ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES

THE CURRENT PRACTICES AND PROBLEMS OF
SUBJECT-AREA INSTRUCTIONAL SUPERVISION IN
SECONDARY SCHOOLS OF
ADDIS ABABA CITY ADMINISTRATION

By
Alemayehu Gudeta Ourga

June 2008
Addis Ababa



THE CURRENT PRACTICES AND PROBLEMS OF
SUBJECT-AREA INSTRUCTIONAL SUPERVISION
IN SECONDARY SCHOOLS OF
ADDIS ABABA CITY ADMINISTRATION

A THESIS SUBMITTED TO
THE SCHOOL OF GRADUATE STUDIES
ADDIS ABABA UNIVERSITY
DEPARTMENT OF EDUCATIONAL PLANNING AND
MANAGEMENT

IN PARTIAL FULFILMENT OF THE REQUIREMENTS FOR
THE DEGREE OF MASTER OF ARTS IN EDUCATIONAL
LEADERSHIP AND MANAGEMENT

By
Alemayehu Gudeta Ourga

June 2008
Addis Ababa



This thesis has been submitted for examination with my approval as a
University Advisor.

Advisor  Haileselassie W/Gerima (Asst. Prof.)

Signature Q—%v\_—//
Date ////fg//@g




ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES

THE CURRENT PRACTICES AND PROBLEMS OF
SUBJECT-AREA INSTRUCTIONAL SUPERVISION
IN SECONDARY SCHOOLS OF
ADDIS ABABA CITY ADMINISTRATION

BY
ALEMAYEHU GUDETA OURGA

COLLEGE OF EDUCATION
DEPARTMENT OF EDUCATIONAL
PLANNING AND MANAGEMENT

APPROVED BY THE BOARD OF EXAMINERS

P\/CMLL Noaum Q@ ’( Jp/ on LLL(P/]Q) 1[\/;%&3“4

/ CHAIRMAN, DEPARTMENT SIGNATURE
GRADUATE COMMITTEE

HAILESELASSIE W/ GERIMA (Asst. Prof.) (}7["\/

ADVISOR SIGNATURE

ANTERNAL EXAMINER

Z@WM Seteg

/ J
EXTERNAL EXAMINER SICNATURE




AKNOWELEDGEMENTS

Seeing this thesis to success, I am most grateful to all who generously gave
their time and knowledge in helping me while undertaking this research.
Particular appreciation is due to my advisor Ato Haileselassie Woldegerima
(Assistant professor) for his constructive and professional comments,
suggestions, and detailed review of the study. His unreserved effort in giving
constructive comments, since the beginning of the survey has made the study

reach its present level.

My heart felt and deepest thanks also go to my wife W/R Birrie Ayalew and my
children Kalkidan Alemayehu, Samuel Alemayehu, and Hammeretsion
Alemayehu for their constant encouragement, motivation and support. My
success in completing this study is to a great extent attributed to their

unreserved contribution.



Table of Contents

Pages
AR OLCCl 5 C T ) o e e 1
THEASIC O RIS ot o ke b s R SN NIRRT Dk [ i
LA e sndd Stomen o gt Jo L NRCMSEEIE LB PRt e \
IO ormotasenmtiodmh il i e ottt Mt Sl b bl ) oL vi
CHAPTER ONE
THE PROBLEM AND ITS APPROACH...................cocoiiiiinann. l
R BackeroundioTthe S tdY or: . oniis oot bndentaenfininne bs Jn Y s 1
E2aStatcmentiof tRePEOBIEINN ML o, cvo voviss crvmns dors i i i o U 3
e Objcctives ofithie SHIAY: . 4h ol ot i) o S 5
Lo UG Tt 2L B o) Tore v i e o 5
LREL 2R S et Tl O o [lel £ A S P PR SO B 6
[edsSignificance of the!Study - . b il LI L ik o s et 6
[EsINe HmItatiOnGEthe SOHANV.. . it cartoseb e e 2l s F O 7/
O Tt ORS O TNE ST, i v et st bsnesiinis & s B e e 8
[P The'Research Design and MethodolOgyY .. . on s sars s e lnisie 8
o 2fo ol D RS o TR o] M e e bl o B R DAL st = i S0 b 8

1.7.2. Sample Size and Sampling Techniques...........ccoveieeeimiomininn8

B7EENT) atat@Gatherin o Do O S o o S s S e 10
NS P rocedUresionDAtaiCollC ClIOM Nt oo et et ot o RO 11
S ) A T B Y e S 1S e et e e e e e o e b e, A A B e 11
13, DI EIn O e RS T bt e s s aa0 A SR B oS B B0 Bs SOBE B O aeRo- s 11
IR @) A A U O O € S A el alee e e e s e 12

i



CHAPTER TWO
THE REVIEW OF THE RELATED LITERATURE .................... 13
2.1. Evolution of Educational supervision........................cevevven..e. 13
2.1.1. History of Supervision in Ethiopia................ccccccovvveueeen.. 19
2.1.2. Views toward SUPEIVISION. ... .. . eeuereenereesenssaenssnsnsanenaaes 22
N E OGSO S TID ETVASTOM N 0 s o st st e e i R P 24
I Gl Pl Ol SUDETVISTON e ot s s L e 2
A ask S OT S UDEEVISTON 55+ o b stesilonid s Sl S o T 29
2@ ani Al oONIOR SUPEEVISION: ke inss ol v svth et s s S 43

2.6. The current organization and practices of supervision in Ethiopia...46

2.6.1. Out-of school organization of supervision.......................... 46
216:25:Schoe]=-based/SUPEIVISION. . . 15 suatiinte s bnibennhss SR s ST 47
2.6.3. The case of Addis Ababa City Administration..................... 50

CHAPTER THREE

DATA ANALYSES AND INTERPRETATION

Sl Eharactenistics 0f the TESPONABILS. ciry s et vabine it b sttt 52

3.2. Analyses of the main features of subject area
IS O A S I D T A ST TIN5 s s e oA et e S 54
3.2.1. The usefulness of the objectives to enhance the
subject area instructional SUPErvision............................ 54
3.2.2. Analyses of responses on the activities undertaken
to initiate the subject area instructional supervision........... 59
3.2.3. Functionality of the tasks of the subject area

InSiRE A SRS 010 n0606m66000606a066 486660086 660000 Gacaa: 63



3.2.4. Analyses of effects of the selected objectives to
enhance subject area instructional supervision................. 68

3.2.5. Analyses of views of school management and teachers

to ward subject area instructional supervision.................... 74
3.2.6. Major problems of subject area instructional supervision......... 80
CHAPTER FOUR
SUMMARY, CONCLUCION AND RECOMMENDATIONS....... 83
S T I ATV 2 5. o cooiere & o st e s 4 e s et 561 eioie ST p TN 85
A B O CIS IO 5,5 brirssibi i p 130 s 5 53 e 30t 5 S e A A 5 A e T 91
R RSToTeT v 10 (=0 (0 v 6 10) 1 P ot PM Ry M S PR B . . ' 93
BIBHOOTaphyes b fase ive s ot et i s i e S v D93 B 96
AR s i a4 5 T s s e e s 600 S s R S e e 99

v



LIST OF TABLES

Table Title Page
1. Number of Supervisors, Principals,
Bepartmenttheads: and. Teaches:. . ... oot o e St 9
2. Total population and Sample Size.............ccooveviiiiiiiiiiienenn, 10
3 S @haracteriStics ol tesPONACIITS s o« cun s ds s ot Tl e 53

4. Usefulness of objectives to enhance

practices of subject area instructional supervision.................... 59
5. Activities undertaken to initiate subject

areanStrucional SUPErVISION: .\ .ol swasms s dos T s Spah e 60
6. Fulfillments of the tasks by subject

dEearinSinuclionalisSupervISION 2. « 2 s s s it e Tl 64
7. Contributions of the practices of subject area instructional

SUDCTYISTON R s i s i Saleisrnaiotn sl s s S e AR i) 69
8. Views on subject area instructional supervision............... I e 75
9. Major problems of subject area instructional

SUPEIE ST0 NSRRI M. ©o 5 T S T e S R 80



ABSTRACT

The purpose of this study was to investigate the current practices and
problems of subject area instructional supervision in the secondary schools of
Addis Ababa City Administration. The study sample of this survey included
348 subjects. Among these; 216 teachers, 9 department heads, 27 principals
and vice principals, from 9 sample government secondary schools, and 15
subject area instructional supervisors from 5 sample sub city education
departments were selected through simple random and availability sampling
techniques. Data were collected through questionnaires and document
observations, and analyzed using frequency percentage and arithmetic mean
tables. The findings made clear that, the objectives were useful, however, the
activities undertaken in terms of provision of trainings to introduce the subject
area instructional  supervision, school based workshops, seminars,
organization and implementation of experience sharing sessions, formal
training programs were not practical at secondary school levels in Addis
Ababa. Subject area instructional supervisors were not involved into careful
planning, organizing, scheduling supervisory tasks, they were not accessible
to schools and teachers in order to frequently observe schools and classroom
instructions rather than focusing on administrative matters The organization
and implementation of clinical and collegial supervision or peer coaching
techniques of instructional supervision were found with low performances.
Providing best alternative methods of instruction, participating in the
evaluation process of teachers’ performance, and assisting teachers in the
evaluation of curriculum were not successfully accomplished. The effects
achieved were found to be unsatisfactory. In addition, subject area
instructional supervision encountered severe problems that impeded
supervisory services. Giving more attention to and spending more time on
administrative functions than instructional improvement for each subject of
the curriculum, the mis-match of the number of subject area supervisors with
the fast growing number of schools and teachers, lack of clarity on the
organizational structure of subject area supervision among all concerned
bodies were among the major ones. Therefore, it was advised that the City
Administration Education Bureau and Sub city Education Department
decision makers should be willing to accept the weaknesses and problems of
the subject area instructional supervision in secondary schools and to
reengineer this supervisory approach in order to achieve the desired
instructional improvements.

Vi



CHAPTER ONE

THE PROBLEM AND ITS APPROCH
This chapter deals with the problem and the way it is approached. The
background, statement of the problem, the objectives, significance, delimitation
and limitations of the study, the research design and methodology: sampling
techniques, data collecting instruments, methods of data analyses, operational

definitions and finally organization of the study have been treated consecutively.

1.1. Background

Supervision has existed in all countries for many decades and occupies a pivotal
position in the management of education, which can be understood as an expert
technical service most importantly concerned with scientific study and

improvement of the conditions that surrounds learning and pupil growth.

According to Vashist (2004:13) supervision is leadership and the development of
leadership within groups, which cooperatively evaluate educational product in
light of accepted objectives of education, studying the teaching learning situation
to determine the antecedents of satisfactory and unsatisfactory pupil growth and
achievement, improving the teaching learning situation and evaluating the

objectives, methods and outcomes of supervision.

Supervision has a paramount importance for the improvement of instruction and
the development of teacher’s initiative, responsibility, creativity, internal
commitment and motivation. One of the major components of supervision is the

improvement of instruction. For instruction to improve, professional



development, self-evaluation, fostering curriculum development and action

research must be included in the Supervisory process.

Instructional supervision is mainly concerned with improving schools by helping
teachers to reflect on their practices, to learn more about what they do and why,
to strive for self- improvement, to share what they know with others, and to strive

to improve their practices (Sergiovanni and Starratt 1993:104).

In Ethiopian modern education system, the supervisory services began to be
carried out since 1941, with constant shift of the names “Inspection” and
“Supervision”. However, currently, MOE has once again changed the name

inspection to supervision (Haileselassie, 1997:2).

In the case of Addis Ababa, where this study was undertaken, Addis Ababa City
Administration Education Bureau (AACAEB) has restructured its sub city level
supervisory positions from the general supervisory approach to subject area

instructional supervisory approach, since the beginning of 2004.

These sub city level supervisory positions were filled by subject teachers who are
recruited and selected from among the best and experienced teachers serving in
secondary government schools, holding BA or BSc Degree in various fields of
education. Accordingly, the Language, Social science, and Natural Science
supervisors were recruited and selected from their respective departments. All
these efforts were intended for the improvement of instruction and quality of

education.



[nstructional supervisors, are expected as explained by Grauwe and Carron
(1997); Lucio and McNeill (1979); Pajak (1993) to create conducive atmosphere
for the teaching learning activities of the schools, make classroom visits and
conduct conferences, give the necessary solutions to subject teachers in light of
instructional improvement and learners’ best academic achievement, cater
professional support for teachers and school managers, facilitate and demonstrate
action research, prepare and organize professional trainings, workshops,
seminars, participate in social disciplinary problems, act as liaison agents, and

inform schools about the decisions made by the center concerning instruction.

In light of these, improvement of subject area instructional supervision in
Secondary Government Schools of Addis Ababa depends upon the active
reaction to the supervisory activities and committed effort of subject area
instructional supervisors. When these subject area instructional supervisors fail to
apply their expected roles, teachers and school managers may react conversely by
creating negative attitude and this may result in negative impact on the quality of

education.

Hence, the current practices and problems of subject area instructional
supervision in Addis Ababa appear to be an issue that needs investigation. But
research on subject area instructional supervision is scant. Thus, examining what
is going on and come up with some recommendations, become necessary and

indispensable.

1.2. Statement of the Problem
Supervision to day is not the province of an individual or position, but a rational

mode of behavior for all who work and are part of the human organization of the



school (Lucio, 1979:16). Picking similar idea, Glickman and et al (2004:8),
depicted that, supervision is a common vision of what teaching and learning can
and should be developed collaboratively by formally designated supervisors,
teachers, and other members of the school community. The task of supervisors is

to help teachers do a better job in providing learning opportunities for students.

A good supervisor is one who is capable of communicating with teachers and
other school members and can provide necessary guidance and assistance to them
for their professional development. He should be able to create a certain amount
of motivation in them for improving their performance for the benefit of their
organization. To achieve these capabilities, a supervisor should have sufficient
knowledge about curricula, methodology of teaching and other connected
activities in side or out side of the school. Without such knowledge, it will be
difficult for the supervisor to function effectively (Singhal. and Metal,
1986:86).To attain the necessary knowledge, therefore, the supervisor has to

engage himself in a continuous pursuit of supervisory knowledge and skills.

Subject area instructional supervisors who are assigned at Sub City Educational
Departments in Addis Ababa City Administration are required to implement
subject area instructional supervision by having common vision with secondary
school teachers and principals to provide the necessary supervisory support to

those in need of it.

However, the present situation of subject area instructional supervision in Addis
Ababa City Administration seems confused and distorted because of the lack of
adequate conceptualization of subject area instructional supervision. The nature,

purpose and structure of subject area instructional is considered as trivial and the



teachers and school managers feelings about subject area instructional
supervision differ because of various ways in which subject area instructional
supervisors have interpreted the supervisory roles. Shortage of number of subject

area Instructional supervisors was also severe supervisory problem in the city

under study.

Therefore, this study was designed to assess the actual practices of subject area
instructional  supervision in selected secondary government schools and
attempted to answer the following basic questions.
1. What initiate the introduction of subject area supervision?
2. What measures, in terms of training have been taken to introduce subject
area supervision in secondary schools?
3.What exactly do the subject area instructional supervisors perform and how
does their performance correspond to the intended purposes? And what
functions distinguish them from the general supervisors?
4.What is the attitude of school managers and teachers toward subject area
instructional supervision?
5.What major problems are observed and what measures have been taken to

address the problems?

1.3. Objectives of the Study
1.3.1. General Objectives

The study aimed to examine the existing system of subject area instructional
supervision, and the way it works in practice, together with an exposition of short
comings, followed by a set of proposals for the improvement of the function of

subject area instructional supervision.



1.3.2. Specific Objectives
The specific objectives of the study are to:
* assess the current and major constraints of subject area instructional
supervision in secondary schools of Addis Ababa.
* show the actual performance of subject area instructional supervisors and
the extent to which their performance correspond to the intended purposes.
e cxamine the effectiveness of the current structure of subject area
instructional supervision.
o reveal the perception of teachers concerning subject area instructional
supervision.
e propose possible ways and means of improving subject area supervisory

practices in secondary schools.

1.4. Significance of the Study

Instructional supervision in secondary schools is essential mainly to advance the
professional development of teachers directed at achieving good academic
performance of students. Absence of detailed study in this regard obliged the
student researcher to conduct this study and disclose basic facts, which will serve

as a stepping-stone for further improvement.

Thus, the study is timely and significant for:
1. Creating awareness among educational managers at various levels about the

current problems of subject area instructional supervision and help them to

take responsive measures.



2. Informing subject area instructional supervisors about the knowledge level,

perception and expectations of teachers regarding subject area supervision,

and to react accordingly.

3. Helping Sub City Educational Department decision makers and Subject area
Instructional Supervisors to evaluate their supervisory knowledge, skills,
abilities and task performances that would enable them to take the necessary

action.

4. Serving as a source of information for other researchers who want to conduct

in-depth study regarding this topic.

1.5. Delimitation

The study is delimited to Addis Ababa City Administration; because it is
assumed that the city has attempted the new supervisory approach i.e. subject
area instructional supervision, in the general education level (from kindergarten
up to second cycle secondary schools), in order to bring about improvement of
instruction and quality of education. In sampling sub cities and schools, the
dimension of the study is confined to five sub cities and nine secondary
government schools since these can be enough representative samples of the

available sub cities and schools in Addis Ababa.

For the purpose of document analyses, the study was delimited to four years
(2003/2004 to 2007/2008) sub city education departments of the sample sub cities
and secondary schools yearly plans and reports assessment, since these can give
enough information on planning and reporting of subject area instructional

SuUpervisory Services.
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supervisory services.



1.6. Limitations of the Study.

Since this study was not conducted on the city level scale, the findings, which
will be the bases for fair generalization, are not supposed to be free from some
limitations. Some teachers and principals were not in a position to respond and
return the questionnaire on time. The other problem was the scarcity of research

concerning subject area instructional supervision.

1.7. The Research Design and Methodology

The descriptive survey approach was designed in order to show the current
practices and problems of subject area instructional supervision in selected
secondary government schools of Addis Ababa. This approach is helpful to
collect descriptive information directly from the population, to employ simple
statistical techniques and to facilitate drawing generalization about large
population on the basis of the study of representative sample (Krishnaswami

2001:45).

1.7.1. Data Sources

The primary sources of data were government secondary school principals and
vice principals, department heads, teachers, and subject area instructional
supervisors of the sub city education departments. For the purpose of document
analysis, sub city education departments’ and secondary schools’ yearly plans,

supervisory reports and the review of related literature were used.

1.7.2. Sample Size and Sampling Techniques
The determination of the population and sample schools was based on the
2006/07 Annual Statistical Report of the AACAEB. Thus, there were 10 sub

cities in the metropolitan, 30 subject area instructional supervisors, 31 secondary



government schools, 93 principals and vice principals, 310 department heads, and

2431 government secondary school teachers.

Table 1: -Number of Subject-area Supervisors, Secondary Government School

Principals, Department heads, and Teachers, in 2006/07 in Addis Ababa.

