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 Preface 

The Embassy of Sweden in Dar Es Salaam, Tanzania, commissioned this end-term 

evaluation of the Global Partnership for Education (2014-2016) on Zanzibar along 

with the end-term evaluation of the Swedish Education Support (2010-2017) on 

Zanzibar through Sida’s framework agreement for reviews and evaluations. The 

evaluations were undertaken by NIRAS Indevelop simultaneously from June to 

August 2017.  

 

The members of the evaluation team were Sheila Reed (team leader); Angela Arnott, 

Education Specialist;  Idrissa Yussuf Hamad, Education Research and Policy Analyst; 

and, Kristeen Oberlander Chachage, Teaching and Curriculum Development 

Specialist. A survey of 38 schools was undertaken by Development Pioneer 

Consultants (DPC), survey specialists based in Dar Es Salaam.  

 

Quality Assurance was undertaken by Ian Christoplos. The project manager at 

NIRAS Indevelop, Johanna Lindgren-Garcia was responsible for ensuring 

compliance with NIRAS Indevelop’s QA system throughout the process, as well as 

providing backstopping and coordination. 
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 Executive Summary 

The Global Partnership for Education (GPE) Programme (2014- 2016) is a US$5.2 

million programme which supports the implementation of the Zanzibar Education 

Development Plan (ZEDP) 2008/9-2015/16. The GPE support contributes to the 

achievement of the policy objectives of ZEDP of achieving equitable access, 

improved quality and improved efficiency and effectiveness in the education sector. 

The implementation of the programme is now completed and it was agreed between 

the Ministry of Education and Vocational Training of Zanzibar (MOEVT) and Sida, 

the Supervising Entity for the GPE support to Tanzania, to conduct an end-term 

review. The overall objective of the review is to assess the progress made, identify 

challenges and constraints faced during implementation with the purpose of 

recommending actions to address them and making overall recommendations for the 

next phase. 

An Evaluation Team consisting of four independent evaluators supported by the 

NIRAS Indevelop management and a survey group, NIRAS Tanzania/ Development 

Pioneer Consultants conducted the review during the period July to August 2017. The 

review is based on desk study of relevant documents, detailed discussions with 

implementing departments of the ministry and with semi-autonomous education 

institutions, a survey of and field visits to TUTU centres, public pre-primary and 

primary schools, and a few secondary schools on the islands of Unguja and Pemba. 

The following summarizes the review team’s findings and main recommendations 

related to the GPE programme.  

Component 1: Expand and strengthen Pre-Primary education  

This component’s programmes were largely achieved but its impact on expanding 

access to pre-primary education is not clear as statistics for 2016 were not available 

and the gross enrolment ratio (GER) for 2015 was 7.3% less than in 2014. Some 326 

primary teachers were shifted into pre-primary and trained at this level. Statistically, 

the qualification profile of pre-primary teachers remained constant during this period 

despite certificate training. 240 mentors were trained but are not counted as teachers.  

TUTU centres reviewed as a valuable resource in areas where there are no other 

options. They are, however, not a sustainable route for early childhood development 

in their current form unless they are integrated into the formal pre-primary provision. 

Radio instruction is limited as it is not interactive, sessions are too short and 

equipment often broken. The monitoring and evaluation of centres was not 

systematic and did not track mentor training, learners’ profiles (by age or special 

needs) or by equipment needs. Buildings were often poorly constructed, seldom with 

toilets, which is a critical problem for the hygiene habits of young children. Mentor 

attrition was high as allowances are low. 

Recommendations for the Ministry 

In alignment with ZEDP II pre-primary policy objectives 1-3, the following are 

proposed: 
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 Develop universal standards on pre-primary school infrastructure and teaching 

and learning quality, with improved curriculum guidelines for effective 

monitoring and accountability to take place. 

 Formalize TUTU Centres in all Ministry systems, including inspection, inclusive 

education, salaries, ICT support, along with a plan for their eventual phasing-out.  

 Increase the amount of training for TUTU mentors and develop a bridging 

programme to allow experienced TUTU mentors to enter the formal pre-primary 

system.  

 Consider improved options, such as using cheap mobile phones/tablets, for the 

modality of instruction in TUTU Centres, including a plan for the maintenance 

and replacement of ICT equipment for learning.  

 

Component 2: Improve student performance  

This component’s programmes were largely completed but with some gaps. Over 

90% of primary teachers were trained on the newly developed minimum achievement 

standards, and 900 upper primary teachers received training on difficult topics in 

Math, Science and English. Delays in textbook production caused some problems 

with trainings on these. However, new textbooks were designed for ten of the twelve 

upper primary subjects. Standardized exams for all grades were not implemented but 

a pilot of 30 schools allowed fine-tuning of assessment in four subjects at three 

standards. Some 760 teacher librarians and 80 librarians from teacher centres, 

universities, and colleges were trained. Over 7041 books were distributed and nearly 

1000 children participated in library programmes. Although the majority of teachers 

appreciated the quality of the trainings provided many complained of their lack of 

depth and sustained support, required for changes in practice. 

Recommendations for the Ministry 

In alignment with ZEDP II primary policy objective 2, the following are proposed: 

 Deepen the understanding of competence-based learning acquisition on the part 

of Zanzibar Institute for Education, Zanzibar Examinations Council and teachers, 

to develop relevant, age-appropriate, curricula and assessments which will 

support child-centred teaching and learning. 

 Ensure that all training is of sufficient length and includes qualitative follow up, 

such as coaching, mentoring and learning communities, to improve 

understanding and change practices.  

 Consider a new model of teacher (re)training in all subjects in the (upper) 

primary so as to allow more equitable distribution of knowledge in scarce 

subjects across schools. 

 Use a more precise system to identify teacher shortages by tracking teacher and 

learner attendance in real-time (including study leave, subject areas, etc.). 

 Provide realistic incentives to retain teachers in hardship posts to ensure 

equitable access to teaching for children in all districts. 
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Component 3: Create a safe learning environment  

This component’s programmes were largely completed with some gaps. Significant 

gains were achieved as every school was trained on counselling methods and in 

identifying the special needs of children and modifying teaching approaches. No 

evidence was found of creating a system of counselling feedback and response for 

schools. 1,056 counselling teachers were trained on how to provide and support 

children in gender specific issues. Nearly 3,500 girls participated in gender awareness 

meetings. Safe play areas were created in 30 schools. Some 24 advisors and resource 

teachers were trained in Inclusive Education and Life Skills. Special needs equipment 

was procured for Zanzibar Examinations Council (ZEC), Teacher Centres and some 

schools. 

Recommendations for the Ministry 

In alignment with ZEDP II primary policy objectives 1 and 2, the following are 

proposed: 

 Increase the number of classrooms, with furnishings, at both pre-primary and 

primary level in relevant districts to reduce overcrowding and allow for tenable 

classroom-pupil ratios in which teachers can adequately serve all learners. 

 Reduce pupil/latrines from the high ratios of 164 boys to a toilet and 148 girls to 

a toilet to more reasonable ratios of 40 to a toilet. Support with WASH training 

to schools. 

 Further strengthen Inclusive Education and continue to build on existing 

initiatives to integrate it across all areas of education, including pre-service, in-

service and construction. 

Component 4: Strengthening accountability   

This component’s programmes were poorly completed, although unintended positive 

impacts in greater collaboration among the Ministry’s departments, units and local 

structures were in evidence. Delays in implementing leadership training to the last 

quarter of 2016 lessened its impact. A lack of timely and comprehensive EMIS data 

hindered effective monitoring and project feedback. No indication of steps taken to 

improve inaccuracies in gross enrolment statistics reported in 2016. EMIS 

information was not provided on school performance by district; school ranking; 

learner performance as originally envisaged. 

Recommendation for the Ministry 

In alignment with ZEDP II primary policy objective 3, the following are proposed: 

 Put in place monitoring mechanisms for future GPE programme implementation. 

This should include clear and consistent monitoring of targets and proper 

management and accessibility of implementer reports. 

 Improve the level of accuracy, disaggregation and timeliness of data provided by 

EMIS and its dissemination to all stakeholders to inform programme delivery, 

evaluation, and improvement. 

 To make time and resources available to effectively manage the education sector, 

MOEVT will have to reduce its engagement in some of the tasks that can be 
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handled at the district or school level. Distribution of tasks and responsibilities 

between and among education levels need to be clarified and re-organised. 

The general recommendation to Sida as the supervising entity is to advocate more 

strongly for good practice and rigor in the design of the programme in its next phase, 

with focused attention on monitoring and evaluation of the results and their proxy 

indicators. Greater attention needs to be placed on the availability of implementation 

reports and data than in the past. A key focus would be on the EMIS component in 

which Sida has a long history of support. It is recommended that a strategy to 

develop the Ministry’s capacity to produce critical   data   and   evidence   for   

planning,   budgeting,   managing,   monitoring   and   accountability be in place, and 

that this activity is part of the newly introduced variable of incentivized GPE 

funding. 

In conclusion, the GPE 2014-2016 programme made significant gains particularly 

in providing significant support to the ZEDP 1 and MKUZA goals in the areas of 

extending pre-primary provision, introducing new teaching and learning approaches, 

elevating inclusive education as a cross-cutting issue across various modalities of 

education provision, creating the foundations for a reading culture, and creating new 

platforms for the closer cooperation of various Ministry departments and units in 

producing common objectives. In this respect it was both relevant and effective. 

The teaching methodologies and approaches adopted were child centred and 

inclusive. The majority of teachers surveyed rated these trainings from pre-primary 

training, counselling, librarianship, minimum achievement standards, “hard topics” 

and school management as appropriate or very appropriate to their work 

problems, to content relevancy, to being practical and transferring key teaching 

skills. Many however, thought the training too short without sufficient time to 

consolidate skills. This was particularly the case of the counsellors and teachers 

trained in “hard topics” of mathematics and science. This diminishes the impact of 

the training. 

An issue that remains to be resolved in subsequent education reforms, without which 

programmes such as GPE will continue to have limited impact, is the situation of 

teacher deployment and shortages of school infrastructure. The free pre-primary and 

primary policy has exacerbated the pressure on both. Additionally, the practice of 

assigning primary teachers to teach by subject area, particularly at upper primary 

does not allow transparent and equitable deployment of teachers with ratios 

exceeding 63:1 in some districts. Shifting 326 primary teachers to pre-primary 

classes, one of the GPE programmes aggravated the situation. 

The TUTU modality was seen as effective in the absence of any other options, a 

common situation in remote communities. Its potential is diminished by poor 

monitoring and support and its lack of formal institutionalization however. A 

strategy to upgrade mentors into formal pre-school teachers, given the government’s 

commitment to free pre-primary, could also ensure increasing quality of teaching and 

learning at this level. The quality of the infrastructure and sanitation provided by 

TUTU Centres needs to be urgently redressed, particularly on Pemba. 

Efficiencies in implementing the programme were achieved by some departments, 

such as Teacher Education, whereas others were hamstrung by their own lack of 

internal capacities requiring them to use lengthy procurement processes to outsource 
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the activities, such as the development of the minimum achievement standards and 

the design of appropriate textbooks. The newly established Examinations Council 

was not able to achieve its planned objective of producing minimum achievement 

assessment system for all standards and subjects but adjusted their programme to 

focus on piloting key subject assessments in a few grades. The provision of the 

textbooks after the teacher training, particularly in the hard topics, was criticized as 

being inefficient by many.  

The financial sustainability of the gains achieved in the GPE programme is not 

assured as the Ministry is very donor dependent for development programmes. 

Further, as government increasingly takes upon itself the provision of free pre-

primary education, the pressure on the budget will become heavier to bear. New 

relationships forged across the Ministry’s departments and units and greater 

collaboration with the teacher training entities such as the State University of 

Zanzibar are leading to greater institutionalization. New partners such as the 

Madrassa Early Childhood Programme- Zanzibar, Save the Children’s Positive 

Discipline, and Tusome Pamoja (USAID) have leveraged the gains achieved by the 

GPE programme and bode well for its programmatic sustainability.   
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 1 Introduction  

Sweden (through the Swedish International Development Cooperation Agency, Sida) 

has been supporting the Education Sector on Zanzibar since 2002 and is undertaking 

separate but concurrent evaluations of two programmes in the current phase of 

assistance. These are the Swedish Education Support programme (2010-2017) and 

the Global Partnership for Education programme (2014-2016).  This evaluation 

report begins by describing the purpose, scope and users of the GPE evaluation. It 

covers the methodological approach adopted by the Evaluation Team to answer the 

evaluation questions, the main findings, conclusions and lessons learnt. Also 

discussed are the reliability of available evidence, as well as the human rights and 

gender equality aspects. 

 

1.1  BACKGROUND 
Zanzibar, a semi-autonomous part of Tanzania, is comprised of two main islands 

Unguja and Pemba, and a number of smaller islets. Zanzibar is divided into five 

administrative regions (three in Unguja and two in Pemba), 11 districts, 50 

constituencies and 296 shehias (wards). The Revolutionary Government of Zanzibar 

(RGoZ) is responsible for overseeing development in key sectors in Zanzibar 

including basic education. 

According to the 2012 population census, Zanzibar had a population of about 1,3 

million inhabitants; 68.8% are in Unguja. At the current growth rate of 2.8% per 

annum, the population will double in the next 24 years, significantly increasing the 

demand for education services in a short space of time. The population is very young 

and predominantly rural (57.2 per cent). Children younger than 15 years of age make 

up 43.1 per cent of the total population. These factors moderate the Government’s 

growth and poverty reduction efforts and reduce their long-term effect including the 

provision of education for all.1  

The Ministry of Education and Vocational Training (MOEVT) issued the first 

Zanzibar Education Development Programme (ZEDP) 2008/09-2015/16. The 

second Zanzibar Education Development Plan (ZEDP II, 2017-2018 to 2021-2022) 

has been recently disseminated. The Education Policy of 2006 remains the core 

policy framework for the ZEDP II. Policies which have been phased in include: a) the 

structure: 2 years of pre-primary, 6 years of primary, 4 years of general secondary 

(all compulsory) and 2 years of senior secondary; b) the language policy of English 

as the medium of instruction from Standard 5; and, c) the abolition of school fees and 

parental contributions at pre-primary and primary education levels in 2015.2 

The policy of no school fees has likely resulted in gross enrolment in pre-primary 

education increases but the statistics are yet to be available for 2016.  Current 

                                                 
1
 GPE. Zanzibar GPE Programme Document March 2nd, 2013 (Updated Version) 

2 Oxford Policy Group, Zanzibar Education Situation Analysis, 2015 (Completed April 2016). 
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capacity of primary schools also increased with gross enrolment rates of 99% in 

20153. However, supply of water, electricity, and hygiene facilities and cost for minor 

school maintenance were not included in the compensation package for schools. 

Among public primary schools 81% have access to potable water, 71% have access 

to electricity, 34% have sports fields, and 8% have libraries. At the primary level 

some 36% of schools operate a double shift, although there is significant variation 

across districts.4  

Despite late entry to primary school, retention is high as most pupils (88%) reach the 

final primary standard, and almost all go on to lower ordinary secondary level. Girls 

have a higher survival rate than boys.5 However, low learning is seen in the 

secondary cycle, where a very large proportion of students leave the schooling 

system. In 2015, more than 20% of students entering secondary education failed the 

Standard 7 examination and are underprepared for the next stage of education. 

However automatic promotion allows those completing primary regardless of their 

academic achievement to continue to two further years of lower secondary education. 

About 69.6% of enrolled Form 2 students pass the examination and transition to 

Form 3, while the remainder either do not take the examination or fail the 

assessment.6  

Major challenges remain in development of the Education Sector.  Cross cutting 

issues include income levels, geography and, in some districts, gender impact on 

access to education and learning, particularly at the higher levels of education and 

learning. There are issues with the examination system and learning achievement is 

low at primary and secondary level. Teachers' pedagogical practices and shortages of 

classrooms are challenges facing the education system. Teacher deployment is 

opaque and inefficient.7  

1.2  PURPOSE AND OVERVIEW  
The purpose of this evaluation report is to present an end-term review

8
 of the 

performance of the Global Partnership for Education (GPE) programme (2013-

2016) in Zanzibar.  

The evaluation is looking at what the programme did well and where there are areas 

for improvement.  The scope and feasibility are judged by use of performance 

indicators, which were set out when the programme was planned. The evaluation 

reviews and assesses the performance of the GPE programme using the OECD-DAC 

criteria of relevance, effectiveness, efficiency, sustainability and impact as well as the 

specific issues raised in Box 1.  

 

 

                                                 
3 MOEVT . Zanzibar Education Statistical Abstract 2015-2016. Table 2 
4 DPPR email, 21st July 2017. 
5 Zanzibar Education Statistical Abstract 2015/16 Table 27 
6 Ministry of Education and Vocational Training (2016) Zanzibar Education Situation Analysis 2015, Oxford Policy Group  
7 Ibid. 
8 Embassy of Sweden (2017-04-07) Terms of Reference for the end-term evaluation of the Swedish Education Support 2010-

2017 and of the GPE programme 2014-2016 on Zanzibar 
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The programme is fully implemented by the MOEVT, certain activities, however, are 

implemented through other partners. UNICEF holds the position of Coordinating 

Agency, responsible for coordinating the partnership and facilitating dialogue 

between stakeholders in the sector. It has however played a very minor role in the 

GPE programme. Sweden (through Sida) has been supporting the Education Sector 

on Zanzibar since 2013 as Grant Agent for the programme funded by the Global 

Partnership for Education (GPE). In this role, Sweden has been responsible for 

transferring of funds ($5.2 million), monitoring and evaluation of the programme and 

provision of continuous support to the MOEVT. 

There will be a large audience of users of the evaluation. It is anticipated that 

primary users of the evaluation will include the Swedish Embassy/Sida, the 

Revolutionary Government of Zanzibar particularly the MOEVT, as well as civil 

society members of ZESC and the general public.   

The key stakeholders are the various divisions of the MOEVT  who are managing 

and implementing different GPE components, including coordinating staff at the 

Department of Policy, Planning and Research (DPPR); Departments of Teacher 

Education (DTE), Inclusive Education Unit (IE), Information Communication 

Technology (DICT) Zanzibar Institute for Education (ZIE), Library Services, 

Zanzibar Exams Council (ZEC), Programme coordinators and implementers; 

Procurement Management Unit; and Accountants’ office. At district level, the 

District Education Officers (DEOs) and Teacher Centre (TC) subject advisors play a 

critical role, as do the inspectors, in implementing GPE supported activities. 

Additionally, beneficiaries in the field - head-teachers, teachers, students, parents and 

communities - support the implementation of the programme. Sida, UNICEF and 

Aga Khan Madrasa Foundation, are recognized partners on the GPE programme and 

participate in the GPE Steering Committee; they and others, such as Milele 

Foundation, Zanzibar Teachers Union, are members of the Local Education Group 

(LEG), also known as the Zanzibar Education Sector Committee (ZESC) which also 

provides guidance to the programme. 

The Evaluation Team ensured full opportunities for stakeholder participation and 

ownership, not only in the process of data collection where some members of the 

Ministry joined the survey teams and focus group discussions but also in the initial 

briefing and debriefing of preliminary findings. 

Box 1: Specific Evaluation Questions 

What were the methodologies and approaches used by the MOEVT regarding 

teacher and management training?  

What has been the effect? What do the beneficiaries of the trainings perceive to be 

the effects on themselves? 

Is the TUTU -modality effective?  
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The activity period for the programme ended on December 31st 2016, and a new 

phase of GPE support is planned to be applied for in September 2017. If the 

application is approved, implementation is estimated to start in early 2018.  

