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Abstract
Aims: This study examined primary school teachers’ perceptions and experiences of the 2023 curriculum reform in Tanzania, focusing on how teachers understand the reform, the challenges they face, and the strategies they use to adapt implementation in classroom practice.
Study Design: The study employed a qualitative case study design guided by the Concerns-Based Adoption Model (CBAM).
Place and Duration of Study: The study was conducted in six public primary schools in the Liwale, Kilwa, and Nachingwea districts of Lindi Region, Tanzania. Data were collected for a duration of one month between early October and early November 2025.
Methodology: Data were generated through semi-structured interviews and non-participant classroom observations involving 15 public primary school teachers. The data were analysed thematically through inductive coding and deductive interpretation using CBAM-informed categories.
Results: Teachers generally supported the reform’s emphasis on active learning, collaboration and problem solving. However, implementation was uneven because of limited in-service training, overcrowded classrooms, shortages of teaching and learning materials, and weak ICT infrastructure, especially in rural schools. Teachers responded through peer collaboration, improvised teaching aids and informal professional learning networks, including MEWAKA groups.
Conclusion: Positive teacher attitudes alone are insufficient for successful curriculum reform implementation unless they are supported by sustained professional development, context-responsive implementation support and equitable provision of resources.
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1. Introduction
Curriculum reform is widely recognised as a vital strategy for improving education systems by aligning learning with evolving social and cultural needs, technological change, and national and international development goals (Shek et al., 2025). In many countries, reforms have shifted attention from content coverage to competence-based learning. These changes require teachers to move away from transmission-oriented teaching and adopt more interactive methods that place learners at the centre of classroom activity (Shah et al., 2022; UNESCO, 2021).
Although curriculum reform is often initiated through policy-driven structural changes, its implementation cannot be assumed to follow automatically. The literature consistently shows that reform outcomes are mediated by multiple interrelated factors, including how teachers understand and interpret new expectations, the extent to which institutions are prepared to support implementation, the contextual realities within which schools operate, and the adequacy of material and professional resources available to sustain change (Gouëdard et al., 2020). In line with this, studies by Zamista and Deswita (2023), and Shah et al. (2022) demonstrate that teachers may express support for reform initiatives while simultaneously facing significant constraints such as limited training, insufficient resources, time pressures, and uncertainty about how to translate policy expectations into classroom practice. Historically, curriculum reform has largely been conceptualised from a top-down perspective, in which policy decisions drive change. However, there has been a gradual shift towards a more bottom-up orientation that recognises teachers as central agents in the implementation process. Despite these advances, existing literature tends to emphasise structural barriers, while giving comparatively less attention to the everyday strategies through which teachers adapt, improvise, and sustain reform in contexts characterised by uneven implementation support.
A similar pattern is evident across African education systems, where curriculum reforms have consistently emphasised the importance of teacher support, access to learning materials, and opportunities for professional collaboration. Orodho (2014) highlights that education policy reforms in African countries have been instrumental in expanding access, promoting equity, and advancing national development, particularly through initiatives such as free primary education. However, evidence also indicates that while such reforms have significantly increased enrolment, they do not automatically translate into improved quality or equitable learning outcomes without effective implementation.
