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ABSTRACT 

The main purpose of this study was to assess the practice of cluster primary school supervisors 
in promoting teachers professional competences in West Gojjam Administrative Zone. To deal 
with the problem, six basic research questions were formulated The research questions were 
focused on supervisory leadership styles and skills that supervisors' exercising, supervisory 
practices in promoting teachers' professional competences, familiarity of supervisors with 
professional competence standards of teachers' and the extent that teachers benefited from 
supervisory practices. To conduct the study, quantitative approach specifically descriptive 
survey design was employed The study was carried out in Woredas of West Gojjam. Then 5 
Woredas, 18 clusters, 28 schools, and 267 teachers were selected using multistage sampling 
technique. All the 28 principals and 18 supervisors of the sample schools and clusters were taken 
as samples of the study. Ten Woreda Education Office and two Zone Education Department 
Experts as well as eight supervisors were selected using random sampling for interviewing. For 
the focused group discussion, 50 teachers who had not respond to the questionnaire and 10 
principals of the FGD targeted schools were taken purposefully. Questionnaire was the main 
instrument of data collection. Interview and focused group discussion were also utilized to 
substantiate the data gained through the questionnaire. Frequency, percentage, mean and t-test 
were utilized to analyze the questionnaire. The qualitative data obtained through interview and 
focused group discussion were analyzed using narration. The result of the study indicated that 
leadership styles, supervisors practiced were more of inspection. Laissez-faire and absence of 
self confidence were also observed Supervisors were ineffective in exercising leadership skills, 
promoting cluster and school-based supervision and in-service trainings were found to be 
discouraging, acquaintance of supervisors with teachers' competence standards were also found 
to be low. The major reasons for the ineffectiveness were inadequacy of professional trainings 
given for the supervisors, supervisors' low competences in performing supervisory tasks, the 
number of institutions to be covered by each cluster school supervisor and negligence of the 
Werda Education Office. Absence of opportunities for teachers and principals to hold meetings 
with supervisors and the Woreda Education Office Experts so as to evaluate supervisory 
practices was also reason for ineffectiveness. Finally, to minimize and if possible to solve the 
problems encountered the practices in promoting teachers competences, tasks of inspecting 
schools need to be performed by its own experts. Teachers, principals, supervisors and Woreda 
Education Officers need to meet together at the Woreda level with regular time interval to 
discuss on issues of supervision. Short-term refreshment trainings through seminars, workshops 
or through discussion forums should be organized and implemented Experience sharing 
programs regarding supervision within and across the Woredas should be practical. The 
number of schools under a cluster should be as stated in the guideline of the guide line of the 
Amhara National Regional State Education Bureau cluster schools organization. Further 
investigation need to be carried out regarding the problems that impede supervisory practices 
towards achieving teachers' professional competences. 
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CHAPTER ONE 

1. Introduction 

1.1 Background of the Study 

A call for quality education in recent years is ringing for those personnel who are responsible for 

education of this country. This is to enable children of school age to cope with the ch(lIlging world 

at present and the future. For this reason, education has to be organized in fulfilling the 

requirements for the overall developments of children's personality beginning at early stages of 

schooling. Preparing adequate and relevant instructional materials and maximizing the number of 

teachers alone never promote effective learning of children unless they are governed by continuous 

support for teachers in the teaching learning process. This would be recognized through the 

provision of effective and efficient supervisory support to teachers. To give emphasis, Carron et a!. 

(1998 :20) indicate that effective supervision of schools and teachers are perceived as the key factors 

for both quality control and for improving the quality of education. 

Moreover, supervision has to be considered as services that would be provided for teachers as well 

as for the instruction that eventually results in improving teachers' professional competences and 

students' learning. Thus, efforts towards providing support to teachers shall be in line with 

simulation of professional growth and development of teachers (Mohanty, \990). This is to mean 

that supervision has to give prior attention for teachers in guiding and initiating activities with the 

assumption of improving their capability. Supervisors are therefore, responsible in facilitating the 

working conditions for teachers and need to invest their effort to bring teachers fit in the teaching 

profession. 

Now-a-days, supervision of teachers is practiced in many countries of the world. By the initiative of 

the United Nation Education Scientific and Cultural Organization (UNESCO), from \998-2001 a 

study carried out in some Asian and African comtries revealed that supervision for primary schools 

are becoming better than before. 

In Bangladesh, for instance, primary school sl:pervlsory activities are aimed at both teacher 

supervision and school inspection (Carron et a!., 1998). Further, it focuses on improving the 

professional skills of teachers' through demonstration lessons and sub-cluster trainings. In Soutli 

Korean education system, emphasis has been given to in school and school based autonomous 
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supervision. The Indian supervisory service is focused on teacher development. Such supervision 

include demonstration teaching, observation lessons, organization of seminars, meetings and 

workshops, guidance in the preparation of instructional plans. 

Supervision in African countries is similar to the Asian trend and has common features to share. In 

Botswana, attention has been given in providing in-service training and guidance to teachers and 

support in curriculum development (Grauwe, 200 I). Further, Grauwe discussed that the Tanzanian 

supervision service focused on the implementation of government policies and regulations, ensuring 

the effectiveness of the implementation of the school curriculum, giving advice when and where 

appropriate, holding conferences and meetings with school staff and to suppOli and monitor 

teachers ' resource center. In Namibia, supervisory duties are focused on giving advice to teachers 

and assisting them with the teaching process and supervising school management. 

School supervision in both the African and Asian countries, mainly focused on advising and 

supporting teachers such as providing in service training, preparing seminars, organizing workshops 

and meetings with staff members so as to make them effective in the teaching profession. 

In Ethiopian context, recently many circumstances have been changed. For instance, schools are 

increased in number and size, students ' enrollment is growing from time to time, the number of 

teachers at each level of education is also increasing. Moreover, curricular and co-curricular 

activities at school level also increased. In fact, these dynamic changes· of the education system 

would cause the supervisory support services difficu lt. 

The Woreda Education Office Experts in previous years who were assigned to supervision at school 

level were not able to solve those problems. Seldom they went to schools; they do nothing except 

collecting information from the hands of school principals (MOE 1998 E.C). 

So as to minimize if possible to avoid the hindrance that the schools are facing, primary schools are 

now organized in clusters in believing that student center teaching methods, short term training of 

teachers, experience sharing programs of cluster school teachers and utilizing resources together 

will be promoted. The organization of schools in to cluster systems these days are a national 

program that all the regions are practicing them (MOE 1994 E.C). 
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Accordingly, supervisors were assigned to facilitate the cluster center performances with duties of 
providing managerial and supervisory support for teachers and schools under the cluster system. 
Moreover, acquainting one with modern teaching methodologies, supervisory skills, experiences 
and processes; organize and coordinate cluster centered school based in-service teachers' trainings, 
and experience-sharing programs were some expected duties of supervisors (MOE 1998 E.C). 

Similarly, school clustering has been identified as a successful vehicle for access, equity and 
efficiency of education as well as for teachers Continuous Professional Development (CPO) and 
appropriate resource utilization in schools of the Amhara Region (ANRSEB 2005 :29). The Amhara 
Region Education Bureau nlrther pointed that supervisors are assigned at cluster centers with 
responsibili ties such as carrying out support to the CPO program to be promoted effectively; 
working to enhance supelv ision in the cluster centers and member schools and arranging a , 
permanent training program for teachers and following up its implementation. 

From what has been discussed so far,' it is possible to say that supervisors' tasks mainly refers 
playing the leading role of coordinating support services where teachers are able to develop their 
competences to achieve effective instruction. In this study therefore, an attempt was made to 
analyze the current level of cluster primary school supervisors practice in promoting teachers 
professional competences. 

1.2 Statement of the Problem 

Supervision in 'every aspect has to lead teachers towards their proficiency. Thus, the major reason 
for having supervisors is to examine the instructional process and to assist teachers to be competent \ 
and improve students leaming. Unless supervisors endeavor to manage and evaluate what they are 
doing in their day-to-day activities and cope with current supervisory leadership demands, it would 
be difficult for them to provide the necessary support services for teachers. Supervisors, then 
expected to play instructional leadership role through examining the direction of the ongoing 
educational changes such as successful implementation of student centered teaching approach, 
continuous assessment, task centered research and instructional materials (MOE 1998 E.C:64 and 
the ANRSEB 2005). 

3 



The practical observation, however, shows the ineffectiveness of supervisors. For instance, 

researchers Degafe Derza (2003), Chanyalw W/gebriel (2005) and Haile Abay (2006) who had 

worked on the practice of instructional supervision in secondary schools of different regions and 

zones of our country disclosed in their findings: 

.:. Supervisory leadership skills of the supervisors are deficient in managing instructional 

supervision and placed in supervisory position without training for the job in adequate 

supervisory skills; 

.:. Supervisors failed to help teachers to acquire the latest methods of teaching learning 

skills, they are not putting in the necessary effort in providing in-service education and 

supervision to enhance teachers effectiveness; 

.:. Supervisors mostly and purposely avoid holding conference before and after classroom 

visits, lack mutual understanding and common agreement in classroom visit that led 

teachers uncomforted and frustrated. 

So, what was different to be investigated in this study? Assigning supervisors at cluster primary 

school level is a new trend and many human and financial resources have been invested to run the 

new system but much is not known about in this respect. 

Correspondingly, the practical observation of the researcher also shows that supervisory practices of 

cluster primary school supervisors in supporting and guiding teachers lack proper implementation in 

line with the guidelines issued under their duties and responsibilities. Actually, it was deteriorating 

for teachers to work together with supervisors. 

Besides, the researcher had been working for three years as head of the "Inspection Desk" in one of 

the Woredas Education Office under the Administrative Zone. Hence, the exposure made it possible 

to observe debate sessions among teachers, principals and supervisors, regarding duties and 

responsibilities of supervisors. Indeed, these circumstances initiated the researcher to launch a study 

on the issue. Therefore, the main purpose of the study was to assess the practice of cluster primary 

school supervisors of West Gojjam Administration Zone in promoting teachers' professional 

competences. 

4 
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More specifically: 

I. To explore supervisory leadership styles and skills that supervisors utilize while supporting 
teachers. 

2. To explore whether cluster pnmary school supervisors endeavor to promote teachers, 
professional competence through their supervisory practices. 

3. To test whether any significant difference occurs among the perception of teachers, 
principals and supervisors regarding supervisory practices in promoting teachers 
professional competences. 

4. To assess whether supervisors are acquainted of with teachers' professional competences . 
. 5. To examine the extent in which teachers have benefited from supervisory practices. 

Based on the objectives stated above, the study has attempted to answer the following basic 
research questions: 

1. Which supervisory leadership styles do supervisors practice? 

2. How supervisors unitize the supervisory leadership skills while assisting teachers? 

3. How supervisors endeavor to promote teachers' professional competences through 
their supervisory practices? 

4. Is there any significant difference among the perception of teachers, principals and 
supervisors regarding supervisory practices in promoting teachers professional 
competences? 

5. How much supervisors know the concepts of primary school teachers' competences? 

6. To what extent do teachers' benefited from supervisory practices? 

1.3 Significance of the Study 

Effective supervisory service for teachers is crucial for both quality assurance and students learning. 
Accordingly, this study was to have a significant role in contributing to better performance of 
supervisory support for primary school teachers of West Gojjam. Moreover, the findings of the 
study may have the fo llowing significance. 
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• It might help as a stepping-stone for the concerned authorizes to take timely measures to 

minimize the problems. 

• It might also be used to devise a means for latter supervisory service execution. 

• The study will also add knowledge on the area and open ways for further research. 

1.4 Delimitation of the Study 

The scope of this study was delimited to investigate the practice of cluster pnmary school 

supervisors in promoting teachers professional competence in limited Woredas of West Gojam 

Zone. The Administrative Zone was chosen for the study because of the fact that the researcher has 

been working in one of the Woredas Education Offi"e, which is found under the administrative 

zone. Hence, access to data and communication with Zonal and Woreda Officers as well as with 

teachers, principals and supervisors can be easily attended. The study was carried out in 2007/ 2008. 

1.5 Limitation of the Study 

The study attempted supervisors to participate in the focused group discllssion with teachers and 

principals as a source of data. However, it was not possible to get supervisors participate in the 

discussion. Because, most of the supervisors work in rural clustered schools the reality does not 

allow accessing them easily. 

1.6 Operational Definition of Key Terms 

Supervisory Practices: activities, which refer roles and responsibilities of, cluster primary school 

supervisors of West Gojjam Administrative Zone in promoting teachers effectiveness in the 

instructional processes. 

Professional Competence Standards - Teachers' professional competences stated under the 

MOE (2007) teachers ' professional competence packages 

Cluster Primary School Supervisors - supervisors who are assigned at cluster primary school 

centers of West Gojjam Zone with main duties of facilitating situations where teachers and 

school personnel of member (satellite) schools enable to enhance their effectiveness in the 

instructional processes. 

Cluster Primary Schools - a group of satellite primary schools having one school serving as a 

center for the purpose of fostering mutual support among teachers and school personnel 

focusing on supervision, experience sharing and teachers in-service training programs. 
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CHAPTER TWO 

2. REVIEW OF RELATED LITERATURE 

Briefly, an attempt has been made to highlight the different definitions and modern concepts of 

superVISIon, a brief history of supervision, supervisory leadership styles and skills, role and 

responsibilities of supervisors in promoting cluster and school-based supervision and in-service 

trainings, concepts of professional competence, common standards of teachers ' professional 

competences as well as the Ethiopian teachers competence packages 

2.1. Conceptual Framework 

2.1.1 Definition of Supervision / 

Definition of supervision differ from organization to organization even though it has common 

features shared by all. The following refer some within different contexts. For instance Lowery 

(1985: 1 0), define supervision as it is : 

The act of over seeing people doing work. Then, supervisors are the managers who 
do the over seeing. They are sometimes called forman, group leaders, team leaders, 
project leaders, unit chiefs, section chiefs, or department managers. 

McNamera (2007: 16), on the other hand define supervision as: 

A working alliance between the supervisor and supervisee, that enables supervisee, 
individually, and collectively to achieve their role and ensure standards of practice. 
The aim is to enable the supervisees to maximize competence in service delivery. 

Rue and Bayers (1990:6) gave the following definition. 

It is an authority, in the interest of the employer, to hire, transfer, suspend layoff, 
recall, promote, discharge, assign, reward, or discipline other employees, 
responsibility to direct them, or adjust their grievances, or effectively to recommend 
such actions. 

In educational contexts, supervision similar to other organizations it has roles, which are vital to the 

achievements of educational objectives. Some definitions cited by Dull, L. W (1981: 3-5) in 

Haileselassie (2007) refer the following: 

» Supervision is the process of bringing about improvement in instruction by working 

with people who are working with pupils, supervision is a process of stimulating 

7 
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growth and means of helping teachers to help themselves. The supervisory program is 

one of instructional improvement (Texas Education Agency, 1949). 

>- The term supervision is used to describe those activities which are primarily and 

directly concerned with studying and improving the conditions which surround the 

learning and growth of pupils and teachers (Sam H Moor, 1952:1) 

>- Supervision is a service activity that exists to help teachers do their jobs beller 

(Kimball wiles, 1949:3). 

Therefore, from the above definitions, stated under the educational contexts, supervision possibly 

focuses mainly on activities that would help teachers and other school personnel to be effective in 

applying instructional tasks and achieve educational objectives. 

2.1.2 Terms Synonymous with Supervision 

Support to teachers, which focus on the improvement of performances can be considered as 

supervisory activities . These activities can have the title such as advising, counseling, coaching, 

consulting, etc. There are also terms that have similar and at the sometime difference with activities 

of supervision. 

Inspection 

During the periods of the 1620-1850 and 1850-1910 in the historical development of supervision as 

indicated by Oliva (2005), inspection the oldest sense of supervision dominantly focused on 

controlling maintenance of schools with very rigid and authoritarian approach and it was a fault 

finding coercive activity. Oliva further pointed the concept of inspection under went changes and 

inspection was considered as service to interpret to teachers and the public about educational 

policies of Government and latest educational ideas and methods. 

In the Ethiopian context now-a-days the work of inspection mainly focused of checking whether 

governmental policies, proclamations and guidelines have properly implemented by educational 

personnel including both teachers and supervisors. For instance, the ANRSEB (2003 :2) points that, 

the main duties of and educational inspection is taking the administrative and leadership role; 

mainly focusing on informing and following the application of governmental policies, 

proclamations and guidelines that are related to the education sector. 
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Mentoring 

Supervision and mentoring activities in schools context both provide support to teachers. However, 

there is also distinction between them. Brooks and Sikes (1997: 28) define mentoring as: 

A nurturing process in which a more skilled or more experienced person, serving as a 
role model, teachers, sponsors, encourages, councils, and e friends to a less skilled 
or less experienced person to the purpose of promoting the leiter's professional and 
lor personal development. 

Further, mentoring intended to help specially new teachers successfully learn their roles, establish 

their self-images as teachers, figure out the school and its culture, understand how teaching unfolds 

in real-classrooms, and achieve other goals that are important to the teachers being 

mentored(Sergiovanni and Starrat 2002 :249). From there definition point of view, supervisory 

support to teachers possibly include the mentoring activities. Because, any practice in a school 

environment which guide teachers towards their professional growth usually considered as 

supervision. To stabilize, Oliva (2005) indicated, the modern supervision that exercised at this time 

includes mentoring activities. l:Iowever, mentors should be teachers of the subjects in which the 

teacher to be assisted specialized(Mclntyre,Hagger and Burn 1994:16). 

2.1.3 Modern Supervision", 

The history of supervision tells us it is a dynamic process. Its conceptions and activities have 

changed through time. That is to mean, great changes have observed over several decades in the 

philosophy, objectives, functions , techniques and in the out comes (Markos 2004: 5). Discussing the 

nature and characteristics of modern supervision, Mohenty (1990: 183) contended that, "the primary 

action of supervision must be to recognize the inherent value of each person in the education 

process to the end that full potential of all will be realized." For more elaboration, he suggests the 

following seven points for better conception of Modern Supervision: 

1. Modern supervision is democratic and co-operative spirit and organization 

Democracy does not mean ' laissez-faire," which let every body go one's own way. Rather it 

implies a dynamic, understanding and co-operative leadership role. Hence, supervision IS 

concerned with providing effective leadership and implies co-operative working relationship. 
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2. Modern supervision is established on maintenance of satisfactory interpersonal 

relationship 

Supervision succeeds only to the extent that each person involved is regarded as a human being 

with a unique contribution to make in the educative process. Supervisor has to create better 

human relationship and maintain a high level of personal interaction. 

3. Modern supervision must be communicative 

The supervisor is concerned with communication with in a group as leadership depends on better 

social interaction. 

A good communication is related to good morale of teacher and free exchange of information 

helps in good planning. 

4. Modern supervision is comprehensive in scope 

Unlike the earlier supervision, the modern type is wider in scope not merely focusing on 

criticism of the teacher in the classroom. Today supervision is directed at improving all factors 

involved in pupil learning. Teacher improvement should regard the totality of the teaching 

learning situation. 

5. Modern supervision is creative 

Teaching is art; supervision is a creative work. The purpose of supervision is to draw out the 

best in teachers to ignite their latent talents to stimulate the initiatives to encourage their 

originality and self - expression. It emphasizes their success and strengths and makes their 

weakness and failure side issues. The supervisor should have new ides, resourcefulness and 

original thinking. The modern supervisor should know how to present facts in a pleasant way 

and to work resourcefully. 

6. Modern supervision is scientific 

The supervisor makes use of scientific methods to effect improvement in instruction. Through 

surveys, experiments, action researches he should make his performances more scientific and 

effective. He will encourage constructive and critical thinking among teachers and discourage 

flattering and biased opinions. 

7. Modern supervision is experimental and auto-critical in nature 

In contrast to autocratic and authoritarian type the emerging concept of supervision stimulates 

experimentalism and self-critics. Current practices and emerging philosophy should always be 
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of critical analysis. Any aspect of the learning situation found to situation, is dropped or 

modified accordingly. 

2.1.4 Principles of Educational Supervision v 

As indicated by Shukla (1983: 150), some basic principles of supervision in education refer the 

following: 

I. Supervision, an integral part of an educational program, is a co-operative and team activity. 

Thus all teachers of the school need, and are entitled to, supervisory help and guidance. 

2. Supervision should be adapted to meet the individual needs of school personnel. 

3. Trained as well as untrained teachers need, and should benefit from, supervision. 

4. Supervision should assist in clarifying the objectives and goals of education and their 

implications. 

5. Supervision should contribute to improve human relations among personnel In the 

institution and with people outside it. 

6. Supervision should help in the organization and administration of curricular and co­

curricular activities for students. 

7. Supervision should help interpret and put into practice the findings of the latest educational 

research 
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2.1.5 Conceptual Framework of Supervision to Teachers 

Prerequisites Function Tasks Achievement Product 

Human/ Direct 
Interpersonal support! 
skills Assistance 

KnOWledgel Promoting 
conceptual School and ~tl Teachers' H Students' 
Ski lls Cluster based competence learning 

Supervision promotion 

pevelopment~ L 
Technical 
skills I----' L \ Promoting school 

and cluster 
based teachers' 
in-service 
education 

Figure 1. A modified conceptual framework of supervision to teachers adapted from Glickman et al. (2001). 
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Discussion of the Framework 

As it has indicated in the preceding page, the framework has modified from Glickman et al 

(2001). Hence, the following refers its interpretations. 

1. Prerequisites - The general human or interpersonal, knowledge or conceptual and 

technical skills expected to be acquired by supervisors before launching supervisory 

support to teachers. 

2. Function - Supervisors need to consider supervision as a developmental process. 

Teachers are adults, and supervisor of adults must acknowledge the nature of their 

ongoing developmental processes. Hence, educational supervisor must recognize the 

individual differences among teachers of supervisory behavior in schools (Glickman, 

2001). As Glickman, supervisors need to take into account human development and 

individual difference during provision of support to teachers. 

3. Task - Supervisory activities such as direct support i.e-helping teachers whenever 

necessary without keeping formal procedures. In addition, tasks refer the core 

responsibilities of supervisors, which give emphasis on supervisors' efforts in promoting 

the effectiveness of duster and school-based supervision and in-service teachers' trainings 

(see 2.3.3, 2.3.4, 2.4.3 and 2.4.4). 

4. Achievement - The success (teachers competences), which possibly attained through 

effective organization and implementation of tasks indicated above. 

S. Product - Indicates the outcome (better students learning), which possibly attained 

through effective organization and implementation of all activities indicated above. 

2.1.6 Approaches to Educational Supervision ~ 

Suggested supervisory options in education include administrative, curriculum and instruction. 

Supervision like clinical, consultative, collegial/peer, cooperative and developmental is subsumed 

under instructional supervision aiming at improving teachers' efficiency and instruction (Markos 

2004). Some of these are discuss below. 
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Clinical Supervision 

It is the rational practice designed to improve the teacher's classroom performance. Further, it 

gives emphasis on supervision related specifically to classroom observation, analysis of events 

taking place within the classroom and the in-class behavior of teachers and students. The principal 

goal of this model is to provide and opportunity for teachers to give feedback that would allow 

them to improve their teaching skills (Cogan 1973 in Markos 2004). 

CollegiallPeer Su pervision 

Supervisors need to develop a collegial relationship with teachers so as to be effective and 

improve the instructional program. Glanz and Nevile (1997: 136) designate, the assumption that 

professionals such as teachers will respond to bureaucratic, hierarchical orders once they are 

behind the classroom doors should by now be laid to rest. Glathorn (1987) in Sergiovanni and 

Starrat (2002: 247) similarly discussed collegial supervision as peer supervision featuring which 

refers observations of each other's teaching followed by analysis and discussion. 

Collaborative Supervision 

As Markos (2004; 62) points, collaborative superVISIOn suggests that either teacher or the 

supervisor may appropriately take the initiative to require a meeting to discuss concerns. The 

critical product of the supervisor teacher meeting is and actively negotiated plan of action. 

Developmental Supervision 

Teachers are adults, and supervisor of adults must acknowledge the nature of their ongoing 

developmental processes. This model suggests that any educational supervisor must recognize the 

individual differences among teachers of supervisory behavior in schools (Glickman 1981 in 

Markos 2004).As Glickman, supervisors need to take into account human development and 

individual difference during provision of support to teachers. 

Self-Directed Supervision 

Teachers work alone by assuming responsibility for their own professional development. They 

might, for example, develop a yearly plan that includes targets or goals derived from an 

assessment of their own needs. This plan then might be shared with supervisors or other 

designated individuals. As the process unfolds, teachers should be allowed a great deal offreedom 

in developing the plan but supervisors should be responsible for ensuring that the plan and 
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selected improvement targets are provide some sort of documentation, perhaps in the form of 

portfolio that includes such things as time logs, reflective practice (Sergiovanni and Starrat 2002). 

2.1. 7 Historical Development of Supervision 

1) World Perspective 

Supervision has gone through many metamorphoses and changers have occurred in the field that 

caused by the political, social, religious, and industrial forces exist at different periods (Oliva 

2005:4). According to Oliva, the following table discusses worldwide major periods of 

supervision. 

Table 1: Development of Supervision throl/gh different Periods - World Perspectives 

Period Type of supervision Purpose Persons Responsible 
1620-1810 Inspection Monitoring rules looking for Parents, clergy/selectmen, 

deficiencies citizens committees 
1850-1910 In spection instructional Monitoring ru les, help in Superintendents. Principals. 

improvement teachers improve 
1910-1930 Scientific bureaucratic Improving instruction and Supervising principals, 

-, efficiency general and central office 
supervisors' superintendent. 

1930-1950 Human relations democratic Improv ing instruction Principals, central 
office supervi sors 

1950-1975 Bureaucratic, scientific, Improving instruction Principals, centra l 

clin ical, human relations, office supervisors, 
resources democratic school based 

supervisors 
1975-1985 Scientific, clinical, human -Improving instruction Principals, central 

relations, human resources, -Increasing teacher ' office supervisors, 
co llaborative/collegial satisfaction, expand ing school based , 
peer/coach/mentor alti stic, ,students understanding supervisors, 
interpretive of classroom events peer/coach mentor 

I 985-Presen Scientific, clinical, human -I mprov ing instruction School based 
relations, human resources -Increasing teacher' Supervisors 

collaborative/collegial , peer satisfaction -students' peer/coach 
coach /mentor class room events /mentor principals, 

central -{)ffice 
supervisors. 

2) Development of Supervision in Ethiopian .... 

Educational inspection was introduced into the educational system in Ethiopian about 35 years 

after the introduction of modern (western) type of education into the country. Although, available 
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resources do not agree on a specific year, there is evidence to believe the school inspection was 

for the first time introduced in the early thirties (Haileselassie 2007). Hence, supervision has been 

practiced in this country for long periods. However, its development was not quite sound. 