1.3  METHODS 
The evaluation ensured a utilization focus through periodic briefings of stakeholders, 

and analysed the theory of change for the programme. Both primary and secondary 

data were collected through a survey, key informant interviews, site visits, and focus 

group discussions. The language of the survey was Kiswahili. All efforts were made 

to ensure the representativeness of the sample, particularly in relation to issues of 

gender, inclusion of marginalized children, the geographical locations, such as rural 

and urban and most and least developed, and other societal factors which may 

influence the relevance and impact to be assessed. Care has been taken to ensure the 

reliability of primary data through real time transcribing.  The issues of achieving 

equity in access to education and gender equality as per the ZEDP objectives were 

factored throughout the data collection through relevant questions.  

For the GPE programme the survey teams looked at the curricula, textbooks and 

teaching materials to see if they are available and being used. The building checklist 

assessing the construction of the TUTU centres was agreed upon with the MOEVT. 

The availability and types of equipment indicated in GPE activities were also 

checked, such as radio equipment and pre-school materials, among others. 

Two of the four person Evaluation Team, assigned specifically to the GPE 

evaluation, conducted interviews with key informants, particularly the implementing 

agents, and facilitated a number of community focus groups in Kandwi (North A), 

Magogoni (West) and Mwambe Shamiani (Mkoani). Education officers representing 

nine of the ten districts were interviewed as well as subject advisors or coordinators 

in four Teacher Centres. The DPC team also conducted focus group interviews with 

teachers and students. The DPC and the Evaluation Team observed the 

environmental status of the classrooms and the availability of textbooks and teaching 

materials. Other tools used include interview guides, the evaluation matrix, 

stakeholder matrixes and documentation of lessons learned.   

Sampling strategy. The survey was not a comprehensive assessment of the 

education system; rather it was a means to complement the document review and to 

broaden the data to be evaluated. With support from the Ministry’s EMIS Division, 

lists of the schools, TUTU centres and teachers’ centres were finalized and the design 

of the data collection strategy for the survey agreed upon. Knowing that all pre-

primary and primary schools were GPE beneficiaries, a subset of these schools which 

were also beneficiaries of the Swedish Education Support in building additional 

classrooms and toilets, determined the population of schools to be selected for the 

sample. The numbers of schools selected by level was informed by the current 

distribution of government owned schools, with primary schools constituting the bulk 

of the sample. 

Given that the majority of schools are rural and are predominantly based on Unguja 

island, these factors weighed the sample distribution. Additionally, the sample 

focused on two districts– North B and Mkoani, known for their profile of educational 
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vulnerability and as the sites of TUTU interventions. Refer to Annex 6 for detailed 

information on the sample – map of schools surveyed, number of teachers surveyed, 

their designations, grades teaching, class-sizes teaching, and participation in GPE 

training interventions. 

Table 1   Sample of Schools and Centres  

 

Schools Pemba Unguja Total Schools 

TUTU Centres 6 3 9 

Pre-Primary and Primary 7 5 12 

Primary 
 

3 3 

Pre-Primary Primary and Secondary 1 4 5 

Secondary 
 

1 1 

Teacher Centre 1 2 3 

Undesignated schools 
 

5 5 

Total 15 23 38 

 

1.4  LIMITATIONS  
The evaluation was conducted within a very tight time period. The timing was 

contingent on the evaluation budget and the availability of the team members to do 

the required work to quality assurance standards. The limitations noted are time 

allowed for data collection and reporting, time limitations for using the evaluation as 

a learning tool, data limitations on the availability of 2016/2017 education statistics, 

and delays in releasing the individual GPE Implementers Reports, in particular delays 

releasing the Annual Implementation Report of 2016.  Access to Zanzibari 

interviewers was a recognized possible limitation: The inclusion of Zanzibari 

interviewers was important for data collection. The DPC survey teams included at 

least one Zanzibari per research group. 

Additionally, there were a number of evaluation and progress reports on the quality 

and impact of the teacher trainings which were not made available for various 

reasons. 

These include TUTU mentors Performance Report; (mentioned in The Minutes of the 

8th Steering Committee Meeting of the GPE Project, Jan 2016); The Analysis of 

Pilot Schools with Poor and Good Performance in English, Kiswahili, Mathematics 

and Science for standard 3, 4 and 5 (mentioned in The July-Sept 2016 GPE Progress 

Report, Nov 2016); some Implementers Reports – only 2016 reports were made 

available – missing in particular were the Pre-primary and Primary Report; and the 

Library Services Report. 
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Box 2: Challenges with using published EMIS Data to Assess Impact of GPE 

Programme 

 Total numbers of pupils, teachers, schools and classrooms by level are not 

available in published reports and without this it is difficult to assess scale of 

intervention for the different components. 

 Most recent official EMIS data are two years old. The latest available 

official data is 2015/16. 

 Enrolment at pre-primary level excludes TUTU enrolment (even though it is 

recognized as pre-primary officially). 

 GER includes TUTU enrolment. Also recognized officially as not being 

accurate in the annual statistical reports. 

 NER excludes TUTU enrolment (age is not monitored, only gender). Also 

recognized officially as not been accurate in annual statistical reports. 

 Pupil enrolment and teacher numbers are not disaggregated by double shift. 

 Class-size for each stream within a standard is available but not reported in 

the annual statistical reports. 

 Reported pupil/teacher ratios do not reflect the formula of teacher allocation 

by level (2 teachers per class in lower primary and number of subject 

teachers per class at upper primary). This makes it difficult to unpack the 

deployment of teachers as average pupil/teacher ratios disguise huge 

variations. 
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 2 The GPE Programme on Zanzibar  

2.1  BACKGROUND 
The rationale for the GPE phase I programme was to support the implementation of 

the Zanzibar Education Development Plan 2009-2016 (ZEDP). The programme 

consisted of four components which were identified from the ZEDP action plan. The 

main target groups were children in pre-primary and primary school. 

The ZEDP, described as over-ambitious in a later sector review9, was struggling to 

implement a number of goals, in particular to deliver on improving more equitable 

learning outcomes through quality teaching and learning, increasing primary 

completion rates, and extending access and quality to a greater proportion of children 

under 6 years old. A new curriculum started to be implemented in 2010, making pre-

primary education compulsory and part of basic education.   

Insufficient funds were a major obstacle to ZEDP implementation. As a share of the 

national budget, government education spending declined from 30.5% in 2011/12 to 

14.5% in 2015/16. In 2014, the announcement of free pre-primary and primary 

education added additional pressure to the budget. The Ministry’s budget was 

adjusted upward by 30% (from TZS 90 billion to TZS 120.7 billion between 2014/15 

and 2015/1610  but increased investments were urgently needed to improve access to 

pre-primary education, reduce the number of children out of school, further develop 

school infrastructure, enhance quality and availability of teachers. The GPE grant for 

Zanzibar addressed many of these needs, in particular for pre-primary and primary 

education, in reducing the out of school rates, providing for disabled and vulnerable 

children and improving gender parity among boys and girls accessing education. An 

important outcome of a GPE programme is the establishment of effective and 

efficient education systems delivering equitable, quality educational services for all, a 

ZEDP objective as well. 

2.2  CROSS CUTTING ISSUES 
The goal of gender equality is strongly articulated in MKUZA and the Education 

Policy of 2006. The MOEVT has a special focal person for promoting gender issues 

in the education system and MOEVT deals relatively extensively with such issues. 

Gender disparities, however, are evident in learning outcomes and in rates of 

exclusion from school, but the picture tends to favour girls. Boys of primary age are 

far more likely to be excluded from school than girls, putting them at greater risk of 

over-age entry or of never entering school. Girls also outnumber boys in secondary 

schools in all districts. Prevention of early pregnancy is a recognized issue for the 

counselling interventions adopted by the GPE. 

                                                 
9
 Zanzibar Education Situational Analysis, 2015 

10
 Zanzibar Budget Brief FY 2011/12-FY 2015/16  
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2.2.1 Perspectives of the poor – Equity in Access to Education   

A critical feature of GPE programmes is enhancing accountability through effective 

and inclusive sector policy dialogue and monitoring. This is supported by 

improvements in sector monitoring through government-led local education groups 

and the joint sector review process, with participation from civil society, teachers’ 

organisations, the private sector and all development partners. By strengthening the 

capacity of partners, in particular civil society and teacher organisations, to critically 

monitor outcomes, the mutual accountability in the delivery of results is reinforced. 

In global GPE programmes there is an emphasis on pre-primary education, 

improving access to better teaching and learning with a focus on distribution of 

learning materials/textbooks, teachers trained and monitoring improvements by 

supporting EMIS and learning assessment systems. 

According to ZEDP, equitable access to education has been translated as achieving 

equal opportunities for all by expanding access to twelve years of quality basic 

education to all, starting from pre-school up to lower secondary education/secondary 

education ordinary level with targets. It has also made provisions for equal 

opportunities for education to be inclusive for vulnerable groups such as people with 

special educational needs. It focused on reducing illiteracy among children with 

special needs and other vulnerable and marginalised groups by increasing their access 

to quality education.   

2.3  PURPOSE AND OVERVIEW  

The GPE’s support to MOEVT Zanzibar’s programme intended to achieve the 

following: 

 

 

The GPE Zanzibar Annual Implementation Reports mention accomplishments as 

well as challenges in implementing activities for pre-school, primary and lower 

secondary education. There were considerable activities focused on capacitating 

school heads, teachers, subject advisors, resource teachers (librarians), counsellors, 

pre-service educators, and TUTU mentors in new curricula and pedagogic 

approaches through various modalities such as contact training in pre-service 

colleges and teacher centres, workshops, self-directed learning, and radio learning, 

among others. Curricula foci have emphasized gender sensitivity, inclusivity, 

Box 3: GPE Components 

1. Expanding and strengthening pre-primary education, such that it provides a 

greater number of students with a strong foundation for primary education.  

2. Improving students’ performance through better teaching and improved 

access to learning materials with a specific focus on the sciences and 

mathematics.  

3. Creating a safe learning environment which supports all learners according 

to needs.  

4. Strengthening the accountability of the education system.  
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minimum achievement standards, and knowledge in key subject areas, such as ICTs, 

mathematics, science and English.  

It was envisaged that these trainings would be supported by new student learning 

materials/textbooks in the classrooms. The Zanzibar Education Sector Committee 

(ZESC), which includes civil society and a teacher union, has facilitated regular 

dialogue of key stakeholders on addressing obstacles to GPE implementation and 

review. In addition to mobilizing the community to support TUTU centres both in 

terms of contributions and enrolment of their children, the Ministry has hosted two 

broad civil society reviews of implementation to date. This led to the development of 

ZEDP II, which now, unlike its predecessor ZEDP, is seen to reflect broad 

stakeholder needs. 

In the GPE programme, there was extensive construction of TUTU (Tucheze 

Tujifunze, or Let’s Play and Learn) centres which are community-based schools for 

pre-primary aged children (age 4-5) and use radios as learning-tools. Being less 

costly than conventional pre-primary schools, they were chosen as a response to the 

introduction of two years of pre-primary education into free basic compulsory 

education and the sharp increase in pre-primary enrolment that followed. The TUTU 

centres have on the surface proven beneficial for learning, but looking at their 

functionality on Unguja and Pemba provide lessons learned that will be valuable.  

Teacher training constituted a large share of the GPE programme 

(approximately 20% of the total budget and 40% of objective outputs) and was part 

of all components. More specifically, training of pre-primary and primary teachers, 

training of counsellors and teachers in inclusive education, training in minimum 

achievement standards, librarianship and training of school heads, inspectors and 

management in school management and monitoring has occurred. Specific focus is 

on how such trainings were conducted (methodology) and what the impact has been. 

2.4  THEORY OF CHANGE  

The concept of a theory of change (ToC) underpinning the conception of the GPE 

programme is a relatively new phenomenon for the Ministry. Awareness of its value 

only surfaced recently with their participation in a ToC workshop held by UNICEF 

earlier this year (2017) in preparation for GPE Phase II11. The GPE results framework 

was however based on the indicators for the broader ZEDP sector plan. 

A theory of change based on the government’s 2013 application for GPE funding can 

be constructed. It was premised on the thinking that by extending formal basic 

education to include two years of pre-primary education, it would lift pupils’ 

academic achievements to higher levels. Combined with the promotion of a reading 

culture by improving school, community and national library services, literacy levels 

and higher academic attainment could also be increased.  

Further, by providing teacher upgrading in English, a new policy introduced as the 

language of instruction in upper grades of primary school, together with addressing 

subject challenges in mathematics, science and English, students are likely to achieve 

                                                 
11

 DPPR Informant Interview, 12
th

 July 2016. 
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better grades, particularly if supported with new curriculum teaching and learning 

materials. Closer monitoring of teacher compliance with the “minimum achievement 

standards” of this new curriculum by school heads, subject advisors, and inspectors, 

among others, would ensure greater standardization and accountability of the 

education system across all schools.  

A strong emphasis on inclusivity and gender support at curricula, teacher training and 

supervisory levels addressed issues of vulnerability and human rights. Additional 

aspects of change in the GPE model include measures to increase the effectiveness 

and efficiency of the education system by improving school leadership and 

management as well as relations with districts. Accountability would be improved by 

EMIS in the dissemination of school ranking and performance to all stakeholders, 

including the general public.  

Based on the assumption that these factors would significantly improve access to 

school and increase learner achievements, the GPE programme was formulated with 

its four components. The change theory was that expected cumulative effect of these 

components would lead to increased access to education for all children of pre-

primary and primary ages, improved student outcomes and retention at these levels, 

and a curriculum based on universal achievement standards which promotes high 

academic achievements while addressing the needs of all children. 

2.5  MID-TERM GPE FINDINGS  
In July 2015, the Ministry of Education and Vocational Training and Sida, the 

Supervising Entity for the GPE support to Tanzania, conducted a mid-term review12 

to assess the progress made to date (January 2014 to June 2015). The following 

summarises the review team’s findings and main recommendations: 

Component 1: Expand and strengthen Pre-Primary education. Assessed as 

partially on track by June 2015, significant progress had been made: Two thirds of 

the planned TUTU centres had been established and some mentors trained and 

learning materials distributed. However, the radio programmes were not yet fully 

recorded and broadcasting had not started. Pre-primary teachers were not yet fully 

trained and textbooks not in place. It was recommended that the target for training 

pre-primary teachers was reduced from 700 to 350 given the budget constraints; the 

monitoring of the TUTU centres was strengthened and follow-up training of mentors 

was conducted.  The low mentor allowance was seen to contribute to a high attrition 

rate. It was also noted that the current model of training pre-primary teachers took 

two years to complete as opposed to the original plan of one year. 

Component 2: Improve student performance. This component was assessed as 

partially on track. More teachers than planned had been trained on “hard topics” in 

English, mathematics and sciences.  Minimum curricula standards were in place for 

both for primary and secondary education but it was unlikely that they would be 

operational in all schools during the programme period given the capacity constraints 

of both the Zanzibar Institute of Education (ZIE) to develop curricula and textbooks 

(reliant on costly consultants) and Zanzibar Examination Council (ZEC) to develop 

                                                 
12

 Sida. Mid-Term Review – GPE Support to Zanzibar Education Sector, 1-8 July 2015. 
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assessment protocols. The procurement of textbooks was also significantly delayed 

by lengthy procurement processes.  The acquisition and distribution of books to 

school libraries and training of librarians were completed. Issues were raised on the 

feasibility and costing of a mobile library.  

Component 3: Create a safe learning environment. This component was assessed 

as achieving its objectives beyond expectations. The evaluation established that 

access to pre-primary education had increased significantly with 5000 more children 

in TUTU  Centres, half of which can be attributed to the GPE support (the other half 

likely to be USAID which is supporting TUTU Centres in two other districts). 

Support to special needs students progressed well including the provision of materials 

like braille computers and hearing aids. The training of advisors in inclusive 

education and life-skills programmes had exceeded the target for the programme 

period. Counselling rooms and furniture were provided to some schools. Safe playing 

areas were created and equipment provided to 30 schools. It was recommended that 

the teaching load for teachers providing counselling services be reduced. 

Component 4: Strengthening accountability. This component, which focuses on 

both improving and disseminating school performance to the public, was assessed as 

on track to achieve its objectives. The Education Management and Information 

System (EMIS) had trained all District Education Officers (DEOs), head teachers and 

school statisticians so as to improve the quality of school statistics. The EMIS 

Division was disseminating annual key performance statistics to education 

stakeholders by district, level of education and by school. Further, information on 

learner performance (Standard 7 to Form 2) and school rankings was available. The 

computerisation of EMIS needed to be fast-tracked. Implementation of disseminating 

information on the responsibilities of head teachers and DEOs was still in the process 

of approval. It was recommended to urgently speed this up. 

Budget execution, disbursement and utilisation of funds were assessed as on track 

despite significant delays in the procurement of textbooks. It was recommended that 

clarity on procedures or ceiling amounts for reallocation within activities and across 

activities to deliver a certain project output would speed up implementation. GPE 

financing was disbursed into the main revenue account of Government, the People’s 

Bank of Zanzibar and reflected in the Medium-Term Expenditure Framework. The 

ineffective costing and budgeting of activities and inputs had created challenges for 

smooth implementation of the programme. 

Programme management and administration. According to all involved parties, 

with Sida as Supervising Entity and UNICEF as the programme’s coordinating entity 

it appeared that the management, supervision and coordination arrangement worked 

smoothly, although UNICEF’s role and tasks in the GPE support was less clear.  

Summary and conclusion. By mid-term, the GPE programme implementation had 

experienced some delays due to the lengthy procurement process of materials like 

textbooks; capacity bottlenecks in a number of areas like curriculum development; 

the slow approval process of key documents like on minimum standards for primary 

and secondary education and on school management responsibilities. Despite the 

delays and constraints faced, the overall programme implementation was assessed as 

having been satisfactory. 
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 3 Findings 

3.1  RELEVANCE  

 

Alignment with Policy. The four components of the GPE programme directly 

support the policy goals of the RGZ as set out in Zanzibar Vision 2020 and MKUZA 

II, particularly the objectives of attaining universal basic education and ensuring 

equitable access to quality education. More specifically, the expansion of TUTU 

centres and increasing qualified pre-primary teachers aligns with MKUZA II core 

strategies of creating ‘broader participation and diversity in Early Childhood Care 

and Development programmes and ensuring equitable access to quality pre-school 

education for all appropriate aged children.13 

The improvement of teaching and access to learning materials implemented through 

Minimum Achievement Standards (MAS), “hard topics” training, textbook and other 

equipment provision supports the MKUZA II objectives to ensure equitable access to 

quality primary school education for all primary aged children. The safe learning 

environments component, enacted through various training interventions on inclusive 

education and counselling as well as provision of playground and classroom 

equipment contributes to the MKUZA II strategy to “Ensure that inclusive education 

and active learning is effectively practiced in schools”; while the strengthening of 

accountability through leadership training supports the Vision 2020 objective of 

promoting school-based management.  

In terms of alignment with administration systems, the GPE programme was 

managed by departments and units within the Ministry. Funding was disbursed 

through the governments national revenue account and its expenditure monitored in 

government’s Medium Term Expenditure Framework. Government procurement 

processes were used for purchasing services and products, which sometimes led to 

lengthy bottlenecks and delays. Textbook procurement and contracting consultants to 

develop the curriculum were notable examples of poor procurement processes which 

slowed implementation.  

                                                 
13

 MKUZA II, (pp. 89-90). 

Is the intervention in tune with development policies and administrative systems of 

the Zanzibar Government (MKUZA, ZEDP)? 

Were programme objectives and activities relevant to the specific needs and 

priorities of the Education Sector and its beneficiaries? 

Were the activities and outputs of the programme planned consistent with the 

planned impacts and effects?   
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 What were the methodologies and approaches used by the MOEVT regarding 

teacher and management training?   

What has been the effect? What do the beneficiaries of the trainings perceive to 

be the effects on themselves? 

What were the major factors influencing the achievement or non-achievement of the 

objectives? 

 To what extent is the identified development the result of the intervention rather than 

of exogenous factors? 

 To what extent has the programme adapted or been able to adapt to changing 

external conditions (risks and assumptions) in order to ensure benefits for the target 

groups? 