In the Tanzanian context, the Education and Training Policy (ETP) underscores that the 2023 curriculum reform is intended to strengthen competence-based education and enhance the relevance of schooling (MoEST, 2023; TIE, 2023). The reform places renewed emphasis on active learning, learner participation, practical competence, and the integration of digital skills. Nevertheless, there remains limited empirical evidence on how this reform is interpreted and enacted in primary schools beyond better-resourced urban settings, where infrastructural constraints and uneven access to professional development may significantly shape implementation. Although curriculum change has received growing attention in Tanzanian research, most empirical work has focused on secondary schools, teacher competence, or teacher education contexts (Nkya et al., 2021; Mpate et al., 2023). While Ndimbo and Kessy (2023) provide valuable insights into teachers’ instructional competences, the study is limited by its focus on a single district, which constrains the transferability of its findings. Moreover, the study appears to have been conducted in a relatively well-resourced setting, potentially masking deeper implementation challenges in more remote contexts. This underscores the need for further research that adopts a broader, multi-regional, particularly rural and logistically constrained, perspective, and examines how the 2023 curriculum reform shapes and enhances teacher competencies in classroom practice under resource-limited conditions. Less is known about how primary school teachers in under-resourced regions understand, negotiate, and enact the 2023 reform in everyday classroom practice. However, Mgaiwa (2018) and Mokoro (2020) identified several key issues affecting teacher education, such as the lack of specific policies for teacher education, limited opportunities for continuing professional development, the absence of an autonomous teacher regulatory body, inadequate integration of ICT, and the poor quality of candidates entering teacher education. These factors, while significant, were not examined at the classroom level where meaningful curriculum implementation and real change are expected to occur.
This study addresses that gap by examining teachers’ perceptions, experiences, and coping strategies in Lindi Region. Its contribution is threefold. Empirically, it provides evidence from a region that is rarely foregrounded in curriculum implementation research.   Methodologically, it combines semi-structured interviews with classroom observations to compare reported experience with enacted practice. Analytically, it uses CBAM to interpret variation in teacher understanding, concern, and classroom enactment, rather than treating implementation as a simple binary of support or resistance.
1.1 Research Questions
Three research questions guided the study:
1. How do primary school teachers in Lindi Region perceive and understand the implementation of the 2023 curriculum reform?
2. What challenges do teachers face in implementing the reform?
3. What strategies do teachers use to cope with or adapt to these implementation challenges?
2. Literature Review
This section reviews empirical literature on curriculum reform implementation and outlines the theoretical framework guiding the study. It focuses on teachers’ roles in reform, current knowledge about competence-based curriculum implementation in Tanzania, the conditions that shape enactment, and the specific gap addressed by the present study.
2.1 Empirical Review
Teachers are central to curriculum reform because they do not merely implement policy mechanically; rather, they interpret, mediate, and translate reform intentions into classroom practice through their beliefs, judgments, and day-to-day pedagogical decisions. For this reason, understanding curriculum implementation requires attention not only to policy design, but also to how teachers make sense of reform and respond to its demands in practice.
Teachers’ perceptions are a crucial factor in the implementation of any policy, as they shape classroom teaching practices. This largely depends on the extent to which teachers perceive the policy as meaningful and can respond to its demands (Fullan, 2016). Policy implementation can be understood as a process of sense-making, which is strongly influenced by teachers’ prior knowledge and beliefs (Spillane et al., 2002). Across contexts, teachers often support learner-centred and competence-based reforms because these approaches are associated with active learning, practical skill development, and greater learner participation. However, support for reform in principle does not necessarily imply conceptual clarity or pedagogical readiness. Studies in Tanzania indicate that teachers generally recognise the value of learner-centred teaching and competence development, yet their understanding of how these principles should be enacted in classroom practice remains uneven (Nkya et al., 2021; Ndimbo & Kessy, 2023; Nyoni, 2018). This suggests that curriculum reform may be positively perceived at the level of rhetoric, while remaining only partially understood at the level of pedagogical interpretation and practical application.
