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Case studies analysis 

Introduction 

In this chapter attempts are made to explain the effects of internal arrangements 
to cope with teacher inadequacy (shortage of teachers) in six ward secondary 
schools (Nelson Mandela, Milengwelengwe, Kihonda, Sumaye, Kipera and Me-
lela), using the theoretical concepts of street-level bureaucrats and semi-
autonomous social fields. The chapter starts by analysing the situation at the 
ward level as a background setting. Thereafter the chapter focuses on the two 
propositions developed in the theoretical framework (see Chapter 3) to try to ex-
plain the situation in the selected ward secondary schools in Tanzania. 

In relation to the concept of street-level bureaucrats, the proposition is 
‘teacher inadequacy triggers the development of internal operational arrange-
ments.’ On this, the analysis focuses on the work environment, the availability of 
resources (teachers) and the routines developed by the teachers in delivering sec-
ondary education service (teaching) in the selected ward secondary schools. 

For the case of the concept of semi-autonomous social fields, the proposition 
is ‘internal operational arrangements become local rules that regulate internal 
affairs and limit the effectiveness of formal rules.’ The focus of the analysis is on 
the ability of these schools to transform the internal arrangements into the local 
‘legal’ orders and the extent to which these local legal orders limit the effective-
ness of certain government directives or rules on the provision of education ser-
vice in the selected ward secondary schools. 
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The effect of limited integration at the ward level  

The local set up in relation to secondary education service provision at the ward 
level is seen to be characterised by the limited influence and involvement of the 
local communities in the academic affairs of ward secondary schools. In most 
cases the local communities in the six wards viewed to believe that they have 
limited involvement in the local schools’ affairs, especially those related to the 
academic issues. There are two reasons which are highlighted in the case studies 
as the contributing factors for such a situation, namely the inadequate education 
qualifications on the part of the local leadership and the lack of enough prepara-
tion prior to decentralising secondary education provision in the localities. The 
consequence of this situation is that the internal affairs of the local schools are 
hardly known to the local leaders in the wards. That means the local leaders are 
unaware of the basic information about the practice of teaching, the teachers and 
the students as it is indicated by the example of the WDC members in Mngazi 
ward during the focus group discussions. The WDC members in Mngazi ward 
failed to state the number of teachers and students present in their local secon-
dary school, Milengwelengwe secondary school. In other words, the local leaders 
are only surprised whenever the internal affairs of the local schools are disclosed 
to them. This situation is revealed by the acting WEO of Mngazi ward in the in-
terview, when he provided that:  

… I was shocked to learn that one of the three young men was not a teacher but a form six 
leaver teaching there … (Acting WEO, Mngazi ward: September 2008)  

Practically the limited integration of the local communities in the secondary 
education affairs reflects the historical role performed by the local communities 
in Ujamaa villages in Tanzania soon after independence (Scott 1998: Ch. 7). Par-
ticularly this tendency was famous during the era of the Arusha Declaration, 
from 1967 to the late 1970s. At that moment, local participation was limited to 
the communities being involved in the development of various infrastructure for 
the social service provision in their localities. The only thing needed from the 
local communities was their efforts to erect the infrastructure. The similar ap-
proach seems to take place with regard to decentralising secondary education 
service to the wards in Tanzania. In relation to this, one WDC member from 
Bigwa ward, during the focus group discussions, stated that:  

(Our job) is … to construct the school infrastructures … The teaching and its consequences 
are the responsibility of the school administration, the teachers … (WDC member 2, Bigwa 
ward: September 2008) 

This partial involvement only results in the local communities being passive 
about the secondary education affairs in the wards. That is, the local communities 
are only involved when the government issues the directives on what is supposed 
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to be done. For instance, one WDC member during the focus group discussions 
in Mlali ward had the following opinion:  

(This) doesn’t make us to be enthusiastic and sometimes we have the feeling that the gov-
ernment is demanding too much … (WDC member 3, Mlali ward: April 2009) 

Moreover the study indicates that the local set up in the wards is characterised 
by the limited integration and relationships between the two groups of local ac-
tors (members of school community and members of the local communities). It 
seems that the situation is influenced by the following factors: first, the location 
of the local schools in the wards, for example Melela secondary school is isolated 
from the residential areas in the ward, so are teachers in relation to the rest of the 
local communities; second, the situation of inadequate housing for teachers, for 
example in Kipera, Nelson Mandela and Sumaye secondary schools, makes the 
majority of them (teachers) stay outside the wards and their presence in the wards 
is only claimed to be for the purpose of fulfilling their teaching obligations; third, 
the teachers’ perceptions of the local matters such as participating in the village 
meetings and other local gatherings. That is the extent to which the teachers want 
to associate or disassociate with them (for example the situation of the teachers in 
Milengwelengwe secondary school); and fourth, the attitude of the local commu-
nities on the value of education. That is how education is valued by the commu-
nities in the localities (for example the situation of the local community in Melela 
ward). 

The result of the local set up as influenced by the limited involvement of the 
local communities in secondary education affairs, especially the academic mat-
ters, in ward secondary schools is the inadequate reciprocal relationship between 
the local communities and the members of school community. Eventually the 
teachers in the selected ward secondary schools fail to appreciate the services 
they offer to the communities in the localities. For example, Sumaye secondary 
school administration’s proposal on the need to extend teaching and learning ses-
sions beyond 2.30 pm accompanied by the request for contributions from the lo-
cal communities to support it was rejected and only to be viewed by the WDC 
members in Bigwa ward as an income generating initiative. For example, one 
WDC member in the focus group discussions in Bigwa ward provided that:  

(It is) a move for the teachers to make money for their own interests … (WDC Member 3, 
Bigwa ward: September 2008) 

Teachers as street-level bureaucrats 
H1 Teacher inadequacy triggers internal operational arrangements. 

Lipsky (1980) uses the concept of street-level bureaucrats to describe the indi-
viduals, such as the teachers in this dissertation, who work at the frontline of so-
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cial service delivery. They are the public service workers who interact directly 
with service beneficiaries and are the ones who grant access to the government 
programmes and provide services within them. Street-level bureaucrats are nor-
mally regarded as low-level employees and their actions actually constitute ser-
vice delivered by the government (Lipsky 1980: 3). Although street-level bu-
reaucrats deliver benefits to the service recipients, Lipsky argues that they ex-
perience the dilemmas in public service delivery and allocation. The factor be-
hind the dilemmas is that the reality on the ground as far as their operations are 
concerned is mainly characterised by insufficient resources and increasing de-
mand for services (Lipsky 1980: 27). Being exposed to such an environment, 
street-level bureaucrats tend to struggle to perform their responsibilities the best 
they can and in their own terms. Eventually they develop techniques to salvage 
service. Actually what the street-level bureaucrats do as a coping strategy is to 
develop patterns of practice, routines and simplifications, to maximise the utilisa-
tion of resources. They also modify their conception of their work and of their 
clients that narrow the gap between their personal and work limitations and ser-
vice ideal (Lipsky 1980: xiii).  

