providing for freedom of marriage and equal 

recognition of all marriages, however celebrated, be it Christian, Islamic, Civil 

or Customary. The LMA incorporated customary and religious marriage laws 

into a uniform Marriage Act, giving both marriages state sanction and 

subjecting them to state regulations. This was done in order that all marriages 

be contracted and dissolved by the state. As a result, two types of marriages 

exist in Tanzania. Marriage may be polygamous/potentially polygamous or 

monogamous/intended to be monogamous6. The LMA included polygynous 

marriage as a compromise to Islamic and Customary Law. 

Polygynous marriage under the Act is defined as a union of a man who may be 

or may not be married to many women who must be unmarried at the time of 

entering into marriage.7 Therefore, polygynous marriage is a form of marriage 

in which a man has more than one wife. The essence of the union is that, it 

permits a man to have a plurality of wives. It includes instances in which the 

man lives with all the wives under the same roof/ in the same homestead 

(patrilocality), as well as instances in which each wife has a separate home and 

the man rotates from one home/house to the other8. Therefore, marriage 

                                                 
5 Ballie.NB.E.Digest of Mohammedan Law, 1965. 
6 Sections.10 (1) (a &b) of Law of Marriage Act of 1971.   
7Section 9 (3) of LMA “Exclusive” refers only to woman who is not permitted to have 

other sexual partner but the man can have as many other sexual partners as he wishes. 
8Mhoja p. 10) 
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contacted under Islamic and customary rites is presumed to be polygamous or 

potentially polygamous unless the contrary is proved9.  

Polygamous marriages continue in Tanzania, but often in new and more 

problematic forms. These are multiple unions in which a man marries more 

than one woman and lives with them. However, modern polygyny is 

increasingly transformed into other shapes. The new forms involve a man who 

is in monogamous marriage initiating an extra marital relationship with a 

girl/young female and considers her as his second wife (commonly referred in 

Kiswahili language as mchepuko (diversion) or nyumba ndogo (small house). 

Some writers refer to it as de facto polygyny or unofficial polygyny. Small 

houses/de facto polygyny is considered to be attuned to Tanzanians' perceptions 

of modernity.  

It is obvious that, marriage in a patriarchal community is the backbone of 

society on which the whole definition of society lies. The desire to get and stay 

married often overrides the risks of HIV/AIDS that a woman may face in the 

marriage institution. For, she is instructed to remain married, to be obedient to 

her husband, and never say no to his sexual demands regardless of his 

behaviour. Here one can explain the existence of a gender paradox whereby it 

is normal for a man to have multiple partners, but it is scandalous for women 

to have multiple partners. Women are blamed and suffer stigmatization. This is 

aptly put by Patterson that, on entering marriage with her husband as the first 

wife, the woman knows very well from customary law that the nature of 

marriage is polygamous and that no woman has any kind of sexual monopoly 

of the husband in the relationship. The same position applies to Muslim women 

save for few requirements and exceptions10. 

There is no dispute that most of married women in Tanzania have a lot of 

problems. Among other problems is that their status is generally low in both 

the private and public spheres. The low status is replicated within marriage 

where they also occupy subservient position. The situation and problems of 

women in the contemporary societies emanate from historical and socio-

cultural stereotype that men dominate women. These ancient beliefs on the 

subordinate position of women have reinforced and perpetuated patriarchal 

oppression despite all the modern changes that humans have known. 

                                                 
9 Section 10 (2) a of LMA 
10 Patteson, A. S. (ed) (2005). The African state and the AIDS Crisis, Ashgate Publisher 

Limited, England, p23 
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Consequently, a combination of all these factors makes marriage to become a 

risky factor for the majority of women. Patterson in his book points out that this 

may particularly be true for married women because of the social need to have 

children, the tendency of most men to have sexual partners outside marriage in 

the early years of marriage, and the risk of males straying during the wife’s 

pregnancy or early post-partum period11.  

A woman properly married in the home is at a greater risk as far as HIV/AIDS 

is concerned. The reason for vulnerability is power relations within the 

marriage.12 Although the problems of women in society seem to be endless, the 

real harm only comes when we do not attempt to uncover the truth about the 

real issues affecting the sexes. It is important to expose the problems affecting 

married women and try to overcome them or find solutions. Taking this in 

mind, it would be improper to regard married women and sex or related to it as 

not a critical sphere of study, especially in HIV/AIDS era which is a matter of 

life or death. Therefore, this work studying polygyny as a cultural and religious 

practice that increases women’s vulnerability to HIV/AIDS contributes towards 

exposing the effects of polygynous marriage and “small houses/mchepuko” 

relations to married women. This study aimed at finding out as to what extent 

polygyny and extra marital relationships expose married women to the risk of 

HIV/AIDS.  

