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Education sector development 
and teacher identity construction: 
a reflective experience
Godlove Lawrent *

Department of Educational Foundations and Continuing Education, The University of Dodoma, 
Dodoma, Tanzania

Introduction: Tanzania, like other developing countries, has adopted numerous 
educational reforms geared towards addressing challenges rooted in either the 
colonial or post-colonial educational systems. However, the influence of these 
reforms on teacher professionalism is seldom studied. This study, therefore, 
gained insights into how the secondary education expansion policy related 
challenges affected teachers as teaching professionals.

Methods: The qualitative case study design was adopted in order to capture 
the holistic overview of the phenomena under exploration. Individual interviews, 
focus group discussion, and document analysis were utilized for gathering data. 
The main participants were teachers and school principals who were purposively 
selected from the Iringa region, Tanzania. The region promptly managed to 
build at least one secondary school in each ward (i.e., at least two villages) as 
per the government’s expansion enactment directives.

Results: It was revealed that the inadequate enactment of the expansion policy 
adversely affected teachers’ self-beliefs about their own teaching aptitudes, their 
apathy towards teaching, as well as their social status. These issues undermined 
successful implementation of the policy itself.

Discussion: The study adds to a growing body of literature around how teachers 
“construct” what secondary expansion means for them as both effective and 
ethical professionals.
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1 Introduction

The successful accomplishment of educational goals depends entirely on how teachers 
construct their sense of identity within and beyond their workplaces (Li, 2023). Thinking 
about and being aware of the concept of teacher identity provides a better understanding of 
teaching both as a profession and a practice (Demirdag, 2015). Teacher identity and its 
formation have gained great attention in recent years (Bacova and Turner, 2023; McConville, 
2023). Identity is necessarily multifaceted, fluid, and subjective because different people view 
it in different ways depending on their context (Do and Hoang, 2023; Fadjukoff et al., 2016; 
Mora et al., 2016). Despite this, however, teacher identity broadly embraces how teachers see 
themselves as professionals in the community (i.e., self-image), their beliefs on how others 
perceive them, and how they are viewed by society at large (Ma, 2022; Xing, 2022). Literature 
(Nagdi et al., 2018; Zeng et al., 2022) highlights that teacher identity is not something that 
occurs naturally, but it emerges and develops as an individual teacher interacts with his/her 
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professional environment. In other words, the working conditions in 
which teachers perform their roles shape and reshape their identities.

Teachers develop negative perceptions about their teaching 
profession as a result of the challenging working environment they 
encounter and vice versa. These perceptions determine their sense of 
resilience, commitment, efficacy, and engagement in their profession 
(Li, 2023; Wells, 2015). Wells (2015) in his research on the factors that 
might influence preschool teacher turnover and retention, found that 
approximately 40% of novice teachers were likely to leave their career 
of choice because of limited professional support and inadequate 
positive workplace mutual relations. In a study by Zinsser et al. (2016), 
teachers who viewed the workplace conditions of their school in 
negative terms became depressed and subsequently lost their 
enthusiasm to support their children to grow both socially, 
emotionally, and intellectually. However, studies on the link between 
workplace climate and teacher identity development in the Tanzanian 
setting were scarcely available.

There is ample scholarship suggesting that teacher education 
programs impact teacher identity development (Ma, 2022; Spicksley 
et al., 2021; Yin et al., 2016). Teachers and school leaders who share 
their experiences and knowledge with colleagues, and pre-service 
teachers who are adequately prepared feel more competent to teach 
than those who do not (Hong, 2010; Lamash and Fogel, 2021; Zhao, 
2022). Exploring factors that contribute to professional identity 
formation among school leaders in Turkey, Luehmann (2008) found 
that schools’ perceptions about themselves as leaders changed when 
they frequently interacted with out-of-school coworkers and reflected 
on their practice. Therefore, understanding networking opportunities 
and their implications for teacher identity construction in Tanzania 
was an inevitable attempt. Cheng (2021) argues that teacher education 
program that enhances professional identity should reflect on teachers’ 
pedagogical beliefs, their emotional experiences, as well as their 
teaching environment and culture. The lack of these critical points 
compromises teacher identity development.