In this case, street-level bureaucrats become the individuals who have consid-
erable impact on people’s lives as they both socialise the service recipients to the 
expectation of the service and determine the service recipients’ eligibility to the 
benefits of public service (Lipsky 1980: 4). And it is argued that:  

Decisions of street-level bureaucrats, the routines they establish and the devices they invent 
to cope with uncertainties and work pressures, effectively become the public policies they 
carry out. (Lipsky 1980: xii) 

To find out the extent to which ‘teacher inadequacy triggers the development 
of internal operational arrangements’ and thereafter being able to explain the 
teachers in the selected ward secondary schools as street-level bureaucrats, the 
focus is on following elements of the theoretical concepts (see Operationalisa-
tion of the theoretical framework in Chapter 4):  

First, the attributes of the working environment in six ward secondary schools 
selected from the Morogoro region in Tanzania. The targets of the analysis in this 
respect are the internal school environment, the availability of resources (teach-
ers), the state of workload (teaching workload, that is the number of periods per 
week) and the teachers’ individual capabilities to handle their responsibilities.  

The second consideration covers the operations of teachers in these selected 
ward secondary schools and its focus is on the internal arrangements that enable 
teachers to cope with their work environment. Actually the selected ward secon-
dary schools seem to employ either of the following strategies: routinising the 
teaching procedures, modifying the goals and priorities in education service pro-
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vision, limiting or controlling the recipients of education service and rationing 
the teaching (education) service to their clients (students). 

 
Working environment  
Generally the teachers’ experience in the six selected ward secondary schools 
portrays a picture of inadequacy in both their living and working environment. 
Actually to most of these schools, the salient feature of their working environ-
ment is mainly characterised by lack of facilities to enable the teachers to feel 
comfortable to perform their responsibilities. This is seen as the factor which dis-
courages some teachers who are posted to work there. For example, one teacher 
during the focus group discussions in Milengwelengwe secondary school said 
that:  

Who would like to work here? We are only using an old typewriter and a worn out duplicat-
ing machine which does not function properly. We are, in most cases, forced to write the ex-
aminations on the blackboards ... (Teacher 2, Milengwelengwe secondary school: October 
2008) 

Apart from having inadequate working facilities, most teachers are exposed to 
the environment where they have heavy teaching workloads. This situation is 
described as ‘being overworked’. Since the majority of teachers are required to 
handle more than twenty four periods per week a secondary school teacher is 
supposed to teach as indicated in mechanisms for posting teachers to government 
secondary schools in Tanzania (United Republic of Tanzania 2004b). Hence 
what suffers is the whole process of education service delivery in the schools. 
According to one teacher who participated in the focus group discussions in Me-
lela secondary school:  

In such a situation, the proper teaching which involves the provision of the adequate assign-
ments, exercises, marking and making the appropriate follow ups to students becomes diffi-
cult … even the consultations with slow learning students become impractical … (Teacher 1, 
Melela secondary school: June 2009) 

Moreover the teachers confront the challenge from their living environment. 
However, the situation varies from one school to another and it depends on the 
local school location in relationship to either urban area or popular residential 
areas in the locality. For example, the teachers in Milengwelengwe secondary 
school are supposed to set some few days for travelling to Morogoro town at the 
end of each month to collect their salaries and whenever there is any need de-
manding them to do so. That means they have ‘to experience and to get used to 
the hurdles of the rural transport in Tanzania which is characterised by poor 
roads and unpredictable means of transport.’ Melela secondary school is isolated 
from the populated centers of the four villages of Kibaoni, Kololo, Mlandizi and 
Mangae in the ward and has a severe shortage of staff housing, compelling its 
eight teachers to share three staff houses that are available. As far as Melela sec-
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ondary school is concerned, the school administrator in the interview had the 
view that:  

… we have to support each other … we need to work here to sustain our lives … being mu-
tual allied is inevitable … (School administrator, Melela secondary school: June 2009) 

Kihonda secondary school seems to have a different and unique experience. Its 
teachers manage to secure good houses to rent in the nearby neighbourhood and 
the place around is regarded as ‘a town by itself and is fully furnished.’ Sumaye, 
Kipera and Nelson Mandela secondary schools, though they belong to different 
districts, the schools have a similar experience. Most of their teachers are the 
daily commuters to and from the local schools as they live far away from the 
wards where their schools are located. To them, therefore, ‘the daily daladala 
costs (fare) are unavoidable.’ Although somehow the situation in the selected 
ward secondary schools is different, teachers in all six selected ward secondary 
schools seem to experience the common inadequacy in relation to their work en-
vironment. That is, teacher inadequacy leads to a large number of teachers who 
are present to have heavy teaching workloads. The practice is that each teacher 
(the majority of them) teaches one subject in all four classes (see Table 8.1).  
 
 
Table 8.1 State of teaching workloads in selected subjects  

Districts Schools Subjects No. of 
teachers 

No. of 
classes 

No. of 
streams 

Total  
students 

Kipera Biology 
Mathematics 

1 
1 

4 
4 

16 
16 

586 
586 

Mvomero 

Melela Physics 
Geography 

1 
1 

4 
4 

9 
9 

477 
477 

Nelson Mandela Physics 
Chemistry 

1 
1 

4 
4 

12 
12 

600 
600 

Morogoro Rural 

Milengwelengwe Geography 
History 

1 
1 

4 
4 

10 
10 

396 
396 

Kihonda Mathematics 
Physics 

1 
2 

4 
4 

23 
23 

921 
921 

Morogoro Urban 

Sumaye Mathematics 
Physics 

2 
2 

4 
4 

17 
17 

934 
934 

Source: Field data 2008-2009 

 
 