Is the TUTU -modality effective? 

Relevance to the specific needs and priorities of the Sector and its beneficiaries. 

In the view of key informants across departments as well as beneficiaries 

interviewed, the GPE activities were highly relevant to the specific needs and 

priorities of the education sector. TUTU centres are appreciated by teachers and 

parents for providing early childhood education perceived to be equivalent to pre-

primary classes in remote areas, and for reducing the pre-primary class size in 

overcrowded areas. Inclusive education training and equipment provided through 

GPE has increased the capacity of schools and the examination council to serve 

learners with special needs, addressing MDG/SDG and ZEDP goals. Teacher and 

leadership training interventions contribute toward the improvement of quality and 

educational management.  

Consistency of the activities and outputs of the programme with the planned 

impacts and effects. Given the budget and time allowed within the GPE programme, 

the training interventions and 

other activities were consistent 

with the planned impacts and 

effects. With the exception of 

Early Childhood 

Advancement Certificate 

Programme (ECACP) the 

emphasis was on shorter 

trainings involving as large a 

number of participants as 

possible, rather than longer, 

in-depth training. 

 

3.2  EFFECTIVENESS 

 

Source: MOEVT EFA report  2015  
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Using a simple assessment approach whereby each sub-programme is given equal 

weight, it can be said that the GPE programme has been effective in delivering on 

the programmes of Component 1: Expanding and Strengthening Pre-primary (two 

objectives and 6 programmes); partially effective on Component 2: Improving 

student performance (two objectives largely achieved and two partially achieved); 

only partially effective on delivering on Component 3 Creating a safe learning 

environment (with three objectives and 9 programmes all partially achieved except 

one which was not reported upon) and poorly achieving on the programmes of 

Component 4: Strengthening the accountability of the education system (with two 

objectives and 3 programmes with limited evidence for two of them).  

Table 2 below illustrates this assessment and further details on the programmes’ 

achievement are found in Annex 4. The limitation of the evaluation approach adopted 

here is that the delivery of a single target programme, such as installing safe play 

areas in 90 schools (A 4.1.2), is given equal weight to another programme, such as 

training all primary teachers in using the new curriculum, textbooks and learning 

materials (D2.1.3) which requires a very different level of effort. In absence of a 

weighted monitoring system, this is a superficial assessment. 

Table 2:  Effectiveness of GPE by level  of  Achievement  by Objective  

Objectives 

 

Level 

Achieved 

Component 1: Pre-Primary Education 

G.1: Expand and strengthen TUTU Centres. 

(3 target programmes) 

Largely 

G.2: By 2016, all Pre-Primary teachers are trained in Pre-Primary teaching 

methodologies. (3 target programmes) 

Largely 

Component 2: Improve student performance 

G.3: By 2016, the number of un- and under-qualified teachers is reduced. 

(Two target programmes) 

Largely 

 

G.4: By 2016, in both Primary and Secondary schools teachers are using 

minimum learning standards to assess student achievement and adjust 

teaching accordingly. (One target programme) 

Largely 

 

G.5: By 2016, the necessary textbooks and teaching and learning materials 

for the new primary school curriculum are being used effectively in all 

schools. (One target programme) 

Partially 

G.6: By 2016, school, mobile and community libraries will be developed 

and equipped, which along with the central library will promote a culture 

of reading.  (Two target programmes) 

Partially 

Component 3: Create a safe learning environment  

G.7: By 2016, the admission rate (for 4 year olds) in pre-primary 

Government schools has increased. (One target programme) 

Partially 

G.8: By 2016, all primary and secondary schools have an effective school 

counselling system in operation. (5 target programmes)  

Partially 

G.9: By 2016, teachers are able to support children with special needs and 

specialist learning materials are provided to those children who require 

them.  (3 target programmes) 

Partially 
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Component 4: Strengthen the accountability of the education system 

G.10: By 2016, both school management and school performance relative 

to basic education standards have improved.  

(2 target programmes ) 

Weakly 

G.11: By June 2014, EMIS data on school performance is disseminated to 

the public annually. (One target programme) 

Partially 

 

The methodologies and approaches used by the MOEVT and the effects of 

teacher and management training.  

Almost all of the GPE training interventions, for teachers, mentors and school 

leaders, were implemented through Teacher Centres, utilizing a training of trainers 

approach. The use of teacher centre staff and resources to implement training 

programmes also increased the likelihood of sustainability, since the trainers will 

continue to work with schools and teachers on a regular basis and can thus reinforce 

the trainings. However, the length and methodology for each training programme was 

unique, and follow up mechanisms varied.  

Component 1: Teacher Training for Pre-primary. Given the need to both fast-

track the expansion of pre-primary education while strengthening it, the Ministry 

adopted various approaches to training pre-primary teachers. Under GPE, these 

included training community selected mentors on facilitating pre-primary classes 

supported by pre-primary radio programmes; training qualified primary school 

teachers to become pre-primary teachers as well as upgrading unqualified pre-

primary teachers through a certificate programme known as ECACP; and finalizing a 

pre-primary pre-service curriculum for new pre-primary teachers. 

i. TUTU mentor training, provided to a total of 240 mentors, occurred in two 

phases (8 days in year one followed by variable day trainings in year two or 

three) and included demonstrating radio programmes to children, uses of 

radio programme guides, teaching with a team work, creating local teaching 

and learning materials, dealing with children with disabilities and child 

protection. Mentors 

were trained to 

facilitate the learning 

(supported by mentor 

guides) provided by 

radio programmes 

broadcast three times 

a week via Zanzibar 

Broadcast Corporation 

(ZBC). The radio 

programmes for year 

two pre-primary 

classes remains 

uncompleted as the 

finalization of the 84 
Changawe TUTU Centre ,  Pemba  
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lessons and mentors guides will be done after the completion of a formative 

evaluation. Broadcasting for second year TUTU programmes were still being 

discussed with ZBC.                          

Implementation has been slower than expected because of the obsolete 

recording equipment, the delay in approval of budget requests, and the 

formative evaluation was stopped because of school closures. Given the 

tenuous financial positions of mentors there is high attrition rate, which 

creates a never-ending demand for training of new mentors. 

ii. Early Childhood Advancement Certificate Programme (ECACP) 

was designed as six Self-Directed Learning Modules (SDLM), focusing on 

six themes: Child Development, Classroom Interactions and Behaviour, Play-

Based Learning, Making and Using Teaching & Learning Materials, 

Assessment and Reporting, and Barriers, Development and Participation of 

Children in Learning. All six modules include guidebooks and a video with a 

power point presentation to guide the group through the module’s activities. 

The development of the first three modules was started under other 

programmes prior to 2014, but GPE funding allowed completion of the 

development of the three final modules and the actual implementation of the 

training. In the first phase (2014 and 2015), teachers gathered at the teacher 

centres twice a week (one week day and one weekend day) until they 

completed the 583 hours of training in all six modules. In this way, the 

teachers continued teaching and practicing throughout the training period. 

Some 335 teachers were trained in this way.  

In the final year of implementation (2016), the Department of Teacher 

Education realized that there would not be time to complete training for the 

next batch of teachers if the same method was used, so they changed the 

modality: teachers left their schools and attended training five days a week for 

a month to complete the first three modules, then they returned to their 

schools for field practice, with observation and feedback for one month. After 

this, they returned to training full time to complete the three remaining 

modules. Some 220 teachers were trained in the second phase. Assessment of 

competency was based upon individual assignments, class observation 

assessment and a final examination set by the Zanzibar Examinations Council 

in July 2016. Concerns were raised by members of ZESC on how the ECACP 

SDLM modules align with the new pre-primary teachers’ certificate 

curriculum. It was noted that the pre-primary sector strategy needs to be 

considered and documented14.  

An MOEVT evaluation study (November 2016) on 113 schools with pre-

primary classes involving 174 pre-primary teachers and 6,334 pre-primary 

pupils concluded that the ECACP training had brought about “great changes 

of the graduates on their mode of classroom teaching”. 78% of the pupils 

                                                 
14

 Minutes of 9th Steering Committee Meeting of GPE Project, May 2016 
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were competent in counting and reading, while only 36% were able to write. 

This according the report, mostly appeared in over-sized classes15. 

The Sida Evaluation surveyed 25 pre-primary schools, attached to primary 

schools, 15 in Unguja and 10 in Pemba. Nearly half of the teachers who 

received pre-primary training perceived that they gained teaching skills and 

knowledge, while several also reported gaining confidence in their work. Less 

than 1/5 of pre-primary training participants reported negative comments on 

the training, the main critique being that the training was too short. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

iii. Pre-Primary training on textbooks. 460 pre-primary school teachers have 

been trained on the use of children’s books based on the new curricula. Initial 

delays were experienced because of postponements in development of the 

curricula. It was recommended that instead of waiting for newly published 

pre-primary books to give teachers training, existing books should be used, as 

the skills taught would be applicable to all books16. Whether this strategy was 

applied is not known. 

A related issue is delays in developing the new curricula for pre-primary and 

a pre-primary teacher certification course.  The budget for this assumed ZIE 

had internal capacity, but a consultant needed to be hired. The 2015 Progress 

Report noted, “The process needs reallocation of funds to cover the real 

costs”.17  

In terms of overall effectiveness of the methodology and approach of the Ministry in 

training quality pre-primary teachers, it can be concluded that it was effective in re-

orientating primary teachers and capacitating existing unqualified pre-primary 

                                                 
15

 July-Sept 2016 GPE Progress Report 
16

 Minutes of 8th Steering Committee Meeting of GPE Project, Jan 2016. 
17

 July-Sept 2015 GPE Progress Report 
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teachers and mentors to a certain extent. There is a concern raised elsewhere, that due 

to the primary curriculum being overloaded (particularly with the abolition of 

Standard 7), some topics have shifted down to the pre-primary curriculum, which 

may not be appropriate for such early grades. Some argue that the pre-primary 

curriculum is also overloaded and that it emphasises knowledge acquisition, 

encouraging teachers to use rote-learning techniques, rather than more active 

approaches more suitable for young children18. Overcrowded classrooms further 

complicate the ability of teachers to implement the early childhood pedagogy 

proposed in official policy documents. 

Component 2: Teacher Training for Improved Pupil Performance. By training 

teachers to teach to universal minimum achievement standards and providing 

additional in-service training on difficult topics in mathematics, science and English, 

the Ministry hoped to improve primary pupil performance across all subjects.  

i. Using GPE funds Minimum Achievement Standards (MAS) were introduced 

at primary level and developed for secondary level. They are perceived by 

teachers to clarify the boundaries of topics, that is, what aspects of a topic 

should be taught at each grade level. The use of achievement standards is also 

meant to support the teaching and student mastery of the steps toward 

achievement of learning objectives, that is, competences. However, a review of 

a sample of the achievement standards revealed that not all of the standards are 

effectively competency based (for example, mastery of English greetings is 

defined as “ to pronounce correctly” rather than to use appropriately in context; 

also many of the standards are topic based rather than conceptual, which lends 

itself to recall rather than competency.) See Annex 5 for further details on 

curriculum strengths, areas in need of strengthening and areas for capacity 

building specific to curriculum development. 

Once the standards were published, 

training on their use in teaching and 

learning was offered in a workshop 

for in-service teachers and teacher 

centre staff together. The 

Examinations Council felt that 

involvement of teachers in 

development of the pilot 

assessment tool for achievement 

standards contributed to 

strengthening teachers’ 

understanding of assessment of 

student learning.  

By January 2016, 3,383 primary school teachers were trained on how to apply 

minimum achievement standards. In addition to teachers, there were 34 TC 

subject advisors and 282 primary school head teachers trained19. By Sept 2016,  

a further 504 primary Standard 1-4 teachers, 479 Standard 5 teachers and 963 

                                                 
18

 Barlett 2014 in Zanzibar Education Situational Analysis. 
19

 Minutes of 8th Steering Committee Meeting of the GPE Project Jan 2016)  

Brai l le machines used in Primary Classes in  
School,  Unguja  
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Standard 6 teachers had been trained on using the new primary education 

curriculum, textbooks and learning materials including 34 TC subject 

advisors20. The intention was to train all Standards 1-6 teachers so if a total of 

5611 primary teachers were trained. This indicates approximately 91%21 

coverage of all teachers at this level over the three year period, which is a 

significant achievement. 

Using questionnaires, un-structured interview protocols and an observation 

checklist, a follow-up evaluation was conducted by the Ministry in late 2016. 

The results show that 86% of teachers use achievement standards effectively. 

Only 14% need to be supervised by head teachers to use achievement standard. 

Students' ability to perform complex domains (sic) was seen to be strengthened 

and teachers’ capacity on syllabus analysis has been upgraded22.  

 

 

 

 

 

 

 

 

 

 

The Sida Evaluation’s survey on GPE interventions’ impact on teacher 

practices and student learning covered 285 teachers working in 12 primary 

schools in Pemba and 18 schools in Unguja. Some 229 of them (80%) had 

participated in one or more forms of GPE programme training. The largest 

number (116) had participated in training on the Minimum Achievement 

Standards. In addition to rating the training, over 50% of these participants 

commented that they had positively gained from the training, mentioning 

benefits such as learning new teaching strategies or skills and increased 

knowledge of their subject area. At least one correlated this with an 

improvement in her students’ performance. One participant reported “I am now 

using participatory teaching method more than theory” while another stated, 

“The training has made me to become more creative.” Less than 16% of MAS 

                                                 
2020

 July-Sept 2016 GPE Progress Report 
21

 Based on total primary teacher numbers in 2015 Figure 17 in Zanzibar Education Statistical Abstract 
2015/16 

22
 July-Sept 2016 GPE Progress Report. 

0%

5%

10%

15%

20%

25%

30%

35%

40%

Minimum Achievement Training Effective? n=108 

Disagree Not satisfactory Agreed Very appropriate Excellent Don’t Know 

Source: Sida Evaluation Survey  



 

30 

 

 

training participants added negative comments on the training and the majority 

of these stated that the training was too limited or too short.  

ii. The “hard topics” training for upper primary was based on a needs assessment 

in the subject areas of science, mathematics and English. This training was 

originally planned to be led by the Department of Teacher Education itself in 

extensive face-to-face trainings, but due to budgetary constraints, was led by 

the subject advisors at Teacher Centres instead. All trainees were trained in 

“English Language as a Media of Instruction” as well as their specific subject 

area for ten days23. This training was followed up in the form of a TC or sub-

cluster meeting to discuss challenges and successes at least every three months 

afterwards. Some Teacher Centres reported that this follow up is still 

happening, while others reported there was no formal follow up.  

 

While the relevance of this training was high in terms of the needs assessment 

done to identify which topics required attention, the timing of the training just 

before the introduction of English-medium textbooks and curriculum reduced 

the potential impact of the intervention; i.e. in retrospect, training teachers on 

the difficult topics with the related English technical vocabulary could have 

been more relevant to teachers’ needs and cost-effective for student-learning. 

 

 

Teacher Centre coordinators reported that they have seen teachers expanding 

the use of resources used to address difficult topics and many of the 51 teacher 

respondents on the survey who partook in difficult topics training were neutral. 

Only about one third of participants in this training commented specifically on 

gaining teaching skills and knowledge, and one quarter perceived the training 
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negatively, as being too limited and in some cases, lacking necessary 

equipment or materials.  

 

Overall, the number of teacher participants in all of the training programmes 

who reported they are using new techniques or skills as a result of the training 

is low (just under 50%), and the most common constraint mentioned by 

teachers was that the trainings were too limited or too short. This suggests that 

the impact of programme interventions may be less than hoped for at the 

classroom level.   

 

 

iii. Great emphasis was placed on Inclusive Education training which was 

offered through the teacher centres to selected teachers and schools in three 

phases throughout the GPE term. In 2015 advisors and resource teacher, 

received 30 days training on Sign Language and Introduction to Braille.  The 

trainees who participate in this training later on were selected by MOEVT to be 

Inclusive Education and Life Skill Advisors and resource teachers. Each TC 

now has an inclusive education specialist. Over the three years of the GPE 

programme, various trainings occurred, sometimes on weekends, covering 

topics specific to visually impaired instruction, special needs and counselling.  

At least one teacher per school received training on counselling, while the 

training on more specific needs (e.g. for the visually or mentally challenged) 

focused on target schools. School counsellors met relatively frequently on the 

challenges facing pupils, including gender sensitive training, HIV and Aids, 

sexual and reproductive health, child abuse, sodomy and early pregnancy. 

A total of 892 teachers were trained on Inclusive Education and Life Skill 

responsive pedagogies during the three years. Approximately 11,000 teachers 

received gender specific training. Additionally in 2015, some 3,416 female 

students from primary and secondary schools participated in life skills and 

gender awareness programme. In 2016, senior management and others from 

related departments, a total of 70 participants, participated in training on the 

challenges facing counsellors in schools. In the same year, 126 school 

Inclusive Education Unit ,  Pemba.  
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Source: Sida Evaluation Survey  

counsellors were trained on HIV and AIDS and Sexual Reproductive Health 

knowledge and counselling methods24. 

The Ministry considers this teacher training very effective. Some 80 schools 

including primary and secondary schools were visited to assess teacher 

performance on how they apply their training but the report has yet to be 

released25. Inclusive education topics have started to be integrated in the 

preservice diploma course offered by the University College of Education 

Zanzibar (UCEZ) and SUZA.  

 

iv. A strategy to improve learner academic performance by the Ministry was to 

promote a reading culture by distributing books to national and school libraries 

and training school librarians. Some 600 of the planned 800 teacher librarians 

were trained in 15 training programmes. Additionally, two two-day workshops 

were conducted with 40 librarians from different institutions, such as TCs, 

Universities and Colleges each on Pemba and Unguja. An indicator of 

effectiveness was that some 960 children participated in 24 library 

programmes. The average number of children visiting libraries and borrowing 

books after attending the programme was 29 children per month. 

 

By May 2016, some 12,907 books were distributed to 54 school libraries in 

Pemba and 12,025 books to school libraries, TC and Colleges in Unguja. The 

number of schools receiving books doubled because other partners (Book for 

Africa, Children International and Book Aid International) contributed more 

books than initiated planned for. By Sept 2016, 13,000 had been books 

distributed to the libraries of 130 primary and secondary schools of Unguja, 

and 10,000 books distributed to 50 primary and secondary schools of Pemba.26 

In sum, this GPE activity is rated as highly effective by stakeholders. 
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Component 4: In order to improve system accountability, leadership training for 

more effective school management was another objective of GPE activity.  

 

The leadership training, which included head teachers and DEOs, also utilized the 

teacher centres. The training was provided in a brief three-day workshop. Participants 

also received a printed guideline for further reference after the workshop. Key 

informants perceived the training to be relevant to the extent that it clarified the 

expected roles of school committees and heads of schools; however, it was seen as an 

introductory course, which needs further follow up, particularly given that most head 

teachers are regular teachers who have been promoted without receiving any 

administrative training. In addition to needing more in-depth leadership training, 
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school leaders, DEOs and Local Government need a clear understanding of the 

implications of the national drive for decentralization of management to local levels.  

Factors affecting achievement and non-achievement of objectives:   

GPE objectives in teacher training were largely achieved with some variation in 

the numbers of teachers trained (in some instances over-achieved). In terms of the 

effectiveness of the training in changing practices and improving student learning, 

some anecdotal evidence of increased use of resources, improved school environment 

from counselling and improved planning by teachers was shared by key informants. 

The mainstreaming of inclusive education through teacher training was held up as a 

success by a number of informants.  

However, issues were raised about the shallowness of the trainings, if teacher 

practices are to be fundamentally transformed. A number of informants reported that 

long-term training, particularly training that involves a practical phase followed by 

further reflection and training, is more effective at inculcating new practices than 

short trainings. This was in particular reference to the introduction of the new 

curriculum and hard topics training coinciding with English as the medium of 

instruction for Std. 5 and 6.  