S Name of Subject | Secondary Principals and| Department| Teachers
N. Sub cities Area Schools Vice Heads
Supervisors Principals
I | Addis Ketema 3 2 6 20 193
2 Akaki Kaliti 3 3 9 30 145
3 | Arada 3 6 18 60 332
4 | Bole 3 3 9 30 260
5 | Gulele 3 3 9 30 397
6 | Kirkos 3 3 9 30 284
7 | Kolfe Keranio 3 2 6 20 287,
8 | Lideta 3 2 6 20 114
9 | Nefassilk Lafto | 3 3 9 30 175
10 [ Yeka 3 4 12 40 274
Total 30 31 93 310 2431

*Source: AACAEB Annual Statistical Report 2006/07.

To ensure a fair representation of all administrative parts of Addis Ababa, out of
10 sub cities 5(50%)of them (Arada, gulele, Kolfe keranio, Nefas silk Lafto, and
Yeka) were randomly selected. Random sampling was used because every sub-
city would have an equal chance of being selected. After selecting the sample sub
cities, the distribution of subject area supervisors, secondary government school

principals and vice principals, department heads and teachers was identified.

Consequently, out of 18 secondary government schools, 9 (50%) were selected
using quota sampling, because it was possible to consider the specific proportion
of number of schools in 5 sub cities. From a total of 720 teachers of these sample
secondary schools, 216(30%) were randomly chosen (30%from each sample

school) so as to make the study manageable.



[n addition, all the 90 department heads, 27principals and vice principals of the
sampled secondary schools, and the 15 subject area instructional supervisors of
the selected sub cities were included in the study using availability sampling
technique, because this method is useful to involve the appropriate authorities
that hold supervisory positions so as to secure reliable and adequate information.

As a result, the total number of respondents was 348.

Table 2: - Total Population and Sample Size

S.No | Yypeof Total | Sample % Sampling
Respondents Population| Size Technique
1 Subject area 100%
Supervisors 15 15 Availability
2 Principals and
Vice principals 27 27 100% Availability
3
Department 90 90 100% Availability
Heads
4 Simple
Teachers 720 216 30% Random
Total 852 348 R T

1.7.3. Data Gathering Tools

To obtain adequate information about the current practices and problems of
subject area instructional supervision in secondary schools in Addis Ababa, open
and closed ended questionnaire was the main instrument of data collection,
because it is the most important tool in gathering data from large sample and it
creates the relative ease for respondents to fill out it within short period of time.
In addition to the data obtained through questionnaire, information from

documents i.e. supervisory visit register books and schools’ annual plan were

used as data collecting instruments.
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1.7.4. Data Collecting Procedures

A questionnaire was designed with open and closed ended items for secondary
school teachers, department heads, principals and vice principals, and subject
area instructional supervisors. The draft questionnaire was duplicated and
administered in kolfe secondary government school, to twenty sample
respondents (15 teachers and 5 supervisors) to test whether the instrument would
elicit responses required to achieve the research objectives, the content of the
instrument is relevant and adequate, and to test whether the wording of questions
is clear and suited to the understanding of the respondents and to increase its
reliability. After this, the refined questionnaires were sufficiently duplicated and
distributed to the respondents of the study. Out of 348 questionnaires prepared
and distributed, 332(95.4%) were filled and returned. Due to various reasons

beyond control 16(4.6%) of the questionnaire were not filled and returned.

1.7.5. Data Analysis

Based on the nature of the problem and the data collected through the
questionnaire, among various statistical tools frequency percentage and weighted
mean were employed for the data analyses and interpretation purposes. The data

analyses were also involved content analysis of documents.

1.8. Definition of Key Terms

Instructional Supervision: - is mainly concerned with improving schools by
helping teachers to reflect on their practices, to learn more about what
they do and why, to strive for self- improvement, to share what they
know with others, and to strive to improve their practices (Sergiovanni

and Starratt 1993:104).

11



Supervision: - Is the process of monitoring and improving quality of teaching

done by other colleagues in a given educational situation (Wallace,
1991:260)

Secondary school: - In the Ethiopian educational structure, secondary schools
are institutions that enable students to choose subject areas of training,
prepare them adequately for higher education and for the world of work
(Transitional government of Ethiopia Education and Training Policy,

Addis Ababa, April, 1994).

Sub City: - Locally Known as “Kifle Ketema” means the second administrative
stratum of the Addis Ababa City Administration (Federal Negarit Gazeta,
3rd, Jan, 2002).

1.9. Organization of the Study

This study comprises four chapters. The first chapter deals with the problems and
its approach. The second chapter is concerned with the review of the related
literature. The third chapter provides the analysis of the findings. The last chapter

treats the summary, conclusion and recommendations of the study.
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CHAPTER TWO
REVIEW OF THE RELATED LITERATURE
This chapter is devoted to the review of the related literature, which gives some
conceptual framework within which the research questions were formulated. It
was concentrated on historical development, views toward instructional

supervision, concepts, principles, tasks, and organization of instructional

supervision.

2.1 Evolution of Educational Supervision

In every country, from the earlier times to the recent days there have been a
number of varieties of educational supervision each of them reflecting certain
objectives, perspectives concerning teaching learning situations, school
organization and curriculum. Although several writers in the field of supervision
have revealed distinct periods and stages, in history, it is possible to identify

some periods with different attitudes to supervision.

Authorities in the field of educational supervision, like Lucio and Mc Neil
(1979); Sergiovanni and Starratt (19930); Glickman and et al (2004), viewed the
evolution of educational supervision through the following developmental

periods.

I. Supervision by Administrative Officers (18™- early 19" century)
As it is summarized by Lucio and McNeil, (1979:4), supervisory control in this
period, was originally vested in laymen with power to visit and inspect schools. It

was common for administrative officials not only to become familiar with

teaching methodologies but also to inquire of their proficiency, giving



examinations to check on the work. Supervision at this time was less interested in
improving deficient teachers than in dismissing them. In early nineteenth century
the powers and duties of the committees or boards of laymen were placed in such
positions as acting visitor, school clerk, or superintendents of schools, and
upgrading the work of teachers became a recognized function. Teachers were

considered as instruments to be supervised by these laymen.

Similarly, Sergiovanni and Starratt (1993:11-14) summarized that this stage
represents a classic autocratic philosophy of supervision within which teachers
are viewed as appendages of management and as such are hired to carry out pre-
specified duties in accordance with the wishes of management. Teachers are
required to implement the highly refined curriculum and teaching systems and
close supervision is practiced on them to ensure that they are teaching in which
they are supposed to and that they have to carefully follow the approved
guidelines and teaching protocols. Control, accountability, and efficiency are
emphasized in scientific management within the atmosphere of clear-cut

manager-subordinate relationships.

In the same way, authorities like Glickman and et al, (2004:7) described that,
supervision of this period took the form of committees of laypersons conducting

inspection of schools, teachers and student learning.

11. Supervision by Specialists (By the turn of 19" century)

According to Lucio and Mc Neil (1979:5), during this stage, officers known as
special supervisors appeared. This is because of the emergence of number of new
subjects, such as Music, Drawing, Arts and Handcrafts, Home economics, and

Physical education as part of the curriculum. These newly introduced subjects

14



required services of special teachers and supervisors engaged to conduct the class
and to assist regular teachers. There after, special supervisory departments began
to provide leadership in connection with language, Mathematics, social studies,

and sciences as well as the special subjects. In this period educationalists began

to replace the laymen.

In the same way, Glickman and et al, also described supervision of this period as
demonstrating how subjects taught and classrooms visited to recommend ways
that teachers could improve instruction. Professional supervisors replaced lay
committees. Inspection and control by lay committees became inspection and

control by bureaucrats.

IIL. Scientific Supervision (1920s)

In the period of scientific supervision, the ‘best methods’ of teaching were to be
found by the supervisor, and the use of these methods was to be enforced on
teachers. The qualifications of teachers were to be specifically defined, and it was
the job of supervisors to see that all met these standard qualifications. Supervisors
were to keep teachers supplied with detailed instructions and the materials and
appliances to be used. The primary task of the scientific supervisor was to
discover educational lows and apply them through the labors of teacher (Lucio

and Mc Neil 1979:6).

Lovell and Wiles, (cited in Haileslassie 1997:10) summarized that the beginning
of twentieth century was dominated by the theory of scientific management for
organizational improvement. In the application of scientific management,
teachers were assumed to be motivated by economic gains, and supervisors

established the conditions of teaching, the “best methods” for proceeding, and the

15



overseeing of the job. Studies were conducted to determine the “one best way” of

achieving a special task. Teachers were expected to do it that way and

supervisors were there to see that they did.

Haileselassie (1997) further described that, during scientific supervision, schools
were seen as factories with the children as the raw materials to be changed
according to the specifications of society and with the greatest efficiency.
Supervision at this period was telling, explaining, showing, enforcing, rating, and
rewarding. Teachers were regarded as an instrument that could be used and
molded by the administration to facilitate the achievement of the goals of the

educational organization. There was little concern for the feelings, attitudes and

motivations of teachers.

IV. Supervision as Democratic Human Relations (the 1930s and 1940s)

During this period, supervision was conceived as guidance rather than inspection.
The special responsibilities of the supervisor (increasingly called consultant at
this time) included setting a relaxed atmosphere and obtaining wide participation.
This view held that supervision for improvement was a shared responsibility.
Supervision at this time was based on the belief, that teachers had feelings and
emotions, which were appealed to for action. Emphasis was given to personal
determination of ends. Teachers, supervisors, administrators, pupils, could serve
as leaders in the extent that they were able to advance the group toward mutually

accepted goals (Lucio and Mc Neil, 1979:6).

According to Sergiovanni and Starratt (1993:11-14), Human Relation
Supervision had its origin in the democratic administration movement, which

emerged during the 1930s. Ultimately, human relations supervision was a
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successful challenger to traditional scientific supervision. When it was applied to

schooling, teachers were to be viewed as “whole persons” in their own right
rather than as packages of needed energy, skills, and aptitudes to be used by
administrators and supervisors. It was assumed that a satisfied teacher would
work harder and would be easier to work with, to lead, and to control.
Participation was considered to be an important supervisory method and its
objective was to make teachers feel that they were useful and important to the
school. “Personal feelings” and “comfortable relationships” were the watchwords
of human relations supervision. Human relations supervision became permissive
supervision, which in practice was laissez-faire supervision. Its neglect of

teachers in the classroom and its lack of attention to accountability diminished its

support.

Similarly, Glickman and et.al, (2004:7) explained the stage from 1930s through
the late 1950s a new paradigm, known as human relations supervision, attempted
to break the grip of conventional supervision. The basic premise of human
relation supervision was that by improving interpersonal relationships and
meeting personal needs, the supervisor and teachers could improve instruction.
Human relation supervision gave special value to personal needs and de-

emphasis on organizational goals.

V. Supervision through Reasoning and Practical Intelligence

This is the latest stage for Lucio and Mc Neil, regarding the history of
supervision. The method of reasoning rests on the belief that knowledge is best
obtained through a theoretical system which serves to guide perceptions and
actions. Supervisors, teachers, and children are assumed to behave rationally

when they act in accord with a given set of theoretical or mental patterns, which
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presumably relate to the characteristics of their own situations. The method of
Practical intelligence seeks knowledge through experimental procedures and the
judgments of participants; truth must be tested for their adequacies in helping

individuals learn how to judge and control their own behavior.

Vi. Supervision in Neo-scientific Management (early 1980s to the present)

In other instance, as it is stated by Sergiovanni and Starratt (1993:11-14)
educational reforms in the early 1980s suggested a new, renewed interest in
scientific management thinking, though its shape and form in practice changed
considerably from the more traditional form. Neo-scientific management shares
with traditional management an interest in control, accountability, and efficiency,
but the means by which it achieves these ends is far more impersonal. Here it is
assumed that if visible standards of performance, objectives, or competencies can
be identified, the work of teachers can be controlled by holding them accountable

to these standards, thus, ensuring better teaching.

Glickman and et al, (2004:7) also explained this period by showing the existence
of a shift of external control from researchers and publishers to the law making
bodies and departments of education. Standardized student performance
objectives, standardized achievement tests, accountability profiles, and evaluation
systems requiring the display of externally defined teacher competencies were
legislated. The task of supervisor became that of assisting and monitoring

legislated learning.

Finally, Glickman and et al concluded that the time has come to move from
conventional supervision toward collegial supervision, and they pointed out that

the views of collegial supervision include the following: (1) A collegial rather
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than a hierarchical relationship between teachers and formally designated
supervisors. (2) Supervision as the province of teachers as well as formally
designated supervisors. (3) A focus on teacher growth rather than teacher
compliance. (4) Facilitation of teachers collaborating with each other in

instructional improvement efforts. (5) Teacher involvement in ongoing reflective

inquiry.

Other authorities in the field, like Burton and Bureckner, Elsbree and Mc Nally
cited in both Mohanty (1990:179-182) and Vashist (2002:5-9) viewed that
supervision has roughly developed through five stages: Inspection, Laissez- faire,

Coercive, Training and guidance, and democratic leadership.

Here after, supervision has been featured in continued from the most authoritative
to the most creative and participatory type. Modern supervision is far more
complex and extensive than of an earlier day. It is both dynamic and democratic
reflecting the vitality of enlightened and informed leadership. All human beings
in the educative process- students, teachers, administrators and supervisors are
individuals of worth, endowed with unique talents and capacities. The primary
aim of supervision must be to recognize the inherent value of each person, to the

end that the full potential of all will be realized (Neagly and Evans cited in
Mohanty, 1990:183).

2.1.1. History of Supervision in Ethiopia

In Ethiopia, educational inspection was first established centrally at the ministry
of education 32 years after the introduction of western type of education in

1941/42, which was intended to create controlling mechanism, because the
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number of schools, teachers, students, and the need for coordinating educational

programs, and improving teacher’s performance increased (MOE, 1994).

According to Haileselassie (1997:13), the central office of inspection was headed
by British military commander called John Miller and assisted by two Ethiopians.
And they were responsible mainly for collecting and compiling statistical data on
the number of students, teachers, classrooms, class size, and conducting
classroom visits in Addis Ababa and in the provinces of the country and
presenting reports. However, these three inspectors were unable to accomplish all

the necessary inspectorial tasks, because of the increased number of schools,

teachers, and students.

To overcome such problems recruiting and producing more competent inspectors
was absolutely essential. Therefore, the first inspectorial training program for six
months was held in 1951 to 13 candidates picked out from teachers working in
various provinces. This training program was continued until 1954 and a total of
24 inspectors were trained. After two years discontinuation, this director-
inspector training program re-started in 1956 and continued for seven years up to
1962, and a total of 124 Director-Inspectors were graduated and assigned not

only as inspectors but also half of them were posted as primary school directors.

Haileselassie further pointed out that, starting from 1963 inspection was replaced
by supervision. The purpose of the introduction of supervision was to concentrate
on the curriculum, the teaching content and methodology, and to offer
professional support and guidance to teachers. And at this time an agreement for
one-year supervisory training program, was made between MOE and

Haileselassie I University. Accordingly, with 52 students as the first intake, the
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training of supervisors started and continued until 1973. As of 1969, however, the
training was conducted during the summer instead of the regular academic
calendar; and attendance for three consecutive summers was considered
equivalent to one-year regular program. Six years after the discontinuation of
this supervisory training program (i.e. 1979) the MOE again tried to produce as

many SUpervisors as possible by carrying out a six weeks training, which was less

to meet the demand of scholars.

In 1980/81, once more a shift from supervision to inspection was made due to the
country’s change of political ideology (Socialism), and the demand for strict
control of the fulfillment of educational policies, plans and programs. Again at
this time, individuals who were serving as supervisors, and school principal, were
selected and sent abroad (the former GDR), to attend a short term inspectorial
training, similarly, an in-service summer program was also locally arranged for

others. And inspectorial activities continued until the end of 1993.

Lastly, from 1994 to the present, based on the education and training policy of
Ethiopia, the educational organization and management system is decentralized.
For that reason, reorganization was implemented in to the Federal MOE,
Regional Education Bureau, Zonal/Sub-city Education Departments, Wereda
Education Offices, and Kebele Education and Training Boards. In the same way,
Educational Programs and Supervision Departments therefore restructured up to
wereda level. In the case of Addis Ababa, as it is mentioned in the first chapter of
this paper, a new arrangement i.e. the subject-area instructional supervision at

Sub-city level was made, since the beginning of 2004.

21



2.1.2. Views toward Supervision

From laypersons conducting school inspection in the 18" century, up to the
practice of neo-scientific management, instructional supervision in most schools
has focused on inspection and control of teachers. Sullivan and Glanz (2000:22)
stated that, “Historically, the evaluation function of supervision is rooted in
bureaucratic inspectional-type supervision. In other words, the evaluation aspect
of the supervisory function emanates from organizational requirements to ensure
and access teaching effectiveness. Teachers view supervision for the sake of

evaluation as often being any thing other than up lifting. In light of this,

Sergiovanni and Starratt (1998:88) reported,

Again and again teachers tell of being placed in win-lose situation,
of experiencing powerlessness, manipulation, sexual harassment,
and racial and ethnic stereotyping. At best, their encounters with
supervisors lead directly to evaluative judgments based on the
skimpiest of evidence. At worst, they are destructive of autonomy,
self-confidence, and personal integrity”. Unfortunately, supervision
as practiced by some supervisors is not only nonprofessional, it is
dehumanizing and unethical.
According to Mohanty, (1990: 175), the relation between teachers and inspectors
was not friendly, but authoritarian: not based on cordial fellowship, but on
hostility, fear and suspicious. Supervision has evolved as a set of bureaucratic
procedures used as a powerful administrative means to control teachers.
Teachers’ resentment toward supervisors continued to be a major barrier in

achieving benefit from the practices of supervision.

Teachers’ perceptions of supervisors were negative, and teachers believed that
supervisors were not of any valuable assistance. Supervision was used as a means

to control and exert power. Supervision in schools had two main components.
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The first is that much of what occurs in the name of supervision in the schools

(the transactions that takes place between supervisor and teacher) constitutes a

waste of time, as teachers see it. In many instances, the best evaluation that
teachers give of their supervision is that it is not harmful. The second is that the
character of relationships between teachers as a group and supervisor as a group
can be described as a private cold war. Neither side trusts the other. And each

side is convinced of the correctness of the process (Blumberg 1980:5).

For many teachers, supervision is a meaningless exercise that has little value
other than completion of the required evaluation form. Teachers would even sign
off on evaluation reports with little or no discussion with supervisors and, in the
worst cases, without the supervisor even having been in the teachers’ classroom

(Sergiovanni and Starratt 1998:85).

Smyth (1998:288) stated that, supervision is hierarchical in the sense that some
one lower on the educational totem pole (a teacher) has something “done to
them” by someone wise and higher up (usually a non teaching administrator), in a
context in which the latter is construed as having some kind of (undisclosed)

expertise.