The literature consistently points to a persistent gap between policy aspirations and classroom realities. Teachers may endorse reform principles while simultaneously encountering constraints that limit their ability to enact them meaningfully.  The different literature across nations indicates that learner-centred and competence-based reforms often place significant demands on teachers’ pedagogical knowledge, classroom organisation, assessment practices, and access to instructional resources (Shah et al., 2022; Zamista & Deswita, 2023). Where these enabling conditions are weak, implementation becomes fragmented or superficial. This pattern has been documented in Tanzania and in comparable reform settings, where teachers face obstacles such as limited in-service training, shortages of teaching and learning materials, overcrowded classrooms, and demanding working conditions (Nzima, 2016; Saware, 2021; Nyoni, 2023). These findings indicate that implementation difficulties should not be reduced to teacher resistance alone; rather, they reflect the interaction between reform demands and the structural conditions under which teachers work.
Moreover, literature shows that teachers are not passive recipients of reform but active agents who develop practical responses to institutional and material constraints. Where formal support systems are weak or inconsistent, teachers often rely on peer learning, collaborative lesson planning, and school-based professional support to interpret and manage new curriculum expectations. Such forms of professional collaboration can serve as an important bridge between policy and practice, particularly in contexts where official training is limited or unevenly distributed (Nkya et al., 2021; Mpate et al., 2023
). In under-resourced Tanzanian settings, these collaborative practices may be significant because differences in infrastructure, class size, and access to teaching materials can strongly shape teachers’ capacity to implement reform. However, although the literature acknowledges the importance of collaboration and adaptation, it has given comparatively less attention to the everyday strategies through which teachers improvise, negotiate, and sustain reform under difficult implementation conditions.
Overall, the literature demonstrates that curriculum reform is shaped by three closely related dimensions: how teachers understand reform, the challenges they face in enacting it, and the strategies they use to cope with those challenges. However, despite growing scholarship on competence-based curriculum implementation in Tanzania, there is still limited evidence on how primary school teachers in under-resourced regions experience and enact the 2023 curriculum reform in their daily classroom practice. Most existing studies focus on secondary education, general implementation barriers, or teacher competence in broad terms, with less attention to the lived experiences of primary school teachers in marginal contexts. The present study addresses this gap by focusing on primary teachers in Lindi Region and by combining interview and observation data to examine not only what teachers say about the reform, but also how they interpret and enact it in practice.
2.2 Theoretical Framework
This study is guided by the Concerns-Based Adoption Model (CBAM), developed by Hall and Hord (1987). CBAM is appropriate because it treats implementation as a developmental process rather than a simple matter of acceptance or rejection. This orientation is useful for curriculum reform research because teachers often differ in how they understand an innovation, the concerns they express about it, and the extent to which they enact it in practice. Two CBAM dimensions are especially relevant. The first is Stages of Concern (SoC), which captures how individuals think about and experience an innovation, ranging from awareness and information to management, collaboration, and refocusing. The second is Levels of Use, LoU, which describes behavioural engagement, from non-use and orientation to routine use, refinement, integration, and renewal.
CBAM is used here as an interpretive framework rather than a rigid classification tool. It helps the study analyse variation in teachers’ readiness, concerns, and classroom enactment, while also recognising that implementation is shaped by training, support, and local conditions. In the context of Lindi Region, where schools face uneven access to resources and professional support, CBAM provides a useful lens for understanding why reform uptake appears uneven across teachers and schools.
3. Methodology
3.1 Research Design and Context
