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Abstract 

The purpose of the study was to investigate the status of school based instructional supervision in 

Government Upper primary Schools of Arbaminch Towl1. The study particularly, treats the practice of 

primm)' school principals in promoting teachers professional development,providing resources, 

communicating school goals, providing incentives for teachers, supervising instruction, promoting 

action research, coordinating the implementation of curriculum at the school level, and assessing and 

evaluating teachers. To accomplish this pwpose, the study employed a descriptive survey method, 

which is supplemented by qualitative research to enrich data. The study was carried out in randomly 

selected six upper primm)' schools of Arbaminch Towl1. A total of 100 teachers and 60 school based 

supervision committee members were selected for the study. All the 6 principals, 6 vice prinCipals, 2 

cluster school supervisors and 12 teachers were also involved in the study for interviewing. 

Questionnaire and Interviews were instruments used in the study. Descriptive statistics such as 

frequency, percentage, mean average and inferential statistics SIIch as independent samples t-test and 

MANOVA were used to analyse the data from the questionnaire. The qualitative data obtained through 

interview were analyzed using constant comparative method. The results of the study reveal that the 

school based instructional supervisOl)' practices were ineffective. School principals were also 

inefficient in setting mutually s11pportive instructional goals, promoting professional competence of 

teachers, providing incentives and instructional resources( such as lack of support like manuals, 

shortage of budget}, supporting teachers' implementation of curriculum at school level, supervising 

instruction and providing frequent feedback for teachers . Furthermore, the study revealed that 

inadequate implementations of teachers assessment and evaluation hinder proper implementation of 

school based supervision. Finally, recommendations were drawn based on the above findings. '{'he 

point of the recommendations include:raising awareness on the part of principals and teachers 

through seminars, organizing workshops and discussion forums on the different strategies of 

S1lpervisiol1 in order to bring professional growth of teachers and improve their instructional practice. 
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Chapter One 

1.1. Background of the study 

The Education and Training Policy has stipulated that ensunng the quality, equity as well the 

relevance of the Ethiopian education requires effective management and leadership at all levels of the 

education system. Extending this stipulation of the policy to the school level, the General Education 

Quality Improvement Package (GEQIP) has included school teachers, principals, and supervisors 

capacity building strategy with clear objectives to facilitate and support schools improvement. As a 

component of the qua lity improvement package, the Ethiopian teacher development program general 

guideline (Blue print) is stressi ng the need for school leadership and supervisors that can effectively 

support schools in various aspects including vision and strategic plan development and 

implementation for schools improvement (MoE,20 12) 

It is also indicated that achievements with the implementation of the Ethiopian Education and 

Training Policy, strategies and guidelines are all fundamentals to allow the country to progress 

towards becoming a middle income economy by the year 2025 as per the country's vision. 

Accordingly, with the implementation of the poli cy under ESDP III the country showed significant 

progresses in education. Access at all levels of the education system increased at a rapid rate in line 

with a sharp increase of inputs . Disparities decreased through a more than average improvement of 

the situation of the disadvantaged and deprived groups and of the emerging regions . The quality 

challenge particu larl y in the general education sub-sector including improvement of students 

achievement through consistent focus on the enhancement of learning and teaching process and the 

transformation of the school into a motivational learning environment are, however, sti ll remained in 

order to contribute to the realization of the indicated long term vision(MoE, 2012). 

In reality, School supervision has to go with the national education system. Likewise school 

supervision in Ethiopia need to accompany the direction set by the education and training policy. 

Here, it must be recognized that education is an integral part of a nation-building exercise. Therefore, 

the priority action programs in the ESDP IV have included capacity development for improved 

qualit y schools management and supervision for better learning achievements at schools. School 

supervisory services are supposed to contribute to the creation of a unified and standardized qual ity 

school system. This implies that school supervisors are expected to undertake three sets of tasks 

1 



including control (in a sense of monitoring compliance requirements and providing feedbacks) , 

support, eva luation and liaison at schools to achieve the supposed unified and standardized school 

system . School supervisors must be able to facilitate both vertical and horizontal communications 

(work as liaison) . They are expected to promote communications vertically informing schools with 

policies and rules and the ministry with the needs and realities in the schools; and horizontally 

facilitating interactions, net workings between schools' function. Realization of these all tasks of 

school superviso rs, however, requires National Professional standards framework for the supervisors 

as an integral part of ensuring quality learning and teaching at all the schools(MoE, 2012). 