Goldhammer, Anderson and Krajewski, (1980:14) concluded that, supervision is
not a positive experience for teachers; teachers generally dislike being the object
of supervision. They tend to perceive supervision as inherent in the
administrative hierarchy and to see the supervisor as being somewhat of a threat.
Reitzug (1997:332) found in analysis of supervisory books that, supervisors were
portrayed as “expert and superior in relation to teachers while teachers were

portrayed as deficient and in need of improvement from experts.
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The attitude of the supervisor and his ability to develop wholesome and
constructive attitudes in coworkers determines the effectiveness of supervision.
Supervision is attitudinal first of all because attitude toward life in general,

toward the school as a social institution, and toward leadership and fellowship in

particular, determines the supervisory program.

Fear, feeling un-skillfulness, lack of interest or feeling, toward instructional
supervision on the part of teachers’ can be overcome only by changing their
attitude. For accomplishing this, the supervisors’ attitude and ability are of

supreme importance (Haileselassie 1997:19-20).

2.2 Concepts of Supervision

What is supervision?

Several authorities defined supervision in various ways. Defining instructional
supervision in broad perspective, Harris (1985:10-12) stated that, instructional
supervision is what school personnel do with adults and things to maintain or
change the school operation in ways that directly influence the teaching process
employed to promote pupil learning. Supervision is highly instruction-related but
not highly pupil-related. Supervision is a major function of the school operation,
not a task or a specific job or a set of techniques. Supervision of instruction is
directed toward both maintaining and improving the teaching-learning process of

the school.

Harris further stated the uniqueness of the nature of supervision, as one of the
major functions of the school operations; it is necessary to operationalise

supervision by specifying its goals (tasks), its process (activities), and its pre-
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requisites (competencies). If instructional supervision services are to influence
teaching, certain instruction—related tasks must be accomplished as a result of

certain supervisory activities, implemented by competent people- instructional

SUpervisors.

According to Neagly and Evans, cited in Mohanty, (1990:178), Modern
supervision is positive, democratic action through the continued growth of all

concerned—i.e. the pupil, the teacher, the supervisor, the administrator, and the

parent or other interested layperson.

Some of the reviewed authorities like Lovell and Wiles (1983); Beach and
Reinhartz (2000); Wanzare and Da Costa (2000) explained that, instructional
supervisory behavior is a behavior that officially designated by educational
organizations for the purpose of directly influence the teaching behavior system
in such a way as to facilitate the achievement of students’ goals. Garton in
Mbama (1992:104) also forwarded that, instructional supervision is a process of
facilitating the professional growth of a teacher, and helping the teacher to make

use of the feedback to make the teaching effective.

Supervision can be viewed as more democratic and professional process
embracing peer clinical supervision, mentoring, action research, staff
development, collective work on teaching platforms, program evaluation, group
discussion of specific translations of school mission statements, and other
configurations of teachers as colleagues working together to increase their

understanding of their practice (Sergiovanni and Starratt 1993 :xix).

25



According to Barr cited in Singhal et al, (1996:98) supervision is briefly defined

as “an expert technical service primarily concerned with studying and improving

the conditions that surround learning and pupil growth”.

Vashist (2004:89) pointed out that supervision is a part of the general teaching
profession, which is itself not yet fully professional. Supervision, like teaching, is
moving steadily toward professional status. A specialized body of knowledge is
growing up, together with a body of techniques, which cannot be acquired easily.
Broad cultural training in addition to the professional is increasingly demanded.

Constant study is required to keep abreast of developments.

Glickman and et al, (2004:9) have rightly described that supervision is a common
vision of what teaching and learning can and should be, developed
collaboratively by formally designated supervisors, teachers, and other members
of the school community. These same persons will work together to make their
vision a reality, to build a democratic community of learning based on normal
principles calling for all students to be educated in a manner enabling them to

lead fulfilling lives and be contributing members of a democratic society.

Instructional supervision need to be viewed as a process that centers on
instruction and provides teachers with feedback of their teaching so as to
strengthen instructional skills to improve performance, for the growth of
students’ academic achievement. Glickman further explained supervision as the
glue of a successful school. Supervision is the function in schools that draws

together the discrete elements of instructional effectiveness into whole-school

action.
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2.3. Principles of supervision
According to Vashist, (2004:67), principles are general rules or laws, concepts,
fundamental truth, generally accepted tenets, and are the guides by which we
proceed from one situation to another. Principles are one of the necessary
controls, which inform and guide operations in any field. The main source for

principles of educational supervision is the democratic philosophy, which is

accepted in most countries and in the scientific movement in education.

Authorities such as Vashist (p.90-93), Mohanty (1990:183-186) and Ayer, Barr
and et al, cited in Haileslassie (1997:18-20) pointed out a summary of basic

principles governing the nature of and purposes of supervision.
Principles governing the nature and purposes of supervision.

. Administration and supervision considered functionally should not be
separated or set off from each other. Administration should ordinarily be
concerned with providing material conditions and with operation in general.
Supervision should ordinarily be concerned with improving the setting for
learning in  particular. The two are coordinate, correlative, complimentary,
mutually shared functions in the operation of educational systems. The provision

of any and all conditions favorable to learning is the common purpose of both.

2. Good supervision is based upon the democratic philosophy.

Supervision should respect personality and individual differences between
personalities; should seek to develop the best expression of each unique
personality; should provide full opportunity for the cooperative formulation of

policies and plans, should welcome and utilize free expression and contributions
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from all; should stimulate initiative, self-reliance, and individual responsibility on

the discharge of their duties; should be based upon the assumption that
educational workers are capable of growth; should substitute leadership for

authority. Authority should be recognized as the authority of the situation and of

the facts within the situation.

Authority when necessary should be derived from group planning and exercised
for the good of the group. According to Lewin cited in Mohanty (1990:184),
comparing authoritarian with democratic leadership observed that, in a group
with democratic leadership there are more objective attitudes, more co-operative
efforts, more constructive suggestions, greater feelings of “we-ness” and more

feelings of joint goals. Modern supervision must foster all the qualities.

Modern supervision makes use of scientific methods to effect improvement in
instruction. Through survey, experiments, action researches supervision should
make supervisors’ performance more scientific. Supervision will encourage
constructive and critical thinking among teachers and discourage flattering and

biased opinions (Mohanty P.186)

3. Good supervision should be creative and not prescriptive.

Modern supervision is a creative work. It should draw out the best in teachers to
ignite their latent talents, to stimulate the initiative, to encourage their originality
and self expression, emphasizes their success and strengths and makes their
weakness and failure side issues. The modern supervisor required to: - be

resourceful and original thinker, have new ideas, and know how to present facts

in a pleasant way (Mohanty, 1990:185).
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4. Good supervision is becoming professional i.e. it is increasingly seeking to
evaluate its personnel, procedures, and results; it is moving toward standards and
toward self-supervision, and it should be judged by the results it secures. It

should also promote pupil” growth, and hence eventually improve the society.

5. Supervision should be Cooperative.

In formulating and carrying out an educational policy and plan designed to
achieve the ultimate goal; in developing favorable settings for teaching and
learning; through all means available, in seeking improved methods of teaching
and learning; in creating a physical, social, and psychological climate or
environment favorable to learning; in coordinating and integrating all educational
efforts and materials and giving continuity; in providing ample, natural
opportunities for growth by all concerned, in the correction and prevention of
teaching difficulties, and for growth in the assumption of new responsibilities; in
enlisting the cooperation of all staff members in serving their own needs and
those of the situation. Supervision should also be cooperative in aiding, inspiring,

leading, and developing the security, which liberates the creative spirit.

6. Supervision should secure continuity and re-adaptation in the educational
program over a period of years; from level to level within the system; from one

area of learning experience and content to another.

2.4. Tasks of Supervision

As the practices of supervision moved toward involving teachers in the
improvement of instruction, supervisors’ roles had to change. In the light of
these, Glickman and et al (1998:29) noted that, supervisors who hold formal

leadership roles would have to redefine their responsibilities from controllers of
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teachers’ instructj oy . : 1 -
struction to involvers of teachers in decisions about school

instruction. Similarly, Poole (1994:287) explored the changes in supervision and

summarized:

The roles of the supervisor and teacher are also changing.
The supervisor is no longer the expert, passing along
judgmen{s and advice to teacher technicians. Instead the
teachq‘ is an equal who contributes valuable expertise and
experience o the supervisory process.
In one or more positions, the supervisor is generally responsible for the following
six duties: (1) planning; individually and in groups; helps to develop policies and
programs in a field. (2) Administration; makes decisions, coordinates the work of
others, and issues necessary directions. (3) Supervision; through conferences and
consultations, seeks to improve the quality of instruction. (4) Curriculum
development; participates directly in the formulation of objectives, preparation of
teaching guides, and selection of instructional aids and experiences.(5)
Demonstration teaching; gives and arranges for classroom demonstration of
teaching methods, use of aids, and other direct help to classroom teachers. (6)

Research; through systematic survey, experiments, and studies, explore current

conditions and recommends changes in practice.

According to Harris Ben M. (1985:10-13) the tasks of supervision need to be
specified operationally as those that either are predominantly instruction-related
or are instruction-related in certain critical ways. The following 10 task areas
seem to qualify—as being supervisory: 1. Developing curriculum: Designing or
redesigning, what is to be taught, by whom, when, where, and in what pattern.
Developing curriculum guides, establishing standards, planning instructional

units, and instituting new courses are examples of this task area. (Rubin and
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Lewey cited in Harris). 2. Organizing for instruction: Making arrangements
where by pupils, staff, space, and materials are related to time and instructional
objectives in coordinate and efficient ways. Grouping of students, planning class
schedules, assigning spaces, allocating time for the endeavors associated with this
task area (Trump and Vars cited in Harris). 3. Providing staff: Assuring the
availability of instructional staff members in adequate numbers and with
appropriate competencies for facilitating instruction. Recruiting, screening,
selecting, assigning, and transferring staff are endeavors included in this task area
(Bottom and Harris et al cited in Harris). 4. Providing facilities: Designing or
redesigning and equipping facilities for instruction. The development of space
and equipment specification is included in these task area.5.Providing materials:
Selecting and obtaining appropriate materials for use in implementing curricular
designs. Previewing, evaluating, designing, and otherwise finding ways to
provide appropriate materials are included in this task area. 6. Arranging for in-
service education: Planning and implementing learning experiences that will
improve the performance of the staff in instruction-related ways. This involves
work shops, consultations, field trips, and training sessions, as well as formal
education.7.Orienting staff members: Providing staff members with basic
information, necessary to carryout assigned responsibilities. This includes getting
new staff members acquainted with facilities, staff, and community, but it also
involves keeping the staff informed of organizational developments. 8. Relating
special pupil services: Arranging for careful coordination of services to children
to ensure optimum support for the teaching process. This involves developing
policies, assigning priorities, and defining relationships among service personnel

to maximize the consistency between services offered and the instructional goals

of the school.
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9. Developing public relations: Providing for a free flow of information on
matters of instruction to and from the public while securing optimum levels of
involvement in the promotion of better instruction.10. Evaluating instruction:

Planning, organizing, and implementing procedures for data gathering, analysis,

and interpretation, and decision making for improvement of instruction.

In other instance, Glickman and et al, (2004:321) described the tasks of
supervision. Some of them are: curriculum development, professional
development, and direct assistance to teachers. Each of these tasks is directly

related to improved instruction. A supervisor needs to take responsibility for

these tasks if a school is to become increasingly effective.

i. Curriculum Development

Curriculum is the moral deliberation on what is “right” for students to be taught.
Decisions about a good school, appropriate curriculum, and needs of students
should be made by, educators closest to students. Curriculum can be developed at
many levels—by out side specialist, school district specialist, school curriculum
teams, and teachers alone. The common practice of textbook publishers is to hire
subject-matter experts from universities or private agencies to write their
materials. There might be public school representative on the advisory or
consulting board for a curriculum text book, and occasionally teachers are used to
field—test the materials before they are mass- produced. At the state level,
departments of education have become increasingly active in curriculum

development. Most curricula are produced far away from the local teacher and

local schools (Glickman et al, 2004:403).
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e supervisor wishing to facil; :
Th P or wishing to facilitate changes in curriculum purpose, content,

organization, and format must remember that successful change will be based on

teachers changing their conceptions of curriculum and their level of involvement
in curriculum development. Supervisor’s openness and trust building, staff
development in curriculum design, and time, support, and rewards for teacher
involvement can all foster teacher and curriculum development. The supervisor

and teachers should work together to select curriculum purpose, content,

organization, and format that (a) is most appropriate for the students (b) increase

teachers choice and commitment to curriculum implementation.

According to Tanner and Tanner cited in Glickman (2004:415-418), levels of
teachers’ involvement in curriculum development are; (1) Imitative -Maintenance
level; at this level teachers are concerned with maintaining following the existing
curriculum. They rely on textbooks, work books, and routine activities; keeping
the status quo. (2) Meditative level; teachers at this level look at development as
refining the existing curriculum. They don’t blindly plug in an innovation or
curriculum package to the existing situation. This level is the level of awareness
and accommodation. (3) Creative- Generative level; at this level teachers are
concerned with improving and changing the curriculum according to the most
current knowledge about learning and societal conditions. Teachers are

consumers of research and seek greater responsibility for curriculum decision at

the school and classroom levels.

Other researchers like Berman and Mc Laughlin (cited in Glickman, 2004:423)

found that when teachers involved in selecting, revising, and changing an
externally prescribed curriculum, the curriculum took hold and lasted. It is clear

that in order for schools to be successful teachers need to be involved in
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curriculum - development, and teachers should know the purpose, content,

organization, format, and their level of involvement in the curriculum

development.

ii. Professional Development

Professional development is one of the major tasks of supervision to improve
instruction. The essence of successful instruction and good schools comes from
the thoughts of the professionals in the schools. So, if one is to look for a place to

improve the quality of education in a school, a sensible place to look is the

continuous education i.e. professional development.

Any experience that enlarges a teacher’s knowledge, appreciation, skills, and
understandings of his/ her work, falls under the domain of professional
development. Modern professional development has a variety of purposes beyond
skill training, including facilitation of teachers’ self-efficacy, cognitive, and
career development, as well as teacher collegiality and the improvement of

school culture.

Professional development of staff even supervisors themselves is essential to
cope with the changing need of the jobs. Due to large explosion of knowledge,
emergence of new technology and findings available on the basis of researches,
studies and experiments conducted from time to time, it becomes necessary for
supervisors to acquaint teachers, principals, and other supervisors with the best

information techniques of teaching, learning and supervision (Singhal 1996:105).



Characteristics of professional development

Many researchers like Lawrence, 1974; Berman and Mc Laughlin, 1978;

1982; cited in Glickman and et al (2004:373) reported
various factors, however,

Mohlman and et al,

the following are common characteristics of

professional development. (1). Involvement of participants (teachers) in planning,
implementing, and evaluating programs. (2). Programs are based on school wide
goals, but that integrate individual and group goals with school goals. (3). Long
range planning and development. (4). Programs that incorporate research and best
practices on school and instructional improvement. (5). Administrative support,
including provision of time and other resources as well as involvement in
program planning and delivery. (6). Adherence to the principles of adult learning.
(7). Attention to the research on change, including the needs to address individual
concerns through out the change process. (8). Follow—up and support for transfer
of learning to the school or classroom. (9). Ongoing assessment and feedback.
(10). Continuous professional development that becomes part of the school

culture.

Glickman and et al further described the alternative ways of professional
development: Beginning teacher assistance program; the new teacher is provided
ongoing, intensive assistance through out at least the first years of teaching. This
support includes such things as: an assigned mentor; an orientation to the school
and community assistance from a support team including the mentor, other
teachers, and a supervisor; training in classroom management and effective
teaching; and support seminars focused on beginning teachers’ concern. Skill
development programs: This consists of several workshops over a period of
months, and classroom coaching between workshops to assist teachers to transfer

new skills to their daily teaching. Teacher centers: Teachers can meet at a central



location to engage in professional dialogue, develop skills, plan innovations, and

gather or create instructional materials. Teacher institutes: Teachers participate in

intensive learning experiences on, single, complex topics, over a period of
consecutive days or weeks. Collegial support group: Teachers within the same
school engage in-group inquiry, address common problems, jointly implement
instructional innovations, and provide mutual support. Networks: Teachers from
different schools share information, concerns, and accomplishments and engage
in common learning through computer links, newsletters, fax machines, and
occasional seminars and conferences. Teacher leadership: teachers participate in
leadership preparation programs and assist other teachers by assuming one or
more leadership roles (Workshop presenter, cooperating teacher, mentor, expert
coach, instructional team leader, curriculum developer). The teacher—leader not
only assists other teachers but also experiences professional growth as a result of
being involved in leadership activities. Teacher as a writer: This increasingly
popular format has teachers reflect on and write about their students, teaching,
and professional growth. Such writing can be in the form of private journals,
essays, or reaction papers to share with colleagues, or formal articles for
publication in educational journals. Individually planned professional
development: Teachers set individual goals and objectives, plan and carry out
activities and assess results. Partnership: Partnerships between schools and
universities or businesses, in which both partners are considered equal, have
mutual rights and responsibilities, make contribution, and receive benefits. Such
partnerships could involve one more of the previously described formats. While
an instructional supervisor has to organize training programs, seminars, and
symposiums for his subordinates with a view to promote their professional

orowth, he has to engage himself in the process of his own training. In light of

this, Rabindranath Tagore (cited in Singhal 1996:106) said that:
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A lamp has to keep itself burning in order to give light to

A c11r]ree . e
others, stmilarly, instructional supervisor has to keep

hl_mself up-t.o-dare in order to provide proper guidance
and counseling to his subordinates.

iii. Direct Assistance

According to Beach and Reinhartz (2000:40) Successful educational
organizations of the next century will be places of learning, capable of adapting
to rapidly changing conditions. Supervisory leaders will be expected to accurately

assess 1nstructional programs and classroom instructions, and to make the

adjustments required to meet changing circumstances.

Direct assistance to teachers is one of the major task of supervision and crucial
element of a successful school. No school on school system can hope to improve
instruction if direct assistance is not provided to teachers. To leave classroom
teachers alone and unobserved in their classrooms, without professional
consultation and without school resources adapt to their unique needs, is a
statement that teaching is unimportant (Glickman and et al 2004:337). Peer-
coaching and clinical supervision as noted by Glickman, are currently two the

most popular forms of direct assistance.

a. Peer-Coaching
The use of teachers helping teachers through clinical supervision has been labeled
peer supervision or colleagueship. The term coaching introduced to characterize

practice and feedback following staff development sessions. The term peer-

supervision and peer- coaching have now become indistinguishable in the

literature (Alfonso and Goldsbery, 1982; Joyce and Sowers 1982; cited in
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Glickman (p.331). Supervision is more effective if the supervisor follows the

team approach. This would mean that the supervisor should have a belief in

collective planning and implementation of the program. He should have a close

interaction with teachers and group of teachers, provide an open but supportive

atmosphere for efficient communication, and involve them in decision-making.