Besides, it seemed simply changing the terms supervision and inspection. With this in mind, the 

history of educational supervision! inspection had been passed through four periods. The 

following table briefly indicated the development of in different periods. 

Table 2: Development of through different Periods - Ethiopian Contexts 

Period 
Type of 

Purpose Persons Re supervision 
The first Administrative 1. Direct inspection through visits: collect and compi le Inspector 
period (1934 Inspection statistical data on number of students and teachers, 
-1954 E.C) number of classroom and class size and finally 

produce repOlts to be submitted to the Ministry of 
Education. 

2. Curriculum related tasks: allocation of suitab le text 
books; preparing and developing curricula for all grades. 

3. Staff recruitment: conducting rigorous 
examinations and interviews to recruit teachers. 

The Second Instructional The major preoccupation of supervisors had been Supervisor 
Period Supervision administrative. Activities such as teacher placements 

(1955-1973 and transfers, managing and coordinating national 
E.C) examinations; assisting education officers at various 

levels with administrative tasks. 
The Third Administrative Staff development through in-service training, Inspector 
Period Inspection establishment and strengthening of model schools 
(1974-1985 ( re-instituted) and planning instructions were put as duties of 
E.C) inspectors. However, 80% of inspectors' per-occupation 

was focused on administrative, financial, property and 
utility management. Processional help were more 
neglected and attention was given to administrative 
activities, 

The Fourth Democratic It is an educational program supervision and an Supervisor 
period (1986 Educational important aspect of educational management which 
E.C to date) Leadership envisaged as Democratic Educational Leadership. It seek 

the participation of all concerned in all spheres of the 
educational establishment in terms of decision-making, 
planning and development of objectives and teaching 
strategies in an effort to serve the 
beneficiaries(students) through the continuous 
improvement 
of the teaching learning process. 
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2.2 Supervisory Leadership Styles and Skills 
2.2.1 Concepts of Leadership 

As Lowery (1985:73), "a leader is a person who goes before, shows the way, and guides followers 

in the achievement of an objective." Lowery contends it as both a science and an art. It is a 

science in the sense that there are effective guidelines, principles, and techniques that can be 

learned and applied in leading people; it is an art because a person must use common sense and 

exhibit understanding and consideration of human behavior that is not found in guidelines and 

principles. 

2.2.2 Styles of Supervisory Leaderships 

The type of supervisor leadership might be exercised by supervisors are categorized under 

inspection, laissez faire, authoritarian! coercive, training and guidance and democratic. 

Inspection: Shukla (1983: 146) and Mohanty (1990: 179) indicated, inspection is simply a matter 

of inspecting the work of teachers and punishing the defaulters. It is not a concerted effort to help 

teachers to improve instruction. It can be treated as having been designed to determine whether 

teachers were doing what they are supposed to be doing. For this reason, teachers usually consider 

inspection as faultfinder, which brings supervisory efforts ineffective if it is exercised. Relation to 

this, a study by Grawue(200 I :40) pointed: 

Most supervisors retain a support junction. It is difficult jor a supervisor not to 
offer any advice upon identifYing weakness in a school. On the other hand, teachers 
do not necessarily appreciate the combination oj advice and control within the 
same officer. 

Supervision then expected to deal on supports than inspection. supporting this, Carrol et al (1998: 

153) pointed, "supervisory staff has to play the role of pedagogical activities, guides and supports 

of the functioning schools. The new concept of supervision lays stress on the need for the 

replacement of an individual teacher evaluation by support and assistance. Which mean less in 

control and enha,nce the supervisory supports." 

Laissez - faire: this type of supervision when one observed ignorant of his/her responsibilities. 

In this approach, little effort is made to help the teachers improve the instructional work or to 

develop any consensus among them in respect of philosophy or practice of education (Shukla, 

17 



1983:148). However, supervisors should be advised not exercise this kind of leadership style. 

Betts (1987) pointed, supervisors need to avoid negligence and assist schools before they fai l into 

problems. Further, being a leader of instruction they have to be temperamentally suited and far 

sighted for the tasks of solving problems to see potential ones before they arise and to take 

appropriate early actions. 

Authoritarian ICoercive: Mohanthy (1990: 180) discussed it as "an authoritarian concept, 

which attributes to some authority of omniscience necessary to make momentous decisions." 

Nobody ever questions the validity and feasibi lity of such decisions. Teachers are to carryon the 

orders and instruction of the coercive supervisor. Such supervisors find it easy to believe that the 

most effective means of making teachers to work is to compel them to teach scheduled subject 

matter on the stereotyped methods 

Training and Guidance: It is now increasingly recognized that true learning should be based 

on understanding, interests and active participation of learners, not on rote memorization, 

coercion and passive listening (Mohenty 1990: 180). Instead of trying to compel teachers to adopt 

certain methods, emphasis is laid on the teaching of teachers. Hence, supervision assumes the role 

of imparting in service education and training on the Job (ibid). Similarly, Shukla (1983:149) 

points out, the focus of supervision as training and guidance is improvement in the quality and 

competence of teachers. To implement activities related to training and guidance, supervisors 

need to be competent in confidentiality. Supporting this Betts (1987: 16) suggested that 

supervisors should be: 

... an outstanding member of the group who gets along easily with people and has 
above average competences, sets a high standard of performance for himself, 
keeps to it, and expects a similar performance from others mixes easily with 
people by understanding them and using, clear and constructive methods of 
handling everybody problem, recognizes his responsibilities and uses his 
authority in a fair and impartial manner. 

Supervision as Democratic Professional Leadership 

One should not be under the control of others but with mutual understanding. As Mohanthy 

(1990:181) discussed, democracy as "the ideal imply belief in common man, recognition of the 

dignity and worth of the individual, appreciation of the importance of individual differences as 

well as similarities and the assumption of authority by consent of the group." Mohanty further 
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, 
discussed, applied to supervision, democratic ideals do not allow the imposition of the will of the 

supervisor upon teachers who on the other hand cannot get their own way without helping to 

achieve goals commonly determined. Supervisors in this respect then expected to deal with 

teachers before reaching conclusion regarding matters of instruction. This in turn helps teachers to 

feel a sense of acceptance. Regarding this, Spear (1994: 47) pointed 

Hearing about the option before hand implies, of course, that people will have an 
opportunity to make their views known and will expect to have them taken into 
account, so that there is a real opportunity to modifY or change the final decision. 
Otherwise, outright autocracy leads to resentment and unwillingness to exercise 
initiative on the par of workers. 

2.2.3 Supervisory Leadership Skills 

1: Human Relation/Interpersonal Skills 

Human relation skills consist of the ability to understand the feeling of others and to interact with 

them positively for harmonious and peaceful environment of the working area. Attention has to be 

given for such skills, because it results success if good relation of supervisors and teachers 

achieved and causes failure if bad relation is attained (Lowery, 1985). From supervisory position, 

he further argued that it is in humanistic relations that the supervisor plays a key role in initiating 

people to work effectively and efficiently together. The supervisor as a leader must have a strong 

interest in and concern for the human welfare who work in the organization. 

For this reason, supervisors ought to have an understanding of the principles of humanism that 

best sweet them in day-to-day relationship with teachers. Dull (198\: 67) visualize humanism as 

"being genuine, caring, accepting, empathetic and trusting unselfishly committed to giving time 

energy, and talents to helping others." Thus, supervisors need to establish a worm, congenial , 

humane relationship with teachers and seeks to develop a social and educational climate that 

fosters excellence in all aspects of the school program. On the other hand developing educational 

and social climate only would not strengthen teachers-supervisors intimacy. Hence, supervisors 

have to lend ear for teachers' voice and give appropriate recognition. For this reason, teachers' 

performance will be enhanced. 
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In relation to this Eckles et al. (1983:93) indicated: 

Workers may have a better solution to a problem than the supervisor has. The 
supervisor should listen to suggestions, regardless of how rushed he or she may 
be. Listening provides workers with recognition. If the supervisor listens, workers 
will know that their ideas or suggestions are important. 

Regarding recognizing ones work Eckles et aI, on the other hand points, workers usually want to 

be recognized for the ability to do a job better. Nevertheless, if a supervisor neglect them and shut 

the door the loss in initiation and serious morale problem can develop (ibid). 

2. Conceptual Skills 

A conceptual skill involves the formulation of ideas, understand abstract relationship, develop 

ideas, and solve problems creatively. It is to mean that a supervisor has to be a resource person 

(Alen 1998). He has to have conception such as on policies proclamations and guidelines those 

different activities to be led. He/she has to be a creative person how to best perform tasks and 

tackle problems to facilitate situations. Thus, supervisors in this respect need to have conceptual 

skills for effective practices of supervision. Betts (1987: 17) pointed, 

A supervisor needs shrewdness, judgment, and acute mind with plenty of common 
sense quick witted, able to distinguish between major and minor problems, 
apportioning sufficient item to deal with each problem and understand clearly the 
many and varied written and spoken instructions and be able to pass on information 
clearly to a number of different types of subordinates. 

According to Ayalew (1991 :3-4) conceptual skill relates to the ability to integrate and coordinate 

the organizations activities. It concerns the ability to see the "total picture" how the different parts 

of the organization fit together and depend on each other, and how a change in one part of the 

organization can cause a change in another part. 

3. Technical Skills 

Technical skills include understanding and being able to perform effectively the specific process, 

practices, or teclmiques required of specific jobs in an organization. Supervisors need to have 

enough of these skills to see that their day to day operations are performed effectively (Mosley 

1985). To the same token, Allen (1998), contended this skill which involves processes or 

techniques knowledge and proficiency of a specific area. In the context of education, technical 
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skill refers know how and understanding of processes and techniques that enable teachers to 

perform a given task during the teaching learning process. For this reason, supervisors need to 

have competence regarding technical skill s. Betts (1983 : 17) stress the importance of this skill as: 

An inherent part of any supervisory job is technical competence. The supervisor 
needs a good knowledge of every operation or processes under his control to be 
able eliminate common faults, wastage and any dangerous practices. Practical and 
theoretical knowledge plus varied experience are essential to command, respect 
and help others. 

4. Skill in Leading Supervisor-Teacher Conference 

Supervisor-teachers conference helps both parties to have mutual understandings of a problem 

and suggest possible solution of it. This would be effective when conferences are non-threatening. 

Dull (1983) indicated, successful leadership in a conference will result in the resolution of the 

problem because human fee lings, attitudes, perceptions, and predispositions always influence 

interaction. Hence, the supervisor should have achievement all important points such as 

information about curriculum and instruction and child growth and development, the total school 

community and its resources and he/she has to be an expert in conference techniques (Dull 

1981 :163). 

Further, Dull described that leading conference has to be non-threatening to teachers and built a 

climate based on the principles of human relation. Teachers have to be encouraged to give their 

opinion free ly and teachers could find solution for instructional problems. Supervisors have to act 

as facilitators of the opportunity where teachers increased their professional learning through the 

conference and create conducive environment for teachers and supervisors to work together as a 

team members. 

2.3 Role of supervisors in Promoting Teachers' Professional Competences 

.2.3.1 Activities of Supervision 

The Concept of School Clustering L/ 

A cluster school is a grouping of 3-5 primary schools for administrative and educational purpose 

(ANRSEB: 2003: 15). It is an organization of schools in the same vicinity which are grouped 

together for the benefit of sharing resources such as teaching and learning materials, facilities and 
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staff so that the access for all children and the educational quality of all schools with in the cluster 

are improve(Dykstra' & Kucita, 2003). 

One school in each group is selected to serve as the cluster center. Under the leadership of the 

cluster center school, the teachers from each of the member schools meet to focus on improving 

efficiency, capacity building, and supervision, experience sharing, teacher motivation, plan 

monitoring and evaluation (ANREB, 2005:3). 

Purpose of School Clustering ~ 

School clustering is began when teacher centered methodology was challenged and learner 

centered methodology was being promoted and schools were seen as places where radical change 

should be implemented. Whilst pre-service training was adopted to promote the new 

methodology, it was also recognized that teachers in schools were experiencing difficulties that 

were preventing them from showing improvement in the delivery of education, quality and 

efficiency (Chikoko, 2004:24). 

On the other hand, opportunities might happen for teachers to loss their once acquired knowledge 

of the subject matter and skills needed to perform tasks and loss their interest towards teaching. 

Hence, cluster system was a key element in improving the overall performance through 

continuous professional development (ANRSEB 2005:4). Indicating the dynamic behavior of the 

teaching learning process, Teacher Education System Overhaul (TESO) (2003) guide line 

discussed the need of clustering in Ethiopia as, a system that facilitate situations in which new 

concepts, research findings and current classroom approaches and methods that teachers need to 

assimilate and implement during . classroom instructions could be introduced. Further TESO 

points, through the system, teachers will meet the opportunities that enable them to acquaint with 

recent and updated knowledge, skills, attitudes and professional competencies relevant to current 

teaching practices. 

2.3.1.1 Promoting Cluster-Based Supervision v 

Once schools are organized in cluster, th~y are expected to develop good relationship among them 

that led to solve various problems challenging at instructional level. Cluster primary school 

supervisors would provide the professional support that teachers and heads of the school need for 
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trying out new ideas in cluster schools. This support might be offered in the form of 

demonstrations, facilitations of action research, mentoring, guiding, counseling each school 

members to create situationally contexted supervision aiming teachers to neighboring schools 

(Ahmad 1998: 15). 

Further, Ahmed points cluster based supervision improves the quality of teaching by allowing 

teachers to share ideas and experiences, good teaching practices, lesson plans, examination 

questions and papers, teaching materials and resources at schools are therefore shared with other 

schools in the cluster. Moreover, teachers are no longer left to work in isolation, but become 

members of teams striving for common goals and supporting each other. Supporting this idea, 

Eckles et al.(l995 :1 88) pointed, people often enjoy and work best in groups. They like to work in 

teams and sometimes compete as one team against another. "A group effort may be more 

effective if it is on a competitive basis and if it is handled properly so as to prevent harmful side 

effects." Thus, cluster school supervisors, as a coordinator and advisor have to adapt these 

activities to meet the needs of individual schools. 

Moreover, Dean (1995: 186) indicated: 

Teachers learn through instruction with their professional environment. They form 
and develop a ji-ame of reference by which they judge their own professional activity 
and that of others. They acquire new knowledge and develop the skills to meet the 
tasks and situations they encounter. Hence, supervisors in this respect expected to 
work with member schools community to achieve cooperation. 

The ANRSEB (2005: 13), in its guideline for cluster school organization, indicate duties of 

supervision related to teachers' professional growth that has to be done by cluster school 

supervisors such as: monitoring and supporting appropriate curriculum delivery; developing the 

classroom instruction through field trips and extra curricular activities; __ and developing learner­

centered methodology, activity based lesson planning and continuous assessment. 

Moreover, are expected to create a conducive environment for experience sharing between cluster 

schools, conducting continuous assessment in all of satellite schools under the cluster and creating 

discussion on related issues to overcome difficulties in the teaching learning process and 

strengt~ening strong working relationships to maintain the quality of education(p.13). 
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In addition, to facilitate the implementation of supervision at cluster level TESO (2003) has 

recommended the following points . 

• :. A clear performance management plan should be developed in consultation with the head 

teacher and teacher of all the schools and built into the school's annual plan . 

• :. Appropriate documentation should be developed to record the purpose, evaluation and 

subsequent actions! follow up to a supervision visit. 

.:. Key teachers need to be selected and offered specific training in class observation and 

supervision skills that focus on providing positive feedback and develops critical self­

analysis of the teachers . 

• :. Clusters should encourage the practice of junior teachers observing senior teachers or key 

teachers and discussing what they learnt in a post observation interview. 

2.3.1.2 Promoting School-Based Supervision 

The idea refers supervisory activities to be carried out for the effectiveness of in-school 

supervision. Tasks regarding such supervision may be performed by teachers themselves when 

opportunities to under take joint planning, to observe each other's lessons, individual and group 

meetings, workshops, projects, study groups, coaching and team works are facilitated (Ahmad 

1988). Supervisors have to work effectively for effective implementation of the school­

supervision. They need to know how supervision at school level best be implemented, by whom it 

will carried out, its purpose and effect on the teaching learning process. Whatever, attempt made 

at cluster or any level out side the school regarding supervision, the attempt will be meaningless 

unless supervisory activities are strengthened at school level (Markos 2004: 108). 

Schools are the mission centers where the actual teaching learning takes place. Hence, making 

supervision a continuous responsibility at this level is crucial. Supervision within the school in 

addition to teachers, it can be delivered by school principals deputy principals, unit leaders, 

department heads and senior teachers. Clustered school supervisors then are expected to provide 

support service for those personnel to help teachers become smarter at professional judgments, 

not only about curriculum, students and pedagogy, but also about the structural in which their 

work is located (ANRSEB, 2005:29). 
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Further, the ANRSEB indicate that supervisors need to design capacity-building plan that will 

enable supportive workers and different school organizations or units to carryout their duties and 

responsibilities. Moreover, they have to encourage teachers within their own school to share their 

experiences of good methodology, continuous assessment, classroom organization, media 

preparation and personal life. They are expected also to work so as to create a conducive 

environment for experience sharing between directors, teachers and other staff members who have 

good working conditions individually, at a department level , club level or with in the whole 

school and other schools. 

Similarly, Glanze and Nevile(1997:138) indicated, the major reason for having supervisors is to 

enable school personnel observe the instructional process for each and every teacher or to teacher 

team and to assist teachers to improve learning by analyzing the teaching learning process and 

providing information on teaching alternatives and skills to enable teachers to change their 

instructional strategies. 

2.3.2 Activities of In-Service Trainings 

The Concept of In-Service Training 

The primary responsibility of schools is educating their own pupils. On the other hand for schools 

to do that better depends on the quality of its teacher, and that in turn depends on the quality of the 

in-service program deliver to teachers. Brown and Earley (1990) in Bush and West (1994:285), in 

service training of teachers in its most generalized level has been defined as a professional 

development activities engaged in order to educate children more effectively. Further, they 

remarked that in-service education is: 

. . . a generic term which encompasses the concepts of meeting the needs of 
professional role responsibilities at various career stages; and improving 
professional performance and capability. That is to mean in service education has to 
bring teachers fit on the teaching profession with different careers of development. 

Facilitating and fostering the effectiveness of in service professional development, programs have 

to be delivered at cluster and school levels continuously. Programs must also be facilitated locally 

and use, as a matter of central importance, teachers' own knowledge of their practice and the 

realities of their classrooms and schools (Knowles, 1978 in Lue 2004:7). 
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Rationale for In-Service Training 

Lue (2004:2-3) in her explanation of the reason of localizing in servIce teachers education 

discussed the following points: curriculum reforms that emphasize active learning; accompanying 

necessity of rapid and effective teacher change; career long on going teacher professional 

development viewed as a necessity to improve teacher quality and their fore educational quality; 

rapid expansion of student enrollments requiring much larger number of teachers and the 

necessary of finding ways to prepare and support relatively inexperienced or "unqualified" 

teachers; declining quality as a consequences of rapidly expanding quality of education in the 

absence of sufficient resources, and consequent necessity that governments to invest in increased 

teacher quality; 

Harries (1985:11) smartly discussed the importance of in-service as it is "education to school 

operation what good eating habits and a baanced diet are to human growth and vitality." 

2.3.2.1 Promoting Effective In-service Teachers' Trainings at Cluster level 

For many reasons as it has indicated above, implementation of in-service training at cluster level 

is one of the means to achieve professional development of teachers. Either the supervisor or any 

experienced teacher selected as a key teacher or teachers themselves can deliver the trainings to 

all teachers of the member satellite schools at the cluster center. Through the trainings, teachers of 

the cluster schools could share useful ideas and experiences, acquaint with new teaching 

methodologies and cUll'iculum innovations, develop mutual support and stand for common goals. 

To attain those activities, training programs have to be participatory. In addition, programs have 

to be supported by variety of teaching materials including printed materials or modules that have 

been developed to give basic information and provide suggestions for the guidance and 

facilitation of participatory session. Moreover, sharing of experiences and communal problem­

solving activities should be central to the training programs (Lue 2004) (Morant 1981: 128). 

In an attempt to achieve effective in-service education as much as possible, supervisors have to 

think and rethink what has to be done before any training program ready to be delivered. Because, 

it is an activity brining teachers acquaint with new concepts and skills helpful for the 

improvement oftheir capability. 
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Supporting the idea Dull (1981: 113) pointed. 

Well-designed and a well-executed staff development should leave an impact on 
teachers with learning becoming more exciting and significant for students. The staff 
development program should result in new teaching competencies and broader and 
deeper up-to-date knowledge of education and instructional skills. 

Cluster supervisors should consult every teacher either through questionnaire or holding meetings 

to establish not only their training needs, but also a data bank of those teachers with skills, 

knowledge and experience enable to support the work of other teachers (TESO 2003: 112). Further 

TESO indicate, supervisors have to look of the data base of training needs and begin to plan a 

manageable series of staff development opportunities for the teachers within their cluster 3 or 4 

per semester. They can look at data on available skills, knowledge and experience within their 

cluster and identify teachers who are able to train others. Supporting this, Dull (1981:113) 

contended, training programs should deal primarily with instructional problems and topics of most 

interest to teachers. Further, an effective way to ascertain teacher in-service education interests is 

for the supervisor to conduct an assessment survey of teachers' opinions. 

Allen (1998) on the other hand indicated, in order to make trainings effective, programs should 

align with organizational values, goals and objectives in order to be successful. Supervisors 

develop an effective training program by assessing training needs and designing training 

programs to meet those needs. 

2.3.2.2 Promoting School-Based In-Service Teachers Trainings 

Schools are the place where actual teaching learning process would be practical. Besides, 

designing and implementing trainings at cluster level attention has to be given by supervisors to 

promote experience sharing and problems solving activities at school level. In relation to this, 

TESO (2003:113) discussed schools, "where teachers work together on a daily basis and share 

their professional experiences, is the obvious places for the most effective staff development 

process to take place." 

School based in-service training usually focused on teaching staff development based on the 

consideration of student's learning, local needs of the individual teacher and the objectives of the 

school. As Hewto (1988) cited in Mon Yatsi (2006: 151) described, school based staff development 
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as a planned process of development which enhances the quality of pupil learning by identifying, 

clarifying and meeting the individual needs of staff within a context of the institution as a whole. 

Similarly, Monyatsi (1997) in Monyatsi (2006 :151) discussed school focused staff development 

as: 

"A process through which a school staff, identifies the school's strengths and 
shortcomings and utilizes such information as a basis for school improvement. The 
process is accomplished School or building level planning that is goal-directed, 
outcome focused and considerate of staff interests and needs and which is consistent 
whit the school system's strategic plan. 

In-service, education for staff development then should meaningful and have a positive impact in 

building teachers community. As Sergiovanni and Staratt(2002) this is to mean that, the in­

service program should create a professional community which: encourage teachers to reflect on 

their own practice; acknowledge that teachers have different rates and at any given time are more 

to learn something than others; acknowledge that teachers have different talents and interests; 

provide for collaborative learning among teachers 

In-service education at school level could also be achieved through variety of means such as 

conferences, workshops, seminars, facility meetings, study groups of various kinds, research and 

projects, visitation to other schools and classrooms, public services experimentation(Dull, 1981). 

When a teaching staff become competent through the practices the over all objectives will be 

achieved. Supporting this, Cunningham and Gresso (1993 : 150) in monyatsi (2006: 151) believed 

that: 

"The only way we're going to get from where we are to where we want to be is 
through staff development . .. when you talk about school improvement, you are 
talking about people improvement, .. . the school is the people, so when you talk 
about excellence or improvement, or progress, we are really focusing on the 
people who make up the building. " 

2.3.2.3 Strategy for In-Service Teachers' Training Programs 

Training is a task, which is promoted to increase productivity, to improve work result and to 

enhance quality. The presences of continuous and organized trainings are very useful to secure 

quality of education. Therefore, an implementing strategy and working modality to enable the 

concerned bodies to give well organized school-centered and cluster-based in-service training is 

vital (ANRSEB, 2005 :31). 
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AI Needs Assessment 

Refers the activities that can be undertaken to identify the actual interests of individual teacher 
and school milieu. Regarding its importance, Schmuck (1980) in Bush and West (1994: 293) 
pointed, "Many educational reform collapsed or been absorbed without effect mainly because of 
the limited attention given to the organizational context in which the reforms have been attempt." 
This reminds that when attempting to deliver in-service trainings first analysis of needs had to be 
carried out. Regarding, the way to assess the training needs, Dull (1981) indicated, one of 
assessing methods professional development need could be ascertain through joint efforts of 
supervisors and the teaching staff. 

B) Planning and implementing the in service program 

A supervisor has to follow formal procedures of planning in service training programs at cluster 
or school level. Planning process usually carried out after the selection of topics is completed. As 
Dull (1981) indicates, possible planning procedures have to be followed for effective in-service 
trainings. 

For this reason, the planning should begin with a consideration of objectives of the in-service 
program and in identifying the intended audience of the program. On the other hand, dates of 
the year and times of the day have to be desirable for the participants. Resources have to be 
selected to meet specific local needs. Finally, there should be formative and summative evolution 
activities for all in service development and implementation activities. 

2.4 Teachers' Professional Competences v 

2.4.1 The Concept of Professional Competence 
Provision of quality education at any level possibly effective when those people who have a direct 
involvement in the instructional process found competent and performing their duties effectively. 
This is true not only in the context of education but in any kinds of organizations. Monyatsi 
(2006: 156) contended that the development of human potential is so valuable to the success of 
any modern organization that investment towards that goal needs to be directed at identified and 
proven competences that led to superior performance':'He further pointed out; competence in this 
context refers to the skills, Knowledge, attitudes, traits or any individual characteristic that is 
critical to the effective performance of a job. 
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'similarly, the American Academy of Physician Assistants (2005) indicate that competence 

represents the totality of knowledge, skills, attributes, behaviors and attitudes (competencies), as 

well as the ability to orchestrate these competencies in to the full range of activities necessary for 

professional practice. 

2.4.2 Common Standard of Teachers' Professional Competencies 

The Concept of Competence Standards 

According to Mosley et al (1985: 386), "a standard is a unit of measurement that can serve as a 

reference point for evaluation of results, properly communicated and accepted by employees, 

standards become the bases for the supervisors control activities." 

In addition, Sergiovanni and Staratt (2005: 175) discussed, "standards as they are frameworks 

help define what is good practice, help show how indicators of good practice related to each 

others, help teaches and supervisor to talk about the indicators of good practice in meaningful 

ways, and help teachers use the indicators of good practice to study their own teaching." 