Internal schools’ environment 
The perceptions held by the members of the school community regarding the lo-
cal internal environment in each of the six selected ward secondary schools seem 
to influence their approach to the formal rules. For example, the view that they 
are in a difficult environment makes them apply with laxity the formal rules as 
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the strategy to motivate the teachers to work in the local schools where it is be-
lieved that the basic facilities such as water supply, transport, electricity and 
housing are inadequate. That means the formal rules governing and directing the 
operations of both teachers and schools need to be flexibly applied or reorganised 
to suit the local environment and not in accordance with what is aimed at by 
MoEVT, REO and DEO. The school administrator in Melela secondary school in 
the interview claimed that:  

It’s not feasible in this environment to read and implement the rules as they are … we do not 
have a shop close to school where we can buy basics. In case we need important items … we 
have to travel several kilometres …. even water supply is a major problem here … it may 
take up to two hours to bring home a bucket of water ... (School administrator, Melela sec-
ondary school: June 2009) 

The example of Melela secondary school gives the impression that the local 
school leniently applies the provision of the formal rule that requires teachers 
(public servants) to work with diligence (Public Service Regulations of 2003). In 
other words, the local school seems to neutralise the application of the Code of 
Ethics and Conducts for the Public Service in Tanzania by being flexible in its 
environment in the way that it allows ‘the teachers to perform other private duties 
even when it means utilising the normal official time.’ That is to say, this laxity 
in the application of the formal rules means that the values of the Code of Ethics 
and Conducts for the Public Service in Tanzania which may be considered as 
‘not best understood’ in the perspective of the teachers and the members of the 
school administration include the following:  

Performing duties diligently, discharging duties with integrity, exercising responsibility and 
good stewardship and that public servants are expected to carry out assigned duties effi-
ciently, refrain from any conduct which might impair ones’ work performance, keep punctu-
ality with respect to hours of arrival at work and finishing assigned duties within the required 
time and standards. (United Republic of Tanzania, Public Service Regulations of 2003)  

Also the case of Milengwelengwe secondary school provides the avenue to 
analyze its internal environment in relation to the way the policies or rules are 
structured to suit the local context. It is noted that the remoteness of the local 
school in the Morogoro region means its teachers are more concerned with main-
taining their internal relationship. However this is done at the expense of the 
formal rules and procedures on the provision of education. For example the two 
incidents of teachers which occurred in the local school, whereby one teacher 
absconded and the other overstayed after getting the official permission without 
informing the school administration, were either lightly handled or never re-
ceived any disciplinary action (see Chapter 5). Both cases suit the disciplinary 
procedures as stipulated in the Public Service Regulations of 2003, but the local 
school seems to have approached them with laxity. According to the Regulation 
42 (First Schedule) of the Public Service Regulations of 2003, the offences 
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committed by both teachers in the local school require the disciplinary proceed-
ings to be instituted accordingly.  

For the teacher who absconded, the formal proceedings were supposed to be 
instituted after the fifth day of his absence. Regulation 42 (First Schedule) pro-
vides that when a public servant is absent from the duty for more than five days 
without leave or reasonable cause, the formal proceedings need to be instituted 
(United Republic of Tanzania, Public Service Regulations of 2003). Despite the 
provision of the formal rule on the two incidents in Milengwelengwe secondary 
school, no action was immediately taken. The meaning of this state of affairs is 
that in Milengwelengwe secondary school the orientation or the course of action 
that suits the interests of teachers and school administration, the concern for a 
good relationship, seems to control and direct the application of the formal rules. 
In this state of laxity, it is obvious that the formal rules are supposed to be judged 
on their merits regarding the extent to which they sustain the developed internal 
relationship before the decision for their application is made. Even when the 
formal rules are applied the rationale is in the context of balancing the situation. 
This is noted from the interview with one school administrator in Mileng-
welengwe secondary school, when he stated that:  

… of course, it was true that no (warning) letter was written ... This has happened … after 
seeing that there is no possibility for him to come back ... (School administrator 2, Mileng-
welengwe secondary school: October 2008) 

Hence this idea of laxity and flexibility in the application of formal rules takes 
the selected ward secondary schools to a situation described by Lipsky as 

Public policy is not best understood as made in the legislature or top-floor suites of high-
ranking administrators, because in important ways it is actually made in the crowded offices 
and daily encounters of the street-level workers. (Lipsky 1980: xii)  

 
Availability of teachers in the local schools 
Although the six selected ward secondary schools have a large variation in terms 
of the total number of teachers each school has, they all suffer from the inade-
quate teachers (resource inadequacy) in either all the subjects or in a large num-
ber of subjects as revealed in the respective chapters of the case studies narration. 
The rural ward secondary schools suffer more shortages of teachers than their 
urban counterparts (see Table 8.2 and Appendix 2). Those ward schools in the 
rural areas, namely Nelson Mandela, Milengwelengwe, Kipera and Melela Sec-
ondary Schools seem to have severe teacher inadequacy (shortages of teachers) 
with TSR above the standard TSR recommended in the secondary education de-
velopment programme of 1:30 (United Republic of Tanzania 2004a). The four  
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Table 8.2 State of teachers in selected ward secondary schools 

District School Location in 
Region 

No. of  
teachers 

No. of  
students 

TSR 

Nelson Man-
dela 

Rural 15 600 1:40 Morogoro  
Rural 

Mileng-
welengwe 

Rural 6 396 1:66 

Kipera Rural 5 586 1:117 Mvomero 
 Melela Rural 8 477 1:60 

Kihonda Urban 45 921 1:20 Morogoro  
Urban Sumaye Urban 34 934 1:27 
Source: Field data 2008-2009 
 
 
rural secondary schools have the TSR of 1:40, 1:66, 1:117 and 1:60 respectively 
(Nelson Mandela, Milengwelengwe, Kipera and Melela secondary schools, staff 
reports - 2008/2009). 

In this perspective, the findings of this study can be said to be in line with the 
findings and conclusion drawn in the two studies done by the World Bank in 
1999 and 2004 respectively, regarding secondary education service provision and 
the state of teachers in Tanzania. The two World Bank reports point out the dis-
parity in the secondary school teacher distribution in Tanzania between the rural 
and urban areas. Apart from revealing the general overall disparity (see Table 
8.2), this dissertation goes further to state that there is also an internal disparity in 
the teacher distribution in terms of the subjects within the selected ward secon-
dary schools. Kihonda secondary school is a case that provides a good example 
of this. The staff reports reviewed in Kihonda secondary school (2008) show that 
sixteen out of its forty five teachers specialise in History; meaning that the inter-
nal History subject teacher distribution in all four forms is four teachers per form. 
While the subjects like Mathematics and Chemistry have one and two teachers 
respectively in all four forms.  