Statement of the Problem 

Tanzania remains one of few countries in the world where polygyny is still 

widely practised13. One-fourth of women in Tanzania are involved in 

polygynous marriages14. On the one hand, traditional polygyny is still common 

                                                 
11  Ibid   
12  Ibid p.24 
13Tanzania: Women’s Control of Resources and Caring Capacity, U.N. SYSTEM OF 

ORGANIZATIONS, 

http://www.unsystem.org/scn/archives/tanzania/ch11.htm (last visited May 6, 2011) 
14 Gender Equality and Social Institutions in Tanzania, Social Institutions and Gender 

Index (SIGI), 

http://genderindex.org/country/tanzania (last visited May 6, 2011) (“Almost one-

quarter of Tanzanian 

women live in polygamous marriages.”); see also Tanzania: Women’s Control of 

Resources and Caring 

Capacity, U.N. SYSTEM OF ORGANIZATIONS, 

http://www.unsystem.org/scn/archives/tanzania/ch11.htm (last 
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in rural areas of Tanzania whereas on the other, due to modernization and 

westernization, the polygyny practised in urban areas has shifted to the modern 

style which is considered to be more adjusted to Tanzanians` perceptions of 

modernity. De facto polygyny is characterised as a relationship in which a man 

marries one wife and then forms extra-legal domestic and sexual unions with 

other women15. 

Tanzanian scholars and activists of women’s rights have become less tolerant 

of the continued practice of polygamy. They argue that polygamy is rooted in 

gender and human inequality. They have called for further regulations or 

elimination of polygyny in Tanzania. Alternatively, some scholars support 

polygyny on socio-biological grounds, arguing that polygyny is a natural 

response to the fact that women outnumber men in Tanzania. Regardless of 

one’s stance on polygyny, the fact remains that, it is still widely practised in 

Tanzania and is likely to increase the spread of HIV/AIDS.  

Although many human rights groups and scholars advocate for the eradication 

of polygamy altogether, polygamy is still widely practised in Tanzania and is 

unlikely to decrease significantly in the near future.  The government cannot sit 

and fold its hands and wait for polygamy to be “phased out” while a large 

portion of Tanzania’s population remains without legal protection. 

Numerous articles have been written about polygamy and HIV/AIDS, but very 

limited information is available on the impact of polygyny in its new style of 

de facto /small house relations to the women health rights and protection. This 

study took on board the need to examine how the Small house/de facto 

polygyny inherently increases women`s risk of contracting HIV/AIDS.  

Objectives  

The primary objective of the study was to ascertain whether the polygynous 

marriage/small house relations are perceived to expose married women to high 

risk of HIV/AIDS. Such an understanding would first determine if the practice 

is widespread and still relevant to the people. Another objective was to examine 

                                                 
visited May 6, 2011) (claiming that the average rate of polygamy was 27% in 

mainland Tanzania) 
15 Howland, Rachel J. and Koenen, Ashley, "Divorce and Polygamy in Tanzania" 

(2014). Social Justice. https://ecommons.luc.edu/social_justice/15) given the unofficial 

nature of these relationships, there are no statistics available representing the number 

of unofficial co-wives in Tanzania. Id. Unofficial co-wives have mostly been “lost 

between marriage categories, classified as being in consensual unions or single.” 
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the real position of married women in relation to the right to control their 

sexuality. This objective was important because it examined cultural and 

religious practices. Socialization of women encourages the stereotyped gender 

roles, which affect the women’s position in marriage. Having, albeit, in 

summary form, explained the background of the research problem and 

objectives, let us direct our minds to the various legal provisions and policies 

that regulate polygynous marriage. 

Review of Legal Framework 

Human Rights and Legal Implication on Polygamy and HIV/AIDS 

This research had to constantly make reference to the human rights frameworks 

for measuring compatibility to the cultural practices and the investigated rights 

to health. Human rights standards and principles provide the context within 

which the protection of women’s rights can be measured and demanded. The 

Government of Tanzania is a signatory to a number of human rights instruments 

some of which specifically call for the treatment of women’s rights as human 

rights. These instruments include: the Convention on the Elimination of All 

Forms of Discrimination against Women (CEDAW), which constitutes the 

international bill of rights for women. In developing a human rights compliance 

paradigm, the study analysed the Law on Protection from harmful cultural 

practices and marriage within the human rights framework in order to measure 

national compliance with human rights standards.  