This study employed a qualitative case study design to explore teachers’ experiences, perceptions, and classroom realities in depth. A qualitative case study was appropriate because the aim was to understand how the 2023 curriculum reform was interpreted and implemented within a bounded educational context, rather than to measure implementation through large-scale survey methods (Yin, 2009). The design allowed close attention to teachers’ lived experiences, school conditions, and district-level variation.
Lindi Region was selected purposively as an information-rich case for examining curriculum implementation under constrained conditions. The region includes rural and semi-urban districts, limited educational resources, weak ICT infrastructure, and uneven access to professional development opportunities. These characteristics made it a useful setting for understanding how the reform is experienced beyond better-resourced urban centres. The case was not intended to be statistically representative of Tanzania. Instead, it was selected to generate contextually grounded insight into implementation in under-resourced primary school settings.
Three districts were included in the study: Liwale, Kilwa, and Nachingwea. These districts were selected to reflect variation in geographical setting, school context, and access to curriculum-related support. Within these districts, six public primary schools were purposively identified in consultation with district education offices and school leadership. The selection was guided by the study’s aim of examining teachers’ perceptions of the 2023 curriculum reform in depth, to generate rich, contextually grounded data rather than broad findings intended for statistical generalisation. Attention was also given to variation in rural and semi-urban locations, teacher experience, and access to collaborative support structures such as MEWAKA groups. Practical considerations, including manageability and logistical feasibility, also informed the final selection of schools.
The researcher’s positionality was considered throughout the study. Because qualitative inquiry relies on interaction, interpretation, and judgement, the researcher recognised that prior assumptions about curriculum reform and teacher challenges could influence data collection and analysis. To reduce this risk, interview questions were kept open-ended, field notes distinguished observation from interpretation, and analytic decisions were documented throughout the study.
3.2 Participants and Sampling
The participants were 15 public primary school teachers drawn from the six selected schools across Liwale, Kilwa, and Nachingwea districts. Purposive sampling was used to capture variation in teaching experience, qualification level, district context, and exposure to curriculum-related support. Eligibility criteria included at least 1 year of experience with the current curriculum, a minimum of 3 years of overall teaching experience, and a willingness to discuss classroom practice in depth.
Teachers were approached through school leadership after obtaining permission from the relevant district and school authorities. The researcher explained the study's purpose to potential participants and invited those who met the criteria to participate voluntarily. Sampling was iterative rather than fixed from the outset. Initial participants were selected to ensure variation across schools and districts, and later selection was guided by the need to capture a wider range of perspectives on reform implementation.
The sample included 10 male teachers (66.7 per cent) and 5 female teachers (33.3 per cent). Five held certificate qualifications, 33.3 per cent, seven held diplomas, 46.7 per cent, and three held bachelor’s degrees, 20.0 per cent. By district, six participants were from Liwale (40.0 per cent), five from Kilwa (33.3 per cent), and four from Nachingwea (26.7 per cent). Thirteen teachers reported participation in MEWAKA or a similar collaborative support group, while two reported no such participation.
Sampling, data collection, and preliminary analysis proceeded concurrently until thematic redundancy was reached. In this study, thematic redundancy was considered achieved when subsequent interviews and classroom observations ceased to yield substantively new categories relevant to the research questions. Instead, additional data largely reinforced patterns already identified regarding teachers’ understanding of the reform, training experiences, classroom practice, implementation challenges, and coping strategies. This determination was made through continuous comparison of interview transcripts, observation notes, and emerging codes during the analytic process. By the later stages of data collection, newly gathered data largely confirmed and deepened existing themes rather than generating new analytic insights.
TABLE 1. SAMPLE CHARACTERISTICS
	Variable
	Category
	n (%)