The internal disparity in the teacher distribution is not only considered a dis-
advantage to specific school, as it seems to give an exaggerated view of the 
school in terms of its total number of teachers, but also denies a fair internal 
teacher distribution to other subjects within the school. This biased internal 
teacher distribution also affects the other secondary schools which have inade-
quate teachers in the subject which that particular school, for instance the history 
subject in Kihonda secondary school, has more teachers than it needs. For exam-
ple in the same district, Morogoro urban (Morogoro Municipality), while Ki-
honda secondary school seems to have an excessive number of history teachers, 
its counterpart Sumaye secondary school has only three teachers responsible for 
the history for the whole school (Sumaye secondary school, staff reports 2008). 
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For the other selected ward secondary schools in Morogoro region, namely 
Milengwelengwe; Nelson Mandela and Melela are reported to have only one his-
tory teacher each for the whole school (Milengwelengwe, Nelson Mandela, and 
Melela secondary schools, staff reports 2008 and 2009). Kipera secondary school 
is reported as not having any teacher responsible for the subject of history 
(Kipera secondary school, workload report 2009). 

 
State of teaching workloads in the local schools 
With the exception of a few isolated cases, for example the case of history sub-
ject in Kihonda secondary school, the general situation in almost all six ward 
secondary schools is characterised by teacher inadequacy (shortage of teachers) 
and heavy teaching workload (see Table 8.3). Despite having the heavy work-
loads, it is reported that teachers continue with their duties and deliver the teach-
ing within the confinement of the constraints they encounter. That means teach-
ers acknowledge the existence of heavy workload in performing their responsi-
bilities as such they cannot claim that they are able to teach better. According to 
one teacher during the interview in Kihonda secondary school:  

… the situation never provides anyone with the moment for relaxation, but (we) have to 
work, anyway! (Teacher 6, Kihonda secondary school: July 2008) 

In this perspective, then, the teachers in the selected ward secondary schools 
seem to demonstrate the characteristic feature of ‘the street-level bureaucrats’ as 
the individuals who have heavy workloads and work in the unfavourable local 
settings with full of the challenges basically ‘resource limitation’ resulting from 
the shortage of teachers (Lipsky 1980). According to the United Republic of 
Tanzania (1997a: 52), every secondary school teacher has an obligation to handle 
the required workload of 24 periods of 40 minutes per week. The selected ward 
secondary schools are found to be in the extreme situation as revealed by the 
teaching of the selected subjects, namely mathematics, biology, history, physics, 
chemistry and geography in the respective schools (see Table 8.3). The actual 
number of periods handled by the teachers in the selected subjects exceeds the 
total number of periods as recommended in ‘the Guide of Heads of Secondary 
Schools in Tanzania’ as the standard periods to be taught by any teacher per 
week (United Republic of Tanzania 1997a).  

On the subject basis, the United Republic of Tanzania (2004b), in its mecha-
nism for posting teachers to government secondary schools, provides the number 
of periods to be taught in each subject per week per class (in the practice of 
teaching each stream is treated as a class). Taking the selected subjects as shown 
in Table 8.3, the number of periods per week per each subject in each class (in 
one stream) is as follows: mathematics: 6, physics: 6, chemistry: 6, biology: 4, 
history: 4, and geography: 4 (United Republic of Tanzania 2004b: 5-7). As indi-



99 

 
 

cated in Table 8.3, each teacher in the selected subjects has the teaching work-
load beyond the standard workload. The majority of them have more than two 
times the standard 24 periods per week.  
 
 
Table 8.3 The extent of teaching workloads (periods per week) in selected subjects 

School Subject No. of 
teachers 

Periods/
week 

No. of 
classes 

No. of 
streams

Actual total 
periods/ 
teacher 

Required 
total peri-

ods/teacher 

Excess 
periods/
teacher

Kipera Biology 
Maths 

1 
1 

4 
6 

4 
4 

16 
16 

64 
96 

24 
24 

40 
72 

Melela Physics 
Geography 

1 
1 

6 
4 

4 
4 

9 
9 

54 
36 

24 
24 

30 
12 

Nelson  
Mandela 

Physics 
Chemistry 

1 
1 

6 
6 

4 
4 

12 
12 

72 
72 

24 
24 

48 
48 

Mileng-
welengwe 

Geography 
History 

1 
1 

4 
4 

4 
4 

10 
10 

40 
40 

24 
24 

16 
16 

Kihonda Maths 
Physics 

1 
2 

6 
6 

4 
4 

23 
23 

138 
69 

24 
24 

114 
45 

Sumaye Maths 
Physics 

2 
2 

6 
6 

4 
4 

17 
17 

51 
51 

24 
24 

27 
27 

Source: The Guide of Head of Secondary Schools in Tanzania (1997), URT (2004b) 
 
 

Also the state of teaching workloads (the total periods per week) in the se-
lected ward secondary schools is influenced by the internal schools’ decision on 
the number of students in each stream. The decision to distribute students to 
streams is based on the actual number of classrooms available in ward secondary 
schools rather than the guideline provided in ‘the mechanisms for posting teach-
ers to government secondary schools in Tanzania.’ It is either the school that ad-
heres to the standard number of students (40 students) per stream or creates its 
own standard for distributing students in streams. The same also applies in the 
case of shortages of classrooms and fewer streams with more students per stream 
are created (see Table 8.4). 

 
Teachers’ individual capabilities 
The abilities of the teachers to handle teaching and other associated responsibili-
ties (provision of adequate assignments, marking, and making follow ups with 
students) in the six selected ward secondary schools fall into the following two 
categories.  

The first category indicates that though teachers in ward secondary schools are 
professionally trained and qualify for the teaching responsibilities, they experi- 
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Table 8.4 Streams in selected ward secondary schools 

School No. of  
students 

Actual  
streams 

Required 
streams 

Excess  
streams 

Stream  
deficit 

Kipera 586 16 14 2  

Melela 477 9 11  2 

Nelson Mandela 600 12 15  3 

Milengwelengwe 396 10 10   

Kihonda 921 23 23   

Sumaye 934 17 24  7 
Source: Field data 2008-2009 

 
 
ence their duties with ‘inadequate personal resources.’ This kind of inadequacy is 
attributed to the nature of teaching duties in ward secondary schools which is 
characterised by ‘heavy workloads’ (Lipsky 1980).  