From what has been discussed, teachers' competence is the characteristics or standards regarding 

knowledge, skills and interests that teachers' expected to posses to perform a given task of the 

profession. Thus, some of them can drive from competences such as proficiencies in subject 

matters, content and methodology; competent pedagogically, competent in cooperating with 

people, competent with respect to reflection and development etc. Some of these are discussed as 

follows: 

1. Competent with the Subject Matter (Content) and Methodology 

Davidson (2005) indicates, concerning subject matter and methodology, teachers are expected to 

know the contents appropriate to their teaching specialty and relevant application of these 

contents. In addition, they have to know their subjects considerably beyond the content they are 

expected to teach. 

2. Pedagogically Competent 

A pedagogically competent teacher offers the students a safe learning and working environment, 

where they find their hold and a structure to social, emotional and moral development (Swachten, 

2006). Sergiovanni and Starrat (2002: 193) pointed that, "teachers are responsible for managing 
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and monitoring students learning. Further, they pointed that teachers have to create, enrich, 

maintain and alter instructional settings to capture and sustain the interest of their students." 

Supervisors can help teachers possibly through holding conferences with groups of teachers after 

classroom visits. Individual conferencing may not effective and as the number of teachers and 

sections even ina single school is very large. In relation to this, Sergiovanni and Starrat (2002:4) 

noted: 

Supervisors are challenged to sit down with individual teacher after each 

individual teacher to discuss specific teaching skills. but more so with groups of 

teachers to discuss which students are learning at the required levels and which are 

not and to develop and design new ways to foster the required learning. 

Similarly Davidson (2005) discussed pedagogical skills as: 

a) Effective teaching practice: Integrate interdisciplinary learning expenences and multiple 

teaching and learning strategies to engage students in active learning that allow students to 

integrate knowledge, skills and methods of inquiry from several subject areas. 

b) Effective classroom management: Exercise leadership by taking personal responsibility for 

the progress of all students and maximize efficiency, mention discipline and morel, promote 

teamwork, plan, communicate uses on results, evaluate progress, and make constant adjustments. 

c) Effective assessment: Teachers use a variety of methods to assess what students have learned. 

They Use formal tests, responses to quizzes, evolution of class shipments, students performance 

and projects and standardized achievement tests to understand what students know. Further, 

MOE(2003:9) indicating the purpose of assessment is to enable teachers give timely and 

constructive feedback to students. Boston (2002) with similar view indicated, when teachers are 

helped to know how students are preparing and where they are having trouble by utilizing 

different assessment mechanisms, they can use this information to make necessary instructional 

adjustments, such as reteaching, trying alternative instructional approaches, or offering more 

opportunities for practice. 

On the other hand, teachers required to inform parents regarding students performances. Because 

teachers are expected to encourage the parents of their students to participate in their child's 
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learning process. If so teachers will continue to set and correct homework, evaluates student 

progress and discusses results with students, parents and other teachers (On line). 

d) Diversified instruction: Teaches plan instruction that is appropriate for a diverse student 

popUlation, including students with special needs. Develop short and long-rnage plan for 

instruction, reflect understanding of how students learn, and allow for student who learn at a faster 

or slower pace than others to be successful and engaged in learning. 

3. Competent in Professional Development and Ethics 

Teaches meet high ethical standards of practice and engage in professional development activities. 

They keep the needs of students at the center of professional thought and action and recognize 

that life-long learning is as integral part of their profession. Similarly, Darling-Hammond arid 

Mclaughlin (1995) in Wanzare and Costa (2000) pointed, supervisory activities regarding 

professional development has to be enable teachers to become sources of knowledge for one 

another and to learn the important roles of "colleague" and "learner". 

Further, as Wood and Thompson (1993) and Darling Hammond and Mclaughlin (1995) in 

Wanzare and Costa (2000) contended, professional learning provide venus for developing and 

engaging in practice-based research to be carried out collaboratively by teachers and supervisors. 

This in turn could be effective when planning and administration of effective professional 

development programs grounded by research and best practice of the teaching learning process. 

4. Competent in understanding policies and curriculum issues 

Dull (1981) in his di scussion of supervisors ' working activities regarding curriculum development 

indicated, one of supervisors duties was referred ensuring the practices of any extended school 

programs to be coordinated with those offered in the regular classroom. Further, as ANRSEB 

(2005:33) stated, teachers and supervisors required to make their schools more effective in 

integrating the curriculum to make it appropriate to the environment and the promotion of good 

citizens. These could be practical of course through extended programs of schools. 

MOE (1994:64) stressed, in order to achieve proper implementation of ETP; teachers need to be 

well informed about its concepts. Without achiving, teachers' commitment, effective 

implementation of the policy will not be succeeded. 

32 



Markos (2004: lID) points that supervisory activities, referred selecting and organizing teaching 

materials (Textbooks, teaching aids) and making them available for use by teachers. Supervisors' 

effort in this respect would be focused on showing the direction how to select or prepare relevant 

teaching materials. Supporting this, Dull (\ 981) indicated, supervisors working activities include, 

helping teachers to prepare instructional materials not otherwise available. Further, he discussed 

that supervisors need to provide leadership over the evaluation and utilization of various 

instructional materials. 

ANRSEB (2005 :31) indicated, one of the work performance-reference of schools to be considered 

by supervisors is the curriculum should be implemented based on the environmental situations, 

and there should be continuous curriculum evolution and feedback have to be given to higher 

educational bodies. 

5. Competent in Community and School Collaboration 

Davidson (2005) discussed that, competent teaches work collaboratively with colleagues, 

families, and he community to suppOli the learning environment. They reach out beyond the 

school to promote trust and understanding to build partnerships with all segments of the school 

community involvement in the educing of children. 

2.4.3 The Ethiopian Teachers' Competence Packages 

The Ethiopian Federal Democratic Republic Government has given priority to education of 

teachers considering it as fundamental in the process of providing quality education for the 

citizens. Hence, teachers should get the chance of education and trainings so as to play their role 

in quality assurance to all pupils (National Teachers' Professional Competence Standards 

Package, 1999 E.C: I). 

Taking into account this reality, MOE in recent years made a research with a topic "The Quality 

and Effectiveness of Teacher Education System in Ethiopia." Based on the findings and the 

suggestions recommended by the research, the paradigm shift of teachers education practice 

"TESO" became practical. 

Following the change, in Institute of Teachers Trainings, the new "TESO" program has been 

practical. In order to sustain this training program, MOE has prepared teachers professional 
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competences standards that they obliged to meet them in a continuous learning at different careers 

through their life of the teaching profession (p: I). 

Based on this fundamental conception, MOE had prepared the following five basic teaching 

profession standards. 

I) Facilitating Students Learning 

2) Assessing and Reporting Students Learning Outcomes 

3) Engaging in Professional Learning 

4) Mastery in Education and Training Policy, Curriculum and other Program initiatives 

5) Forming Partnership with the School community 

The five professional competences reflect the main responsibilities that all teachers expected to 

practice in their teaching life. In addition, the competences have interrelationship among them and 

take significant position in promoting teachers' effectiveness. Therefore, to be competent, 

teachers are imagined to practice the above mentioned competencies in any activities of the 

teaching profession (NTPCSP, 1999 E.C:7-11).Each of them discussed as follows: 

Competence 1: Facilitating Students' Learning 

Reflect complex teaching learning activities that describe practices such as teachers' effort in 

planning, enriching and implementing activities that support the attainment of quality education. 

Therefore, teachers are expected to plan relevant teaching learning activities that enable pupils to 

participate actively in the teaching learning processes. Further, they have to apply various 

teaching methods considering individual and group students' interests. Lead the teaching learning 

process using relevant materials and technologies are also the task of teachers in facilitating 

students learning. 

Competence 2: Assessing and Reporting Students' Learning Outcome 

Assessing and reporting students learning is the second teachers' professional competence that 

discuss how teachers follow, assess and record students learning outcomes. 

Teachers in this competence need to assure that the evaluation system of students' performance is 

in continuous process. In order to give the chance for students to show various learning 
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outcomes, teachers are expected to evaluate students' performance through different evaluation 

mechanisms. 

Competence 3: Engaging in Professional Learning 

This professional competence indicates how teachers organize, lead and record their own 

professional learning. Further, it points out teachers' contribution for their colleagues' 

professional growth. For this reason, teachers are expected to participate in identifying and 

planning processes of their own professional learning interests and participate in continuous 

learnings either formally or informally. 

Competence 4: Mastery in ETP, Curriculum and other Program Developments 

Reflect how teachers participate in curriculum development, implementation and evaluation 

activities in respect to their school. Teachers are expected to participate in group activities that 

focus on designing, and implementing different curricular activities that are helpful for the 

success of students' learning. In addition, they are expected to enhance their conception of the 

Education and Training Policy and other relevant materials. 

Competence 5: Forming Partnership with the School Community 

Reflect the activities how teachers build and keep a cooperative and collaborative sprit with 

students, colleagues, parents and other concerned bodies. Teachers should respect students and 

address their interests appropriately. Besides, they have to consider themselves and others as team 

members who work for common goal. Further, they need to create cooperation with parents as 

well as the community in which the school found i.e to facilitate students learning. 

To sum up, the center of attention in assisting teachers ought to be in improving teachers' 

competences. Supervisory role in this regard, serving as a catalyst in facilitating the process of 

bringing teachers effective, always it has to focus on effective practices and base the competence 

standards as a bench mark in leading towards realizing teachers proficiency and students better 

learning. 
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CHAPTER THREE 

3. THE RESEARCH DESIGN AND METHODOLOGY 

The fo'cus of this study was to explore current status of cluster primary school supervisors in 

promoting teachers ' professional competences in west Gojjam Zone. Hence, a large number of 

respondents were involved. For this reason, the researcher utilized the quantitative way 

(approach) of researching the issue. Specifically a descriptive survey design was employed. A 

descriptive survey design permits a researcher to gather information or opinion from a large 

sample of respondents quickly and inexpensively (Ary et. al 2002). Moreover, Creswell (2003) 

pointed, survey design provides a quantitative or numeric description of trends, attitudes, or 

opinions of a population by studying a sample of that population. A qualitative approach was also 

used to supplement or to get in depth understanding of the supervisory practices. 

Based on this, the present study was carried out in four stages. The first was including proposal 

development, review of related literature, development of tools of data collection and selection of 

samples. The second phase was the administration of instruments and collection of data. In the 

third stage, data organization (editing, classifying, and tabulating the information), analysis and 

interpretation were accomplished. In the fourth, draft report writing, provision of feedback to the 

draft and finali zation of the draft activities were performed. 

3.1 Data Source, Population and Sampling 

The sources of data for this study were primary school teachers, prirlcipals, cluster primary school 

supervisors, WEO and ZED experts of West Gojjam Administration Zone. As it has indicated in 

the delimitation, the study was restricted only in some Woredas of the zone. There are about 

fourteen Woredas under the administrative zone. For the purpose of fair distribution of sampling, 

the fourteen Woredas were categorized into three groups as follows: 

1. Woredas that are found around the Zone Administrative Office !Norihern areal relatively 

with experienced teachers and facilities; 

2. Woredas that are found relatively far from the Zone Administrative Officel Southern areal 

moderately with experienced teachers and facilities; 
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3. Woredas found In remote areas with inexperienced teachers and relatively with poor 

facilities. 

From each category, one third of the Woredas were selected using simple random sampling. 

Therefore, among the six northern two, among the five southern again two and from the three 

remotes one, totally five Woredas were selected as representatives. 

The number of teachers population being large in size it was difficult to access all the lists easily. 

The data gained from West Gojam Zone Education Department indicated there are about 7,198 

teachers then taking even the list percent(10%) will made the sample size difficult to be 

managed. Besides, the geographic distribution of clusters and schools under the study are 

scattered, selecting sample cluster centers, schools and teachers were carried out using cluster or 

multistage sampling. In line with this, from 56 cluster center under the sample Woredas 18 

clusters, among the total number of 85 schools under the sample clusters 28 schools, from 802 

teachers under sample schools 267 teachers had been selected as samples of the study. 

On the other hand, distribution of schools for each sample clusters and distribution of teachers for 

each school were carried out using stratified sampling techniques. However, sample schools from 

each cluster and sample teachers from each school were selected using simple random sampling 

techniques. 

Selecting sample clusters and schools were made by considering geographical locations (urban 

and rural). Selection of teachers on the other hand, considered teachers qualification (diploma 5-8 

and certificate 1-4 grade levels) . Total 28 principals of the sample primary schools and 18 cluster 

primary school supervisors were taken, believing they are important for the study. Ten WEOEs 2 

from each Woreda inspection and formal education desks, one from each desk were selected using 

random sampling for interviewing. Two from the ZEDEs were also selected for interviewing 

randomly. Eight supervisors on the other hand were selected among the 18 sample supervisors 

randomly for interviewing purpose. 

For the purpose of the FGD, 50 teachers 10 from each Woreda (excluding the 267 questionnaire 

respondents) were selected from two randomly selected schools (5 from each) under the sample 

clusters of the study. Hence, the samples of teacher participants in each FGD were 5 in number. 
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Ten Principals of the FGD targeted schools who were responded for the questionnaire were 

included in the FGD purposefully. Hence, the number ofFGD participants were 60. 

Table 3: Determined number of respolldents and their distributioll 

Woreda Zone 
Respondents Vilma 

Mecha 
Jabi 

Dembecha 
Dega WI Total 

Densa Tehinan Damot Gojjam 
ZED Experts - - - - - 2 2 
WEO expert 2 2 2 2 2 - 10 
Supervisors 4 4 4 3 3 - 18 
Principals 6 6 6 5 5 - 28 
Teachers' of questionnaire r 65 56 62 45 39 - 267 
Teachers ' of FGD 10 10 10 10 10 - 50 
Participants 

Total 87 78 84 6S S9 2 37S 

See a lso appendix - H 

3. 2 Tools of data collection 

3.2.1 Questionnaire 
oIC/" 

Questionnaire was used commonly to gather data for descriptive survey. In order to gather the 

appropriate information about current practice of cluster primary school supervisors of West 

Gojjam Zone, questionnaire were set for teachers, principals and supervisors, in light of the 

literature reviewed. All of the questionnaires were first developed in English, later translated to 

Amharic in order to meet the language level of the respondents and better clarity. 

Fifty-one 5-point likert scale items were prepared for respondents. Because, it helps the researcher , 
to know respondents' feelings or attitudes. On the other hand, re~pondents will be provided with 

options to indicate how closely their feelings match the question or statement (Waddington, 

2000). In addition, it helps the respondents to choose one option from tr.e given scales that best 

aligns with their views (on line). The first 44 items were to be responded by all three groups of 

respondents. The rest 7 items, which were developed for the extent of supervisory practices, were 

to be answered by teachers additionally (see appendix- A). 

Pilot Test 

The researcher validates the instrument that was developed for data collection as follows: before 

the actual data collection was started, the instrument developed was given to two of my classmate 

to get valuable comments and criticism gained, I made the necessary modifications. Then I gave 
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the modified research tool to my thesis advisor for evaluation. Then the instrument was tried out 

in Bahir Dar Zuria, which is one of the Woredas of the Administrative Zone under the study. 

The total number of the participants in the tryout study was 28 teachers. After administering the 

instrument, some participants were asked for feedback. Hence, modification again was made on 

five items of the instrument, according to the suggestions and clues that were obtained from both 

the evaluator and the field-testing. The amendments were made for two leadership styles and 

skills for one cluster based supervision and two for cluster and school-based in-service training 

type of the questionnaire. 

The reliability of the instrument was tested by cronbach alpha method and the computed 

reliability of the instrument was 0.86. Thus, the instrument was found valuable to collect the data 

for the main study and hence, it was administered as scheduled. 

Procedures of Data Collection 

First, I made a face to face contact with head of Western Gojjam Zone Education Department to 

make clear the purpose of the study and get letters to the sample Woredas Education offices. 

Then, I went to each Woreda Education Office for similar discussion and access of information 

that are important to collect the data from the sample schools teachers and principals as well as 

from supervisors of cluster schools. Next, I moved to the sample clusters and schools but able to 

reach only 26 sample schools to dispatch the questionnaire and collect the data. Questionnaire of 

the rest two schools teachers and principals were distributed and collected by the help of the 

Woreda education office experts. 

I also made a face-to-face contact with 14 cluster primary school supervisors for questionnaire to 

be filled. QuestiOlmaire of the rest 4 supervisors ' was reached and filled by the help of cluster 

school centers principals. Hence, the questionnaire was dispatch for 267 teachers, 28 principals 

and 18 supervisors. However, 9 teachers were not returned the questionnaire paper and made the 

number of teacher respondents to be 258. Finally, the data were collected from February 11 to 

March 6, 2008. 

39 



(" 

3.2.2 Interviews 

The purpose of the interview was to collect more supplementary opinion, so as to stabilize the 

questionnaire responses. With this in mind, the researcher initiated the interviewees with 5 semi­

structured interview items, which were related to supervisory practices. (see appendix-C-I). 

Hence, detailed interview was conducted with ten WEO and two ZED experts. Similarly, 5 semi­

structured interview items were prepared for eight cluster primary school supervisors and the 

interview was held accordingly(see appendix-C-2). The reason behind the semi-structured 

interview items was the advantages of flexibility in which new questions could be forwarded 

during the interview based on the responses of the interviewee. Therefore, the interview flows 

more like a conversation. 

The process of interview was conducted in Amharic language and supported by audio-equipments 

(tape recorders) in order to minimize audio loses of information and to preserve the events in the 

fair authentic nature. The interviewed people were informed that the recorded data would be kept 

confidential. The recorded data were first categorized based on similarities of responses and then 

transcribed into English language. 

3.2.3 Focused Group Discussion 

This data gathering technique was employed to strengthen the information that could be obtaining 

by the questiorUlaire. Two schools from each Woreda sample cluster centers were selected 

randomly. Six semi-structure items were prepared for the participants to discuss (see appendix-E). 

The discussions were in Amharic language and were recorded using audio tape recorder. The 

participants were informed that the recorded data would be kept confidential. The recorded 

Amharic data were first categorized in line with the questionnaire and then transcribed in to 

English language. 

3.3 Methods of Data Analysis 

The study was collected both a quantitative and qualitative data from teachers, principals, 

supervisors, WEOEs and ZEDEs. For the respondents percentage method was employed to 

identify their characteristics. To answer the basic questions of the study appropriate data analysis 

were applied. Thus, mainly percentage, mean and t-test at P<0.05 level were used. As they were 

40 



(. 

(. 

closed ended, the responses of the questionnaires were first collected, tallied and tabulated. The 

interpretation was made using the above-mentioned statistical methods. Percentage was used to 

interpret the leading questions 1, 2 and 4 in terms of the highest percentage obtained from the 

data. The mean value was applied to interpret the leading questions 3 and 5 in terms of the 

weighted mean value. The t-test was also applied in addition to interpret leading question 4 so as 

to test whether there was any significant difference happened in responses of teachers, principals 

and supervisors. SPSS computer program was served to compute the t-test value. On the other 

hand, for better analysis the 5 ranks of responses of the questionnaires were made to be 

categorized in to three scales (Disagree, partially Agree and Agree). Mean scores interpretations 

in table 12-15 and table 21 was based on the weighted mean taking 2 as an average mean. 

Finally, the perceptions and opinions information collected through interview and FGD were 

categorized and discussed in line with the closed ended questionnaires. 
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CHAPTER FOUR 

4. Presentation and Analysis of the Data 

4.1 Profiles of Respondents 

The major categories of participants involved in this study were teachers ', principals and 

supervisors in west Gojjam Administrative Zone, In the questionnaire, the three groups of 

respondents who were considered relevant as main sources of information, were requested to 

provide information on their personal profiles (see appendix- A). The details of their profiles are 

given in table 4,5 and 6 below, 

Table 4: Profiles of Teachers by Sex, Age and Experience 

No Items Teachers' Responses 
No % 

I Sex:a) Male 134 51.9 
b) Female 124 48.1 

Total 258 100 
2 Age:a) 18-22 35 13.6 

b) 23-27 121 46,9 
c 28-32 40 155 
d 33-37 17 6.5 
e 38-42 18 7.0 
f) 43 and above 27 10.5 

Total 258 100 
3 Experience:a) 1-5 139 53 ,9 

b) 6-10 43 16.6 
c) 11-1 5 23 8.9 

d) 16-20 10 3.9 
e)2 1-25 24 9.3 
f) 26-30 15 5.8 

g) 3 I and above 4 1.6 
Total 258 100 

4 Educational level 
a) certificate 149 57.8 
b) Diploma 109 42.2 

Total 258 100 

As shown in table 4, the number of teachers participated in the study was 134 (51.9%) males and 

124 (48.1 %) females. This shows that the participation of both sexes found to be propOliionaL 

The majority of teachers 121 (46,9%) fa ll in the category of23-27. 40(15 .5%) were between the 

age group of 28-32, The data indicate that a large percentage of teachers were found in the young 
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ages. Possibly, who are trained in the new education and training policy of the pre-service 

education and contribute for the success of supervisory tasks. In relation to teaching experience, 

139 (53.8%) of teachers found in between the category of 1-5 years. 43 (16.6%) of them were in 

between 6-10. This shows the majority of teachers were found inexperienced seeking supervisory 

support to fit with the instructional process. 

Regarding educational level 149(57.8%) of them were certificate teachers and 109 (42.2%) were 

diploma holders. This shows that the number of teachers in both level found to be relatively 

proportional. However, the number of certificate teachers seems greater than diploma holders. 

This is because certificate teachers are large in number in reality. 

Table 5: Profiles of Principals by Sex, Age and Experience 

No Items Principals' Responses 
No % 

I Sex:a) Male 25 89.3 
b) Female 3 10.7 

Total 28 100 
2 Age:a) 18-22 - -

b) 23-27 10 35.7 
c) 28-32 5 17.8 
d) 33-37 4 14.3 
e) 38-42 4 14.3 
f) 43- above 5 17.8 

Total 28 100 
3 Experience:a) 1-5 10 35.7 

b) 6-10 8 28.5 
c) 11-1 5 2 7.2 
d) 16-20 I 3.6 
e) 21-25 3 10.7 
f) 26-30 3 10.7 
g) 31 - above I 3.6 

Total 28 100 
4 Educational level: 

a) certificate 13 46.4 
b) Diploma 15 53.6 

Total 28 100 

As can be seen from tab le 5 above, regarding the ratio of sex, female principals (10.7%) found 

very low. Hence, female teachers should be encouraged to be a leader and be a model for female 

students especially in rmal schools with challenging social and cultmal problems. Regarding age 

wise, most of the principals 35 .7% were young. Concerning the experiences, most of the 

principals fall in the category of 1-5 years who need much supervisory supports. Most of the 
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sample schools were found with grade level 1-8 (see appendix-H) but as indicated in the above 

table 46.4% of the schools are led by certificate holders. Hence, they need supervisory supports. 

Table 6: Profiles of Supervisors By Sex, Age and Experience 

No Items Supervisors' Responses 
No % 

I Sex:a) Male 17 94.4 
b) Female I 5.6 

Total 18 100 
2 Age:a) 18-22 . -

b) 23-27 3 16.7 
c)28-32 2 I 1.1 
d) 33-37 6 33.3 
e) 38-42 4 22.2 
f) 43 and above 3 16.7 

Total 18 100 
3 Experience:a) 1-5 - -

b)6-IO 7 38.9 
c) 11-15 2 11.1 
d) 16-20 4 22.2 
e) 2 1-25 4 22.2 
f) 26-30 I 5.6 
g) 3 I-above - -

Total 18 100 
4 Educational level: 

a) cert ificate - -
b) Diploma 18 100 

Total 18 100 

Supervisors' assignment at cluster school level, as it has indicated in the literature, it is a recent 

trend. Hence, all the supervisors are supposed to be inexperienced. However, from the above table 

regarding the total experience, the majority of those (38.9%) were found in the range of 6-10 

years. Thus, it is possible to say they are experienced. As shown in the above table all, the 

supervisors are diploma holders. It could be encouraged from the reality of this country. The 

proportion of male and female supervisors as shown in table 5, there is with great disparity. Thus, 

female teachers should be encouraged to be supervisor. 
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4.2 Supervisory Leadership Styles and Skills that Supervisors 

Practicing 
4.2.1 Leadership Styles 

Leadership is a dynamic relationship based on mutual influence and common purpose between 

leaders and collaborators in which both are moved to higher levels of motivation and moral 

development as they affect real, intended change (Kevin and Jackie 1996:298 in Allen 1998). 

Supervisory leadership then has to focused on improving teachers' capacity to bring effective 

instructional changes. Thus, to investigate the practices of supervisors whether they are exercising 

inspection, laissez-faire, authoritative or democratic styles of leadership teachers, principals and 

supervisors were asked to forward their experiences. The data obtained and the results are 

summarized in table 7 below. 

Table 7: Supervisory Leadership Style Exercised by Supervisors 

Options 
Teachers Principa ls Supervisors 

No Leadership Styles 
N % N % N % 

I Controlling the work of teachers. Disagree 49 19.0 5 17.9 12 66.7 
Partially 67 26.0 3 10.7 5 27.7 
Agree 
Agree 142 55 .0 20 71.4 1 5.6 

Total 258 100 28 100 18 100 
2 Leave teachers with problems of Disagree 78 30.2 6 2 1.4 14 77.8 

the instructional process Partia lly 
52 20.2 8 28.6 4 22.2 

Aoree 
Agree 128 49.6 14 50.0 - -

Total 258 100 28 100 18 100 
3 Consider oneself as he/she knows Disagree 125 48.4 2 1 75 .0 16 88.8 

every thing to decide on issues. Partially 
49 19.0 3 10.7 I 5.6 

Agree 
Agree 84 32.6 4 14.3 1 5.6 

Total 258 100 28 100 18 100 
4 Lacks confidence and firmness. Disagree 72 27.9 4 14.3 12 66.7 

Partially 
39 15.1 7 25 .0 6 33.3 

Agree 
Agree 147 57.0 17 60.7 - -

Total 258 100 28 100 18 100 

Supervisory practices supposed to be focus on activities that enable teachers to achieve better 

performance of instructional tasks. With regard to this, respondents were asked whether 

supervisors' experiences were controll ing or assisting teachers. Accordingly, 142(55.0%) of 
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teachers and 20(71.4%) of principals reported their agreement that implied supervisors practice 

were more of controlling teachers. Whereas, 12(66.7%) of supervisors, on the other hand, 

revealed their disagreement that indicated emphasis were given to assisting teachers. 

To counter check the FGD, which was held with teachers and principals, indicated that 

supervisors usually observed when checking performances of teachers concerning instructional 

activities. Some of the participants perceived this activity as a prerequisite for support delivery. 

Further, they contended that supervisors exercised inspection; it was due to the interest of the 

WEO, which forced them to practice it out of their duties and responsibilities. Nevertheless, in 

contrast, the majority of FGD participants confirmed, whenever supervisors came to school, it is 

usual to ask what has been done and what was missing. Further, they claimed that if it was a 

prerequisite, supervisory supports were to be followed it. 