He should set the task of each individual or group of individuals and also spell

out means to attain it. He should in this process also recognize the differences in

abilities of different teachers and assign the work keeping in view their capacities
(Singhal 1996:103).

Beside this, Glickman described that; a supervisor cannot provide direct
assistance to all teachers unless he/she establishes priority, energy, and time for
doing so. Most teachers revealed that supervisors don’t visit them for the purpose
of help. If a supervisor is convinced of critical need to provide direct assistance to
teachers and cannot do it alone, the question is: who else can do it? Since
teachers naturally turn to each other for help more often than to a supervisor, and
since supervision is concerned primarily with improving instruction rather than
summative evaluation, teachers helping teachers become a formalized and well-
received way of assuring direct assistance to teachers. To be successful, as stated
by Glickman, the supervisor need to address the purpose, preparation, schedule,
and troubleshooting of peer- coaching. (4). Clarifying the purpose of peer
coaching; peer coaching is a question of peer assistance, a reciprocal interaction;
it is not hierarchical or one-way assistance. The supervisor should first, meet with
teachers to discuss how a proposed peer-coaching program would fit into

schools’ or district instructional goals, and then decide on the specific purposes of

the program.
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b). Preparation AR ,
® z of peer coaching; before implementation, preparation of

reachers would i
tea ould include training on; understanding the purpose and procedures of

eer-coachin i
P & conducting a pre conference for determining the focus of

ervation i ;
055 » conducting and analyzing an observation to distinguish between

observing and interpreting classroom events, and conducting two post

conferences with different approaches for developing action plan: - one using

directive approach, the other using collaborative approach.

(c). Scheduling peer coaching: the program at the beginning should be voluntary,
because peer coaching requires additional time. For greater participation it is
better to schedule during school day. There should be free time for peer
observation by assigning substitute. Teams of teachers should be arranged, and it
is not necessarily at identical levels of experience and/or competence. It may be
useful to put experienced teachers with the new ones, superior teachers with the
middle ones. The goal is to match teachers who are different but still can respect
and communicate easily with each other. Such method of matching might be best
when starting the program. After peer coaching becomes a familiar ongoing

activity, the supervisor could rearrange teams toward greater cognitive matching.

(d.) Troubleshooting: close monitoring is another element of peer coaching. The
supervisor should be available to peer-teams as resource person. However, an
elaborated monitoring device is not necessary. The supervisor should remember

that the initial implementation of peer coaching would create more work.

b.Clinical Supervision
According to Morris Cogan, Robert Goldhammer and others cited in Sergiovanni

and Starratt (1993:222) clinical supervision refers to “a specific cycle or pattern
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" working wit s
of g with teachers”. It is a partnership in inquiry where by the person

ssuming the role of VISOT Rippds
4 & ¢ of supervisor functions more as an individual with experience

and insight than as an expert who determines what is right and wrong. It is a

highly personalized strategy for improving instruction (Boyan and Copeland,
Cogan and others, cited in Harris 1985:53).

Berlak and Berlak cited in Sirotnik and Oakes, (1986:144) stated in practical
terms that clinical supervision means the engagement of teachers them selves in
systematic individual and social forms of investigation that examine the origins
and consequences of every day teaching behavior so that they come to see those
factors that represent impediments to change. Similarly Sirotnik and Oakes,
(1986:158) concluded that clinical supervision, as originally conceived, is a
process that enables teachers to question about their own teaching, and that future
more, it has the potential to allow them to challenge the structure and constraints
within which that teaching occurs. Viewed in this way, teachers can become
enamored with a way of reforming teaching, not just with a technique to remedy

perceived differences.

Clinical supervision is both a concept and a structure. Regarding concepts,
Goldhammer, Anderson, and Krajewski (cited in Glickman and et al, 2004; 324)
reviewed the following nine characteristics: (1). It is a technology for improving
instruction. (2). A deliberate intervention in to the instructional process. (3).
Goal-oriented; combining the school needs with the personal growth needs of
those who work within the school. (4). Assumes a professional working
relationship between teacher(s) and supervisor(s). (5)- Requires a high degree of

mutual trust, as reflected in understanding, support, and commitment to growth.

(6). It is systematic, although it requires a flexible and continuously changing
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methodology. (7). Creates a productive /healthy tension for bridging the gap

tween the r :
be real and the ideal. (8). Assumes that the supervisor knows a great

deal about the analysis of instruction and learning and also about productive

human nteraction. (9). Requires both pre-service training (for supervisors),

especially in o i : "
p y bservation techniques, and continuous in-service reflection on

effective approaches.

Glickman further classified the structure of clinical supervision in to five
2 i st . .
sequential steps: 1%.Pre-conference with teacher, 2™ Classroom Observation,

rd : : . .
3" Analyzing and interpreting observation and determining conference approach,

th : i
4" Post-conference with teacher, 5"Critique of previous four steps.

1. Pre-conference with teacher; at this step, the supervisor sits with the teacher
and determines: (a) the reason and purpose for the observation, (b) the focus of
the observation, (c) the method and form of observation to be used, (d) the time
of observation, and (e) the time for post conference. These determinations are
made before the actual observation, so that both supervisor and teacher are clear

about what will transpire.

2. Observation of classroom; this is the time to follow through with
understanding of the pre-conference. Classroom observation is the process
through which a supervisor attempts to develop an objective description of the
behavior of students and teachers in interaction, within the context of a physical
and social environment (Haileselassie, 1997:29). The observer might use any one
observation or a combination of observations. Methods include categorical

frequencies, performance indicators, participant observation, and focused

questionnaire etc. The observer should keep in mind the difference between
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fiptions  of . .
descrip of events and Interpretations. Interpretation should follow

description. The observer should apply certain procedures during this step: -

arrive during a break in the class activities, take a seat in a place that provides

gppertiiticsRiantseeingNand hearing without too much in view, be aware of
engaging in conversation will disrupt the normal flow of events that the observer

wishes to study, the movement of the observer undesirable (Harris Ben M
1085:157).

3. Analyzing and interpreting observation and determining conference approach;,
now it is the step the supervisor leaves the classroom with his or her observations
and seeks lonely place in an office or corner and lays out the recorded pages of
observations and studies the information. The task might be counting up
frequencies, look for recurring patterns, isolating a major occurrence, or
discovering which performance indicators were present and which were not.
Regardless of the instrument, questionnaire, or open-ended form used, the
supervisor must make sense out of a large mass of information. Then the

supervisor can make interpretations based on the analysis of the description.

4. Post-conference with teacher: - with the completed observation form,
completed analysis, and interpretation form, and with the chosen interpersonal
approach, the supervisor is ready to meet with the teacher in a post-conference.
The post-conference is held to discuss the analysis of the observation and, finally,
to produce a plan for instructional improvement. The responsibility for
developing a future plan may reside with the supervisor, be equally shared, or

belong to the teacher. The conference ends with a plan for further improvement.
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‘itique revi . s
5. Critique of previous fou Steps; this is the time for reviewing whether the

mat and pro . e :
forme procedures from pre-conference through post-conference were

satisfactory and whether revisions might be needed before repeating the

sequence. The critique might be held at the end of the post conference or in a
separate conference after a few days. The critique should indicate that the

supervisor 1s involved in an improvement effort in the same way as the

supervisee. The feedback from the teacher gives the supervisor a chance to decide

on what practice to continue, revise or change when working with the teacher in

the future.

2.5. Organization of Supervision

Every organization is a social unit or a human group constructed for achieving
certain objectives. Organization of supervision is, therefore, the system of
supervisory personnel, which is structured in course of time to realize the aim and
objectives of supervision (Mohanty 1990: 201-204). According to this writer,
many kinds of supervisory organization have been evolved and in vogue in
different countries at different times. He pointed out some of the important
varieties that are presently practiced in different states of India: (1). Line and staff
variety; line organization is primarily involved in a direct flow of authority up
ward and down ward. A line officer has a power and authority over the
subordinates. He is a generalist who discharges mainly administrative functions
(Directors, District Inspectors of school or Deputy Inspectors of schools). In this
system, delegation of the powers is made by the superior officers to subordinate
officers. On the other hand, staff officers do not stand in the direct line of
descending or ascending authority. They some times exercise line authority. They
render technical services, guidance and advice to the department and as such are

usually specialized. Thus, in some states of India, as the writer explained, in the
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-esent setup bo i
P! P both line and staff Personnel are reconciled and made use of for

better supervision and administration. (2). Administrative and Academic type; it

' aration inistration - e
ISSCRAiC of administration from Supervision for the betterment of education.

The intention is to secure supervisors to devote much of their time and energy to

supervisory duties rather than administrative functions. In this case some other

states in India, have introduced such reform to make inspectors entirely free for

intensive supervision. (3). Vertical and Horizontal type; when a particular
supervisor is required to supervise certain aspects in all the stages of education
beginning from the lowest to the highest rung of the educational ladder, that kind
of supervisory organization is called vertical type. If an instructional supervisor
invariably an expert in a specific subject area (physics or mathematics or etc) will
visit all kinds of institutions both lower and higher and give advice and guidance
to the concerned teachers for improvement of the teaching of the subjects, then it
will be an example of the vertical type supervision. In the horizontal type of
organization of supervision, a class of personnel is required to supervise only a
particular level of education. They are naturally expected to see all subjects at a
particular stage or level. For example, a sub-inspector of schools supervises all
subjects taught in all kinds of primary school and a Circle Inspectors of schools

has to supervise all subjects taught in all kinds of secondary schools.

Mohanty further suggested that at present attempts are made to wave a
coordinated type of supervisory organization for effective teaching-learning
activities. Under this (coordinated) system, both vertical and horizontal kinds of
organization are made use of. For example, a body of experts from all teaching
subjects will be appointed to bring about co-ordination among all subjects at

various stages. In USA, such supervisory organization practice 1S in vogue.

Obviously, no single patterns of organization for supervision will satisfactory
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serve all purposes for all time to come. [n response to the changing condition in

the educational objectives, organization and administrative set up, there must be

responding ref i oAn AL
corresp g reforms in the Organization and programs of supervision.

With regard to organization of supervision, Grauwe, (2001:28-33) stated that,
“currently in all counties, changes have taken place within a policy environment
characterized by a change of perspective on the distribution of tasks and authority
between the education system and the schools. More autonomy is being given to
schools, and supervisory services are being asked to be more development-
oriented and less control-focused. This has also led to structural transformation,
in an attempt to decrease the distance between supervisors and schools. He
further described that, in all countries, supervisory officers are at present

functioning at least three levels: central, regional, district or local.

In some African countries, supervisory tasks have been decentralized to officers
based at regional or district level. In Botswana and Zimbabwe, for example,
secondary school supervisors operate mainly from the regional level, and are not
further decentralized, because of the number of secondary schools is smaller, and
secondary school supervisors are generally subject specific. This means that
decentralizing them to local levels would imply a multiplication of vast teams in
each office, a burden, and no country can afford at present. In Botswana, even the
regional offices don’t yet have a full staffing of subject supervisors. In Tanzania,
the inspectors became accountable to district authorities rather than to the MOE.
Thus, the central coordinating system was abolished, but this was deplored to

such an extent that the Central Inspectorate Department was reestablished.
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regional offices don’t yet have a full staffing of subject supervisors. In Tanzania,

the inspectors became accountable to district authorities rather than to the MOE.

Thus, the central coordinating system was abolished, but this was deplored to

such an extent that the Central [nspectorate Department was reestablished.
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In Namibia, in order to offer supervisory leadership and policy guidance in 1996,

a Directorate Inspectorate and Advisory Services was established within an over

all effort to build a unitary service,

2.6. The Current Organization and Practices of Supervision in Ethiopia

To efficiently and effectively achieve the intended objectives of educational
supervision, in Ethiopia, there are two approaches of organization of supervision:
The out-of school organization of supervision and School-based organization of

supervision. However, the case of Addis Ababa City Administration is somewhat

different.

2.6.1. The Out-of School Organization of Supervision

The out-of school organization of supervision is combined with the Department
of Educational Program and known as “Department of Educational Programs and
Supervision™ at the federal MOE level, Regional Education Bureau level, Zonal
/Sub-city Education department level, and Wereda Education office level. Based
on the decentralized education system of Ethiopia, these out-of school
supervisory organizations have two general objectives: (1). Maintaining the
quality and standards of education, at the various levels of educational
organizations, and ensuring the proper implementation of educational objectives.
(2) Rendering the necessary professional and technical support to effect the
realization of educational objectives. In light of these, the Supervision Manual of
MOE, (1994:38) revealed that the out of school supervision is expected to focus

on the following major tasks: (a) Organizing and implementing clinical

supervision in order to solve teachers’ instructional problems by setting

discussions and counseling sessions and providing instructional leadership for

teachers.
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(b) Ensuring that the Programs of education in schools addressed the local

situations and the needs of the community. (c) Demonstrating model

supervisory activities for principals, department heads, and also preparing short

term and frequent trainings. (d) Evaluating and controlling the implementation of

the curriculum and standards of the whole education system. (e) Based on the
evaluation made on schools, the external supervision should organize and

% i s . «
implement teachers’ in-service trainings and experience sharing sessions.

When problems existed beyond the capacity of the immediate level of

supervision, then the supervisor should be accessible and responsible to report the

problem to the superintendents or decision makers.

According to the information obtained from the discussion made between the
researcher and some educational experts from Amhara, Oromiya and Benshangul
Gumuze regions of Ethiopia, a new out-of schools supervisory structure has been
created following the organization of Cluster Resource Centers /CRC/. These
regions designated one supervisor for a Cluster Resource Center who should
report to the Wereda level educational programs and supervision. The major
purposes of these CRC supervisors are to closely provide direct supervisory

support services and improve instructional performance of teachers.

2.6.2. School-Based Organization of Supervision

Besides the organization of external supervisory services, to achieve the intended

objectives of the educational supervision, an arrangement, concerning school-

based instructional supervision was made.
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Haileselassie (1997:48) pointed oyt that, the functional and true sense of

ational supervisi o
educ pervision depend on the supervisory operation made at the

-assroots level i.e,
g school level. Schools are institutions where the actual

etruction take e o G .
instructl s place. As Instruction is a continuous process, the functions of
bl

supervision at school level should also be g continuous responsibility. In this

respect, Wwithin the school system, school principals, deputy principals,

department heads, and senior teachers are supposed to be active participants of

school-based instructional Supervision.

On the basis of the Educational Programs and Supervision Manual of 1994,
Haileselassie further summarized the functions of school level supervision in the

following manner.
|. The functions of principals in the school-based supervision
e Creating a conducive, school environment to facilitate supervisory
activities by organizing the necessary resources for instruction.
e Providing professional assistance and guidance to teachers by visiting
classrooms to enable them achieve instructional objectives.
e Coordinating evaluation of instructional process and the out come, through
active involvement of school members and the community at large.
e Coordinating teachers and educational experts to create conducive situation
for good performance of external and school based supervision.

o Evaluating the school and community relations in order to strengthen such

relation.
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2. The functions of the school vice princip

al in supervision.

ides assistin et 16
Besl g the school principal in carrying out the above roles, the school

vice principal is specifically responsible for the following tasks

Leading the i j -
g Instructional process and provide professional support to

teachers.

Evaluatin g :
g teachers’ lesson plans, and by making classroom visit, provides

support services to improve instructional process.

Ensuring that the curriculum of the school addressed the needs of the local

community.

3. The supervisory roles of the department head.

Coordinating the supervisory activities in their respective departments and
evaluating teachers’ instructional performance;

Organizing induction program for newly deployed teachers in their
respective departments;

Motivating and promoting group involvement in the planning,
implementation, and decision making of instruction and in the evaluation
of instructional out comes;

Selecting and preparing the teaching materials and making available for
teachers.

Encouraging teachers to conduct action research, so as to improve and
develop subjects they teach and their methods of teaching.

Organizing experience-sharing sessions for inexperienced teachers by

initiating senior teachers from the department.
Ensuring that the curriculum of the school addressed the needs of the local

community.
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4, The roles of senior teacher in school-based supervision

In Ethiopia, the senior teachers Supposed to have accumulated experience and
sound training in specific subject areas, and are well positioned to supervise other
teachers within their departments. In consultation with respective department
heads and on the basis of programs arranged for them by the department they can

there fore, closely assist and guide teachers and also conduct classroom

supervision.

2.6.3. The case of Addis Ababa City Administration

In the case of Addis Ababa City Administration, where this study is undertaken,
and based on the information obtained from Addis Ababa City Administration
Education Bureau and Sub City Education Departments a new structure has been
introduced In the out-of school organization of supervision at the Sub-city
Education Department level, i.e. the subject-area instructional supervision, since
the beginning of 2004. Thus, in Addis Ababa City, there area total of 30(3in one
sub city) subject-area instructional supervisors for the general education: 10
supervisors for social science subjects, 10 supervisors for natural science

subjects, and 10 supervisors for language subjects.

These sub city level supervisory positions are filled by subject teachers who are
recruited and selected among best and experienced teachers serving in secondary

government schools, holding BA or BSc Degree in various fields of education.

Accordingly, the Language, Social Science, and Natural Science supervisors are

recruited and selected from their respective departments. All these efforts were

intended to secure supervisors to devote much of their time and energy to
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' ' lity
of education starting from kmdergarten up to second cycle secondary school level
rather than administrative functions.

According to the document obtained from Addis Ababa City Administration

Education Bureau Department of Educational Programs and Supervision, the

. ibilities gi ; - : _
responsib S given to these subject-area Instructional supervisors are based on

in both primary and secondary school levels: (1).

Examining and reporting the programs, organizations and management of

their particular subject-area,

the teaching-learning activities. (2). Developing and presenting alternative
methods used to improve and elaborate the instructional program of the
curriculum. (3). Guiding and monitoring schools and teachers to ensure
instructional standards of the presentation of subjects in classrooms. (4).
Preparing and organizing professional trainings, workshops, seminars, etc, for
teachers and educators. (5). Monitoring and supporting the induction program for
Newly Deployed Teachers. (6). Developing project proposals in order to fulfill
the inputs for instructional programs. (7). Providing direct assistance and perform
instructional and managerial activities in schools with teachers and principals by
organizing and implementing clinical and collegial or peer coaching techniques

of instructional supervision etc. However, it seems they are not in the right

direction, and most of their time spent on routine administrative functions.
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CHAPTER THREE

PRESENTATION AND ANALYSES OF DATA

This chapter deals with two parts. The first reports on the characteristics of the

respondents, which includes personal and professional characteristics. The

second presents the analysis of the main features of subject area instructional

supervision in six sections.

3.1 Characteristics of the Respondents

[n order to maximize the diversity, different categories of respondents were
involved in this study. This includes secondary school teachers, department
heads, vice principals and principals, from sample government secondary
schools, and subject area supervisors from sample sub cities. These respondents

were considered relevant and key actors in the field of instructional supervision.