Finland is one example of countries that has promoted teacher 
identity to accomplish the world’s best education system (Khoza, 
2023). Although the country has developed rules of professional 
identity that guide the implementation of teaching and learning 
policies, teachers are less enthusiastic in following them. Factors that 
compromise teachers to abide by the rules and how this influences 
them to construct their identities are not adequately identified. Cheng 
(2021) in his research found that teachers’ emotions are important 
factors that shape their identities and subsequently affect their work 
performance. When teachers reflect on themselves in regard to the 
nature of their work and such factors as their satisfaction and teaching 
motivation, they develop negative or positive emotions (McConville, 
2023; Scherr and Johnson, 2017; Zhao, 2022).

Educational change or reform can be an identity-disrupting (Gao 
and Cui, 2022; Harrison and Alberti, 2022). The reform related 
challenges prompt teachers to interpret and re-interpret their own 
values and their past work or teaching experiences. Emotional 
tensions give rise as these teachers struggle cope with new changes 
and in turn fail to adequately implement the reforms. Bolívar et al. 
(2014), for example, argue that teachers become resistant to changes 
as a strategy to safeguard their identities if they are not adequately 
involved in the school curricula reform process because they view 
themselves as seriously isolated. Between 2004 and 2015, the 
government of Tanzania enacted and implemented the secondary 

education expansion policy (Ministry of Education and Vocational 
Training, 2008, 2010). As a result of this, new schools were built. 
Evidence, however, indicates that despite the government initiatives 
to expand the secondary education sector, poor student performance 
remained problematic in the country (Ministry of Education and 
Vocational Training, 2010; Twaweza, 2013).

A growing body of research has suggested that teacher identity 
plays a powerful influence on student achievement and cognitive 
development (Izadinia, 2013; Keile, 2018; Pishghadam et al., 2022). 
On the basis of the poor student performance, one of the assumptions 
behind this research was that the secondary education enactment plan 
has had a negative implication for teacher identity. Contextual factors 
that compromise teachers’ ability to perform their roles are numerous 
(Marschall, 2022; Sumra, 2015; UNESCO, 2021). However, little 
research has addressed how the secondary education expansion 
associated challenges has impacted on teacher identity development. 
I was particularly interested in the identities of teachers because these 
identities determine how teachers teach, how they grow as 
professionals, and how they feel about changes introduced in the 
education system (Clarke et al., 2022; Gao and Cui, 2022; Liu and 
Trent, 2023). The main research question was: “To what extent has the 
increase of secondary schools impacted teachers as teaching 
professionals?” The answers will contribute important knowledge not 
only about the professional life of secondary school teachers but also, 
more importantly, what factors are contributing towards a decrease 
(or not) of professional identities amongst secondary school teachers. 
Arguably, if these factors are made aware, and begin to redress, it is 
possible not only to produce a far more confident body of teachers but 
also provide a means for improving student academic performance.

2 The secondary education enactment 
and social positioning of teachers

Secondary education in Tanzania is regarded as a pathway to 
vocational training, tertiary level, and the world of work. For this 
reason, the government has been enacting and implementing diverse 
education development plans. The growth of primary education in the 
country, for example, has created a large demand for secondary 
education. Owing to this, the government of Tanzania developed the 
secondary education development policy. The policy was implemented 
in two phases (i.e., 2004–2009 and 2010–2015). The government 
believed that without this expansion policy, the transition from 
primary to secondary schooling would dramatically drop. The policy 
ensured that each ward (two, three, or four villages) had at least one 
secondary school within their locality in order to absorb primary 
school graduates. Alongside improving the quality of education 
delivery, the policy was intended to achieve equity and increase access 
to secondary education (Ministry of Education and Culture, 2004; 
Ochieng and Yeonsung, 2021). The introduction of fee-free education 
in recent years was geared towards maximizing the enrolment rates in 
the schools established under the new policy.

The implementation of the secondary education development 
plan in the country is compromised by several challenges. The main 
challenge is poor life-long learning skills and livelihood among 
secondary education graduates (Kinyota et  al., 2019; United 
Republic of Tanzania, 2018). Although teachers are an integral part 
of the education system, their right to favourable working 
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environment is often overlooked (UNESCO, 2021). There is a 
disparity in working conditions between urban and rural localities. 
Poor classrooms, shortage of houses, and medical issues are more 
problematic among rural teachers than urban counterparts 
(Nyamubi, 2017; Stromquist, 2018). For this reason, a number of 
rural teachers migrate to urban schools. The implication here is that 
the expansion plan has expended limited attention on retaining all 
(or rural teachers). Despite the government and community 
initiatives to build many new schools and enroll a high number of 
students, salaries and other fringe benefits are still challenging 
(Ndijuye and Tandika, 2019; Sahito and Vaisanen, 2019). These 
factors compromise the social standing of teaching profession and 
subsequently discourage young people to become teachers. Shortage 
of teaching resources and teacher professional development 
opportunities continue to exist across secondary schools in 
the country.