The interviewed supervisors and WEOEs, strengthening this assumption, reported that the 

realities for instance, number of schools under each supervisor and currently tasks given from the 

Woreda Education Offices invited them to practice activities of inspection. However, the WEOEs 

were requested to enlighten the number of schools under individual supervisor. Then, almost all 

replied 8-12 schools on average which includes satellite and alternative basic education units. 

Most of the interviewed supervisors, supporting this idea on the other hand claimed that due to the 

number of schools to be covered and the desire to reach all, inspection was found easy and 

exercised because it takes time not as supervision. 

From the data observed above, despite the reasons indicated by the interviewed WEOEs and 

supervisors, it is possible to say that cluster primary school supervisors of West Gojjam were 

found exercising inspectorial tasks out of their duties that possibly cause supervisory practices to 

be hampered. However, the ANRSEB (2003 :5) pointed that supervision and inspection have their 

own line and led by separate departments from the regional office to the Woreda level. Hence, it 

was mandatory for supervisors to deal on supporting teachers than inspection. Moreover, it is 

difficult for supervisors to exercise both tasks without specified responsibilities. This in turn 

possibly made teachers to develop hatred towards supervision. Supporting this, in Botswana and 

Namibia, a study carried out by Grauwe (200 I) revealed that teachers do not necessarily 

appreciate the combination of advice and control within the same officer. 
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Moreover, stabilizing the reason why supervisors developed into ineffectiveness in supporting 

teachers, Grauwe in his finding indicated that the burden of administrative duties makes it 

difficult for supervisors fully to concentrate on their core tasks. Here we can say that the ideas of 

FGD participants and interviewed WEOEs were in line with the reason of controlling. Further, 

Carrol et al (1998: 153) pointed, "Supervisory staff has to play the role of pedagogical activities, 

guides and supports of the functioning schools. Which mean less in control and enhance the 

supervisory supports." 

The respondents of the study were also asked regarding supervisors effort whether it was 

facilitated situations or left teachers with instructional problems. Then, 128 (57.4%) of teachers 

and 14 (50.0%) of principals' reported their agreement that indicated supervisors found to be 

negligent of teachers. Whereas, 14(77.8%) of supervisors reported their disagreement that implied 

supervisors were employed their efforts. 

The data obtained from the FGD, supporting teachers and principals Views, contended that 

supervisors seldom came to school but return without holding meetings with teachers. For this 

reason, said the FGD participants, opportunities were few in number to discuss about problems of 

instruction and find solutions accordingly. The interviewed data obtained from the WEOEs with 

similar perception depicted that supervisors were not shouldering their tasks as expected. Rather, 

they were observed seeking supports form the Woreda Education Officers even for tasks, which 

might not beyond their abilities. Officers of the ZED in their interview also disclosed that the 

widely perceived problem on supervisors were ignorant of their responsibilities. Further, they 

contended that, supervisors were facing difficulties in identifying what was to be done during 

their day-to-day activities. As one of the ZED interviewed expelt indicated: 

Some of the supervisors were trained recently with specific tasks to be 
implemented. However, they were found with poor performances as it has 
confirmed during the foregoing quarter year field visits carried out by the Zone 
Education Department experts(Huluneh, 04-03-2008). 

Therefore, from the above data, it is possible to say that supervisors were found exerclsmg 

leadership style, which tends to be laissez-fair and perhaps unaccepted in supervision of teachers. 

From the literature, criticizing such practices, MOE (1994 E.C) indicated, the Woreda education 

office experts in the past decades who were performing supervisory tasks, seldom went to 

schools; they do nothing except collecting information from the hands of school principals. Thus, 
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one can possibly suggest that such practices are still there even though they are not worse as the 

previous ones. In contrast to this, Betts (1987) pointed, supervisors need to avoid negligence and 

assist teachers before they fail into problems. Further, being a leader of instruction they have to be 

temperamentally suited and far sighted for the tasks of solving problems to see potential ones 

before they arise and to take appropriate early actions. 

Respondents were also asked whether supervisors considered themselves as he/she know every 

thing and decide on issue without consulting teachers. Large number 125 (48.4%) of teachers, and 

21 (75.0%) of principals as well as most 16(88.9%) of supervisors reported their disagreement 

that indicated, supervisors practices was encouraging. 

The findings above demonstrated that no supervisors consider him/herself as a boss to decide on 

issues without reaching common consensus with teachers. With similar view, the data from the 

FGD and interviewed people depicted, supervisors usually reflect good behaviors whenever they 

are together with teachers. Hence, such practices possibly make teachers to assume as they have 

the chance to make their feelings open and participate on decisions. In addition, they would not be 

new for that decision but be part of it for the practicality. Supporting this, Spear (1994:47) 

pointed, "people are more likely to accept a decision than if they only hear about the decision 

after it has been taken." 

On the other hand, effective supervisory tasks possibly be achieved, when supervisors found 

aware and confident about the nature of those tasks. With regard to this, respondents were 

requested whether supervisors felt confidential during supporting teachers. As the majority 

147(57.0) of teachers and 17(60%) of principals reported, supervisors were found deficient of 

these competences. Apart this, the majority of supervisors 12(66.7%) reported their agreement 

indicating, supervisors were assisting teachers with confidence. 

The data obtained from the FGD, stabilize teachers and principals perceptions. For instance, one 

of teachers' participants argued: 

Whenever we are in staff-meetings, issues usually rose by teachers, and when they 
seemed challenging supervisors usually begin to condemn others such as the 
Woreda Education Officers made teachers and supervisors to be loaded rather than 
arguing the matter to convince teachers (Shitahun, 22-02-2008). 

In relation to this, as observed in the above table and depicted by most of the respondents, 

supervisors were supposed to be unaware of instructional problems. The reason could be 
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deficiencies of the power or confidence to stand by their own efforts and tackle the troubles. 

However, one of the fundamental qualities of supervisors is to be confident through introducing 

oneself with concepts such as teclmiques and procedures of supervision, modern teaching 

practices, curriculum related issues, policies, strategies and guidelines that are helpful in leading 

the day-to-day supervisory activities. In connection to this, Betts (1987) pointed, a supervisor as a 

leader must be an outstanding member of the group who gets along easily with people and has 

above average competences, sets a high standard of performance for himself. 

In general, from the findings of table 7 we can deduce that supervisory leadership styles possessed 

by supervisors were not promising. Because, it has confirmed by most of the respondents that 

supervisors were practicing leadership styles, which tends to inspection and laissez-faire. 

4.2.2 Leadership Skills 

Supervisors are expected to be competent in supervisory leadership skills such as conceptual, 

human, technical and conference leading skills, which are important in performing tasks relevant 

with supervision of teachers. Unless they are effective in applying these skills attempts to render 

supervisory support would be difficult and to lead tasks towards achievement. In line with this, 

respondents were asked whcther supervisors utilized these skills properly or not. Results of the 

collected data are presented in the following consecutive tables (table 8-11). 

A) Conceptual Skills 

People who are on a position of leadership like supervisors need to possess broad imagination to 

understand abstract relationships, develop ideas, and solve problems creatively. It is to mean that 

a supervisor has to be a resource person (Allen 1998). Similarly, Ayalew (1991:3-4) discusses 

conceptual skills as the ability to see the "total picture" how the different parts of the organization 

fit together and depend on each other, and how a change in one part of the organization can cause 

a change in another part. Thus, to assess the practices of supervisors regarding conceptual skills, 

respondents were asked to show their reaction. The data obtained were presented and analyzed 

based on the following table. 
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Table 8: Conceptual Skills Possessed by Supervisors 

Teachers Principals Supervisors 
No Conceptual Skills Options 

N % N % N % 
I Resourcefulness in creating Disagree 155 60.1 9 32.1 I 5.6 

genuine ideas. Partially 62 24.0 13 46.4 I 5.6 
Agree 
Agree 41 15.9 6 21.5 16 88.8 

Tota l 258 100 28 100 18 100 
Having sufficient information Disagree 165 64.0 18 64.3 - -2 regarding internal organization Partially 

of cluster schools. Agree 51 19.8 6 21.4 3 16.7 
Agree 42 16.2 4 14.3 15 83.3 

Total 258 100 28 100 18 100 

Regarding efforts of supervisors in facilitating situations where teachers able to acquaint with 
pertinent and genuine ideas that are helpful in tackling problems which might arise in the 
teaching learning process, the majority 155(60.7%) of teacher respondents disagreed that 
supervisors effort in this respect seemed to be insufficient. Whereas, 13 (46.4%) principals 
reported their agreement partially that implied practices were helpful though there were 
limitations. About, \6(88.8%) of supervisors reported their agreement which showed practices 
were effective. 

From the above data, the three groups of respondents (teachers, principals and supervisors) found 
to be varying in their perceptions, perhaps because of different reasons. For teachers' 
disagreement, it might be true that they were not supported because they are the actual people to 
be affected by supervision. Principals being an administrative body, they might have the exposure 
to be with supervisors to discuss on related matters. That is why majority of them contended their 
partial agreement. Whereas, supervisors as observed confirm their agreement, possibly they might 
consider themselves effective if situations were facilitated . 

.on the other hand, supervisors need to have information about internal organizations of each 
clustered member school such as the organization and performances of each department, 
curricular and extra-curricular activities, classroom organizations, number of students and their 
grade level, number of teachers ' and their qualifications, strengths and problems of the 
instructional process. Thus, respondents were asked whether supervisors found with sufficient 
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information regarding internal school organization that might help them to achieve better 
performance of supervisory activities or not. The majority 165(64.0%) of teachers and 18(64.3%) 
of principals contended their disagreement that indicated practices in this respect were ineffective. 
However, 15(83.3%) of supervisors on the other hand depicted their agreement that implied 
supervisors were performed tasks effectively. 

The above findings revealed that the difference in perception between supervisors and the two 
groups of respondents (teachers and principals). Here, in order to substantiate, the issues were 
raised for the FGD participants. Then they assured supervisors' deficiency of experiences in 
generating ideas to help teachers acquaint with genuine ideas that could be useful for the 
effectiveness of the teaching learning processes. In addition they argued that supervisors are 
currently responsible to direct many institutions (regular and satellite schools as we as alternative 
basic education units). Hence, it was difficult for them to access full information regarding each 
member school to deliver support and solve problems accordingly. The interviewed supervisors 
here also claimed that they were in charge of many schools and it was difficult to be effective in 
such circumstances. 

From the above analysis, we can deduce that supervisors were found less in conceptual skills that 
might possibly be essential in carrying out supervisory responsibilities. In fact, as indicated by the 
FGD participants, supervisors were made to lead institutions (formal, satellite schools and 
alternative basic education units) more than the number of schools indicated in the guideline of 
cluster schools 2-3 for town and 3-5 for rural clusters (ANSEB 2005: 18). The evidences 
accessed from the interviewed educational officers of Jabi Tehinan, Yilmana Densa and 
Dembecha Woredas also revealed, most of the supervisors found in charge of 8-12 institutions on 
average. This amount of institution of course would make supervisors effort to be diminished. For 
this reason, they might not have enough time to round and assist teachers effectively. 

Another profound reason that seemed to affect supervisory activities was engagement of 
supervisors in routine tasks such as checking the performances of predetermined activities and as 
a result organizing reports for the Woreda Education Offices. Practices in this respect may not 
have negative impacts but they should not be the only everyday jobs of supervisors. As further 
reported by the FGD participants and some of the interviewed WEOEs, supervisors usually 
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assigned to participate and lead activities of the Woreda Administration especially in rural areas 
which probably took much of their time that were important for carrying out duties of 
supervision .. 

Despite those impeding factors, supervisors need to posses skills of wideness in imagination for 
the purpose of better conceptualization. In this respect, Betts (1987: 17) pointed, supervisors need 
to be an acute mind with plenty of common sense quick witted, able to distinguish between major 
and minor problems and deal with each of them 

B) Human Relation Skills 
Supervisors need to establish a warm and friendly relationship with teachers seeking to develop a 
social and educational climate to foster effectiveness in all aspects of the school program. 
Concerning this, the subjects were requested to give their possible suggestions whether 
supervisors found with this qualities or not. Thus, the information accessed through the 
questionnaire, interview and FGD were di scussed based on the following table. 

Table 9: Hllmall Relation Skills Possessed by Slipervisors 

Teachers Principals Supervisors 
No Human Relation Skills Options 

N % N % N % 
Providing appropriate recognition Disagree 140 54.2 9 32.1 1 5.6 

1 Partia lly 62 24.0 13 46.4 1 5.6 
Agree 
Agree 56 21.7 6 21.4 16 88.8 

Total 258 100 28 100 18 100 
Listen teachers voice genuinely. Disagree 146 56.6 6 21.4 - -2 Partially 

65 25 .1 15 53.6 1 5.6 Agree 
Agree 47 18.2 7 25.0 17 94.4 

Total 258 100 28 100 18 100 
Endeavor to develop a social and Disagree 25 9.7 5 17.9 - -

3 educational climate. Partially 
65 25.2 10 35 .7 3 16.7 Agree 

Agree 168 65.1 13 46.4 15 83.3 
Total 258 100 28 100 18 100 

Teachers will feel good if they are recognized and considered valuable. Thus, respondents were 
asked whether supervisors were found with this quality or not. The majority 140 (54.2%) of 
teachers found to be disagree that implied practices were not exercised effectively. Large number 
13 (46.4%) of principals reported their partial agreement which indicated supervisors were 
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addressing teachers if not effective as what was expected. Whereas, most of the supervisors 
16(88.8%) reported their agreement which indicated practices were performed effectively. 

Moreover, listening, logically, does not mean simply collecting information. However, proper 
understanding and responses should govern it. Accordingly, supervisors need to give proper 
attention to teachers' interests and provide appropriate feed back as much as possible. Thus, 
respondents were asked whether supervisors were sensitive for teachers' problems of instruction. 
Concerning this, 146(56.6%) of teachers asserted their disagreement that supervisors in this 
respect were supposed to be ineffective. The majority 15 (53.6%0) of principals on the other hand 
contended their partial agreement that seemed to be efforts were encouraging though there were 
drawbacks. Whereas, almost all 17 (94%) of supervisors reported their agreement which showed 
effective performance of tasks. 

To substantiate the above discussion, teachers and principals of the FGD participants were 
requested whether the issue was practiced or not. They revealed that "because of the chances for 
teachers to be with supervisors were limited, they were not practiced recognizing teachers ' work 
performances." Further, the FGD participants indicated, listening in a sense mean when 
opportunities of discussion on instructional matters facilitated. However, practices in this respect 
rather seemed ignorant of teachers' voice and ineffective (see also table 7). 

Thus, the above data revealed that supervisory practice regarding those aspects were ineffective. 
However, recognizing teachers work as well as listening voices of teachers were critical for 
teachers to work with supervisors. About the importance of recognizing ones work, Eckles et al. 
(1983 :92) indicated, workers usually want to be recognized for the ability to do a job better. 
Nevertheless, if a supervisor neglect them and shut the door the lose initiation and serious Morale 
problem can develop. 

Similarly, in relation to the importance of listening ones opinion and suggestion, Eckles et aI, 
(1983 :93) contended that: 

Workers may have a better solution to a problem than the supervisor has. The 
supervisor should listen to suggestions, regardless of how rushed he or she may 
be. Listening provides workers with recognition. If the supervisor listens, workers 
will know that their ideas or suggestions are important. 
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Respondents were also asked whether supervisors endeavor to develop a social and educational 
climate among the staff members that fosters excellence in all sections of the teaching learning­
programs. Then the majority of respondents, 168 (65.1%), 13(46.4%) and 15(83.3%) teachers, 
principals and of supervisors respectively depicted their agreement which implied encouraging 
deeds of supervisors. 

Similarly, the picture that appeared from the majority of interviewed WEOEs and the ZEDEs, 
regarding the efforts in developing social and educational climate showed that supervisors were 
approaching teachers positively. On the other hand, some of the interviewed and FGD participants 
pointed, this is due to the fact that supervisors interest to be far from challenges because they 
know their insufficient contribution for the achievements of instructional processes. The FGD 
further indicated that building a warm and congenial human relationship alone might not confirm 
that supervisors are sensitive to teachers' problem. Therefore, said the FGD participants, 
supervisors have to listen and give value for what teachers are saying and seeking. 

Generally, apart from social interactions, teachers as workers need to be recognized and 
encouraged in their day-to-day activities. Supervisors in this respect may not be expected to 
facilitate situations, where teachers were able to get any kind of award, but at least they have to be 
aware of efforts positively. Supporting this, Hunt (1992:226) pointed out that if people have done 
well appreciate them and if someone has done baldy, then let him or her know that they have the 
capacity to make it next time. 

Technical Skills 

Technical skills include understanding and being able to perform effectively the specific process 
or procedures. Supervisors need to have enough of these skills to see that their day to day 
operations are performed effectively (Mosley 1985). Similarly, Allen (1998), contended this skill 
which involves processes or techniques knowledge and proficiency of a specific area. Thus, 
respondents were asked whether supervisors have the techniques and procedures relevant with 
classroom practices and supervision. The following table depicts the data gathered from 
respondents. 
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Table 10 : Techllical Skills Possessed by Supervisors 

Teachers Principals Supervisors 
No Technical Skills Options 

N % N % N % 
Know how In applying Disagree 147 57.0 15 53.6 I 5.6 

I processes and techniques of the Partially 65 25.2 7 2.0 - -
instructional process. Agree 

Agree 46 17.8 6 21.4 17 94.4 
Total 258 100 28 100 18 100 

Utilizing proper procedures and Disagree 145 56.2 16 57.1 - -
2 techniques of supervision. Partially 58 22.5 8 28.6 4 22.2 Agree 

Agree 55 21.3 4 14.3 14 77.8 
Total 258 100 28 100 18 100 

In order to meet teachers' interest regarding instruction, supervisors need to be acquainted with 

the processes and techniques of the teaching learning activities. Thus, respondents were asked 

supervisors' effectiveness in supporting teachers concerning classroom teaching. About 147 

(57.0%) of teachers and 15(53.6%) of principals reported their disagreement that supervisors are 

less familiar with instructional processes. Whereas, almost all respondents of supervisors 

17(94.4%) reported their agreement that indicated supervisors were highly familiar with 

classroom practices. 

On the other hand, utilizing proper procedure and techniques during supervising teachers help 

teachers to be beneficial from the practices. In relation to this, respondents were asked whether 

supervisors were effective or not. Thus, 145 (56.2%) of teachers and 16(51.7%) of principals 

contended their disagreement which stabilize the ineffectiveness of supervisors in utilizing 

technical skills. However, in contrast to teachers and principals responses, 14(77.8%) of 

supervisors asserted their agreement that indicated supervisors' fami liarity with supervisory 

procedures and techniques. 

The data from the FGD revealed that supervisors ineffectiveness in utilizing procedures and 

techniques (the teaching learning process as well as in carrying out other supervisory tasks). One 

of teachers' participants of the FGD claimed: 

To be a teacher one needs to acquire the qualities of good teacher and to be a 
principal one must wear the character of both a teacher and a principal. To the same 
event, a supervisor should have comprehensive qualities of teachers, principals and 
supervisors. However, from the reality how many of the supervisors are with these 
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qualities? We should not be surprised if supervisor found without sufficient 
awareness regarding those activities (Brihanu, 25-02-2008). 

After all, as the majority of respondents disagreed, it is possible to say that supervisors were 

deficient in technical skills. Nonetheless, these skill s were significantly important for supervisors 

during organizing and implementing supervisory tasks. 

In relation to thi s assumption, Betts (1983) pointed that supervIsors need to have a good 

knowledge of every operation or processes to be able to eliminate common faults, wastage and 

any dangerous practices. Practical and theoretical knowledge plus varied experiences are essential 

to command, respect and help others. 

D) Conference Leading Skills 

Supervisors have to act as facilitators where teachers increased their professional learning through 

conferences. Moreover, teachers have to be encouraged to forward their opinions freel y. This 

could be real when conference are led properly and be non-threatening (Dull 1981). Thus, 

respondents were requested to forward their experience concerning conferences. The information 

gained is provided in table 11 as follow. 

Table 11: Conference Leading Skills Possessed by Supervisors 

Teachers Principals Supervisors 

No 
Conference Leading Skills Options 

N % N % N % 
Following proper procedures Disagree 58 22.5 6 21.4 -

I when leading conferences. Partially 11 7 45 .3 8 28.6 I 5.6 
Agree 
Agree 83 32.2 14 50.0 17 94.4 

Total 258 100 28 100 18 100 
Facilitating situations for Disagree 52 20.2 6 21.4 - -

2 teachers to learn through Partially 
140 54.3 12 42.9 2 I I. I 

conferences. Agree 
Agree 66 25.5 10 35 .7 16 88.9 

Total 258 100 28 100 18 100 
Making Conferences non- Disagree 53 20.5 8 28.6 - -

3 threatening. Partially 
Agree 60 23.3 7 25.0 5 27.8 

Agree 137 53 .1 13 46.4 13 72.2 
Total 258 100 28 100 18 100 

Conferences will be effective when the chairperson (supervisor) and the audience (teachers) 

immerse into a situation, which is governed by proper procedures. As can be seen in the above 
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table, the majority 117(45.3) of teachers seemed to be partially agree that supervisors were using 

procedures properly even though there were limitations. Whereas, 14(50.0%) principals and 

17(94.4%) supervisors respondents seemed to be agree that efforts were employed to utilize the 

procedures effectively. 

Regarding professional learning, respondents were asked whether conferences allow the 

oPPOltunities where teachers able to learn through them. Thus, 140(54.3%) and 12(42.9%) of 

teachers and principals respectively reported their partial agreement that implied supervisors were 

endeavor even though there were constraints. Whereas, 16(88.9%) of supervisors were contended 

their agreement which could be suggested practices in this respect was adequate. 

Concerning, the conferences with supervisors, whether they were non-treating or participatory , 

the majority 137 (53 .2%) of teachers, 13(46.4%) of principals and most of the supervisors 

13(72.2%) confirmed their agreement that indicated practices in this respect were supposed to be 

encouraging. 

The data obtained from the FGD participants depicted that supervisors usually need to be in a 

peaceful climate with the school community seeking advantages not to be challenged by teachers 

and principals. Hence, they prefer to guide meetings with clam as much as possible. However, as 

indicated in table 7, here also, it is possible to say that supervisors were not exercising autocracy 

in conferences. 

From the above findings, one can say that supervisors were more or less effective in utilizing 

supervisory leadership skills regarding conferences. However, the FGD revealed similar with the 

assumption contended in their discussion of table 7, supervisors appeared to be hide in such a 

harmony like environment with out going deep into their actual tasks. Thus, let alone such trends, 

supervisors have to be encouraged at least they were not grounds for conflicts during meetings 

(see also discussions on table 7 and table 9). 

Hence, when conferences are safe opportunities for teachers to discuss on matters and forward 

their feelings freely and openly will be facilitated. In relation to this assumption, Dull (1981: 164) 

indicated that Successful leadership in a conference will result in the resolution of the problem 

because human feelings, attitudes, perceptions, and predispositions always influence interaction. 
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4.3 Role of Supervisors' in Promoting Teachers' Competences 

Enabling teachers ' effective in the instructional processes is one of the critical issues for quality 

assurance and better learning of children. As it has been indicated in the literature, supervisors 

being assigned as a facilitator they are expected to promote cluster and school based supervision 

as well as in service trainings. Hence, teachers, principals and supervisors were requested to 

suggest their opinion. The following tables (1 2-15) points out the data obtained. 

4.3.1 Promoting Cluster-Based Supervision 

Cluster based supervision improves the quality of teaching by allowing teachers to share ideas 

and experiences. It is to mean good teaching practices, lesson plans, examination questions and 

papers, teaching materials and resources at schools are therefore shared with other schools in the 

cluster (Ahmad 1998: 15). The data obtained from different sources regarding supervisors 

activities are provided in table 12 below. 

Table 12: Activities in Promoting Cluster-Based Supervision 

No Supervisory Activities AI Teachers Principals Supervisors 
(N-2S8) (N - 28) IN-18) 

I Design supervi sory programs with the I 162 14 I 

approval of teachers. 2 56 8 6 
3 40 6 II 
X 1.53 1.71 2.56 
Sd 0.74 0.8 1 0.61 

2 Facilitate situations for sharing of good I 140 13 I 

teaching practices. 2 81 9 5 
3 37 6 12 
X 1.60 1.75 2.61 
Sd 0.72 0.79 0.60 

3 Ending school Visits with constructive I 130 9 -

critics and mutual understanding. 2 76 15 I 
3 52 4 17 
X 1.70 1.82 2.94 
Sd 0.78 0.67 0.23 

4 Provide best experiences to teachers. I 157 14 -
2 64 9 I 
3 37 5 17 
X 1.53 1.68 2.94 
Sd 0.73 0.77 0.23 

5 
.. 

I 146 9 Create positive work competition among -
teachers of member schools. 2 74 14 I 

3 38 5 17 
X 1.58 1.86 2.94 
Sd 0.73 0.70 0.23 

AI= Alternatives 1= Disagree 2 = Partially Agree 3 = Agree X = Mean Score Sd = Standard Deviation 
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Regarding the practices in designing programs of supervision whether it has supported by the 

approval of teachers of member schools or not, teachers and principals with mean scores of 1.53 

and 1.71 respectively reported their disagreement as the mean values are below the average 

mean(2). According to both groups of respondents, teachers were not consulted in designing 

supervisory programs. Supervisors on the contrary with higher mean value (2.56) reported their 

agreement that implied teachers were consulted. The t-test and p-values on the other hand 

indicated no significant difference in between the mean scores of teachers and principals. 

This indicated that both groups of respondents relatively found with similar assumptions. 

Whereas, supervisors' mean score (2.56) found significantly different with teachers and principals 

(1.53 and 1.71 respectively) (see appendix-G table I, No. I). 

To counter check, the FGD participants were asked. Then, most of them claimed that teachers' 

opportunities to be with supervisors were few in number. Participants further discussed whatever 

tasks ordered or information flow, they usually accessed them through principals. For this reason, 

there was no direct instruction in between teachers and principals to design supervisory programs. 

Supervisors were also asked during their interview. Thus, most of them revealed that programs 

were determined early in the academic year by joint efforts of supervisors and principals of 

member schools. Hence, as the FGD and interviewed confirmed, opportunities for teachers to be 

consulted when designing supervisory program seemed locked. 

To this end, as the findings revealed, supervisory practices in designing programs of supervision 

found to be in problem. However, if they were participatory, teachers might have the chances to 

deal with matters and made their interests to be included. Supporting this, Dean (1995: 186) 

pointed out, it is important enabling teachers take part in supervisory activities programming 

which overcome the fee ling in teachers that they are ignored. 