Interviewees noted that the overloaded primary curriculum (particularly since the 

abolition of Standard 7) has led to some topics shifting down to the pre-primary 

curriculum, which may not be appropriate for such early grades. Further, in terms of 

their experiences on the ground, interviewees from the inspectorate note there may be 

a change in teaching methodologies but the pace of teaching is not changing and 

many teachers are very slow in completing the curriculum27. 

Some question the relevance of the competency-focused learner-centred approach 

promoted in the new curricula and teacher training as it does not recognize the 

teaching and learning context in many Zanzibari schools. Teachers struggle to 

implement this approach with overcrowded classes28. The Teacher Education 

Director, Pemba noted that as many of the new pre-primary teachers, have a primary 

preservice background, which is typically not child or play centred, they tend to use 

their old practices. The topic-based organisation of the pre-primary curriculum also 

lends itself to teacher-led content coverage rather than play-based inquiry learning. 

Insufficient training on developing teaching and learning materials also means many 

teachers still do not know how to use these in the teaching process. Another 

detracting factor is that between 30-40% of pre-primary teachers are volunteer 

teachers hoping for a full time post with the Ministry at some point29.  

Many Teacher Centres (TCs), a cornerstone in the training of trainers’ model 

adopted, were empowered by the GPE programme. Advisors welcomed the new 

trainings, particularly on “hard topics” and the establishment of new TC personnel on 

pre-primary and inclusive education (IE). The new approach to IE which is now 
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integrated across other divisions was commended but the IE & LS Advisors are still 

unable to prepare assessment of learners with special needs (other than braille and 

large print for the Standard 6 national exam) as they lack resources.  

The Teacher Centres in general were very under-resourced given their development 

role, with training budgets reliant on TZS 1000 annual contribution from individual 

teachers, some without internet to support ICT training, and a single vehicle to cover 

more than 50 schools30. Some TCs, felt excluded by the GPE programme as they 

were not aware of the different steps in assessing MAS; apparently in Pemba, ZIE 

used their own trainers whom they drew from secondary schools to train primary 

teachers without involving subject advisors, which limits their support of MAS in 

schools. One TC reported that their subject advisors were not involved in the GPE 

school-based inclusive education training. 

An espoused target of Component 4 was to improve sector accountability both 

internally to improve the Ministry’s performance against programme goals and to the 

general public. A new policy shift is the devolution of governance to the districts and 

local structures with the national Decentralization Strategy on the national agenda for 

some years but officially launched in 2017. Through Component 2, the TCs have 

been strengthened with additional subject advisor expertise and staff. Due to changes 

in staff at central MOEVT, expected improvements in school management and 

administration never seemed to materialize. The indicators of monitoring the pace 

of curriculum implementation; assessment of management; inspection Reports on 

student dropout rates were never shared. The training for school heads and DEOs on 

their management responsibilities experienced numerous delays and was only 

undertaken in the last half of 2016 with mixed reaction to its effectiveness. The 

number of head teachers and DEOs covered by the training was never clarified. 

A second goal of Component 4 was improved accuracy of EMIS data and sharing of 

information on school performance to the public. The EMIS Statistical Abstracts, 

running two years behind schedule (unlike Tanzania mainland which reports 

individual data on 25,000 schools within 6 months of collection) has limited use as 

monitoring and evaluation tool and less so for the general public who are not 

interested in district averages that fail to reflect the reality of teaching and learning in 

the schools in their communities. The Ministry holds the position that there is a 

surplus of primary teachers (based on the average statistics) but also admits teacher 

deployment is a “big problem” and “learners have told us they do not enjoy our 

pupil/teacher ratios31”. 

Given the crucial role of DPPR in managing project oversight, on the surface and 

based on the availability of data and reports shared, this was only partially effective. 

(Refer to Limitations for detailed issues with using the data to monitor the GPE 

programme impact). Monitoring and evaluation data on the GPE implementation 

was fragmented and often incoherent. It was difficult to piece together final 

outcomes on certain activities as implementer reports were missing32 and the annual 
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reports did not necessarily report cumulatively on objectives achieved. A theme of 

the minutes of the GPE Steering Committee was that activities had not been properly 

budgeted and either had to be dropped (e.g. the mobile library) or funds reshuffled 

from other line items. As the Ministry becomes more skilled in planning such 

activities this challenge is likely to diminish. A gap in the GPE programme’s 

monitoring is the lack of engagement with the inspectorate in strengthening school 

and system accountability and checking the quality of what was being implemented 

in the programme. 

 

Extent to which development was the result of the interventions: It is likely that 

both the hard topics training for Standards 5 and 6 and the use of the Achievement 

Standards along with the provision of textbooks for every school contributed to the 

percentage of students with moderate and full passes on the DTE learning 

assessment. All of these were GPE programme interventions. However, there is no 

baseline data to confirm growth in student learning. Additionally, there is now 

widespread awareness among teachers and schools on inclusive strategies in 

supporting children with challenges. 

The accomplishment of training 350 pre-primary teachers was mainly reached 

through GPE funding, but was also achieved through the support of Dubai Cares, and 

further, ongoing training in the making and use of child-friendly, local resources is 

further supported by Madrassa Early Childhood Programme– Zanzibar (MECP-Z), 

targeting 900 teachers in 4 years, of which 200 are pre-service. Additionally, MECP-

Z provided pre-primary training not only to pre-primary teachers in some public 

schools but also to lower primary section leaders. The re-training of primary teachers 

to be pre-primary started with other donors earlier (USAID, then UNICEF), but was 

only completed with GPE funding. Over half of TUTU Centres were established by 

USAID with the RISE programme and are now supported by the MECP-Z. At the 

time, GPE was the only provider of leadership training for school leaders. The 

strengthening of sector accountability has been an ongoing objective of Sida (outside 

of GPE) since 2009, particularly with regards to EMIS. 

In sum, while GPE can be said to be effective in contributing to the education 

reforms, the extent to which it can be measured is hindered by the lack of monitoring 

and evaluation of key indicators (indicated in the GPE results framework) and data 

for end-term year (2016).  

 Box 3: The Office of the Chief Inspector of Schools 

The inspectorate section needs more autonomy and independence.  The reports 

now have some comments and opinions but not completely structured. They have 

no power to take action or even to request if action has been taken. They have no 

feedback on what is being done to address their reports. Our Department, for 

example, has never received the reports.  We do not know at what level of the 

MOEVT the reports get distributed.  Teachers may get suspended or transferred 

but we have never heard of a case where they are fired.  

Informant Interview, July 2017 
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To what extent has the programme adapted or been able to adapt to changing 

external conditions (risks and assumptions) in order to ensure benefits for the 

target groups? 

A critical adaptation of the programme was the realization that the Ministry did not 

have sufficient internal capacity to develop the new primary and secondary 

minimum achievement standards, implement it in all schools and assess the impact 

on learners within three years. In adjusting to this, ZIE commissioned external 

consultants to assist with the curriculum development and design of textbooks; only 

1799 teachers (primary and lower secondary) were trained and ZEC focused on a 

piloting examinations on four subject areas - (English, Kiswahili, Science and 

Mathematics) and for three levels for each subject (Standard 3, 4 and 5) in 30 schools 

instead of all subjects and standards as originally planned. On the other hand, 

Teacher Education realized that by compromising on tea and lunches, they could 

train 900 upper primary teachers on “hard topics” instead of the 450 originally 

planned33. A constraint faced by a number of the GPE activities is that they were not 

properly budgeted and targets had to be lowered or funds reallocated from elsewhere 

(such as the mobile library which was dropped for its lack of feasibility). 

One district has a problem of frequently losing trained TUTU mentors when they get 

married. So the second district specifically targeted already married women for 

mentor training, and their retention rates are much higher. In some communities 

which were unable to complete their buildings, the community has been successful at 

getting financial support from House Representatives or other leaders, at the 

prompting of MOEVT.  

Is the TUTU modality effective? 

TUTU Centres are highly popular as a pre-primary modality with most informants 

interviewed. All interviewees agree that as a temporary measure, TUTU is 

effective. They provide multiple benefits – mobilising community engagement in 

education, reaching remote communities with access to pre-schooling at negligible 

costs, and allowing government to comply with its provision of “compulsory” free 

pre-primary education among others.  

The quality of TUTU teaching and learning varies widely. Sometimes parents prefer 

TUTU Centres to pre-primary schools as the pupil/teacher ratios are lower and the 

mentor is from the same community and has a similar value system. Parent, teachers 

and head teachers interviewed through focus group discussions reported that the 

children from TUTU centres are equally prepared for Standard 1, compared to 

students from pre-primary classes. Actual assessment data of students’ readiness 

upon entering Standard 1 is lacking.   

The quality and frequency of monitoring TUTU Centres seems ad hoc. It is the 

responsibility of TUTU Coordinators based in the districts but they lack budgets and 

vehicles to visit centres. Officially Centres are monitored twice annually. The Pre-

Primary and Primary Department is responsible for the TUTU centres (to see that 
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“they have enough mentors and are running”) but there is no official system for 

keeping track of, maintaining or replacing equipment and facilities. Some centres’ 

construction has not been completed by communities; some centres’ equipment (e.g. 

radios) are no longer working. The internal ministry budget (apart from GPE) only 

covers occasional chalk, manila sheets, and exercise books. The TUTU centres 

usually lack latrines and wash facilities, thus limiting their capacity to teach young 

children hygiene, a critical feature of early childhood education. 

Officially 240 mentors have been trained, at least in two phases, to administer these 

centres, but some say they received initial training but no further development since 

2014. Others have been included in government pre-primary training and others 

supported with training in creating locally improvised teaching and learning materials 

by MECP. The low monthly allowance paid to mentors, less than 15 USD, affects 

their motivation and continued permanence in their positions. Many, being young and 

female, leave to get married. Some mentors’ allowances were paid out a year late 

which mitigates the effectiveness of the intervention. “Mentors are always 

complaining about their allowances34”. 

Some indicate a frustration with the radio programme- “the radio programmes are too 

short, and if you didn’t hear something, too bad, there was no way to repeat it”. The 

government had provided them with textbooks that year (by subject, e.g. science, 

Swahili, maths) – however, the Evaluation Team judged that the textbooks did not 

look like they were made specifically for pre-primary age.  Broadcasting the radio 

programmes has been a challenge; sometimes the radio programmes are replaced by 

other programmes. MOEVT itself is not allowed to have its own broadcasting 

channel, but institutions can, so ICT is planning to partner with new SUZA studios. 

They would also like to move from radio programmes only to multimedia or 

animated/TV programmes. 

The TUTU’s most often touted strength, improving free access to pre-primary 

education, is having a limited impact. Based on the 2012 population census 

projections, over 83,000 children should be in pre-primary schools in 2016.  In 

2017/18 some 25,424 children were enrolled in government pre-primary schools 

while 37,294 children (59%) were in private pre-primary schools35. In 2016, 4,911 

children were enrolled in the 120 GPE funded TUTU centres including 2,442 girls. 

This represents approximately 6% of pre-school aged children. 

Pre-primary gross enrolment rates dropped from a high of 39% in 2011 to 30% in 

2015 which is counter-intuitive as “free” pre-primary schooling was introduced in 

201536. The expectation was an increase in enrolment at this level. Gender parity 

declined for girls from 1.02 to 0.9 between 2014 and 2015.37 Nevertheless, the TUTU 

Centres are often in areas where there are no other options for remote communities. 
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Table 2 .  Pre-primary Provision,  Zanziba r 2002-2015  

Book obtained at  TUTU Centre  on Mathematics.  

 

 2005 2006 2007 2008 2009 2010 2011 2012 2013 2014 2015 

Tutu centres 0 0 45 126 126 178 179 152 176 223 260 

Private pre-schools 180 160 236 209 205 211 213 223 244 244 246 

Government preschools 25 25 25 26 27 27 29 30 34 35 31 

Source: Zanzibar Education Situation Analysis 2015 (All TUTU centres covered beyond GPEs) 

 

The sustainability of the service, despite the qualifications that the modality is 

transitory, have yet to be addressed and the quality of education being provided is 

debatable, particularly in the more remote sites. Once government primary schools 

have opened pre-primary classes, TUTU centres are expected to be dissolved where 

they are no longer needed. A transition plan for the opening of pre-primary classes 

and closing the TUTU centres, including the implications for mentors, is needed. It 

was mentioned in a focus group discussion that enrolment in TUTU centres is 

sometimes negatively impacted by community conflicts (e.g. political conflicts or 

religious differences). Problems such as broken radios, lack of facilities (see 

Shamiani TUTU Centre Box above), high mentor attrition, under-qualified mentors, 

and variable radio broadcasting slots indicate a rethink of the modality is needed. 
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3.3  EFFICIENCY 

 

What can be done better to improve efficiency and learning in those centres 

(resources, instructions etc.)? What do the teachers that participated think? 

On a macro scale, greater efficiencies could be achieved if the pre-primary curricula 

is universal and integrates the best practices of the Early Childhood Advancement 

Certificate Programme (ECACP) programme, and the Madrassa Early Childhood 

Programme- Zanzibar (MECP-Z) into a pre-service certificate course offered by the 

Teacher Training Colleges and/or SUZA. Additionally, given that the MOEVT will 

continue to require an expanding number of teachers as it rolls out pre-primary 

education for all, it should consider supporting the MECP-Z and MOEVT 

bridging programme that allows previously trained (volunteer) teachers to become 

more qualified. This would address the low skills levels of its mentor teachers and 

allow the Ministry to build up a critical mass of needed teachers from an already 

established base at relatively low cost. 

Other inefficiencies mentioned by informants refer to the fact that many of the TUTU 

radios are broken and getting them fixed is a problem; sometimes the mentors 

have to come all the way to TC to charge the radios. Mentors suggested that the 

length or frequency of the radio programme should be increased and ideally make 

them more interactive. There is limited monitoring and evaluation of TUTU 

Centres as it is not supported by a budget and doesn’t fall under the mandate of the 

inspectorate. This affects the quality of learning in Centres.  

The ICT Unit is considering other multi-media modes of delivery in the TUTU 

Centres and this should be explored further. There are a number of initiatives using 

android phones to deliver inter-active teacher development materials on and off-

line, updated centrally which Ministries of Education in Swaziland and South Africa 

are piloting in some schools38. These allow the Ministry to track teacher and pupil 

attendance as well as monitoring the competence levels of teachers in specific 

subjects and the time spent on subject activities in real time. This would be more 
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effective than the radio programmes and cost efficient in terms of monitoring and 

teacher training. 

Despite the overall effectiveness of Component 2 in delivering its planned 

programmes; more substantial gains in efficiency and learning in schools would have 

been achieved if the teacher training initiatives had been supported with the provision 

of the necessary textbooks at the same time. The difficult topics training was given 

before the new textbooks came out in English, so then when teachers got the new 

English medium textbooks, they were lost again, as there was a lot of language they 

couldn’t understand. There were also issues with the level of English used in the 

textbooks. A subject advisor noted that the standard 5-6 science textbook uses the 

same language as the Form 4 textbooks i.e. there is no language simplification.  

Another factor impacting on efficiency issues is targeting training to the appropriate 

teachers. A subject advisor noted that although the “hard topics” may have changed 

teacher practices, re-deployment was a problem – as some who were trained were 

later transferred or changed subjects and then newcomers were not exposed to the 

training. Additionally, other subject trainings were ignored, such as geography, 

where teachers received the textbooks but had little orientation on the implications of 

the new curricula. On teacher training, practicalities were not always thought through 

such as ensuring that all TCs have the required ICTs for the training as not all centres 

have the equipment, so training didn’t always suit the centres’ environment. 

Were the programme’s resources managed in a transparent and accountable 

manner? 

Drawing from various sources, including informant interviews and the mid-term 

review, amongst others, there is agreement that the programme’s resources were 

managed in a transparent and accountable manner. The GPE project spent a total 

of TZS 9.9 billion against a budget of TZS 13.3 billion by December 2016 (see Table 

4 below). There was, however, a variable level of execution of budget across the four 

components, as indicated below with Component 1 and 2 spending 74% and 72% of 

their budgets respectively. The distribution of spending among the four priorities and 

operating costs are shown graphically in Figure 3 and 4 below. 

Table 3  Total  GPE Implementation Expendi ture  
Components Actual 

TZS 000's 

Budget 

TZS 000's 

Execution 

Rate 

C1 Expanding and strengthening pre-

primary  

2 046 599 2 756 276 74% 

C2 Improve student performance 6 641 040 9 163 633 72% 

C3 Create a safe learning environment 491 656 583 778 84% 

C4 Strengthen the accountability of the 

education system 

594 223 672 844 88% 

  Administrative costs 212 093 191 584 111% 

  Total Payments 9 985 611 13 368 115 75% 

Source: GPE Focal Point and Accountant 
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It is notable that only TZS 3.6 billion had been spent up to September 201539 and 

under Component 1 less than a third of planned spending had taken place, and less 

than half of Component 2's expected spending had been executed. By December 

2016 TZS 9.9 billion was spent indicating 64% of total GPE expenditure was spent in 

the last 15 months of the programme. These results point to difficulties in either 

inaccurate planning or phasing of activities or successful rapid implementation of the 

project components. 

 

Fig 3 and 4: Source: GPE Project Implementation Statements of Receipts and Payments for 36 Months 

Ended 31
st
 Dec 2016.   
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How flexible was the programme in adapting to changing needs? 

A number of activities were incorrectly budgeted to achieve the targets (Pre-primary 

and “hard topics”) and funds were reallocated from other areas (such as mobile 

libraries). “We changed this programme a lot during the GPE programme. Originally 

the planned GPE allocation was for 90 days face to face and 140 days total but the 

GPE budget only covered 15 days so we had to adjust and use the Teacher Centres”40. 

No specific changing needs were specified that warrant further comment.  

How did the programme co-ordinate with other similar interventions to 

encourage synergy and avoid overlaps? 

The MOEVT, working through ZESC, has organized education sector support from 

various development partners such that each partner focuses on one level of 

education. The GPE programme directly supported ZEDP goals and activities at the 

pre-primary and primary level, as well as contributing toward the ZEDP I education 

sector management component. In some cases (such as Pre-Primary ECACP training) 

the GPE programme filled gaps in previous programmes’ funding, and in other cases 

(such as the Std. 5 and 6 “hard topics” training, and leadership training) new 

interventions were developed. 

Source: Zanzibar Education Situation Analysis, 2015 p.45 

UNICEF, the coordinating agent and lead donor on Zanzibar, contributed over TZS 

100 million annually to the Ministry’s budget during the GPE term (2014-2016) and 

overlapping on capacity building for primary and pre-primary school teachers and 

leadership with the GPE programme. UNICEF-funded spending in 2012/13 on 

WASH facilities in schools, capacity building for inspectors, a sign language 

dictionary and printing of science and mathematics modules were important 

contributions to the effectiveness of the subsequent GPE programme.  
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As with the UNICEF funds, MOEVT spending using Sida funds were used to 

promote the effective gains of the GPE programme. Much of it in 2013/14, TZS 1.8 

billion was spent on construction of classrooms. Capacity building cost TZS 101 

million in 2013/14, and this was used for training teachers and some MOEVT office 

staff. The monitoring, evaluation and assessment funds went towards research on the 

assessment system and the SACMEQ (Southern and Eastern Africa Consortium for 

Monitoring Educational Quality) IV project. As previously mentioned on pre-

primary, there were a number of other players such as MECP-Z.  

The regular ZESC meetings and the GPE Steering Committee meetings in which 

non-government representatives, such as Sida, UNICEF and MECP were involved 

ensured sector co-ordination with other similar interventions which encouraged 

synergy and mitigated overlaps. 

What was the operational effectiveness (e.g., structure/operations/governance) 

of the MOEVT when implementing the programme? 

The Ministry, by utilizing key departments and units as the major drivers in 

implementing the GPE programme, ensured it was mainstreamed into the Ministry’s 

core business. Further, this co-operation on the GPE programme, has seemingly led 

to greater coordination and engagement of departments and units with each other.  