Accordingly, 348 copies of a questionnaire were prepared and distributed to the
respondents; 216 to teachers, 90 to department heads, 27 to principals and vice
principals, and 15 to subject area instructional supervisors, filled out and returned
to the student researcher. However, the anticipated number of questionnaire was
not completed and the rate of return was 95.4%(332). Of these, subject area
instructional supervisors comprised 4.2(14), secondary school principals and vice
principals were 7.8 % (26), department heads were 27.1 % (90), and 60.8% (202)

of the respondents were teachers of the sample government secondary schools.

52



T

able 3: - Characteristics of Respondents

. Respondents
S::?:;“ Principals Departmen Teachers Total
Variable Category _Su—p_rli;\;i:ors n=26 l ::ggg n=202 N=332
[ ]
L% % o w| o nf o n| %
iy f::l]: L Bl 9292186 72 80| 165 816 | 212 81.9
r 1 7.1 4 15.4 18 20 37 18.4 60 18 1
i - - S N O TR T 54
20:30 - o R s T R o B O T I o [0 84
Age 31-35 1 71| 4| 154 13 [ 144 25 | 124 44 13.3
36-40 31 214 6| 231 30 | 333 101 50 139 41.9
4145 S <) 8|5 26:9 280183151 21 10.4 60 18.1
46-50 4 | 28.6 5 192 8 89 11 54 28 8.4
5land above 1 7.1 1 38 6 6.7 77 35 15 45
1-Syears 5 2| - | 11 17| 84 18 54
6-10years 5 i 3| 33 21 | 104 26 7.8
Work 11-15years 1 7.1 4 15.4 14 15.6 24 11.9 43 12.9
Experience 16-20years 2 143 632351 31 34.4 100 | 49.5 139 41.9
21-25years 4| 286 8| 307 27 30 16 79 55 16.6
26-30years O (3557 5 19.2 8 8.9 21 10 4 39 11.7
3 lyears and above 2 14.3 | 38 6 6.7 3 1.5 12 36
MA/MSc 4| 286 | 38 e 3 1.5 10 3
Level of BA/BSc/BEd 10| 714 | 25 | 96.2 87 | 96.7 199 | 98.5 321 96.7
Qualification [ Nor specified . 0 - 0 1 1.1 - 0 1 03

Sex wise, as Table 3 depicts, 92.9 percent (13) of supervisors were males and
only 7.1 percent (1) were females, 84.6 percent (22) of principals and vice
principals were males and only 15.4 percent (4) were females, 80 percent (72) of
department heads were males and 20 percent (18) were females, and 81.6 percent
(165) of teachers were males and only 18.4 percent (37) were females. This

revealed that there was less involvement of females as subject area instructional
supervisor, school principal and secondary school teacher, as compared to their
2

male counterparts.
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with regard to age distribution, 8(57.1%) of subject areassupervisors, 13(50%) ot

principals, 58 (64.4%) of department heads and 121(60.4%) of teachers were 36-
45 years old. The rest were below 36 and above 46 years of age, and supervisors
were older than the rest of respondents. The age proportion of respondents shows
their maturity, which is important for making judgments. Concerning work
experience, 9(64.3%) of subject area supervisors, 13(49.9%) of principals and
vice principals, 35(38.9%) of department heads and 37(17.3%) of teachers,
served for 21-30 years this also shows that supervisors were more experienced
than other respondents. As far as the level of qualification was concerned,
321(96.7%) of all respondents were first degree and 10(3%) of them were
master’s degree holders. Therefore, since the majority of respondents were
matured, qualified enough and posses relatively long years of experience in
teaching—learning activities, relatively reliable and relevant information could be

drawn pertinent to the problem understudy.

3.2 Analyses of the Main Features of Subject-Area Instructional

Supervision

321 The Usefulness of the Objectives to Enhance the Subject-Area

Instructional Supervision

The success of subject area instructional supervision depends on the importance
of its objectives and shared vision of what to be accomplished. Among various
objectives the importance of selected ones were tested based on the responses

obtained from respondents. Thus, one of the intentions of the student researcher

was to assess the extent to which the importance of the objectives are known and

accepted by different groups. The following responses were organized as
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pC.

objectives for subject areg instructj
ruc o :
tional supervisors® in terms of importance.

Subject-area supervis
! P OrS,  secondary school principals and vice principals,

tment he : 3 ;
depat ads and teachers rated the importance as (1) very important, (2)

important (3) partiall

compare the responses of each group in
data analysis

Table 4: - Views on the Usefu] : ot
ness of LILOI)_]ECUVCS to Enhance Subject Area Supervision

. Respondents
Supervisors Principals Department | Teachers Total
Items Responses Heads
S.
No. N :
Very important 3 710/: > ﬂ/g A /e N #|'N e
Promoting T - 2 16 61.5 58 | 644 149 | 74.1 226 | 68.3
1. | democratic Partiall 50 7 26.9 21 23.3 42 | 20.9 iR |N23%
Ways of e y 3| 214 3 115 6| 67 7 35 19| 57
Tt portant
:ll]lzu'uction'il Gt a0 meh 4 7.1 H = 1 L1 | 0.5 3 9
o oty important iy
SREEpYSIin Not important - = = 5 3 44 > 1 6 1.8
dinal 14| 100 | 26| 100 90| 100 [ 201 | 100 | 331 | 100
> Very Important 51357 | 10] 385[ 43| 478 96 | 475 | 154 | 46.4
Providing Important 4| 285| 14| 538| 32| 356 | 90| 44.6 | 140 | 42.2
%4 fdineet Partiality 31210047 [ 2Pz O3 L seza [ s A2 G 6
assistance important 3 3
and closely Not so much 2| 143 - = 1 1.1 4 2 7 2.1
support important ;
ms.h:u.clionﬂl Not important = = = 5 3 14 3 75 9 27
AR Total 14 | 100 [ 26 100 | 90| 100 202 [ 100 | 332 | 100
Very Important 7 50 18 69.2 54 | 60.7 100 | 49.8 179 | 54.2
Enhancing
professional Important 2 14.3 il 26.9 27 30.3 94 | 46.8 130 | 39.4
3. | development Partiality 3| 214 1 3.8 4 4.5 2.5 1 10 | 310
of teachers important
Not so much I 7.1 - - 2 22 2 1 5 1.5
important
Not important 1 7.1 - - 2 212 3 1.5 6 1.8
Total 14 100 26 100 89 100 | 201 100 | 330 100
Very Important SEI355 7 26.9 42 | 47.2 95 | 47.7 149 | 454
Evaluating Important 6 | 42.9 13 50 36 | 404 91 | 45.7 | 146 | 445
4. | Teachers’ Partiality 1 7.1 511 192 7 7.9 8 4 21 6.4
instructional important
Performance Not so much 2| 143 1 3.8 1 1.1 3 1.5 7 2.1
important
Not important - - - - 3 3.4 2 1 5 1.5
Total 14 100 6 100 89 100 199 100 | 328 100
Very Important 6| 429 16 64 51 56.7 93 46 166 | 50.2
Improving Important 7 50 6 24 21 | 233 94 | 46.5 128 | 38.7
5. | Quality of Partiality - - 3 12 13 | 144 8 4 24 7.3
Education important
Not so much 1 7.1 - 2 2.2 5 25 8 2.4
important =
= = T = = 3 33 2 1 5 1.5
?g:;{npormm 14 100 25 100 90 100 | 202 100 | 331 100
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At is llustrated T Abled Moy “1”, of the total number of all group of

respondents, 303(91.6%) of them acknowledged the usefulness of the objective,

| ) said partially important, and only 22(6.6%)
rejected by rating not so much important and not important

by rating above average, 19(5.7%

Detailed elaboration can be observed from each group of respondents. Thus,

response results revealed that 10(71.4%) of subject area supervisors, 23(88.4%)

of principals, 79 (87.7%) of department heads, and 191(95%) of teachers
accepted the importance of the objective that promote democratic ways of
modern instructional supervision, by saying important, and very important, while
3(21.4%) of supervisors, 3(11.5%) of principals, 6(6.7%) of department heads,
and 7(3.5%) of teachers responded as partially important. Contrary to these, only
5(5.5%) of department heads and 3(1.5%) teachers and 7.1% of supervisors
rejected the necessity of the objective, one (0.5%) teacher didn’t respond to the
item for unknown reason. Therefore, the majority of respondents believed that
promoting democratic ways of supervision is one of the useful objectives to

enhance the subject area instructional supervision.

From this rating it can be understood that there is a strong need of democratic
supervision among respondents which foster all the qualities of objective
attitudes, more cooperative efforts, more constructive suggestions, greater
feelings of “we-ness”, and more feelings of joint goals. Democracy in supervision
is enlisting the abilities of teachers, principals, and other superintendents in

cooperative enterprise of improving teaching or other aspects of the teaching-

learning situation (Vashist, 2004:87).
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The provision of direct ass;
ssistance and close support to instructional activities was

; d obiecti _
the second objective that had been posed for respondents (Table4, item 2). In this

o the o .
e o RERo L fotpSicy respondents, 294(88.6%) respondents positively

-eacted by saying i :
reacted Dy saying important and very Important, 22(6.6%) responded partially
important, and only 16(4.8%) of them rejected the importance

A look at the same table and item, 9(64.2%), 24(92.35), 75(83.45), and
186(92.1%) of subject area supervisors, principals and vice principals,
department heads, and teachers respectively rated as important and very
important, while 3(21.4%) of supervisors, 2(7.7%) of principals, 10(11.1%) of
department heads, and 7(3.5%) of teachers indicated as partially important. The

rest rejected the usefulness of the objective.

This revealed that majority of respondents, believed that provision of direct
assistance and closely support to instructional activities is an essential objective
to enhance the subject area instructional supervision, because it enables the
supervisor to provide or facilitate one-to-one feedback with teachers to improve

instruction.

On the whole, in Table 4, item ‘3’, 309(93.6%) respondents said professional
development of teachers is useful to enhance subject area instructional

supervision, 10(3%) and11 (3.3%)accepted partially and denied, respectively.

The same table indicated that, 9(64.3%) subject area Supervisors,

25(96.1%)principals and vice principals, 81(91%) department heads and

194(96.6%) teachers, believed that item three is helpful, 3(21.4%) supervisors,

1(3.8%) principals, 4(4.5%) and 2(1%) teachers feel the item is partially

o/



: tant. Contrary t

importan rary to these, only 2(14.2%) of supervisors 4(4.4%) department
choon € importance of the objective. One
ad and one teacher didn’t respond to the item. Thus
respondents real |

heads, and 5(2.5%) teachers rejected th

department he
most of the

ized that profess;
| professional development of teachers is important to
enhance subject area instructiona] supervision

In the view of respondents in the same table, item “4”, of the total respondents

295(89.9%)of them acknowledged the usefulness of the objective by saying very

important and important and 21(6.4%)respondents expressed their view by saying

partially important, and only 12(3.6%) of all respondent said, not so much

important and not important.

A detail analysis of the same table, made clear that 11(78.6%) subject area
supervisors, 20(76.9%) principals, 78(87.6%)department heads, and 186(93.4%)
teachers reported that evaluating teachers’ instructional performance is a useful
objective to enhance the subject area instructional supervision, while 1(7.1%)
supervisor, 5(19.2%) principals, 7(7.9%) department heads and 8(4%) teachers
accepted partially, and the rest feel that this purpose of subject area instructional
supervision is not important. One department head and three teachers didn’t
respond to the item. Therefore, this indicated that majority of subject area
supervisors, principals and vice principals, department heads and teachers
accepted that evaluating teachers’ instructional performance is one of the

essential objectives of subject area instructional supervision.

The last item of the same table, aimed at obtaining information i

usefulness of the objective, improving quality of education to enhance subject

area instructional supervision. Accordingly, 294(88.9) of all respondents
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-essed their vi : :
i oW by saying very important and important, while 24(7.3%)

peliEveCpatti sty iand il 13(3'9%) rejected the importance of the objective.

The additional data analysis of the same table and item, further elaborated that

the majority of respondents, 13(92.9% of supervisors said very important and

important, 22(88%) school principals and vice principals, 72(80%) department

heads, and 187(92.5%) teachers positively and similarly reacted to the objective,
as important and very important. Only 3(12%), 13(14.4%) and 8(4%) principals,
department heads and teachers respectively believed partially, and 7.1% of
supervisors 5(5.5%) department heads, and 7 (3.5%) teachers said that such
objective is not useful. One principal didn’t respond to the issue. Thus, the data
revealed that majority of the four groups of respondents acknowledged the
importance of the objective, improving quality of education that subject area
instructional supervision enhances. Therefore, based on the above information
obtained from the majority of the respondents, it is possible to conclude that the
above selected supervisory objectives are useful to enhance the subject area

instructional supervision.

3.2.2. Analysis of Responses on the Activities Undertaken to Initiate the

Subject-Area Instructional Supervision.
Activities to introduce the subject area instructional supervision were also tested

in this study based on the responses secured from concerned subject area

supervisors, secondary school principals and vice principals, department heads,

and teachers. The purpose of testing the introductory measures was to check the

extent to which the new instructional supervisory approach (subject-area) was

clear to all concerned bodies. The responses were obtained using the three rating
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les (yes, No, and t :
scales (Y 0 some extent). To compare the responses of each group in

the data analysis, frequency percentage was applied

: - Activities o
Table 5 ctivities Undertaken to Initiate Subject Area Instructional Supervision

i
Respondents
< Subject
:1 ltems Responses arcja Principals & Department
% supervisors Vice principals | Heads Teachers Total
N |% |N % N % N | % N %
Y. 7 =
Schiool/based es 50 5 192 2608 B2 1GN (RE2 0NN RETORS (W5 SIS
workshops No 3 [ 21a | 12 46.2 40 [ 444 | 169 | 84 | 224 | 677
seminars have To some 4 286 ) T : :
1 been conducted extent i 24 267 12 6 49 14.8
Total 124 100 | 26 100 90 100 | 201 | 100 | 331 | 100
Yes 14.3 3 5
Experience = LS 9 10 16 79 30 9
sharing No 10 | 714 | 17 654 70 | 778 | 172 [ 851 | 269 | 81
Sessions To some 2 14.3 6 2
2 have been extent 2l 4 e Lt 6:9 33 10
organized Total 14 | 100 | 26 100 90 | 100 | 202 | 100 | 332 | 100
Yes 1 7.1 1 38 = =
Experience : 6 6.7 10 5 18 | 54
Sharing No 10 [ 714 [ 17 65.4 63 70 | 173 | 856 | 263 | 792
3 Sessions have To some 3 214 8 30.8 21 233 19 9.4 51 153
been extent
implemented Total 14 100 26 100 90 100 202 100 332 100
‘ Yes 4 286 5 192 9 10.1 12 59 30 9.1
Formal training
programs have No 8 57.1 16 615 70 78.7 181 89.6 275 83.1
4 been implemented | To some 2 14.3 5 19:2 10 11.2 9 45 26 7.8
extent
Total 14 100 26 100 89 100 202 100 331 100

As illustrated in Table 5, item “1” (school based work shops or seminars have
been conducted), of the total respondents, 58 (17.5%) of them rated yes,
224(67.7%) responded no, and 49(14.8%) reacted to some extent. As can be
observed from each group responses, secondary school teachers did not
acknowledged the practicality of school based workshops or seminars for about
169 (84%). It can also be seen that, 40 (44.4%) department heads, 12 (46.2%)
principals and vice principals rejected the item, and 24(26.7%) department heads
and 9(34.6%) principals and vice principals accepted to some extent. However, it

can be seen that significant number i.e. 7 (50%) subject area supervisors accepted

that there was school based workshops or seminars to initiate subject area

instructionalsupervision.
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c ver, the 1 Or :
G SR Oyl respondents revealed that school based

orkshops and semi )
oy P inars haven’t been conducted to introduce the subject area

‘nstructional supervisi N _
in p ston. This implies that, there was no common understanding

about the subject area instructional supervision among respondents

grond! .the same table, item “2”, 269(81%) of the total respondents expressed
their opinion on experience sharing sessions regarding subject area instructional
supervision have been organized, by saying no, only 30(9%) and 33(10%)

1'esponded yes, and to some extent, respectively.

Further investigation in Table 5, the same item, revealed that 172(85.1%)
teachers, 70(77%) department heads, 17(65.4%) principals and vice principals,
and 10(71.4%) subject area supervisors rejected the organization of experience
sharing sessions concerning subject area supervision, by saying no. Others,
2(14.3%) supervisors, 3(11.5 %) principals, 9(10%) department heads, and 16
(7.9%) teachers replied yes, respectively. And only 2 (14.3%) Supervisors,
6(23.1%) principals, 11(12.2%) department heads, and 14(6.9%) teachers
accepted, by saying to some extent. Therefore, the majority of the respondents
synonymously agreed that experience sharing sessions regarding subject area

supervision haven’t been organized to introduce subject area instructional

supervision.

Item 3 of Table 5, of the total respondents, 263 (79.2%) of them expressed their

views that the experience sharing sessions to initiate subject area instructional

supervision haven’t been implemented, by saying no, 51(15.3%)of them
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-esponded to som ent
il © extent, and only 18(5.4%) of the respondents accepted the

implementation of experience sharing sessions

Further investigation displayed in the same table showed that, 173(85.6%)

teachers, 63(70%) department heads, 17(65.4%) principals, and 10(71.4%)

subject area supervisors rated as no, while 3(21.4%), 8(30.8%), 21(23.3%), and
0 ~ 71 . . .
19(9.4%) supervisors, principals, department heads, and teachers, respectively

rated as to some extent. Others, insignificant in number, accepted the item. Thus,

the majority of the respondents agreed that there is lack of implementation of

experience sharing sessions to initiate subject area instructional supervision.

As can be seen from table 5, item “4”, 275(83.1 %) respondents indicated that
there was lack of implementation of formal training programs to initiate subject
area instructional supervision, by saying no, only 30(9.1%) and 26(7.8%) of the

respondents replied by saying yes and to some extent, respectively.

A look at the same table and item, of the four categories of respondents,
8(57.1%), 16(61.5%), 70(78.7%), and 181(89.6%) supervisors, principals,
department heads, and teachers, respectively realized that there was problem of
implementation of formal training program concerning subject area supervision.
Only 4(28.6%) supervisors, 5(19.2%) principals, 9(10.1%) department, heads
and 12(5.9%) teachers accepted that formal training of supervisions have been
implemented, and 2(14.3%), 5(19.2%), 10(11.2%) and 9(4.5%) supervisors,

principals, department heads, and teachers, respectively believed that there were

some formal training programs concerning subject area instruction supervision.