Basically, women’s rights are human rights which are fundamental, inalienable, 

indivisible and inviolable. They should therefore be guaranteed and protected. 

Some of these women’s rights are the rights related to issues of marriage and 

self-protection, and to the rights to be protected against sexually transmitted 

infections, including HIV/AIDS16. Various human rights instruments lay down 

norms to be applied in marriage and health, covering issues relating to rights of 

women. The key instruments and articles are as follows (paraphrased for clarity 

in some cases): 

1. Article 5 of the Convention on the Elimination of All Forms of 

Discrimination against Women (CEDAW) enjoins States to modify 

social and cultural practices with a view of eliminating prejudices and 

                                                 
16 The Convention on the Elimination of All Forms of Discrimination against Women 

(CEDAW ) and Article 14(1)a-f of Women’s Protocol. 
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customary practices that are based on the superiority or inferiority of 

one sex over the other.  

2. Article 5 of the Protocol to the African Charter on Human and People’s 

Rights on the Rights of Women in Africa (The Women’s Protocol) 

directs States to prohibit and condemn harmful practices, and it goes 

further to direct States to provide, inter alia, information regarding 

harmful practices and protect women who are at risk of harmful 

practices.  

3. Article 4 of the Women’s Protocol guarantees women’s right to bodily 

integrity. 

4. Article 14 of the same legal instrument guarantees women’s right to 

health. This includes the right to control their fertility, the right to 

choose method of contraception and the right to be protected from 

Sexually Transmitted Infections (STI’s) including HIV/AIDS.  

5. Article 14 of CEDAW also provides for the right to health. The right 

to health is also provided under the preamble to the Constitution of the 

World Health Organization (Constitution, 1946 preamble, paragraph 

2). 

6. Article 46 of the Universal Declaration of Human Rights (UDHR) (UN 

General Assembly, 1948).  

7. The rights to culture and positive cultural values are provided for and 

recognized by Article 12 of the International Covenant on Economic, 

Social, and Cultural Rights (ICESCR) and the African Charter on 

Human and People’s Rights in Article 22 and Article 29 (7) 

respectively.  

8. Article 21 of the African Charter on the Rights and Welfare of the Child 

(ACRWC) enjoins States to eliminate harmful social and cultural 

practices affecting the welfare, dignity, and normal growth and 

development of the child and prohibits the marriage of persons below 

the age of 18 years. 
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9. Article 24 (3) of the Convention on the Rights of the Child (CRC), in 

guaranteeing the right to health, directs States to abolish traditional 

practices prejudicial to children’s health. 

Tanzania has made some efforts to respond to the international rights and 

obligations. However, given the reservation and culture of silence regarding the 

express articulation of matters concerning sexuality and marriage, it is not 

surprising that while most international human rights instruments, formally 

addressing rights that cover critical areas of human life and health, they make 

no explicit commitments to the right to, or protection of sexual activity, whether 

of oneself or between parties.  

National Laws and Legal Implications on Polygyny and HIV/AIDS 

In the light of the applicability of International Law in Tanzania by virtue of its 

ratification, the applicability of the right to health as against harmful cultural 

practices (i.e. polygyny) has to be evaluated from a domestic perspective. There 

are few legal documents which provide for polygyny and HIV/AIDS and the 

right to health. Article 12 of the Constitution of the United Republic of 

Tanzania recognizes that all human beings are equal and born free. Also Article 

13(1) of the Constitution states that, “no person may be discriminated against 

on the grounds of sex”. Article 19 states that every person has the right to the 

freedom of conscience, faith and choice in matters of religion, including the 

freedom to change one’s religion. The Constitution as mother law neither 

contains provision explicitly nor implicitly to address the issue of the right to 

protection against harmful cultural practices such as polygynous marriages nor 

rights to health. 