In Ethiopia, as elsewhere, instructional supervision has evolved from a focus on inspection where a 

central or mid-level authority ensures that teachers observe school and classroom rules and maintain 

existing pre-determined standards (Haileselassie and Abraha, 2012). Many teachers will remember 

being evaluated on their performance on the blackboard rather than their teaching 

effectiveness(Haileselassie and Abraha, 2012). More often than not, inspection has traditionally 

functioned less on improvi ng teaching and learning and more on enforcing authority. In Ethiopia, 

principals are expected to be both leaders and managers:"management skills constitute an integral 

part of leadership skill s .... School principals must be able to manage people, time, material and 

financial resource (Ministry of Education reference manual 2006: 128-132) In relation to this, 

research on education systems in developing nations has shown that given the chronic lack of 

re~ources from the central level, the traditional inspection system functions poorly. Supervisors are 

often inadequately trained to help implement policy, and manage professional development and in­

service training; they often have no means of transportation to travel to schools and inspection visits 

to classrooms are infrequent (Lockheed and Verspoor, 1991 ; cited in Haileselassie and Abraha, 

20 12) Moreover, experience has indicated that those closest to the school and classrooms are more 

effective supervisors. Studies on effective schools indicate that the school principal is in the best , 
position to observe and influence teachers and is the best source of instructional supervision 

(Lockheed and Verspoor, 1991). More recent approaches to instructional supervision focus on on­

goi ng professional deve lopment to assist teacher in developing new skills to improve learning. In­

service education and continuous professional development are now considered a major and high 

priority function for instructional supervision and the best and most powerful way to improve 

learning. Today supervision is generally seen as leadership that encourages the continuous 

involvement of all school personnel in the cooperative attempt to achieve the most effective school 
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program (Ha il ese lassie and Abraha, 20 12). It is a service for teachers that should result in improved 

instruction, learning and curriculum through a positive, dynamic and democratic interaction, 

involving all concerned, i.e. the child, the teacher, the supervisor, the administration and parents 

(Hai leselassie and Abraha, 2012). Similarly Melchior(1950) stated that in the broader sense, the study 

of supervision does not deal merely with a single functionary, the supervisor, but with any of several 

educational leaders, principals, supervisory principals, heads of departments, special supervisors, 

directors of instruction and superintendent. In any case,to Melchior, two major functions of 

professional leadership are commonly accepted - administration and instructional supervision. 

According to Davison, Berhanu, and Berhanu (2010), the quality of teaching in the classroom needs 

further improvement and to allow thi s to happen, more systematic attention should be given to 

teacher professional development through strengthening pre- service and in- service training and 

improving teacher supervision and support. Further they stated that for schools to experience 

sustained improvement, they need to be supported by the experts, supervisors and principals in the 

administration. 

Accord ing to Tyagi (20 11) the qual ity of schooling is a matter of concern to all stakeholders in 

society: parents, teachers, and government at large. What makes a school good or bad depends upon 

the judgment that is made about its resources and activities . Inspection and supervision across the 

wo rl d has been considered as the process of assessing the quality and performance of schools by 

internal and external evaluations (Tyagi, 20 11). In recent years, many countries have re-examined 

their inspection and supervision systems in the face of demands that schools should be made more 

transparently accountable for the outcomes and standards that they achieve and, therefore, responsible 

for continuously assessing their performance(Tyagi,201 1). 

Since its origin in the early nineteenth century in Britain (as cited in Tyagi , 2011) school supervision 

has been the main instrument of facilitating and ensuring quality improvement in schools. It started in 

the form of a systems' tool fo r monitoring by inspectors of Schools that was based on a top-to-down 

authority and control model, as well as on rules, regulations, acts, and codes (Tyagi., 2011). The new 

system now, however, ensures that schools are inspected by teams which focus upon the parents ' 

opinions abou t the school (Tyagi , 201 1) . 
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Studies have also shown that the purpose was to control and maintain the education system rather 

than its improvement and development. Its nature was authoritative, autocratic, and unscientific. In 

the beginning of the 20th Century, the concept of inspection was modified and came to be known as 

supervision. In the 1930s, however, the emphasis was shifted from rigid inspection to democratic 

supervision, and subsequently on human relations and cooperative efforts of supervisors and teachers, 

to bring about improvement in all school activities (Tyagi , 201 1) . 

According to Asfaw & Woldegerima (2012) instructional supervision is defined as those actions that 

a principal takes, or delegates to others, to promote growth in student learning. In practice, this means 

lhat the principal encourages educational achievement by making instructional quality the top priority 

of the school and brings that vision to realization. They also further argue that role of an instructional 

leader differs from that of traditional school administrator in a number of meaningful ways. Whereas 

a conventional principal spends the majority of his/her time dealing with strictly administrative 

duties, a principal who is an instructional leader is charged with redefining his/her role to become the 

primary learner in a community striving for excellence in education. As such, it becomes the 

principal 's responsibility to work with teachers to define educational objectives and set school-wide 

or woreda wide goals, provide the necessary resources for learning, and create new learning 

opportunities for students and staff. The instructional leader provides direction, coordination, and 

resources for the improvement of curriculum and instruction(Haileselassie and Abraha, 2012). 