One department head didn’t respond to the issue for unknown reason. Thus, the

majority of respondents accepted that there was lack of formal training programs

concerning subject area instructional supervision. Generally, AACAEB made a
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rrangement on the structure of :
o ¢ structure of sub city level supervision i.e. subject area

instructional supervision, since the beginning of 2004, which was intended to

closely support and improve instruction of each subject area, However, based on
e responses obtained f s ;

th P - from the majority of respondents, activities to introduce

the subject area instructional supervision were not practical

of Addis Ababa City Administration.

in secondary schools

3.2.3 anctlonahty of the Tasks of Subject Area Instructional Supervisors

The subject area instructional supervision is assumed to deliver support services
and improve the teaching learning process at school levels in order to achieve the
intended objectives. Achieving the goals of education also requires real practices
of instructional supervision. In the subject area instructional supervisory process,
the indispensable crucial functions to be maintained include organizing and
implementing professional trainings, workshops, clinical, and collegial and peer
coaching techniques, providing best alternative methods of instruction, assisting
teachers in the evaluation of curriculum, and participating in the evaluation

process of teachers’ instructional performance.

In light of these, some key subject area instructional supervisory tasks were
framed and responses were gathered to assess the extent to which the tasks had
been fulfilled and then rated using the five point lickert scale of very high (1),
high (2), average (3), low (4), and very low (5). From the data obtained the mean

scores were analyzed and interpreted as:

Above 4.5 = very low, 3.5-4. 49 =low, 7.5-3. 49=average, 1.5-2.49=high
and 0.05-1.49=very high.

63



Table 6: - Rating on the Fulfillmen(s of the T

asks by Subject-Area Instructional Supervision

T A N |
S Teachers and RCSSDOTI(ICI_“S
No. Items Department upcar:(llsors Weighted
heads principals Mean
n= 292 n= 40
| Organizing professional trainings workshops, Mean Mean Mean
seminars, etc 3.88 3.85 3.88
2 | Managing the teaching-learning activities of
their subjects 4.05 339 4.03
3 Organizing clinical and collegial or peer
coaching techniques of instructional supervision il 3.89 4.04
4 Implementing clinical and collegial or per
coaching techniques of instructional supervision 45 405 4.14
3 Providing best alternative methods of
instruction e 4.03 4.07
6 Participating in the evaluation process of
teachers performance 2 Sl 200
7 Assisting teachers in the evaluation of the
curriculum g 42 00

As it is depicted in Table 6, item “17, majority of both groups of respondents
accepted that the task of organizing professional trainings, workshops, seminars,
etc. were lowly fulfilled, with weighted mean score of 3.88. Teachers should

have a variety of learning opportunities to support their professional career goals,

and to implement their skills and knowledge to bring about instructional

improvement. Organizing professional trainings, workshops, seminars, mini-

sessions, school meetings, visits to other schools, attendance at local regional and

federal conferences, travel for cultural enrichments and readings, video and audio

. . (419 b2 2
cassette for the improvement of instruction, not for “one-shot deals” but in a

continuous manner should be the responsibilities of instructional supervisors.

However, due to the fact that subject arca
s, these tasks were not accomplished.

instructional supervisors were

occupied by routine administrative function
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aging the teachi : AN
Managing hing learning activities of their specific subjects was also

found to be less accomplished, with weighted mean score of 4.03 as rated by the

iority of both gr e
majority of oth groups of respondents. This may be resulted from the fact that
" adequat " :
the lack o quate number of subject area instructional supervisors in Sub City

Education Departments as compared to the fast growing number of schools and

teachers.

Subject area Instructional supervisors are expected to organize and implement
direct assistance to teachers. Direct assistance to teachers is one of the major
tasks of supervision and crucial element of a successful school. Clinical
supervision and collegial supervision and peer coaching are currently the most
popular methods of direct assistance (Glickman and et al, 2004:337). Therefore,
based on such assumption, from among various methods of instructional
supervision, the student researcher selected clinical and collegial supervision or
peer coaching as major tasks to be accomplished by the subject area instructional
supervisors. In light of these, the third and fourth items of Table 6, elicit
information as to the extent to which subject area instructional supervisors
organized and implemented clinical and collegial or peer-coaching techniques of

supervision in secondary schools.

Thus, the third item in Table 6, elicits information as to the extent to which
subject area instructional supervisors fulfilled the tasks of organizing clinical and
collegial or peer coaching techniques of supervision in secondary schools.

Accordingly, the majority of both groups of respondents revealed their

disagreement, and concerning this item the weighted mean score was 4.04.

Clinical supervision focuses on long-term carefully planned instructional

improvement. Within the structure of clinical supervision, peer coaching is a
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-ecognizable structure f ist -
recog for assistance, which teachers can use to help each other

move with each other t 2 _
and h-other toward collective action. T hus, the supervisor should

ccessible to i 5 : :
be a identify the kind of assistance, to facilitate selfrand group

valuation, arrange 1 .
e > g¢ contact imes, and refer specialists to teachers etc. However,

rect area instructi o
subj tructional supervisors left schools and classroom teachers alone
and unobserved.

The implementation of clinical e : _
supervision and collegial or peer coaching
techniques of instructional supervision was found with low performance as

indicated by the majority of both groups of respondents, with the weighted mean
score of 4.14.

The number of teachers that a supervisor has will influence the frequency of
clinical observations conducted by the supervisor. Successful peer-coaching and
collegial supervision had been recognized to overcome the problem, and it
requires careful planning and resources, scheduling to successfully implement it.

However, subject area supervisors cannot fulfill this task in secondary schools.

Providing best alternative methods of instruction is the fifth item in Table 6, and
majority of both groups of the respondents believed that the task was not
accomplished successfully, with weighted mean score of 4.07. After careful
diagnosis of the problems of individual instructional methods of individual
subjects, and based on their experience and knowledge, instructional supervisors

were expected to provide best alternative methods of instruction, and yet they

were far from schools and teachers.

In item 6 of the same table, respondents were asked to rate their level of

agreement on the participation of subject area supervisors in the evaluation
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process of teachers’ performance, [p light of this
indicated that the level of fylf
sCOl'e 01376

» most of the respondents

liment of the task was low, with weighted mean

bject area supervi
A subj Pervisor expected to have major control over evaluation of

instructional programs, and the overall instructional effectiveness of teachers,

depending on the particular school resources and purposes of evaluation. .

However, the analyses revealed that subject area supervisors were unable to

involve in the evaluation : LA e
process of teachers’ instructional performance for the

reason that they are occupied by other administrative activities.

In the last item of Table 6, both groups of respondents were asked to rate their
view on the assistance of subject area supervisors to teachers in evaluating the
curriculum. Accordingly the majority of both groups of respondents revealed
their level of agreement by saying low, with the weighted mean score of 4.06.
The subject area instructional supervisor and teachers should work together in
evaluating the purpose, content, organization and format of the curriculum of
each subject area, whether the curriculum is most appropriate for students and
increases teachers’ choice and commitment for implementation or not. However,

for the same reason given in item six, they couldn’t accomplish the task of

assisting teachers in the curriculum evaluation.

In general, the subject area instructional supervisors were expected to accomplish

the tasks listed in Table 6, which are directly related to improve instruction.

However, majority of both groups of respondents concluded that the tasks were

not successfully accomplished, with the average mean value 3.99.
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3.2.4. Analysis of the Contributions of the Practices of Subject Area
Instructional Supervision.

One of the purposes of this study is to check the level of results achieved from

the Practices of subject area instructiona] supervision based on the responses

obtained from the respondents. The responses were gathered using the Lickert

scale points 1.e. very high (1), high (2), average (3), low (4), and very low (5).
Frequency percentage was applied to compare the responses of each group in the
data analysis.
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Table 7: -Contribution of the py

actices of Subject Area Instruction

al Supervision

————"—h
—
. e
N Items Responses Su.pm Principals Department T
% |___isors Heads eachers Total
T
N %
: e (G AR e R R
High %\—*-———_L L1 | 10 s | 33
Promoted i |y | | B = 4 4.4 9
democratic ﬂra_g; 2| 143 71 269 _\zfl—f() 17 & HLED

1. | ways of modern Low TR ol 5 Lk ceniljiney & || 5
instructional | % | STT | 371411 [ 12| 6as | 188 [ 57
supervision Very low 50 3571 7 —t—— 9

ty\“‘r& Y1154 25278 [ 35 [ 175 | 69| 209
Total 141 100 126 17100 | 90 [ 100 [ 20 | 100 T 330 100
Very high S T e i
o IRt bR e | 41 441 10 5 14| a3
Provided direct ' g E 2 - 5 56 | 14 7 19| 58
assistance and Average = % 3 77 T .

2. | closely support Uos 5 693 2N > 23 7.0
instructional V ! 191 73.1 43 | 478 | 80 40 [ 151 | 459
activities Very low 41 308 51 192 27 30 | 86 a3 | 122 | 371

Total 131 100 | 26 | 100 | 90 [ 100 | 20| 100 | 329 | 100
0
Very high - : 1 338 - -| 13 6.6 14 43
2 , High = - I 3.8 91 103 11 5.6 21 6.5
nhance
- Averag 2 14.3 2 5

3 professional el E 77 151 172 | 12 6.1 3l 9.5
development of | Low SIS 701 18 | 69.2 45 | 517 [ 79 [ 399 [ 150 [ 462
teachers Very low 4| 286 A 154 18| 207 | 83| 419 109 ] 335

Toia] 14 | 100 | 26| 100 87| 100 19| 100 | 325 | 100
8
Very h]gh 1 el - - 3 3.4 12 6.1 16 49
High 1 7el 2 T 8 9 9 4.6 20 6.1
Evaluation Average 2 14.3 4 154 24 21 19 9.6 49 15
4. | improved Low 6| 429 17 | 654 41 | 46.1 | 78 | 39.6 | 142 | 436
performance
ey 4| 286 3 115 13| 146 | 79| 40.1 | 99| 304
14 100 26 100 89 100 19 100 326 100
Total 7
Very high - - 3 11.5 ) 14 7 19 5.8
High - - 1 3.8 7.8 9 4.5 17 52
= 3 3 2
Improved Average 5| 385 g1 308 0| e A 82 e

5. | quality of T 7a[m53i8 12| 462 | 28| 3L.1| 68| 34| 15| 35

education 43 9 | 292
Ve ion T 7 o 7] 78| 86

13| 100 26| 100 90 | 100 | 20| 100 [ 329 | 100
Total 0
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it can be noted fi '
Ao rom Table 7, item e 257(77.9%) of the total respondents

nly 49(14.900) replied avera d
24(7.2%) of respondents indicateq that the effects ; "
0

average.

reacted to very low and Jow, while ¢

f objectives were above

Further mvestigation of each respondent cited in the same table and item. made

clear that 12(85.7%) subject area Instructional supervisors 19(73.1%

62(68.9%) department heads,

) principals,
and 164(82%) teachers responded that the

realization of the practices on promoting democratic ways of modern

instructional supervision was below average, while only 2(14.3%), 7(26.9%)

23(25.6%0), and 17(8.5%) supervisors, principals, department heads, and teachers

respectively responded as, such objective was achieved on average. Contrary to
these, only 5(5.5%) department heads and 19(9.5%) teachers accepted the
contributions of the objective by rating above average. The remaining two (1%)
teachers didn’t respond to the item for unknown reason. Democratic supervision
believe 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 assumptions of authority by consent of the group. However, lack of
cooperation between schools, teachers and subject area supervisors hindered the
effectiveness of promoting democratic ways of modern instructional supervision

was low in the practices of subject area supervision.

Concerning the results of provision of direct assistance and close support of
instructional supervision to enhance the practices of subject area supervision

(Table 7, item2), out of the total respondents 273(83%), 23(7%), 33(10%) of

them, rated as below average, average, and above average respectively.
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Detailed elaboration can pe observed from each
cac

response  results  showed that

24(92.3%)principals, 70(77.8%

group responses, i.e. the
13(92.8%)  subject area supervisors,

)department heads, and 166(83%) teachers stated

there was low achi : f
o hievement of the objective regarding provision of direct

assistance and close instructiona| sup '
port services, by sayi
3 ying low and very low.

Other than these, 2(7.7%) principals, [1(12.2%) department heads, and

10(5%)teachers feel that this item was achieved on the average A small number

of teachers and department heads believed that the effects of  the purpose were

above average. 1(7.1%)supervisor and 2(1%) teachers didn’t give their response

for unknown reason. Most of the respondents thereforel confmmadibnin

results of the provision of direct assistance and close instructional support

services were low.

Direct assistance to teachers is one of the major tasks of supervision and crucial
element of a successful school. No school or school system can hope to improve
instruction if direct assistance is not provided to teachers. However, subject area
instructional supervisors left schools, classrooms, and teachers alone and
unobserved, didn’t address the purposes, preparations, schedules, and

troubleshooting instructional support services.

According to Table 7, item “3”, 259(79.7%) of the total respondents expressed
their views, by saying low and very low. Only 3 1(9.5%), 21(6.5%) and 14(4.3%)

of the respondents replied average, high and very high respectively.

item3, further elaborated that,
22(84.6%) principals,

The additional data analysis of the same table,

12(85.7%) subject area instructional Supervisors,

63(72.4%) department heads, and 162(81.8%) teachers undermined the roles it

plays in the enhancement of professional development of teachers by rating
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qailed elaboratio
Detail alion can be observed from each group responses, i.e. th
, l.e. the

: se  results _
respon showed that 13(92.8%) subject area supervisors

TSy

24(92.3%)principals, 70(77.8%)department heads, and 166(83%) teachers stated

‘hat e was | 1

that there was low achievement of the objective regarding provision of direct

assistance and close instructional support services by saying low and very low
2 5 ;

Other than these, 2(7.7%) principals, 11(12.2%) department heads, and

10(5%)teachers feel that this item was achieved on the average A small number
of teachers and department heads believed that the effects of the purpose were
above average. 1(7.1%)supervisor and 2(1%) teachers didn’t give their response
for unknown reason. Most of the respondents therefore, confirmed that the

results of the provision of direct assistance and close instructional support

services were low.

Direct assistance to teachers is one of the major tasks of supervision and crucial
element of a successful school. No school or school system can hope to improve
- struction if direct assistance is not provided to teachers. However, subject area
instructional supervisors left schools, classrooms, and teachers alone and
unobserved, didn’t address the purposes, preparations, schedules, and

troubleshooting instructional support services.

According to Table 7, item «3” 259(79.7%) of the total respondents expressed
their views, by saying low and very low. Only 31(9.5%), 21(6.5%) and 14(4.3%)

of the respondents replied average, high and very high respectively.

The additional data analysis of the same table, item3, further elaborated that,

12(85.7%) subject area ‘nstructional — SUpervisors, 22(84.6%) principals,

63(72.4%) department heads, and 162(81.8%) teachers undermined the roles it

plays in the enhancement of professional development of teachers by rating
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pelow averag.e- .Others, 2(14.3%), 2(7.7%), 15(17.2%), and 12(6.1%)
supervisors, principals, department heads, and teachers respectively replied that
this result was achieved on the average. In this case, only 2 (7.6%

) principals,
9(10.3%) department heads, and 24(12.2%

) teachers, expressed their views as

above average. The remaining 3(3.4%) and 4(2%) department heads and

teachers, respectively didn’t respond to the item for unknown reason

professional development of teachers is important to the renewal of teachers and
to the improvement of instruction. It is also useful in providing a variety of
learning opportunities to support teachers to pursue their own personal and
professional career goals and as they are part of school organization, to define,
Jearn and implement skills, knowledge and programs to achieve common goals
of the school organization. However, subject area instructional supervisors failed
to make need assessment, to plan, organize, and implement various alternative
ways of professional development for teachers, and results obtained from the
realization of the objective, in enhancing professional development of teachers
through the practices of subject area instructional supervision was below

average.

In the view of respondents in Table 7, item “4”  241(74%) of the total
respondents rated as below average (very low and low), while 49(15%)

responded average 36 (10.4%) above average (high and very high).

A detail test of the same table and item, made clear that, 10(71.5%) subject area

instructional supervisors, 20(76.9%) principals, 54(60.7%) department heads,

and 157(79.7%) teachers accepted that there was less result obtained concerning

. 0
evaluation in improving instructional performance of teachers. While 2(14.3%),

4(15.4%), 24(27%), and 19(9-6%) SUpErvisors, principals, department heads, and
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reachers; respectively indicated that there was average achievement di
: . 5 ent regardin
evaluation of teachers’ performance. Others, 2(14.29 :

) supervisors, 2(7.7%
pl-inCiPalS’ 11(12.4%) department heads, and 21(10.7% :

I _ ) teachers confirmed the
effect of evaluation in 1mproving teachers’ instructiona]

performance was above
0
Jyerage: 1(1.1%) department head, and 3(2.5%)didn’t give their response

Conceming this 1ssue.

[n this case, the majority of subject area supervisors, principals, department
heads, and teachers believed that the improvement made in evaluating teachers’
structional performance was low. This might be due to the absence of subject
Jrea instructional supervisors in any kind of teachers’ evaluation programs.

Finally, according to the responses in item 5 of the same table, improved quality
of education was rated by 211(64.1%), 82(24.9%), 36(11%) of the total

respondents, as below average, average, and above average, respectively.

Further investigation of each respondents cited in the same table and item, made
clear that, 154(77%) teachers, 35(38.9%) department heads, 14(53.9%)
principals and vice principals, and 8(61.5%) subject area instructional
supervisors believed that the contribution made by the realization. of the
objectives in improving the quality of education in secondary schools 1s belc:w
average, while 23(11.5%) teachers, 46(51.1%) department heads, 8(30.8%)

; " - - d
principals and vice principals and 5(38.5%) subject ares SUPSIVISOIS ICXRIRE

t
their view by saying average. Others, 23(11.5%) teachers, 9(10%) departmen

ket : [t obtained
heads. and 4(15.3%) principals and vice principals ratedthat eSS

idn’t respond
was above average. One (7.7%)supervisor and two (1%) teachers didn’t resp

in 1 i lity of education were
respondents believed that the results 1n improving the quality

below average.



325 Analysis of Views of Schoo] Management and T
€

: achers tow :
Area Instructional Supervision ard Subject

The practices of instructional supervision ought to be geared toward th
owara tne

improvement of the quality of the teaching learning activities in schools. Th
. - c

satisfaction of school managers and teachers with school system has been found

to be dependent on the extent to which they view that the actual practices of their

instructional supervisors meet their expectation from the subject area

instructional supervision.