	Gender
	Male
	10 (66.7)

	
	Female
	5 (33.3)

	Qualification
	Certificate
	5 (33.3)

	
	Diploma
	7 (46.7)

	
	Bachelor’s
	3 (20.0)

	District
	Liwale
	6 (40.0)

	
	Kilwa
	5 (33.3)

	
	Nachingwea
	4 (26.7)

	MEWAKA participation
	Yes
	13 (86.7)

	
	No
	2 (13.3)



3.3 Data Collection
Data were collected through semi-structured interviews and non-participant classroom observations. Using these two methods enabled examination of both teachers’ reported experiences and their observed classroom practices.
3.3.1 Interviews
Semi-structured interviews were conducted face-to-face at school sites and lasted approximately 30 to 45 minutes. All interviews were audio recorded with participants’ consent. The interview guide was developed from the study objectives, research questions, and relevant literature on curriculum reform implementation. It covered teachers’ understanding of the 2023 curriculum reform, training experiences, perceived benefits and challenges, classroom practices, sources of professional support, and suggestions for improving implementation. The guide was reviewed for clarity and sequencing before fieldwork began, and minor adjustments were made during early interviews to improve flow and elicit more concrete classroom examples.
Interviews were conducted in Kiswahili, English, or a mixture of both, depending on participants’ preferences and ease of expression. This helped participants describe their experiences in the language most natural to them.
3.3.2 Classroom Observations
Non-participant classroom observations were conducted to complement interview data by documenting teaching strategies, classroom interaction, learner participation, the use of teaching aids, and the presence or absence of ICT-related resources. All 15 teachers who took part in the interviews were observed once during a regular lesson. Each observation lasted approximately 35 to 50 minutes, depending on the scheduled lesson period at the school.
An observation guide focused on key indicators of reform enactment, including teacher-learner interaction, use of learner-centred strategies, group work, questioning patterns, use of teaching and learning materials, evidence of competency-oriented activities, classroom management, and the availability or absence of ICT resources. Field notes were written during and immediately after each classroom visit to capture descriptive and contextual details, including classroom layout, pupil participation patterns, material conditions, and instances in which observed practice supported, qualified, or differed from interview accounts.
Data collection followed a staged schedule. Interviews were typically conducted first to identify teachers’ reported understandings and concerns, followed by classroom observations during the same school visit or shortly afterwards when scheduling allowed. This sequencing enabled probing issues that emerged in interviews and comparing stated practice with enacted practice.
3.4 Data Analysis and Trustworthiness
Data analysis was conducted through thematic analysis by Braun & Clarke (2006). Interview recordings were transcribed verbatim. Where interviews were conducted partly or wholly in Kiswahili, they were translated into English during transcription. To enhance translation accuracy, the researcher reviewed translated transcripts against the original audio recordings and checked selected excerpts several times to preserve the meaning of key educational terms and participants’ expressions as closely as possible.
Data analysis was conducted by a single researcher, who carried out transcription, translation, coding, and thematic interpretation. Because one researcher conducted the coding, an explicit audit trail was maintained to strengthen transparency and consistency. This audit trail included dated analytic notes, code definitions, records of theme development, and written reflections on analytic decisions.
The analysis combined inductive and deductive thematic approaches. First, interview transcripts and observation notes were read repeatedly to build familiarity with the data. Second, initial open coding was conducted line by line to identify recurring ideas, concerns, practices, and contextual issues emerging from participants’ accounts and observed lessons. Third, related codes were grouped into broader categories through constant comparison across interviews and observations. Fourth, these categories were refined into themes by examining patterns, contrasts, and relationships across cases.
Finally, selected themes were interpreted deductively using CBAM concepts, particularly Stages of Concern and Levels of Use, to understand differences in teachers’ readiness, concerns, and the enactment of the reform.
Six final themes were developed: teachers’ understanding of the reform; training and professional support; pedagogical shifts in classroom practice; integration of ICT and instructional resources; structural implementation challenges; and coping strategies and professional resilience.
Several procedures were used to strengthen trustworthiness. First, triangulation was achieved by comparing interview accounts with classroom observations and contextual field notes. Second, member checking was conducted with a subset of participants by sharing summaries of emerging interpretations and asking whether these accurately reflected their views and experiences. Third, analytic memo writing was used throughout the analysis to document emerging ideas, comparisons, and coding decisions. Fourth, attention was given to negative or inconsistent cases, especially where reported practice did not fully match observed practice. Fifth, the study maintained a transparent record of sampling, data collection, and coding decisions to support dependability and confirmability.
3.5 Ethical Considerations
Participants were informed about the study's purpose and volunteered to participate. Permission to conduct the study was obtained from the relevant education authorities and participating schools before fieldwork began. Informed consent was obtained before interviews and classroom observations. Pseudonyms or coded identifiers were used in reporting, and no school or teacher is identified by name in the manuscript. Audio recordings, transcripts, and field notes were treated confidentially and used only for research purposes. Participants were informed of their right to decline to answer any question or to withdraw from the study at any stage without penalty.