On the other hand, one of the purposes of school clustering as indicated in the literature is 

promoting teachers' effectiveness through experience sharing programs. In this respect, 

respondents were asked whether supervisors facilitated situations for cluster school teachers to try 

out new ideas relevant with sharing of good teaching practices or not. From the above table, 

teachers and principals confirmed their disagreement, because the mean scores 1.60 and 1.75 

respectively found below the average mean value, which is 2. This indicated that supervisors' 

effort supposed to be ineffective. Supervisors in contrast reported their agreement with mean 
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score of 2.6\. According to supervisors, efforts were made for teachers experience sharing 

programs. The t-test and p-value at 95% level of confidence indicated teachers and principals 

again found to be similar in their perceptions regarding the above issue, because the p-values of 

both groups indicated greater than 0.05. Hence, there is no significant different in between the 

mean scores of teachers and principals. However, mean scores of supervisors found significantly 

different with that of teachers and principals (see appendix-G table I, No.2). 

The data from the FGD revealed the ineffectiveness of supervisors. Most of the participants 

agreed that supervisors failed in facilitating situations for sharing best experiences which might 

practiced by teachers during instruction. Before reaching on this conclusion, the researcher was 

asked the participants whether supervisors have the opportunities to facilitate experience sharing 

programs or not. Some of the participants ' argue in favor of the difficulties that supervisors might 

not get situations comfort to launch the programs. This is due to time constraints and large 

number of institutions (Formal and Satellite Schools as well as Alternative and Basic Education 

units) to be covered by individual supervisor. 

The majority of the FGD participants on the other hand claimed, supervisors could have the 

chances to organize the programs at least once in a month if they have the commitments. Further, 

they contended that they might not obliged to arrange programs themselves. It was possible to 

invite senior or experienced staff members of each school. Hence, it is possible to say, most of the 

participants appeared to be agreeing that supervisors could facilitate opportunities of organizing 

experience-sharing programs for teachers even though there are reasons that might hinder the 

implementations. 

Supervisors during the interview were also asked about their efforts towards facilitating 

experience-sharing programs. Then, in contrast to the questionnaire respondents, they depicted 

that programs especially in this academic year were not implemented. They were also requested to 

enlighten the reasons why those programs unpractical. Thus, respondents were seemed to fall in 

two possessions. The majority of them replied about the problem that attention of the teaching 

staff and supervisors were enabling students to attend classes. Hence, if any gap was available, 

teachers usually went to villages so as to negotiate with students ' parents who were absent from 

school. On the other hand, said this groups of interviewed supervisors, attempts were observed 

falling repeatedly because the distance in between the cluster center and member schools is large. 
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Thus, teachers were observed missing programs and it is usual for supervisors to be puzzled. The 

rest of them replied in favor of the possibilities even though difficulties are always there. Hence, 

this group of the interviewed supervisors seemed optimistic because their belief implied things 

could be safe if all schools communities work together. 

Generally, respondents in the above discussions revealed their assumption and all seemed 

confirming that supervisory practice in facilitating experience-sharing programs found ineffective. 

However, this was among the main duties of supervisors and the leading mission of school 

clustering. Supporting this, the ANRSEB (2005: 3) in its guideline for primary cluster schools and 

MOE (2003) in the TESO program reminded, the need of clustering in Ethiopia as a system is to 

facilitate situations in which new concepts, research findings and current classroom approaches 

and methods that teachers need to assimilate and implement which targeted on improving 

efficiency in instruction. 

Moreover, respondents were also asked whether supervisory practices enable school visits to end 

with constructive critics and mutual understanding in · between teachers and supervisors. The 

mean scores 1.70 and 1.82 of teachers and principals respectively disclosed, their di sagreement. 

Because they are below the average, mean which is 2. This implied the ineffectiveness of school 

visits. Supervisors, with significant mean score (2.94) revealed their agreement that indicated 

efforts were employed to bring school visit effective. The t-test and p-value on the other hand 

depicted that mean scores of teachers and principals found with no significant difference. Then, it 

is possible to say, both groups of respondents found with relatively similar perceptions. Whereas, 

supervisors were found with mean score (2.94), which is significantly different from that of 

teachers and principals (see appendix-G table I, No.3). 

Actually, the finding above seemed contradicted with responses of teachers and principals which 

revealed in table II, item 3. Because, most of teachers and principals respondents contended that 

conferences or meetings were created conducive environment for teachers to work with 

supervisors. Whereas, as depicted in the above table, the majority of both groups of respondents 

were confirmed that school visits of supervisors do not end with constructive critics and mutual 

understandings of teachers and supervisors. However, the reason for this disparity would be the 

absence of practices to meet and discuss with teachers whenever they are visiting schools. In 

relation to this assumption, the data obtained from the FGD contended that supervisors were 
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frequently observed when ignoring teachers in their day-to-day activities. The participants also 

confirmed that practices were random, because they visit schools without adequate preparation 

and recognizing what has to be done together with each school community. 

Hence, from the above discussion, chances for teachers to be with supervisors and discuss on 

matters of instructional processes supposed to be limited that possibly bring school visits to be 

ineffective. If school visits therefore followed by staff conference and allow teachers to share 

ideas supervisors will gain information that is more precise regarding the functioning schools and 

on the other hand, teachers will feel the importance of the school visits (Grauwe, 200 I: 130). 

Further, Grauwe pointed that school visit will be said ineffective when it is found with shortages 

of the information such as previous supervision repOlis, information about overall performance 

and problems of schools that have to be consulted to staff members of each school. 

Moreover, supervisors as a facilitator, they are expected to provide best experiences to teachers 

that he/she organized through supervision of member schools. However, teachers and principals 

respondents with mean scores of 1.53 and 1.68 respectively disagreed that the practice of 

supervisors in providing best experiences to teachers supposed to be ineffective as the mean 

scores are indicated below the average mean. Holding the other end supervisors with high mean 

score (2.94) agreed that they were efficient in doing activities. The t-test and p-value revealed, no 

significant difference in between teachers and principals mean scores. This perhaps implied both 

groups of respondents found with similar perceptions. Whereas, supervisors mean score was 

significantly different with both parties (teachers and principals) (see appendix-G table I, No. 4). 

The above discussion noted that the practice of providing best experiences, which were organized 

through supervision of member schools also found to be unpractical. Nonetheless, it was one of 

the best mechanisms in which practices of a staff or an individual teacher with better performance 

to be a lesson for others. Supporting this, Carron et. al (1998) discussed, main tasks of supervisors 

need to be, disseminating new ideas, innovative practices and reforms and providing best 

practices to teachers. 

Regarding supervisors efforts in creating positive work competition, teachers and principals were 

reported their disagreement, because the mean scores 1.58 and 1.86 respectively depicted below 

the average mean. According to teachers and principals, practices in this respect were ineffective. 

Whereas, supervisors with mean score (2.94) depicted their agreement which indicate tasks were 
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performed effectively. The t- test and p-value revealed no significant difference in between the 

mean scores of teachers and principals. To the contrary, the mean scores of supervisors found to 

be significantly different with that of teachers and principals. Hence, supervisors' perception in 

this respect found different from teachers and principals (see appendix-G table I, No.5). 

To counter check, the FGD participants were asked whether supervisors enabled teachers to create 

positive work competition. Then, they replied in brief that this would be practical when teachers 

found the get line to be together and exchange what they have accommodated through their 

experiences. 

Therefore, effOlts in creating positive work competition among teachers of member school as the 

majority of respondents reported it was found to be ineffective. However, this was also one of the 

best practices, which enable teachers to feel as a group member and work for mutual benefits. 

Emphasizing this assumption Eckles (1983) pointed that people often enjoy and work best in 

groups. They like to work in teams and sometimes compete as one team against another. With 

similar vein, Dean (1195: 186) pointed: 

Teachers learn through interaction with their professional environment. They form 
and develop a frame of reference by which they judge their own professional 
activity and that of others. 

The data obtained from the interviewed WEOEs and ZEDEs regarding table 12 revealed that tasks 

performed by supervisors were effective and help teachers to be efficient in their instructional 

activities. However, this could not be factual as the data gained from the questionnaire 

respondents and the FGD, because those interviewed are remote people that may not fall on 

reliable information resembling to teachers and principals. 

From the ongoing analysis, we can deduce that practices in promoting cluster based supervision 

supposed to be ineffective but most of the supervisors in all cases of the above table depicted that 

they were performing tasks efficiently. This led the researcher to suggest, the reason behind the 

disparity in between the views of supervisors and both teachers and principals would be 

supervisors' desire to extemalize the sources of the problems, which brought the ineffectiveness. 

As suggested in previous discussions other possible causes would be large number of schools 

under each cluster and negligence of the responsible higher bodies, supervisors incompetence in 
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organizing and performing tasks, the influence of WEO which usually pressurized supervisors to 
be engaged in activities other than their core duties . 

4.3.2 Promoting School-Based Supervision 

Schools are the mission centers where the actual teaching learning takes place. Hence, making 
supervision a continuous responsibility at this level is crucial. One has to know how supervision 
at school level best be implemented, by whom it will carried out, its purpose and effect on the 
teaching learning process. Whatever, attempt made at cluster or any level out side the school 
regarding supervision, the attempt will be meaningless unless supervisory activities are 
strengthened at school level (Markos 2004:108). The data collected then presented in the 
following table. 

Table 13: Activities in Promoting Scllool-Based Supervision. 

No Supervisory Activities AI Teachers Principals Supervisors 
(N-2S8) (N -28) (N- 18) I Assisting teachers to undertake 

.. 
Jomt I 139 12 -

planning of experience sharing programs. 2 81 9 7 
3 38 7 II 
X 1.61 1.82 2.61 
Sd 0.73 1 0.8 19 0.502 2 Enabling teachers to identify and solve the I 156 16 I 

actual instructional problems. 2 74 8 8 
3 28 4 9 
X 1.50 1.57 2.44 
Sd 0.65 0.742 0.616 3 Helping school personnel to acquaint with I 147 10 I 

procedures of supervi sion. 2 84 14 4 
3 27 4 13 
X 1.53 1.79 2.67 
Sd 0.678 0.686 0.594 

AI ~ Alternative I ~ Disagree 2 ~ Partially Agree 3 ~ Agree X ~ Mean Score sd ~ Standard deviation 

Concerning supervisory assistance to teachers in undertaking joint planning of experience sharing 
programs in local school contexts, respondents were requested whether supervisors endeavor to 
achieve this task or not. Thus, teachers and principals with mean scores of 1.61 and 1.82 
respectively reported their disagreement that practices in this respect were ineffective because the 
mean scores are below the average mean (2). Supervisors with mean score of2.61 contended their 
agreement as he mean score fo und above the average mean. This implied that practices were 
effective. The t- test and ' p' values at p<0.05 level indicated that no significant difference in 
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between the mean scores of teachers and principals which witnessed both groups of respondents 

have relatively similar perceptions. Supervisors, however, found significantly different with the 

views of teachers and principals (see appendix-G table II, No.1). 

Supervisors, even though they are ineffective as depicted in the above discussion, literature 

indicated that they have to play the central role in organizing school-based supervision to be best 

implemented. In line with this, ANRSEB (2005:34) in its guideline for cluster schools pointed 

out, teachers have to be encouraged with their own school to share their experiences of good 

methodology, continuous assessment, classroom organization, media preparation and personal 

life. 

Regarding, supervisory support to teachers in identifying and solving problems of instruction, 

teachers and principals with mean scores 1.50 and 1.57 respectively portrayed their disagreement 

because the mean scores are indicated less than the average mean value (2). This implied the 

ineffectiveness of supervisors. On the other hand, supervisors reported their agreement (2.44) 

because the mean score asserted above average. The't' and 'p' values revealed that there is no 

significant difference in between the mean scores of teachers and principals. Whereas, the mean 

score of supervisors found significantly different with both groups of respondents (teachers and 

principals) (see appendix-G table II, No.2). 

Concerning, the contribution of supervisory support for school personnel to be acquaint with 

procedures and techniques of supervision, respondents were asked about supervisors' effort 

whether it has brought changes or not. Teachers and principals with mean values 1.53 and 1.79 

respectively revealed their disagreement that indicated efforts were found to be ineffective. 

However, supervisors' respondents, with mean score of2.67 in contrast to teachers and principals 

contended their agreement that implied effOlls were employed properly. The t-test and 'p' values 

at p< 0.05 level on the other hand showed no significance difference in the perceptions of 

teachers and principals. However, there appear significant differences in between supervisors and 

both groups of respondents (teachers and supervisors) (see appendix -G table II, No.3). 

According to teachers and principals views, supervisory practice in acquainting school personnel 

with supervisory skills found to be ineffective. Nonetheless, the cluster guideline showed, 

supervisors need to create conducive environment for experience sharing among directors, 

teachers and other staff members who have good working conditions individually, at department 
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level, club level or with the whole school(ANRSEB, 2005). Similarly, Glanze and 

Nevile(1997:138) indicated, the major reason for having supervisors is to enable school personnel 

observe the instructional process for each and every teacher or to teacher team and to assist 

teachers to improve learning by analyzing the teaching learning process and providing 

information on teaching alternatives and skills to enable teachers to change their instructional 

strategies. 

To substantiate the above findings WEOEs and ZEDEs were requested about the overall practices 

of supervisors in promoting school based supervision. Then, generally, they depicted that school­

based supervision carried out by cluster school supervisors has brought changes in instruction. 

Supervisors on the other hand in their interview contended that practices concerning this issue 

were not effective as expected. However, they were not in a position to admit the failure and 

observed when externalizing the reason. 

Whereas, as repeatedly conferred in the preceding discussions, the FGD participants revealed that 

the practices of supervisors during the time of school visit seemed as it is prescribed only to 

school principals. Because of this unwelcome practice, teachers were forced to conclude that 

nothing to be taken as evidence that can represent supervisors ' effect in assisting teachers. In this 

regard, one of female teachers' participants discussed the situation as follows: 

I was a teacher before the supervisor was assigned in our cluster and now also I am 
a teacher, but I saw nothing different. Probably, I can confirm that the supervisor is 
now serving as a postal worker to the WEO taking reports to the Woreda Education 
Office and return with mission. The advantage that might be achieved by the WEO is 
that the experts now seldom visit schools and left the burden to supervisors(Mahider, 
J 2-03-2008). 

This is of course not only the assumption of a single FGD participant. In one or the other way it 

was also supported by most of the participants. To give emphasis how the situation is severe, they 

preferred to represent using taboo Words and phrase like QtlC 'l.eIIC (nothing whether he/she 

visit schools or not) TII'r<;' (po sial worker). These are to mean supervisors even though seldom 

appear, they do nothing except collecting information for the WEOs like postal workers. 

4.3. 3 Facilitating Cluster-Based In-Service Teachers' Trainings 

For many reasons, effective implementation of in-service trainings at cluster level is one of the 

means to achieve professional development of teachers. Through the trainings, teachers of the 
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cluster schools possibly share useful ideas and experiences, acquaint with new teaching 

methodologies and curriculum innovations, develop mutual support and stand for common goals. 

In an attempt to achieve effective in-service education cluster supervisors should consult every 

teacher either through questionnaire or holding meetings to establish not only their training needs, 

but also a data bank of those teachers with skills, knowledge and experience enable to support the 

work of other teachers (TESO 2003: 112). Bearing in mind this, the subjects were requested to 

suggest their opinion regarding supervisors ' effort in promoting cluster-based supervision. Hence, 

the data collected provided in the table below. 

Table 14: Activities in Promoting Cluster-Based In-Service Trainings 

No Supervisory Activities AI 
Teachers Principals Supervisors 
(N~258) (N ~28) (N- 18) 

I Prioritizing problems identified I 152 16 3 

through needs assessment. 2 67 8 5 
3 39 4 10 
X 1.41 1.57 2.39 
sd 0.493 0.742 0.778 

2 Connecting trammgs with students' I 151 14 3 

experiences, classroom practice and 2 75 12 4 
3 32 2 I I school wide structures. 
X 1.54 1.57 2.44 
sd 0.706 0.634 0.784 

3 Making trainings create a sprit of I 137 16 I 

cooperative working atmosphere. 2 80 II 5 
3 41 I 12 
X 1.63 1.46 2.61 
sd 0.744 0.576 0.608 

4 Enabling trainings to focuses on I 110 17 I 

achieving continuous profess ional 2 86 10 2 

growths. 3 62 I 15 
X 1.81 1.43 2.79 
sd 0.797 0.57 0.548 

AI ~ Alternatives I ~ Disagree 2~ Partially agree 3 ~ Agree X ~ Mean Score sd ~ Standard deviation 

Respondents were requested whether training programs organized by the supervisors at cluster 

level gives priority to problems identified through needs assessment conducted to all teachers of 

member schools. In respect to this, the data obtained from teachers and principals with mean 

scores of 1.41 and 1.57 respectively asserted their disagreement, because the mean scores are 

below the average mean value(2). Thus, according to teachers and principals, cluster-based 

trainings organized by supervisors supposed to be ineffective in prioritizing problems identified 

through needs assessment. Whereas, supervisors with mean score of2.39 repOlied their agreement 

that indicated the effectiveness of supervisory practices because the mean score revealed is above 
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the average mean value. The computed t-test and p-value indicated no significant difference in 

between the mean scores of teachers and principals, which indicates the appearance of both 

parties relatively with similar opinions. Supervisor, on the other hand appeared to be significantly 

different with the views of teachers and principals (see appendix-G table III, No.1). 

Despite, the disparity of perception in between supervisors and the rest respondents, supporting 

the ideas of teachers and principals' one of the FGD principals' participant indicated: 

This is actually unpracticed fi'om the perspectives of proper procedures of 
identifying needs. For instance, we have participated in a training program, which 
was focused on the utilization of science kit. Of course, it has to be appreciated, but 
it was carried oUi without identifying the real interest of our school i.e. without 
assessing whether there is a need of training on science kit or not( Zerihun, 26-02-
2008). 

Commenting on the implementation of cluster-based trainings, one of the FGD teachers' 

participants on the other hand indicated: 

Tasks have to be in a continuous assessment to identify strengths and weaknesses. 
Based on the assessments result, trainings or supervisory support programs could 
be arranged. What we are observed in reality is trainings or any supervisory 
supports were arranged whenever supervisors are assigned to perform tasks that 
are ordered by the Woreda Education Officers ( Ashagrie, 20-02-2008). 

Here, from the above data, we can deduce that supervisors were not acquainted with proper 

procedures of effective in-service trainings. In relation to the importance of identifYi ng needs 

before launching trainings, TESO (2003) pointed, teachers have to be consulted either-through 

questionnaire or holding meetings to establish not only their training needs, but also a data bank 

of those teachers with skills, knowledge and experiences. In addition, as indicated in the literature, 

Dull (1981) contended, training programs should deal primarily with instructional problems and 

topics of most interest to teachers. Further, an effective way to ascertain teacher in-service 

education interests is for the supervisor to conduct an assessment survey of teachers' opinions. 

Similarly, Allen (1998) indicated, in order to make trainings effective, programs should align with 

organizational values, goals and objectives. Thus, supervisors need to develop an effective 

training program by assessing training needs and designing training programs to meet those 

needs. 
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Moreover, trainings organized by the supervisor at cluster level expected to provide teachers with 

ways in which they can see and act up on the connection among students' experiences, classroom 

practices and school wide structures. With this assumption, respondents were asked whether 

supervisors endeavor in making trainings to consider the above aspects. Nonetheless, teachers and 

principals with mean scores of 1.54 and 1.57 respectively contended their disagreement because 

the mean values pointed below the average mean (2) . Hence, according to teachers and principals, 

it is possible to say supervisors ' effort in this regard was insufficient. 

Different with teachers and principals, Supervisors with mean score of 2.44 seemed to contend 

their agreement which indicated effectiveness of the practices. However, in similar with the 

discussion of the preceding tables, the t-test and p-value here also point out no significant 

difference in between the mean scores of teachers and principals. Whereas, supervisors mean 

score were found significantly different with the rest group of respondents, which in turn 

indicated supervisors' perception in this regarding was advocating their effectiveness (see 

appendix-G table III, No.2). 

Thus, as the majority of respondents claimed, training programs supposed to be inefficient and 

might be meaningless if they could not provide opportunities for teachers to see students' 

experiences, classroom practices and overall situations of schools. Suppolting this, as Knowles 

(1978) in Lue (2004:7) pointed, in-service trainings must be facilitated locally and use, as a matter 

of central importance, teachers own knowledge of their practice and realities of their students, 

classroom and schools. 

Training programs, on the other hand, expected to create cooperation among teachers of member 

schools. Regarding this, teachers and principals with mean scores 1.63 and 1.46 respectively 

contended their disagreement because the mean scores revealed below the average mean value 

(2). Hence, the data obtained from both groups of respondents, would remind that supervisory 

practice in respect to this supposed to be inefficient. Supervisors, in contrast with teachers and 

principals views, confirmed their agreement since the mean score (2.61) is below the average 

mean value. This implied, practices regarding building collaboration among the school 

communities were undertaken effectively. However, supporting teachers and principals, the data 

from the FGD made clear that chances were limited to see whether cluster trainings create 

cooperation among teachers of member schools or not. 
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Related to the above finding, teachers and principals' perception were found to be similar as the (­
test and p-value revealed no significant difference in between the mean scores of both group of 
respondents. Whereas, as indicated in most of the discussion in this study, supervisors perception, 
here also found to be significantly different with that of teachers and principals, because the p­
value indicated significantly less than 0.05(see appendix-G table III, No.3). 

On the other hand, trainings may possibly considered as effective, when they granted a continuous 
professional growth of teachers. In this respect, teachers and principals with mean scores of 1.81 
and 1.43 respectively showed their disagreement. Hence, according to both groups of respondents, 
supervisory practice was supposed to be ineffective. Supervisors respondents, to the other end 
contended their agreement with mean score (2.79) which is above the average mean (2). 
According to supervisors, tasks were believed to be performed effectively. 

The t-test (3.234) and P-value (0.002) regarding table 14 item 4 indicated significant difference in 
mean scores of teachers and principals. This showed that both groups of respondents found 
different in their perception regarding supervisory practice towards achieving professional growth 
of teachers through trainings. As it has pointed earlier in the discussion of table 7 by the FGD 
participants, the reason may perhaps supervisors' intimacy to offices during the time of visiting 
member schools and principals' opportunities in accessing information. Thus, the mean score of 
principals found to be higher than that of teachers (see appendix-G table III, No.4) . 

The FGD participants portrayed their belief that trainings with no doubt bring possible effect in 
achieving certain improvements on teachers' capability. However, they contended that cluster 
trainings were neglected if not ignored at all. Further, they discussed that in previous years 
trainings were organized 3-4 with in a semester but in the past two years, they were observed 
decreasing. 

For instance, as some of the participants contended, during the first semester of this academic 
year, only a single training was organized by most of the supervisors. The organization of this 
single training program was following the direction of the WEO and seemed for the sake of 
fulfilling the interest of the WEO especially for reporting purpose. 
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Thus, as most of the FGD participants agreed, a few number of trainings might not allowed them 

to judge enough whether cluster trainings organized by the supervisor enable teachers to bring the 

expected outcome. Regarding the reason why supervisors neglected organizing trainings, most of 

the FGD participants agreed up on: (1) supervisors incompetence in organizing trainings 

following the appropriate procedures; (2) considering supervisors capacity as not more than 

teachers and principals; (3) commitment and interests of supervisors in carrying out their duties 

and responsibilities and supervisors' engagement in routine tasks such as organizing reports 

checking students' presence, etc. 

To sum up, as it has been observed on the findings, supervisors regarding all items of table 14 

found to be different with the views of teachers and principals which was concerning the practices 

in promoting cluster-based in-service trainings. The disparity, as indicated by the FGD 

participants possibly be: supervisors poor competence and ignorant in organizing training 

programs caused teachers and principals to be negative in their responses; the number of 

institution under each cluster and the distance from the cluster center made supervisors to 

externalize the reason but considering themselves as effective as if situation were facilitated; 

supervisors' aspirations to be appear as they were performing tasks effectively; supervisors 

engagement in routine works by the order of the WEOs and unable to do tasks as planed and 

cause supervisors to respond deliberately. 

4.3.4 Promoting School-Based In-Service Teachers' trainings 

School based in-service trainings usually focused on teaching staff development based on the 

consideration of student's learning, local needs of the individual teacher and the objectives of the 

school. As Hewto (1988) cited in Mon Yatsi (2006: 151) described, school based staff development 

as a planned process of development which enhances the quality of pupil learning by identifying, 

clarifying and meeting the individual needs of staff within a context of the institution as a whole. 

Supervisors, then responsible to assist teachers and school personnel how to plan and implement 

in-service trainings appropriate to local contexts. Thus, respondents were asked whether 

supervisors endeavor to promote the activities. The results of the collected data are presented in 

the following table. 
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Table IS: Activities ill Promoting School-Based Ill-Service Trainings 

No Supervisory Activities AI 
Teachers Principa ls Supervisors 
(N=258) (N =28) (N=18) 

I Enabling trainings pay attent ion to I 17 1 18 3 
local needs. 2 6 1 8 3 

3 26 2 12 
X 1.44 1.43 2.50 
Sd 0.67 0.63 0.78 

2 Assisting teachers in organ izing I 174 16 I 
trainings for the ir own professiona l 2 58 9 4 

growth . 3 26 3 13 
X 1.43 1.54 2.67 
Sd 0.669 0.693 0.59 

3 Indicating the way to school I 156 14 I 
personnel how to de liver in-service 2 77 9 4 

trainings. 3 25 5 13 
X 1.45 1.68 2.67 
Sd 0.65 0.77 0. 59 

Al = Alternatives I = Disagree 2= Partially Agree 3 = Agree 

School-based trainings would bring expected changes when they are designed in line with the 

interests of local teachers and the school objectives. Accordingly, respondents were requested 

whether supervisors endeavor to enable school-based trainings effective regarding the above 

issue. As depicted in table 15, teachers and principals with mean scores of 1.44 and 1.43 

respectively reported their disagreement because the mean scores pointed below the average mean 

value (2). This implied that supervisors' effort in this respect was deficient. Whereas, supervisors 

respondents with mean score 2.50 contended their agreement which indicate practices were 

supposed to be efficient. 

Regarding, assistance to teachers in organizing trainings for their own professional growth as 

indicated in mean score of teachers (l.45) and principals (1.54) are below the average mean, 

supervisors' effort in this regard were not as expected effective. Similarly, concerning supervisory 

support whether it has indicated the way to school personnel how to deliver in-service trainings at 

local context, teachers and principals with mean scores of 1.48 and 1.68 revealed their 

disagreement. From this, it is possible to deduce that practice also found to be ineffective. 

However, supervisors' respondents in contrast to teachers and principals in the above table 

confirmed their agreement with similar mean scores (2.67) which implied school-based in-service 

trainings were promoted efficiently. The computed ' t' and 'p' values depicted, no significant 
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difference in between the mean scores of teachers and principals responses regarding item 1-3 of 

the above table. Hence, both teachers and principals supposed to be with similar perceptions that 

indicated supervisors effort in promoting school based in-service training if found ineffective. 