The Law of Marriage Act, 1971 is among the legal instruments which govern 

and regulate all matters relating to marriage. Sections 10 (1) a & b, (2) a, and 

25(1) of LMA are to the effect that Marriage contracted under Islamic and 

customary rites are presumed to be polygamous or potentially polygamous 

unless the contrary is proved. The LMA embraces polygyny as a cultural and 

religious practice. The HIV and AIDS (Prevention and Control) Act, 2007, part 

two, four and seven provides for public education and programme on 

HIV/AIDS, testing and counselling, prohibition of discriminatory laws, policies 

and practices.17  Surprisingly, the Act does not prohibit acts or practices which 

expose married women to HIV/AIDS such as polygamous, early marriages and 

                                                 
17 Part ii, iv and vii of The HIV and AIDS (Prevention and Control) Act, 2007 
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Female Genital Mutilation (FGM). Despite the clarity of these legislations, the 

practice on ground is different. The government has not seriously indicated 

ways to curb the situation especially during this HIV/AIDS era. In terms of the 

national laws reviewed above, it is clear that there are incredible contradictions 

among them. 

National Policy on Right to Health, Polygyny and HIV/AIDS 

Responding to the International Human Rights Instruments, the Government of 

Tanzania has enacted a number of laws and initiated administrative and policy 

measures to safeguard the rights of women. The National Policy on HIV/AIDS 

was adopted in November, 2001 with the objective of providing a framework 

for leadership and co-ordination of the national multi-sectoral response to the 

HIV/AIDS epidemic. In February 2003, the National Multi-Sectoral Strategic 

Framework on HIV/AIDS for 2003-2007 was initiated and is being 

implemented by various sectors and institutions. The Health Policy of 1990 was 

revised in 2002 with a focus on people at risk, and to encourage health centres 

to be more responsive to HIV/AIDS. The Last policy is Women in 

Development Policy of 1992 which was revised in 2000 and was designated as 

the “Women and Gender Development Policy” to accommodate gender 

concerns and to promote the responsibilities of both parents in the care and 

development of children.18 None of the policies reviewed above directly 

addresses the issue of polygamous marriage in connection with the HIV/AIDS. 

It is for this reason that this study was undertaken to lobby policy makers to 

introduce policies to prevent polygynous marriages because the practice speeds 

up HIV/AIDS. 

Methodology 

The main methodology used in this research is the women’s law approach based 

on grounded theory as one of the research tools. Keeping in mind the principles 

of the methodological perspective, the main methods of data collection used in 

this study were the interview and group discussion. These were supplemented 

by documentary review. During the field study, different institutions were 

visited to collect views on the effects of polygamy in the era of HIV/AIDS. 

Besides those institutions, rural and urban women and men were interviewed 

                                                 
18 The country second periodic report on the implementation of the Convention on the 

Rights of the Child (CRC), 1998-2003, Ministry of Community Development, Gender 

and Children, August, 2004 
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either individually or in groups.  From these groups, different views were 

received in relation to polygamous marriages/de facto polygyny in the era of 

HIV/AIDS. 

Results and Discussion 

This section presents research findings. The findings are discussed under two 

themes which were adopted as the analytical framework for presenting and 

discussing the field data from key informants. A total of 123 respondents were 

interviewed. The table below shows the number of key informants who have 

agreed and disagree that polygyny increases women vulnerability to 

HIV/AIDS.  

Table 1. Table of Key Informants on Polygyny and De Facto Polygyny 

Views/ Perceptions Men Women Total Percentage 

Polygyny increases women’s 

vulnerability to HIV/AIDS. 

10 49 59 47.9% 

Polygynous marriage is a 

means of controlling 

HIV/AIDS infections. 

19 37 56 45.5% 

Dilemma 2 6 8 6.5% 

 

Generally, respondents had differing views on polygamous marriage as a 

cultural and religious practice increasing HIV/AIDS. Fifty-nine (59) argued 

that polygamous marriages and the so-called small house sexual relations 

increase women’s vulnerability to HIV/AIDS infection, whereas fifty-six (56) 

had an opinion that polygamous marriages help in controlling men from sexual 

promiscuity, hence reducing the possibility of married women to contract 

HIV/AIDS.  

Polygamy Increases Women’s Vulnerability to HIV/AIDS. 

Under this theme, the study revealed that, thirty nine percent (39.8%) of the 

interviewed women were in monogamous marriages and that their husbands 

had ‘small houses’. Apparently, all women who were in monogamous and 

polygamous marriages were against polygamy and ‘small houses’. The main 

reason for the rejection of polygamy was that in this era of HIV/AIDS 

polygamy and de facto polygyny increases the chances of women being 

infected with the disease. All the three women in monogamous marriages who 

were interviewed indicated that, their HIV/AIDS infections were due to the 
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extra marital relations of their husbands. It is believed that, polygamous 

marriages and HIV/AIDS are closely connected.  

