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ABSTRACT

This study assessed the prospects and challenges of Teachers` Resource Centers in promoting teachers’ professional development with special focus on Mbulu District. Specifically, the study explored people’s awareness about the concept of teachers` resource centers in Mbulu District; identified challenges facing resource centers in Mbulu District; and assessed measures taken to promote resource centers in the district.  The sample consisted of 58 respondents including 42 males and 16 females selected from six categories of respondents; Head Masters, Head Teachers Ward Education Officers, Teachers` Resource Centers` Coordinators and District Education Officers. Data were collected through interviews, questionnaires, documentary reviews and focus group discussions. Statistical Package for Social Scientists (SPSS) was used in data analysis process. The study found that majority of education stakeholders in Mbulu District had higher level of awareness about the existence of Teachers’ Resource Centers.   Teachers` resource centers were found to face challenges including poor supervision of how they perform their duties, lack of funds to enable the centers perform activities and limited number of qualified people who could run teachers’ resource centers effectively. Further measures taken to support resource centers by educational authorities in Mbulu District included staging campaigns to raise awareness of prospects and challenges of TRCs, sending teachers for further studies and holding seminars for TRCs stakeholders. The study recommends that the number of TRCs should be increased; funds shouldbe disbursed by the Government to District Authorities and then to teachers` resource centers to enable smooth and efficient implementation of the centers activities.
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CHAPTER ONE

1.0 INTRODUCTION

1.1 Background to the Problem 
Since 2000, the Tanzania government has been making tremendous efforts to transform the education sector in the country in order to fulfill its vision and dreams so that the society including teachers can be sufficiently "informed" in a variety of educational issues since information is an essential resource in the 21st century. The transformations aimed at increasing the enrolment rate of students; improve the quality of educations; to effect equitable access to education; to expand and optimize utilization of available resources for education in the country. This commitment by the government has been evidenced through the implementation of the Primary Education Development Plan (PEDP) phase one (2002-2006) and phase two (2007-2011). During the two phases the government greatly emphasized the need for effective functioning and use of resource centers.  
Considering that teachers who are primary agents for educational change and their access to resources as a major factor in educational quality, TRCs have been of help to schools, to teachers and ultimately to students. According to Hamidah (2002), teachers` resource centers are the foundations of the curriculum. Similarly, Thornbury (1973) argues that resource centres demonstrate the intimate connection between curriculum development and teacher education. He also argues that resource centers are means of providing on-going professional and academic support to teachers and students at varied levels. The centers respond to the need to bring educational services up to date and closer to the school, to the real world of education so that teachers can provide sufficient services to learners. The teachers` resource centers enable teachers to respond to the challenges imposed by the changes in educational aims and methods that emphasize learners` independence and lifelong learning. Generally, the teaching and learning environment changes, hence teachers are expected to change as well and make full use of the teachers` resources centers to locate and obtain educational resources for facilitating learning that is more students - centered rather than teacher-centered.

Chan, (2002) argues that teachers` resource centres are imparting skills and educating its users. This means that the teaching or training role of the school resource centre is significant as a necessary step towards developing information literacy. The resource person in school or the teacher-librarian has a commitment to information literacy, helping students to know how to locate, evaluate, create and communicate information whereby these are the key skills in the present workplace (Iowa Educational Media Association, 1998).

At the international level, teachers` resource centers are regarded as places where teachers can come to make teaching aids, seek advice, use reprographic equipment and consult resource books (Khan, 1991). The vast majority of teachers need help and support in planning and trying out new ideas in their own classrooms. This is the case with older, experienced teachers and with new, virtually untrained teachers. In connection to this and other professional and technical matters it is suggested that teacher resources centers programmes in Nepal (SEDUs and RCs) are based on the assumption that the individual teacher, not the school is the unit to be targeted for change and improvement in the quality of learning. The assumption is that training one teacher to teach their classes better will positively influence teaching and learning across the school. In the same vein, Khan (1991) further argues that resource centres help to improve the classroom performance of teachers and have a positive impact on teaching and learning.
Knamiller (1999) argued that resource centers were created to help rural teachers to combat isolation by allowing them to come together to exchange ideas and experiences with other teachers and to work on their professional development. The original resource centers in the United Kingdom were places where teachers from several surroundings could meet and discuss with one another, work on curricula, develop materials, but most of all improve their personal knowledge and skills. Despite of all the efforts, there has been very little response, if any, made by different educational managers, teachers and students towards using the resource centers as a means for both academic and professional development.
1.2 Statement of the Problem 
Since 2001, teachers` resource centers in Mbulu started providing a few services to school teachers. Basically, there were no specific program which was designed for the centers to upgrade teachers besides providing professional support in areas of teaching and learning. In 2005 efforts were made and text books for secondary and primary school subjects were purchased for TRCs using the Mbulu District funds to assist teachers to improve their academic levels. However, despite of all these efforts little is known about the contribution of teachers’ resource centers on the development of education through teaches` professional development in the District. This study intends to complement other studies by assessing the prospects and challenges of teachers` resources centers on the development of education in Mbulu District.
1.3 Objectives of the Study
1.3.1 General Objective

The main objective of this study was to assess the prospects and challenges of Teachers’ Resource Centers in teachers’ professional development with specific focus on Mbulu District.
1.3.2 Specific Objectives of the Study

The specific objectives of the study were: 

(i) To explore teachers awareness about the concept of resource centers in Mbulu District.
(ii) To identify challenges facing resource centers in Mbulu District.
(iii) To track the strategies employed to promote resource centers in Mbulu District. 
1.4 Research Questions
The study answered the following research questions:

(i) To what extent are teachers aware of the concept of resource centers?
(ii) What are the challenges facing resource centers in Mbulu District?
(iii)  What are the measures taken to promote resource centers in Mbulu District?

1.5 Significance of the Study
A number of benefits are expected from this study. First, findings of this study would inform policy makers on the extent to which resource centers play significant roles in the professional development of teachers in particular and development of the education sector in general in Mbulu District. They would also inform stakeholders on the efforts made by education authorities in Mbulu District to promote the education sector in the district. The study will further help education stakeholders to identify the type of challenges encountered at the teachers` resource centers. Last but not least, findings from this study would be used by academic institutions as reference for the prospects and challenges of teachers` resource centers in promoting the professional development of teachers in Mbulu District and in Tanzania in general.
1.6 Conceptual Framework
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Figure 2.1: Conceptual Framework on prospects of TRCs 
Source: Author’s Creation (2014)
The relationship of variables demonstrated in the conceptual framework above is a chain of things that should be fulfilled by a given teachers` resource centres in order to ensure its growth and provision of expected services. The conceptual framework shows that, in order for a resource centers to perform effectively and in the end fulfill the teaching and learning objectives, there are requirements that should be fulfilled. These include existence of a competent resource centre Coordinator/warden, competent tutor who will facilitate learning; availability of teachers who go and read teaching and learning materials found in the center as well as teachers who attend organized seminars, good management of the center; availability of teaching and learning materials as well as good infrastructures such as tables, seats; shelves, computers and internet services. 
The above conceptualization of the factors for effectiveness operations of Teachers’ Resource Centers is the appropriate way that could enable resource centers to help the government achieve its intended objectives of providing quality education to both primary and secondary schools. For example, existence of a competent teachers’ resource master will enable the center to have updated teaching and learning materials that will help to make students enjoy the learning process. Further, the foregoing factors will facilitate impactful performance of resource centers by identifying the strengths, weaknesses and threats which might either promote the resources centers or impede their impactful growth. The successful consideration of the foregoing factors is most likely to strengthen the performance of teachers` resource Centers in Manyara Region and in Mbulu District in particular, hence improving the teaching and learning process.
1.7 Definition of Terms
The study used terms which are intended to bear the same meaning across the report. Obviously the term one uses depends very much in the theoretical context in which it occurs and on circumstances within which it is applied (Feyarabend, 1966 in Mseya 2008).
Effectiveness - Schools management and pedagogical messages and/ or teaching and learning materials traceable back to RCs are found operating in schools. The greater the number of such incidence found in schools the greater the effectiveness of the RCs in impacting on schools. The reference is teachers behavior and management behavior effectiveness can be looked at in two ways in this study; the first is when there is evidence that messages and resources have been transferred to the schools and classrooms from RCs without considering the quality of the message or even their implementation; secondly effectiveness in terms of the quality of the message and resource and the quality of implementation in schools and classrooms.
Quality Teaching and Learning. Quality teaching and learning refers to teachers centered instructional strategies which leads to children actively engaging in the subject matter presented by the teacher. In this study quality teaching and learning includes a systematic logical sequence of presentation and children’s` practice (both guided and independent practice) in a single lesson or in units of work over time; a variety of strategies and arrangements from having children listening and chorus, copy and memories to having them write stories and essays as well as performing oral compositions; and lastly a systematic approach to checking children`s work and providing feedback.
1.8 Scope and Limitations of the Study

The study was conducted in Mbulu District in Manyara Region. The study was limited by such factors as lack of willingness by some respondents to provide accurate information on the prospects and challenges of teachers` resources centers in teachers’ professional development. Other limitations included failure by some respondents to honour fixed appointments for interviews and time for handing in filled questionnaires. However, the researcher ensured that these inconveniences did not prevent successful data collection processes and later on data analysis procedures.
CHAPTER TWO

2.0 LITERATURE REVIEW
2.1 Introduction

This chapter presents the definition of major concepts in the study and the empirical literature review as well as the gap this study intended to fill.
2.2 Definition of Concepts
2.2.1 Teachers` Resource Centres 
Resource centers are places where teachers meet and where resources for teaching and learning are located. From a process point of view, TRCs are essentially strategies to provide professional services to teachers to enable them to perform effectively in their classrooms (MS/DANIDA, 1996). According to Carron (2001), TRCs are places used for delivery of professional development activities, such as providing in-service training and supporting teachers in their work in the classroom. Based on this definition, a RC is characterized by three elements including a group of teachers that serve as a network of exchange and support; the presence of a tutor or facilitator who provides support for classroom practice, professional development and in-service courses; and the space that is called ‘teachers` resource center’, which may house meeting facilities, a lending library, reprographic materials and ICT tools such as telephone, fax machines, computers and internet services. 
In the context of this study, it should be noted that a RC does not need to use all the foregoing three elements because many start off as teacher grouping space and grow gradually according to the teachers` needs and the resources available to them to incorporate a tutor, their own building, and even evolving as far as taking on some role in the management of schools (Carron, 2001). 

