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Abstract 
The study investigated the professionalized educational curriculum that 

promotes industrial training and entrepreneurship in Somalia. It has employed 

interview and observational tools to collect data and concluded that 

professionalized curriculum offers many skills and entrepreneurship 

opportunities for the graduates and enables them to technically create their 

own jobs instead of waiting for employment opportunities. It recommends 

that Somalia's curriculum should be professionalized and elements of 

entrepreneurship should be included, Parental awareness for educational 

curriculum should be undertaken by the government and educational 

organizations, Educational system empowering the unemployed youth should 

be developed by the government to ensure that youth employment after 

graduation is ensured and Curriculum facilities should be improved to ensure 

that professionalized curriculum is being implemented in all educational 

institutions.   
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Introduction 

Brubaker’s (1982:2) definition of what constitutes 
curriculum is based on "what persons experience 
in a setting." Tanner and Tanner (1980:43) seem 
to broaden the scope by describing curriculum as 
the "reconstruction of knowledge and experience, 
systematically developed…to enable the learner to 
increase his or her control of knowledge and 
experience." Phenix (1962:64) maintains that "the 
curriculum should consist entirely of knowledge 
which comes from the disciplines. "Taba (1962) 
views curriculum as pertinent to “a plan for 
learning," rather than the content of what is taught 
itself.  Oliva (1982:10), however, denotes 
curriculum as "a plan or program for all the 
experiences which the learner encounters under 
the direction of the school." Considering the 
incongruity in the definition of interconnected 
levels of the learners. The scope of responsibility of 
the developer is also a matter of great importance, 
based on the expected outcome of the curriculum. 
At the next level, and upon its development, the 
curriculum cannot function without trained and 
dedicated men and women to implement it to the 
satisfaction of all the different stakeholders.  In 
post-civil-war Somalia, the coordination and 
implementation of a unified school curriculum 
have been a difficult problem at the core of 
education. With the existence of over seven 
educational umbrellas and various agencies 
operating in the country over the past two decades 
“without a unified national syllabus to guide 
primary and secondary school instruction,” the 
magnitude of the enduring perplexity in Somali 
education becomes evident (Farah, 2013). The lack 
of coordination, in effect, contributed to the 
complexity in the streamlining of appropriate and 
reliable Quality Assurance. However, it was only as 
recently as 2013 that the network of  “education 
umbrellas are representing 1,130 private schools 
across Somalia” agreed to set a blueprint for a 
unified syllabus as a measure of standardizing the 
education system at the primary and secondary 
grades. The preparation and merging of the multi-
curricular systems, according to Abdi Moalim 
(2013), “took about three years.” Moalim also 
notes how a unified medium remains a pending 

issue, particularly when the seven networks have 
not reached any agreement to overcome the 
diversity of their media of instruction where 
Somali, Arabic, and English are used according to 
the preference of each institution and/or 
umbrella.   Conformity to the same curriculum, 
despite the diversity of medium, is expected to set 
the direction ahead for the students. On the other 
hand, the disparity of the media of instruction calls 
for a cumbersome translation of the various 
textbooks taught in each of the levels from grade 1 
to grade 12. The translation task will demand men 
and women who are not only subject experts 
and/or specialists in one or more education areas 
but experts with fluency in the original language of 
the textbook as well as skills in the art of 
translation.  Secondly, it will involve large sums of 
money as investment by Somalia.  

Methodology 

The study employed interviews and observations 
as data collection tools. The researcher used these 
tools to collect information from the field by sitting 
with educational experts face to face and acquiring 
information from them while critically observing 
the ground situation. The researcher did his best to 
ensure the integrity and usefulness of the 
questions written in the checklists accompanied by 
these tools. The confidentiality and privacy of the 
respondents and the observed ones were kept and 
preserved. 

Literature review 

After the collapse of the Somali Government in 
1991, the capacity of the MoECHE to provide basic 
education services and support throughout the 
country diminished greatly. With the brutal 
struggle for power and resources that ensued after 
the fall of the state, education provision came to a 
halt. As most schools closed doors as a 
consequence of the mayhem, educational 
properties were looted or destroyed; many 
educators and students fled the country seeking 
refuge within and outside of Somalia. Those 
educators who could not afford the journey 
abroad relocated internally and established 
private schools. The previous education system, 
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with a centralized curriculum, assessment and 
standardized systems of teaching and learning, 
was largely replaced by a privately run fragmented 
schooling system. These include schools 
established by communities, as well as private 
institutions operating as businesses. Unlike public 
schools, most private schools charge tuition fees, 
utilize foreign curricula and use foreign languages 
as their medium of instruction. Community-owned 
institutions constitute 53% of the total education 
service provision outside Banaadir. Somalia has 
thus been struggling for more than a decade to 
rebuild its key educational institutions. Federal and 
Member State governments continue to face the 
post-conflict challenges of restoring public service 
delivery in the face of devastated infrastructure 
and massive population displacements. However, 
education services are provided by a multitude of 
stakeholders, including international development 
partners, to meet the variety of demands 
prevalent across the Somali education sector. 
Given these conditions, a constructive regulatory 
policy framework is necessary which will enable 
the MoECHE to create an environment in which 
both the public and the private sector address the 
challenges of access, equity and quality in a 
strategic and sustainable manner, Alvesson 2006. 