Notwithstanding the secondary education sector being supported 
by the government and community in terms of resources, the sector 
remains extremely under-funded (African Development Bank, 2007). 
Most of the budget in the education sector depends heavily on funds 
from development donors which are sometimes unreliable (Ochieng 
and Yeonsung, 2021). Foreign aid in relation to financial resources has 
tremendously declined in favour of other traditional projects (African 
Development Bank, 2007). Donor practices influenced the budget of 
the secondary education sector through various means, including 
encouraging international financial institutions to provide strict and 
tight fiscal discipline. This strategy constrained the education fiscal 
space in terms of teachers’ wage bill. Therefore, the diverse working 
conditions in which the teachers in the country implemented the 
education development plan would, I surmised, have far-reaching 
effects on how they view themselves as educational professionals.

3 Methods

A qualitative study approach was deemed appropriate for 
understanding the phenomena at hand. This approach provides an 
opportunity to comprehend and build a holistic overview of what the 
participants said before data analysis and interpretation take place 
(Cresswell, 2009; Soklaridis, 2009). In addition, a qualitative study 
permits greater interaction between the researcher and participants, 
thus offering participants the opportunity to shape the information 
that emerges in the course of data gathering (Cohen et  al., 2011; 
Wiersman, 1986). It is through this approach that the participants’ 
social world and their lived experiences are gathered. Mutch (2013) 
points out that one of the strengths of qualitative-related studies are 
that they do not allow predetermined hypotheses. To gain detailed 
narratives, I  grasped and shared subjective views with those who 
implemented the expansion policy in their natural settings. In other 
words, meanings or sense-making of data is drawn from the 
participants’ perspectives (Bryman, 2012; MacMillan and 
Schumacher, 2010).

Diverse methods were used to gather rich descriptive accounts of 
the participants’ experiences and perceptions in terms of their feelings 
and beliefs about the study phenomena (Corbetta, 2003). However, a 
particular focus of this qualitative study is placed more on 
understanding rather than the description or explanation of what is 
happening in relation to the policy implementation.

3.1 Participants and contexts

This study consisted of teachers and school principals who were 
purposively drawn from two (i.e., one high and one low performing) 
newly established secondary schools in the Iringa region, Tanzania. A 
total of 14 participants (i.e., two school principals and 12 teachers) 
engaged in my study. While teachers help students to develop 
academically, school principals perform all school managerial 
functions, including setting school strategies and establishing teachers’ 
performance expectations (UNESCO, 2009). Therefore, these 
individuals were considered as a primary rich-information source 
because they implemented the policy and had experienced its effects. 
The secondary development policy placed more attention on the 
construction of new schools rather than expanding the existing or old 
schools. For this reason, the old schools were excluded in my study.

Studies have shown that various demographic characteristics 
determine how teachers construct their sense of themselves as teachers 
(Fadjukoff et al., 2016; Sarouphim and Issa, 2020). Similarly, teachers 
who took part in my study were purposively selected. Purposive 
sampling technique was adopted to obtain rich-information 
participants (Mutch, 2013; Bryman, 2012). Gender, subject areas of 
specialization, and years of service were used as the selection criteria 
(see Table 1). The assumption here was that the male and female 
teachers may have different experiences and perspectives about the 
study phenomenon. However, although school principals were 
selected based on their positions, they were all males and had more 
than 5 years of service. More specifically, school principals from the 
Republic School (Principal #1) and Rift Valley School (Principal #2) 
had 11 and 7 years of experience as school leaders and supervisors. 
The two school principals specialised in humanities and social science 
subject during their pre-service teacher education. The deliberate 
attempt had been undertaken to ensure that at least an equal number 
of participants across gender and subject areas of specialization were 
sampled for them to share their experiences with regard to the issue 
under investigation. The more experienced teachers were highly 
prioritized in my study than their novice colleagues. Tschannen-
Moran et al. (1998) argue that novice teachers may be less aware of the 
problem under exploration than the more experienced colleagues. A 
range of teaching experiences helped me to obtain adequate first-hand 
information about the diverse challenges that the expansion plan 
generated in the course of its implementation. In my study, all names 
of schools are pseudonyms. Schools were synonymized as Republic 
(high performing), and Rift Valley (low performing).