2.2.2 Professional Teacher

A quality teacher is one who has a positive effect on student learning and development through a combination of content mastery, command of a broad set of pedagogic skills, and communications/interpersonal skills. Quality teachers are lifelong learners in their subject areas who teach with commitment, and are reflective upon their teaching practice. They transfer knowledge of their subject matter and the learning process through good communication, diagnostic skills, understanding of different learning styles and cultural influences, knowledge about child development, and the ability to marshal a broad array of techniques to meet student needs. They set high expectations and support students in achieving them. They establish an environment conducive to learning, and leverage available resources outside as well as inside the classroom (Hightower et al, 2011).
2.2.3 Professional Development
Professional development focuses on improving the ongoing practice of teaching and learning for teachers already serving in the schools. A basic theory of action drives professional development activities. In order to impact student learning, professional development must first enhance teacher knowledge and skills, then create improved classroom teaching, which finally raises student achievement. Professional development can potentially serve a variety of purposes such as remediating weaknesses in the skills and knowledge of incoming teachers, keeping teachers up to date on emerging developments in the field, or addressing the needs of such specific student populations as English-language-learners or special education students. More is known about the effects of professional development on teacher`s practice than on its impact on student achievement (Yoon, Duncan, Lee, Scarloss, & Shapley, 2007).
In addition, Anney (2013) defines teachers’ professional development as the process and activities designed to promote professional knowledge, skills and attitudes of teachers for the purpose of improving pupils’ learning. The purpose of professional development in education is to build and transform strong knowledge through teachers with the ambition to achieve excellence in education meaning that teachers’ professional development should be effective and successful in order to improve pupils’ learning which will lead to quality education in any country. Moreover, Gaible & Burns (2005) argue that in order to be effective, teachers’ professional development should address the core areas of teaching-content, curriculum, assessment and instruction. They add that, teachers’ professional development should have the following characteristics: address teacher and pupil needs via approaches that are appropriate for conditions in schools; be long-term, ongoing, sequential, and cumulative, providing teachers’ opportunities to gain new knowledge and skills, and increase their abilities over time; focus on pupils’ learning outcomes in ways that enable teachers to use their new knowledge and skills; model learner-centered instruction so that teachers’ experiences reflect on the learning activities that they will lead; use formative and summative evaluation for programme improvement. 

Furthermore, literature indicates clearly that there should be a number of criteria to guide and promote teachers’ professional development programs (Little 1992, as cited in Villegas-Reimers & Reimers 2000). However, Villegas-Reimers & Reimers (2000) contend that, teachers’ professional development requires four types of growth: growth in knowledge, growth in skills, growth in judgment (classroom related), and growth in the contribution teachers make to a professional community. 
In this regard, Guskey (2000) argues that “viewing professional development as a special event of three or four days of the school year severely restricts the educators’ responsibilities to learn”. That meant that teachers need an opportunity to analyze the effectiveness of their current practice, and continually explore new alternatives and opportunities for improvement. For instance, the Department of Education and Training, Victoria (2005) argued that in order to be effective, teachers need a deep understanding of their subject area, knowledge of how pupils learn specific subject matter, and a range of strategies and practices that support learning. Since quality education processes require well-trained teachers who are able to use learner-centered teaching and learning methods, and life skills approaches (Pigozzi, 2003), then TRCs have been given several roles to play to ensure rapid delivery of in-service training in order to enhance teachers’ understanding of the content they teach.

It is through teachers’ professional development provided at the TRCs that will enhance the quality of teaching that pupils receive in the classrooms. That is why Pollard & Tann (1993) maintain that high-quality education is not possible without the committed professionalism of teachers. They add that, the nature of teaching, professional development, and learning should never stop. This means that teachers need ongoing, sustained opportunities to develop knowledge and skills in order to teach effectively. 
Along with that, a number of studies have reported that the more professional knowledge teachers have, the higher the levels of pupils’ achievement (National Commission on Teaching and American Future, 1996 as cited in Villegas-Reimers, 2003; Kimaro, 2005 & Koda, 2006). This means that improving the quality of teaching at primary schools is a major concern and the demand of today’s primary education call for teachers who are well skilled and grounded in knowledge, values and teaching strategies. That is why Quist (2000) stresses teachers at all levels to have access to training, on-going professional development, and support because they are essential players in promoting quality education. So the establishment of the RCs should aim at training untrained teachers as well as upgrading trained teachers for effective teaching and improved performance of learners.
Looking at the foregoing evidences, it can be argued that professional development for teachers plays an essential role in improving the quality of education for all pupils, but Villegas-Reimers (2003) alleged that high-quality professional development should focus on teachers as central to pupils learning yet includes all other members of the school community; enable teachers to develop further expertise in subject content, teaching strategies, uses of technologies, and other essential elements in teaching to high standards; promote continuous inquiry and improvement embedded in the daily life of schools; be planned collaboratively by those who will participate in and facilitate the development; require substantial time and other resources; be driven by a coherent long-term plan; be evaluated ultimately on the basis of its impact on teacher effectiveness and pupil learning; and this assessment guides subsequent professional developments efforts.
If that is the case, then there is no doubt that we can produce quality teachers who are competent, qualified and motivated to teach in our schools with the aim of improving the quality of primary education. This can only be done if our educators and facilitators will primarily focus on teacher professional development, and find new innovative ways to train our teachers. In this view, teachers must continuously develop and modernize their skills, techniques, and knowledge which will maintain and improve their competency. For instance, Mbunda (1998) states that pre-service training alone is not enough whether one acquires a teacher certificate or a first degree for the basic reasons that; a single teacher training course is not sufficient to keep one intellectually alive; the curriculum always changes and knowledge and teaching technology develop; and education is a life-long and continuous process. 
Nevertheless, Gaible & Burn (2005) explain that this should go together with the use of technology because experience around the world has shown that teacher training in the application of technology is the key determining factor for improved pupil learning. So, Tanzania is in need of well-trained primary and secondary school teachers who are also effective. In order to accomplish this plan, TRCs as a strategy was adopted to upgrade trained and untrained primary and secondary school teachers. 
Gaible and Burns (2005) maintain that in order to be effective and successful, teacher professional development programmes must be of high quality and relevant to teachers’ needs. Their experience is also a crucial factor in the quality of work. For instance, Rajab (1998) conceives a good trainer as the one in need of a variety of approaches and patterns of working together with flexibility, to call on several different strategies within space of one lesson. In addition to that, good trainers need to use language which does not limit trainees’ responses as well as teaching and learning materials. That meant that quality trainers are very essential if learning is to be effective.
In Zanzibar, teachers` resource centers are now accepted as an integral part of the National Policy. TRCs as strategy for teachers professional development has the following potentials :- to establish an upgrading system for untrained and under qualified teachers; to improve pedagogical skills of teachers through systematic in-service training; to improve school management by training heads of schools; to improve teaching and learning by establishing TRCs libraries and encourage teachers improvise teaching materials; to supervise and assess the impact and effectiveness of training using inspectors’ reports, and classroom observation (Qvist & Omar, 1996, pp. 68-69).
2.3 Empirical Literature Review
2.3.1 TRCs` Historical Background
Teachers` Resource centres (TRCs) were first established in Britain between the late 1950s and early 1960s as a way to help teachers develop as professionals and improve teaching and learning processes (Knamiller et al, 1999). In the late 1960s and early 1970s a major wave of educational reform in Asia and Latin America brought TRCs and school clustering to the forefront as innovative strategies towards improving teaching and learning. After this period of reform, school clusters and TRCs continued to operate in some countries (Giordano, 2008). 
It was at this point towards the end of the 1970s when TRCs concept began to be exported to developing countries (Mushi, 2003). Over time, TRCs have come to be regarded as a very effective way of supporting professional development of teachers and providing opportunity to access organized educational resources (Knamiller et al., 1999). For instance, Giordano (2008) maintains that TRCs are used for delivery of professional development activities such as in-service training and to support teachers instructionally. Following the World Declaration of Education for All (EFA) at the Jomtien Conference in 1990, educational ministries and donor organizations made a new commitment to improve the provision and quality education (Giordano, 2008). Since then, the RCs strategy has grown to be a common feature of educational reforms and improvement programmes throughout the developing world, particularly in Asia and Africa (Mac Neil, 2004 as cited in Giordano, 2008,).

In Tanzania, the first RC was established at Kleruu Teachers’ College in 1972 with financial support from the Government of Denmark. In 1986 the Ministry of Education and Culture issued a directive to establish RCs in every region and district (Qvist & Omar, 1996). By the year 1999, for example, a total of 283 RCs had been established in Tanzania Mainland and 9 in Zanzibar (Binde, 1999). Since primary school education is fundamental to the strengthening of higher levels of education (URT, 1995) Zanzibar Ministry of Education came up with a number of policy documents addressing the issue of access, equality, and quality education. The Ministry of Education and Vocational Training (1996-2006) states that:

Thus achievement levels in basic education shall be raised with particular emphasis on creative and critical thinking. This shall be undertaken through the continuing improvement of curriculum, the provision of teaching and learning equipment and facilities, the production and distribution of textbooks and other instructional materials, and the training and retraining of teachers.

The fact that Zanzibar had only one Teacher Training College (Nkrumah), which could not meet the demand of producing enough trained teachers for the schools, then the idea of introducing TRCs was of advantage not only to the Ministry of Education and Vocational Training but also to the society in particular. ADEA (2003) found that quality education processes requires well-trained teachers who are able to use learner-centred teaching and learning methods and life skills approach. 
The Zanzibar Ministry of Education with support from the Danish International Development Agency (DANIDA) introduced TRCs in Zanzibar in 1993, and fully operated the centres in 1996. Their establishment focused on the Ministry’s key strategy of the qualitative improvement of education through ongoing in-service training of teachers and support (ADEA, 2003). Their major role therefore, is based on teachers’ professional development, that is, to train the untrained teachers through distance education, and develop and support the trained teachers who are practicing in the field. Therefore, the introduction of TRCs in Zanzibar has played part in reducing the number of untrained teachers from 1,264 in 1978 to 774 in 1993 (NTRC Annual Report, 2007/2008).
2.3.2 The Impact of TRCs on Education
A study by UNESCO (2008) found that Teachers’ Resource Centers had been used as strategies to foster cooperation between schools; share resources and make them available to a wider numbers of teachers and pupils; improve the management of education; and hand over some responsibilities for educational improvement to educational practitioners.
According to Knamiller (1999), Teachers’ Resource Centers aim at channeling education resources more effectively by making them available to groups of schools rather than individual schools. Further initiatives include improving the delivery of teacher development services by targeting them closer to the school level; encouraging the development of local capacity in education by bringing schools together to mutually benefit from shared experiences and expertise; and improving control, supervision and management of schools by developing teachers` resource centers and schools. Handerson (1981) found that, given a rapid and accelerating rate of social and education change it has long been recognized as a vital idea that, teachers should be involved in a continual or at least intermittent learning process throughout their careers through in service education and training.
Teachers’ Recourses Centers are means to facilitate continuous education and training for teachers and conventional and distance learners. The accrediting commission of continuing education in USA council defines continuing education as the further development of human abilities after entrance into employment or voluntary activity, which includes in-service training and updating education. It may be occupational education or training which furthers career or personal development. Continuing education includes most advances in knowledge and excludes most general education and training for job entry (Apps, 1979).
The council further reiterates that continuous education is concerned primarily with broad personal and professional development that includes leadership training and the improvement of the ability to manage personal, natural, financial, material and human resource. Most of the subject matter is at the professional, technical and leadership training level or the equivalent. Professionals therefore need to upgrade their level of knowledge and skills constantly to keep a beast of constantly changing work environment and competitive labor and open markets.