The national Decentralization Strategy (introduced in 2017) has added impetus to its 

strategy of using district offices and teacher centres as critical levers of 

development. Further focus on resources and training needs to be targeted at this 

level to enhance their capacity and ensure their continued operational effectiveness.  

Some key institutions and offices were omitted from the programme 

implementation, such as the Inspectorate and Teacher Training Colleges (TTCs) 

which may, in hindsight, have contributed to greater overall effectiveness given their 

role in monitoring quality and producing teachers. They are also important role-

players in ensuring the sustainability of the gains achieved. 

A key challenge facing the operational effectiveness was the time consumed by key 

departments, such as DPPR, responsible for project oversight, in managing the 

Ministry’s multiple projects and development partners. At least half of the 

Ministry’s development budget is sourced from donors. “Too much time is consumed 

by this leaving little time for core business”41. Further, the capacity of the Ministry is 

limited, as one senior official said, “The Ministry is poorly organized as some work 

very hard and others not”. According to informants many staff do not complete tasks 

up to standard or according to deadlines, and directors’ end up doing tasks which 

should be completed by low-level staff members. There was mention made of 

burnout for key senior personnel working excessive hours as they cannot be released 

to take leave or further training.  

The limited capacity of the newly established semi-autonomous institutions such as 

ZIE and ZEC meant that some areas of programme implementation were slow, with 

respect to the development of curricula and related textbooks and appropriately 

designed examination protocols for MAS. Although the GPE programme lent itself to 
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greater collaboration across some units, such as DTE and IE, the ZIE noted that there 

was insufficient coordination with the “three other legs of quality” – examinations 

the Inspectorate and teacher education in producing effective curricula. ZEC argued 

that capacity is needed both internally and within the pre-service training for teachers 

to use data analysis to improve learning, particularly for continuous assessment. 

Some informants felt that the subject advisors had sufficient skills to effectively 

support new minimum achievement standards in schools42. 

Operational effectiveness in schools, TCs and districts.  

The operational effectiveness of the GPE programme is hindered by contextual 

factors that were not sufficiently recognized in its original design. Aside from the 

lack of budgets to provide school and TUTU Centres with technical support by 

Teacher Centres and District Officers, the challenges of classroom shortages and 

teacher deployment have diminished the quality of the GPE teacher and management 

trainings.  

There is inequitable and inefficient utilization of teachers in schools. There are a 

number of causes: at all levels, a shortage of classrooms restricts the number of 

classes and this reduces the number of contact hours; at primary level teachers of 

Standards 1–4 should teach whole classes, but often do not43 . A subject advisor noted 

that teachers may not be applying the new teaching strategies as they have too many 

subjects or too many periods to teach so there is not enough time for proper lesson 

preparation. In addition to the demand for new teachers is the demand to provide 

current serving teachers with the skills to teach subjects through English in Standards 

5 and 6. Additionally, given the shortage of science teachers, many teachers who did 

not study science are assigned to teach it.44 

There is an acute shortage of primary classrooms. Currently, there are 77 students 

per class on average and 39% of classrooms are used for double-shifting in 

government schools45. The pupil to classroom ratio varies considerably by district, for 

instance the ratio is 46:1 in Kati District Unguja whereas it is 97:1 in Micheweni 

District in Pemba. “There are double sessions in many schools and teachers face 

harassment - parents ask why the conditions are the way they are. The teacher 

shortage is the main problem. In one of the districts (the most vulnerable, 

Micheweni), 240 teachers are missing and some 30% of children there cannot read”. 

“In Wete, we had three sessions in some schools but only one now has three sessions. 

This is impossible for learning – 20 minutes on each subject with 1:70 pupil/teacher 

ratios. Teacher shortage is a chronic problem”.46 

The opacity surrounding the calculation of pupil/teacher ratios on the ground (class 

teachers for Standards 1-4; two teachers per big classes, subject specialists for 

Standards 5 and 6) means that the decision making for teacher allocation is not 

transparent. Consequently some teachers are burnt out by the tasks they are expected 

to carry while others do not carry their full weight. This inequity is exaggerated by 
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Arnold Kalama School Environment,  Pemba.  

rural remoteness of schools and where specialist teachers are in short supply. This 

problem is exacerbated by the shortage of classrooms as teachers need the same 

space to teach. The 

additional widespread lack 

of toilets impacts 

negatively on student’s 

health and sanitation. 

These factors, ignored in 

the assumptions of the 

theory of change 

underpinning the GPE 

programme seriously 

mitigate its overall 

effectiveness and 

operational efficiency.  

 

3.4  IMPACT  

What has worked and what has not? 

There are limits to assessing actual impacts and the reader should refer back to the 

effectiveness chapter and the contextual and other factors that impinge on the 

prospects for outputs/outcomes generating impacts as a way of explaining “what 

works”. Bearing this in mind, the following assessment was made of the components: 

Component 1: Expanding and Strengthening Pre-Primary Education. Although 

many stakeholders held the opinion that the GPE programme has contributed to 

expanding access to pre-primary education, the data does not support this 

assertion. The Statistical Abstract reports indicate that pre-primary GER dropped 

from 37% in 2014 to 30 % in 201547 (2016 data is unavailable). The percentage of 

Standard 1 entrants who had attended Early Childhood Education increased by 3% 

overall during the same period with Mkoani increasing by 13% and North B dropping 

by 9% - the two districts targeted with TUTU Centres under GPE.   
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An intended outcome of the GPE programme was to increase the number of qualified 

pre-primary teachers. Surprisingly, the qualification profile of pre-primary teachers 

in government schools did not change significantly between 2014 and 2015 but 

perhaps the effects of the ECACP qualification would be seen in 2016. It was 

reported that there are only 429 pre-primary teachers in 2015, 11 more than in 2014, 

which does not seem to reflect the 326 government primary teachers trained on 

ECACP and transferred to pre-primary classes. Counter-intuitively given that this 

many primary teachers were shifted to pre-primary classes, pre-primary ratios 

increased from 21:1 to 26:1 between 2014 and 201548. However, mentors are not 

counted as teachers whereas the TUTU enrolment is factored into pre-primary 

enrolment.  

Elsewhere it has been argued that the quality of support for the TUTU Centres has 

been weak, particularly as the monitoring and follow-up was under-funded and not 

mainstreamed into the inspectorate’s scope of work. 

An unintended negative impact on TUTU implementation, mentioned by an 

informant, is being tied to a rigid calendar of programme rollout, which has led to 

some centres enrolling children before the mentors had completed training. An 

unintended positive impact is that the radio programme was broadcast publically 

allowing any family to access the pre-primary learning if their child was not 

enrolled in a school or Centre. Additionally, the GPE has promoted greater 

engagement of remote communities that host TUTU Centres in their children’s 

education. Concerns were raised, however, that these may not be sustainable unless 

supported more substantially by government. Previous experiences of government 

initiatives in their areas left some sceptical about the long term sustainability, 

particularly as mentors were so poorly paid. Nevertheless, on the whole informants 

from community focus groups were supportive of strengthening TUTU Centres and 

expanding pre-primary classes. 

Component 2: Improving student performance through better teaching and 

improved access to learning materials with a specific focus on Sciences and 

Mathematics. It is premature to assess effects of GPE in improving teacher quality. 

Additionally, the lack of recent data on student examinations and continuous 

assessment severely limits the ability to evaluate the impact on the quality of student 

learning. Further, the assessment of the impact of Standard 5 and 6 textbooks and 

training on student learning is limited as those students have yet to take the Primary 

School Leaving Exam. Based on the available internal assessment studies undertaken 

by DTE and ZEC, some trends can be deduced (Refer to Box 5 below on Student 

Assessment). 

According to some Teacher Centres, textbook supply has improved as complaints 

about a lack of textbooks are fewer. Primary textbooks produced under GPE were 

only distributed in 2016 and are not reflected in the pupil/textbook ratios of 2015 

which look substantially worse than 2014. Under GPE pre-primary textbooks were 

also distributed but there is no reported EMIS data for either of the years. 
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It was noted by various informants that GPE did not train sufficient teachers, 

particularly maths and science teachers, which diminishes the impact of the 

programme. However, as reported under the Effectiveness Chapter, at least 90% of 

all primary teachers received some form of training on the MAS curriculum. Delays 

in producing and distributing the textbooks limited the planned training on their use 

as learning materials.  The introduction of English as the medium of instruction for 

upper primary, together with the new textbooks in this medium, had an unintended 

negative impact on the confidence of teachers in handling the “hard topics” as 

“teachers felt they were back to square one”49. The teachers surveyed by the 

Evaluation team confirmed this perception. Additionally, the other upper primary 

teachers in other subjects, felt excluded as they received the textbooks in English but 

were not recipients of any training. 

It is difficult to assess the impact of creating a reading culture as the Implementers 

Reports were absent for review. However, it is noted that many books were 

purchased and delivered. Evidence in the field indicated that the Chake Chake 

library was well stocked with new books although they had yet to be sorted from a 

large pile. Additionally remote schools, such as Shamiani Primary had received a 

sizeable selection of new library books which were proudly displayed in their library 

room. 

An unintended consequence of shifting the surplus of primary teachers into pre-

primary education levels is that the class sizes are getting bigger at the upper 

primary levels. This was exacerbated by sharp rise in enrolment in the lower grades 

by the policy on Free Education. Statistically, however the average primary 

pupil/teacher ratio remains constant over the two year period. The percentage of 

schools operating double shifts increased significantly from 23% in 2014 to 50% in 

2015.  Primary pupil/latrine ratios remained high for these two years but 

decreased from 168:1 to 164:1 (for males) and 161:1 to 140:1 (females). Together 

with the double shift session this must have led to higher student absenteeism rates 

than previously experienced.  

Component 3: Creating a Safe Environment for All Learners. 

As a result of GPE, inclusive education is now centrally included in the delivery of 

primary education, from curriculum and textbook development, pre-service 

integration, counselling of student needs to the construction of new schools. There 

are now IE and Life Skills subject advisors in all TCs who support school 

counsellors. Relevant topics such as HIV and AIDS, Reproductive Health, Sign 

Language and Braille were taught. ZEC now has the capacity and equipment to 

produce examinations in Braille. All schools had at least one head teacher and 

teacher trained in counselling and inclusive education. Gender awareness training 

was reportedly too shallow but nevertheless happened. The participation of over 3000 

girls in discussing gender challenges was well received but the girls’ 

recommendation to extend it to their male classmates has yet to be taken up. Special 

needs equipment was distributed to a number of schools and these have made a 

significant difference in creating awareness and tolerance.  
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Component 4: Strengthening Sector Accountability.  An unintended positive 

effect of GPE interventions has been the increased collaboration between 

departments and units within MOEVT. Informants noted that collaboration on GPE 

has strengthened the integration of their activities, particularly around quality 

assurance where each unit was seen as the “legs of the table” of quality education50”. 

For example, the Inclusive Education unit now collaborates closely with ZIE in the 

development of school and pre-service curricula, and with DTE and teacher centres 

in the planning and implementation of in-service teacher training. Inclusive 

Education is also working with the Department of Construction on criteria for special 

needs requirements in school facilities, and with the Health sector on school 

screening. ZEC worked closely with teachers, head teachers and ZIE in the 

development of MAS and the MAS pilot assessment. A key department which must 

be included in this collaboration is the inspectorate, to increase the utility of reports 

produced by the inspectorate for other departments, but also to ensure that quality 

assurance monitoring reflects the latest curriculum developments and pedagogical 

training.  Another positive effect is that the capacity of the semi-autonomous 

entities - ZEC and ZIE’s capacity have improved with the GPE experience.  

The lack of reporting and minimal comments by interviewees on the leadership 

training indicates it had low impact. It was also much delayed and no printed manual 

was made available to the Evaluation Team. The lack of data for monitoring school 

performance (by EMIS and the Inspectorate) had a negative impact on the capacity of 

the Ministry to learn from what was working and what was not. Similarly the long-

time lags in releasing official school data which are highly aggregated means that 

the general public cannot hold the Ministry accountable for education delivery and 

school performance in real time. 

Did the programme take timely measures to mitigate the unplanned negative 

impacts? What was the result? 

No obvious measures were taken to mitigate the unintended consequence of shifting 

the surplus of primary teachers into pre-primary education levels causing the class 

sizes to increase at the upper primary levels.  Seemingly there was inadequate 

planning to address the consequences of sharp rise in enrolment brought upon by the 

introduction of the recent policy on Free Education which abolished parent’s direct 

contribution to school fees. Additionally, the introduction of English as a medium of 

instruction in upper primary was not synchronized with the training on “hard topics” 

which was taught in Swahili.  

Other unplanned negative impacts related to there being insufficient funds allocated 

to expected deliverables and lengthy procurement and approval processes causing 

blockages. The lack of internal capacity of ZIE meant a reliance on external 

consultants and printers which slowed up implementation on Component 2. Given 

the regularity of GPE Steering Committee meetings and the mainstreaming of GPE 

programmes into the Ministry’s core business, there was significant time devoted to 

reviewing the programmes activities and outcomes and coming up with solutions to 

bottlenecks. Recommendations such as using other textbooks when delays were 
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Box 5: Impact on Student Performance 

In 2016, DTE reported in their Implementation Report that, “According to the National Standard 

Six exam 2016 the performance of students has quite improved to compare with the previous 

exams of the same levels.” (p. 5). It is likely that the provision of Standards 5 and 6 textbooks to 

schools and training of teachers on difficult topics through GPE contributed to the improved exam 

performance. However, as DTE noted in their report, “Further studies should be done to find out 

the exactly [sic] impact of the training to the pupil’s performance”.
1
 Furthermore, the overall 

performance is still quite low: The average score for government primary school pupils on the 

2016 Standard 6 Exam was 33.1% on English, 25.8% on Science and 21.3% on Mathematics. 

Similarly, the pilot assessment undertaken by ZEC of 30 schools of students in standards 3, 4, and 

5 based on MAS criteria revealed that students’ performance in four key subjects (English, 

Kiswahili, Math and Science) was poor.  

 
Average Performance in Participating Schools by Subject – MAS Pilot 2016 

 English Kiswahili Math Science 

Std. 5 29.1 32.9 11.1 19.2 

Std. 4 27.6 39.7 16.2 40.4 

Std. 3 31.1 45.5 26.0 47.6 

 

The analysis of the results in terms of ranking schools and identifying the challenges were shared 

with participating schools. According to a meeting led by MOEVT with pilot assessment teachers 

and head teachers in the last quarter of 2016, the results indicated that the students’ performance 

was affected by various factors such as - lack of text books; lack of teaching and learning 

materials; the problem of English language; truancy; teachers do not complete syllabi; the pupils 

were not familiar with the format of the exams.  

 

An important addition to the MAS assessment, which is lacking from the national Standard. 6 

exams, was the provision of school level feedback indicating class performance in terms of 

low/middle/high by subject and by question number. This is a significant step toward meaningful 

assessment for learning, which is data that can be used by teachers, school administration and 

teacher centres to plan improved classroom instruction and in-service training. The involvement of 

teachers in the development of assessment items and reflection on results is also a highly 

commendable and valuable process, which will strengthen teachers’ skills in continuous 

assessment.  

 

However, to be useful for instructional improvement, the assessment reports for school-level 

analysis need to state the specific objective of each question rather than the general topic (e.g. 

“number”). In addition, the overall evaluation of “poor” “fair” or “good” is based on the 

percentage of the class scoring at low, medium or high level. If at least 50% of students scored 

above 4/10, the rating is “Fair”. In other words, 100% of students could have scored 5/10 (50%) or 

less, and this is judged as a “fair” performance. Given that a competence based curriculum 

normally entails a move toward increasing numbers of students attaining mastery of objectives, the 

formulas for “good” “fair” and “poor” performance require reconsideration. In order to maximize 

positive impact of MAS-based assessment, ZEC and school staff will require further capacity 

building on data analysis for instructional improvement.  The Standard 6 national exam should 

also be brought in line with the MAS approach.  

 

 

experienced in the production of the new curricula textbooks were considered but 

postponed as the textbooks arrived in time for 2016.  
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3.5  SUSTAINABILITY  

 

Has the GPE programme been effective in bringing about lasting change? Has 

the programme resulted in the leveraging of knowledge and interventions to ensure 

sustainable impact?  

It is premature to state that the GPE programme has been effective in bringing about 

lasting change given the scale of the challenges faced. Nevertheless, good 

beginnings have been initiated in expanding and strengthening pre-primary 

education and improving the awareness of learner centred teaching and learning at 

pre-primary and primary levels. The capacity of the Ministry to respond positively to 

these two key drivers of education reform has significantly improved as demonstrated 

by the increasing confidence of ZIE, ZEC and IE & Life Skills to tackle these tasks. 

Similarly, TCs in most instances seem invigorated by the additional opportunities 

for teacher training and new staff in subject specialist areas.  

How far was the programme embedded in local and institutional structures? 

Promoting existing legislation51 on disability by using the GPE programme, MOEVT 

has embedded inclusive education in in-service and pre-service teacher education, 

through trained advisors at each Teacher Centre, as well as a diploma course in 

Inclusive Education now offered by the State University of Zanzibar (SUZA). All 

exams can now be printed in large text and braille versions, and 12 selected primary 

schools have separate special classrooms for students with visual and mental 

impairment, as well as promoting inclusive practices in regular classes Pre-primary 

and subject advisors are also now trained at each Teacher Centre, and ZIE has 

prepared a pre-primary teacher certificate programme which will be implemented by 

TTCs.  

Institutionalization at local level. Efforts were made to embed TUTU centres in 

local structures by utilizing village leaders to both introduce the idea to 
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communities and take a level of responsibility for them. (Although this was not 

always positive, as sometimes village leadership was politically polarized). TUTU 

centres have further been integrated into the institutional operations of the pre-

primary and primary department of the ministry which played a key role in ensuring 

sufficient mentors, development of lessons, providing teaching and learning materials 

such as chalk and manila card as well as pre-primary textbooks out of their 

departmental budget, as well as raising awareness of communities and supporting 

officers with transport to visit Centres.  

The introduction of interdepartmental collaboration within MOEVT, between teacher 

education, inclusive education, ZIE and the exams council, as well as at the steering 

committee and ZESC level has enhanced the synergy of educational improvement 

interventions. This increased collaboration led to the development of a new joint 

proposal to support early childhood development. Sharing of experiences through 

GPE programmes also encouraged the first multi-stakeholder meeting in Pemba and 

Unguja on the preparation of the sector plan and evaluation. The intention is to hold 

annual joint reviews as from 2018. 

Has the MOEVT’s capacity been properly built to continue to deliver the 

programmes’ benefits/services?  

There have been some advances in the human resource dimensions of capacity 

development but less on the organisational development aspects. There are 

challenges facing the ministerial organisational capacities to carry out their tasks and 

the lack of will or capacity to provide finance to meet the Ministry’s stated policy 

aims needs to be highlighted as a contributing factor.  

While there are many positive developments, the capacities of ZIE, ZEC and the 

Inspectorate require further development.  A superficial review of the achievement 

standards, pre-primary curriculum and the MAS pilot assessment revealed that 

generally there is a lack of understanding of age-appropriate early childhood content 

and competency requirements by these entities. The survey responses also indicate 

that teacher understanding and implementation of child-centred and play-based 

learning is also low and is further hampered by overcrowded classrooms. Within the 

ministry itself, mainly senior level staffs have received capacity development in the 

form of short trainings. Informants noted that senior staff is overburdened as, and 

junior staff are not found to be adequately committed nor skilled in their execution of 

administrative and planning tasks.  

The funding capacity of MOEVT is precarious.  The education development budget 

is heavily reliant on external resources (80 per cent in FY 2015/16)52. Development 

expenditure has fallen quite substantially in the last two years, from TZS 28 billion in 

2012/13 (30% of spending) down to TZS 10 billion in 2014/15 (10% of spending)53.  