However, as the'!' and p-values revealed, in all cases of table 15, supervisors found with a high 

significant difference with the views of the two groups of respondents(see appendix-G table IV, 

No 1-3). 

The data from the FGD revealed, it was possibly through the cluster center trainings that activities 

regarding school-based trainings to be introduced for teachers and other school persOlmel of each 

member schools. Moreover, it was be easier for supervisors to deliver support said the FGD 

participants either through trainings or meetings at the cluster level than dealing to each member 

schools. 

In contrast with the views of the FGD, the interviewed, WEO and ZED experts revealed, even 

though there are certain limitations, trainings usually organized and implemented at school level 

were helpful in bringing teachers effective in the teaching profession. In line with this, most ofthe 

experts of WEO were asked to respond for the question "how many of the supervisors in your 

Woreda do you expect performing tasks related to trainings?" Relatively, they responded only 40-

50% of the supervisors. According to the WEOEs this showed the importance of school based in­

service trainings not the effectiveness of supervisors because 40-50% indicated low performances. 

Thus, the data obtained from the majority of respondents depicted supervisors were difficient in 

promoting school based teachers trainings. However, as noted in the literature, Monyatsi (1997) in 

Monyatsi (2006) contended the importance of school based staff development; it helps to identify 

the school 's strengths and shortcomings and utilize such information as a basis for school 

improvement. Further, Cunningham and Gresso (1993:150) in Monyatsi (2006: lSI) believed 

that: 

"The only way we're going to gel from where we are to where we want to be is 
through staff development . .. when you talk aboul school improvement, you are 
lalking about people improvement, .. . the school is the people, so when you talk 
about excellence or improvement, or progress, we are really focusing on the people 
who make up the building. " 
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From the finding above, regarding cluster and school based supervision as well as in-service 

trainings the data from all respondents, interviewed and FGD participants except the supervisor 

depicted, supervisory practice in enhancing teachers' competence were found unsatisfactory. 

However, promoting these tasks were possibly the dominant responsibilities that supervisors 

should carry out being assigned as a supervisor. 

To give emphasis, the ANSREB (2005 : 29) In the discussion of the duties of supervision 

reminded, supervision as it is a profession that needs hard working and careful involvement, those 

who are working around cl uster schools were expected to perform tasks such as arranging 

permanent training programs for teachers and following up its implementation by incorporating it 

in the annual plan. 

4.4 Acquaintance of Supervisors with Teachers' Competences 

Whenever an attempt is designed to support teachers, it has to be in line with promoting their 

effectiveness. Thus, supervisors need to consider the points (competence standards) to be 

provided and how they could be practical appropriately. Regarding this, respondents were asked 

whether supervisors are fami liar with the competence standards of teachers' or not. The following 

tables (table 16-20) provided the results of the data collected. 

4.4.1 Facilitating Students Learning 
Supervisors are expected to support teachers to be effective in classroom, which reflect practices 

such as platming, enriching and implementing activities that support the attainment of quality 

education. Further, they have to incorporate different teaching methods in their support so as to 

enable teachers consider individual and group interests in the classroom. On the other hand, 

pointing how to select relevant teaching learning materials and technologies are also the task of 

supervisors (Markos 2004). On the top of these, Respondents were asked to forward their 

suggestion whether supervisors incorporate these activities during supporting teachers. Thus, the 

results gained are provided in the following table. 
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Table 16: Activities Related with Facilitating Students Learning 

Teachers Principals Supervisors 
No Supervisory Activities Options 

N % N % N % 
I Pointing how to plan, Disagree 143 55.4 9 32.2 - -

enrich and implement Partially 83 32.2 17 60.7 2 11.1 

instructional activities. Agree 
Agree 32 12.4 2 7. 1 16 88.9 

Total 258 100 28 100 18 100 
2 Gives attention how to Disagree 182 70.5 12 42.8 I 5.6 

select teaching learning Partially 
59 22.9 8 28.6 7 38.9 

materials. Agree 
Agree 17 6.6 8 28.6 10 55.5 

Total 258 100 28 100 18 100 
3 Introducing multiple Disagree 166 64.3 17 60.7 I 5.6 

methods of teaching. Partially 
70 27.1 6 2 1.4 6 33.3 Agree 

Agree 22 8.5 5 17.9 II 61.1 

Total 258 100 28 100 18 100 

Teaching learning processes could be effective when they are properly planned, developed and 

implemented. Supervisors in this regard, expected to point out how teachers' plan, develop and 

implement a teaching learning activities. Nonetheless, large numberl43 (55.4%) of teachers 

confirmed their disagreement that indicated practices were supposed to be ineffective. Whereas, 

17(60.7%) of principals ' depicted their partial agreement that supervisory practice were effective 

though there were limitations. Most of supervisors 16(88.9%), in contrast depicted their 

agreement that indicated practices were effective as what was expected. 

On the other hand, to achieve good instruction, support to teachers need to point the direction how 

to select and apply relevant teaching learning materials and technologies. As indicated the above 

table, 182 (70.5%) teachers and 12 (42.9%) principal respondents confirmed their disagreement, 

which implied ineffectiveness of supervisors. The majority 10(55.6%) of supervisors revealed 

their agreement in contrast to teachers and principals which indicate the ineffectiveness of the 

practices. 

From the above findings, the three groups of respondents found with different perceptions. 

Teachers might contend the truth and principals as an administrative body probably may observe 

certain activities implemented. Whereas, supervisors seemed to externalize the problem, and 

reported their effectiveness. However, the data observed earlier in table 7 item 2, the FOD 
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participants and the interviewed people remind that supervisors were ignorant of the instructional 

processes and this would strengthen teachers response in particular. 

Similarly, teachers would be effective when they are using different teaching learning strategies in 

classroom teaching so as to address individual and group interests. Thus, supervisors in their 

support need to design programs regarding this issue. As the data in the above table contended, 

the majority 166(64.3%), of teachers and 17(60.7%) of principals disagreed that supervisors effort 

in this respect was unsatisfactory. Seeming different with the perception of the majority of 

teachers and principals, most of the supervisors 11(61.1%) reported their agreement that possibly 

indicate supervisors were helping teachers to be introduced with current teaching methodologies. 

To authenticate the above finding the FGD participants were requested to enlighten the practices 

of supervisors in introducing teachers with different teaching methodologies. Then, they reported 

that supervisors seldom visit classroom while teachers are teaching for 10-15 minuets, later hold 

meetings individually so as to discuss highlights about performances of instruction. As the FGD, 

holding conferences with individual teachers would be difficult to address them effectively, 

because the number of teachers and classrooms under a cluster are quite large. Hence, it could be 

better to select sample teachers and classrooms and then hold meetings with group of teachers 

about strengths and weakness of instruction based on the observations. Supporting this, 

Sergiovanni and Starratt (2002) noted it would be difficult for supervisors are to sit down with 

individual teacher after each individual teacher to discuss specific teaching skills, but more so 

with groups of teachers to discuss regarding matters of instruction. 

As shown in the above data, it is possible to say that supervisors' were ineffective in organizing 

activities so as to assist teachers properly. This indicated that supervisors lack technical expertise 

in supporting teachers regarding facilitating students learning. (see also table 10). 

Therefore, attentions were not given by supervisors to assist teachers competent in their classroom 

teaching. However, it was to be one of the core tasks of supervisors to support teachers and foster 

students learning. Supporting this assumption Haileselassie (2007:42) pointed out, supervisors as 

an educational leader and coordinator in cuniculum development must be knowledgeable of how 

learning is structured and organized. 
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Because, when teachers are effective in their classroom students learning in turn will be effective 

and enable achievements of instructional objectives to be promoted. Supporting this Swachten 

(2006) indicated, a teacher who is supported to be pedagogically competent in his/her classroom 

teaching, provide the students a safe learning environment, where they find their hold and 

structure for social, emotional and moral development. 

4.4.2 Assessing and Reporting Students Learning 

Teachers in this competence need to assure that the evaluation system of students' performance is 

in continuous process. Moreover, in order to give the chance for students to show various learning 

outcomes, teachers are expected to evaluate students' performance through different evaluation 

mechanisms (Boston and Carol 2002). In line with this, teachers, principals and supervisors were 

asked to suggest their opinions regarding supervisors' effort in assisting teachers to utilize 

'effective assessment and recording mechanisms of students' learning. Thus, the information 

gained are provided in the table below. 

Table 1 7: Activities Related with Assessing and Reporting Students' Learning Outcomes. 

Teachers Principals Supervisors 
No Supervisory Activities Options 

N % N % N % 
I Assisting teachers to utilize Disagree 128 49.6 10 35.7 - -

effective assessment and Partially 93 36.1 12 42.9 3 16.7 
recording mechanism. Agree 

Agree 37 14.3 6 21.4 15 83.3 
Total 258 100 28 100 18 100 

2 Calling attention of Disagree 143 55.4 16 57.1 I 5.6 
teachers to report student's Partially 95 36.8 7 25.0 2 11.1 
performance. Agree 

Agree 20 7.8 5 17.9 15 83.3 
Total 258 100 28 100 18 100 

Using best ways of assessing and recording students learning performance has to be one of the 

tasks for effective teacher. For this reason, supervisors as assistance personnel expected to 

consider and implement these activities during supporting teachers. However, as noted under 

table 16 the majority 128 (49.6%) of teachers reported their disagreement that supervisors in this 

respect were found to be ineffective. Whereas, 12(42.9%) of principals contended their partial 

agreement which revealed, efforts were employed if not effective as expected and 15(83.3%) of 

supervisors were reported their agreement that indicated the effectiveness of the practices. 
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Concerning supervisors activities In making teachers pay attention about the importance of 

reporting students performance to parents and concerned bodies, the majority 143 (55.4%) of 

teachers and 16 (5 7.1 %) of principals reported their disagreement that indicated the 

ineffectiveness of supervisory practices. Whereas, 15(83.3%) of supervisors were confirmed their 

agreement showing practices in this respect were effective. 

The FGD participants on the other hand, confirmed that supervisors' activities usual1y confined 

only on announcing, but did not show the "how" of performing activities. Further, they reported 

that informing the importance of students' performance to parents and concerned bodies also 

found unpractical. 

The above findings showed supervisors ineffectiveness. However, considering as one of their 

duties they were required to endeavor how best assessment and recording mechanisms to be 

exercised among teachers of member schools. Moreover, it could be practical other than 

supervisors through assessment of teachers or other staff members of each school who have better 

performance. Thus, acquainting oneself with these practices was essential to assist teachers 

effectively and to provide the opportunities to add something on what they know. In relation to 

this, as noted by Boston and Carol (2002), when teachers are helped to know how students are 

preparing and where they are having trouble by utilizing different assessment mechanisms, they 

can use this information to make necessary instructional adjustments, such as reteaching, trying 

alternative instructional approaches, or offering more opportunities for practice. 

On the other hand, supervisors required to support teachers how to develop cooperation with 

parents regarding students performances to create better learning environment of students. One 

has to be consider that an increasingly important role of a primary school teacher is to encourage 

the parents of his/her students to paI1icipate in their child's learning process. If so teachers will 

continue to set aI1d correct homework, evaluates student progress and discusses results with 

students, parents and other teachers (on line). 

4.4.3 Engaging in Professional Learning 

One of the basic reasons for having supervisors is to enable teachers are be aware regarding the 

importance oflife long professional learning a continuous activity in teaching profession. Because it 
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provides a continuous education of the teaching staff to ensure adaptation of teachers to carry out 

professional activities under quickly changing social and economic situations of the society they 

leave in. Moreover, it facilitates the enhancement, development and updating of knowledge and 

professional skills (Garet 200 I :5). Hence, enabling teachers to participate in identifying and 

planning processes of their own professional learning interests is among the core tasks, which are 

expected from supervision of teachers. Bearing in mind this, respondents were asked whether 

supervisor endeavor to enable teachers' active participant of professional learning or not. Thus, the 

data collected are provided in the table below. 

Table 18: Activities Related with Engagillg ill Professional Learning Olltcome 

Teachers Principals Supervisors 
No Supervisory Activities Options 

N % N % N % 
I Informing the importance of Disagree 126 48.8 8 28.6 I 5.6 

engaging in professional learning. Partially 93 36.1 II 39.3 3 16.7 
Agree 
Agree 39 15.1 9 32.1 14 77.7 

Total 258 100 28 100 18 100 
2 Indicating the way how to Disagree 175 67.8 17 60.8 11 61.1 

identify and implement Partially 
60 23 .3 9 32.1 4 22.2 

professional learning. Agree 
Agree 23 8.9 2 7.1 3 16.7 

Total 258 100 28 100 18 100 
3 Assisting teachers to recogmze Disagree 120 46.5 8 28.6 - -

life long learning is integral in Partially 
98 38.0 15 53.6 11 61.1 

teaching profession. Agree 
Agree 40 15.5 5 17.9 7 38.9 

Total 258 100 28 100 18 100 

Professional learning refers the ongomg education that enables teachers to update their 

competences by acquainting them with current practices of the teaching profession. Possibly this 

would be effective, when teachers are helped to recognize the importance professional learning 

and be active participants of it. Thus, respondents were requested whether supervisory support 

endeavor to create awareness or not. The majority 126(48.8%) of teachers and 11(39.3%) of 

principals contended their disagreement that implied, practices in this respect were ineffective. 

Whereas, 14(77.8%) of supervisors in contrast to teachers and principals, depicted their agreement 

which indicated the effectiveness of supervisory practices. 

Similarly, in order to make professional learning effective and utilize for the achievements of 

instructional goals, it has to be first identified through the assessment of the needs of individual 
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teacher and school objectives, This perhaps be practical when teachers are helped to be engage in 

research works and identify the actual interests of the teaching staff as well as the teaching 

learning processes, However, as the majority of teachers 175(67,8%), 17(60,7%) of principals and 

11(61.1 %) of supervisors seemed to confirm their disagreement that practices in this respect were 

not as expected effective. 

On the other hand, related with item number 3 in the above, respondents were asked whether 

supervisory support enable teachers to recognize continuous life long learning as an integral part 

of the teaching profession, The majority 120 (46,5%) of teachers depicted their disagreement that 

efforts regarding this issue were supposed to be unsatisfactory, Whereas, 15(53,6%) and 

17(94.4%) of principals and supervisors respectively contended their partial agreement that 

implied practices in this respect were undertaken if not effective at alL 

The FGD participants indicated that supervisors usually forwarded general points regarding 

professional learning, but no deep discussion how to organize and go through it Further, they 

contended that the on going "continuous professional development" of teachers was facing 

difficulties, As further depicted by the FGD, supervisors' effort should not be denied, at least they 

were enlighten teachers regarding the importance, however, as it is vital for the improvement of 

teachers' competence, they were required to be acquainted highly with concepts of processional 

learning and its implementations techniques, 

In connection to this, Haileselassie (2007:50) indicated, "from among the variety of means 

employed to provide for staff development involving teachers in research and particularly in 

action-research would be paramount contribution to staff development" Similarly, Darling­

Hammond and Mclaughlin (1995) in Wanzare and Costa (2000) pointed, supervisory activities 

regarding professional development has to be enable teachers to become sources of knowledge for 

one another and to learn the important roles of "colleague" and "learner". Further, as Wood and 

Thompson (1993) and Darling Harnn10nd and Mclaughlin (1995) in Wanzare and Costa (2000) 

contended, professional learning provide venus for developing and engaging in practice-based 

research to be carried out collaboratively by teachers and supervisors. This in turn could be 

effective when planning and administration of effective professional development programs 

grounded by research and best practice of the teaching learning process. 
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4.4.4 Mastery in ETP, Curriculum and other Program Development 
Initiatives 

Teachers are expected to participate in group activities that focus on designing, and 

implementing different curricular activities which are helpful for the success of students' learning. 

In addition, they are expected to enhance conceptions of the Education and Training Policy and 

other relevant materials (NTPCSP,2007). Thus, supervisors as facilitators need to organize 

programs where teachers be able to aware and active participants of these activities. In respect to 

this, respondents were requested to suggest whether supervisors incorporated those tasks during 

provision of support to teachers. The results obtained are presented in the following table. 

Table 19: Activities Related with Mastery ill ETP alld Curriculum illitiative programs 

Teachers Principals Supervisors 
No Supervisory Activities Options 

N % N % N % 
I Indicates how to Disagree 174 67.4 14 50.0 - -

incorporate the curriculum Partia lly 60 23 .3 10 35.7 6 33.3 

with other programs. Agree 
Agree 24 9.3 4 14.3 12 66.7 

Total 258 100 28 100 18 100 
2 Assists teachers to enrich Disagree 153 59.3 15 53 .6 - -

their conception of the ETP. Partially 
72 27.9 9 32. 1 13 72.2 

Agree 
Agree 33 12.8 4 14 .3 5 27.8 

Total 258 100 28 100 18 100 
3 Assists teachers regarding Disagree 182 70.5 16 57.1 3 16.7 

supportive teaching Partially 
60 23.3 7 25.0 3 16.7 

manuals and materials. Agree 
Agree 16 6.2 5 17.9 12 66.6 

Total 258 100 28 100 18 100 
4 Assists teachers 111 Disagree 171 66.3 18 64.3 2 11.1 

evaluating the existing Part ially 
67 26.0 6 21.4 6 33.3 

teachers' guides and Agree 
Agree 20 7.7 4 14.3 10 55 .6 

students' text books. Total 258 100 28 100 18 100 

Teaching learning processes would be more effective when supported by activities developed 

beyond the regular classroom practices. When teachers incorporate these activities with their 

classroom-teaching, students learning would be more effective being governed by the actual 

social political and economic contexts of the society in which students living. Supervisors then 

expected to support teachers how to incorporate those activities in classroom teachings. However, 

the majority 174 (67.4%) of teachers and 14 (50.0%) of teachers and principal respondents 
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seemed to disagree that supervisors' effort were found to be inefficient. Whereas, 12(66.7%) of 

supervisors confirmed their agreement that possibly indicated effectiveness of the practices. 

Mastery in ETP and other relevant materials, such as strategies and guidelines would be 

competence standards that should be conceptualized by teachers through supervisory activities. 

As indicated in the above table (19), the majority 153 (59.3%) of teachers, and 15 (53.6%) of 

principals seemed disagree which implied supervisors' effort were ineffective. However, 13 

(72.2%) supervisors' respondents depicted their partial agreement, which indicate efforts were 

employed even though there were limitations. To counter check, interviewed supervisors were 

asked regarding their conception about the Ethiopian teachers' competence standard packages. 

Thus, majority of them replied that the concepts are new and they are taking workshops recently. 

However, said the interviewed, we are practicing them in our day-to-day activities. This implied 

that supervisors were less familiar with the competence standard packages of teachers. 

Teachers also required preparing supportive materials using local resources for better 

implementation of instruction and for effective learning of students. In this regard, supervisors as 

assistance personnel need to discuss with teachers and device means to enable teachers initiated in 

preparing supporting documents of instruction. Nonetheless, the majority 182 (70.5%) of teachers 

and 16 (57.1 %) principals respectively seemed to reject the assumption that supervisors support in 

this regard found to be ineffective. whereas 12(66.7%) of supervisors on the other hand contended 

their agreement which implied supervisory practices were delivered effectively. 

Curriculum evaluation such as students' textbooks and teachers ' guides enable the respected 

bodies to have feedback for future amendments of the materials. One of the means of receiving 

feedback how the curriculum developed or revised is teachers' effort in evaluating teaching 

learning materials and their genuine responses. Thus, enabling teachers competent in this respect 

supposed to be one of the responsibilities of supervisors. 

In contrast to this, as the data depicted, the majority 171 (66.3%) of teachers and 18 (64.3%) of 

principals reported their disagreement that seemed to be supervisors' effort in this respect were 

unsatisfactory. Where as, 10(55.6%) of supervisors reported their agreement that implied 

practices were effective. 
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The data from the FGD revealed, despite their practicality, supervIsors actually might have 

enough of the concepts ofETP and other supportive documents. One of the experienced teachers' 

participants of the FGD said that: 

Most oj teachers in this school are high serviced who missed the chances to be 
trained in the new curriculum oj the pre-service education. We need supervisors to 
support us or call other teachers or school personnel regarding these issues. 
(Fentanesh, 26-02-2008). 

As confirmed by teachers and principal respondents and supported by the FGD participants, 

supervisors effort in enabling teachers mastery the ETP and other supportive documents, 

curriculum and other program development initiates found to be ineffective. Then, it is possible to 

say that supervisors were less acquainted with these issues, which were considered as a 

benchmarks for their day-to-day activities. 

In connection to this, Dull (1981) in his discussion of supervisors' working activities regarding 

curriculum development indicated, one of supervisors duties was referred ensuring the practices 

of any extended school programs to be coordinated with those offered in the regular classroom. 

Further, as ANRSEB (2005:33) stated, teachers and supervisors required to make their schools 

more effective in integrating the curriculum to make it appropriate to the environment to achieve 

promotion of good citizens. These could be practical of course through extended programs of 

schools. 

From the above table, the findings revealed supervisory support again required to inform teachers 

so as to create awareness regarding ETP and other relevant documents which are helpful for 

schools to run their day to day tasks. MOE (1994 E.C:64) stressed, in order to achieve proper 

implementation of ETP; teachers need to be well informed about its concepts. Without achieving, 

teachers' commitment, effective implementation of the policy will not be succeeded (p.64). 

Teachers and principals' respondents in addition reported that supervisory support in initiating 

teachers to prepare supportive teaching materials found to be ineffective. However, these 

activities were also tasks of supervisors. Supervisors' effort in this respect would be focused on 

showing the direction how to select or prepare relevant teaching materials. Supporting this, Dull 

(1981) indicated, supervisors working activities include, helping teachers to prepare instructional 

83 



materials not otherwise available. Further, he discussed that supervIsors need to provide 
leadership over the evaluation and utilization of various instructional materials. 

The data on the other hand revealed, supervisors negligence of supporting teachers in evaluating 
the existing teachers' guides and students ' textbooks. However, activities usually useful for 
further improvements of the materials to make them suitable for each grade level and students 
experience. Supporting this, the ANRSEB (2005 :34) indicated, one of the work performance­
reference of schools to be considered by supervisors is the curriculum should be implemented on 
the basis of the environmental situations, and there should be continuous curriculum evolution 
and feedback have to be given to higher educational bodies. 

4.4.5 Collaboration with School Community 
Showing the way in which teachers able to develop and keep a cooperative and collaborative sprit 
with students, colleagues, parents could be consider as one of the duties for supervisors. In line 
with this, respondents were asked whether supervisors are familiar with these competences or not. 
Thus, the data collected from teachers, principals and supervisors are provided in the table below. 

Table 20: Activities Related with Formillg Partllership with the School Commullity 

Teachers Principals Supervisors No Supervisory Activities Options 
N % N % N % 

I Assisting teacher-student Disagree 157 60.9 7 25.0 - -
collaboration Partially 79 30.6 18 64.3 6 33.3 

Agree 
Agree 22 8.5 3 10.7 12 66.7 

Total 258 100 28 100 18 100 
2 Support teachers to bui ld Disagree 11 4 44.2 13 46.4 - -

interpersonal relationships. Partially 
99 38.4 7 25.0 2 11.1 Agree 

Agree 45 17.4 8 28.6 16 88.9 
Total 258 100 28 100 18 100 

3 Assisting teachers 111 Disagree 170 65 .9 7 25 .0 - -
developing co ll aboration with Partially 

69 26.7 15 53.6 6 33.3 parents . Agree 
Agree 19 7.4 6 21.4 12 66.7 

Total 258 100 28 100 18 100 

Teacher-student collaboration required a positive teaching learning based interaction between 
both pal1ies to achieve mutual support and trusts. Regarding this, supervisors required to support 
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teachers how to make collaboration with their students, but as indicated from above table, more 
than half 157 (60.9%) of teachers respondents disagreed that supervisors effort found to be 
ineffective. The majority, 18 (64.3%) of principals contended their partial agreement that 
indicated efforts were invested if not they are effective as expected. Whereas, 12(66.7%) of 
supervisors respondents depicted their agreement that implied practices were implemented 
effectively. 

On other hand, a collaborative environment would be achieved when teachers develop effective 
interpersonal relationship among themselves. Regarding this assumption, the majority 114 
(44.2%) of teachers and 13 (46.4%) respondents supposed to be disagreed that indicated practices 
were found to be unsatisfactory. However, the most I 6 (88.9%) of supervisors of them seemed to 
be agree that implied effectiveness of the practices. 

Teachers also need to build collaboration with parents for better learning of students. Nonetheless, 
as depicted in the above table, 170 (65.7%) of teachers disagreed that supervisors effort was 
suggested to be ineffective. Whereas, 15(53.6%) of principals agreed partially which implied 
supervisors were working as expected though there were limitations. In contrast, 12(66.7%) 
supervisors seemed to be agreeing that implied supervisors were endeavor to promote parent 
teachers relationships. 

The data obtained from FGD depicted, supervisors assistan7e regarding the above issues found to 
be positive than the earlierAiscussions in respect to the preceding four tables. As the FGD 
participants contended, the ineffectiveness was because of supervisors' inadequate competences 
in organizing and implementing tasks. Thus, supervisors were supposed to be in a better position 
in helping teachers to achieve a cooperative sprit with the school community let alone the 
impeding factors as most of teachers and principals claimed. 

When teachers are aware of duties concerning relationship with students, always they will be 
remind best instructions. Therefore, supervisors were required to inform teachers so as to 
approach students like a father or mother, nurturing them to be grow academically and ethically, 
respecting equality regarding ethnicity, color, religion, sex, disability (MOE, 1998 E.C:40). 
Moreover, teachers need to be informed the importance of building a positive teaching learning 
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based interactions with colleagues, which is based on achieving common goals and focused on 

initiating and developing students learning interest towards better achievement (PAD). 

Supervisors also need to endeavor so as to develop links in between teachers and parents . 

. Research and experience have proven that active, meaningful involvement by parents is essential 

for effective schooling and that the school, which values parents' involvement, tends to be more 

successful (Grauwe 2001: 121). Because parents are r;esponsible for their children, they need to get 

involved in issues that concern their children. Generally, regarding those issues as pointed in the 

above discussion supervisors need to enhance their effort to be aware how teachers develop 

collaboration with the school communities and provide supports accordingly. 

4.5 The Extent in which Teachers Benefited from Supervisory Practices 

The purpose of this section of presentation and analysis of the data was to counter check 

supervisory supports provided to teachers in promoting their professional competences. Hence, 

teachers were requested to respond how far they are benefited from supervisory practices of the 

cluster primary school supervisors provided the following information. 