Data from the National Teachers’ Resource Centre in Zanzibar indicate that teachers, who qualified at the RCs as Grade III A in 2003 and 2008, went back to their schools as trained, motivated and competent in subject content. They were expected to enhance the quality of teaching in the classroom whereby results would be seen in a number of factors including the final examinations that would determine improved performance. In this regard, Standard Seven pupils’ results in four subjects from nine Zanzibar primary schools were taken before and after the introduction of the TRCs.  However, the standard seven pupils’ results from 2004 – 2008 (Ministry of Education Zanzibar, 2004-2008) did not indicate a remarkable improvement in pupils’ performance in the selected schools after two intakes of teachers who had completed their training at the RCs. 
Rowntee (1992) argues that we should look for what is happening at the schools as a measure of RCs’ success. In this regard, this study investigated the role that Teachers’ Resource Centres have played in teachers’ professional development and enhancing primary education in Zanzibari Primary Schools. RCs are centres for in-service training academically and professionally (National Teacher Recourse Centre, 1999), and are responsible for training teachers in active teaching methodologies in order to replace the traditional ‘chalk and talk’ (Giordano, 2008) approaches to teaching. 
In order to achieve this, Tyler (2003) asserts that good training enables participants to gain new knowledge and skills as well as attitudes. In addition to this, RCs are also responsible for the need to bring educational services closer to the schools as well as providing on-going professional support to teachers. Furthermore, RCs are responsible in encouraging teachers to play an active role in educational innovation which can take the form of curriculum material development, adapting natural curricular, teaching methodology and resource production. Moreover, RCs function as information agencies where teachers and members of the school community as well as informal meeting place where educationists meet and exchange ideas informally. Such meetings greatly enhance the professional development of teachers (Chonjo, 1998).
A study by Giordano (2008) on School Clusters and RCs found that some RCs and School Clusters have the potential to contribute to improvements in education but the programmes have not convincingly demonstrated the capacity for effectively improving the quality of education. In Tanzania, Mushi (2003) did a research on RCs` Theory and Practice and established that the policy of the establishment of RCs to promote teachers’ innovations in teaching methodology as well as preparation of teaching materials were not implemented as a coherent national strategy. Furthermore, Shoo (2004) on the Role of RCs in Improving the Quality of Education in Tanzania Mainland and Maganga (2006) on The Role of Teachers’ Resource Centres in Promoting Teachers’ Professional Development Growth found that RCs programmes were not operating effectively hence failed to contribute towards the improvement of the country’s quality of education because most of the tutors were under qualified and incompetent. 
There was also inadequacy of material resources for running the TRCs that tutors who were responsible in upgrading teachers at the RCs were not competent. More importantly, they were borrowed or hired from secondary schools, and they were not sufficient (Kisuda, 2005; Kimaro, 2005; Koda, 2006; Mirambo, 2007). Literature review indicates that there is a gap on the role of TRCs in teachers’ professional development in enhancing primary education in Zanzibar that needs to be filled. In connection to that, Shoo (2004) and Binde (1999) argued that, for the success of any programme, quality assurance mechanisms are important to determine the strengths and weaknesses of the programme, so that decisions can be made to continue with programme or not. 
There must be indicators to show attainment of the intended goals pointed out that some indicators, which should be set and used in the process of assessing the performance of the programmes include ensuring that TRCs goals are attained and time bound; RC programmes enable teachers to attain their goals within the specified time; and that TRC programmes meet clients’ needs in relation to their expectations.
2.3.3 Problem Faced by Users of Teachers’ Resource Centers  
There are common problems that faces teachers and students who are the  beneficiaries in using the TRCs as a form of distance learning, which the centers  has to attend in order to facilitate good results which in turn convince the learners of the rightfulness to their choice in choosing to use the centers for their career and academic development. 
According to Reghunanth (1994) the problems that users of resource centers include lack of skills and learning difficulties; new experience of interaction with the resource centers as well as personal circumstance.  Similarly, Margartoyd in Raghunanth (1994) argue that learners in this form of distance learning are distressed by lack of time for studying after their ordinary routines; difficulties in concentration of the study; inadequate organization of time and lack of planning for their study. Others include low level of motivation to undertake study after their formal graduation; problems connected with the learners` study skills; lack of resources to support for the study; anxiety and isolation from conventional learners.
According to Reghunanth (1994) these problems are common to all distance learners and have prompted to establish and effectively use students` support services such as resources centers. Staff at the centers provides tutorials, counseling, information advice and guidance which act as feedback for and a two - way communication between the learner and the institutions. Hochleitner (1978) argue that perhaps one of the principle difficulties faced by the RCs coordinators and their support staff and which lead to inefficiency on the part of the learners is the failure by the authorities including the Ministry of Education and Vocational Training and the District Authorities to give sufficient consideration to the importance of training the leaders of the centers in highly sophisticated skills of group dynamics and interpersonal relations required for the centers management.
2.3.4 Improving the Quality of Education Through TRCs
The Ministry of Education and Vocational Training in its Educational Sector Development Programme (ESDP-1996) through the Primary Education Development plan: 2002 – 2006 (First phase) and 2007 -2011 (Second phase) clearly states that Primary Education Sector intends to offer new hope and improve primary education targeting at increased enrolment of students; improve quality of education; effect equitable access to education; and expansion as well as optimum utilization of available resources for education in the country.
As for Secondary Education Development Plan (SEDP), 2005 – 2010 due to enrolment expansion in Primary Education banks on the centers for the development of both teachers and students. The plan further propels that, a teacher in a classroom is important in bringing about better learning. The result can be achieved if and only if there is adequate facilities and environment that facilitate and motivate the development, where students participate effectively in learning and where teachers, students and schools have the opportunity to personal, love of pupils and are gender sensitive. The emphasis in the Teachers Resource Centers establishment is stipulated as the development and improvement of teachers’ professionalism through the following objectives to enable teachers to acquire and develop expertise required for teaching which is both professional, love to pupils and gender sensitive; to enable teachers to acquire higher academic qualifications; to enable non- teaching personnel who assist in education including inspectors, ward education coordinators, tutors, and head teachers provide required assistance (MOEC, 2003) for effective teaching and learning. 
As for secondary and primary Education, the Ministry of Education and Vocational Training under the same Education Sector Development Programme and through the established Primary Education Development (PEDP) and Secondary Education Development Plan (SEDP) puts it that all students who start schooling should complete a specific cycle. In order to attain this end the Ministry has put in place various strategies including establishment of new schools and expansion of the existing ones to be motivated in order to increase the number of students in secondary schools.
2.3.5  Other Factors that Can Influence Teachers’ Professional Development  

The body of research on teacher qualifications includes attention to academic degrees, certification, coursework, teacher preparation programs, and teacher test scores. A common thread in the following review is a focus on teacher qualifications as they relate to student achievement. Several major syntheses (Goe, 2007; Rice, 2003; Wayne & Youngs, 2003; Zeichner & Conklin, 2005) are drawn to characterize major findings on the relationship between teacher qualifications and student performance, with an emphasis on standardized test scores. The connection between teacher qualifications and other measures of student performance, such as attendance or grades, is generally beyond the scope of this study (Goe, 2007).
2.3.5.1 Academic Degrees 
Although the nation is witnessing a major push to promote performance-based pay for teachers, nearly all current teacher-compensation systems are built around the dual pillars of seniority and degree acquisition. These systems generally provide stipends to teachers who earn a master’s degree or otherwise rely on a salary schedule that rewards teachers for earning advanced degrees or course credits. Nonetheless, evidence that such degrees contribute to student achievement is limited. Some studies indicate that a teacher’s advanced degrees in mathematics and science are positively related to student achievement in those subjects in high school, but evidence does not apply more broadly to other academic subjects or grade levels (Goe, 2007; Goldhaber & Brewer, 2000). 

In a recent analysis, Roza and Miller (2009) argue that states should end the practice of providing automatic pay increases to teachers for earning a master’s degree and instead reward effectiveness in the classroom. This contention is based largely on research showing no relationship, on average, between master’s degrees in education and student achievement. While acknowledging that master’s degrees in mathematics and science have been associated with student learning in those content areas, they point to data indicating that 90 percent of teachers’ master’s degrees are in education as evidence that most pay increases are awarded for degrees unrelated to performance.
Research on academic degrees in the K-12 arena focuses on graduate degrees because teachers with bachelor’s degrees are the norm. In the realm of early-childhood education, research has focused on the impact of bachelor’s degrees on teacher quality because, historically, a substantial portion of early-childhood instruction has been provided by staff without an undergraduate degree or formal teacher-preparation training. 
Early-childhood educators with a bachelor’s degree are found to be more responsive to children and to provide more activities that promote language development and emergent literacy than teachers without a bachelor’s degree (Ackerman, 2005; Saracho & Spodek, 2007; Whitebook, 2003). However, as of 2008, 21 states that fund prekindergarten did not require that teachers possess a minimum of a bachelor’s degree (Barnett, Epstein, Friedman, Boyd, & Hustedt, 2009). Research has demonstrated that a bachelor’s degree alone is insufficient to ensure teacher quality at the early-childhood level. Rather, it is the presence of that degree in combination with specialized training relating to classroom practice that results in quantifiable teacher-quality improvements (Pianta & Hamre, 2009).
2.3.5.2 Certification 
Teacher certification is a formal process that has been the subject of myriad state laws and a centerpiece of federal policy related to teaching. Despite their logical importance as benchmark credentials needed for entry into the teaching profession, research provides only limited evidence that teaching certificates signify teachers can produce greater student achievement. Over the years, researchers have evaluated the impact of various types of certification. Studies have examined the effects of alternative-route, emergency, and subject-specific certification on student performance. Some research supports a relationship between subject-specific certification and student learning, but studies on alternative-route and emergency certification (as compared with traditional pathways) have been inconclusive (Rice, 2003). 
Studies support a positive connection between teacher certification in mathematics and student achievement in that subject at the high school level, but have not identified such a link for other academic subjects in high school or in reading or mathematics in elementary school (Goe, 2007; Rowan, Correnti, & Miller, 2002). Alternative certification policies, which allow non-traditional candidates to become licensed teachers without completing undergraduate teacher-preparation programs, have received substantial attention from policymakers for more than two decades. 
Research has not offered clear support for a positive or negative role for non-traditional routes to certification in student achievement (Miller, McKenna, & McKenna, 1998; Stafford & Barrow, 1994). Studies both identifying potential advantages and highlighting potential flaws of such certification pathways can be found in the literature, leaving the verdict on these options far from settled (Constantine, et al., 2009). Darling-Hammond and Haselkorn (2009) suggest that current efforts should focus more energy on applying knowledge from both alternative and traditional preparation programs than on debating the relative merits of various routes (also Peter D. Hart Research Associates, Inc., 2010, for a similar perspective). 

2.3.5.3 Coursework 
Researchers have investigated the role of teacher pre-service coursework as a foundation of high-quality instruction, placing a particular emphasis on the impact of the courses teachers have taken on the achievement of their students. Syntheses of the literature on this topic find that coursework in the specific academic content areas a teacher is assigned to teach can promote teacher quality and student achievement in some subjects and grade levels. Beyond that general conclusion, though, key research questions have centered on efforts to pinpoint the academic subjects where coursework makes a clear difference, to understand the influence of the grade level taught, and to examine how the effects of coursework in pedagogy differ from those of courses in an academic content area (Rice, 2003). 

While a number of studies indicate that coursework contributes to teacher quality, the impact varies across academic subjects and grade levels. The most consistent cross-study finding from the research on teacher coursework is a positive connection between student achievement in mathematics and teachers’ coursework in that subject. Some studies support the view that teacher coursework in science contributes to student performance on science tests, but findings have been less consistent than for mathematics. Definitive results linking coursework in subjects other than mathematics and science to student achievement have not been produced. Just as academic subject taught plays an important role in the impact of teacher coursework, grade level taught appears to influence research results on this topic. The findings on mathematics and science coursework are strongest at the secondary level (Goe, 2007; Rice, 2003; Wayne & Youngs, 2003). 