This first category of inadequate personal resources originates from the teach-
ers being overwhelmed by the many periods they have to teach per week as 
shown elsewhere in this chapter. This is normally the situation whereby the abili-
ties of the teachers to perform their duties in schools are limited by the nature of 
the job itself rather than their professional qualifications as teachers. Thus, de-
spite having the required qualifications, the teachers who are in this category of 
having inadequate personal resources have larger teaching workloads than their 
physical abilities to manage. The example of this is provided by one teacher who 
was interviewed in Kihonda secondary school. The teacher revealed that:  

Teaching alone all 23 streams with a total of 921 students … is a heavy task and does not 
provide any moment for adequate preparation … (Teacher 6, Kihonda secondary school: 
July 2008) 

Likewise another teacher in the focus group discussions conducted in Mileng-
welengwe secondary school provided his experience in relation to ‘inadequate 
personal resource’. The teacher noted that:  

Constant movement from one class to another with their respective streams … is a tiresome 
experience … I hardly have enough time to … organise … for the coming sessions. The task 
is exhausting. (Teacher 3, Milengwelengwe secondary: October 2008) 

Being exposed in the situation of ‘inadequate personal resource’, most of 
teachers fail to consider professionalism in their teaching career. For instance, 
one teacher in the focus group discussions in Milengwelengwe secondary school 
provided that:  

… it becomes difficult to check whether students understand the lesson or not … we only 
count the sessions and classes, no private counselling to students. (Teacher 3, Mileng-
welengwe secondary school: October 2008) 
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The second category for explaining teachers’ individual capabilities is based 
on the competence of the individuals who are temporarily engaged as teachers in 
some selected ward secondary schools. Due to the resource limitation in terms of 
the workforce (the shortage of teachers), the local schools engage the untrained 
and inexperienced individuals to assist in delivering teaching and its associated 
responsibilities (marking the assignments, tests and private consultations to stu-
dents). This has been the case in Kipera and Milengwelengwe secondary schools. 
In one of the interviews in Milengwelengwe secondary school, one school ad-
ministrator provided that:  

Due to the severe shortage of teachers, we are now relying on the teaching service from the 
form six leavers … (School administrator 1, Milengwelengwe secondary school: October 
2008) 

The main feature of the temporary teachers who have been engaged by the 
ward secondary schools is that they have dual weaknesses. They lack both physi-
cal and professional abilities to handle their functions (teaching duties) properly. 
Lipsky (1980) notes that such unqualified engaged personnel in the provision of 
public service normally lack skills to interact with service recipients. Although 
the lack of physical abilities is a shared weakness among the teachers in the six 
selected ward secondary schools, the lack of professional abilities is mainly re-
vealed by ‘the engaged temporary teachers’. During the interview, one member 
of school administration in Milengwelengwe secondary school noted that:  

… the form six leavers … lack teaching techniques to convince the students to like the sub-
jects. Many students (complain) that they do not understand what the ‘engaged’ teachers 
teach them … (School administrator 2, Milengwelengwe secondary school: October 2008) 

 
Teachers’ operations 
Fewer teachers and the unanswered pleas for much needed teachers sent to the 
higher authorities (MoEVT through DEO and REO) by ward secondary schools 
seem to influence those teachers in collaboration with their school administration 
to devise their own quick fixes for coping with inadequacy. In Lipsky’s (1980) 
perspective, the operations of teachers in the selected secondary schools have the 
intention of enabling them (teachers) to cope with their work environment, and 
they appear in the following ways:  
 
Routinising the conduct of teaching 
Lipsky (1980) provides that people always seek to simplify their tasks. That is to 
say, individuals structure their environment to make tasks more familiar, and the 
approach through which they achieve this is through formulating routines and 
simplifications to aid them in the situation of inadequate resources (Lipsky 1980: 
81-83). In this dissertation, in the ideal sense, a secondary school teacher in Tan-
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zania is a specialist of two teaching subjects. But teacher inadequacy influences 
teachers and school administrators to simplify the work allocation to enable them 
to manage their huge workloads (many periods). The most common routine and 
simplification developed in all six ward secondary schools in the conduct of 
teaching is ‘a single subject teaching practice.’ According to one teacher in the 
focus group discussions in Kipera secondary school:  

… each (teacher) is only required to teach a particular subject throughout the four forms. We 
consider ourselves to have already offered ourselves more than enough. (Teacher 2, Kipera 
secondary school: April 2009) 

The practice of teaching single subjects means that teachers shift from being 
the specialists of two subjects into being specialists of one subject of their own 
choice between the two subjects each teacher is trained to teach (specialisation 
over specialisation). The consequence of ‘the local internal specialisation’ is the 
development and institutionalisation of the attitude among the teachers in the se-
lected ward secondary schools to only partially fulfil their teaching obligations. 
The teachers in the selected ward secondary schools reject the fact that they have 
the professional abilities to handle the subjects which they choose not to teach. 
During the focus group discussions with the selected teachers in Sumaye secon-
dary school, one teacher pointed out that:  

There is liberty here … it all depends on one’s choice ... (Teacher 4, Sumaye secondary 
school: September 2008) 

Apart from the single subject practice, some selected ward secondary schools, 
for example Kihonda secondary school, try to cope with the shortage of teachers 
in some subjects, for instance mathematics, physics, chemistry, and biology by 
formalising private tutoring. This comes into effect through the establishment of 
the local alliance (between parents and teachers) which locally gives legitimacy 
to the practice of private tutoring in the following way:  

Division of the obligations … The teachers … to deliver the teaching far beyond the normal 
official school working hours and days … The parents … to facilitate the initiative through 
the monetary contributions as well as encouraging their children to attend the extra teaching 
sessions … (Kihonda secondary school, proceedings of joint parents-teachers’ meeting: 
April 2007) 

Sumaye secondary school copes with teacher inadequacy through cooperating 
with other local secondary schools in the form of local teaching alliance. In this 
kind of alliance, the allied schools agree to offer teachers for the subjects which 
others lack. ‘This is like practising part time teaching in (the local) schools.’ De-
spite being the local strategy to redress the problem of shortages of teachers, the 
local teaching alliance means either duplication or multiplication of teachers’ 
responsibilities in accordance with the number of schools in the local teaching 
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alliance. In one of the interviews conducted in Sumaye secondary school, one 
member of the school administration took the opinion that:  

… part time teaching … avails teachers for a short time to the students … (School adminis-
trator 2, Sumaye secondary school: September 2008) 

According to the comment given by the Deputy Minister of Education and 
Vocational Training, the practice of part time teaching exercised by teachers and 
schools throughout the country is illegal. The Deputy Minister points out that 
instead of the teachers being busy doing things which are against the law; they 
should be in their appropriate work stations serving their students diligently and 
faithfully. Furthermore the Deputy Minister comments that part time teaching 
denies teachers the opportunities to settle in their respective schools and concep-
tualise on the learning problems of their students (Mwananchi Newspaper, Tan-
zania, March 2 2009). 