It was found that there are various factors in polygamous marriages that 

contribute to women being HIV/AIDS victims. Firstly, the right for women to 

decide about their own sexuality and to protect themselves against HIV & AIDS 

needs to be an inalienable part of their rights. These rights include the right to 

use condoms. It is well known that women’s vulnerability to HIV/AIDS 

increased not only out of physical vulnerability but also out of social practice. 

Men are empowered culturally to determine control over whether, when, where, 

with whom and how sex takes place. The findings revealed that, in the societies, 

men have the power to determine whether to have sex or not and whether the 

sexual act is safe or unsafe. In addition to that, the findings show that, according 

to the culture women have lower status than men, while men have a lead in 

marital relations. Socio-cultural norms that undervalue women also 

concurrently undervalue women’s ability or power to control their sexuality 

and sexual wellbeing. As a result, choosing to have sex or use condoms has 

social meanings. Some women reported that, the use of condoms can lead to 

violent confrontation with their husbands. 

To the contrary, traditional culture and Islam allows men to have multiple sex 

partners. For men, in fact, cultural beliefs promote variety in sexual partners, 

being essential to men’s nature, and that periodic sexual release is imperative 

for good health. HIV protection for married women appears to be very difficult 

and impossible. There was nearly a unanimous agreement that, it is a man’s 

choice whether condoms should be used or not. If a woman suggested such 

condoms, she would be suspected of infidelity and so liable to be harassed. 

Refusing to have sex could result in similar violence or being sent away. One 

interviewed woman had this to say: 

 “You cannot ask him to wear a condom, never.” Women are 

forced in bed and they are not allowed to talk about sex,” and 

in traditional … you can’t even discuss it with a man because 

he will say, ‘I paid BRIDE PRICE WHY do you want to use 

plastic with me?” 

The use of condoms faces substantial obstacles in the African contexts in 

general and particularly in marriage. First of all, culturally the control of sex 

obviously lies in the hands of men; women’s bargaining power is weak. 



CUCM Journal of Education and Development, VOLUME 2, 2021; ISSUE No. I 

136 

Married women cannot negotiate the use or non-use of condom because asking 

their husbands to use condoms is either interpreted as an accusation that he is 

sexually promiscuous and/or has AIDS or a confession that the wife is sexually 

promiscuous and/or has AIDS. The story of Sania Suleiman, a woman who was 

interviewed, speaks loudly and clearly about how a woman is powerless in 

negotiating about safer sex inside marriage. She said: 

“It is not only a taboo but it is very difficult to negotiate the 

use of condoms within marriage. Under our customs, if a 

woman suggests the use of condoms the man always, thinks 

that his wife is not faithful.” “Also, it is a taboo for a woman 

to refuse her husband’s sex advance”. 

Besides, most men with the so called ‘small houses’ engage very young females 

or girls who are sexually active. The fact that old men fail to satisfy young 

females’ (small houses’) sexual desires, forces these young females to look for 

other men. Actually, the young women’s decision to engage with the married 

men/old men is purely based on economic reasons and not on “true love”. They 

have other permanent young boyfriends. The following case history narrated 

by a wife in a monogamous marriage, illustrates how a ‘small house’ led to her 

HIV infection: 

“My husband started to come back home very late at night… I 

suspected him having an affair with another woman. But when 

I became aware that he was serious with the ‘mchepuko’ or 

‘small house’, the girl was already pregnant. …One year later, 

I heard he told me that he was suffering from tuberculosis 

(TB), and when he went for testing, he was found HIV positive. 

I went for testing in 2017 and I was also found HIV Positive...” 

The research also revealed that, some of polygamous marriages originated from 

‘small houses’. It is not usual for men to use condoms in ‘small houses’. This 

is proven by the fact that, the second wife was taken after having been 

impregnated. In relation to polygamy, the problem arises because the second 

and subsequent wives are very young, and that when the husband fails to meet 

their sexual desires, the women may be tempted to have extra sexual affairs. 

This possibility in the face of AIDS is very scary and might result in the disease 

spreading to the innocent older wife/wives.  
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Also, the use of condoms directly conflicts with the goal of fertility. It is 

therefore opposed by both traditional norms and religion. Traditionally, 

marriage is regarded as an institution of procreation. The use of condoms is 

unacceptable because of their contraceptive effect.  One respondent pointed out 

that, it is impossible to relate the use of condoms and reproduction. She said: 

“How would you relate the use of condoms and reproduction?”  