The exploration of evidence on distinctions between the effects of courses in education and the impact of content knowledge on teacher performance is a persistent theme in the literature on teacher quality. Some studies indicate that coursework in pedagogy is positively related to student achievement in mathematics and science, but researchers note some ambiguity in the literature in this area because earlier studies did not make a clear-enough distinction between teacher coursework in education that was linked to an academic subject (for example, math education) and courses in that subject. There is reason to believe that coursework in pedagogy has a stronger effect on teacher performance when the courses are combined with courses in content areas (Rice, 2003; Wayne & Youngs, 2003). 

Overall, the efficacy of strategies to improve teacher quality by relying on teacher coursework as a lever may depend, at least in part, on which academic subjects and grade levels are targeted. Policymakers and philanthropic organizations seeking to pursue evidence-based strategies framed around the limited extant research base on the impact of content-area coursework, for example, may be largely confined to initiatives in high school mathematics. 

2.3.5.4 Teacher Preparation Programs 
Traditional teacher preparation programs, located within schools of education in colleges and universities, have faced withering criticism in recent years. One of the most widely cited critiques of teacher education programs, Educating School Teachers by Arthur Levine, a well-known expert on teacher preparation now at the Woodrow Wilson National Fellowship Foundation, expresses many of the most common concerns about these institutions. A central conclusion of that study is that graduates of teacher preparation programs are poorly prepared for teaching. Concerns include low admissions standards, fewer high-powered professors, and a disorganized teacher education curriculum. Pre - service training alone is not enough whether one acquires a teacher’s certificate or first degree for basic reasons that a single teacher training is not sufficient to keep one intellectually alive, the curriculum always changes and knowledge and teaching technology develop and education is a life – long and continuous process.
The study asserts that as education schools sought to gain respect in the world of higher education, they focused on academic research instead of classroom practice and became isolated from K-12 schools where students are taught. As a result, prospective teachers are not given the tools needed to succeed in an environment where student achievement is the fundamental goal (Levine, 2006). Although the study’s assertions have been controversial and are not universally accepted, widespread concern over flaws in teacher preparation has contributed to more discussion of the need to hold teacher preparation programs accountable for the subsequent classroom performance of their graduates. 

One potential strategy for improving teacher preparation programs is to increase research on the connection between these programs and student achievement with the goal of identifying specific types of training that can be linked to achievement gains (Zeichner & Conklin, 2005). Some evidence suggests that schools of education can equip their graduates to boost student achievement in mathematics by ensuring they have completed subject-specific coursework including pedagogical content (Harris & Sass, 2007; Rice, 2003). Researchers may offer additional assistance to teacher educators by intensifying efforts to study a variety of aspects of the substance of preparation programs (Zeichner & Conklin, 2005). 
Studies and suggested reform measures have generally focused more attention on the structure of teacher preparation programs — examining whether they are four or five years in length, graduate or undergraduate, and alternative or traditional certification pathways — than on the content of the programs. Zeichner and Conklin (2005) summarize studies on program structure and find that few conclusions can be offered since the studies have methodological flaws and are not consistent in their findings. They suggest that additional investigation of the substance of programs is needed in order to gain a better understanding of the impact of particular training on prospective teachers. These authors point to the dim light offered by the literature on teacher preparation programs, noting that they reviewed few studies seeking to tie such programs to student achievement or providing adequate details on program features needed to get a clearer picture of which aspects of training make a difference. 
While noting the complexity of conducting research that will adequately capture the characteristics of teacher preparation programs that influence student achievement, they suggest that research using random assignment of students to qualified teachers from different preparation programs, more effective use of qualitative and quantitative data, and well-designed case studies may offer better information that can be used to document the relationship between particular aspects of teacher training and student learning. 

Researchers strike a similar tone in the area of early-childhood education. Pianta and Hadden (2008) stress the importance of moving beyond a reliance on early-childhood teacher credentials or other preparation program outcomes to create higher quality teachers. They argue that the substance and content of the training program play the largest role in improving results for children. As with K-12 teacher preparation programs, experts find there is insufficient research on the relationship between preparation programs for early-childhood education teachers and student performance (Lobman & Ryan, 2006; Pianta & Hadden, 2008). 

Some studies indicate that the selectivity of the preparation program that K-12 teachers attended can be associated with student performance (Ehrenberg & Brewer, 1994; Rice, 2003). Results show that preparation of teachers in a more selective program contributes to greater achievement for students in elementary school and especially high school. Researchers suggest that the prestige of the institution is a proxy for the intellectual capacity of the teacher. College rankings are thought to reflect aspects of teaching ability comparable with those measured by test scores. Some evidence supports the view that teachers with more cognitive ability as demonstrated by their test scores are better able to increase student achievement (Rice, 2003; Rockoff, Jacob, Kane, & Staiger, 2008; Wayne & Youngs, 2003). 
2.3.5.5 Teacher Test Scores 
Given the long-standing discussion of the relationship between general teacher aptitude and student achievement, it is important to consider how particular measures of teachers’ abilities relate to student learning. Research indicates that teachers’ scores on tests of verbal skills (such as vocabulary or word tests) are related to the achievement of their students (Rice, 2003; Wayne & Youngs, 2003). Ferguson and Ladd (1996) find that teachers’ composite scores on the ACT (a college-admissions test covering multiple subjects) are tied to student achievement. There is also evidence that the general cognitive ability of teachers as measured by an intelligence test that does not use verbal or mathematical skills is related to student performance. In addition, research has found that combinations of cognitive measures may be more predictive of student achievement than any single measure alone (Rockoff, Jacob, Kane, & Staiger, 2008). 
Some studies show a relationship between teacher licensure tests and student achievement. Standardized testing, most commonly the Praxis, is part of the teacher licensure process in 48 states and the District of Columbia (Editorial Projects in Education, 2010). Tests used for licensure may cover general academic skills, as well as knowledge of subject matter and teaching methods. For example, the Praxis I measures reading, writing, and mathematical skills. It is intended to help determine whether prospective teachers have the basic skills necessary for the profession. The Praxis II tests cover content-area knowledge in numerous subjects and subject-related teaching methods (Educational Testing Service, 2009). 

Goldhaber (2005) finds a positive relationship between teachers’ scores on certification tests, including the Praxis, and student test scores in reading and mathematics. Because he finds that certification test scores are more strongly related to student achievement than degrees earned and some other measures, he comments that there is some justification for states’ use of these scores in regulating entry into the classroom, particularly as a way of attempting to ensure a fundamental standard of quality. Other frequently cited studies also identify a relationship between licensure tests and student performance. Ferguson (1998) finds a positive link between teachers’ scores on the Texas Examination of Current Administrators and Teachers (TECAT), a test measuring basic literacy skills and student achievement. Teachers earning better scores tended to be more able to produce achievement gains. Clotfelter, Ladd, and Vigdor (2006) determine that teacher licensure test scores are related to achievement in mathematics.
2.3.5.6 Teacher Evaluation 
Teacher evaluation is often used both for the improvement of teaching and learning and for accountability purposes (Baratz-Snowden, 2009). The recent Race to the Top Fund, part of the American Recovery and Reinvestment Act, specifically includes teacher evaluation as a key element of its approach to teacher quality. To be competitive, states must require teacher evaluations to be based, at least in part, on student achievement. Currently, the field is engaged in discourse on the values and challenges of traditional methods of teacher evaluation, emerging approaches that are directly tied to student achievement and strategies that focus on multiple measures of teacher and student performance.
Research suggests that the best school systems do not allow ineffective teachers to remain in the classroom for long (Gordon, Kane, and Staiger, 2006; Kane, Rockoff and Staiger, 2006). National estimates from the U.S. Department of Education indicate that, on average, school districts dismiss 1.4 percent of tenured teachers and 0.7 percent of probationary teachers for poor performance each year (Chait, 2010). Schools often concentrate on improving teacher effectiveness via induction programs, mentoring, or professional development. When these efforts fail to improve chronically ineffective teachers, it may be difficult to remove them from the classroom due to weak teacher evaluation systems, the time and cost of dismissal cases, the difficulty in winning cases, a school culture that is uncomfortable differentiating among teachers, or the difficulty of hiring replacements (Chait, 2010). Yet the impact on student achievement could be significant. Hanushek (2009) estimates that eliminating the least effective 6 to 10 percent of teachers would bring student achievement up significantly.
2.3.5.7 The Context of Leadership Conditions 
Likewise, several studies have found leadership to be a key school contextual variable that is directly linked to student learning. Leithwood, Louis, Anderson, and Wahlstrom (2004) have written a comprehensive analysis of the effects of school leadership on student achievement, providing an explanation of the body of research that sought to isolate leadership effects. Indeed, that body of work has suggested that leadership contributes more to in-school learning effects than any factor other than teaching (Hallinger & Heck, 1998). In addition, leadership effects tend to be strongest in schools that are struggling (as discussed in Portin, et al., 2009 and Leithwood et al., 2004).
Collectively, research suggests that “successful school leaders articulate a vision for shared organizational purpose and shared authority and that the ability of principals to envision new ways to do this is critical to the work of teacher leaders (Portin et al., 2009, p. 89).” Principals can play key roles in establishing collaborative workplace routines, implementing school initiatives, determining teaching assignments, assigning students to teachers, setting expectations for ongoing professional development, defining instructional goals, and serving as intermediaries between policy and practice (Johnson et al., 2005). Traditionally, research has examined leadership in terms of formal roles and positions, most notably the role of school principal. More recent attempts have broadened this perspective to examine notions of distributed leadership with respect to both formal and informal roles, including peer coach, mentor, department chair, and master teacher (Spillane, Halverson, & Diamond, 2001).
2.3.5.8 The Working Conditions 
Another important line of research around contextual influences that enable and constrain instruction includes that of Harvard’s Susan Moore Johnson, whose work focuses on the interactions between contexts of working conditions and other factors. She and her colleagues have found that job satisfaction, teacher morale, and school environments are at least as important as teacher pay in determining teacher retention. For example, Johnson and Birkeland (2003) studied a group of new teachers over a four-year period and found that, while they were generally dissatisfied with low pay, only one of the 17 who left the profession cited doing so mostly because of pay. 
Teachers who transferred to other schools said they sought better working conditions, “such as more orderly schools, better facilities and supplies, better professional development, or smaller classes. Other research supports these findings. For example, Luekens, Lyter, Fox, and Chandler (2004) found that teachers who left the profession or transferred to other schools cited dissatisfaction with workplace conditions as a larger influence than pay. 
Richard Ingersoll’s work at the University of Pennsylvania has also explored the nature of school workplaces and the interaction between working conditions and teaching and learning. He has found that teachers consistently identify the following workplace conditions as central to their decision to stay in the profession, transfer to other schools, or leave teaching altogether (see Ingersoll, 2001, 2003): supportive school leadership; engaged community and parents;  a safe environment and sufficient facilities (see also Johnson et al., 2005); high-quality professional development and enough time to plan and collaborate; an atmosphere of trust and respect (Bryk & Schneider, 2002);  effective school improvement teams; and appropriate assignments and workload (see also Johnson et al, 2005).
Most, if not all, of these elements concern working conditions specific to teaching and learning, and research has consistently demonstrated a positive link between favorable working conditions and teacher retention. But research linking such factors more directly to student learning is less conclusive. Johnson et al (2005) speak to the complexities of making this link, arguing that the effects of school resources and conditions of learning are largely indirect and often interact with other parts of the teachers’ and students’ experiences. At the most basic level, the adequacy and maintenance of school buildings affect the health and safety of the adults and children who work there. 
A school in serious disrepair presents an array of hazards for everyone in it. The physical elements of schooling also influence instruction both what can be taught and how it can be taught. A school’s lack of textbooks, a library, science equipment, or reliable photocopy machines inevitably limits the kind of teaching and learning that can occur. Teachers may do their best to cope with such deficits, but ultimately their students’ opportunity to learn in poorly maintained and ill-equipped schools falls short of what it might be in schools that are sound, well equipped, and generously supplied. 