Table 21: TIle Extellt ill which Teachers Benefited/rom Supervisory Practices 

Teachers' Re~ponses 
No Supervisory Practices 

BAV AV AAV T X Sd 

I Enable teachers to acquaint with classroom procedures 115 121 22 258 1.64 0.63 
process and techniques. 

2 Enable teachers to share best experiences of teaching 134 98 26 258 1.58 0.66 
practices. 

3 Help teachers in practicing best assessment and 138 94 26 258 1.56 0.77 
recording techniques of students learning activities 

4 Enable teachers to be informs on the significant of 126 107 25 258 1.60 0.55 
professional learning. 

5 ~.Help teachers to have a keen understanding of policies, 130 92 36 258 1.63 0.71 
relevant with the education sector. 

6 Help teachers to create cooperative spirit with 129 97 32 258 1.62 0.71 
the school community. 

7 The overall supervisory practices promote teachers' 148 78 32 258 1.55 0.70 
Professional competences. 

BA V = Below Average A V= Average AA V = Abov~ Average T = Total X= Mean Sd=standard deviat ion 

Concerning the extent to which supervisory practices enable teachers to be acquit with current 

practices of the instructional process, the samples appeared to be disagree that practices in this 
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regard was inefficient as the average mean score (1.64) tend to less than the ideal average mean 

(2). However, teaching competences need teachers to update their knowledge and skills to meet 

with current classroom practices. In these respect supervisory efforts as indicted in the mean of 

item 1, it seemed deficient. The finding would strengthen the assumption that contended in table 

16, which refers facilitating students learning. 

Respondents were also asked about the extent in which supervisory practices assist teachers to 

share best experiences of teaching practices. The finding revealed that the mean score (1.58) 

found to be below the average mean (2). This can be suggested, respondents found to be disagree 

with this assumption that indicates supervisory practices in this respect were ineffective. 

However, one of the best ways to achieve teachers ' competence was though arranging experience­

sharing programs among cluster member schools teachers (see also table 12 and table 13). 

Concerning the extent in which supervisory support assisted teachers in practicing best 

assessment techniques. With mean score of 1.56, respondents were appeared to be disagreeing 

that practices in this regard tend to be unsatisfllctory because the mean score pointed blow the 

average mean. This could stabilize the finding in table 17, which was concerned about teachers 

competences in assessing and recording students leaning out come. 

On the other hand, teachers were asked regarding the extent in which supervisory practices enable 

them to be informed about the significant of continuous professional learning. The mean score 

(1.60) reveled, respondents seemed to be disagree in this respect that practices were below 

average. It could be underlined now days; we are claiming our schools being unable to provide 

quality education for children. One of these reasons perhaps stemmed from the quality of 

teachers. For this reason, so as to up grade effectiveness, concepts regarding continuous 

professional development and active participate of it significantly required from teachers ' side. 

Thus, supervisors were required to assist teachers how changes could be achieve in this respect 

(see also the discussions in table 14 and table 18). Teachers were also asked about the extent in 

which supervisory practices enabling them to have a keen understanding of polices and guidelines 

relevant with the education sector. As the man score (1.63) revealed, respondents appeared to be 

disagree with this assumption that would be suggested, practices in thi s respect were again 

inefficient (see also the discussion in table 19). 
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Regarding the extent in which supervisory practices in assisting teachers to create a cooperative 

sprit among the school community, the mean score (1.62) supposed to contend, efforts in this 

respect were below average. In contrast to the findings in table 20, respondents confirmed that 

practices regarding this issue were below average. This could be suggested that even though the 

practices were undeliaken, their effects were not as expected efficient. 

At the end teachers were requested, how far, the overall supervisory practices enabled teachers' 

professional competence to be promoted. Respondents appeared to be disagree that practices in 

this respect were discouraging as the mean score (1.55) is below the average mean value (2). 

Focused group discussions that were conducted to be clear about current supervisory practices of 

the supervisors and how teachers are feeling in respect to this. Some of the winded assumptions 

are stated as follows: 

.:. All what we have discussed so far refers the fact that about supervisors 

responsibilities, but most of them were not practiced as expected. Truthfully, 

supervisors were doing noting except checking teachers working activities. So that, 

it is wastage of time and money . 

• :. We never observe effective supervisory activities and we don't know supervisors 

duties ad responsibilities. That is why we kept silent and reserved to forward 

assumptions. 

From what has been discussed above, supervisory support to cluster primary schools in promoting 

teachers competences supposed to be ineffective as it has suggested by the questionnaire 

respondents and the FGD participants. 

To sum up, in the findings, most of the FGD participants agreed that assigning supervisors at 

cluster school level could be taken as encouraging in the history of educational supervision of this 

country. However, the practical experience is showing, supervisory assistance that were vital in 

the teaching learning process found to be less effective in cluster primary schools of west Gojjam 

Administration Zone. 
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CHAPTER FIVE 

5. Summary, Conclusion and Recommendation 

5.1. Summary 

The Amhara National Regional State Education Bureau document indicates that teachers in 

primary schools were experiencing difficulties that were preventing them from showing 

improvement in the delivery of education, quality and efficiency. For this reason, school 

clustering was identified and implemented as a successful vehicle to address the difficulties 

focusing on improving efficiency, capacity building, supervision, experience sharing, and teacher 

motivation. In order to enable the cluster schools run these activities effectively, supervisors were 

assigned as a facilitator. 

Hence, supervisors were supposed to help the cluster schools in designing activities by providing 

support to teachers and school personnel with continuous efforts. This is to enable teachers 

competent in their profession and contribute to the assurance of quality education and better 

learning of students. Therefore, the main purpose of this study was to assess supervisory practice 

of cluster primary school supervisors of West Gqjjam Zone in promoting teachers professional 

competences. In order to meet this purpose, the following basic research questions were raised. 

1. Which supervisory leadership styles do supervisors practice? 

2. How supervisors unitize the supervisory leadership skills while assisting teachers? 

3. How supervisors endeavor to promote teachers ' professional competences through 

their supervisory practices? 

4. Is there any significant difference among the perception of teachers, principals and 

supervisors regarding supervisory practices in promoting teachers professional 

competences? 

5. How much supervisors know the concepts of primary school teachers' 

competences? 

6. To what extent do teachers' benefited from supervisory practices? 
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In this study, descriptive survey design was employed. Questionnaire was mainly utilized to 

collect data from teachers, principals and supervisors. In addition, to substantiate the data 

gathered through questionnaires, interview and FGD were made. 

In order to collect data on the topic West Gojam Zone was purposely selected. Five Woredas, 

eighteen clusters, twenty eight schools and two hundred sixty seven teachers were selected 

following one-third pattern, which was similar to multistage sampling. Distribution of sample 

clusters, schools and teachers for each sample woreda were made using stratified sampling i.e. to 

keep the proportion. Teachers samples were also made to keep the proportion of diploma and 

certificate qualifications. All the 18 sample cluster supervisors and the 28 sample schools 

principals were taken as a sample because all are important for the study. Eight supervisors from 

the sample, ten WEOEs and two ZEDEs were selected for interviewing. 

Questionnaires schedules were used to gather data in line with the basic research questions. 

However, 9 teachers were not returned the questionnaires. This reduced the sample population of 

teachers 258. Interview and FGD were also made to support the data obtained through 

questionnaire. The collected data from the closed ended questionnaire was analyzed using 

percentage, mean and t-test. The t- test analysis was supported by the computer SPSS program. 

The data gathered through interview and FGD were analyzed qualitatively. Hence, based on the 

review of literature and analysis of the data, the following findings were made. 

1. Leadership styles that supervisors currently exercising were not encouraging. 

The responses obtained from teachers (55%) principals (71.4%) and the FGD revealed, cluster 

primary schools supervisors of West Gojjam Zone found practicing leadership style which tend to 

be controlling of teachers work than assisting them. Further, the majority of teachers (49.4%) and 

principals (50.0%) reported, supervisors found negligence. of problems of the teaching learning 

process. 

2. Supervisory leadership skills were not properly utilized by supervisors. 

2.1. Conceptual skills of the supervisors were not promising 

The findings of this study revealed that less effort were made by supervisors to enable teachers 

acquaint with genuine and relevant ideas so as to tackle and solve problems of the instructional 
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process. On the other hand, the majority (65.5%) teachers, (64.3%) of principals and the FGD 

participants reported that supervisors were with out sufficient information regarding internal 

organization of the cluster schools. 

2.2. Human/ interpersonal relationship skills in which snpervisors practiced were fairly 

encouraging. 

The majority of teachers confirmed that supervisors were not In apposition of recognizing 

teachers' effort and facilitating situations for teachers to make open their feelings. Moreover, 

(65.1%) of teachers, (46.4%) of principals and (83.3%) of supervisors agreed that supervisors 

were better in developing positive social and educational climate. 

2.3. Technical kills that supervisors currently practiced was not efficient. 

The majority of teachers, principals and the FGD participants contended that supervisors were 

inefficient in utilizing technical skills, which are relevant with procedures and techniques of 

classroom instruction and supervision. 

2.4. The practice of supervisors in leading conferences was found encouraging. 

The result of the study demonstrated most ofteachers and principals agreed that supervisors' were 

effective in leading. The FGD participates on the other hand claimed that even though meetings 

with supervisors were rare it was usual to observe supervisors activity, which was in care and 

harmony. 

3. Supervisors' activities at cluster and school-level in promoting teachers professional 

competences through their Supervisory practices were not promising. 

Leadership styles and skills that supervisors practicing during assisting teachers have a direct or 

indirect effect on attempts towards promoting teachers professional competences. That is to mean 

when those leadership styles and skills which are relevant with supervision properly utilized, 

tasks, which focus on enhancing teachers effectiveness in turn will be undertaken effectively. In 

line with this, as documents of MOE and the ANRSEB indicated current classroom practices, 

innovations, experience sharing and in-service training programs would be practical through 

effective organization of cluster and school-based activities. Thus, if supervisory tasks properly 

functioned at cluster and school levels teachers competences will be undoubtedly promoted. 
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However, the majority of respondents confirmed ineffectiveness of supervisors' activities. 

Further, the summary discussed as follows. 

3.1. Practices in promoting cluster-based supervision were not satisfactory. 

The majority of teachers and principals together with the FGD participants confirmed, 

supervisors' effort in promoting cluster-based supervision was design without the approval of 

member schoolteachers. Moreover, the opportunities for teachers to share best experiences of 

teaching were not facilitated as expected. 

The ' t' and p-values pointed supervisors significant difference with teachers and principals 

perception. The reason for the disparity in perception and ineffectiveness as indicated by the 

majority of the respondents would be large number of schools under each cluster and negligence 

of the responsible higher bodies, supervisors' incompetence in organizing and performing tasks, 

the influence of WEO, which usually pressurized supervisors to be engaged in activities other 

than their core duties. 

3.2. Supervisory practices in promoting school-based supervision was not performed as 

expected. 

With regard to the efforts in enhancing the effectiveness of school-based supervision as most of 

the responders agreed practices were supposed to be unsatisfactory. Teachers were not 

encouraged to undertake joint planning of experience sharing program based on the local school 

contexts. The practice of enabling school personnel other than teachers to be familiar with 

procedures and techniques supervision of teachers' was ineffective. 

The 'I' and p-values here again indicated significant difference between the perception of both 

groups(teachers and principals) and supervisors. Thus, the reason for this variation again would 

base supervisors ' desires to externalize the sources of the hindrances. 

Despite this variations, large number if institutions and the distance in between schools and 

cluster centers, incompetence of supervisors(not beyond teachers and principals) in provision of 

supports to individual cluster school and supervisors engagements of routine works are among the 

hampering reasons for the ineffectiveness which verified by most of the FGD participators. 
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3.3. In-service trainings that were to be practiced at cluster-cluster level found to be 

discouraging. 

Training needs were not identified through assessessing and prioritizing the interests of member 

school teachers. The majority of respondents agreed that training programs were found to be 

ineffective with regard to focuses to wards achieving professional learning of teachers. Here also 

teachers and principals' perception were found significantly different with that of supervisors as 

the 't' and p-values indicated. 

The reason behind for the ineffective practices as revealed by the FGD were supervisors poor 

competence and ignorant in organizing training programs, as it has depicted earlier, the number of 

institution under each cluster and the distance from the cluster center, Supervisors' engagement in 

routine works and left the core tasks. 

3.4. Supervisory practices in promoting school-based trainings were not promising. 

The majority of the respondents reported that training programs which might organized by 

supervisors to enhance teachers ' efficiency based on local school contexts were ineffective. 

Teachers were to be encouraged in designing programs of trainings in line with the actual 

situation of school contexts. However, as most of teachers and principals agreed, practices in this 

regard were unsatisfactory. On the other hand, efforts in acquainting school personnel with 

training organization procedures were found discouraging. Teachers and principals mean scores 

also found significantly different with supervisors which indicated disparities in perceptions. 

4. Acquaintance of supervisors with teachers' competences were 

unsatisfactory. 

found to be 

• With regard to facilitating students learning as the majority of teachers (55.4%) indicated 

supervisors were less acquainted with the competences regarding planning, enriching and 

implementation of the teaching learning process. Teachers (49.6%) of them confirmed 

their disagreement that indicted supervisors were not assisted teachers in identifying and 

using effective assessment and recording mechanism. The practices of identifying 

professional learning through research and investigation projects as most of teachers 

67.8% and 60.7% of principals claimed they were unpractical. Thus, supervisors were 

found less familiar with the practices regarding professional learning's of teachers. 
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• Moreover, the practices of enabling teachers to master the ETP and other relevant 

materials were unsatisfactory as 59.3% teachers and 53.6% of principals confirmed. The 

findings of the study also demonstrate most of teachers 60.9% and 64.3 of principals 

reported that practices of showing the way in which teachers possibly develop a 

collaborative effort with school community were more or less ineffective. 

5. The extent in which teachers benefited from supervisory practices was not promising. 

The majority of respondents in table 20 items 45-51 reported that the extent of supervisory 

practices, which could enable teachers competent in their teaching profession, found to be below 

average. As it has discussed earlier in chapter four, practices that were expected to promote 

competences of teachers were inefficient (see table 11-14). Besides, supervisors' familiarities 

with competence standards of teachers were not promising (see table 15-19). 

5.2 Conclusions 

Based on the above major findings of the study, the following conclusions are made. 

1. Supervisors are expected to possess leadership styles appropriate for supervision of teachers. 

In respect to this, the study was focused on exploring the leadership styles that supervisors 

practicing while assisting teachers. Thus, supervisors were exercising inspectorial leadership 

style and ignorant in facilitating situation for teachers to be successful in solving instructional 

problems. However, authoritative leadership style was not exercised. 

2. Leadership skills considered as best instruments for supervisors to be effective in performing 

supervisory tasks. Having this in mind, investigation how supervisors utilized those 

leadership skills has done and deficiency was found in the area. Hence, utilization of 

supervisory leadership skills was not practiced effectively. 

3. Promoting the effectiveness of cluster and school-based superVISIOn as well as in-service 

teachers' trainings were the expected supervisory activities, which possibly bring teachers 

competent in their profession. On the subject of thi~, one of the basic research questions to be 

answer was referred how supervisors endeavor to promote teachers' professional competences 

through their supervisory practices at cluster and school levels. Thus as conclusion supervisors 

were ineffective in promoting cluster and school-based supervision as well as in-service 

trainings. 
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The number of teachers and schools per supervisor and the distance between cluster centers 

and member schools render the provision of supervision and in-service trainings nearly 

impossible for supervisors to put into practice by spending enough time at cluster center and 

in each single school. Low conception and incompetence of supervisors and engagements in 

routine works were the reasons for ineffectiveness of the practices. 

4. The study was attempted to test whether there happened significant difference among the 

perceptions of teachers, principals and supervisors regarding supervIsors activities in 

promoting teachers professional competences. Therefore, the t-test were focused on 

supervisory activities which were expected to promote teachers effectiveness i.e activities 

aimed at promoting effectiveness of cluster and school-based supervision as well as in-service 

trainings. 

Thus, the findings indicated in 3.1-3.4 of the summary part revealed the significant perception 

difference in between supervisors and the two groups of respondents (teachers and principals). \ ,/ 

Teachers and principals were claimed ineffectiveness of the practices but supervisors was 

stand in favor of their effectiveness. The reason for the variations was supervisors desire to 

externalize the grounds of ineffectiveness. 

5. With regard to teachers professional competences, supervIsors were less familiar with the 

concepts of facilitating students' learning, assessment and recording students' learning out 

come, engaging in professional learning, mastery in ETP, building collaboration with the 

school community. However, these were the profiles that teachers should perform in their day­

to-day activities of the teaching profession and further sought supervisors' attention. 

6. Examining the extent in which teachers benefited from the over all supervisory practices was 

one of the purposes of the study. On the top of this, the practices were insufficient for teachers 

to be advantaged from supervisors of West Gojjam cluster primary schools. This was 

confirmed by the majority of teachers, principals and the FGD participants' throughout the 

discussion ofthe data. 
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5.3 Recommendations 

Based on the findings , the study forwarded the following possible recommendations. 

1. The Amhara National Regional State Education Bureau document of inspection pointed 

out that educational supervision and inspection are organized having their own people 

from the Region Bureau to the Woreda Education Offices. However, the finding revealed 

that cluster primary school supervisors of West Gojjam Zone found exercising more of 

inspection and laissez-faire leadership styles. Thus, tasks of inspecting schools need to be 

performed by its own experts. Refreshment . workshops and conferences need to be 

delivered for supervisors regarding the concepts of supervision and inspection. The 

Woreda Education Offices of West Gojjam Zone should facilitate situations where 

teachers, principals, supervisors and Woreda Education Officers meet together at the 

Woreda level with regular time interval. Hence, opportunities of assessing achievements 

and failures of supervisory practices and reach on common consensus will be facilitated. 

2. Supervisors should be more acquainted with the human, technical and conceptual 

leadership skills relevant with educational supervision. Moreover, they have to be clear 

with procedures and techniques that are important to carry out cluster and school-based 

supervision as well as in-service trainings. Further, supervisors need to be familiar with 

the Ethiopian teachers' professional competences to keep relevancy of the supports to be 

provided. Hence: 

Short-term refreshment trainings through semmars, workshops or through 

discussion forums should be organized and implemented. Trainings should be plan 

and implemented effectively. Then, trainers should be qualified and experienced 

people especially in educational supervision and management. 

Experience sharing programs regarding supervision within and across the Woredas 

should be design and implemented by joint efforts of ZED and WEOs. For 

instance, by assigning a yearly cluster schools day, the WEOs can arrange an 

exhibition program for selected cluster centers to demonstrate their best 

performances so as to enable others share experiences. 
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Teachers, principals and supervisors have to be encouraged to be engaged in 

identifying best practices of supervision at cluster or school contexts through 

research works. 

Supervisors should be free from routine tasks to render them enough time for 

organizing supervisory tasks. 

3. Officials of education from the Region Bureau to the Woreda level have to be concerned 

that supervisors are shouldering burden beyond their capacity. Schools assigned to be 

covered by each supervisor made situations to be complicated and appeared difficult to 

manage them effectively. Hence, the number of schools under a cluster should be as stated 

in the guideline of the ANRSEB cluster schools organization. Otherwise, it is inevitable 

through time working as a supervisor will be deteriorating and devoted supervisors would 

be forced to withdraw because of the negligence. 

4. Further investigation need to be carried out regarding the problems that impede 

supervisory practices towards achieving teachers' professional competences. Because, 

several factors might not considered by the researcher. 
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Appendix-A 

Addis Ababa University 

School of Graduate Studies 

Faculty of Education 

Department of Teachers' Professional Development and 
Curriculum Studies 

Thesis Topic: The practice of cluster primary sch ool supervisor in 
promoting teachers professional competence deference to west beam 
administrative zone 

Direction: This questionnaire is designed to collect relevant data pnmary 
schools teachers, principals and supervisors about the aforemen tioned 
topic. Its m a in purposes is to survey the underlying cluster primary school 
supervisors superiors practice in promoting teachers competences in 
primary school of the above mentioned administrative zone. The resort of 
the study has some importance in suggesting possible solution for better 
improvement of supervisory practice. Therefore , your sincere cooperation 
and objectivity in responding to the questions is of great importance, and 
your responses to the questionnaire would be kept confidential. There is -no need of writing your name in any part of the questionnaire . 

Thank you 

I. Demographic Information 

1. Name of your Woreda ---------------

2. Name of your Cluster Center __________ _ 

3 Name of your School 

4. Your position: Teacher 'I ---, principal .-----, Supervisor 'I ---, 

5 . Sex Male <-I _--.-J Female 



6. Age range 18-22LI_--, 23-27 'I -----,1 28-32 33-37 

38-421L-----' 43-above IL_---' 

7 . Work Experience 

1-5 years- r"1 -----,1 11 - 15 years 'I -----,121-25yearsl,-------. 

6 - 10 yearsl 1 16-20 yearq 26-30yers 1,------,13 1 a nd above LI _--' 

8. Academic Qualification 

Certificate dip 10 rna 1,---------, 

Section A. Activities that have to be practiced by cluster pnmary 

school supervisors are listed below. Cluster primary school supervisors, 
principals and teachers a re requ ested to indicate their opinions about 
accomplishment of the activities. Therefore, please tick ( ) mark under 
your responses SA, A, PA, 0, or SO (SA= stron gly agree, A= agree, 
PA=partia lly agree, 0= disagree , SD=strongly disagree) 

I. Supervisory Leadership Characteristics and Skills 

No Supervisory leadership style exercised by cluster 
primary school supervisors SA A 

1 The supervisor focu ses on controlling the work of 
teachers rather than assisting them in promoting 
their effectiveness. 

2 The supervisor left teachers with problems of the 
instructional process than endeavor to facilitate 
situations. 

3 The supervisor considers him/herself as he/she 
knows every thing to decide on Issue with out 
reaching on common consensus with teachers . 

4 The supervisor work without confidence and firmness 
III facing difficulties during assisting teachers in 
solving instructional problems. 

PA D SD 



No Conceptual Skills SA A PA DS SD 
5 The supervisor is resourceful in creating genuine idea 

for tackling and solving problems that teachers faced 
in the teaching learning process. 

6 The supervisor has sufficient information about 
internal organization of schools to assist teachers for 
improvement of instruction. 

Human Relation / Interpersonal Skills 

7 The supervisor gives appropriate recognition to 
teachers for efforts and achievements in instruction. 

S The supervisor listen teaches voice genuinely seeking 
to establish a warm and congenial human 
relationship. 

9 The supervisor seeks to develop a social and 
educational climate among the staff members that 
fosters excellence III all sections of the teaching 
learning programs. 

10 The supervisor has the know how III applying 
processes and techniques of the instructional process 

(. to help teachers effective in classroom teaching. 

11 The supervisor use procedures and techniques that 
led him/her towards effective job performance III 
supervision of teachers. 

Conference/ Staff Meeting Leading Skills 

12 The supervisor follows proper procedures when 
leading conferences/meetings with teachers. 

13 The supervisor facilitates opportunities where 
teachers increased their professional learning through 
conferences/ meetings. 

14 The conferences / meetings are non-threatening that 
create conducive environment for teachers and the 
supervisor to work together as a team member. 
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II. Roles and Responsibilities of Cluster Primary School 
Supervisors in Promoting Teachers Competences 
No Promoting Cluster-Based Supervision SA A PA 
15 The supervisor design a ctivities in promoting supervision 

among member schools with the approval of teachers . 

16 The supervisor facilitates situations for clu ster school 
teachers to try out new ideas relevant with s haring of 
good teaching practice. 

17 The supervisory practice in visiting member schools ends 
with constructive critics and mutual unders tanding 
between teachers and the supervisor. 

18 The supervisor provides best experiences to teachers that 
he/she organized through su pervision of member 
schools. 

19 The supervisor endeavor to create positive work 
competition among teachers of member schools . 

Promoting School-Based Supervision 

20 The supervIsor assists teachers to undertake joint 
planning of experience sharing programs in local school 
contexts . 

21 The supervisory support help teachers in identify and 
solve the actual ins tructional problem at school context. 

22 Supervisory support h elp school personnel to asquint 
with procedures how supervision of teachers' best 
implemented in school context. 

Facilitating Cluster-Based In-Service Trainings 

23 Training programs organized by the supervisor at the 
cluster center, gives priority to the problems identified 
through needs assessment conducted to all m ember 
school teachers. 

24 Training organized by the supervisor at cluster level 
provide teachers with ways in which they can see and act 
upon the connection among students' experience, 
classroom practice and school wide s tructures . 

D SD 



No Item SA A PA 

25 Training programs create a sprit of cooperative working 
atmosphere among m ember school teachers. 

26 Trainings at cluster level focu ses in achievin g continuous 
professional growth of teach ers . 

,/ Facilitating School-Based In-service Teachers' 

Training 

27 The supervisor endeavor school-based trainings to glve 
attention to local n eeds of the individual teachers and 
school objectives. 

28 The supervisor assists teachers to organlze trainings for 
their own professional growth. 

29 The supervlsory support shows the way to school 
personnel how to deliver in-service trainings to teachers 
at local con text. 

III. Acquaintance of Supervisors with Professional Competence Standards 
of Teachers 

NO Facilitating Students' Learning SA A PA 

30 The supervisor support points the way how teach ers 
plan, enrich and implement relevant objectives of 
instruction and teaching learning activities. 

31 The supervisor support focuses on introducing mUltiple 
teaching learning activities that m eet the interest of 
individual and groups in the classroom. 

32 The supervisory support gives attention how teachers 
possibly select and use relevant teaching learning 
materials and technologies. 

DA SD 
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No Assessing and 
Out comes 

Reporting Students' Learning SA A PA D SD 

33 The supervisory support assists teach ers musing 
effective assessment and recording mechanism m the 
process of evaluating students' performance. 

34 The supervisory support calls attention to teachers about 
the importance of reporting students' performance to 
parents and concerned bodies in time. 

Engaging in Professional Learning 

35 The supervisory support informs teachers clearly about 
the importance of en gaging in professional learning of self 
and others. 

36 The supervisory support indicates the way how to identify 
professional learning through teaching learning based 
research and investigation proj ects. 

37 The supervisory support assists teacher s in recogmzmg 
continues/life long learning is an integral part of the 
teaching profession. 

Mastery in ETP, Curriculum and other Program 
Development Initiatives 

38 The supervisory support help teaches how to incorporate 
the curriculum with other programs developed for the 
improvement of students' learning 

39 The supervisory support assists teacher s to erich their 
conception of the Education and training policy of 
Ethiopia and other rela ted materials such as strategies, 
guidelines and proclamations. 

40 The supervisory support 
prepara tion and prOVISIOn 
manuals and materials. 

assists teach ers 
of supportive 

m the 
teaching 

41 The supervisory support assists teachers in evaluatin g 
the existing teacher s' guides and students' text books for 
further improvement. 