TABLE 1 Demographic profile of the participants.

Variable Number

Gender Male 8

Female 6

Subject taught Science 6

Humanities and Social Sciences 8

Years of service Less than 10 1

10–14 7

15–19 3

20–24 2

25 and above 1
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3.2 Data collection

Typically, qualitative related studies focus on gathering a 
massive amount of data to further their better understanding of the 
phenomena under investigation (Best and Khan, 2006; Bordens 
and Abbott, 2008). A variety of instruments and methods are 
required to achieve this particular intention. Data related to beliefs 
and feelings around how the challenges emerged in the context of 
the secondary education policy enactment and implementation 
shaped teachers were gathered through one-to-one or individual 
interviews (IT).

I interviewed two school principals (i.e., one in each school) 
individually in order to get detailed information about themselves, 
their teachers, and their schools, particularly with regard to the policy 
implications. Literature (Cohen et al., 2011; Croker, 2009; Flick, 1998) 
points out that some participants are less comfortable with one-to-one 
interviews but feel happy and confident to share perspectives with 
others whom they are already familiar with. Focus group interviews 
with teachers were undertaken to enable participants’ similarities and 
differences in experiences (Soklaridis, 2009). According to Ary et al. 
(2010), group interviews are more socially oriented as compared to 
individual interviews. When a participant listens to others, he or she 
can able to form his or her own beliefs. Thus, focus group interviews 
are helpful because they bring several different viewpoints into contact 
(Ivankova and Creswell, 2009).

Consensus about the exactly number of participants required 
to make a coherent group that can provide rich data or information 
is not yet reached between and among researchers (Basit, 2010; 
Bryman, 2012; Cohen et al., 2011). In my study, however, a single 
group consisted of six teachers. Of the six, three were science 
teachers and the other three were humanities and social science 
teachers. Again, out of six, three were male teachers and the other 
three were female teachers. Thus, there were two focus group 
conversations (i.e., one from each school). Consent forms were 
distributed to the teachers for them to decide whether they would 
participate in my study or not. As with individual interviews, only 
teachers who returned a signed consent form had the opportunity 
to engage in focus groups. However, school principals were not 
part and parcel of participants in the focus groups. The category of 
humanities and social science teachers involved those who taught 
either Geography, English, Kiswahili, History or Civics subjects. 
Those categorised as science teachers were those who influenced 
teaching and learning in subjects such as Biology, Physics, 
Chemistry, and Mathematics.

All interview items or questions were typically open-ended and 
were designed to reveal what was important to understand about the 
study phenomena (Wellington, 2008). Probing strategies were, 
however, employed depending on the responses from the participants. 
I provided the participants with opportunities to freely express and or 
respond to the questions in their own words either at length or briefly. 
Leading questions were avoided and reconstruction of ideas. Some of 
the interview questions that participants were asked include: What are 
the current challenges facing you as teachers? How these affect your 
teaching profession? How would you  describe the teaching and 
learning environment in your school? How do these affect you? These 
questions sought to gain insights into the participants’ feelings in 
relation to the implementation of the expansion policy. However, 

before embarking on actual study, interview questions were piloted to 
identify awkward items and determine interviewing duration 
(Basit, 2010).

I was aware that some interviewees might be unwilling to share 
information or might even provide false information (Silverman, 
2000). To address this, a short introductory meeting was conducted 
so as to develop trust, reduce social distance, and build mutual 
understanding (Cohen et  al., 2011; MacMillan and Schumacher, 
2010). The duration of individual and focus group interviews ranged 
from 1 h to 2 h, respectively. All interviews were digitally recorded 
subject to the participants’ consent. This not only helped me to remain 
focused, but it also provided a verbatim record of the responses. The 
interview transcripts were then shared with the participants in order 
to determine the accuracy of gathered data. This process provided an 
opportunity for the participants to add and clarify any ambiguities 
(Wellington, 2008).