Nonetheless, several attempts have been made to isolate the effects of working conditions on student learning. For example, a study of teachers in Clark County, Nev., by Hirsch and Emerick (2006) found a correlation between teaching and learning conditions and student achievement, particularly in the area of elementary mathematics performance. Specifically, the authors found a statistically significant correlation between facilities/resources and both rates of student proficiency in math, reading and writing, and whether schools made Adequate Yearly Progress under the federal No Child Left behind Act.
2.3.5.9 Scale and Replicability  

Research, such as McLaughlin and Talbert’s, touches on issues of scale and replicability which are at the heart of best practices and knowledge about the factors that may lead a reform to work well in one environment and less effectively in another environment.  Cynthia Coburn at the University of California at Berkeley wrote a comprehensive analysis of how researchers have defined “going to scale”, noting in a 2003 paper that scaling up involves both the spread of reform to multiple individuals and locations, as well as challenges of reform implementation and sustaining change across embedded contexts and shifting priorities. Coburn argues that going to scale involves depth, sustainability, spread, shifting ownership, and each of these interrelated factors affects how and whether a program or policy is fully implemented. 
Harvard University’s Richard Elmore (1996) suggests that scale-up is influenced by four conditions: developing strong external normative structures for practice; developing organizational structures that intensify and focus, rather than dissipate and scatter, intrinsic motivation to engage in challenging practice; creating intentional processes for reproduction of successes; and creating structures that promote learning of new practices and incentive systems that support them. The key lesson from this line of research is that reforms, programs, and policies cannot be transplanted from one site to another without an inevitable (and necessary) process of mutual adaptation during which the reform itself will be transformed to merge with (or be rejected by) local factors that are highly contextualized. This is important to keep in mind when considering the strategies and examples profiled in Section 3 of this report.
2.3.5.10 Providing Access to Effective, Sustained, Connected Professional Development Opportunities 
The research literature supports the view that professional development done right — that is, content-specific training involving teacher teams, sustained efforts, and reinforced support with mentors and coaches — can lead to increased teacher knowledge and desired classroom practice. Strategies that seek to connect teachers to such professional learning opportunities have been initiated by several philanthropies. For example, in 2009, the JP Morgan Chase Foundation awarded the National Board for Professional Teaching Standards a $1 million grant to provide scholarships to teachers seeking National Board Certification. The National Board Certification is an advanced credential offered to K-12 teachers who demonstrate knowledge of teaching methods and subject-matter through 10 assessments, including portfolios. Scholarships are offered to teachers who work in low-performing schools on a nationwide basis, and priority is given to teachers who seek certification along with two other teachers from their school. 

They also learn how to tailor instruction based on the different learning styles, abilities, and interests of their students while making assignments more academically challenging. Professional learning communities provide an environment that facilitates collaboration among teachers to plan lessons, discuss how to teach particular mathematical concepts, solve problems in the classroom, and review what research has to say about ways to improve instruction. The Silicon Valley Community Foundation also aims to create a learning environment where grantees can share best practices and learn from other schools who are participating in similar efforts.
2.3.5.11 Training Principals and Teachers to be Effective School Leaders 

School leadership is the second greatest in-school influence on student learning. As such, leadership is a key area to target for reform. The Wallace Foundation works to develop and test programs in state and district partner pilot sites that aim to improve the quality of leadership and leaders’ impact on teaching and learning. According to the foundation’s working definition of a “cohesive leadership system,” widespread and sustainable leadership improvement requires a high degree of coordination among state and district policies and practices that affect the standards and training of school leaders. A growing body of research commissioned or produced directly by the foundation explores new ideas and insights about leadership for learning. 

2.4 Link between Professional Development and Student Achievement 

There is an emerging understanding about the ways in which professional development impacts student achievement. Although an experimental study examining the features of high-quality professional development showed increased teacher knowledge and desired classroom practice, it did not find that this knowledge translated into improved student outcomes or sustainable changes in practice over time (Garet et al., 2008; Wilson, 2009). 

Systematic reviews exploring the effects of professional development on student achievement have produced some additional insights. For example, a review of professional development programs in math and science found that programs focused mainly on teacher behaviors demonstrated smaller influences on student learning than did programs concerned primarily with teachers’ knowledge of the subject, the curriculum, or how students teach the subject (Kennedy, 1998; Yoon et al., 2007). In a more recent review that examined more than 1,300 studies on professional development, researchers identified just nine that met the arguably overly rigorous evidence standards of the U.S. Department of Education’s What Works Clearinghouse. 
The resulting research showed that teachers who receive “substantial” professional development -that is, an average of 49 hours in the nine studies — can increase their students’ achievement by about 21 percentile points (Yoon et al., 2007). Another study reviewed the designs of professional development programs that reported significant effects on improving student achievement in mathematics or science. Such effective programs tended to have certain features in common, including: a strong emphasis on teachers learning specific subject content as well as pedagogical content, follow-up reinforcement of learning, assistance with implementation, and support for teachers from mentors and colleagues in their schools (Blank & Alas, 2009). 

Induction programs are often the focus of professional development efforts aimed specifically at meeting the needs of new teachers. These programs may include mentoring, orientation sessions, classroom observations, and the use of formative assessments (Berry, Hopkins-Thompson, & Hoke, 2002; Isenberg et al., 2009). Supporters of induction and mentoring argue that high-quality programs address teacher quality by reducing the high rates of attrition among new teachers and by building the capacity of new teachers to provide quality instruction (Moir et al., 2010). Moir and colleagues describe high-quality mentoring programs as having highly skilled mentors, dedicated time for mentoring, a focus on classroom and student data, engaged stakeholders, alignment with instruction, and a supportive school culture. However, a recent randomized controlled trial by the U.S. Department of Education’s Institute of Education Sciences found that teachers in the focal induction programs reported spending more time meeting with mentors, but that the programs produced no significant impact on teacher retention, student achievement, or teaching practice (Isenberg et al., 2009).
2.5 Characteristics of Effective Professional Development 
Research suggests that professional development that effectively enhances what teachers know and how they teach tends to focus on: deepening subject-matter knowledge specifically for teaching, understanding how students learn and the specific difficulties they may encounter, providing enough time for significant learning, connecting what teachers are being asked to do with what teachers already know, actively engaging educators, and involving teams of teachers from the same school to participate together (Blank, Alas, & Smith, 2008). Other research indicates that high-quality professional development should promote effective curricular and instructional models and be based on valid theories of teacher leaning (Hiebert & Grouws, 2007; Yoon et al., 2007).
2.6 Research Gap
This chapter has reviewed literature on the teachers’ resources centers, their role and importance in creating conducive teaching and learning environment. The literature review showed that since the establishment of Teachers’ Resource Centers in Mbulu District, little had been done to assess the contribution of teachers’ resource centers in the development of the education sector in the district. It is against that background that this study aimed to fill that knowledge gap by assessing the contribution of Teachers’ Resource Centers in the development of teachers` profession in the district. 
CHAPTER THREE
3.0 RESEARCH METHODOLOGY

3.1 Introduction 
This Chapter covers research methodology and procedures that were used by discussing the area of the study and the rationale for selecting Mbulu District, research design, and study population. Other aspects covered in the Chapter include the sample size and sampling procedures, data collection instruments, data analysis and presentation as well as ethical considerations.

3.2 Research Design

This study used an explorative research design. The choice of the design is based on the fact that the study aims at identifying the prospects and challenges of teachers` resource centers on the development of education sector in Mbulu District. Besides this, exploratory research design was expected to enable the triangulation of information that was collected from teachers, headmasters and head teachers, Ward Education Officers, Teachers` Resource Centres Coordinators and District Educational Officers. Therefore, the design was expected to enhance the validity and reliability of information because all categories of respondents were consulted to express their views on the topic under study. The research design enabled this study to gather dependable information through questionnaire, focus group interviews and critical literature reviews.
3.3 Study Area

The study was conducted in Mbulu District in Manyara Region. According to the National Population and Housing Census of 2012, Mbulu District has 320, 279 people, out of which 161,548 were male, while 158,731 were female. The main economic activities in Mbulu District include farming, livestock keeping and mining. Mbulu District was selected for this study because it is one of the districts where the contribution of Teachers’ Resource Centers in teachers` professional development was not known thus far. The district has 138 primary schools and 34 secondary schools, with a total enrolment of 54,945 students in primary schools including 26,618 boys and 28,327 girls where as there are 13,126 students in secondary schools including 5,569 boys and 7,557 girls. The district has 4 Teachers’ Resource Centers in 4 divisions namely Dongobesh, Endagikot and Daudi, which were established in 2001 and Haydom in 2013.
3.4 Target Population

According to Saunders et al (2009) target population means the full set of cases from which a sample is taken.  In this study therefore, the target population included teachers; headmasters; head teacher; teachers` resource centres coordinators, ward education officers and local government officials who deal with educational matters. A target population, according to Cohen, and Marion, (2000) in Mseya S. R.S. 2008, is a group about which the researcher is interested in gaining information. According to this scholarly proposition, the list of target educational stakeholders reflected in the preceding narrative of this section form the population for this study.
3.5 Sampling Procedure and Sample Size
A sample is part of the population that a researcher studies, a sample must have the characteristics of the target population for the study. According to Cohen and colleagues (2000) in Mseya S.R.S 2008, a sample is a smaller group or subject of the total population hence knowledge gained from the sample constitute representative knowledge of the total population under study. Babbie (1995) in Mseya 2008 points out that, researchers are in most cases not able to study all members of their target population because of lack of time and resources to be able to reach the entire target population. 

Therefore this leads to the necessity for selecting a sample for accomplishing a study. A major reason for a sample in social science is to reduce expenses in terms of time, money and effort. Another advantage of a sample is that the sample may achieve a greater response rate and greater cooperation in general from the respondents and, thus may be highly accurate.

In this study, data were collected from teachers; headmasters; head teachers; and some local government officials especially those who deal with education matters. In the process, purposive sampling was used to select head masters; head teachers, teachers  and local government officials- education officers in order to give them opportunity to air their views on the contribution of Teachers’ Resource Centers on the development of education professionals in Mbulu District. However, random sampling was used for selecting teachers because of their big number in the district. To that end, data were gathered from 58 respondents as follows: 34 teachers; 4 headmasters; 8 head teachers; 4 Ward Education Officers; 4 Teachers Resource Center Coordinators and 4 District Educational Officers.
Table 3.1: Type and Number of Respondents
	Sample population
	Number
	Sampling Procedure

	Teachers 
	34
	Random  sampling

	Headmasters
	4
	Random sampling

	Head teachers
	8
	Purposive sampling

	Ward education officers
	4
	Purposive sampling

	Teachers Resource Centre Coordinators
	4
	Purposive sampling

	District education staff
	4
	Purposive sampling

	Total
	58
	


3.6 Data Collection Instruments
Five data collection instruments were used for data collection in this study. These were interviews, questionnaire, field observation, focus group discussions and documentary sources. The multiple data collection methods (triangulation) were used because relying on a single data collection method has always made the research process biased. Cohen et al. (2000) in Mseya reiterate that no single method can act in isolation because it can be biased or can distort the whole picture of reality that the researcher is investigating. The triangulation method was adopted to cross check the accuracy of data collected. Denscombe (1998), and Keya, Mani, and Omari (1989) in Mseya (2008) believe that the use of different techniques helps to cross check the authenticity of data gathered. The following data collection instruments were used.