Spending on pre-primary and primary education has dropped from 53% of MOEVT 

resources in 2011/13 to 43% in 2014/15. As a result, despite increasing resources to 

the education sector, the proportion of spending for primary education is falling 
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further from the international benchmark of 50%54. Given the government’s 

commitment to providing pre-primary for all, it is likely that the share of private 

providers will decrease and the fiduciary burden on government will increase. 

Inclusive education relies 100% on external funding, and the low allowance given to 

TUTU mentors (TZS 30,000/- or $15 per month) is a threat to the sustainability of 

maintaining trained mentors.  

What support has been provided from other partners and programmes? 

TUTU mentors are being included in MECP-Z supported professional development 

for pre-primary teachers that is implemented through the teacher centres, and each 

district has a TUTU centre coordinator. However, the government has yet to develop 

a bridging programme to allow TUTU mentors to upgrade their skills and become 

qualified pre-primary teachers. This issue is especially acute for experienced mentors 

who do not have a Form IV certificate. Other initiatives coming online in 2017 is 

Tusome Pamoja now providing school leadership training and support for EMIS; 

Positive Discipline promoting inclusive education with support from Save the 

Children. 
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 4 Conclusions and Lessons Learnt 

This chapter presents conclusions in line with the objectives of the evaluation noted 

in the TOR and highlights lessons learnt. 

Theory of Change An important aspect of how we promote utility is by stimulating 

a critically reflective discussion of the results framework of the programme being 

evaluated and the logical assumptions or “theory of change” wherein outcomes are 

expected to be realized. As demonstrated in the evaluation findings, the enabling 

conditions for the expected outcomes of the GPE programme are not sufficiently in 

place to optimize the planned interventions. Two critical areas, mentioned in the 

original GPE proposal – namely the high pupil/classroom ratio and the high 

pupil/trained teacher ratios in many districts – were not sufficiently addressed by the 

programme and have reduced the impact of what could have been achieved. Given 

the centrality of child centred teaching this programme has failed to address the 

existing challenge of overcrowded classrooms and scarce teacher resources 

exacerbated by the Free Education policy which came into effect in 2015. “Some 

50% of schools have double shift sessions and 80% of children sit on the floor”55. In 

short, the theory of change did not sufficiently recognize the detracting effect 

inadequate facilities, such as classrooms and toilets, and insufficient teacher numbers 

have on learner access and quality of teaching and learning in schools. 

The design of the GPE programme may have been overambitious without 

sufficient recognition of its limited scale as part of the broader reform effort of 

government, through ZEDP.  Additionally the education context is very dynamic and 

is faced by (a) the rapidly increasing needs for education services, and (b) the 

growing gap between government’s stated commitments and readiness to allocate 

resources to meet these commitments. There was an underestimation of the 

organizational capacity and development aspects that were needed to effectively 

implement the programme. The lack of political will to provide finance to meet 

government’s stated aims needs to be highlighted as a contributing factor.  

Major Conclusions and Lessons Learnt: 

 The collaboration fostered between MOEVT departments, units, semi-

autonomous institutes and schools has had positive effects on capacity 

building encompassing human resources, organisational development and an 

enabling institutional environment. It should be continued and expanded to 

include the inspectorate and pre-service teacher education providers. Further 

collaboration would also help to mitigate against another lesson learnt, that is, 

a lack of coordination or less-than-optimal timing of the training interventions 

which lessened their impact.  
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 Longer training is perceived to have more of an impact than short-term 

interventions. Training over a sustained period, involving practice, coaching 

and mentoring leads to more substantial and sustainable changes in habits and 

levels of understanding. This serves not only for teacher training, but also at 

the level of Ministry staff. 

 Several factors contribute to difficulty in implementing child-centred, quality 

education at the pre-primary and primary level. These include opaque and 

inequitable deployment of teachers, lack of facilities causing high classroom-

pupil ratios, curricula (and therefore also Achievement Standards) which are 

still overloaded and organized by topic, lending themselves to rote-learning, 

disjuncture between the inspectorate and teacher education, improved yet still 

insufficient classroom teaching and learning materials, and the afore-

mentioned short length of training. All of these aspects should be factored in 

to the next programme’s Theory of Change.  

 The dearth of timely educational data and lack of integration of operational 

information management systems across all divisions and departments affects 

the planning, monitoring and evaluation of all programmes. This area requires 

immediate attention in order to serve the purposes of all divisions and 

programmes. 

 GPE has facilitated the completion of multiple training initiatives and 

associated materials (such as ECACP, Inclusive Education, and Achievement 

Standards).  

 The Achievement Standards approach has increased teachers’ understanding 

of steps toward learner competency, and both the design and the school-level 

feedback on the Achievement Standards Assessment is promising for 

improving data-driven instruction. However, both the standards and the 

assessment system require further development to truly achieve student 

competency. 

 Difficult topics increased teacher subject knowledge – as teachers are reported 

to now no longer skip those subjects – however, the switch to English 

Medium of Instruction reversed some gains. Further the timing of introduction 

of primary curricula and language of instruction (upper primary) was not 

always synchronized with training and distribution of textbooks.  

 The motivation for the mentors does not include a pathway to formalize their 

qualifications – mentors are potentially a new cadre of pre-primary teachers to 

fulfil the basic education policy. 
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 5 Recommendations  

The following recommendations are provided for Sida’s consideration along with the 

Ministry of Education and Vocational Training.  The recommendations are organised 

into a section specifically for recommendations to Sida, followed by 

recommendations to the MOEVT and its partners for the planning and 

implementation of future and upcoming GPE programmes.  The latter set of 

recommendations is organised by component, and include areas to be prioritized in 

planning as well as areas for capacity building. The findings and recommendations of 

this independent evaluation are similar to the priorities and objectives identified in 

ZEDP-II, and these connections are pointed out below. In some cases, 

recommendations complement the strategies stated in ZEDP-II with more specific 

suggestions and guidance.  

Recommendations to Sida 

The general recommendation to Sida as the supervising entity is to advocate more 

strongly for best practice and rigor in the design of the programme in its next phase, 

with focused attention on monitoring and evaluation of the results and their proxy 

indicators. Greater attention needs to be placed on the availability of implementation 

reports and data than in the past. The most critical factor affecting the ability of the 

Ministry and its implementing units to address efficiency, effectiveness and learning 

is the availability of data to measure outputs and outcomes. Data will  need to include  

evidence-based   strategies  for  access  to  quality   basic  education   for  all,  cover  

all  sub-sectors   and  both formal  and  non-formal   education,     and  focus   on   the   

learner   as   the   central   beneficiary. Reporting should be disaggregated to the 

lowest levels and preferably reported by frequency in ranges for key indicators (e.g. 

number of schools with pupil/teacher ratios of greater than 70:1; number of schools 

with ratios between 50-69:1; of between 40-59:1, etc. by district).  

A key focus would be on the EMIS component in which Sida has a long history of 

support. Namely, it recommended that a strategy to develop the Ministry’s capacity 

to produce critical   data   and   evidence   for   planning,   budgeting,   managing,   

monitoring   and   accountability and that this activity is part of the newly introduced 

variable or incentivized funding (30% )of the total grant. Annual school census data 

should be reported in the year of collection as is the case on the mainland. 

Recommendations for MOEVT 

Component 1: Expanding and strengthening pre-primary education, such that it 

provides a greater number of students with a strong foundation for primary education.  

The overall recommendation for this component is:  There need to be clearer, 

universal (TUTU, public, private school) standards on pre-primary school 

infrastructure and teaching and learning quality, with improved curriculum 

guidelines, for effective monitoring and accountability to take place. This aligns with 

ZEDP-II, Pre-Primary Education (PPE) policy objective 1, strategic response 2 (PPE 

P1S2): “Develop strategy for PPE and robust monitoring of private sector” (ZEDP-II 

p. 37), and with PPE policy objective 2, strategic response 1 (PPE P2 S1): 
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“development of the PPE minimum service standards; review curriculum 

competencies; agree school readiness criteria and assessment modalities” (ZEDP-II, 

p. 38) and PPE Primary objective 3, Strategy 2 (PPE P3 S2): “Establish inspection 

protocols and implement regular support inspection” (ZEDP-II, p. 38). 

TUTU-specific recommendations: 

a.  TUTU Centres need to be formalized in all systems, including inspection, 

inclusive education, allowances, along with an implementable plan for their 

eventual phasing-out. 

b. Increase the amount of training for TUTU mentors and develop a bridging 

programme to allow experienced TUTU mentors to enter the formal pre-

primary system.  

c. Consider improved options, such as using cheap mobile phones/tablets, for 

the modality of instruction in TUTU Centres, including a plan for the 

maintenance and replacement of ICT equipment for learning.  

d. In order to ensure proper implementation and accountability, set aside a ring-

fenced budget for equipment, monitoring and evaluation of TUTU Centres. 

e. Work with and or strengthen synergies with other pre-primary education 

stakeholders including non-state actors in increasing access and quality pre-

primary education 

f. Focus on inclusive education as defined by UNESCO targeting to reach all 

irrespective of location, wealth status, disability, gender or religion 

Component 2: Improving students’ performance through better teaching and 

improved access to learning materials with a specific focus on the sciences and 

mathematics.  

The recommendations in this section support the ZEDP-II Strategies for addressing 

Primary Policy Objective 2: ‘Children having core competencies and skills to 

successfully complete primary education.” In particular, these recommendations 

suggest guidance for the strategic responses P2 S1 – providing professional 

development opportunities for teachers, P2 S2 – upgrading the inspectorate to 

provide support mechanisms for teaching standards, and P2 S3 – reviewing and 

modifying curriculum (ZEDP-II pp. 38-39). 

Recommendations 

a. The Theory of Change for GPE programmes should consider all factors 

impacting student performance, including the deployment of teachers, 

facilities, and the nature of the curriculum and exams, as well as teaching 

methods and learning materials. 

b. Ensure teacher training is of sufficient length and includes qualitative follow 

up, such as coaching, mentoring and learning communities, to improve 

understanding and actually change practices.  

c. Strengthen the assessment, monitoring and evaluation of all training 

programmes, including baseline and endline assessments, with more robust 

indicators, and less reliance on a single written exam at the end of courses or 

interventions. 
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d. Comprehensive integration of planning and phasing in of changes in the 

education sector, facilitated by institutionalized collaboration between key 

departments, would enhance the sustainable impact of teacher and 

management trainings. Key departments would include Teacher Education, 

ZIE, ZEC, the Inspectorate and Inclusive Education, as well as pre-service 

education providers.  

e. To facilitate the further development of quality curriculum, assessment and 

teaching, the following are areas for Capacity Building at the Ministry and 

school levels (cf Annex 5) : 

i. Deepen understanding of competence-based learning acquisition on the 

part of ZIE, ZEC and teachers, to develop relevant, age-appropriate, 

curricula and assessments which will support child-centred teaching and 

learning. 

ii. Increase understanding of data analysis for ZEC, teachers, administrators 

and inspectorate, to ensure assessment is used to improve instruction  

f. Teacher deployment: 

i. Consider a new model of teacher (re)training in all subjects in the (upper) 

primary so as to allow more equitable distribution of knowledge in scarce 

subjects across schools. 

ii. Use a more precise system to identify teacher shortages by tracking 

teacher and learner attendance in real-time (including study leave, subject 

areas, etc.). 

iii. Consider recruiting trained and qualified pre-primary teachers in public 

schools. 

iv. Provide realistic incentives to retain teachers in hardship posts to ensure 

equitable access to teaching for children in all districts. 

Component 3: Creating a safe learning environment which supports all learners 

according to needs.  

The first two recommendations under this component align with ZEDP-II primary 

Policy Objective 1 “increase and improve access levels … and improved teaching 

and learning” and augment strategic response 1 (P1 S1): “… prioritize areas and 

districts of greatest need; construction of inclusive classrooms, school repairs and 

WASH” (ZEDP-II, p. 38). The following recommendations in this component relate 

more directly to integration and expansion of inclusive education, including the 

provision of “additional support for learners falling behind” as noted in Primary 

Objective 2, strategic response 3 (P2 S3) (ZEDP-II, p. 39).  

Recommendations  

a. Increase the number of classrooms, with furnishing, at both pre-primary and 

primary level in relevant districts to reduce overcrowding and allow for 

tenable classroom-pupil ratios in which teachers can adequately serve all 

learners.  
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b. Reduce pupil/latrines from the highs of 164 (males) and 148 (females) to a 

toilet to more reasonable ratios of 40:1. Support with WASH training to 

schools.  

c. Further strengthen IE and continue to build on existing initiatives to integrate 

it across all areas of education, including pre-service, in-service training and 

school construction. 

d. All exams can now be printed in large text and braille versions, and 12 

selected primary schools have separate special classrooms for students with 

visual and mental impairment, as well as promoting inclusive practices in 

regular classes. However, this institutionalization needs to be extended to 

allow for special considerations on examinations, such as extra time, question 

prompters, and other accommodations for learners with severe special needs 

Component 4: Strengthening the accountability of the education system.  

The recommendations in this section align with ZEDP-II Primary Policy Objective 3, 

Strategic Response 1 (P3 S1): “Review institutional framework and structures ... to 

make them fit for purpose in a decentralizing environment” (ZEDP-II p. 39) and with 

the institutional development area 6D of ZEDP-II. Further utilize ZESC to not only 

ensure each education level or sub-sector has a donor, but to ensure support for the 

education sector supports MOEVT’s role of prioritizing objectives and coordinating 

development within the sector.  

Recommendations 

a. Strong monitoring mechanisms need to be put in place for future GPE 

programme implementation. This should include clear and consistent targets 

and proper management and accessibility of implementer reports. 

b. Annual Joint Reviews of ZEPD II education sector performance needs to be 

held. 

c. Improve the level of detail and timeliness of data provided by EMIS and its 

dissemination to all stakeholders to inform programme delivery, evaluation, 

and improvement. 

d. To make time and resources available to effectively manage the education 

sector, MOEVT could reduce its engagement in some of the tasks that can be 

handled at the district, LGA, or school level. In light of the decentralization, 

distribution of tasks and responsibilities between and among education levels 

would benefit from clarification and re-organisation.   
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 Annex 1 Terms of reference 

Terms of Reference for the end-term evaluation of 

the Swedish Education Support 2010-2017 and of the 

GPE programme2014-2016 on Zanzibar 

Swedish Education Support 2010-2017 

Sweden (through the Swedish International Development Agency, Sida) has been 

supporting the Education Sector on Zanzibar through sector support since 2002.  

The current phase of Swedish Support to Zanzibar (SEK 40 million) was initiated in 

2010 and was originally scheduled to end in 2013. However, due to various 

circumstances, the programme has been extended 4 times and is now scheduled to 

end on August 31
st
 2016. This means that at the time of this review, there will be 

some time left of the activity period. However, the programme has been going on for 

7 years and almost all activities have been implemented.  

 

The support has 3 main components. 

1. Expanding Access to Education 

2. Capacity Building for MOEVT  Staff & Teachers 

3. Monitoring, Evaluation & Assessment 

 

The sector support programme has been implemented by the Ministry of Education 

and Vocational Training. In some areas, implementation was delegated to other 

partners. The programme is aligned with the Zanzibar Education Sector Development 

Plan (ZEDP) 2009-2016 and activities were basically extracted from the ZEDP action 

plan 2013-2016. However, it is not a sector budget support as activities were ear 

marked and follow up has been done on the programme and not on the performance 

of the ZEDP – in that sense the programme should be regarded as having a 

programme-approach. 

Sweden has tentatively committed to support the Education Sector on Zanzibar for 

the coming 5 year period by SEK 25-30 million. However, a new phase of support 

hinges on the findings and recommendations of this review among other things.  

 

GPE programme2014-2016 

Sweden (through the Swedish International Development Agency, Sida) has also 

been supporting the Education Sector on Zanzibar since 2013 through its engagement 

as Grant Agent (GA) for a programme funded by the Global Partnership for 

Education (GPE) of MUSD 5.2. Sweden has been responsible for transferring of 

funds, monitoring and evaluation of the programme and provision of continuous 

support to the MOEVT.  

 

The activity period for the programme ended on December 31
st
 2016, and a new 

phase of GPE support is planned to be applied for in September 2017. If the 

application is approved, implementation is estimated to start in early 2018.  
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The rationale for the GPE phase I programme was to support the implementation of 

the Zanzibar Education Sector Plan 2009-2016 (ZEDP). The programme consisted of 

4 components which were identified from the ZEDP action plan. The main target 

groups were children in pre-primary and primary school. 

 

The programme is fully implemented by the MOEVT; certain activities are however 

implemented through other partners. UNICEF holds the position of Coordinating 

Agency, responsible for coordinating the partnership and facilitating dialogue 

between stakeholders in the sector. 

 

The GPE programme consisted of 4 main components 

1. Expand and strengthen Pre-Primary education, such that it is providing a 

greater number of students with a strong foundation for Primary education.  

2. Improve student performance through better teaching and improved access to 

learning materials with a specific focus on the Sciences and Mathematics.  

3. Create a safe learning environment which supports all learners according to 

their needs.  

4. Strengthening the accountability of the education system. 

 

The purpose of this exercise is twofold 

1) to evaluate the performance of the GPE programme 

2) to evaluate the performance of the Swedish Education Support Programme 

 

The evaluations shall review and assess the performance of the Swedish Education 

Support and the GPE programme respectively in terms of relevance, effectiveness, 

efficiency, sustainability and impact. The evaluations shall be based on the guiding 

programme documents, results frameworks, reports and other relevant information for 

each programme.  

 

In the education programme, a large part (approx. 50% of the budget) was dedicated 

to capacity building. Sweden is particularly interested in learning more about the 

impact of the trainings, for instance regarding training methods, impact, reflections 

from participants of the trainings and so forth. Lessons learned and recommendations 

on how to improve future trainings would then follow.   

 

In the GPE Programme, there was extensive construction of TUTU -centres (Tucheze 

Tujifunze, or let’s play and learn) being done. They are community-based schools for 

pre-primary aged children (age 4-5) and use radios as learning-tools. Being less costly 

than conventional pre-primary schools, they were chosen as a response to the 

introduction of two years of pre-primary education into basic compulsory education 

and the sharp increase in pre-primary enrolment that followed. The TUTU -centres 

have been proven beneficial for learning, but looking at their functionality on 

Zanzibar and provide lessons learned will be very valuable.  

 

Teacher training constituted a large share of the GPE-programme (approximately 

20% of the total budget and 40 % of objective outputs) and was part of all 

components. More specifically, training of Pre-primary and primary teachers, training 

of counsellors and teachers in inclusive education and training of school heads and 
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management in school management and monitoring has occurred. Specific focus shall 

be on how such trainings are conducted (methodology) and what the impact has been. 

 

Evaluation questions 

The two evaluations should be guided by the five criteria: Relevance; Effectiveness; 

Efficiency; Impact and Sustainability. For each of the criteria, the Consultant(s) 

should get specific information on the programmes’ performance from beneficiaries, 

partners and stakeholders. Below is the specific information that should be collected 

under each criterion. Questions that are only relevant for one programme are 

indicated below. General questions that should be asked for both programmes 

separately follow. 

Specific questions 

GPE 

1. What were the methodologies and approaches used by the MOEVT regarding 

teacher and management training? What has been the effect? Have they been 

effective in bringing about lasting change? What has worked and what has 

not? What lessons have been learned?  

What do the beneficiaries of the trainings perceive to be the effects on 

themselves?  

2. Is the TUTU -modality effective? What can be done better to improve 

efficiency and learning in those centres (resources, instructions et cetera)? 

What do the teachers that participated think? 

Education Support 

3. What were the methodologies and approaches used for the MOEVT capacity 

building? Have they been effective in bringing about lasting change? What 

has worked and what has not? What lessons have been learned?  

4. Was the classroom building funded by the Sector Support cost efficient? Was 

it done environmentally sustainable? 