Evidence suggests that secondary sources or documents enhance 
the quality of interview gathered data as they provide good descriptive 
information (Bryman, 2012; Hancock and Algozzine, 2006; De Vos 
et al., 2005). My study analysed the government document, especially 
the secondary education development plan. This practice helped me 
to gain insights into how the expansion policy promises and its 
implementation strategies influenced teachers to develop their own 
identities. The evaluation about the authenticity of the document 
before the analysis process is undertaken is important for ensuring 
that the gathered information is valid (Basit, 2010). I was aware that 
the education sector in Tanzania has a number of policies targeting 
different individuals. For this reason, only the secondary education 
development policy was analysed. A particular focus was placed on 
understanding the policy promises and practices in terms of 
promoting teachers’ professional lives for them to teach effectively and 
efficiently. These factors influenced the ways in which interview 
questions were developed.

3.3 Data analysis

The gathered data were organized so that they became easily 
retrievable. My data were thematically analyzed by using six steps 
developed by Braun and Clarke (2006). Prior to actual analysis, the 
interview data were transcribed. To achieve this, I repeatedly listened 
to audiotapes. More specifically, I listened what the participant say 
including their inner voice while taking into account their nonverbal 
cues (Seidman, 2006). Words were transcribed directly to avoid any 
potential bias that might occur with summarizing. I did not attempt 
to change phrases or words to make them grammatically correct as it 
could compromise the meaning of what participants said (Ary et al., 
2010). In this process, I also stripped identifiable information so as to 
ensure confidentiality. Once transcription has been made, I continued 
to read and re-read the data for reflection and familiarization 
purposes. As I  familiarized myself with the data, I wrote notes or 
memos (reflective log) to capture my thoughts as they occurred. The 
memos were written in the margins of the transcripts implying key 
ideas (De Vos et al., 2005). I then reviewed all the notes in the margin 
and made a complete list of the different type of emerged information.

After data familiarization, I  generated initial codes. Phrases, 
words, sentences, and behaviour patterns that seemed to occur 
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regularly were identified or sorted out. New understanding emerged 
as I continued to code the data, thus necessitating changes in the 
original transcripts. The developed codes were labeled (i.e., related 
phenomena were assigned same names) in order to recognize 
similarities and differences in the data. A deliberate attempt was 
undertaken to make a list of all code words. Similar codes were 
grouped and I then looked for redundant codes. This initial coding 
resulted in the development of tentative categories or initial themes. 
Highlighters were used to indicate which colours of codes were linked 
with which categories.

The emerged themes were then reviewed to see if they related to 
dataset and code extracts. To do this, I  went back to the original 
transcripts or dataset to identify further areas not coded so that they 
are fixed into the developed categories or themes (Ary et al., 2010; 
Basit, 2010). Too much overlapping between and among themes was 
avoided. Thereafter, the themes were given specific label or names to 
differentiate one another. Analytical narratives and data extracts or 
quotations to inform the findings were then weaved together before 
plausible explanation and sense making were undertaken (De Vos 
et al., 2005).

4 Findings

As previously noted, once transcription was undertaken, 
I searched for relationships and patterns between and among codes 
until a holistic picture emerged. I then critically examined the data 
(i.e., reading interview transcripts line by line) and categorized 
them. As I continued to familiarize with the data, I generated and 
developed themes. Three major themes emerged as a result of this 
analysis: perceived loss of teaching aptitude, apathy towards 
teaching, and undermined status of teaching. Attending in-service 
training, inability to teach outside their expertise, inadequate time 
to prepare their teaching lessons, feeling intellectually successful, 
and using learners as resources to develop professionally were 
attributes of the first theme. The second theme (apathy towards 
teaching) was made up of phrases such as engaging in alcoholism, 
lacking of self-motivation, and developing habits of absenteeism. 
The identified terms for the third theme, “Undermined social 
status of teaching” include perceived loss of respect, the sense of 
isolated, as well as feeling professionally unhappy and overlooked. 
These issues will be illustrated below.