Higher education is an important foundation for 
the allocation of people to different positions in 
society and a prerequisite for many professions. 
Institutionalized knowledge is generally 
considered central to the legitimacy of the 
professions. This thesis is concerned with some of 
the implications of the relationship between 
professional practice, knowledge and higher 
education; more specifically, what constitutes 
professional knowledge, and how the relationship 
between professional education and practice is 
understood by a group of physicians and 
engineers, respectively. Both physicians and 
engineers undergo a long professional education 
before they enter the world of work, but what is it 
that happens during this education, what is 
learned and what happens in the encounter with 
professional practice? What is the meaning of 
higher education in relation to professional 
practice? Do the professionals learn anything 
substantial or does their education rather 

constitute a symbolic ritual? Does their education 
have a use or exchange value? Does higher 
education promote generalist or specialist 
competence? Our understanding of how the 
knowledge presented in professional educational 
programs is meaningful in professional practice is 
incomplete. There is a need for comprehensive 
reflection on the interrelationship between the 
learners or the professionals, the knowledge base 
of professional education, professional practice, 
and the context in which the professionals are 
active (Daley 2001, see also Eraut 1994).  

The focus of this study is on the relationship 
between professions, professional practice, 
knowledge, and higher education. Classic theories 
about the professions are often concerned with 
the structure, historical development, and 
prerequisites for the development, organisation, 
and upholding of the professions. In this context 
knowledge and its relationship to higher education 
is generally considered central. Control of 
knowledge within a field of practice as well as 
claims of authority and jurisdiction through 
monopolising the knowledge as well as the work 
within the delimited territory of the professionals 
are some of the main characteristics of the 
professions according to professional theory. The 
professionals’ authority and legitimacy is based on 
institutionalised scientific, academic knowledge, 
the expertise of the professionals and the 
institutionalised belief that they are the only actors 
competent to perform certain services in a specific 
field of practice. A central aspect of the modern 
professions is the delimitation of a territory in 
which they have a monopoly on exploring, 
planning, performing services, and controlling the 
members’ education and other formal 
qualifications. The delimitation of territory and 
certain competence in turn strengthens the 
professionals’ authority. The legitimacy of the 
professions is also dependent on public 
acceptance associated with ethics, morals, and 
trust (see e.g. Macdonald 1995, Castro 1992).  

However, the professionals’ legitimacy and their 
claims of expertise have been questioned by the 
logic of the market where calls for formal 
knowledge and expertise have become 



 

4  www.iqresearchjournal.com 

subordinate to demonstrable results (see e.g. 
Alvesson 2006, Knight & Yorke 2004, Harvey 2001, 
Barnett 2000a). However, there is still a close 
relationship between higher education, 
professional knowledge, and work. The 
professionals supposedly acquire scientific or 
academic knowledge in higher education, which 
then constitutes the basis for the professionals’ 
claims of expertise and is central to the legitimacy 
of the professionals and the public’s acceptance 
and trust in the professionals’ expertise (see e.g. 
Macdonald 1995, Sarfatti Larson 1977). Thus, 
higher education is assumed to provide credentials 
and to increase the professionals’ formal 
competence. However, less interest has been paid 
to the relationship between professional 
education and professional practice, as well as to 
the substance of professional knowledge. It seems 
less clear whether and how actual competence is 
appropriated through higher education and how 
this competence is related to the professional’s 
work and the demands encountered or the 
qualifications required in professional practice, i.e. 
the competence-in-use. What professional 
knowledge consists of, how it is appropriated, and 
the relationship between the professional 
knowledge assumed to be appropriated through 
professional education, and professional practice 
are seldom of central concern in professional 
research. The focus should be shifted from the 
structure of occupations to the work that the 
profession actually does (Abbott 1998, Freidson 
1970b). There is a lack of research on the content 
of professional development and work; that is 
what the professionals know, how this is learned, 
and what they do (see e.g. Parkin 1979). 
 In research on the professions, it is generally 
assumed that the professionals are socialised and 
trained through professional education and that 
education increases the human capital of the 
graduates. However, in previous research on the 
functions of higher education, it has been 
suggested that education may primarily increase 
the formal credentials of the graduates (rather 
than their actual competence) and thereby mainly 
has a sorting and allocating function (see e.g. 
Collins 1979, Meyer 1977, Arrow 1973). 
Professional practice is characterised by increased 