3.6.1 Interviews

According to Kothari (2005), an interview is a method of collecting data that involves presentation of oral or verbal stimuli and reply interns of oral-verbal responses. The method can be used through personal interviews and if possible through telephone interview. Sedman (1991) states that interview is an exchange of views between two or more people on topic of mutual interest. He sees the centrality of human interaction for knowledge production, and emphasizes the social situation of research data. 
Cohen, et al. (2000) argues that an interview allows subjects to provide their interpretations of the world in which they live, and to express how they regard the situation from their own point of view. Hite, (2001) in Mseya 2008 reiterates that interview allows the respondents to freely express themselves thereby giving rise to a wide range of information. Furthermore, Cohen, et, al. in Mseya 2008 points out that an interview allows for in-depth probing and it is applicable to all people without excluding the illiterate population. The language of interview can be adapted to the interviewed person`s ability or educational level (Kothari, 2004). With this method there is greater flexibility as the opportunity to restructure questions is always available through this tool.
Data can be gathered by using three ways in interviews which include structured, semi - structured and unstructured interview. In this study semi – structured and unstructured interviews were used to gather information from the respondents. The semi- structured interview required a framework of questions or issues to be explored in the course of interview but with considerable flexibility in how and when they are to be asked. Cohen et al. (2000) in Mseya, (2008) holds that semi – structured interviews enable the interviewees to project their own ways of defining the world, permits flexibility of sequence of discussion and enable participants to raise issues as well as matters that might have not been included in the guide. 
The major advantage of semi – structured interview  being the ability it gives the researcher to probe and ask follow – up questions, thereby gaining a deeper understanding of the interviewee`s experience, feelings and perspectives concerning the topic under discussion.  Moreover, the study also employed structured interview guides to collect information from the identified respondents. The researcher tried as much as possible to have control on the way the interviewees responded in order to ensure that the key issues under discussion are covered.
3.6.2 Documentary Sources

According to Guba and Lincolin (1998) in Mseya (2008) a document is any written or recorded material, which is not prepared for the purpose of the inquirer. Documentary sources used included books, reports, research papers, and journals that the research read from different sources. Documentary analysis involves studying existing documents, either to understand their substantive contents or to illuminate deeper meanings that may be revealed by their stiles and coverage. They may be public, government papers, and procedural documents. The technique is preferred because it helps to check constancy of information and enhanced coverage of factors, which other data collection methods may fail to provide (Kothari, 2004). 
3.6.3 Questionnaires

According to Kothari (2005), questionnaires enable the researcher to provide assistance or answers on ambiguous questions and remind the respondents in case of missing information or skipped items. In this study, questionnaires were used to collect data within a well specified period of time from teachers. This was done in order to obtain the respondents’ views about the contribution of teachers’ resources centers in Mbulu district.
3.6.4 Validity and Reliability of Instruments

Validity is an important key to effective research (Cohen, et al. 2000) in Mseya 2008. It refers to the extent to which an empirical measure adequately reflects the real meaning of the concept under consideration. It indicates the degree to which an instrument measures what it is intended to measure. There is no data collection instrument that can be claimed to be self explanatory. That being the case, multiple tools of data collection, namely questionnaires, interviews, documentary reviews and focus group discussions were used. By so doing, the study was able to ensure that it collected valid and reliable data. The researcher sought and used different academicians` comments to refine the instruments in order to ensure acceptable level of the data collected in terms of relevance, coverage and consistence. The instruments were administered by the researcher personally in the field and therefore elaborated, refined and clarified questions in which there were misinterpretations, incompleteness or ambiguity which aroused from the respondents. 
3.7  Data analysis and Processing Procedures

Data analysis is a systematic process which involves working with, breaking them into manageable units, synthesizing them, searching for patterns, discovering what is important and what is to be learnt and deciding what to tell others (Bogdan and Biklen, 1992) in Mseya 2008. In this study, data analysis and processing involved the categorization of data using simple statistical procedures for the purpose of ensuring accuracy in data processing. Besides this, data from documentary reviews were used in order to expand descriptive analysis. Qualitative data were content analyzed and categorized according to themes related to the main and specific objectives. 
Statistical Packages for Social Scientists (SPSS) software was used to analyze data. The results were described using simple descriptive statistics, which included bar charts and percentages. Further explanations were also provided with reference to secondary data sources some of which are also reflected in the literature review for this study.
3.8 Ethical Issues

Because the research process always involved interaction between and among human beings, there was need to consider ethical issues. The basic ethical principle governing data collection is that no harm should come to participants as a result of their participation in the study. Therefore the researcher needs to ensure the protection of human rights to all participants involved in the study (Cohen et al., (2000) in Mseya 2008.  In this vein, Lee and Ormord (2005) argue that in order to be ethical, the researcher should conform to professional practices.  In so doing, the researcher obtained a research clearance letter which formalized and authorized data collection process
CHAPTER FOUR TC "CHAPTER FOUR" \f C \l "1" 
4.0 PRESENTATION, DISCUSSION AND SUMMARY OF FINDINGS
4.1 Introduction

This Chapter presents, analyzes and discusses the findings of the study.  The main objective of the study was to assess the prospects and challenges of teachers` resource centers in promoting teachers` professional development in Tanzania with specific focus on Mbulu District in Manyara Region. 
4.2   Presentation and Analysis of Results
This section analyses and discusses both the characteristics of the respondents and the main themes of the study. In order to effectively assess whether teachers` resource centers have facilitated professional development of teachers in Mbulu District or not, the study considered some social characteristics of the respondents.  Those social characteristics included gender, education, and occupation. The characteristics enabled the researcher to examine the role that resource centers had played to develop the professional aspect of teachers.
4.2.1 Gender of Respondents

This study considered the gender of respondents in order to find out how gender influenced respondents’ understanding of the prospects and challenges of teachers` resource centers in the professional development of teachers. Figure 4.1 shows the gender of respondents.

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Figure 4.1: Respondents Distribution by Gender 
Results in Figure 4.1 show that 42 (72.4%) respondents were male, whereas 16 (27.6%) respondents were female. This means that both men and women were represented in the study although majority of respondents were men. This imbalance between men and women is a challenge that the education sector like other sectors in the country should overcome to ensure that the two genders receive equal considerations at all levels during decision-making so as to ensure equal participation whether in the public or the private sectors.

This parity situation correlates with REPOA (2010) which found that gender imbalanced socio-economic opportunities were among the worrying challenges in Tanzania. Therefore, affirmative measures should be taken to ensure that socio-economic opportunities reach both men and women at all levels of decision-making. Gender sensitive kind of education leadership not only will empower women, but would set platforms for equal opportunities between men and women in the education sector in particular and in decision making roles in general. When adult and professional women are involved in various activities the trend will ultimately trickle down to young ladies in schools and have positive impact in their learning and participation in various social activities.  
4.2.2  Education Level of Respondents

This study considered the education level of respondents in order to find out how it influenced respondents’ understanding of the prospects and challenges of teachers` resource centers in the professional development of teachers. Figure 4.2 shows the education level of the study`s respondents.
	

	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Figure 4.2: Education level of Respondents

Results in Figure 4.2 show that 42 (72.4%) respondents completed secondary education. In addition, 15 (25.9%) respondents completed University level education, and one (1.7%) respondent had completed college education which included diploma and certificate. This means that respondents had sufficient levels of education which enable them to assess the prospects and challenges of resource centers in promoting teachers’ profession in Mbulu District. Respondents` educational level played a critical role in the type of research responses that the researcher obtained from his field work.
4.2.3 Work Experience of the Respondents
This study considered the work experience of respondents in order to find out how it influenced respondents’ understanding about teachers` resource centers. Figure 4.3 shows the work experience of the respondents.
	

	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Figure 4.2: Education Level of Respondents

The information in Figure 4.3 show that 29 (50%) respondents had worked in the education sector between one and three years. Besides, 18 (31%) respondents had worked in the education sector between four and six years, while 11 (19%) respondents had worked in the education sector for seven years and above. This means majority of respondents had been working in education sector for a sufficient number of years, which enabled them to analyze the contribution that teachers` resource centers has had in the professional development of teachers in Mbulu District with a sufficient awareness of the centers as evidenced in the narrative on section 4.1.4.
4.2.4  Respondents’ Level of Awareness about Teachers’ Resource Centers in Mbulu District
This study considered people’s level of awareness about the concept of resource centers in order to find out how the existence of an individual`s awareness of the existence of TRCs enabled them to assess the prospects and challenges the TRCs face on the professional development of teachers. Figure 4.4 shows the awareness of respondents on the existence of resource centers.

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Figure 4.4: Respondents’ Level of Awareness about TRCs Existence
The information in Figure 4.4 shows that 32 (55.2%) respondents informed that the people’s level of awareness about resource centers was high. Further, 17 (29.3%) respondents said that people’s level of awareness about existence of resource centers was moderate, whereas 9 (15.5%) respondents said that the level of awareness was low.  This implies that majority of respondents in Mbulu District were aware of the existence of teachers’ resource centers.
4.2.5  Challenges Facing Resource Centers in Mbulu District
This study considered challenges facing teachers` resource centers in order to determine how far those challenges had prevented the development of resource centers while at the same time hindering the professional development of teachers. Figure 4.5 shows the challenges facing teachers` resource centres in Mbulu District to be poor supervision, lack of resources and limited number of personnel to manage TRCs.

Figure 4.5: Respondents’ Answers on the Challenges Facing TRCs in Mbulu District 
Information in Figure 4.5 shows that 38 (65.5%) respondents indicated that poor supervision of Teachers’ Resource Centers was one of the challenges that faced TRCs in Mbulu. In addition, 13 (22.4%) respondents indicated that lack of capital was another challenge, whereas 7 (12.3%) respondents said that limited number of personnel to run the teachers` resource centers was another challenge. This implies that Teachers’ Resources Centers faced a number of challenges which hindered their effectiveness and efficiency.
4.2.6 Measures Taken to Promote Teacher`s Resource Centers in Mbulu District
This study examined measures taken by Mbulu District authority to promote teachers` resource centers in order to determine whether they would facilitate their growth or not. Figure 4.6 shows the measures taken to promote teachers` resource centres in Mbulu District.

Figure 4.6: Measures Taken to Promote Teacher`s Resource Centers in Mbulu District
Results in Figure 4.6 show that 27 (46.6%) of the respondents said that raising people’s awareness about resource centers was the first measure to be taken in order to ensure that every stakeholder knows about the centres and the task they are to perform. Besides, 18 (31%) respondents said that sending teachers for further studies was another strategy for promoting TRCs, whereas 13 (22.4%) respondents indicated that seminars were yet other such measures. This implies that some measures were being taken by the Mbulu district education management to promote the use of the resource centers.
4.3  Discussion of Findings
4.3.1 Respondents’ Level of Awareness about Resource Centers in Mbulu District

As indicated in Figure 4.4, results have shown that 32 (55.2%) respondents said that the people’s level of awareness about resource centers was high. In connection to this, respondents who reported that many teachers in Mbulu district were aware of resource centers and that they are also in different regions and districts in the country. In trying to explain her understanding of Teachers’ Resource Centers, one teacher at Endagikot primary school said:

……Resource Centers are legally established places where teachers go in order to update their knowledge of the subjects they are teaching because by nature education is an on-going process which requires teachers to increase their knowledge every time so that they make the teaching and learning processes more attractive and less boring.  
The above statement shows that respondents had sufficient knowledge of the concept of teachers` resource centers and their impacts on the teaching and learning process. This statement correlates with MS/DANIDA`s (1996) view of a resource center as a place where teachers meet and where resources for teaching and learning are stored. From a process point of view, MS/DANIDA considers TRCs as a strategy that provides professional services to teachers in order to enable them perform effectively in their classrooms. 
Similarly, another teacher at Haydon secondary school had this to say about TRCs: 

 Teachers’ Resource Centers are places where teachers from different schools within the same areas of jurisdiction find materials that help them to teach effectively and efficiently and minimize unnecessary inconveniences that would arise if they were not well prepared for teaching before they enter the classroom to teach.  