Nelson Mandela secondary school has decided to reduce the active teaching 
days to three days per week. In other words, instead of five days the ward secon-
dary school has come up with its own definition and structure of a working week. 
One teacher in Nelson Mandela secondary who participated in the focus group 
discussions had the following to comment on the rationale of this local arrange-
ment:  

Travelling everyday is a burden (costly) to us (teachers) … (Teacher 2, Nelson Mandela sec-
ondary school: July 2009).  

Also, the routinising procedure has allowed Milengwelengwe secondary 
school to come up with the formalisation of teacher absenteeism to allow the fre-
quent travelling of teachers for both official and personal affairs to Morogoro 
town. The consequence of the routine is that it leads to students being absent 
from school whenever they notice that their teachers are not around. The expla-
nation derived from the situation in Milengwelengwe secondary school is that the 
teachers’ presence means the local school is live and active. It is a motivation for 
the students to attend school since they are certain that at least learning will take 
place. The teachers’ absence means nothing will happen and does not motivate 
the students to attend. 

Routine and simplification developed by the teachers constitute the political 
street-level settings which have the potential of harming the recipients of the 
public benefits, so the laissez faire tendency in Melela secondary school which 
has the potential of denying the effective delivery of education service to students 
by allowing teachers to attend ‘their private matters even during the working 
hour’ (Teacher 1, Melela secondary school, focus group discussions: June 2009).  
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Modifying the goals of teaching 
It is noted that street-level bureaucrats modify the goals of their operations to 
better match their abilities to perform (especially when the demand for the ser-
vice overwhelms the ability of the resources to satisfy it). Thus street-level bu-
reaucrats mentally discount their service recipients in order to deal with the ten-
sion as a result of their deficiency to serve them in the ideal terms. That is to say 
street-level bureaucrats develop conceptions of their jobs and that of their service 
recipients for the purpose of reducing the strains between capabilities and goals 
(Lipsky 1980: 141). In the view of this perspective, it seems that teachers and 
school administration in the six selected ward secondary schools have to modify 
the goals of teaching (provision of education service in the localities) in order to 
limit its demand and to enable them to manage the number of periods they are 
supposed to teach per week. Hence the six selected ward secondary schools de-
velop their own definition of their clients (students). The definition and label 
given to the students are either ‘they are special and need more attention’ or ‘they 
are not special and it depends on the willingness of the teachers to offer the ser-
vice (teaching) to them.’ Again the factor behind such definition and labelling is 
teacher inadequacy (shortages of teachers). 

According to the staff meeting resolutions in Melela secondary school (Janu-
ary 2008), the school modifies its goals in the provision of education service and 
introduces the biased teaching orientation to its students. The essence is to enable 
the local school to facilitate its eight teachers to manage the heavy workloads 
they experience. The modified goals in Melela secondary school focuses on 
teaching ‘the special selected classes’ which are labelled as ‘critical’ in its envi-
ronment, but the reason behind it is coping with the work pressure. During the 
interview, the school administrator in Melela secondary school stated that:  

This will continue to be our approach of conducting teaching … unless the government in-
creases the number of teachers. (School administrator, Melela secondary school: June 2009) 

The same approach is pursued by Kipera secondary school to enable its four 
teachers to manage their workload. The classes which are considered as ‘special’ 
in the two schools are form two and four, and the reason advanced for conducting 
teaching in their favour is that their performance in the national examinations is 
important for portraying the school image outside the borders of the wards and 
their respective villages. The biased labelling of students adopted in the ward 
secondary schools not only discriminates against the other students who ideally 
seem to be labelled as ‘not special’ but also affects their learning process. ‘Such 
an arrangement in teaching has the long term effects on the quality of education.’ 
As far as the two ward secondary schools (Kipera and Melela) are concerned, the 
biased approach seems to provide both disjointed and lack of coherence in the 
teaching of students. That is, there is less teaching in form one and three and 
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somehow more teaching in form two and four. Therefore coherent teaching is the 
one that considers the close and sequential interdependence of all classes in the 
learning process in (secondary) schools. This seems to be the quality that Melela 
and Kipera secondary schools lack in their teaching approach. 

Nelson Mandela secondary school arranges its teaching approach in clusters of 
classes (forms) as a way of coping with teacher inadequacy. In these clusters, the 
lower forms (one and two) form their own cluster while the other cluster is 
formed by the upper forms (three and four). In this arrangement the lower forms 
are more favoured when it comes to the allocation of teachers. During the focus 
group discussions with the selected teachers in Nelson Mandela secondary 
school, one teacher noted that:  

Where the number of teachers exceeds two, the extra teacher goes to the lower classes to 
strengthen the foundation of learning ... (Teacher 2, Nelson Mandela secondary school: July 
2009) 

Kihonda secondary school has its emphasis on teaching the form four students. 
This has been accompanied by the installation of the system of rewarding its 
teachers on the students’ good performance in the form four national examina-
tions in the teachers’ respective subjects. The approach seems to make the form 
four students perform better and at the same time channels the focus of teaching 
to aim at reviewing the questions. In one of the interviews in Kihonda secondary 
school, one teacher commented that:  

… in the current conventional teaching approach, the teachers orient the students to the re-
quirements of the various questions … (Teacher 5, Kihonda secondary school: July 2008) 

This orientation seems to expose the targeted students (form four) to the nar-
row learning perspective, as it focuses on making the students to cram the past 
examination questions and answers instead of being involved in the active learn-
ing process. Therefore, it can be argued that the approach creates and fosters the 
passive rather than the active teaching of the students in the ward secondary 
school. 
 