complexity, unpredictability, and the rapid 
emergence of new knowledge and technology (see 
e.g. Barnett 2004, 2000a, Schön 1983), which has 
also led to increased specialisation and 
differentiation within the professions (Hellberg 
2002).McGuire 1993). The changes create 
demands for new and different knowledge or 
competence in the world of work and higher 
education is generally presumed to accommodate 
these demands. It is however unclear how 
specialised or generalised the knowledge 
conveyed by means of higher education should be 
(see e.g. Abrahamsson 2002b). 
 Empirical studies suggest that the demands in 
work life have led to calls for more general or 
broad professional competence in work life as a 
prerequisite for handling complex situations. 
General competence or meta competence, such as 
flexibility and the ability to learn, as well as socio-
communicative competence may be given priority 
over specialised knowledge, subject-specific 
knowledge, or discipline-related knowledge that is 
perceived to become outdated more rapidly than 
in the past. There have been claims that there are 
deficits in the graduates' competence related to 
the demands for a successful professional practice 
and there is increased concern that the institutions 
of higher education do not ‘prepare’ the students 
for the increased complexity and the changing 
demands that characterise professional practice. 
There is a widening ‘gap’ between higher 
education and the world of work, or between what 
is learned through professional education and the 
competence required in the workplace (see e.g. 
Burnet & Smith 2000, Hixon Cavanaugh 1993). 
  
Discussion 
Professionalism is usually considered the 
expertise, skill and knowledge of that particular 
field first, and its application effectively and 
efficiently. The curriculum professionals are the 
people who are associated with teaching and 
learning activities and they suggest the course of 
action by taking aims and objectives prescribed by 
the state. They need to have knowledge of various 
educational, ideological, sociological and 
psychological foundations to meet the change and 
challenges of the post-modern era. Their 
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professional characteristics and significance has 
been discussed, analysed and assessed by the 
views of social scientists of different countries in 
the coming paragraphs. Finally, the expertise they 
need, factors that affect them, and major 
consideration they had to take into account in 
developing curriculum for the future is presented 
as the main theme of the article. In the end, the 
effects of globalisation, internationalisation and 
information and communication technology which 
is changing at great speed and strength play a 
significant role in the development of curricula in 
this century. 

A profession can be defined by the recognition of 
the social and moral context of its work. The GTCE 
believe that increased awareness of the value 
dimensions and responsibilities of teaching is 
essential for both teacher professionalism and 
improved practice. To accept a model of the 
teacher as one who only systematically transmits 
knowledge is to deny the professionalism of the 
teacher, and to reduce teacher education to the 
production of skilled technicians. If, on the other 
hand, we focus on the teacher as a professional, 
we need to address issues about human 
development and the purpose of education. We 
contend that these issues, far from being marginal, 
are in fact at the centre of teacher education and 
that without them teaching becomes a mechanical 
skill, incapable of promoting or enhancing the 
personal, social and moral development which the 
government professes to favour. It is in this 
context that student teachers may begin to 
approach the question of professional values. The 
idea that teaching can be narrowly based on 
producing quantifiable learning outcomes, which, 
at present, constitute the major criteria of teaching 
competence, is highly questionable. As you will 
discover the teacher is not simply one whose 
contribution is limited to the systematic 
transmission of knowledge in a school. The 
demonstration of professional values goes beyond 
the demonstration of your classroom competence. 
By concentrating on practical teaching skills and 
methods - the mechanics of teaching - it is possible 
to produce a teacher who is able to manage a class 
and instruct pupils. However, professional 
teachers are aware of the larger social setting, 

have the flexibility to anticipate change, to adapt 
their methods to new demands and when 
necessary to challenge the requirements laid upon 
them. To produce such professional teachers we 
need to strike a balance between a focus on the 
development of competence and raising the 
student teachers' awareness of the meaning of 
their task. This may be achieved by encouraging 
student teachers to see their daily teaching from 
the perspective of larger theories of human 
development and social policy, for it should always 
be remembered that the teacher is also an 
'educator' - one who helps form human beings. 
Good teachers sense the importance of acquiring a 
wider perspective on human values. Standards 
must exist within a framework of the personal 
values and qualities appropriate to the teaching 
profession. Student teachers need to be 
encouraged to develop a commitment to 
professional values that they are able to 
demonstrate through their personal example. 
These professional value Standards have statutory 
force, but they are generally not explicit about 
practices and are not framed in terms of ethical 
values. It is left to teacher education courses to 
interpret them and this is an opportunity for the 
teaching profession as well as teacher educators to 
make these professional values more explicit. 
Admittedly, the Standards are an improvement on 
the competence statements of Circular 9/92, but 
how can student teachers put these 'value 
Standards' into practice when there is no clear 
statement of what is expected of them in practice? 
All that may possibly be achieved in using these 
professional Standards is to make wider inferences 
about appropriate behaviour by student teachers. 
Some would argue that it is not desirable to set 
Standards in professional values since there can be 
no real agreement about what they mean in 
practice. 