The above statement shows that respondents had sufficient knowledge of the concept of teachers’ resource centers and its impact on the teaching and learning process. This statement agrees with Apps (1979) who found that resources centers were means to facilitate continuous education for teachers and conventional and distance learners. The accrediting commission of the continuing education in USA council defines continuing education as the further development of human abilities after entrance into employment or voluntary activity, which includes in-service, updating education. It may be occupational education or training which furthers career or personal development. Continuing education includes most advances in knowledge and excludes most general education and training for job entry.
Further, 17 (29.3%) respondents said that people’s level of awareness about resource centers was moderate. In connection to this, these respondents have shown relative understanding of the concept of teachers` resource centers. This study found that most of these respondents were those who had not yet taught or worked in other places apart from Mbulu district or Manyara region where teachers’ resource centers were found almost at every corner of the district or region. They also indicated that this had been due to limited number of teachers` resource centers which was available in Mbulu district in particular and in Manyara region in general. In trying to explain this situation, one teacher at Dongobesh primary school said:
……Resource centers are places where teachers just go in order to exchange ideas with other teachers in order to find the knowledge gaps they find in the subjects that they are teaching so that they can fill them and help their students learn those subjects well.
The above statement shows that some respondents had limited level of understanding of the concept of teachers` resource centers which sometimes made them not to adequately utilize the centers for their professional development in particular and the promotion of the teaching and learning process as a whole.   

Lastly, 9 (15.5%) respondents said that the level of awareness was low.  In connection to this, the respondents indicated that they were not aware of the concept of resource centers because they never used these centers in their teaching activities. In trying to explain this, one respondent said that he had not been to a teachers` resource center because of the long distance which existed between their school and the nearby teachers` resource center.  This situation was confirmed by Margartoyd in Raghunanth (1994) who found that distance learners are distressed by lack of time for studying after their ordinary career and social routines. Moreover one TRC Coordinator pointed out those secondary schools teachers had negative attitude towards TRCs and as a result they did not use the centres. He had this to say:
…there is a very low awareness about TRCs and their benefits to secondary school teachers and students in the district. They consider the centres to be responsible for primary school teachers and students only. This is wrongly perceived because the centres are in primary schools premises and seminars and activities conducted so far are in relation to primary education only.

It is true that all TRCs in Mbulu District use facilities that are in primary schools premises including classrooms and offices. Even when an independent specialized structure for TRC is built like in Daudi and Dongobesh they are in primary school premises as well. It was also noted that the district authorities appoints heads of TRCs from primary schools and out of the four TRCs coordinators none of them is from secondary schools. This fact contributes to such poor awareness and poses a negative attitude towards the use of TRCs by secondary school teachers.

4.3.2 Challenges Facing Resource Centers in Mbulu District
As indicated in Figure 4.5, results have shown that 38 (65.5%) respondents said that poor supervision of teachers’ resource centers was one of the challenges. In connection to that, respondents reported that available resource centers were not professionally supervised. As a result, they had not so far played a significant role in the promotion of teachers’ professional development in the district. In explaining this perspective one respondent said:

……one problem with teachers` resource centers in our area is that despite being places where teachers from different schools within the same areas of jurisdiction find materials that help them to teach effectively and efficiently and minimise unnecessary inconveniences that would arise if they were not well prepared before they enter the classroom, supervisors of these places have not yet recognised that role because they open teachers’ resource centers at their own time without taking into consideration teachers who come from far who need to go back to their places and continue with the teaching activities as per regulations and routine  timetables. 
The above statement shows that poor supervision is one of the challenges which prevent teachers’ resources in Mbulu District to contribute adequately on the professional development of teachers in particular and on the teaching and learning process in general. In addition, 13 (22.4%) respondents said that lack of funds was another challenge. In connection to this, respondents indicated that insufficient funds were another challenge that made resource centers in Mbulu District to contribute very little on teachers’ professional development. According to the respondents, resource centers as professional places needed sufficient funds which would enable them to purchase relevant and adequate books for each subject; tables and chairs for the users; sufficient shelves where books and other related materials should be stacked; electronic machines such as computers, photocopying machines; and internet connectivity.  In trying to explain this situation one headmaster said:
……another problem that teachers` resource centers face in our area is that despite being places where teachers find materials that help them to teach effectively and efficiently carry out their teaching activities sometimes these places lack a number of books that teachers expect to use. This makes it difficult for teachers to trust these places and sometimes resort to their smart phones and internet cafes for professional help.
The above statement shows that lack of fund is another problem facing resource centers in Mbulu District. Not only for the procurement of the necessary facilities and services but also to enable the heads of the centers to plan and execute their daily activities. The respondents argued that the TRCs do not get any support in terms of fund to support execution of their activities. They pointed out that in order to conduct seminars or any academic activities teachers need to travel from different areas sometimes far from the centres. In so doing they would request their statutory allowances including fare which the TRCs cannot afford to offer. As a result the cost is supposed to be a contribution of either the teachers or the schools.  
All ward education officers pointed that funding to TRCs is not done at all and that in order to conduct any activities they have to solicit funds from the head teachers and as a result due to inadequacy of funds sometimes they are forced to conduct subject workshops or seminars once in a year and only few teachers are involved. One ward education officer reported that:
…..you cannot even make follow up to see whether the seminar was effective or not because schools are located far apart and sometimes there is no means of transport to reach the schools. If you involve secondary school teachers without money to pay or their allowances then you will be in trouble. That is why we do not even bother to involve them in the centres. 
Similarly, another headmaster said;
…..if teachers` resource centers would be well equipped with some modern technologies such as photocopy machine this would help to reduce the number of teachers and congestions in the places because some of them would just make copies of the materials they need to read and leave the place for others to search for available materials.
The above statement also shows the extent to which lack of fund and photocopy machines makes teachers` resources centres not to contribute significantly to the professional development of teachers and the promotion of the education sector in Mbulu District. In this situation, respondents urged the government to increase its budget allocations to the education sector and to TRCs in particular in order to enable the TRCs to play a significant role in the promotion of teachers’ profession in particular and the education sector in general.
One TRCs coordinator had this to say concerning funding of the centres-

…normally there is no budget for running the centres as a result when I want to conduct any  activity which is related to schools such as setting examinations in a Ward I have to involve the head teachers so that they contribute sufficient funds to facilitate this activity. In a year the center does not receive any money from the district council so it becomes difficult to arrange seminars to improve teachers’ performance. As a result the center remains idle without executing planned activities.

This statement indicates that the centres are entrusted with specific activities but do not have adequate resources to execute them. The contribution of the centres is therefore very minimal taking into consideration the scarcity of resources.
Lastly, 7 (12.3%) respondents said that limited number of personnel to run resource centers was another challenge. In connection to this, respondents said that resource centers lacked people with relevant educational management and school administration skills for effective management of the resource centers. The respondents claimed that some TRCs coordinators do not have relevant qualities including limited competence in subject matters as well as leadership. These people according to the respondents should be ones who are competent and who have been trained on educational management skills to ensure that they produced intended results. So, the management of resource centers required specialized individuals so that they could support the efforts of the government to bring this type of social services closer to teachers and ultimately contribute to their professional development. 
4.3.3 Measures Taken to Promote Teachers’ Resource Centres in Mbulu District 

As indicated in Figure 4.6, findings have shown that 27 (46.5%) respondents reported that raising people’s awareness about teachers` resource centers was the first measure to ensure the beneficiaries utilizes the centres. In connection to this, respondents reported that Mbulu District education officials held open awareness raising campaigns on the importance of teachers` resource centers so that the community could understand why the development of education in the district needed teachers` resource centers. The campaign was conducted in every division through meetings which involved mainly primary school teachers. They pointed out that the meetings were conducted once in a year. 
According to the respondents, community sensitization aimed at making members of the community aware of the importance of TRCs on the education of their children and their performance in Standard Seven Examinations, Form Four and Form Six Examinations. Therefore, the campaigns also aimed to involve the entire community members in the protection of the centers because some of them were located near people’s residences. So, the involvement of community members in the protection of resource centers was very necessary for their sustainability. Besides, 18 (31%) respondents indicated that sending teachers for further studies was another strategy to strengthen the management and use of the centres.  In connection to this, respondents said that some primary and secondary school teachers were sent for further studies so that when they came back to their duty stations they could help their fellow teachers recognize the importance of teachers` resource centers in their own professional development in particular and the development of education sector as a whole. 
According to the respondents, it was thought that since teachers` resource centres acted as libraries to the teachers, those who had already achieved higher levels of education could help the education authorities to explain to their fellow teachers the importance of libraries in improving teaching and learning as well as for the personal development especially for teachers pursuing studies through distance education.   It was also reported that education officers in Mbulu District emphasized that teachers from both primary and secondary schools should pursue their studies through open and distance learning and use the TRCs instead of conventional means which are expensive, as the situation necessitates one to leave the duty station and do not allow many teachers to join at a time. The approach of using distance learning was meant to take advantage of the TRCs which could support them.
Furthermore, 13 (22.4%) respondents pointed out that responsible authority held seminars in the whole district on the importance of resource centers. According to the respondents these seminars were conducted to primary and secondary school teachers. According to the education authorities, 40 teachers were involved in the seminars because they were the primary stakeholders who should use the centers for their own professional development and for the development of teaching and learning processes. However, interviews with some teachers revealed that some of them did not attend those seminars because of some social reasons including limited time, lack of funds, involvement in other social and religious activities which are normally conducted in the evening.
As a result of these seminars on the use of TRCs, the district conducted three seminars on specific subjects. One seminar for English and Mathematics teachers which involved 50 primary school teachers selected from different schools in the district was conducted in 2008. It was organized and conducted at Endagikot center by the TRCs coordinators in collaboration with the Teachers Trade Union and the district school inspectors. Selected teachers participated in the five days seminar and were expected to share the knowledge acquired with other teachers in their wards and schools. The seminars shed some light on the benefit of the centres. The head of the center also reported that in May 2015 a five days seminar for Kiswahili, mathematics and English teachers was held in the center under the sponsorship of Tanzania Institute of Education whereby a total of 104 teachers attended.  Another such seminar was held in 2014 in Daudi center whereby 19 Kiswahili, 19 English language and 20 Mathematics class six and seven teachers from Daudi Ward were involved.  The fund for running the seminar was contributed by schools .in the ward. 
4.3.4   Summary
The study aimed to assess the prospects and challenges of Teachers` Resource Centers in promoting teachers’ professional development in Mbulu District in Manyara region. Specifically, the study explored people’s awareness about resource centers; identified challenges facing teachers` resource centers; and assessed measures that should be taken to promote the use of teachers` resources centers in Mbulu District. To achieve the aforementioned objectives, data were collected from 58 respondents. These included 4 headmasters and 8 head teachers; 34 teachers; 4 Ward Education Officers; 4 Teachers` Resource Center coordinators and 4 District Education Officers. 