In light of these, among various expected tasks of subject area instructional
supervision some of them are selected and listed in Table 8 to be rated by
secondary school managers (principals and vice principals and department heads)
and Teachers. Thus, responses were gathered to examine views of respondents
using the five point lickert scale of strongly disagree (1), disagree (2), undecided
(3), agree (4), strongly agree (5). From the data obtained the mean scores were
analyzed and interpreted as follows: Above 4.5=strongly agree, 3.5-4.49=agree,
2.5-3.49=undecided, 1.5-2.49= disagree, and 0.05-1.49=strongly disagree.
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Table 8: - Views on Subject Are

a lnstruction

LI al Supcrvision
——  Respondents
S. - — Principals ang [
No. Expected tasks lc‘lChCrs department Weighted
n=2(02 heads mf’ln
TG A
Mes G
1 | Improved the le%___ﬂ_ Mean Mean
p— : ~ }_\‘\
2 E,\pecqu roles anq actual performance match _‘El—*— 1.83 1.81
3 Tl1c subject- area instructional supervisors _‘ML——‘L 1.82
improved lcach.er"s professional development 1.89 1.88
4 | Schools are satisfied wm)lwh‘“——g“ L2
rendered 5 1.91] 1.97 T
5 | Has brought about differences in (he quality of e .
education 2.04
—— ' 2.00 2.02
6 | Usually focus on administrative matters 3.89 b o
7 Morg related to the improvements of pupils . 4.25 4.02
learning growlh. than administrative tasks 2.01 2.34 2,13
8 | Mutual professional trust existed between subject-
area supervisors. 1.97 232 2.10
9 | Subject- i i
ubject-area  supervisors  provide  short-term
training,. 1.63 1.79 1.67
10 | Frequently visit classroom instructions, organize -
and encourage-peer coaching, 1.75 1.54 1.67
I1 | Subject-area supervisors Provided adequate support
to the induction program for the newly deployed 2.07 2.60 2.26
teachers
12 | Does little other than completion of the required s
evaluation form. 2t ) 28

As it is depicted in Table 8, item “1”, both groups of respondents rejected that
the subject area instructional supervision improved the teaching learning activity
by saying disagree. The weighted mean score was 1.81. This might be due to the
fact that subject area instructional supervisory efforts have not been expanded

from sub city education departments to individual secondary school.

Concerning the match between the expected roles of the subject area

71 - . d
instructional supervision and the actual supervisory performance have matche

e disagreeable, as responded by maj
d that the weighted

ity of the
each other, was found to b ority

n the same table item 2 also reveale

respondents. The data i .
with a value of 1.82. This

mean score of the respondents found to be disagree,
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jes that respondents believed that t}

1€ subject areq
o Ject area instructiona] supervisor
s they are accountable S

imp)
were unable to implement the tas

The third item elicits information on the extent t h
‘. 9% . 0 which subject
mstrucuonal supervision improved teacher’s professional d J %
| ot 1ona evelo
i pment.
Accordmgly’ majority of both groups of respondents e d
xpressed their

might be because; teachers and the school managers have not been benefici f
ficiary of

the subject area-instructional supervision.

The satisfaction of schools with the supervisory services rendered by subject area
instructional supervision was disagreeable, as rated by both groups of
respondents, and the weighted mean score was about 1.93. The city education
bureau has realized the organization of sub city level subject area instructional
supervision to have an increasing effect on; the teaching learning activities,
teachers’ professional development, methods of instruction of each subject,
direct assistance and close support to teachers, quality of education in schools.
However, besides the existing will, the responses gathered and in formal
discussions made with some school respondents showed that there is a complaint
rather than satisfaction regarding subject area nstructional supervisors for not
satisfying their objectives.

The fifth item elicits views of respondents on the extent to which subject area

instructional supervision services make difference 1M the quality of secondary

school education. Accordingly, the majority of teac

ement Wwith weighted

ity Administration Education Bureau

hers, department heads and

- di score of 2.02
principals expressed their disagre mean

Although the intention of Addis Ababa C

isi ubject area
was to change the previous general approach of supervision by subj
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. tional supervision an ¥
instruc P d to render close and direct agg;
- assistance for
I teachers

Is and to improve t . ;
and scho0 prove the quality of Instruction on each subs
s 0 rangible difference registered. ach subject area, there

In item 6, the respondents were asked to rate thejr level of
agreement on; the

rask that the subject area instructional supervisors usually fi

. . - 0 - o ua y Ocus On

administrative matters. In light of these, most of the respondents of th
naents ot the two

oroups revealed their views, by replying agree, with the weighted mean scor

402. This might be due to lack of frequent classroom visits and instricc(‘z;jnj
support which creates an image of inaccessible, administration type of
Supervisors and led to loss of credibility, and it might also be due to the impact of

nstructional supervision on classroom teaching and on student achievement is

far below expectation.

The subject area instructional supervisory services given in secondary schools
e more related to the improvement of pupils’ learning growth than
administrative tasks was the seventh item in this table. Accordingly, the majority
of both groups of the respondents expressed their disagreement by rating
‘disagree’ with the weighted mean score of 2.13. Teachers want direct assistance
from supervisors to Improve the learning opportunities of their pupil, but they
often see the actual experience of subject area instructional SUpervisors, focusing

on routine administrative activities which are not directly related to improving

instruction.

In item 8, both groups of respondents Were asked to rate their level of agreement

fessional trust between s
revealed their view by saylng disagree

1 ea SUPErvisors and
to the existence of mutual pro ubject area Sup

teachers. In light of these, respondents

with the weighted mean 5.1, This might be due to little interaction between the
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: area Su el ViSOl‘S b
subJeCt I P and leaChers. Nothin
g Can be accomplished i
Inac

of distrust The daily interpersona] limate

relationshi
' ps betwe : :
vicors and teacher s en Instruct
superviso ers are helpful to understang o LI
Ne true motives a
nd

Jbligations of each other, which enab]

es th
em to have mutual professional trust.

Concerning the item, which explains about the usual provisi

{raining provided by subject area supervisors, majority O?O;eof short-term
expressed their view by replying disagree, with weighted mean scorrE:spZ;1 Ciezt:
This might be due to the fact that subject area instructional supervisors do.no.t
Ol.ganize and implement short term training, like work shops, seminars, panel

discussions for teachers, principals, and department heads

The tenth item elicits information on the extent to which the subject area
structional supervisors made frequent visit on classroom instructions, organize,
and encourage peer coaching. Accordingly, both groups of respondents revealed
their view, by replying disagree, with weighted mean score of 1.67. Supervisors
should be accessible, facilitate self and group evaluation, arrange contact times,
and refer specialists to teachers. Frequent classroom visits create a relationship of
openness, trust, sO that a supervisor can assist a teacher through a problem
solving process. However, subject area instructional supervisors were far from
clinical supervision and peer coaching which are currently two of the most
popular forms of direct assistance in schools.

The adequate support to the induction program for newly deployed teachers was

the eleventh item in Table 8. Thus, respondents W
f respondents conclude

provided by instructional Supervisors.

ere asked to indicate their view,

ing disagree.
and majority of both groups © o loy7, BeyRn

Beginner teachers need direct assistance

has significant role to play in mentoring programs,

The Instructional supervisor
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helping to select and prepare mentors

assisting with
- T the matchj

: inners, and provid : ching of mentor

Wlth beg , & e ongoing support for mentors H 5 SIS

- Flowever, the subj

; ject

. tructional supervisors were f
aread NS were far from
such tasks

(1 the last item of the same table, both groups of
; ps of respondents w
ere asked to rate

heir level of agreement to the notion that isi
supervision does little
other than

completion of the required evaluation form, and majority of respondents rej
. . ; _ ents rejected
this item by saying disagree with the weighted mean score of 2.36. Th;i 'J ht b
.36. This might be

due to the positive perception of respondents toward the objectives of the subject
- jec

ared instructional supervision.

As it was depicted in Table 4, there is an agreement among the majority of
respondents on the importance of the objectives of subject area supervision. Most
ieachers, department heads, and principals believed that the objectives of subject
area instructional supervision are useful to foster teachers’ reflection and
autonomy and to facilitate teacher-driven instructional improvement, but it is
critical for the supervisor to establish a relationship with the teacher being

characterized by openness, trust, and acceptance.

Instructional supervision can assist the teachers’ self-directed improvement
through active listening, clarifying, encouraging, and reflecting, thus, teachers

would have primary responsibility for instructional jmprovement decisions, with

the supervisor serving as an active facilitator.

j ' instructional su ervisory
In sum, teachers’ and schools’ satisfaction on the 1n p

t on the extent to whic

' i ervice complies with
services rendered is dependen h the s p

of instructional Supervisors. Many of the

the supervisory tasks teachers expect ,
siderable reflections of teachers

reviewed sources revealed that there are con
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Respomdenis R
Department ’ Pringinals & | I
- ~ 1cy S o
> B leads | RS Weighted
\ iems == SUPCEYIsurs
Na &Tenchers | it | mean
=297 } udl I |
Mean | Mean Mean f
L I'he subjecr area instuctional supervision itself and | ' ’
IS organizational ‘ture in sub cities are not | 4.1 3.85 4.07 \
clear to all conecerned baodies. | J
‘. i L = e 4.34 3.98 429 |
| 2 | Lack of adequate training in subject area |
{3 | The number of subject area instructional
- s , v - - 2T QM 22
| supervisors does not matched with the number of 4.4 3.82 4.33
! | schools and teachers to su Ipervise.
| 4 [ Lack of commitment fom the subject area 102 3.67 3.98
j | supervisors themselves
‘ 3 Giving more attention and spending more time to Ly 3 o
structional 4.45 3193 .39
\ administrative function than ins
|
!

improvement for each subject of the curriculum

olving more
Even though all problems were considered as major problems, glvIng
ons than
attention to and spending more time on administrative functi
rated by the
instructional improvement for each subject of the curriculum was Y
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e both gro f

majo“ty of groups of respondents as the sever probl

, roblem, with wej

1 Score of 4.38. As far L ,» With weighted

# as the objectives of subject area i :
mstructional

yision are concer £
supervist rned most of the supervisory su
pport services t
o be

endered for each subject area starting from pre-school 1
5 ol level

me

‘ up to second

have been tra red t ' &

choo! ! nsferred to sub city level subject area instructional
ructiona

supervisors: However, the current practices showed that the influe f th
| . nce of the City
Education Bureau and the Sub City Education Departments in this aspect is littl
' | ittle,
ond thus subject area supervisors are considered as experts worki i
ng routine

oducational administrative activities rather than improving instructions of each
eac

subject of the curriculum.

The mis-match between the number of subject area supervisors and the number
of schools and teachers was also found to be a very serious barrier to implement
subject area instructional supervision in secondary schools of the city, with
weighted mean score of 4.33 as rated by both groups of the respondents. This
may be resulted from the fact that there are only three subject area instructional
supervisors in a sub city, while there is fast growth of number of schools and

teachers.

Inadequacy of provision of training programs for supervisors regarding subject
area instructional supervision was also rated by both groups of respondents, as a
major problem observed in the process of subject area instructional supervision,

with weighted mean Score of 4.29. Although there Were general supervisory

. o B i Ve
training programs for two sumimers arranged for supewlsors, there mlght ha

1T ] 'ea
been difficulty in meeting the purposes and requirements of subject are

_ approach of
supervision how to organize, implement, and evaluate the NeW pp

instructional supervision.
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Jock of knowledge about the reform on e NEW: supervisory approach, i
i 3 , Le.
cubject area instructional supervision was rated by the majority of both groups of
Ps 0

respondents as an agreeable problem, with weighted mean score of 4.18. Th;
18. This

ed from the fact that '
nay be resulted he fact that adequate Introductory measures haven’t been

organized and implemented at secondary school and sub city level for all

concerned bodies. Other important problem rated ag ‘agree,” by the majority of
both groups of respondents include, lack of clarity on the organization structure
of subject area instructional supervision at sub city and school level and lack of
commitment from the subject area supervisors themselves, were rated with

weighted mean score of 4.07 and 3.98 respectively.

In general, majority of both groups of the respondents affirmed that the above
selected problems were the major barriers that negatively affect the practices of

subject area instructional supervision in Addis Ababa City Administration.
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CHAPTER FOUR

SUMMARY, CONCLUSION AND RECOMMENDATIONS

area instructional supervision in secondary schools of Ad
o ' : 0 dis A :
Administration, with the following purposes in mind baba City
nd:

o Asses the current a i :
il nd major constraints of subject area instructional
uctiona

supervision in secondary schools of Addis Ababa

e Toe ] : '
xamine the effectiveness of the current structure of subject

area instructional supervision.

To reveal the perception of teachers concerning subject area

instructional supervision.

e To propose possible ways and means of improving supervisory

practices in secondary schools.

To meet the above objectives, the study was guided by the following five basic

research questions:

L.

2

What initiate the introduction of subject area supervision?

What measures in terms of training have been made to introduce

subject-area supervision -1 secondary schools?

What exactly do the subject area Supervisors perform and how does

their performance correspond 10 the intended purposes? And what

functions distinguish them from the general supervision?
What are the views of school managers and teachers toward subject

area supervisors and superwswn‘?

What major problems are observed and what measures have been

taken to address the problems’?



.« the belief of the student- y
It 1S ent-researcher that there might be limj
- of thi . imitations i
management of this new supervisory approach. Theref P
. Lherefore,

. : ) > in this regsard
findings will be of paramount Importance to scratch the probl N
roblem, and generate

yaluable information for decision makers
b

plaIlIleI'S, and 1 1
- | ; : IIlp ementers.
Fuﬂllellnolea 1t llla) encourage OtheIS fOI' detail@d investig t

a lon.

In dealing with the research questions, related literatur ;
Descriptive survey research method was used, bec | B 'Was e
, because accurate information can
be obtained from small groups of samples representing large size of population
Government secondary school department heads, principals and vice principalé
and sub city level subject area supervisors (through purposive sampling
techniques) and secondary school teachers (through simple random sampling
technique) were considered as a frame of reference. The total number of
respondents responded to the study questionnaire was 332. To get information

from the sources, questionnaire, and interview and document review were used.

For the purpose of analysis and inferences and to compare the average ratings
among respondents, statistical tools such as, frequency percentage and weighted

mean were employed.

84



41 Summary
-y of the findings is pr
The summary findings is presented below under s
seven sections

4.1.1 Major Objectives that Initiated

Supervision iction of Subject-area

The evaluation made concerning the importance of the selected ob
: _ . clected objectives that
nitiated the subject area instructional supervision displ
| isplayed the following
findings.
The usefulness of promoting democratic ways of modern supervision to enh
| | ance
subject area instructional supervision was acknowledged by the majority
303(91.6%) respondents. The provision of direct assistance and close support of
instructional activities was also recognized as an important objective to enhance

subject area instructional supervision by 294(88.6%) respondents.

In case of enhancing professional development of teachers, the majority, and
309(93%), of the total respondents accepted it as an important objective.
Concerning the fourth objective, l.e. evaluating teachers’ instructional

performance to enhance the subject area instructional supervision, out of the total

respondents, 205(89.9%) reported as useful.

This implies that majority of respondents accepted the significance role of

= i) . . . . - , . . al
subject area instructional supervision in the evaluation of teachers’ instruction

performance. With regard to improving quality of education as an objective, 0

; I ' d that
enhance the subject arca -nstructional supervision, the finding reveale

majority of the respondents 1.€. 294(88.9%) concluded as oot
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b) In case of implementation of formal training programs concerning subject
area instructional supervision, majority (83.1%) of respondents expressed
that there was no provision of formal training programs regarding subject

area supervision in the city.

4.1.3 Tasks Performed by the Subject-Area Supervisors.

The finding based on the assessment made regarding the tasks to be fulfilled by

the subject area instructional supervision revealed that:

2) Majority of both groups of respondents accepted et

etc, were low
organizing professional trainings, work shops, seminars

(weighted mean score 3.88). Similarly, managing the teaching—learning
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activities of their specific subject a
rea was

accomplished, with weighted mean seore o also found to be lowly
ol 4.03.

b) The organization and implementation of clinjca]
ica

or peer coaching techniques of i . and collegjal supervision
OL mstructional supervision f
were found with

low performances as indicated b
y the majorit
y of both groups of

respondents, with weighted mean score of 4.04 and 4.14. re ivel
. 14, respectively.

Concerning other iter 1di '

0 g ms, providing best alternative methods of instruction
participating 1n the evaluation process of teachers’ performance, and
assisting teachers in the evaluation of curriculum were not successfully

accomplished, with the weighted mean score of 4.07,3.76, and 4.06

respectively.

4.1.4.The Contributions of the Practices of Subject-Area instructional

Supervision.

The study also intended to evaluate the results achieved from the realization of

the selected objectives of subject area :nstructional supervision. In light of these,

a) Of the total respondents, 77.9% agreed on the low performance of the
practices 1n the promotion of democratic ways of modern instructional

supervision. Quite few, 14.8% responded average, and only 7.2%

positively reacted. Therefore, the finding indicates that the majority of

respondents reported that what 18 achieved in the attempt to promote

democratic ways of subject area nstructional supervision was not

successful.
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b) In case of the provision of d
Irect assistanc
e

1 structional activities for and close suppo
n 1es foi secondary schools. the adie, pport to
5 ajority, 83% of the

total respondents concluded

that its result
sult was belg
. - W ave 0
responded average, and only 10.1% reacted abo rage, 7%
Ve average.

¢) Among the total respondents, 79.7% ex I
no enhancing of professional developlll::lr::tS ejft}tleu e
R eachers. 9.5% replied
| | rage. For these convincing
responses and analysis, the effects of the practices in the enhancement of
professional development of teachers were below average. Concerning
the evaluation of teachers’ instructional performance, 74% of the total
respondents reacted to below average, 15% responded average, while
only 11% of respondents affirmed that evaluation of teachers’

instructional performance was performed above average.

The data also displayed that 64.2% the total respondents clearly reflected
that subject area instructional supervision was unable to bring quality of
education. 24.9% also responded that there was average performance,
only 11% of the respondents believed that there was better performance
of quality of education. The finding indicated that the majority of
respondents agreed that less result was obtained concerning quality of

education in secondary schools of Addis Ababa City Administration.

41.5 Views of School Managers and Teachers toward Subject-area

Supervision.

: : and teachers
The evaluation made concerning the views of school managers

o : ine findings.
toward subject area instructiorlal supervision dlsplayed the following g
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pased O the responses obtained from th
e

majori R
l.espondents: jority of both groups of

2) Subject area supervisors were poor in: improving th
' g the teaching |

activity, with the weighted mean score of 1 81 earning

responsibilities with their actual matching their roles and
I actual performan : :

ce with weighted me

an score

of 1.82; improving teachers’ professi
professional develo : .
pment wit :
mean score of 1.89. with, Weightcg

Teachers and schools were not satisfied with the supervisory services
rendered by the subject area supervisors (weighted mean score 1.93).
Subject-area supervision made no difference in the quality of secondary
school education (weighted mean core 2.02). This implies that there was
limited effort from subject area supervisors and Sub City Education
Departments, and no significant change has taken place in subject-area

supervisory support services.

Subject area ‘nstructional supervisors usually focus on administrative
matters, with the weighted mean score of 4.02. Even if there were few
supervisory services given in secondary schools by subject area
supervisors they are not related to the improvement of pupils’ learning
rather than administrative tasks (weighted mean score 2.13). This

indicates that subject area supervisors are not in a position to accomplish

their tasks according to the purposes they are accountable for, rather than

spending their much time on administrative area.

b) There was less mutual professional trust between subject arca Supervisors

mean score of 2.1. There was also lack of

and teachers, with the weighted
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provision of short-term train; .
training provided by subject ar
[€a Supervisors
b

with the weighted 1 '
. = nean score of 1.69. The frequent visit of cl
instruction and organiz; : SIL ol classroom
ganizing of peer coaching by subject a
rea supervisors

was found to be le igh mea 7

f be less (weighted mean 1.6 ). There was inad

i | : s 1nadequate

support to the induction program for newly deployed teache ith the

weighted mean '€ 0. [his impli g
g score of 2.26. This implies that there was little interaction

between the subject area i '
a 1nstructional su i
pervisors and teachers
schools. g

¢) Concerning the view : ' :

) g toward the notion of meaninglessness of
instructional supervision, majority of respondents expressed their
disagreement with such view (weighted mean 2.36). This implies that
teachers, department heads, principals and vice-principals accepted that

subject area instructional supervision is an important process in

educational institution.