5. The Sector Support programme was delayed and hence extended 4 times, 

what has been the cause of the delays? What can be learned? 

General questions 

Relevance  

6. Is the intervention in tune with development policies and administrative 

systems of the Zanzibar Government (MKUZA, ZEDP)? 

7. Were programme objectives and activities relevant to the specific needs and 

priorities of the Education Sector and its beneficiaries? 

8. Were the activities and outputs of the programme consistent with the impacts 

and effects?   
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Effectiveness:  

9. What were the major factors influencing the achievement or non-achievement 

of the objectives? 

10. To what extent is the identified development the result of the intervention 

rather than of exogenous factors? 

11. To what extent has the programme adapted or been able to adapt to changing 

external conditions (risks and assumptions) in order to ensure benefits for the 

target groups? 

Efficiency 

12. Was the programme’s resources managed in a transparent and accountable 

manner? 

13. How flexible was the programme in adapting to changing needs? 

14. How did the programme co-ordinate with other similar interventions to 

encourage synergy and avoid overlaps? 

15. What was the operational effectiveness (e.g., structure/operations/governance) 

of the MOEVT when implementing the programme? 

Impact 

The Consultant(s) should examine if the programmes demonstrated impact, i.e. 

positive and negative changes produced by interventions, directly or indirectly, 

intended or unintended. The examination should also be concerned with the positive 

and negative impact of external factors. The following should be explored, 

16. What are the intended and unintended, positive and negative, effects on 

teachers, students, MOEVT and/or other non-targeted communities arising 

from the programme interventions?  

17. Did the programme take timely measures to mitigate the unplanned negative 

impacts? What was the result? 

Sustainability 

The Consultant(s) should examine if programme interventions factored in 

sustainability when working with beneficiaries, partners and stakeholders.  The 

following should be explored:    

18. Has the programme resulted in the leveraging of knowledge and interventions 

to ensure sustainable impact?  

19. How far was the programme embedded in local and institutional structures? 

20. Has the MOEVT’s capacity been properly built to continue to deliver the 

programmes’ benefits/services? What support has been provided from other 

partners and programmes? 

The field work required for the evaluations of both programmes should be done on 

the same trip. As there are many similarities between the programmes there are 

efficiency gains from that approach. The evaluations are expected to generate relevant 
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findings, lessons, and recommendations which will inform future programme design 

and methodologies.  

It is expected that visits will be conducted to a sample of schools in Zanzibar to 

capture the view of the recipients (teachers and students). It should be noted that 

Zanzibar is comprised by the island of Unguja (the main island) as well as the island 

of Pemba, and both islands should be visited. The Consultant(s) should propose a 

methodology for carrying out the assignment before commencement that must be 

approved by the Swedish Embassy in Dar Es Salaam. We would encourage that both 

quantitative and qualitative methods should be employed. The methodology proposal 

should show the sample design that will be used and data collection methods to be 

applied.  

 

The methodology proposal should indicate the geographical coverage where the 

review will be conducted.   

 

There are a number of key participants in the programmes that need to be 

interviewed. The Swedish Sector Support is bilateral support and involves only 

Sweden and the partner organisation MOEVT, as well as potential implementing 

partners in the field. The GPE programme involves a larger number of stakeholders. 

 

MOEVT  

- Management Team 

- Key coordinating staff at the Department of Policy, Planning and Research 

- Programme coordinators and implementers 

- Procurement Management Unit 

- Accountants’ office 

 

 Partners and other stakeholders 

- Embassy of Sweden 

- Milele Foundation,  

- Beneficiaries in the field - head-teachers, teachers, students, parents 

- Ministry of Finance 

- Unicef (GPE) 

- Aga Khan Foundation (Madrasa Early Childhood Programme– Zanzibar) 

 

We want the team to write two evaluation reports, one for each programme. The 

reports should be written in English. After conducting the field trip, we would like the 

GPE report to be written first as we wish to use it as guidance in the next phase of 

GPE support for which we have a deadline.   

 

The consultants shall prepare and submit a preliminary work-plan and budget for the 

assignment. The assignment shall be started in May 2017 and the consultants shall 

accomplish the work within an agreed timeframe of not more than 60 days 

(approximately 8 weeks) including weekends, public holidays and travel time. This 

will involve travels to various areas (on both Unguja and Pemba), to consult and 

interview various people, conduct desk reviews, analysis and report writing- drafts 

and finals. 
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The Consultant(s) will submit draft reports to the MOEVT and Embassy of Sweden 

for review and feedback for both programmes before completing the reports.  The 

deadline for submitting a draft evaluation report of the GPE programme is 7
th

 of June 

2017. Deadline for submitting a draft evaluation report on the Swedish Education 

Support is more flexible on our side and time should be proposed by the consultants. 

The final reports should be submitted 1 week after feedback on the draft reports has 

been shared with the consultants. 

 

- The team leader must have at least a master’s degree in relevant subject and 

10 years of experience in in education (specifically in capacity building and 

teacher training) as well as experience as a responsible manager in charge.  

- At least one member of the team, preferably the team leader, must have 

knowledge about the Global Partnership of Education and their programmes. 

- At least one member of the team shall have experience from working in 

Zanzibar. 

- All members must have very good knowledge in spoken and written English. 

At least one member shall be fluent in Swahili. 
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 Annex 2  Inception report 

EXECUTIVE SUMMARY 
Sweden (through the Swedish International Development Agency, Sida) has been supporting 

the Education Sector in Zanzibar for decades and is undertaking separate but concurrent 

evaluations of two programmes in the current phase of assistance. These are the Swedish 

Education Support programme (2010-2017) and the Global Partnership for Education 

programme (2014-2016). This inception report describes the approach and methodologies 

proposed by the Evaluation Team consisting of four independent evaluators supported by the 

NIRAS Indevelop management and a survey group, Development Pioneer Consultants.   

In 2000, the Revolutionary Government of Zanzibar adopted the Vision 2020 and the 

Zanzibar Education Development Programme (ZEDP) 2008/09-2015/16 has been supported 

by periodic comprehensive education situation analyses. The pre-primary system enrolment 

has almost doubled, with growth concentrated in public (government-run) schools. Current 

capacity is between 33% and 50% of the eligible population, and more than a third of 

children are accessing pre- primary education. The quality of education has improved but 

challenges remain such as equity in access and teacher placement and capacity.    

Both Swedish funded programmes supported activities from the ZEDP results framework. 

The Swedish Education Support programme (2010- 2017) aimed to promote equitable 

access to a quality primary education for all children; strengthen the Ministry of Education 

and Vocational Training (MOEVT) capacity to plan and evaluate policies and programmes 

including construction works; and, strengthen MOEVT capacity to monitor conditions and 

results at the school level and plan and implement changes to improve these.  

Among the achievements, classrooms, libraries and teachers’ centres were constructed; short 

and long term training was undertaken for MOEVT staff and construction supervisors and 

workers. Guidelines were finalized and disseminated for assessment of academic 

achievement and some surveys undertaken. However, there were delays and five amendments 

to the original framework agreement.  

The Global Partnership for Education (GPE) programme (2014-2016) aimed to strengthen 

pre-primary education; improve students’ performance through better teaching and improved 

access to learning materials with a specific focus on the sciences and mathematics; to create a 

safe learning environment which supports all learners; and to strengthen the accountability of 

the education system. The GPE supported Tucheze Tujifunze (TUTU) centres for radio 

instruction for vulnerable pre-school children. The Swedish government acts as Grant Agent 

while UNICEF holds the position of Coordinating Agency.  

Scope and Users of the Evaluations. The purpose of the evaluation is to evaluate the 

performance of the Swedish Education Support programme and of the GPE programme, 

using the same OECD-DAC criteria for each, of relevance, effectiveness, efficiency, 

sustainability and impact. The independent evaluation team will produce separate reports for 

each programme. There will be a large audience of users of the evaluations with the primary 

users including the Swedish Embassy/Sida, and the Revolutionary Government of Zanzibar 

particularly the Ministry of Education and Vocational Training.  
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Evaluability of the evaluations questions. The questions posed in the TOR are relevant to 

the evaluation process, however, some may be overstretching the evaluation resources and 

time and may limit the depth to which the team can go to answer the questions, and thus 

clarification was requested on these questions. 

Approach and Methodology. The evaluation will ensure a utilization focus through periodic 

briefings of stakeholders, and will analyse the theory of change for each programme. Both 

primary and secondary data will be collected through a survey, key informant interviews, site 

visits, and focus group discussions. Care has been taken to ensure the reliability of primary 

data through real time transcribing.  The issues of achieving equity in access to education and 

gender equality as per the ZEDP objectives will be factored throughout the data collection 

through relevant questions.  

The Evaluation Team will primarily conduct interviews with key informants and the DPC 

team will conduct focus group interviews with teachers and students, parents and the 

community. The DPC team will also observe the environmental status of the classrooms and 

the availability of textbooks and teaching materials. Other tools used include interview 

guides, the evaluation matrix, stakeholder matrixes and documentation of lessons learned.  

Sampling strategy. In order to draft a design of the data collection strategy for the survey, 

lists of the schools, TUTU   centres and teachers’ centres are needed from the Ministry of 

Education and Vocational Training.  The preliminary thinking on the design can then be fine-

tuned and a travel schedule established for the Evaluation Team and the DPC researchers.  

Work plan and Limitations. The Evaluation Team is committed to respecting the dates set 

out by the Embassy and the expressed need to complete the two evaluations within a very 

tight time period. The timing is also contingent on the evaluation budget and the availability 

of the team members to do the required work to quality assurance standards.  

The limitations noted are time allowed for data collection and reporting, time limitations for 

using the evaluation as a learning tool, and data limitations on the earlier Swedish Education 

Support interventions. Mitigating measures are proposed for each of the limitations. 
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 Annex 3  Persons interviewed 

 

Name Position Dept. or Organisation 

 

Ms. Khadija Bakari Juma 

 

Principal Secretary 

 

MOEVT 

Mr. Abdulla M. Abdulla Deputy Principal Secretary Administration, MOEVT  

Ms. Madina M. Mwinyi Deputy Principal Secretary  Academics, MOEVT  

Mr Makame Ibrahim Omar    Chief Accountant       Finance 

Mr Omar Director Department of Administration 

and Personnel 

Ms. Safia Ali Rijaal Director Department of Pre-primary and 

Primary Education 

Mr. Khalid M. Wazir Director Dept. Policy Planning and 

Research (DPPR) 

Ms. Ramla Abass Farhan Coordinator Department of Policy Planning 

and Research (DPPR) 

Mr Mohamed Abdulla    GPE Focal Point        Department of Policy Planning 

and Research (DPPR)- Pemba 

Mr Khamis Abdi   Head of Division  Teacher Education 

Mr Ali S. Hassan  Accountant Zanzibar Examination Council 

Ms Shadida  Ali Saleh Asst. head/Director of radio 

studio   

ICT in Education 

Dr. Rashid A. Mukki Chief Inspector of Schools Inspectorate 

Mr Daoudi M. Ally  Coordinator Bububu TC 

Mr Othman Ussi Machano   Deputy District Education 

Officer   

North B district 

Mr. Khamis A. Said Director Madrasa Early Childhood 

Programme Zanzibar 

Mr Mkubwa Ahmed Omar  Director Teacher Education, Pemba 

Mr Zubeiri J. Khamis  Director Zanzibar Examination Council 

Mr. Ameir S. H. Njeketu Director Zanzibar Examination Council 

Ms. Sichan H. Forum Director Zanzibar Library Services. 

Mr. Hamid R. Juma Director  Department of Teacher 

Education 

Mr Omar Said Ali  Director                   ICT in Education 

Mr Abraham Othman  TUTU Centre Focal 

Point                     

ICT in Education 

Mr Suleiman Y.Ame   Director                     Zanzibar Institute for 

Education 

Ms. K. Mohamed  Dep. Head and Special Ed. 

Teacher  

Kisiwandui Primary school 

Mr Mbwane Shaame Said District Officer  Mweni District 

Mr Khamis Said Hamad District Officer  Wete District 

Mr Masoud Amoine Molid District Officer Chake Chake District 

Mr Salim Kitwana Suruni District Officer Micheweni District 
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Mr Ali Said  District Officer, Acting in 

Charge, Alternative 

Learning and Adult 

Education 

Mkoani District 

Ms Nisma Elias   Economist DPPR 

Mr Mohamed Mgeni 

Mwinyi   

GPE Focal Point Inclusive Education and Life 

Skills Unit. 

Ms. Stella Mayenje GPE officer SIDA 

Mr. Khamis Y. Mussa GPE Project Accountant  Finance 

Mr. Issa Rashid Hamid Head Procurement Management Unit 

Mr. Othman S. Othman Head   EMIS Division 

Mr Juma Salim Ali   Head     Inclusive Ed 

Ms. Sabrina M. Suleiman Head of e-Learning Division ICTs 

Mr. Jaffer S.  Head Teacher  Kandwi School (pre-primary-

lower secondary) 

Ms. Mwajuma A. Head Teacher  Magogoni B Primary 

School,Pemba 

Mr Ali Kombo Ali Head Teacher  Shamiani Primary School 

Mr Salim Abdalla Omar Inclusive Ed and Life Skills 

Advisor 

Mizigani TC, Pemba 

Mr Mohamed Ali Mohamed Language Advisor Mizigani TC, Pemba 

Mr. Masoud O. Masoud Officer Education Management 

Information System 

Ms Asia Hamid  Officer Zanzibar Examination Council 

. Mussa Mr Hassan Zyuma Officer Zanzibar Institute of Education 

Ms. Riziki A. Hassan Officer Zanzibar Library Services 

Mr. Khamis M. Abdi Officer   Department of Teacher 

Education 

Mr Abdalla Mohamed 

Mussa   

Officer                        Zanzibar Institute for 

Education 

Mr Salim Kitwama Surumu Officer in Charge  Pemba 

Ms Fatama Moole 

Ramadhan   

Pre-primary and  TUTU   

Centre Focal Point  

Preprimary and Primary 

Division 

Dr. Massoud    Programme Offcer          UNICEF  

Mr  Yusuf SES Focal Point DPPR 

Ms Sofia Sheha Shamiani Community 

Mr Suleiman Ali Ussi   Social Science Advisor Mizigani TC, Pemba 

Ms Amina M. Ali  Sr. Coordinator (GPE)  Zanzibar Examination Council 

Mr Othman Ahmed Othman  Subject Advisor - Science  Mkwajuni TC (North A) 

Mr Mwanawije M Makame Training Officer Chake Chake TC, Pemba 

Mr Mariam M. Yusufu  TUTU  Mentor  Mwanda (North B) 

Mr Mwanaharusi Khamisi  TUTU  Mentor  Mwanda (North B) 

Mr Philip Finell Programme Officer Sida 

Mr Marcus Eriksson Programme Officer Sida 
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 Annex 4 Review of Level of GPE 
Achievement of Objectives56 

Objectives 

 

Level 

Achieved 

Achievement Activities 

Component 1: Expand and Strengthen Pre-primary  

G.1: Expand and strengthen 

TUTU Centres 

 

(3 target programmes) 

Largely 120 Centres established; 240 mentors trained; monitoring 

taking place and TUTU impact study conducted; All audio 

programmes written but second year programmes not 

recorded; Mentor guides completed and distributed for 1
st
 

year only.  

G.2: By 2016, all Pre-

Primary teachers are trained 

in Pre-Primary teaching 

methodologies 

 

(3 target programmes) 

Largely 326 government primary teachers trained on ECACP and 

transferred to pre-primary classes. 555 pre-primary teachers 

trained. Children’s books published and distributed based 

on a 2 learners per book ratio. 460 teachers and 10 advisors 

trained on using children’s books. All Self Directed 

Learning Modules have been developed and 3 workshop 

modules for training. 

Component 2: Improve student performance through better teaching and improved access to 

learning materials with a specific focus on the Sciences and Mathematics 

G.3: By 2016, the number of 

un- and under-qualified 

teachers is reduced 

 

(Two target programmes) 

Largely 

 

A total of 900 upper primary teachers trained on difficult 

topics on Mathematics, Science and English subjects. Only 

450 planned. 3025 teachers of Standards 1-4 have received 

training on the use of new primary curriculum but only 504 

on textbook use as textbooks for these standards not yet 

procured; 479 Standard 5 teachers out of the target of 560, 

and 963 Standard 6 primary school teachers trained on use 

of textbooks and learning materials.  

G.4: By 2016, in both 

Primary and Secondary 

schools teachers are using 

minimum learning standards 

to assess student 

achievement and adjust 

teaching accordingly. 

(One target programme) 

Partially 

 

Minimum achievement standards for Standards 1-6 and 

lower secondary developed. 1799 primary and lower 

secondary teachers and subject advisors trained on 

achievement standards. Standardized exams at the 

district level for all grades not implemented.  Replaced 

by a pilot of 30 schools examining 4 subjects and 3 grades. 

Analysis yet to be shared. 8086 copies of the Minimum 

Achievement Standards (MAS) distributed to schools 

through teacher centres. 

                                                 
56

 The Evaluation Team did not receive samples of hard topics, inclusive ed. trainings or leadership 
training curriculum 
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G.5: By 2016, the necessary 

textbooks and teaching and 

learning materials for the 

new primary school 

curriculum are being used 

effectively in all schools  

 (One target programme) 

Largely 10 upper primary subject textbooks; and 8 lower primary 

grade textbooks and 3 textbooks for pre-primary produced. 

Two subjects not yet developed for two upper primary 

subjects. Textbooks have published and distributed to 

Standard 5 and 6 classes on a 2:1 ratio (including some 

private schools); science and mathematics kits procured and 

distributed.  

G.6: By 2016, school, mobile 

and community libraries will 

be developed and equipped, 

which along with the central 

library will promote a culture 

of reading. (Two 

programmes) 

Largely 10 community reading tests conducted; 7041 books for 

Unguja and Pemba District Libraries procured. 760 teacher 

librarians trained 80 librarians from 10 TCs, 3 Universities, 

14 Colleges and ZLS staff of Pemba trained. 960 children 

have participated in 24 library programmes. School library 

survey of 66 schools. Mobile library was not purchased. 

Component 3: Create a safe learning environment, which supports all learners according to their 

G.7: By 2016, the admission 

rate (for 4 year olds) in pre-

primary Government schools 

has increased. One 

programme 

Partially Safe play areas are in place in 30 schools. (60 schools 

missing from target). No tracking of admission rates 

reported. 

G.8: By 2016, all primary 

and secondary schools have 

an effective school 

counselling system in 

operation  

 

(5 target programmes)  

Partially Reportedly every school has had at least one teacher trained 

on preliminary counselling methods but no evidence 400 

more trained guidance and counsellor teachers were 

produced. 126 school counsellors trained on HIV AND 

AIDS and Sexual Reproductive Health and counselling 

methods. No information on creating safe and 

confidential counselling spaces in schools (D 4.1.2). No 

evidence that a system has been created for counselling 

feedback and response. (D 4.1.3). 88 school counsellors 

met to advise on new strategies including designing a 

template for counselling reports. No follow-up provided. 

1056 counselling teachers trained on how to provide and 

support children in gender specific issues. 3,416 girls 

participated in gender awareness meetings. 

G.9: By 2016, teachers are 

able to support children with 

special needs and specialist 

learning materials are 

provided to those children 

who require them  

(3 target programmes) 

Partially 24 advisors and resource teachers trained in IE and Life 

Skills programmes including sign language and Braille.  

892 teachers trained in identifying the special needs of 

children and modifying teaching approaches. Some 

materials to support learners with special needs have been 

developed and distributed to learners but not as much as 

was originally budgeted. Special needs equipment 

procured for ZEC, TCs and schools. 

Component 4: Strengthen the accountability of the education system 

G.10: By 2016, both school 

management and school 

performance relative to basic 

education standards have 

improved  

(2 target programmes ) 

Weakly 

implemente

d. 