4.3.5 Summary of Findings

The responses which focused at people’s awareness about resource centers showed that:-
1. Majority of the respondents were aware about the existence of teachers` resource centers. Such level of awareness could contribute to an efficient and sustained use of the centres. Teachers were expected to use most of their extra time in trying to solve academic and professional issues using the centres by, for example holding group discussions on issues related to education in general or to a specific issue in education.
2. The respective Teachers` Resource Centres faced challenges including:-

a. Poor supervision of which the district authorities did not frequently supervise the centers due to the fact that although the centres were given some specific roles or activities by the district they were not resourcefully supported. These leads to a lot of complain from the centres coordinators and ultimately affect the centres performance in general. 
b. Lack of resources including finances and relevant books were other challenge inhibiting effective use of the centres. Adequacy in finance and study material support could enable the centres to prepare teachers to be effective in the teaching and learning processes. Contribution of schools and teachers in the daily operation of the centres do not sufficiently satisfy the requirement of the centres. In most cases schools and teachers fail to contribute funds to support the centres and this leads to postponement or cancelation of entire planned activities. These ultimately discourage teachers and the importance of TRCs is undermined.

c. Limited number of qualified personnel to run resource centers was another challenge. Appointment for personnel to the post is done without prior assessment of the qualities of the respective persons. After the appointment no specialized training or orientation is organized to enable the appointees to acquire the necessary skills to enable them perform their new tasks effectively.  The respondents further pointed out that some of the TRCs coordinators take the job as an opportunity to relax and attend to their personal activities instead of taking time to work for teachers and students. This implied that teachers` resource centers faced a number of challenges which constrained them to play a significant role in teachers’ professional development.

The responses which focused on measures taken to promote resource centers in Mbulu district showed that:-
a. Raising people’s awareness about teachers` resource centers was the first measure. When the entire educational community is well informed of the presence and benefits of TRCs they will use them effectively and in the end the outcomes can be observed and weighed. The community referred to includes parents, students, teachers and other educational stakeholders who have interest in the TRCs. In so doing the centres may receive supports from other educational stakeholders and well-wishers who may develop interests in the centres. The government and the district alone should not be considered the only sources of resources for the centres.
b. Another measure pointed was that of sending teachers for further studies whereby after their graduation they would be used as a catalyst and support to other teachers in the TRCs. 

c.  Lastly the respondents that seminars were another measure. 
This implied that some measures were being taken by the Mbulu district education management to promote Teachers’ Resource Centers.

CHAPTER FIVE
5.0 CONCLUSION AND RECOMMENDATIONS
5.1 Conclusions
On the basis of the findings the researcher concludes that majority of education stakeholders in Mbulu District had higher level of awareness about Teachers’ Resource Centers. This has been demonstrated in their explanations as they were shown in chapter four. The awareness though high has a very limited scope as is referred to basically the existence of the centres and not on the broad activities which the centres should and could perform. Majority of the respondents considered TRCs as places for conducting seminars and workshops only. The aspect of improving academic standards and career prospects of teachers were side lined or neglected.
Mbulu District Education Officers as well had the similar notions that limited TRCs to places where seminars were conducted. They considered that the centres were mostly used by primary school teachers and not secondary school teachers. No reasons were given that necessitated such a stand except that at the beginning it was thought that teachers in primary schools were to be served since secondary schools were being managed centrally from the Ministry of Education and Culture. This stand needs to be redressed so that teachers from both primary and secondary schools benefit from the centres.
From the finding of this study the centres have so far not been used for upgrading teachers’ academic standards and career prospects. Most teachers who go for further studies apply for joining conventional institutions in which case only a few have opportunity to enter. The centres could be used as places where teachers conduct their studies through the open distance learning mode which could be easier and cheaper at the same time teaching in their schools opening up for a broader and effective use of the centres. Distance learning in this respect would enable more teachers to improve their standards in a shorter time at the same time be profitable to the employer and their families. 
Respondents have shown Teachers` Resource Centers face a number of challenges in Mbulu District. These challenges included poor supervision whereby no clear plan was in place to make follow ups and supervision on day to day activities of the centres. Basically this was seen to be a consequence of absence of clearly stipulated activities outlined for TRCs coordinators. It was the duty of the TRC coordinators to plan, solicit funds and implement whatever was agreed upon by teachers in a ward or division with funding from schools and respective communities. It is on this basis that the district authorities could not actively intervene. Teachers` Resource Centre Coordinators have so many responsibilities to teachers and students so as to respond and address their professional and academic needs including advisory role. This cut across both primary and secondary schools. For that matter the coordinators are required also to provide services and resources necessary for stimulating effective teaching and learning. To do all these they need to acquire skills and knowledge for the job to help them become effective including how group function and knowledge about the current education thinking. 
Lack of funds and limited number of people who could effectively run Teachers’ Resource Centers were also mentioned. Appointment to head the centres was done by the district authority without clear base and only to teachers from primary education department. To be effective both primary and secondary school teachers should be considered and office bearer should be obtained on competitive basis to ensure that the best teacher in terms of both academic and professional abilities is appointed. In this case commitment in the centres would be high and teachers on their part would be motivated to use the centres. However, educational authorities in Mbulu District took some measures which aimed at promoting teachers’ resource centers in particular and the education sector in general. These included conducting open awareness raising campaigns, sending teachers for further studies and holding seminars. 
5.2 Recommendations

Basing on the findings of the study and the above conclusions, the researcher recommends as follows:

(i)   Education authorities in Mbulu District in collaboration with the Regional and Central governments should increase the number of teachers` resource centers by establishing a center in each ward so as to enable easy access of TRCs to majority of the teachers. Such an increase will reduce the time spent by majority of teachers who are to leave their duty stations in search for teachers` resource centers in faraway locations. In so doing more teachers will be motivated to join and benefit from the centres.  The establishment of a centre in each ward is recommended as a way of improving performance of teachers and the education sector in general.
(ii)  The government should allocate more funds, books, teaching and learning materials including photocopy machines and internet access to the centers and to the education sector because of its importance in the development of its people and our country at large.
(iii)  Teachers from both primary and secondary schools should be sensitized and start to use resource centers for their own professional and academic development and hence for better academic performance of their students.  In so doing, a culture of open distance learning will be instilled into teachers and students especially those living in peripheries to take advantage of these important available facilities.
(iv) The government should make sure that resource centers are managed by people who have knowledge and skills in educational management and school administration so that the centres achieve their predetermined objectives. The centres should be adequately staffed by amongst others a qualified or experienced librarian, curriculum development specialist and a clerical staff to support the management and administration of the centres. Appointment should be done on critical competitive bases to ensure that right and responsible teachers from either primary or secondary schools are given this important task. 
(v) In - house training for TRCs coordinators can also be done by arranging and conducting specific training by using specialized institution such as ADEM to all TRCs coordinators to equip them with the necessary skills required for effective management of the centres. Either each TRC should have at least two staff so that in collaboration with the Ward Education Officer they form a team of experts in its management and day to day operation. 
Resource centres can play a valuable role in sustaining curriculum reforms, supporting innovative teaching methods and enhanced teaching strategies. Every effort has to be made to establish TRCs in every ward.

5.3 Recommendations for Further Studies  
This study was conducted in Mbulu District with a sample population of 58 respondents. Further studies should be conducted in other districts of Manyara Region or elsewhere in Tanzania to examine the relationship between the uses of TRCs and teachers` performances in their classrooms. This study stand to be an eye opener and therefore it would be useful to find out whether what is happening in Mbulu District is also happening in other districts in Tanzania. 
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QUESTIONNAIRE FOR TEACHERS
The aim of this study is to assess the role of Teachers’ resource centers in teachers’ professional development with specific focus on Mbulu district in Manyara region. Therefore, we are kindly asking you to fill the attached questionnaire to the best of your knowledge. Your timely response is the key to the successful accomplishment of this work. We would like to assure you that the entire process is strictly confidential.
Caution: remember to put a tick in the boxes provided except in places where you have been instructed otherwise.
PART A: Personal Details

i. Age: 18-25             ;   26-35yrs             ; 36-45yrs        ; 46 and above yrs  

ii. Gender:  Male                 ,   Female                   

iii. Education: Primary              ; Secondary               ; University            ,  Others  

iv. Occupation: Teacher             ; Local government staff            ; Student

PART B: People’s Awareness about Teachers’ Resource Centers

1. Have you ever heard of Teachers’ Resource Centers in Mbulu District?

Yes                        No                 

2. What is the importance of Teachers’ Resource Centers in the teaching and learning process?

………………………………………………………………………………………………...……………………………...……………………………………………………………………………………………………………………To what extent have Teachers’ Resource Centers helped to promote the professional development of teachers?

Greater extent

Moderate extent

Lower extent

Not at all 

3. How many teachers’ resource centers are found in Mbulu district?

1-4              ; 5-7;                8-11               ;   12 and above   

PART C: Challenges Facing Teachers’ Resource Centers in Mbulu District

1. Do Teachers’ Resource Centers face any challenges?

               Yes                   No 

2. If, yes, would you please list the challenges facing TRCs in Mbulu district?

……………………………………………………………………………………………………………………………..……………………………………What do you think might be the factors for those challenges?

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………If no, would you please explain why?

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

PART D: Measures taken to promote Teachers’ Resource Centers in Mbulu District 

3. Are there any measures taken to promote teachers resource centers in Mbulu District?

Yes                         No 

4. If yes, would you please list those measures?

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

5. If no, would you please explain why?

…………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………What else do you think should be done to promote teachers’ professional development in Mbulu district?

…………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

May God bless you abundantly
INTERVIEW SCHEDULES AND/OR FOCUS GROUP DISCUSSION QUESTIONS FOR DISTRICT EDUCATION OFFICIALS/ WEC/HEADMASTERS/HEADTEACHERS
Personal Particulars:
1.2 Gender:  Male……………………………1                

                     Female…………………………2   
1.2 Name of the Council: …………………..……….……………..…………............
1.3 Position: ………………....………………………….…………………………….
2.0 
Interview and/or Focus Group Discussion Questions:

2.1     Does Mbulu District have any teachers’ resource centre?

2.2 
To what extent have these helped to promote the education sector in Mbulu District?
2.3  How often do you use the Teachers Resource Center for developing your career? 

2.4 
Have teachers’ resource centers made any impact on the professional development of teachers in Mbulu District?
2.5    To what extent do you rate the impact (none, minimal, average, and high?), why.
2.6   What might be the challenges faced in managing teachers’ resource centers in Mbulu District?
2.7 
In your opinion, what might be the major reasons which lead to those challenges?

2.8    What has the district education management office done to address the observed challenges?

2.9
What is your general assessment of teachers’ resource centers in Mbulu District? 

3.0
What would you advise the Government or District education officials to ensure the best use of teachers’ resource centers in Mbulu District?

 “Thank you for your kind collaboration”



Availability of teaching and learning resources –books, electronic devices such as photocopier and internet


Good governance


Good infrastructure - classrooms, offices, tables and chairs,





Factors influencing and promoting growth of teachers` resource centres





Capacity of center warden- qualification and competence


Motivated trainers


Availability of reliable users








Optimum performance of resource centers
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