4.1 Perceived loss of teaching aptitude

There was a varied perspectives and experiences between and 
among participants about the extent to which the secondary 
education expansion plan associated challenges affected them as 
teaching professionals. In their interviews, teachers were anxious 
that they were inadequately prepared to implement various 
changes initiated in the school curriculum. While some teachers 
declared that they had opportunities to participate in one or two 
in-service training programmes, others were concerned that they 
lacked such opportunities. Three teachers who had the 
opportunity to these programmes shared their insights that the 
programmes helped them “feel successful” in their teaching 
practices. One participant commented: “I was able to attend 

in-service training seminars only once. In this seminar we learned 
how to develop teaching resources. In that seminar, we used an 
empty plastic water bottle as a funnel or beaker. Now, if you go 
to our school laboratory you  will see that the apparatuses, 
we  have there are of the plastic materials which I  improvised 
myself ” (Biology Teacher, Republic School, FG #1). However, 
teachers who lacked in-service training opportunities “felt 
incompetent” in their teaching subjects.

Two out of 12 teachers were bothered that the government 
increased the number of secondary schools without having a 
corresponding target to increase teacher numbers. The experience 
from two teachers at Rift Valley School mentioned that initially their 
school had only three teaching staff personnel with 600 students. The 
few teachers available in these schools taught only subjects of their 
specialization while leaving quite a number of others untaught. These 
teachers associated poor student performance trends with teacher 
shortage. One of the teachers stated, “Since the school had only three 
teachers, those teachers were being overworked and they were usually 
very tired. This is because the same teacher would be required to 
teach, deal with students’ discipline, and work as a head of department” 
(Physics Teacher, Rift Valley School, FG #2). Nine out of 12 teachers 
were anxious that because of high workload, they lacked adequate 
time to prepare their lessons. One participant concluded, “Teachers of 
this category lost their confidence in teaching and subsequently 
labelled by their students as intellectually ineffective” (Principal 
#2, IT4).

While some teachers believed that the shortage of teachers 
adversely impacted on their mastery of teaching, others place their 
concern on teaching and learning materials. One of the teachers 
maintained that their roles are to guide the learners by giving them 
direction of what to learn. With this logic, then the teachers expressed 
that the lack of a library and books in the new established schools 
prevented them from using learners as sources of knowledge. For this 
reason, teachers continued to assume a traditional role of the 
pedagogy by being sources of knowledge because students had 
nowhere to go to look for new ideas to be shared during classroom 
teaching and learning. The resource shortcomings prompted teachers 
to use more effort in trying to explain theoretically to the students how 
such materials look like and how they are used. Six out of 12 teachers 
were worried that once these students fail to demonstrate how to use 
those materials, particularly after completion of their studies, it is the 
teacher who taught them who will be  blamed and categorized as 
incompetent in his or her job.

4.2 Apathy towards teaching

The government promised in the expansion policy that it 
would construct adequate houses for teachers in all new schools. 
Findings, however, revealed that in the construction of new 
schools very little attention was placed on the teachers’ 
settlements. The scarcity of houses prompted teachers to rent 
houses or rooms off school premises. Teachers claimed that 
renting houses off school premises was a challenge to them 
because sometimes students from far away villages rented rooms 
in the same house in which these teachers lived. The school 
principals made it clear that since teachers lived very far away 
from their schools, it was impossible for them to carry a load of 
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students’ exercise books home to mark. One of the participants 
raised this concern: “Given this impossibility, even if the teacher 
is enthusiastic to perform their roles beyond the school context, 
he or she may resort to engage in alcoholism, therefore adding 
further to a mockery of the teaching profession” (Principal 
#2, IT4).

The school principals were asked to provide their own perceptions 
about the government’s initiative to recruit many school graduates to 
enter the teaching profession. Although some principals acknowledged 
that this initiative helped to reduce teacher shortage, they were 
concerned that these teachers were not self-motivated to teach until 
they were pushed to do so. One participant complained: “According 
to teaching profession regulations, unless the teacher is on leave, he/
she has to regularly attend to school. But since teachers disregard this, 
that is why today, as we are here talking, you see me alone” (Principal 
#1, IT1).

It was also observed that teachers felt overlooked, especially in 
terms of promotion. The participants pointed out that the delay in 
implementing promotion and salary advancement during the policy 
enactment induced the habits of absenteeism to some teachers. 
Teachers used promotion related issues and lack of salary increase as 
pretexts for leaving school early to engage in other activities aimed at 
generating income to make ends meet. While some teachers in urban 
schools were reported as working in small businesses, their fellow 
teachers in rural schools engaged in agriculture. Definitely, teachers’ 
engagement in these tasks would have raised questions within their 
own communities: were they teachers, agriculturalists, or business 
people? This would result in social ridicule of the teaching profession.