4. Results
4.1 Teachers’ Understanding and Conceptualisation of the Reform
Most teachers demonstrated general awareness of the reform’s competence-based and learner-centred orientation. They commonly described the reform as encouraging active participation, group work, and the development of practical skills. However, the depth of understanding varied across participants. Some teachers explained the broad aims of the reform clearly but remained uncertain about how to translate them into pedagogical and assessment practices. As one participant explained, ‘I understand that it focuses on student-centred learning and helping them think more’ (T7).
Other teachers expressed concern about their own readiness, especially where training had been limited. One teacher noted, ‘We were not trained properly. How are we going to deliver in a large class?’ (T12). These responses suggest that general support for the reform was present, but conceptual clarity about classroom enactment remained uneven.
4.2 Training Experiences and Professional Support
A dominant theme across interviews was limited access to formal in-service training. Only a small number of participants reported attending structured district-level workshops. In many cases, teachers depended on colleagues who had received training to share information informally within the school. One participant explained, “Those who attended training explained it to us. In our MEWAKA group, we discuss what we understand” (T15).
Teachers who participated in collaborative learning groups appeared more confident in interpreting the reform and experimenting with new practices. Even so, many participants described the support system as uneven and fragmented. As another teacher stated, ‘Training reached only a few staff members. We depend on each other’ (T14). These accounts indicate that informal professional networks were helping to fill gaps in institutional support.
4.3 Pedagogical Shifts and Classroom Practice
Teachers reported efforts to move away from lecture-based instruction towards activity-based and learner-centred approaches. In many classrooms, this shift was visible in the use of group work, questioning, and improvised teaching aids. However, implementation was often tentative and inconsistent. Some observed lessons reflected a procedural use of group work without clear links to competency-focused objectives. One teacher captured this uncertainty by saying, ‘I prepare teaching aids now, but sometimes I am not sure if I am doing it correctly’ (T9).
A smaller number of teachers showed greater classroom confidence. These teachers adjusted activities to learners’ needs and used familiar examples from local contexts. As T3 explained, “When I saw they did not understand, I adjusted the group activity and used examples from their village.” Classroom observations in such cases showed more purposeful learner participation and clearer alignment between classroom activities and the reform’s intentions.
4.4 Integration of ICT and Instructional Resources
Although the reform emphasises digital literacy and innovation, teachers consistently reported that ICT implementation was constrained by infrastructure. Rural schools in particular lacked projectors, internet access, and other digital tools. One participant stated, ‘We do not have a projector or internet. We use drawings and locally available materials instead’ (T1).
Observation data supported these accounts. Digital technologies were rarely present in classrooms, and teachers instead relied on charts, flashcards, and other improvised materials. These adaptations reflected commitment and creativity, but they also highlighted a mismatch between policy expectations and school-level realities.
4.5 Structural Implementation Challenges
Across the dataset, structural conditions emerged as a central barrier to effective implementation. Teachers repeatedly described overcrowded classrooms, shortages of textbooks and teaching aids, and limited institutional support. Large class sizes made it difficult to organise meaningful learner-centred activities, monitor group work, and provide feedback. As one teacher put it, ‘The classroom is too full. Group work becomes noise, and monitoring is difficult’ (T8).
Similarly, material shortages limited opportunities for practical activities and competence-based assessment. T6 explained, “We are told to use practical activities, but we lack enough materials.” These findings indicate that implementation challenges were not peripheral obstacles. They were core conditions shaping what teachers could realistically do.
4.6 Coping Strategies and Professional Resilience
Despite these constraints, teachers showed notable resilience. Peer collaboration was one of the most visible coping strategies. MEWAKA groups functioned as informal professional learning communities in which teachers discussed lesson planning, shared ideas, and solved implementation problems together. T10 explained, “We plan lessons together and solve problems when the curriculum is difficult.”
Teachers also improvised teaching aids using locally available materials and drew on local examples to make lessons more accessible. In addition, several teachers framed the reform positively despite the challenges. One teacher remarked, ‘Even if it is challenging, it is good for students’ future’ (T4). These responses suggest that teachers were not passive recipients of reform, but active agents working to sustain it under difficult conditions.
4.7 Cross-Case Pattern
Across cases, three broad implementation profiles were evident. A first group was still trying to understand the reform and had made only limited changes to classroom practice. A second group was attempting implementation more actively, but remained constrained by uncertainty, workload, and material limitations. A third, smaller group showed more collaborative and reflective engagement, especially where peer support networks were strong. Overall, the findings suggest that implementation in Lindi Region is underway, but remains fragile and uneven.
TABLE 2. SUMMARY OF MAJOR THEMES
	Theme
	Main point
	Predominant CBAM interpretation
	Illustrative evidence
	Interview–observation link