Rationing teaching 
Rationing at the street-level happens due to the following reasons: First, to re-
spond flexibly to the unique situations and to be able to treat people in terms of 
their individual circumstances. Second, to make an improvement in the service 
recipients’ lives and the third reason is to differentiate among the recipients and 
the belief that not everyone is equally entitled to the public benefits. In this re-
spect then, people processing bureaucracies have two tasks, namely to develop an 
appropriate set of categories in terms of which people will be processed and to 
map clients in terms of their qualifying and disqualifying characteristics (Lipsky 
1980: 105). In this dissertation, both teachers and school administrations have 
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been compelled by the situation of teacher inadequacy to opt for rationing teach-
ing to the students. According to Lipsky (1980) rationing of the public service is 
pursued for the purpose of reducing the demand of the service and protecting the 
providers of the service from the recipients’ demands for responsiveness.  

In Melela secondary school, for example, although the ward school does not 
have the specific teachers responsible for both mathematics and chemistry, the 
local agreement in place facilitates the rationing of teaching of the two subjects 
to the classes which are considered as ‘special and critical.’ In the interview con-
ducted in the local school, the school administrator said that:  

… the teachers who are responsible for Physics and Biology have the responsibility (to cover 
up) for Mathematics and Chemistry respectively to form two and four. (School administra-
tor, Melela secondary school: June 2008) 

Since the label has already been given to form two and four, teachers and 
school administrations have, according to Lipsky (1980), the reason for the ine-
quality in offering the education service to the students in the local school. 
Moreover, the tendency for choosing the teaching subject by each teacher in all 
six ward secondary schools, as noted in case studies, provides the example of the 
rationing approach by the teachers in being street-level bureaucrats when they 
informally ration the service by deciding not to perform the tasks they are ex-
pected to perform (Lipsky 1980: 100-101).  

Therefore, as far as the six ward secondary schools are concerned, teachers 
and members of school administration may be viewed as street-level bureaucrats 
whose responses are regarded as the individual attempts to survive the condi-
tions, basically teacher inadequacy, in which they find themselves (Lipsky 1980). 

Ward secondary schools as semi-autonomous social fields 
H2 Internal operational arrangements become local rules that regulate inter-

nal affairs and limit the effectiveness of formal rules. 

According to Moore (1973), semi-autonomous social fields are social units which 
have two main characteristic features, namely they have normative orders (inter-
nal rules) and have got their own means to enforce them. The internal enforce-
ment mechanisms are the means that compel the individuals in the social units to 
comply with the internally generated rules (systems) and eventually establish the 
foundation for the individuals and social units to have their mode of compliance 
or non compliance with the formal rules directed to them. This is the point where 
the internal arrangements in the social fields (social units) either enhance or limit 
the effectiveness of formal rules. Also Moore points out that the internal ar-
rangements (routines) developed in the social fields (social units) depend on the 
moral obligations for their compliance. That is, the concerned individuals desire 
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to avoid the expected losses and the ultimate exclusion. Moral obligations of the 
relationships are not legally enforceable, but they rely on the value of the rela-
tionship itself for their enforcement (Moore 1973).  

Therefore, in order to find out the extent to which ‘internal arrangements be-
come local rules that regulate internal affairs and limit the effectiveness of for-
mal rules’ and thereafter being able to explain the selected ward secondary 
schools as semi-autonomous social fields, the focus is on following elements of 
the theoretical concepts: internal rules (routines) and structure including their 
enforcement and finally the limited effectiveness of the formal rules in the inter-
nal operations of the six selected ward secondary schools (see Operationalisation 
of the theoretical framework in Chapter 4). 
 
Internal rules and structure 
Each of the six selected ward secondary schools may be seen as a social unit with 
its own normative orders or local rules. The routines developed, as noted else-
where in this chapter to enable the local schools to cope with their resource in-
adequacy (the shortage of teachers), become the obvious local ‘legal’ rules that 
regulate the conduct of teaching in them (schools). For example, the school ad-
ministration in Melela secondary school in the interview noted that:  

… we only perform what we can manage … and leave what we cannot as they are … 
(School administrator, Melela secondary school: June 2009).  

Throughout the six selected ward secondary schools, the single subject teach-
ing routine (practice) appears to be the common normative order (internal rule). 
Although the general formal rule provides that each secondary school teacher is a 
specialist of two subjects, the systematic teaching of one subject by each teacher 
in these schools has become the local rule.  

The internal structure of the selected ward secondary schools may be viewed 
in the perspective of the fictive friendship and the lineage neighbourhood com-
plex. Both fictive friendship and lineage neighbourhood complex seem to be the 
features of the internal schools’ relationships. For instance, the local associations 
developed in these schools may be regarded as demonstrating interdependence 
among the teachers and the members of the school administration. The purpose 
of these local associations is to enable them to cope with their work and living 
environment. According to Chatters et al., fictive kin relationship integrates indi-
viduals in the informal supportive networks, and actually it serves two important 
roles. First, it helps to socialise the members and second, it acts to bind them 
through a reciprocal relationship. Hence many rights and duties usually associ-
ated with kinship are accorded to participants in the developed relationship and 
the bonds of mutual obligations are intensified (Chatters et al. 1994: 297-298). 
Scott (1998: 252) points out that ‘… networks of reciprocity and cooperation, 
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local charity and dependence are the principal means and social resource needed 
for survival’ (in the localities). Moore (1973) notes that the individuals in the 
social units (social fields) act as a bound unit when they are closely connected in 
terms of ‘the contingent interests and affection.’ In this perspective, then, they 
are said to be in what is known as ‘lineage neighbourhood complex.’ This nor-
mally happens when the individuals in the social fields rely on each other for se-
curity, reputation and help. The reflection on both fictive friendship and lineage 
neighbourhood complex is noted in the views provided by one school administra-
tor in Milengwelengwe secondary school during the interview. The school ad-
ministrator stated that:  

… we tell them (the new teachers) that we do live as a family here and about our consensus 
agreement for helping each other…our agreement requires each one of us to contribute some 
amount of money and give to a colleague who happens to have problems … (School admin-
istrator 1, Milengwelengwe secondary school: October 2008) 

The structure of interdependence in the selected ward secondary schools may 
be in the form of either the ‘locally formalised system of associations’ or just 
‘informal systems of helping each other.’ The main purpose of all this is claimed 
to be the local attempts to enable the members of the school community to share 
the scarce resources they have. For example, during the focus group discussions 
with the selected teachers in Melela secondary school, one teacher provided that:  

… we have decided to reorganise ourselves in accordance with the existing circumstance and 
have started living as a commune ... we who share a house plan collectively our budgets … 
(Teacher 2, Melela secondary school: June 2009)  