Firstly, misinformation about condoms leads women to assume that they are 

harmful. Most rural women believe that AIDS virus is inserted in the condoms 

and that condoms are considered dangerous to their health. Also, for a woman 

to talk about condoms is considered immoral. Secondly, women’s HIV/AIDS 

infection is increased by economic and cultural factors that place them at a 

disadvantaged position within the family economy and society at large. 

Women’s economic dependence on men, their high poverty levels, and lack of 

access to opportunities and resources, contribute to their vulnerability to 

HIV/AIDS infection. Due to economic dependence on men, women are unable 

to control their lives and protect themselves against HIV infection. This is 

because men can withdraw the economic support if women refuse to do what 

they want. The cultural expectations and practices were also found to contribute 

to women’s vulnerability to HIV/AIDS. The society expects women to be 

subordinate and submissive but allows men to have multiple sexual partners, a 

practice which exposes women to HIV infection. 

Women who are informed and economically independent are more powerful 

and have ability to control their sexual interactions. For example, some 

businesswomen whose partners depend upon their earning are able to prevail 

upon them and suggest using condoms. Similarly, well-paid professional 

women may choose between celibacy and a partner who uses condoms. 

However, given the strong socialization of females/girls for obedience to men, 

the majority of women remain psychologically bound even when they are 

aware of the risk. Some may use denial to avoid the feeling of powerlessness. 

Thirdly, Women fail to control their sexuality due to socialization. Related to 

married women to control their sexuality, the findings showed that under either 

type of marriage, married women cannot control sexuality because before 

marriage they are taught not to deny their husbands of sexual advances. They 

believe that it is a taboo to deny a sexual advance. According to their culture, 

married women are required to submit to every sexual request by their partners. 

However, in polygamous marriages, the situation is a bit worse due to the 
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competitive nature of the relationship between co-wives as it was pointed out 

by one respondent: 

 “Under a polygamous marriage, it is not possible for a woman to 

control her sexual right because I want my husband to be available 

all the time. So, rejecting his sexual advance, means I allow him to 

go to another wife.”  

The findings show that, although women have basic information on HIV/AIDS, 

the knowledge does not assist them in making decision to avoid risky sexual 

behaviour. Under most of cultures, a woman cannot deny her husband’s sexual 

advances or suggest to use condoms. During the interview, one woman said:  

 “…a woman also is not allowed to refuse the husband’s sex. It is a 

taboo for a woman to refuse her husband’s sex advances”. 

The females’ vulnerability to HIV/AIDS is an outcome of patriarchal system 

and social and economic systems that rob them of their power to make decisions 

regarding their sexuality and reproduction, as well as the control of these 

decisions by husbands. Also, the powers of the elders of a man’s family 

increase women’s vulnerability to HIV.  

In all cases, respondents explained that, polygynous marriages and ‘small 

houses’ increase women’s vulnerability to HIV/AIDS infection due to the fact 

that, there is variation of power between spouses. Married women cannot refuse 

sexual advances or negotiate condom use with their husbands. This is due to 

traditional and cultural reasons, such as the payment of bride price by the 

husband and the taboo for the woman to discuss sexual issues with her husband. 

The views of the respondents on polygynous/small houses were that it is a 

cultural practice that only favours men. The respondents reported that although 

polygamy is a thing of the past, men still believe it is a practice that needs to be 

upheld. They totally resented polygamy and alleged that it no longer holds 

social rewards especially in this era of HIV/AIDS. Polygyny was considered to 

be a vehicle to accelerate women’s risk to HIV/AIDS. 

Polygamous Marriage as a Means of Controlling HIV/AIDS Infections 

The study revealed an interesting paradox on how the married women 

perceived polygyny in the era of HIV/AIDS. Thirty percent (30%) of 

interviewed women in polygynous marriage were in favour of the marriage. 
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Their perception differed from those who believe that polygamous marriage 

increases women’s risks to HIV/AIDS.  

This is an interesting case of a second wife in the four-wife marriage who was 

a business woman. She perceived polygamous marriage as a means of 

controlling HIV/AIDS infections. She said: 

 “I am married to a polygamist. I am the second wife of four wives. 

… I do not believe in the use of condoms, because we trust each other 

and our religion does not believe in the use of condoms…. I believe 

my husband cannot go outside marriage because we are four and we 

satisfy him”.  