Implemented in last quarter of 2016, head teachers and 

DEOs trained. No evidence on how many trained; or 

intended impact on student drop-out rates. No reporting 
on whether teachers use basic education standards to 

manage schools (C 2.1.4).  
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G.11: By June 2014, EMIS 

data on school performance 

is disseminated to the public 

annually. (One target 

programme) 

 

Partially 1,000 copies of 2015/16 Statistical Abstract printed and 

distributed to stakeholders in 2017. Previous Abstract 

2014/2015 only released in 2016. All primary and 

secondary schools in Unguja and Pemba trained on EMIS 

survey. EMIS information is not provided on school 

performance by district; school ranking; learner 

performance 
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 Annex 5 Review of Curriculum Samples57 

5.1  MINIMUM ACHIEVEMENT STANDARDS 
A sample of the achievement standards for one subject per school level was provided.  

Curriculum developers should review the standards for other subject areas for the 

same issues identified below.  

General Strengths of the Achievement Standards: 

 The standards can help teachers conceive curriculum content in terms of 

student competences and achievement levels. 

 The intention to use Bloom’s Taxonomy to organize the achievement levels. 

 The standards are aligned with curriculum objectives for each year level. 

General Areas in Need of Strengthening: 

 The content-knowledge or “topic” focus of the objectives in several subjects 

may draw teachers toward traditional, teacher-led instruction rather than child-

centred pedagogy.   

 Consistency in Level 3 reflecting achievement of an objective and level 4 

reflecting a child whose performance is “beyond expectations” – which is the 

definition provided for Level 4 in the introduction to each set of standards. 

The assignment of basic achievement of an objective to level 4 instead of 

level 3 occurs in several standards across subject areas. This means the 

standards would fail to identify gifted students, as the highest level is simply 

achievement of common objectives. 

 All levels of Bloom’s taxonomy apply to children at all grade levels; the 

“higher” levels of application, synthesis and evaluation should not be reserved 

for upper levels of schooling. 

 The pre-primary English standards do not currently reflect the principles or 

processes of language and literacy acquisition. 

 For science, it is to be hoped that students would apply all of their knowledge 

in daily life, but the achievement standards need to represent achievements 

measurable by a teacher in school. 

                                                 
57

 The Evaluation Team did not receive samples of hard topics, inclusive ed. trainings or leadership 
training curriculum 
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5.1.1 Specific Comments on each subject area sample:  

1) English, Pre-Primary 

 There are numerous grammatical and spelling errors in the document. 

 While partially based on functional linguistics (e.g. greeting, expressing 

thanks/apology), much of the curriculum and standards is based on vocabulary 

topics (for example, “identifying” objects in the classroom, objects in the 

home, animals). 

 Commentary on Examples from the Pre-Primary English Achievement 

Standards: 

MAS Sample, Figure 1 

 
A more appropriate re-working of the levels for this standard would require 

some revision of the curriculum objectives as well. For instance, in this objective 

is the child supposed to be reading common sight words or sounding out words 

phonetically? The levels for these two would differ; with sight words the levels 

would be based on % accuracy (for example level 1, cannot identify common sight 

words in the story, level 2: can read at least one sight word in the story,  level 3: can 

read 2 common sight words in the story, and level 4: reads more than 2 sight words 

in the story; (Furthermore, sight word reading objectives are normally based on the 

type of story/number of words and % accuracy within the whole story or over time, 

across different stories, not 1-2 words in a single story).  If phonetic reading 

(sounding out) is the objective, then the steps would identify whether the child can 

repeat or echo single words, identify beginning sounds, identify ending sounds, 

blend sounds to decode new words, Consonant-Vowel-Consonant or more 

complicated words, etc. 
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MAS Sample, Fig. 2 

 

A more appropriate progression for the acquisition of this objective might include 

using gestures/actions to express thanks/apology, using simple words or formulaic 

phrases to thank/apologize, using the words “thank you” or “sorry” spontaneously, 

without prompting, using the words consistently and appropriately, identifying when 

others should use them.  

 

These two examples pinpoint several areas requiring capacity building, incl.: 

 In-depth knowledge of reading acquisition needed for the setting of 

curricular objectives) and for laying out the attendant levels of achievement 

(e.g. decoding (reading) vs. comprehension (retelling); phonics vs. sight 

words, etc.); 

 Better understanding of the increments of learning (in this case, of reading 

and language acquisition) in order to describe realistic and distinguishable 

levels; 

 This entails a further move away from conceptualizing teaching as the 

transfer of knowledge to a conceptualization of acquisition/mastery of 

skills and competences,  and development of conceptual understanding; 

 Clarification of student achievement vs. teaching activities; 

 Consistency in Level 3 reflecting achievement of an objective and level 4 

reflecting a child who exceeds the objective.  

 

2) English, Primary Standards 1 - 4 

 The curriculum objectives are fully based on functional linguistics, however, 

these are labelled as “topics” rather than competences. 

 Levels often fail to break down the language skills students need for various 

objectives. 

 Commentary on an example from the Std III English standards:  
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MAS Sample, Figure 3 

 

 
 

A more appropriate revision might include responding to basic instructions for level 

1, remembering basic instructions for level 2, forming and giving basic instructions in 

level 3 and elaborating and responding to a wider variety of instructions for level 4. 

 

3) Science, Standards V – VI 

 Most levels are clearly distinguished using verbs aligned with Bloom’s 

taxonomy: name, identify, discuss or explain; however, very few objectives 

ask students to apply knowledge, and “apply” is only used at level 4 which 

signifies “beyond expectations.”  

 None of the objectives or levels goes beyond application to synthesis or 

evaluation. The curriculum is entirely recalled of facts at levels 1 - 3. 

 Standard V does not involve any objective or achievement of experimentation 

or the scientific process (which would include, for example, making and 

testing predictions, fair experiments, making observations and recording 

findings).  

 Standard 6 has only four practical experiments, namely:  conducting circuit 

experiment, demonstrate electromagnetism, prepare different solutions, 
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germinate seeds, all of which are in Level 4 (beyond expectations) except the 

first, and with no guidance on developing pupil understanding of the scientific 

process. These four experiments should be experienced by all students as 

teaching activities and the achievement standards should reflect students’ 

level of mastery of the skills and understanding of the concepts of each 

process. (See circuit example below).  

 In the few objectives where students are expected to apply their learning in 

real life – which is commendable, some would be difficult for teachers to 

assess in school. For example, how will teachers know if their Std. 5 students 

“apply prevention of Sexually Transmitted Infections”? Or if Std. 6 pupils 

“apply precautions on water hazards”?  

 Commentary on an example from the Standard VI Science standards: 

MAS Sample, Fig. 4 

 

Std. IV Science 

Achievement 

Standards 

 

Topic/Subtopic 

Specific 

Objective: 

Level 1 Level 2 Level 3 Level 4 

1) ELECTRICITY 

a) Construction 

of simple Electric 

circuit 

i) Identify 

different 

types of 

circuits. 

Mention  

different 

types of 

circuits 

Identify 

different 

types of 

circuits 

Construct 

a simple 

circuit. 

Construct 

different 

types of 

circuit. 

 

Comments:  

a) All students should experience the learning activity of building a circuit.  The 

achievement standard for this objective (at all four levels) should then reflect 

the level of success and understanding students showed in doing the 

experiment.  

b) The ability to mention or identify types of circuits is a separate (pre-requisite) 

objective from the objective of successfully constructing a circuit. 

c) Level 3 and Level 4 are adequately differentiated, with Level 3 reflecting 

achievement of constructing a simple circuit and level 4 going beyond 

expectations. 

4) Mathematics, Form I-II 

In the Form I-II mathematics achievement standards, the four levels generally 

differentiate the steps toward achieving each curriculum objective. However, level four 

often (with some exceptions) reflects meeting the objective rather than going beyond 

expectations. This means that to successfully pass the course, all learners would need to 

reach level 4, especially considering the incremental nature of mathematical knowledge – 

the need to master one concept or skill in order to achieve future objectives. This also 
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means that gifted learners who do go beyond expectations of the curriculum will not be 

identified.  

Geography, Form III-IV  

The Form III-IV geography achievement standards often differentiate the levels of 

learning by expecting Level 1 to simply define a phenomenon or term (recall), level 2 and 

3 to identify, describe or explain aspects of the phenomenon, and level 4 to interpret, 

differentiate and evaluate. For content knowledge, which is the bulk of the syllabus, this 

is fairly adequate, however, for the objectives which signify a skill or process (for 

example: Objective 7.a.iii: “Present data graphically”), all four levels should describe 

various stages, sophistication or accuracy in creating graphs, and rather than starting 

at level one with “define data presentation.” Defining data presentation may be the 

first teaching activity, but it is not a measure of the student’s ability to present data 

graphically. As noted, this mainly applies to practical/skill-based objectives.   

 

5.2  CERTIFICATE IN EARLY CHILDHOOD 
EDUCATION (CECE)  

ZIE completed the curriculum framework for teacher certificate in early childhood 

education (CECE) in 2017. It is envisioned that TTCs will offer the course for 

teachers to prepare new teachers at the pre-primary and lower primary level. 

5.2.1 Strengths of the CECE curriculum framework: 

 Participatory development process, including non-governmental stakeholders, 

was used to prepare the framework. “There has been liaison among Ministry’s 

Directorates, Zanzibar Examination Councils (ZEC), Zanzibar Inspectorate 

Board (ZIB), Department of Teacher Education (DTE) Universities, Teacher 

Training Colleges (TTCs) Community Based Organisations (CBO), Faith 

Based Organisations (FBO), Development Partners (DPs) as well as Global 

Partnership for Education (GPE) in the development of this curriculum 

framework.”  (p. vi) 

 18 months course will allow for faster preparation of teacher candidates. 

 The CECE has integrated inclusive education into the practical application 

requirements of the syllabus: “Specifically trainees will have the opportunity 

to apply the acquired knowledge and skills in guiding and counselling 

children with special educational needs, improvisation of teaching and 

learning resources as well as curriculum and syllabus analysis.” (18.2, p. 21) 

 Tutors are guided to use micro-teaching, demonstrations, peer group teaching, 

and single lesson teaching practice, and materials production as a part of the 

coursework. (18.3, p. 21) 
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5.2.2 Areas for Consideration: 

 18 months is a very short time to introduce and inculcate all of the concepts 

and competences expected in the curriculum, particularly for Form IV leavers. 

(By contrast, Mainland 

Tanzania now requires 

all teachers to have at 

minimum a 2 or 3 year 

diploma level course 

and more developed 

countries normally 

require a 3-5 year 

university-level course 

for early childhood 

teachers). 

 The assessment of the 

course is not aligned 

with the philosophy and 

pedagogical approach 

set out in the objectives 

and learning areas:  

While examination of a candidate’s knowledge of professional, academic and 

pedagogical subjects is important and must be part of the overall assessment, to 

assign 50% to a one-off, written examination, and to not explicitly include 

significantly weighted, competence-based assessment of the block teaching practice 

(BTP or student teaching) is concerning and does not, in fact, directly assess the 

stated objectives f. – k. of the course (see objectives as stated in Section 12.0, p. 13). 

 The Curriculum Framework provided is quite comprehensive in terms of the 

goals, objectives, reasoning and course organisation, but does not specify the 

content (knowledge or skills) of what teacher candidates will learn. 

5.3  PRE-PRIMARY CURRICULUM 

The pre-primary curriculum prepared by ZIE and published by MOEVT in 2012 

covers eight subjects: Environmental education, science and technology; 

mathematics; Kiswahili, religion; sports; arts and craft, English and Arabic. Since 

Primary education was reduced from seven grades to six, some topics have shifted 

down to the pre-primary curriculum, which may not be appropriate for such early 

grades. In a study of options for universalising pre-primary in Zanzibar, Bartlett 

(2014)58 infers that the pre-primary curriculum is also overloaded and that it 

emphasises knowledge acquisition, encouraging teachers to use rote-learning 

techniques, rather than more active approaches more suitable for young children. 

                                                 
58

 Zanzibar Education Situation Analysis 2015. 

“Following are the components of 

assessment procedures which will be used 

in the curriculum: 

 

ASSESSMENT WEIGHT % 

COURSE WORK 25 

PORTFOLIO 5 

MATERIAL 

DEVELOPMENT 
15 

ATTENDANCE 5 

FINAL EXAMINATION 

[including both 

professional and academic-

pedagogical subjects] 

50 

TOTAL 100% 

 

(CECE Curriculum Framework 20.1.2, p. 29). 
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5.3.1 Strengths of the 2012 pre-primary curriculum: 

 Relatively detailed inclusive education section. 

 Inclusion of sports, art and craft, and character education in the form of 

religious studies and ethical behaviour. 

 The celebration of mother tongue (Kiswahili) and its oral traditions, such as 

riddles for young children. 

 There are several age-appropriate objectives/competences. 

 The assessment section sets out developmentally appropriate forms of 

assessment. 

5.3.2 Areas for further consideration: 

 Presenting the curriculum as a list of “topics” and “sub-topics” easily lends 

itself to traditional, teacher-led, knowledge-transmission or coverage of 

topics. Alternative organisation of the curriculum could be to organize the 

content knowledge under each competence, or to develop conceptual units 

which incorporate the topics and can be implemented through play and other 

child-centred activities. 

 There is redundancy between”general competences” and “general objectives” 

of each subject – the two need to be combined into a comprehensive list or 

continuum. 

 Some competences/objectives are not age-appropriate. 

 In cases were topics come up in first and second year, there is no 

differentiation between what first year (4 year olds) and second year (5 year 

olds) should learn about the topic – hopefully this is specified in the MAS. 

 Social and economic reasons are given for including Arabic and English as 

additional languages starting in pre-primary level and multi-lingualism has 

many positive cognitive effects as well; however, the curriculum does not 

acknowledge that simultaneously gaining literacy in more than one language 

(and script) often takes longer than gaining literacy in a single language. 

 The importance of the use of concrete materials by all children to develop 

concepts, particularly in mathematics, is not mentioned. Teachers are only 

told to “to use materials that are reliable for the special needs children” for 

each subject. 

 Teachers require greater detail on the recording and frequency of assessment 

data – e.g. how many portfolio entries, what type of observation forms and 

checklists and how often each child is to be assessed. 
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 Annex 6 Sample Profile 

 

 

Schools Pemba Unguja 
Total 

Schools  

Teachers 
surveyed in 

Pemba 

Teachers 
surveyed in 

Unguja 

Total 
Teachers 

TUTU Centres 6 3 9 
 

92 193 285 

Pre-Primary and 
Primary 

7 5 12 
 

20% 68% 100% 

Primary 
 

3 3 
 

Female Male 
Total 

Teachers 

Pre-Primary Primary 
and Secondary 

1 4 5 
 

190 95 285 

Secondary 
 

1 1 
 

67% 147% 100% 

Teacher Centre 1 2 3 
    

Undesignated 
schools  

5 5 
    

 
15 23 38 
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Teachers 9 22 166 10 4 1 4 85 301 

  3% 7% 55% 3% 1% 0% 1% 28% 106% 
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Teachers 3 17 15 208 25 17 285 
    1% 6% 5% 73% 9% 6% 100% 
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Teachers 20 6 15 56 108 51 4 25 285 

 7% 2% 5% 20% 38% 18% 1% 9% 100% 

          

Class 

size 

< 20 21-30 31-40 41-50 51-60 61-70 71  

and 

more 

Total 

Teache

rs 

 

Teachers 3 14 18 61 67 52 70 285  

 1% 5% 6% 21% 24% 18% 25% 100%  

          

Pupils with 

Special 

Needs 

Pupils with 

visual 

impairment 

Pupils with 

hearing 

impairment 

Pupils with 

physical 

disabilities 

Pupils with 

learning 

disabilities 

Learner 

numbers 

177 134 136 130 

 

 

Map of Schools Surveyed in Unguja Island 
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Map of Schools Surveyed in Pemba Island 
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 Annex 7 Documents Reviewed 

Revolutionary Government of Zanzibar  

Policies and strategies  

Ministry of Education and Vocational Training (2007) Zanzibar Education Development Plan   

2008/9–2015/16.   

Ministry of Education and Vocational Training (2017) Zanzibar Education Development Plan II 

2017/18-2020/2.1 

Ministry of Education and Vocational Training and UNESCO (July 2014) Education for All 

Assessment, 2001-2013. 

Revolutionary Government of Zanzibar (2006) Education Policy.  

Revolutionary Government of Zanzibar (2010) The Zanzibar Strategy for Growth and Reduction of 

Poverty 2010–2015 MKUZA II.    

Revolutionary Government of Zanzibar (2013) MKUZA Implementation Report 2012/13.  

Revolutionary Government of Zanzibar Vision 2020. 

Reports and studies   

Ministry of Education and Vocational Training (16 Oct 2015) Zanzibar Education Statistical Abstract 

2014.   

Ministry of Education and Vocational Training (Dec 2016) Zanzibar Education Statistical Abstract 

2015-2016. 

Ministry of Education and Vocational Training (April 2016) Zanzibar Education Situation Analysis 

2015.  

Ministry of Education and Vocational Training (2011) ZEDP Phase 1 Implementation Review 2008/9–

2010/11.   

Ministry of Education and Vocational Training (2013) Report on the Study of Management of Entrants 

to Teacher Training, Teacher Requirements, Recruitment and Deployment Trends and Teacher 

Working Conditions in Zanzibar, ZBEIP.  

Ministry of Education and Vocational Training (2015) Radio Instruction to Strengthen Education 

(RISE) and Zanzibar Teacher Upgrading by Radio (ZTUR). Post- Project Evaluation in Zanzibar. 

Ministry of Education and Vocational Training (2016) Review of the Zanzibar Education Development 

Programme  (ZEDP) 2008/2009-2015/2016.  

 

Swedish Support to Education Programme  

Communication (April 20, 2010) MoETV, Khalid Wazir to Embassy of Sweden (re: Ministry Request 

to Sida for 2010-2011 and 2012-2013).  

Embassy of Sweden, Specific Agreement between the Revolutionary Government of Zanzibar 

represented by Ministry of Education and Vocational Training the Sweden (15 June 2010); 

Amendment Agreement (4 October 2011); First Amendment (1 August 2013); Second Amendment (16 

June 2014); Third Amendment (6 July 2015); Fourth Amendment (29 June 2016); Fifth Amendment 

(27 March 2017).  
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Embassy of Sweden (10 June 2011) Correspondence to the Ministry of Education and Vocational 

Training (MOEVT) (re: review meeting).   

Embassy of Sweden (21 September 2012) Annual Review Meeting with the Revolutionary Government 

of Zanzibar Ministry of Education and Vocational Training (MOEVT).   

Embassy of Sweden (7/12, 2013) Contribution Completion Report (N).  

Embassy of Sweden (16 December 2014) Annual Review Meeting with Ministry of Education and 

Vocational Training on Education Sector Support.  

 Financial Consultants and Services (2016) Ministry of Education and Vocational Training MOEVT 

/Sida Educational Support Project Phase VI C, Report and Financial Statements for the Period Ended 
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End-Term Evaluation of the Global Partnership  
for Education (2014-2016) in Zanzibar
This report, which has been commissioned by the Swedish Embassy in Tanzania, presents an evaluation of the performance of the 
Global Partnership for Education (GPE) Programme in Zanzibar (2014–2016). The evaluation assessed performance using criteria of 
relevance, effectiveness, efficiency, impact and sustainability and provided recommendations for a next phase of support. Overall, 
the GPE programme was both relevant and effective, making significant gains across numerous areas in the national education plans. 
One main challenge however to education reforms is the situation of teacher deployment and shortages of school infrastructure, 
without which programmes such as GPE will continue to have limited impact. On efficiencies in implementing the programme, these 
were achieved by some departments, such as Teacher Education, whereas others were hamstrung by their own lack of internal 
capacities. High reliance on external educational development funding is a challenge to sustainability.
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