 
Enforcement of internal arrangements 
The compliance of teachers and school administration with the internally gener-
ated operational arrangements (systems) is based on the reciprocity developed 
from their interdependence as well as the fear of being excluded. In this reciproc-
ity, compliance seems to emerge for two reasons: first, the members expect a 
gain in the relationship and second, it is based on the feelings the members have 
towards each other. In one of the interviews conducted in Sumaye secondary 
school, one school administrator provided that:  

We feel part of each other. We depend on each other for the accomplishment of objectives 
… Teachers comply with our directives and we honour their requests … (School administra-
tor 2, Sumaye secondary school: September 2008) 

Also it seems that the fear of being looked upon as ‘not one of us’ compels the 
compliance of the individual teachers to the locally established structure. For ex-
ample, one teacher in Sumaye secondary school had the following opinion in the 
interview:  
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Peer pressure is very strong … the local environment makes it compulsory. In case one opts 
not to join, it is obvious that others will not participate on his behalf (at the moment when he 
needs their assistance help). (Teacher 5, Sumaye secondary school: September 2008) 

On the other hand, the compliance seems to come from the perceptions that 
teachers have on the value of the established internal structure. During the focus 
group discussions with the selected teachers in Kihonda secondary school, one 
teacher had the following comments about their local association:  

Cooperation is inevitable and indispensable to us. It makes us feel secure, provides peace 
and facilitates harmonious relationship. (Teacher 2, Kihonda secondary school: August 
2008) 

 
Limited effectiveness of formal rules 
The routines developed in the selected ward secondary schools may be seen as 
local legal rules that regulate their work environment and limit the effectiveness 
of the formal rules on education service provision. In this dissertation, the fol-
lowing formal rules are found to have the limited effect on the internal operations 
of the selected ward secondary schools:  

The first formal rule is the provision that secondary school teachers are each 
responsible for two subjects and in principle each teacher is employed to teach 
the two specific subjects in which they have been trained (United Republic of 
Tanzania 1997: 52). The bilateral (informal) local agreement on the single sub-
ject teaching practice in the selected ward secondary schools limits the effective-
ness of this formal rule. The claim is that the few teachers who are present do not 
manage to teach two subjects, given the fact that the teaching workload is far be-
yond the standard workload of 24 periods per week. 

The second formal rule is teaching according to the approved syllabi and con-
ducting adequate review sessions to ascertain students’ understanding of the in-
dividual topics covered. Daily exercises, weekly and monthly tests are supposed 
to be provided in order to evaluate the level of students’ competence in the sub-
jects regularly (United Republic of Tanzania 1997: 22). The modality of teaching 
based on the past examination questions as a means to shorten the teaching proc-
ess limits this formal rule. The use of part time teachers has its limitation as such 
teachers are in the schools for the specified time and they lack flexibility in deal-
ing with students. Being overpowered by the number of streams and students, 
teachers do not have the opportunity to frequently provide, mark and give prompt 
feedback to students on the daily exercises, weekly and monthly tests. Likewise, 
relying on the service of untrained teachers has its limitations since such teachers 
are found to have limited professional capabilities in competently teaching cer-
tain topics in the subjects for which they are responsible. 
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The third formal rule is to understand the individual academic weaknesses of 
students and find the appropriate ways to help them individually (United Repub-
lic of Tanzania 1997: 22). Again, due to an inadequate number of teachers in the 
schools and given the fact that the available teachers strive to cope with their 
work environment, they fail to take the opportunity to care for the individual 
(personal) academic weaknesses of the isolated students. It is only feasible and 
manageable for them (teachers) to attend to students’ problems collectively. 

The fourth formal rule is the requirement for teachers to be in the school prem-
ises for the duration of the official working hours (United Republic of Tanzania, 
Public Service Regulations of 2003). The frequent structured absenteeism, in 
both the short term and long term, is contributed to by the flexibility in the appli-
cation of the rule. The essence of the problem is that teachers are in a difficult 
environment and such flexibility is used to motivate them to stay. Another factor 
is that the remoteness of some selected ward secondary schools, for instance 
Milengwelengwe secondary school, makes the long term teacher absenteeism 
inevitable. 

The fifth formal rule is the fair teaching for all students in their respective 
classes according to the standard number of periods required per week in each 
subject (United Republic of Tanzania, The Mechanism for Posting Teachers to 
Government Secondary Schools 2004). The local discriminatory teaching ar-
rangement in place as a means to manage the heavy workloads as a result of 
teacher inadequacy (the shortage of teachers) introduces the classification of the 
forms (classes) and creates the urgency for teaching to certain classes and not 
others. 

Finally, the decision taken by ward secondary schools (Milengwelengwe and 
Kipera) to engage the form six leavers in teaching limits the effectiveness of the 
meritocracy principle in public service employment in Tanzania (Public Service 
Management and Employment Policy, January 1999). The ward secondary 
schools continue to employ the untrained teachers despite the provision of sec-
tion 44 (1) and (2) of the Education Act No. 25 of 1978 that no person shall teach 
or be employed as a teacher in any school unless they are an authorised person. 
According to the Act, ‘teacher’ means a person who is ‘certified, licensed or reg-
istered as a teacher.’ The Education and Training Policy (1995) states that the 
qualification of teachers and their ability to perform well in classroom are key in 
improving the quality of education. The policy provides that the minimum quali-
fication for a teacher in secondary schools shall be the possession of a valid di-
ploma in education obtained from a recognised institution. The Public Service 
Regulations (2003) and Public Service Management and Employment Policy 
(1999) provide the guiding principles for recruitment in public service and point 
out that the selection of the candidates in public service shall be based on merits. 
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Therefore engaging the sixth form leavers, as teachers in ward secondary 
schools, acts against the government regulations on staffing in public service, 
where merits are regarded as the determining factor.  

Conclusion 

Teacher inadequacy has facilitated the development of internal arrangements or 
routines to enable teachers and schools to continue with the provision of educa-
tion service in the wards. In terms of street-level bureaucrats, teachers in each 
selected ward secondary schools have their coping routines that suit their work 
environment. Eventually these routines have become the normative orders that 
direct the modalities through which the education service is delivered. In this 
way, the selected ward secondary schools, to some extent, have acquired the 
characteristic feature of semi-autonomous social fields and their ‘local rules’ 
have limited the effectiveness of formal rules on the provision of education ser-
vice in Tanzania. 