Therefore, she strongly believes that polygynous marriage is a means of 

controlling men’s sexual promiscuity. 

In terms of women’s capacity to suggest the use of condoms with their 

husbands, they said married women cannot negotiate the use of condoms even 

when they suspect their husbands are having extra sexual affairs.  One 

respondent said: 

 “It is difficult to negotiate the use of condoms or contraceptive 

methods within marriage. If a woman suggests the use of condoms, 

the man always thinks that his wife is not faithful.”  

The study shows that, it is difficult for a woman to initiate the use of condoms 

within marriage due to religious and cultural beliefs. Condoms conflict with the 

goal of human procreation. So the use of condoms is opposed by both 

traditional norms and Islam. Traditionally, marriage is regarded as an 

institution of procreation, so the use of condoms is unacceptable because of 

their contraceptive effect.  

The findings showed that, polygyny is regarded as a traditional /cultural and 

religious practice which controls men’s sexual promiscuity, and is regarded as 

a religious practice. All of the respondents noted that polygyny in the era of 

HIV/AIDS plays a role of controlling HIV/AIDS infection because the husband 

will be satisfied with his wives. So it is not possible for him to look for another 

woman outside marriage. 
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Conclusion and Recommendations 

Conclusion 

Tanzania is one of few countries where polygamy is still widely practiced. 

Although Tanzanians have recognized polygamous marriage through the LMA, 

polygyny is being transformed to include other unofficial relationships, 

whereby a man marries one woman according to the statutory law and forms 

extra-legal domestic and sexual unions with other women. The researcher 

found out that, polygynous marriages are still cultural and religious practices 

prevailing more in rural areas than in urban areas. However, in urban areas, 

polygynous marriages have taken another form of “small houses”. The majority 

of the respondents in this study agreed that polygyny increases vulnerability of 

women to HIV/AIDS. Their contentions were based on the fact that, polygyny 

was designed by men for the purpose of their benefits. It was noted that 

nowadays polygyny has lost its intrinsic value due to economic depression and 

HIV/AIDS pandemic. On the other hand, a few respondents refuted the 

assertion that polygyny is a cultural practice that speeds up the transmission of 

HIV/AIDS. Their basis for their arguments was that, polygamy is a cultural 

practice, practised by forefathers, and so it is not good to disregard their culture. 

In terms of HIV/AIDS and polygyny, they argued that polygamy is one way of 

controlling HIV/AIDS. 

In relation to the married women’s right to control sexuality, all respondents 

virtually seemed to be in agreement that married women especially in 

polygynous marriages are far from being immune to the risk of HIV/AIDS, for 

a variety of reasons. One reason is that, husbands may infect them after 

receiving the virus from other sexual partners. Another reason is that, women, 

on cultural bases, are unable to negotiate about the use of condoms. Also, 

women cannot refuse sex, no matter how high the risk, because they are 

economically dependent upon their husbands. Moreover, procreation is 

believed in most communities to be the pillar for persistence of marriage. 

Asking husbands to use condoms is either interpreted as an accusation that they 

are promiscuous or have AIDS or is tantamount to a confession that the wife is 

sexually promiscuous or has been infected with AIDS. These are some of the 

issues arising from women who are in inferior positions in the marriage 

institution. 

A lot of contradictions emerged between male and female views, as well as 

urban and rural women on their perception of polygyny and HIV/AIDS. It is 

therefore difficult to draw a general conclusion. However, what was ascertained 
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from the majority of the respondents was that, polygyny exposed women to 

HIV/AIDS. Although it is not possible to draw definitive and general 

conclusion from micro studies like this one, it can still be argued that, this kind 

of analysis challenges us to re-examine some cultural practices on which 

traditions are rooted. Cultural practices are supposed to suit a particular 

environment and socio-economic development. This implies that, whatever is 

considered a custom/cultural practice of any group has to change with its 

people19. Further analysis of this study shows that, women are becoming at least 

conscious of the inferior status accorded within marriage. They are, at the same 

time, at risk to HIV/AIDS.  

Co-wives and sexual partners in polygynous marriages and unofficial polygyny 

live in fear of becoming HIV positive as they often have diminutive control 

over the sexual behaviour of other members of the polygynous family20. There 

is no dispute that polygynous marriages create a fertile environment for the 

spread of HIV/AIDS21. The practice of ‘small houses’ simultaneously connects 

sexually active people not only to one another but also to the partners of their 

partners and to the partners of those partners', and so on. Polygynous men 

generally seek out young women. In this way, the traditional polygyny and 

‘small houses’ may spread the virus from one generation to the next and 

contribute to the rise in infection levels. 