4.3 Undermined social status of teaching

The school principals and teachers were of the perspective that 
their value as teaching profession was lost because of the government’s 
limited attention on creating friendly environment for them to 
perform their roles effectively and efficiently. It was evident from the 
teachers that in the construction of new schools much of the focus of 
the government, and of the community in particular, was placed more 
on meeting the needs of students than of teachers. Four out of 12 
teachers commented that the first priority in schools’ physical 
construction was how many classrooms were to be built and not where 
teachers would work.

Two teachers were, however, anxious about the condition of these 
spaces because they lacked lined ceilings. Most notably this resulted 
in noise interference from nearby classrooms, especially when classes 
were in progress. This concern was reported as one of the disrupting 
teaching preparation factors, because teachers lost concentration. One 
participant concurred with this view, commenting: “As you see, the 
school principal’s office is not yet completed in its construction. There 
is no ceiling between classrooms and my office, it is not possible to 
have decent conversation above the noise. Sometimes I feel bad and 
do not see where is my respect as the school principal is” (Principal 
#2, IT4).

In the course of the expansion policy implementation, the 
government employed a number of teachers to teach the newly built 
schools. In order to ensure that teachers perform their roles 
appropriately, the government promised that it would meet their 
professional needs such as in-service training and promotion. This 

government’s promise, particularly in relation to promotion and salary 
advancement was not adequately implemented. Promotion issues and 
salary increase did not only lead teachers to engage in unethical 
matters, but they also resulted in them feel isolated. One of the social 
and humanities teachers was anxious that these ethical scandals of 
teachers have been “painting a bad picture of the teaching profession 
as a whole in the wider community” (History Teacher, Rift Valley 
School, FG #2).

The expansion plan stipulates that on average the promotion for 
teachers should be  undertaken in every 3 years. It was, however, 
reported that while promotion for some teachers was being put into 
effect within 3 years, some teachers had not been promoted for more 
than 5 years. Teachers frequently made reference to their perspective 
that civil servants in other sectors were promoted and paid timely. As 
a result, a number of participants claimed that the time lag or interval 
between promotion and salary increases prompted teachers to develop 
a view that they were “overlooked” or “segregated”. It was evident from 
the participants that promotion and salary improvement concerns 
contributed to the profession of teaching losing its importance, and 
reputation both within and beyond the profession. Three out of 16 
teachers claimed that whereas people from medicine and engineering 
are proud to be identified in such professions, other people are not 
happy to be associated with teaching profession because of inadequate 
respect it receives.

5 Discussion

The working conditions in which the expansion plan was 
implemented generated a range of negative sentiments in terms of 
how teachers evaluate themselves as professionals. These feelings 
suggest that some teachers were not really professionals in the sense 
that they do not actually understand what it means to be a teacher. If 
they were professionals, these teachers would not develop negative 
attitudes towards teaching and use promotion and salary advancement 
related issues as pretext for them to engage in unethical scandals. 
Ayechew Ayenalem et al. (2023) in their study found that the lack of 
proper supervision and training on ethics contributed to Ethiopian 
teachers to behave unprofessionally and thereby impact on the 
perceptions of teaching in the society. The question about whether or 
not teachers in Tanzania are adequately prepared to behave as moral 
professionals remains unanswered. Wang et al. (2021) claim that since 
teachers’ unethical behaviours affect students’ psychological well-
being and learning, prevention should start in pre-service 
teacher education.

Scholarly literature (Arthur et al., 2017; Suar, 2014) argues 
that teachers who lack knowledge and skills about certain 
professional conduct are likely to engage in unethical matters as 
compared to colleagues who possess such competences. These 
teachers may further cause the teaching profession lose its status 
to the wider society. Findings revealed that teachers interviewed 
anticipated that the government and community would respect 
them as teachers. There was also a suggestion that at least some 
teachers desired or wanted respect, sense of privilege, and 
entitlement without having to earn it. On the basis of this, one can 
conclude that a number of teachers who took part in this study 
were often extrinsically motivated. Evidence indicates that 
teachers who extrinsically motivated always feel disenchanted 
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with their occupation and consequently may decide to leave the 
profession (Paredes-Aguirre et  al., 2022; Tomšik, 2016; Zheng 
et  al., 2021). Apropos to this, the inadequate nature of the 
secondary education expansion policy resulted in teachers feeling 
less capable in performing their teaching tasks. In other words, 
these teachers felt constrained in relation to their aptitude to 
exercise judgment.