' .. ' 



NO Forming Partnership with the School Community SA A PA 

42 The supervisory support gives attention on issues how 
teachers be able to create teaching learning collaboration 
with students. 

43 The supervisory support indicates the way how teachers 
build interpersonal relationship among themselves. 

44 The supervisory support assists teachers to acquaint 
with the means in building collaboration with parents for 
students' better learning. 

Section B. Teachers are kindly requested to answer the following indices that 
reflect the extent in which teachers are benefited from the supervisory 
practices. Put " "under your appropriate responses in the column provided 
using the following alternatives. 

5 4 3 1 

Complete Above Average 

Average 

2 

Below 

Average 

None 

No The extent in which teachers are benefited from supervisory 
practices. 

45 The extent in which supervisory practices enable teachers to acquaint with 
current classroom instruction process and techniques. 

46 The extent in which supervisory practices enable teachers to share best 
experiences of teaching practices. 

47 The extent in which supervisory practices help teachers in practicing best 
assessment and recording techniques of students learning activities. 

48 The extent in which supervisory practices enable teachers to be informed on 
the significance of continuous professional learning and active participants 
of it. 

49 The extent in which supervisory practices help teachers to have a keen 
understanding of polices, guidelines relevant with the education sector 

50 The extent in which supervisory practices help teachers to crea te cooperative 
sprit with the school community -

51 The extent in which supervisory practices promote teachers competences 
through supervision and trainings. 

5 4 
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III. \'''''1~j. \,uo'f.uo~f ~l;q 709''UC7o n.Tl- ft.TCIf.eHC'l- hn1C 
n"'~ \'uo9"U&.1 oo-f'C 11:1'70 ~l;qp1l- ;JC fl\ra>- 7oa>-a>-.p 

n"l9" M"'I nllb-A 
hAil r.,.",/ t.P'r ') 00"'/ C "'/oo;f:fT M "'I 

"'Iflrr M"'I 
"'1"'19" "'/flU· "'IflU' 

f'l-TC1i.eI1<;. tlD9"'U(r "} 1' 1(l I'tf'l I'tID"'lC "'l {H' "'l C 
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n·Tc1i.eI1<;. tTD9"'U6-"} flh'i:c\ mNr I'M"}~"}~"}<; I'fl·.r:"} 
'i:'I~r tI "'l "'l 'I r 1'1'(lf~ l'au"'IC "'l {H' "'l C 11 ». fJ1;Y' -~ 
h "}~fm·'" 1·1(lm·"} ~,111 hg:C:jc\ :: 
n·TC1i.el1<;' onauU6-"} .,.1(l i'tf'l i'OD"'lC "'lll.,. "'l C 
"'l-I; (. f C\ <; .". h <;' n- :<L fJ1 ;y. -~ ~, "}lI..r h "}.e. "'l. 00 C m· <; 
h·).e."'l.m</'m· n<1.ej;C\:: 

r.,.",/t.P'r roo"'/C (I}.m,-f.:r."} ooooH,)'1 "'/<1(1}:'-
f'l-TC1i.eU<;' OD9"'U6-"} tI1' '''l(.fJ1;Y' OD"'IC 9"'U<; m·m,;J·"'l 
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.r:;J'i: n'!'j;C\: : 

n·Tc1i.etl<;. tTD9"U6-"} 1'1' "'l (. fJ1 :f "} i'OD"'lC m·m,·y. ··r·"} 
nm'l~T<; II "'l. OD II h ;/' 'f m· h'i:II- ;Y. flmq. -,: i' "'l <1 m1' M&NI.Yn hVtnUfl' +1fl.m·"} ~,11j n .r:C:jc\ :: 

Il.,.h;r ;r.e. roo· f' O5':1T T C"'/6- 'l" r on".,.tt: 
n·TC1i.eI1<;. ~,n~"}~· OD9"UC 6-n· he; I'll 6- CJC\ .e.t.fl~ 
11+ h;J' r .e OD' f'l? r9"UCr T C'''l6- '1";Y. OD<11· ... 'fm· 
116-<1'fm·9" tf'l 1'1-/' "'l l.. fJ1 :r· OD"'lC film·') m '/,"'L;/' 
hVtt.~ h11J ~,.r:C:jc\:: 

n·Tc1i.eI1<;. ·th;/,;J·.e tID·f'l? r9"uC·H au"'lC 
"'l1l1''''l<;'"} ODlPr CJ .e.t.1 '!'<;r<; 9"'C9"'C TC':t>:h:" ~,"}lI..r 
h"}.e. "'l.M <; h"}.e. "'l. .,.111<;. 1lC\ f. :f-"} ~,OD'I hj;C\ :: 
f'l-TC1i.eu<;. i' tlD9'" U 6-"} .,.h;/, ;J' .e OD·f'l? r9"'UCr 
i''''lN:C'!'<; h"'lIl"''''lC oo·f ~"I1.e -I' ''lCJ6- :/' m'Il'!' n -~~ 
I'ODtf~·"} 9"'h"}fr hVt1'IHfl· 'r1(lm' "} h11j r..e.·C:jc\:: 
i'r9"'lIC-}'<; llC\m<; ;rfLll"} I1ODt.~-}· IIIlCo,r -}' 9"'UCr<; 
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n·TC1i.eI1<;. tID 9'" U 6-"} IlCo,1' r9"UCof:"} h t'I.t'I - ;Y. 
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"'l1l+<1nC h"}.e."'l.~:I1· 1lc\f.;Y·"} r.OD'Ihj;C\:: 
n·Tc1i.eU<;. tID 9"'U 6-"} IlM,1('-I: i' :/' 9'" U C r <; llC\m<; 
;rfLll : Ilr6-1;;t1: : ooOD(.f fJ1··f<; .0 fl T f'l '1' m· "} "l"} 'I (l, 
hVtf~tI'I1'" 1·1(lm·"} .r::.>'i: n'!'j;C\:: 
n·TC1i.eI1<;. OD 9'" U6-"} 11 .e.;J6.- I''''lll'r "'l (. f "'l H' II-:r· 
h "} It lI' 9'" au <1 (.f fJ1 T r.H1:<1:t>:r<; HCflr 'I .e h"}~.<1·/+ 
1·7(lm·"} h11j ~,.I';C:jc\:: 

n·TC1i.e11<;. OD 9'" U 6- "} fl1l6' 'I.e ftl·:'·"} I' l ' "'l (. fJ1 ~'. 
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Appendix-C-l 
Addis Ababa University 

School of Graduate Studies 

Faculty of Education 

Department of Teachers' Professional Development and Curriculum 

Studies 

Interview guides to be conducted with some selected Woreda Zone education office 
experts. 

Dear respondent 

The main purpose of this interview is to survey the c luster primary school supervisors' 
practices in promoting teachers competences in primary schools of West Gojjam Zone .The 
data obtained wi ll be used for research purpose only. 

Therefore, your sincerity in respond ing to the questions is of great im pOitance, and your 
responses to the interview wou ld be kept confidential. 

Thank you 

I . What is your assumption about the supervisory leadership sty les that supervisor 
currently practicing? 

2. How do you see supervi sors' effort in utilizing superv isory leadership ski ll s? 
3. Can you elaborate supervisory achievements of supervisors in promoting 

supervision of teachers at cluster and schoo l leve l? 

4. How do you see the supervi sors' effort in fac ili tating c luster and schoo l-based in­
service teachers trainings? 

5. What is your assumption regarding the overa ll activities of superv isors in bringing 
teachers' competent in the teaching profess ion? Can you enlighten me major 
accompli shments of supervisors? 



Appendix-C-2 
Addis Ababa University 

School of Graduate Studies 

Faculty of Education 

Department of Teachers' Professional Development and Curriculum 

Studies 

Interview gu ides to be conducted with some se lected supervi sors . 

Dear respondent 

The main purpose of this interview is to collect relevant data regarding supervisory 

practices of cluster primary school supervisors 

in promoting teachers competences in primary schools of West Gojjam Zone .The data 

obtained will be used for research purpose only. 

Therefore, your sincerity in responding to the questions is of great importance, and your 

responses to the interview wou ld be kept confidential. 

Thank you 

I. What is your suggestion regarding supervisory leadersh ip sty les currently practiced in 

your cluster schools? 

2. How do you utilize supervisory leadership skill s during organizing and practicing you r 

supervisory tasks? 

3. How do you feel the effectiveness of clustered and school-based supervision? 

4. What is your opinion regarding the effect iveness of cluster and school-based 

In-service trainings of teachers? 

5. Do you have any practices of incorporating teachers' professional competence 

standards during assisting teachers? How do you practicing them? 

6. What is your assumption about the effectiveness of supervision in your cluster school? 

What are the associated problems? 



Appendix - D-1 

f1il.l;.r'l Mlfl ~'HiCr'lt r ru'l T9"UCT /1t\~. ~Ul 9" l:J> TC"'lt.9" 

rou9"Ut.1 l7D'fC; ruC<}T TOUUCT 'PC;:" tI~t\ 

O?"ot-,O -))i?" MI't·.<l5?C Il'} rol.<l 1,uoud· l\.//t,!'.:,.<; I'll'} '/'?"uc} uo 9" &,(' 

t\0'1.77· llt\uo· y 9':r· :pt\ uoml'~> 

I'll. U :J't\uomN' ~,"'O'J fl9"ot-11 -):<19" MH·.<lY.C II'} OO'JYi· r'/'7·.<l1- \' 1li' Y.l)i 

·)·//t,f·:f I'I·Tlll.e11Cif· l'ao9"ut-'n uo·Y'P. 'O:p:" t\O'l'fC\fl')' ~,YI1'i'm'J' yt\ .. h 

1''?t-1' fl1'uot\111' 'P'i'1' t\O'J'rJ'[S; rO'J.l.<l aol.Xl t\O'J'1'11' 'Jm.:: Ouotf'l'?" 

uo LC'. 9' if· t\'PC;1' 1''?llC 11O'J'Pc\ ro.m 1M o,t\O'J r",:,'m.9":: 

MII.U t\:J't\ uoml"" 1'10.'1 >j'<; rtf'/· 9" ... i'q~ MC{]9' .emO:J't\·:: uolXl9';"9" 

t\t\.... ~,'rJC\ '/,'1c\t.m. I'O'J .el'lm· uotf'f"} ~,l;Ja}fflt\ U':: 

1. I'I·TcllrHcif· ~,uo6--C fluo{]m1' l7Y: ~,r''''I1·I· t\·:I· yt\ .-)- r~,uot-c M:" 

n7,C{]9' M1' .f'\'1· 9"'} .eaoMc\? 

2. l'I-Tcll.enc:r· huot-C Oao{]m1' l7,'!: I'~,uot-C 'O:J';t"l'm.{] 9"'} . · · " 

ruoMc\? 

3. fl1·5?:~'r)·'i' fl1·//t1· r.ll{ 1'(t·Tcn.1"n f''?llt-1''} 11O'J-)C\fl-( ~,'}7,C 

1'1'1' cll.eIlC'F 1'11'1 ro'i'rm:} 1''?ll6--')' 0.11lI1<;.c\:';? 

4. (t·TCll.eHC'F 01·n'r)·<; fl1·//t1· Y.l:<1 ruo9"ut-n {]t- ... .e (]C\m'i' 

t\0'11C\fl·)· r5?l1·1·'} 'Pl ')' h'}f!o'/' .eaot\I1-r.;t-C\ ? 

5. M,m:P ... .e r1·5?7"i~1' {]Tcll.eIIC'ij'- l'uo9"U6--'} ao·y'P. fl;J>-( 11°']'fC\fl :,' 

~d~lC YhC;mC;rm.'} 1',?1l6--+ flhC{]9' M1·yr,/· 9",} ,euoMC\ : 'P'i' 

'PC; r'/'h'i'ro~· 1''?1lt-1''} fl.1C\l'.·C\"i : 



Appendix - 0-2 

flMl/1 J,flfJ f?1I1Clli- Pru} rrVCr /l,1,)f .e-VL rL.-9' Tl."'??r 

puorVd-1 uo-f'i ruC'7r 7-uovC'r '1''17' 17tj.'/I 

09"Ou.'0 ?1l9" M"-.",.I'.C W} (J)l..", M,'}.I'.;;' Y.l.ll :"9"tJC')' n . .r.:f II·TCiJ.e llC'·-j'­

:J' II 00 m .eA' 

1""hO<-' f' -------- 7·.\':"i:'· n·n: fi.ellc 

rll.tJ .4'lIoomN MOTJ 09"Ou.·0 ?1l9" M-r.'l.r.C I"} OOTJ.77· r "· '/·,v,T 1'1 <;' .r.U: 
'}·/ (1,n'. n·Tl.fi.eIlc::r rao9"tJu.T} OO'Y'e ·n}H· IIOTJ?t\n+ ~,.f'h'1(J)',· YII"}-'} 

,1"7 u.} O'I'oo llh '''' 'f''1'}- IIOTJI1 '/,.\': rOTJ.l..", ool.ll IIOTJ'Td' '/OJ.:: 001) 1f"'9" 

aot.!':$Di,.. t'l'f''1~. "-"lflC IlOTJ'Pt\ (J).m 1M 'M°'l rl)r(J).9":: 

MII.tJ t'\:J'1I oomr'/: ''''70.'1'''''1 rlf',· 9"1)('1'1"' h~,Cfl$D .emO.<J>II· : :00019'11;9" 

111\,1) ~,I1t\ ''''I)t\t.(J). rOTJ.enm· oolf~"} ~,l.;J"lnll\U· :: 

1. r7·J."i·" ~,flt\ Illf'!- ~'9"tJC~' (1} ao9"tJu.·} .1':;1'1: A.A'!' f'-i- :;'m. 1'00':;.( 

flt\~· '/CD. -j·"l0u.'e rOTJ.If'/CD.? 

2. rA·Tcfl.io flU. OOTJ.n.u.;If·O'}· (J)~'1' r~,ooU.c ~,:"9" f''''l.m,e,'/: ?'.",\,,:-;"} 

~,',$!u~' .e-r7f1u.r'Pt\ ? 

3. 7-.I'."i'':'·'}'1 :1'ootJC~- (1~.,} ooAl..}· n.l.7 rA·Tcfl.in flU. (J).m.:J"OTJ'':'· 

"n'}$!u')' .e7t\7,·:J"t\ ? 

4. 7·.I'."i'}-}· ' }'1 '}·9"C'}· (1 ')-'} aont.1· r.l'.l.7 roo?"tJt-'} flU. I).e flt\m'1 

(J).m.:J"ml'l'I, O.fflu.u.t\ "i ? 

5. 009" tJu. '} oo-f'e f1.4';J'r(J)· .e?lIfI:,· tl'}.\': O"'CO' f'ao9"tJu.'} oo-Y'e 

f1.4"}' ~l.ll$D1"- Oo7C ~",,'I: J.l.:q -rll;J!':-j-(J). flt- I).e (J).II'Pt\:: "nCfl$D 

M~ll.tJ 7 · .",~:r rfd-'} "l'}11(1 0.7t\7,-t\"i 

6. nt,m.4'I).e 07~7'1'I' rn·TcIT.in flU. 9"'} ftJt\ "- "lflu.'e 7,',.",.rf'} 

0.7M,·t\"i : ''''1'11 :r"lc:1"'fl 



Appendix-E 

Add is Ababa University 

School of Graduate Studies 

Facu lty of Education 

Department of Teachers' Professional Development and Curriculum 

Studies 

Focused group di scuss ion guides to be held with primary schoo l teachers and principals 

Dear participants 

The main purpose of thi s di scuss ion is to co llect pertinent data regarding your cluster primary 

school supervisors' practices in promot ing teachers competences in primary schools of West 

Gojjam Zone .The data obtained wi ll be used for research pu rpose on Iy. 

Therefore, you r genuine parti cipation in the discussion have great importance, and your 

discussion would be kept confidential. 

Thank you 

I. What are your suggestions about your supervisor regarding the su pervisory leadershi p 

styles that he/she currently practic ing? 

2. How do you see your supervisors' capabi li ty in uti lizing the superv isory leadership 

skill s? 

3. Can you elaborate the supervi sors' effort in promoting cluster and schoo l-based 

supervi sion? 

4. What are your suggestions regarding the supervisors' effOIt in promoting cluster and 

school based in-service tra inings of teachers? 

5. How do you see your supervisor acquaintance with teachers' professional competence 

standards? 

6. What are your opinions regarding the overa ll superv isory practices in promoting 

teachers profess ional competences? What are the associated prob lems in carrying out 

supervisory tasks? 

., .1 



Appendix - F 

(U,,~,il MfJ ~ 'L.llCilt f'il"-+9"UC~' Pt\.~· J':Ul (rl:)' TC''1t-9'" 

f' no 9" U t- ') 00- fCJ P' C,} r +9" U C'''' '1' Cj ~- tJ li: b'\ 

Iwo;t>:aoty .I'.lXl '}'9"UC')' fl,.y.:)'. a o9"Ut- '}C; C/ao9"Ut·'} .:JC I'I'''I,.I'./.'}· 

m . .e.e'f·:r- t':/·h·/.')· ',1'(1:,-

(J).~- t'(J)'.e.e./> ·t-.... ')·t.J11r 

{' lIu (J)·.e.e1· 'f", '}lI"'7 fl9"'ot-'fl 1P.9" (d)·/"-'I.I'.C W} fl'7'7:} '~ Y' /'1 ,'I"i' 1'1 <;' .~. O: 

,I·/fl,·!'·:'· I'\ ·TCil.eIlC'r t'ao9"Ut-'i {7O'Y'C 'fl ,'''} ' I'lrnl '~t\fl'f- i,J'/lcillJ'" l'I'l'}'} 

'/'''l1J ·/·C fl-/-aol'lh -/. 1''1 .}. 1'I"'7~1 'IS; t''''7./'-'I ao/. Po 1'10'1'7'1 + 'un.:: 

(lao if','9" aol;J J11:f, 1'11''1 l' ·t-"7IJC h "'7 (J)I'I (J)m 1'1/1 'HI"'7 1''1 ' I'm·?": : 

Mllu fl(lJ . .e.e-f, Y~TH'i </''1 -/'1'\1'(;; 1'11''1'1, m'(Tl,;r 0'1 'd, Mlt.'I '!. aoif·,·'} 

i,Y?6h' (I(JJ..e.eT. 1''''7. ?1+ aolXlJ11r I'I(\''I ·I-'It\t.m. -/· ........ b.m· \'°'l.en1' 

{70 if',· '} til ;J"lITJI'I(JJ.: : 

1. \'H~;"i'd' o·TCil.ell<;. tjl70 t-C (laoilm·j· l?.I': \,°'lh'/·'Ilm· ilt\·n·· 

(I·I-aol'lh·/- fl~'1'H MH·f\'·)· 9"'} '/ ' ''l '}IIIJ:t:<Pt\ 'J 

2. \'?'~'''i+ ilTCil.ell<;. tlaot-C naoilm:/' /.'l.V: t'tlaDt·C 11:1" /: 

~'}$!o.). ;r.eT.'Ir(lJ· .) 

3 . \'?'~';H' \'1 '/fl,1' YO·Tcn.if'} ilt-fD:,- (I"'7ao;J: f+ l7.!!..· 

I'O·TCiltl<;. tlll'l09" 9"'i .eaoMt\ ? 

4. \'?~' ''i'r)'<J Y1·/fl,·)· p't\m<JfDl Y?IJt·'l? i,'iY.(}", · \"}'$.'.;";."[-

I'\·TCIi.etl<;. Y~l7:f(lJ· 1'l·f·f '(I;rlt-'fm'? 

5. t'?'~"i1' O·TCIi.eI1<;. hao9"Ut-·} ao-f'e .I'.l:<1<p:r ;lC Yl'lm. 

·)-(D·aH' 9"',} Y aoMt\? 

6. Mlmj' 'I.e I'\·TCIi.eIl<;. \'ao9"Ut-'}'} aO 'f'e -fl.1':{ ' h"'77·M."[- td'IC 

fh <J m5:r(JJ. -t-"l1Jt-1' (I.7M· : -/'Yfif T"lC:r-il 9"·i.l':<Jhn:? 



Appendix- G 

Supervisors effort in Promotin g cluster and school-based supervi sion as we ll as in-serv ice 

trainings with calcu lated t' and ' p' values that indicates whether any s ignificant diffe rence 

happen among the mean va lues ofteachers, princ ipals and supervisors. 

Table I: Regarding S upervisors' Effort ill Promoting Cluster-Based Supervision 

Teac hcl's(N~2S8) with Teachc l's(N - 28) with Principals(N- 28) with 

Principals (N=28) Supervisor'S (1'.' =18) 
_._-

' Superv isors (N=:; 18) 

No t-value P-value t-value P-value t-value P-va lue 

I -1.245 0.2 14 -5.687 0.000 -3.758 0.001 

2 -1.021 0.308 -5.754 0.000 -'3.898 0.000 

3 -0.912 0.368 -16.849 0.000 -8.126 0.000 

4 0.980 0.328 -1 9.603 0.000 -8.105 0.000 

5 -1.893 0.059 -18.939 0.000 -7.530 0.000 

Table II: Regarding Supervisors' Effort ill Promoting School-Based S upervision 

Teachers(N=2S8) with Teachers(N=28)with Principals(N=28)with 

No 
Principa ls (N=28) Supervisors (N=18) Superviso rs (N= 18) 

t-value P-value t-value P-value t-value P-value 

I -1.446 0.149 -7 .913 0.000 -4.055 0.000 

2 -0.492 0.623 -5 .668 0.000 -4. 153 0.000 

3 -1.857 0.064 -6.896 0.000 -4.4 71 0.000 

Table III. Regarding Supervisors Effort ill Promoting Cluster-Based In-Service Trainings 

Teacbers(N=2S8) with Teachers(N=28)with Principals(N=28)with 

No 
Principals (N=28) Supervisors (N=18) Supervisors (N= 18) 

t-value P-value t-value P-value t-value P-vaille 

I -1.119 0.272 -5.263 0.000 -3.580 0.00 1 

2 -0.235 0.815 -5.224 0.000 -4.153 0.000 

3 1.383 0.175 -5.477 0.000 -6.450 0.000 

4 3 .237 0.002 -6.963 0.000 -7.926 0.000 



TabLe IV: Regarding Supervisors Effort in Promoting Scllool -Based II/-Service Trainings 

Teachers(N=25S) with Teachers(N=2S) Principa ls(N=2S) 

No Principals (N=2S) Supervisors (N=IS) Supervisors (N= IS) 

I-value P-value I-value P-value I-value P-va lue 

I -0 .07 1 0.974 -6.424 0.000 -5.090 0.000 

2 -0.8 IS 0.414 -7.653 0.000 -5.702 0.000 

3 -1.520 0.130 -7.490 0.000 -4.6 14 0.000 



Appendix-H 
Distribut" r -- ------- I - - - - -- - -- - - ~ - - - -- - - - - -lust hool d teachers bv W d, - - - ---

Cluster Total number of teachers Sample of teachers 
Woreda 

Center 

Woncher 

Yilmana 
Densa Gosheye 

Adet 
Densa Bat 

Merawi 

Wotat Mecha 
Abbay 
Birakat 
Addis Alem 
Tikur 
Wuha 

Jabi 
Tehinan Mankussa 

Lay Bir 
Hodansh 

Arbegnoch 

Dembecha Addis 
Amba 
Wad 

Feres Bet 
Oega Oebre Oamot Sinna 

Dikulkana 

School Level Certificate 
M F T 

Woncher 1-8 9 11 20 
Tsion 1-8 7 10 17 
Gosheye 1-8 8 8 16 
Buhadingav 1-8 11 10 2 1 
Adet 1-8 10 5 15 
Densa Bata 1-8 6 8 14 
Merawi 1-8 14 9 23 
Merawi 02 1-4 2 3 5 
Woter Abay 1-8 7 9 16 
Ambo Mesk 1-8 6 8 14 
Birakat 1-8 12 17 29 
Addis Alem 1-8 5 5 10 
Tikur Wuha 1-8 20 14 34 
Jiga 01 1-4 4 11 15 
Mankassa I 1-8 12 21 33 
Mankusa 2 1-4 2 6 8 
Lay Bir 1-8 6 23 29 
Hodansh 1-8 7 9 16 
Arbegnoch 1-8 7 16 23 
Oimela 1-4 1 3 4 
Addis Ababa 1-8 6 5 11 
Lejet 1-4 - 7 7 
Wad 1-8 8 19 27 
Feres Bet 1-8 9 27 36 
Shewa F/bet 1-8 3 15 18 
Oebre Sina 1-4 1 10 11 

Zikuwala 1-4 - 4 4 
Dikulkan 1-8 7 16 23 

188 309 497 . Urban schoo ls 
" Schools around urban 
""'Rural schools 

Diploma Certificate Diploma 
M F T M F T M F T 

8 4 12 3 4 7 3 1 4 
9 2 11 2 3 5 3 1 4 
8 5 13 3 2 5 3 2 5 
4 7 11 3 3 6 1 2 3 
26 6 32 3 2 5 7 2 9 
9 12 2 1 2 3 5 3 4 7 
23 6 29 5 3 8 7 2 9 
- - - 1 2 3 - - -
16 3 19 2 3 5 5 1 6 
4 3 7 2 2 4 1 1 2 
10 4 14 4 4 8 3 1 4 
7 1 8 2 2 4 2 1 3 
10 13 23 7 5 12 3 4 7 
- - - 1 4 5 - - -
15 2 17 4 7 11 4 1 6 
- - - 1 2 3 - - -
8 4 12 4 7 11 5 1 6 
4 2 6 2 3 5 1 1 2 
8 3 11 2 5 7 2 1 3 
- - - 1 3 4 - - -
5 5 10 2 2 4 2 2 4 
- - - - 3 3 - - -
8 5 13 3 6 9 3 2 5 
1 1 9 20 3 9 12 4 3 7 
2 1 3 1 5 6 1 I 2 
- - - 1 3 4 - - -

- - - - 3 3 - -
9 4 13 2 5 7 3 1 4 
204 101 305 63 105 168 63 35 98 

Total sample Remark 

M F T 
6 5 11 •• 
5 4 9 •• 
6 4 10 ••• 
4 5 9 ••• 
10 4 14 • 
5 7 12 ••• 
12 5 17 • i 

1 2 3 •• I 

7 4 11 •• 
3 3 6 •• 
7 5 12 •• 
4 3 7 .. 
10 9 19 • 
1 4 5 • 
8 8 17 .. 
1 2 3 .. 
9 8 16 ... 
3 4 7 ... 
4 6 10 .. 
1 3 4 ... 
4 4 8 • 
- 3 3 .. 
6 8 14 ... 
7 12 19 • 
2 6 8 • 
1 3 4 .. 
- 3 3 ... 
5 6 11 ... 
126 141 267 
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