Legislation to govern and regulate polygynous marriage and empower women 

to leave unhealthy marriages could be useful in supporting initiatives to deal 

with the HIV/AIDS epidemic22. Within the context of polygynous marriages, 

the overwhelming impact of HIV/AIDS, widespread poverty, and increasing 

competition require a legislative solution. Although law reform is not a 

complete solution to the HIV epidemic among women, it is a necessary and 

                                                 
19 Dengu-Zvongo, K. (1994) Inheritance in Zimbabwe: Laws, Customs and Practices, 

WLWS-Zimbabwe, Sapes, Harare. 
20 Maureen Mswela, Cultural Practices and HIV in South Africa: A Legal 

Perspective, 12 Potchefstroom 

ElectronicL.J.,1,57(2009),availableatttp://ssrn.com/abstract=1555212 
21 Helen Epstein , God and the Fight Against AIDS, N.Y. REV. BOOKS, Vol. 52, No. 

7, Apr. 28, 2005, 

availableathttp://www.nybooks.com/articles/17963(lastvisitedMay6,2011).   
22Howland, Rachel J. and Koenen, Ashley, "Divorce and Polygamy in Tanzania" 

(2014). Social Justice. https://ecommons.luc.edu/social_justice/15) 
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often neglected step. In the past, very few women complained about polygyny. 

Today many do. I hope tomorrow many more will do. 

Recommendations 

On the basis of the foregoing analysis, the main recommendations of this study 

are as follows: Firstly, polygyny is a cultural aspect. The more the people call 

for change in the norms or practices of their own culture, the stronger the case 

for change becomes. It is vital for campaigners to raise consciousness of many 

people in the community so as t to make them participate in challenging the 

polygynous marriages and the so called ‘small houses’23. Diversity may also be 

important, as it would indicate that the demands within the community are 

widespread, and that they cut across gender, individuals, or sectors within the 

culture. 

Secondly, information and education on sexuality and HIVAIDS should be 

gender specific, and explicitly accessible to women, men, boys and girls. A 

possible long-term strategy geared at sensitizing the public could be created by 

the mobilization of information, intensive campaigns, and a grassroots 

education programme on the effects of polygamy in the era of HIV/AIDS. 

Citizens who are involved and well informed should serve as the major 

foundation stones of a human rights platform. 

Thirdly, to promote gender equality, imbalance in gender relations should be 

addressed comprehensively through a multi-media campaign especially on 

underlying imbalances in gender roles and norms. Respect for women and girls 

should be promoted, and their equal roles on marital and other relationships 

should be emphasized. During pre-marriage counselling, women should no 

longer be advised to submit themselves to their husbands. Instead, gender 

equality and couple counselling should be promoted. 

Fourthly, law reforms should address a number of factors affecting the 

implementation of human rights, such as the level and equality of political 

commitment to the implementation of the administrative, educational and other 

policies. Nonetheless, legal protection is particularly important in the judicial 

enforcement of the rights as legal entitlement. This sustains the efficacy and 

credibility of all other mechanisms and processes, the development and 

                                                 
23 Butegwa ,F ( 2002) Mediating Culture and Human Rights In Favour of Land Rights 

for Women In Africa. In An –Na`Im, A. (ed) 2002, Culture Transformation And Human 

Rights In Africa, Zed Books Ltd, London. 
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application of operational definitions of each human right, and the mediation 

of competing claims of rights`24 

Thus, in the light of empirical evidence from the stories of HIV positive married 

women, it is vital to amend our laws in order to internally effect the principles 

of equality and non-discrimination, and to present evidence of practice to the 

contrary. To achieve concrete legal reform, changes must be made in all aspects 

of the law, starting with the constitution. It is important that, the constitution 

should clearly address the continuing tension between protected rights and 

preserved cultures, and indicate which ones should be prioritized in the event 

of a conflict. The constitution of the Republic of Uganda, 1995, may serve as a 

useful guide in this aspect. 

 

 

 

 

 

 

 

 

 

 

 

                                                 
24 An-Na`im A, and Hammond J, (2002) Cultural Transformation and Human Rights 

in African Society. In An-Na`im, A (ed) Cultural Transformation and Human Rights 

in Africa: Zed Books Ltd. , LONDON 
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