 Halstead and Taylor (2000: 177) recognise that 
two assumptions lie behind the Standards in 
professional values for teachers. First, that 
teachers see it as their role to influence the 
development of their pupils' values. Second, that 
pupils' values are 'influenced, consciously or 
otherwise by the example set by their teachers in 
their relationships, attitudes and teaching styles'. 
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The Teacher Training Agency (TTA) produced a 
second edition of Qualifying to Teach: Handbook 
of Guidance in the summer of 2003 that provides a 
brief commentary on the Standards for teaching. 
On each of the eight Standards on Professional 
Values and Practices the document first outlines 
the scope of the Standard and then proceeds to 
offer suggestions on how to use the Standards in 
making judgments about student teachers by 
detailing the kinds of evidence relevant to meet 
them. It is most relevant to teacher educators, 
particularly in performing their 'assessor' role or 
function. However, as every student teacher soon 
recognises it is the teacher-pupil relationship that 
lies at the heart of the practice of education. As 
Bonnett (1996: 35) says, teaching is about the 
engagement of the personhood of the teacher 
with the personhood of the pupil - 'a genuine 
mutual responsiveness initiated by the teacher's 
desire to enable authentic learning'. This is why a 
strong sense of personal identity infuses the work 
of a good teacher. In addition, the Standards are to 
be demonstrated without the student 
PROFESSIONAL VALUES AND PRACTICES IN 
TEACHING 5 having engaged in the theories that 
underpin professional ethics. Teachers educated in 
the 1970s and 80s will know from Peters (1965). 

Conclusion 

The debate on the significance of curriculum 
professionalism brought three major distinctions 
for teachers and curriculum developers.  First of all 
the professional must have the qualities of head 
and heart, command on the subject and 
knowledge of curriculum foundations. Second, He 
has to be well-versed in the curriculum 
development process and the means available to 
him for implementation. Third, the responsibility 
held by him is grave. He holds the power and 
strings of the future leaders and other 
professionals in his hands if he remained 
unengaged to future developments it would be a 
disaster for the nation.  Fourth, he needs to have 
awareness and adaptation of information and 
communication technology. The latest moves from 
different parts of the world and how they have 
changed the social fabric of society. Fifth, He needs 
to hold a spirit of flexibility in his behaviour and 

temperament to incorporate international 
changes. Sixth, He needs to move toward teaching 
through media and sow the seed of lifelong 
learning in the process of curriculum development 
rather than just making them machine-oriented 
learners. Seventh, the concept of socialization and 
globalization, its future impacts and current 
influences on local needs and requirements ought 
to be part of curriculum change. 

The essay discussed Somali education in various 
periods, with a focus on the era of civil anarchy. It 
argues that although the local communities and 
international agencies have tried their best to play 
a significant role, diverse problems do exist in the 
core areas of curriculum, medium, and teacher 
training. With neither public institutions nor 
concrete policies designed to address the heavy 
responsibility of producing a cogent teaching 
workforce as a national priority in the education 
sector, Somali children will have to go a long way 
before experiencing good teaching by well-trained 
professional teachers, equivalent in quality to or 
even better than the graduates from the College of 
Education in its heyday. In order to deal with each 
of the interrelated problems facing primary and 
secondary. Education in Somalia, an exhaustive 
study is necessary to interrogate not only what is 
lacking and therefore essential for improvement, 
but also what can be gleaned from the 
experiences and achievements made in the 
current activities of agencies of local institutions. 

Recommendations 

o Somalia's curriculum should be 
professionalized and elements of 
entrepreneurship should be included  

o Parental awareness for educational 
curriculum should be undertaken by the 
government and educational 
organizations 

o Educational system empowering the 
unemployed youth should be developed 
by the government to ensure that youth 
employment after graduation is ensured 

o Curriculum facilities should be improved 
to ensure that professionalized curriculum 
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is being implemented in all educational 
institutions   

o Cultural factors limiting curriculum 
professionalizing the curriculum should be 
controlled through new legislation and 
modified educational policy 
implementations 

o School policies should be improved to 
avoid any resistance to change t against 
curriculum professionalization 

o The curriculum professionalization budget 
should be allocated to the education 
sector to ensure that a modernized 
education system is in place that can offer 
multi skills and a variety of professions 
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