	Understanding of the reform
	Teachers generally supported learner-centred goals, but differed in how far they could translate them into practice.
	SoC: personal and management concerns
	“I understand that it focuses on student-centred learning …” (T7); “We were not trained properly …” (T12).
	Some teachers endorsed learner-centred teaching in interviews, yet observed lessons remained largely teacher-led.

	Training and support
	Formal training was limited, so teachers relied heavily on peer support.
	SoC: information, personal, and management concerns
	“Those who attended training explained it to us …” (T15); “We depend on each other” (T14).
	Teachers who reported collaborative support were more likely to demonstrate visible experimentation in class.

	Classroom practice
	Teachers were attempting learner-centred strategies, but their enactment ranged from procedural to more reflective.
	LoU: preparation for mechanical use, with isolated movement towards refinement
	“I prepare teaching aids now, but sometimes I am not sure …” (T9); “I adjusted the group activity …” (T3).
	Some lessons used group work mechanically, while others showed clearer task structure and learner engagement.

	ICT and materials
	Digital and instructional resources were inadequate, especially in rural schools.
	LoU: orientation constrained by resource limitations
	“We do not have a projector or internet …” (T1).
	Observations confirmed the near absence of ICT and reliance on improvised materials.

	Structural challenges
	Overcrowding and shortages shaped what teachers could realistically implement.
	SoC: management concerns
	“The classroom is too full …” (T8); “We lack enough materials” (T6).
	Large classes limited monitoring, feedback, and meaningful group activity.

	Resilience and coping
	Teachers collaborated, improvised, and remained committed to reform goals.
	SoC: collaboration; LoU: routine use in selected practices
	“We plan lessons together …” (T10); “It is good for students’ future” (T4).
	Observations revealed the use of improvised materials and locally adapted teaching strategies.



5. Discussion
The findings reinforce earlier Tanzanian studies showing that teachers often support learner-centred and competence-based reforms in principle while struggling to implement them consistently under constrained school conditions (Nkya et al., 2021; Ndimbo & Kessy, 2023; Nyoni, 2018). Similar to previous research, this study found that insufficient training, shortages of teaching and learning materials, overcrowded classrooms, and weak ICT infrastructure hinder implementation (Nsengimana, 2020). In this respect, the Lindi findings support the view that the main challenge is not teacher rejection of reform, but the difficulty of translating policy expectations into workable classroom practice (Mpate et al., 2023).
At the same time, the study adds nuance to the literature in three ways. First, rather than treating implementation as either successful or unsuccessful, the findings show variation in enactment across teachers, from broad awareness of reform goals to tentative procedural use, to more confident and adaptive classroom practice. This interpretation is consistent with CBAM’s developmental view of change and helps explain why support for reform can coexist with uneven implementation.
Second, the study highlights the practical importance of local professional support. Earlier studies note the value of peer learning, mentoring, and school-based support (Nkya et al., 2021; Mpate et al., 2023), but the present findings show, more specifically, how collaborative structures such as MEWAKA groups can help teachers move from uncertainty to more context-responsive enactment. In this sense, peer support does more than compensate for weak formal training. It actively shapes how teachers interpret the reform, test new practices, and sustain implementation in challenging conditions.
Third, the findings show that reform in under-resourced settings is shaped not only by material deficits but also by teachers’ adaptive responses to them. This perspective adds to the literature, which often frames such contexts primarily in terms of barriers. Viewed through CBAM, many teachers appeared to operate at early or transitional stages of concern and use, especially where training and resources were limited. A smaller group, often supported by collaborative networks, showed signs of movement towards more confident adaptation and routine enactment.
Overall, the study suggests that positive teacher perceptions are necessary, but not sufficient, for implementation success. Reform outcomes depend on how policy expectations interact with local conditions, institutional support, and teacher agency. The paper, therefore, contributes a more context-sensitive understanding of curriculum reform by shifting attention from whether teachers support reform to how reform is enacted differently under everyday constraints.
5.1 Limitations
This study is based on a small qualitative sample drawn from a single region and therefore does not aim for statistical generalisation. Teachers’ interview responses may also have been influenced by social desirability, and observation data were limited to a bounded number of classroom encounters. In addition, where interviews were translated from Kiswahili into English, some nuance may have been lost despite efforts to preserve conceptual meaning. The value of the study lies in its contextual depth and in its contribution to understanding how reform is experienced and negotiated in under-resourced primary school settings.
6. Conclusion
This study examined primary school teachers’ perceptions and experiences of the 2023 curriculum reform in Lindi Region, Tanzania. The findings indicate that teachers generally value the reform and recognise its potential to support active, learner-centred education. However, implementation remains constrained by limited in-service training, weak ICT infrastructure, shortages of teaching and learning materials, and overcrowded classrooms.
[bookmark: _GoBack]The study also shows that teachers respond to these constraints with resilience. Through peer collaboration, improvised resources, and school-based professional support, they attempt to translate reform goals into practice. These efforts deserve institutional recognition and sustained support.
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