Teachers expected the expansion policy to meet all their 
professional needs for them to teach effectively and efficiently. The 
government was, however, overwhelmed with a number of 
responsibilities to address within and beyond the policy. These 
teachers compared the situation before and after the enactment and 
implementation of the expansion plan. Prior to the policy enactment, 
for example, the government was somewhat able provide teachers with 
house facilities within their schools and promote them and pay salary 
advancement timely. This seldom happened when the expansion 
policy was underway. In most cases, the expansion of secondary 
education sector was supported by foreign grants with a particular 
focus on enhancing student learning. These teachers did recognize 
that transition in countries with poor economic development takes 
place slowly due to limited financial resources. As a result of this, 
teachers rarely demonstrated the sense of tolerance in their 
workplaces. Findings, therefore, suggest that teachers were not 
equipped enough to become enthusiastic and creative in supporting 
the government’s endeavours. Policy-makers in Tanzania paid little 
attention, particularly in understanding that any educational reform 
influences teachers’ identities which subsequently influence numerous 
aspects of their professional lives (Jiang et  al., 2021; Liu and 
Trent, 2023).

The comparison between teaching and other professions such 
as medicine and engineering that some teachers made raise doubt 
about their enthusiasm to remain in their occupation. Ishumi 
(2013) argues that the teaching occupation has not often and 
everywhere enjoyed similar level of social standing as compared 
to other professions. These individuals absolutely compare 
teaching with other professions in terms of salaries or financial 
gains. A perceived lack of fringe benefits and low salaries are some 
of the factors which contribute to the teaching to be regarded as 
the less respected profession. This negative perception makes the 
profession unattractive to many secondary school graduates. 
Changing people’s attitude in terms of valuing certain professions 
by reflecting on financial gain would help to enhance the 
teaching professionalism.

6 Conclusion

Since teachers are the key implementers of educational reforms, 
adequate preparation and involvement in policy development are 
warranted. Teachers who are not involved in adopting, enacting, and 
implementing reforms would not regard the reforms as theirs. In 
other words, the lack of involvement reduces the sense of policy 
ownership. The teachers’ and school principals’ perspectives and 
experiences suggest that they were not involved from the grassroots, 
especially during the adoption and enactment of the policy. Deliberate 
attempt should be  made to promote the sense of resilience and 
perseverance between and among teachers, particularly in dealing 

with various policy related challenges. These habits need to 
be developed from their pre-service teacher education. A range of 
in-service teacher education inside and outside school would also 
facilitate teachers to act professionally. Findings indicate that school 
principals rarely supervised their teachers. These principals would not 
appropriately supervise their colleagues if they themselves were 
inadequately prepared. Strategies geared towards rewarding teaching 
excellence are mandatory not only for teachers, but also student 
success attainment.

7 Limitations and direction for future 
research

This study was limited to school principals and teachers due to 
my own understanding that the sense of identity is constructed 
from one’s perspective and thus they cannot be  expressed or 
elucidated by others. The adopted qualitative inquiry and a few 
participants in involved in the study did not guarantee for the 
generalizability of the findings. Teacher identity is a construct 
which can be  measured. Therefore, alongside interviews, other 
researchers may use surveys or questionnaires to measure the 
degree of teacher identity during the policy enactment and 
implementation trajectory and thereafter generalize the findings. 
Since the implication of the expansion policy is reflected in student 
learning achievement, it would also be  significant to explore 
students’ perspectives and experiences on how this policy affected 
them as learners. This would provide the government with an 
opportunity to devise strategies that would enhance the quality of 
learning. Although the expansion policy was implemented by a 
joint effort between the government and the community, the latter 
were not engaged in my research. Understanding the challenges 
that compromised the local communities to work collaboratively 
with schools to effectively support the policy implementation is an 
inevitable endeavour. Data gathered from these local communities 
would help the government to develop various courses of actions 
to enlist or influence more parental and community participation 
in improving the professional lives of teachers. There is also a need 
to gain more insights into how teachers’ sense of entitlement, 
respect, and recognition shape and reshape their ability to make a 
difference in their classroom teaching practices when the policy 
was underway.
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