4.1.6. Major Problems of the Subject Area Instructional Supervision.
The study also aimed to assess the major problems that negatively affect the
subject area instructional supervisory process. In light of these;

a) Giving more attention to and spending more time on administrative
functions than instructional improvement for each subject of the
curriculum is one of the major problems of subject area instructional
supervision in Addis Ababa (weighted mean 4.38).

b) The mis-match of the number of subject ared SUpervisors, with the fast

ools and teachers was d

ghted mean 4.33). This implies that for the

§ ; th
growing number of sch n agreed problem by the

majority of the respondents (wel
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fast growth of number of
| | schools and teachers, there are
area SUpErvisors in a sub city. re only three subject

Wel g m

structure of subject area supervision a
- mong all concerned bodies
(weighted mean score of 4.07). |
d) Among the total respondents, majority of respondents agreed that in case
of commitment from the subject area instructional supervisors themselves
majority of respondents agreed, with the weighted means score of 3.98
that subject area instructional supervisors lack commitment to primarily

and effectively perform their tasks according to the purposes of subject

area instructional supervision.

4.2 Conclusion

Based on the findings, the following conclusion was drawn:

The summary of the analysis revealed that, even though, the objectives that
initiated the practices of the subject area instructional supervision found to be

important in secondary schools, but they have not been successfully achieved.

Concerning the activities undertaken in terms of provision of trainings to

introduce the subject area instructional supervision; school based workshops,

d implementation of experience sharing Se€ss1ons,

seminars, organization an
hool levels in Addis

formal training programs Were not practical at secondary SC

Ababa.
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i tasks t0 D€ perl .
The majo! DR ey subject area superv;j
(VISOIS Corre

tended objectives were not effectivel sponding to the

Y accomplished,

The intention of AACAEB was, by changing the St
10us genera

..ion at sub city level int L appro :
upemSl Y el into the new SUbject area instructi | Bproactiel
ctional superviso

ry

to bring about impr Ak
approach, g t improvement of instruction i e il
ject area of the

genel'al education (from kindergarten up to preparatory level). H
. = $ . However, there i
nothing new/different improvement was observed as compared to th ;
red to the previous

general supervisory approach.

Teachers and S.ChOOl managers (principals, vice principals and department heads)
yiew the ?ubject area SUpErvisors as poor in; improving teaching learning
activities, 1Mproving professional development of teachers, satisfying schools
and teachers in supervisory support services, and bringing sound difference in
the quality of secondary school education, as compared to the previous general
approach of supervision, 1n creating mutual professional trust with teachers,
yisiting classroom instructions and encouraging peer coaching, etc. Teachers and
school managers viewed subject area supervisors as they usually spend more

time and effort on routine administrative matters.

The major problems of the subject area  structional supervision in secondary

schools were identified according to the views of respondents. Thus, spending

more time and effort to administrative matters than instructional improvement

for each subject arca, lack of adequate number of subject area supervisors as
: te
compared to the fast growing number of schools and teachers; lack of adequa

s about the new approach i.e. subject area

training programs; lack of awarenes

e to all concerned bodies were major

supervision; unclear organizational structur

barriers.
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‘ect area supervi 2
Thus; subj PEEVISOLS are required to intentionally involve th
. oful plannin coanizi : volve themselves
into =T & Organizing, scheduling supervisory tasks, |
s, they should be

‘ble to schools and t 'S |
accesslble and teachers in order to frequently obse hool
AN rve schools and
Jassro0m instructions rather than focusing on administrative mat
€ matters.

Adequate number of subject area supervisors, which is proportional to the fast
grOWiﬂg number of schools and teachers, is required to address and manage the
superViSOfY activities of each subject area. Provision of long and short-term |
frainings to update and upgrade the competency of subject area supervisors is
indispensable. Introductory activities like seminars, workshops, and experience
sharing sessions about the new supervisory approach, its organizational structure,
concepts, guidelines, techniques, roles and responsibilities etc, are required to
create consent among teachers, department heads, principals and sub city level
subject area supervisors and other concerned bodies to perform accordingly and

to achieve the intended objectives.

4.3 Recommendations
Subject area instructional supervisory approach 1s an effort that needs to be

strengthening through research, innovative ideas, resources, committed

management and leadership. Thus, on the basis of the findings the following are

recommended.

1. The Addis Ababa City Administration Education Bureau and Sub-City
eate a structure for

Education Departments should try to reorganize and cr

o are responsible for administrative matters; in order to

educational experts Wh

: e i 4 supervisors and
minimize the routine administrative activities of subject are )
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ke them focus on the impr
ma he improvement of instruction of
secondary schools. of each subject in

2 The findings and conclusion of the stuq
y made clear that at
tempts made to

r S W g Y
introduce subject area instructional supervision were not sufficient. Th
lent. Therefore
b

it is advisable to organize and implement
ment school based
workshops, semi

experience sharing sessions and : R
and formal trainings regarding subject area
instructional supervision for all concerned bodies at least at the beginni
ings
and ends of each semester.

3. The Addis Ababa Education Bureau and Sub City Education Departments
with subject area supervisors themselves should create conducive environment
in order to plan, organize, implement, and evaluate subject area supervisory
activities to maximize the interaction between secondary schools and teachers
with subject area supervisors. Thus, this may enable subject area supervisors
to change the negative views of teachers and school managers and to
efficiently and effectively perform their tasks and to achieve the intended

objectives.

4 The number of subject area supervisors and the fast growing number of
schools and teachers is another major problem of the process of subject area
supervision in secondary schools of Addis Ababa. Hence, it is advisable to

enhance the effort of school based instructional supervision and the City
Administration Education Bureau should try to at least double the number of

I ili -ansportation
subject area instructional Supervisors, and try to facilitate transp

services.
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5. Adequate and consistent provision of trainingg
LA

awareness creatj

n the o S Ccreating program

based o concepts, principles, techniques, skis & programs
b

o I , and the impo
subject area nstructional supervision for subject e
ect area

C l Ot I 0} I b i
. r | 1 . i 0 pensable

and vice principals, teachers,

ion De ; i
Education Departments and subject area supervisors, themselves should try to
plan, organize and implement it. .

6. Lack of clear and effective organizational structure of subject area

supervision is also another major problem indicated by most respondents. At
the City Administration Education Bureau level, the structure is only for
general supervision, not for subject area. Therefore, the Education Bureau
should try to reorganize subject area supervision at the bureau level, develop
and create capacity building mechanisms on clear and effective guide lines,
roles and responsibilities, performance appraisal mechanisms, monitoring and

evaluation systems to alleviate the problems.

. Finally, this study can serve as basis for researchers, who want to make
further investigation about subject area instructional supervision, because, the
student researcher of this study is not in a position to claim that he has
exhausted all the problems encountered subject area instructional supervision

in secondary schools of Addis Ababa City Administration.

95



Bibliography

Books

Beach, D. M., and Reinhartz. J(200
s’ = ; 0). i :
S ClioniBosion Allyn(and B)aciipelwsorv leadership: Focus on

Blumberg, A. (1980). Supervisors and
> 2 T ] .
Berkeley: McCutchan Publishing, eachers: A private cold war.

Glickmgn C.D.., Gordon, S.P., and Ross-Gordon, .M. (1998). Supervision
of instruction: A developmental approach. Boston: Allyn and Bacon.

Glickman C.D., Gordon, S.P., and Ross-Gordon, J.M. (2004). Supervision

and instructional leadership: A developmental approach. Boston:
Allyn and Bacon.

Goldhammer, R., Anderson, R., and Karjewski, R. (1980). Clinical
supervision: Special methods for the supervision of teachers. New
York: Rinehart, and Winston.

Grauwe De. A. (2001). School supervision in four African countries:
Challenges and reforms. Volume I. UNESCO: Printed in IXEP”* Print.

Grauwe De. Anton and Carron Gabriel. (1997)._Current issue _in
Supervision:A Literature Review. UNESCO: Printed in TIEP’s Print

shop.

Harris Ben M (1985). Supervisory Behavior in Education. New Jersey:
Printice-Hall,Inc.

Krishnaswami O. R. (2001) METHODOLOQY OF RESEARCH IN
SOCIAL SCIENCES. Delhi:Himaliya Publishing House.

and John, D. Mc Neil (1979). Supervision In

1 i1l 5 H'a 2
Lucio, J.,William N o e Graw-Hill.

Thought and in Action.

96



Lovell, John T., and Kj .
| imball Wiles (1983). Supervision
New Jersey: Printice-Hal|. or Better Schools.

Mbama, Mauno A. (1992). B _
e UNBSCO )- Book of reading in Educational Management

Mohanty J. (19 2 ' :
Ma);l h ( 99). Educational Administration QU
gement. New Delhi: Deep and Deep plibl o

1cations.

Pajak, E (1993). - T
Jan . ( ) ADD'IOaChGS to clinical supervision: Alt :
improving instruction. Norwood, Christopher Gord(;n s

Poole, W.L (1994) Removing the
e SF) ) -
curriculum and supewisic%n. 9 (S)S-upel from supervision. Journal of

Reitzug,U.C.(1997).Images of Principal instructional leadership: From

supervision to collaborative Inquiry. J -
. . Journal -
supervision .12 (4). y of curriculum and

Sergiovanni and Starratt (1993). Supervision: A redefinition. USA:
McGraw-hill. |

Sergiovanni and Starratt (1998). Supervision: A redefinition. Boston:
McGraw-hill.

Singhal P.R. and et al (1996). School Inspection System: A modern
approach. New Delhi: Vikas Publishing PVT, LTD.

Sirtonik, K.A. and Oakes Jeannie (1986). Critical Perspectives on the
Organization and Improvement of Schooling. Boston: Kluwer. Nijhoff

Publishing.

Smyth, J. (1998). Educational Supervision: perspectives, issues, and
controversies. Norwood: Christopher-Gordon Publishers.

Sullivan, S., and Glanz,J. (2000). Supervision that Improves Teaching.

Thousand Oaks: Crowin Press.

Vashist, S. R. (2004). Principles of educational Su ervision. New Delhi:

Anmol Publications.

O



Wallace,M. J. (1991). Training Forei

- - gn Language Tea A
University Press. & chers. Oxford

Wanzare,Z.. and da Cqsta, J. L(2000). Supervision and staff development:
Overview of the literature. NASSP Bulletin, 84 (618).

Unpublished

Federal Democratic Republic of Ethiopia, Negarit gzeta, 3™,Jan 2002.

Haileselassie W/Gerima (1997). Educational Supervision. Teaching
Material: Addis Ababa University.

MOE (1994). Transitional Government of Ethiopia Education and Training
Policy, Addis Ababa.

(1987) ¢F9°uCt Lu0bC A-TCRACT 2TrPA :
AL0 AN 1 FPVCT TEAEITS ATCAACT av9°4f
¢1+HIE (LA -Tom)

98



ANNEX

ADDIS ABABA UNIVERSIT
: ERSITY
SCHOOL OF GRADUATE STUDIES

COLLEGE OF EDUCA-
DEPARTMENT OF E *EDUCATION

DUCATIONAL PLANNING AND MANAGEMENT

Thesis Topic: -The Current Practice and Problems of Subject-area

Instructional Supervision in Sec
: 1 ondary Schools of
Addis Ababa City Administration, 4 @

GENERAL INSTRUCTION:

Th.is .Questlonnalre is to be filled by Supervisors, Secondary School principals, Vice
Prl_IICIP“lS’_ Department Heads,. and Teachers. It is designed to collect information about the
topic mentioned above. The main purpose of this study is purely academic and in no way
afflects'you personal_ly or organizationally. Thus, your genuine, frank and timely response are
quite vital to determine the success of this study. The findings may serve to diagnose the subject-
area instructional supervision problems in secondary schools and will help to develop plan of
actions in the future. Therefore, I kindly request your contribution in filling the questionnaire
honestly and responsibly.

*Writing your name in any part of this questionnaire is not required.

*Mark your response in the space provided by putting “X” mark.

*For any additional opinion or explanation, you are kindly asked to write briefly as

much as possible in the space provided.

Please follow the specific instruction at the beginning of each section and try to read each item
before attempting to complete it. It may help you to respond as accurately as possible.

Thank you for your cooperation!

Section One: - Personal Information

1.1 Name of your Organization/School

Sub-city

Your current position

1.2. . .
2 Certificate/Diploma in | Total years of services
Sex Educational Supervision
level or In. . S
M F Age | qualification | Certificate Diploma | supervision
it e R
_______————-———-—L_—-—-———_——_—
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[n your opinion, which of the followin

; . 3 : g do you thin
introduction of subject area instructiong] s Iy

- ajor purposes that initi

super : ; at Initiate t

Against each purpose/objective two sets of EOIIK:ZZ?S']?OThZ_followmg table lists some of lherkllle
: first set r g Indicate the opinj '

are given. The first sef: requests your opinion regarding the importancepflion of the respondents

second one seeks your views about the Jeve] of achievement of the g oI the particular aim. The

ims.

Importance

Achievement

1= Very important
2= Important 2.High
3= Partially important 3 Avira e
4= Not so much important 4: Low 3
5= Not important

1.Very high

5. Very low
Opinion regarding the importance
S.N. Importance
Purposes
1|2 30485

1. | Promote democratic ways of modern instructional
supervision.

2. | Improve methods of instruction for each subject area.

3. | Provide direct assistance and closely support instructional
activities.

Closely support managerial activities of schools.

Promote pupils growth.

Enhance professional development of teachers.
Evaluate teacher’s instructional performance.
Inspect and control schools in implementing educational
policies

.| Improve quality of education

10. | Cooperatively carry out school improvement programs.

SO = RO (B[R
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Opinion regarding the Achievements

=
S.N.
BUrnoses Achievement
L - 1 2 3
1. | Promote democratic ways of modern instructional adiel

supervision.
2. | Improve methods of instruction for each subject area

23 Pro.w'd.e direct assistance and closely support instructional
activities.

4. | Closely support managerial activities of schools.
5. | Promote pupils growth.
6. | Enhance professional development of teachers.
7. | Evaluate teacher’s instructional performance.
8. | Inspect and control schools in implementing educational
policies
9. | Improve quality of education
L_& Cooperatively carry out school improvement programs.

Section Three: - Provision of Training to Introduce Subject-area Supervision.

Subject-area instructional supervision service should be introduced to secondary schools, so how
do you judge the introductory measures?

S.N. Introductory measures Yes | No | Tosome
extent
I, School based workshops or seminars have been made.
2 Experience sharing sessions regarding subject area
supervision have been organized. .
3 Experience sharing sessions regarding subject area

supervision have been implemented.

4. Formal training programs concerning subject ared
supervision have been imglemented.
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Section Four: - Tasks to be performed b
Subject-area instructional supervisors are ex
the intended purposes. The following tabl

column to indicate your opinion on the fulfi

Fulfillments: - 1 for very high, 2 for high, 3 for average,

Supervisors.

llment of the tasks.

pected to accomplish various tasks
e lists some of them., Against eac

Y the Subject-area Instructional

corresponding to

4 for low, 5 for very low

h item there is a

Fulfillments
S.N Tasks to be performed 2734 NS
1. | Organizing professional trainings, workshops, seminars et

) Managing the teaching- learning activities of their specific

subject-area. .
3. Organizing clinical and col}e'gial or peer-coaching

techniques of instructional supervision. -
4, Implementing clinical and cqllfzgial or peer-coaching

techniques of instructional supervision. j
5. Providing best alternative methods of instruction L
6. Participating in the evaluation processes of teachers

performance. _ -
75 Assisting teachers in the evaluation of the curriculum.

102



Section Five: - Views of School Mana

This section of the questionnaire contains items on the view
item, there are five scales to indicate your agreement or d

Subject-area Instructional Supervision.

1 for strongly disagree, 2 for disagree,
S for strongly agree.

gement and Teachers toward the

1ews toward supervision. Against each
1sagreement as:

3 for undecided, 4 for agree,

than completion of the required evaluation form.

S.N _ Expected tasks ) Sc3ale A
1. | The subject-area instructional supervision improved the

teaching learning activity.
The subject-area instructional supervisory roles and the actual

25 supervisory performances in schools have matched each other.

3. The subject-area instructional supervisors improved teacher’s
professional development.

4, Schools are satisfied with the supervisory services rendered by
subject-area instructional supervisors.

5. Subject-area instructional supervision service makes difference
in the quality of secondary school education.

6. Subject-area instructional supervisors usually focus on
administrative matters.
The subject-area instructional supervisory services given in

il secondary schools are more related to the improvements of
pupils learning growth than administrative tasks.

8. There is satisfactory mutual professional trust between subject-
area supervisors and teachers.

9. There is usual provision of short-term training provided by
subject-area supervisors. .

10. They frequently visit classroom instructions and organize and
encourage peer coaching.

11. There is adequate support to the induction program for the
newly deployed teachers . : =

12. Supervision is a meaningless exercise that has little value other
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Gection Six: - Views on major problems that affect subject-
supervisory services.

The following could be potential problems that affect subject

what extent do you agree with their impact on the subjec

cffectiveness? Against each item show your responses as:

3 = undecided, 4 = agree, and 5 = strongly agree.

area instructional

—area supervisory practices. To
U area-mnstructional supervision
1 = strongly disagree, 2 = disagree,

e
Scale
S.N. Items 1 1213 1 4
___—-———'—_- . . . 5
i The subject-area instructional supervision and its
organizational structure in sub cities aren’t clear to all
concerned bodies.
Lack o_f provision f)f adeqpate training program for
), supervisors regarding subject-area instructional supervision.
3. Lack of knowledge about the reform on the new supervisory

approach (subject-area instructional supervision).

The number of subject-area instructional supervisors doesn’t
4. match with the number of schools and teachers.

5. Lack of commitment from the subject area instructional
supervisors themselves.

6. Giving more attention and spending more time to
administrative functions than instructional improvement for
each subject of the curriculum.

Section Seven: - Open Ended Questions
Supervisors and school respondents kindly requested to give their frank and personal
suggestions/comments on the following question.

List three major factors that negatively affect the practices of the subject-area supervision.
1.

e

Thank You!

104



I, the under signed, declare that this thesis is my original work, and has not

been presented in any other university, and that all the sources of materials

used for the thesis have been acknowledged

Name /é} /é//)’l(’ﬁ (]/g/ AL Cﬂ, LC7£€KZL

Date ///(///6

105