Inspection described as the critical examination and evaluation of a school as a place of learning 

(Ojelabi , 1981 ; cited in Onasanya, 2010). Through inspection, necessary and relevant advice may be 

given for the improvement of the school. Such advice is usually registered in a report (Ojelabi , 1981). 

On the other hand, supervision is distinct from inspection since it can be described as a constant and 

continuous process of personal guidance based on frequent visit to a school to give concrete and 

constructi ve advice and encouragement to teachers so as to improve the learning and teaching 

situation in the school. On such visits, attention is paid to one or more aspects of the school and its 

organization . Therefore, it is normal to refer to both at the same time (Ojelabi, 1981 ; cited in 

Onasanya, 2010) 

Farley et aI. , (20 I 0) have shown that teachers and other educational functionaries perceived the terms 

' inspection ' and ' supervision ' differently . Inspection has been referred to the system-based 
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The principal as a leader of group of teachers in the school system has the function of interacting with 

the teachers to improve the learning situation for the students through instructional supervision. 

Instructional supervision is the process by which school administrators attempt to achieve acceptable 

standards of performance and resu lts (Nakpodia, 201 I). It is the tool of quality control in the school 

system and a phase of school administration which focuses primarily upon the achievement of 

appropriate expectation of educational system (Peretomode, 2004; cited in Nakpodia, 2011:15-16); 

and it is also seen as those activities carried out by principals to improve instruction at all levels of the 

school system (Dittimiya, 1999; cited in Nakpodia, 2011). 

Supervision is a multifaceted process that focuses on instruction to provide teachers with information 

to improve their teaching performance (Beach & Reinhartz, 1989; as cited in Farley, 2012).The role 

of the principals is to facilitate the implementation of the various learning programmes aimed at 

improving the learning situation. Teachers whether new or old on the job need necessary support in 

implementing the instructional programmes. Principals as school heads, therefore, need to provide 

this SUpPDIt to teachers, they have to be involved in the implementation of instructional programmes 

by overseeing what teachers are doing with the students. A good principal should devote himself to 

supervise the teaching - learning processes in his school. 

The principal as the supervisor is the one who oversees the activities of teachers and other workers in 

the school system to ensure that they conform to the generall y accepted principles and practice of 

education(Nakpodia, 20 11). In the school system, the responsibility of coordinating these activities 

normally falls on the principal. The principal is a professional leader who holds the key position in 

the programme of instructional improvement through supervision of instruction(Nakpodia, 2011). If 

the teachers are not well supervised, effectiveness in instruction will be adversely affected and the 

instructional purposes may not be well realised. But, negligence in the improvement of instruction 

through improper supervision by the principal can go on indefinitely without being detected. This 

may lead to low quality of instruction and invariably, teachers' lack of commitment to job(Nakpodia, 

20 II) . As a result, the principal as the supervisor provides professional gu idance to teachers in order 

to improve the condit ions which affect learning and growth of the students and teachers(Nakpodia, 

20 I I) . In discha rging his supervisory role, the principal can help the teachers for better task 

performance in the following areas: Preparation of lesson plans and lesson notes before going for 
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pupil motivation or self esteem. These issues constitute the core problem of supervision and the 

Supervi sors and principals both lack the skills required to deliver instructional leadership, which is 

key to school improvement and teacher performance.In particular neither group currently has the 

capacity to conduct informed classroom observation and provide appropriate, constructive feedback 

to improve teacher performance. The lack of these skills constrains the ability of either group to 

formulate robust school plans. Cluster supervisors and school principals bear the brunt of 

decentralisation and many fee l under pressure. Supervision in schools is constrained by the lack of 

authority given to school principals to hire and fire as well as a lack of professional expertise. 

Teachers complain of the lack of a supportive regulatory framework within schools and limited 

collegiality. Objective performance appraisal of teachers is limited by the limited skills of principals 

in instructional leadership ( including classroom observation) and the lack of agreed performance 

targets, although the introduction of school planning is beginning to rectify the latter. The challenges 

of supervision require the development of skill sets for woreda and cluster supervisors, and principals 

or senior teachers if quality assurance is to playa key role in quality improvement. If professional 

support is to be given to teachers, a sound understanding of the theory and practice of active learning 

wi ll be required . Progress has been made in developing pedagogic understanding and skills on the 

Higher Diploma Programme (HOP) but this feature has not been incorporated into the Leadership and 

Management Program training fo r supervisors and principals . Teacher Development Program(TDP) 

ind icators are a good start in formu lating the essentials of active learning, but are not sufficiently 

refined to identify the quality of the learning process. Consideration needs to be given to the 

appropriateness of organising classrooms according to different modes of teaching (whole class; 

group or pair work; individual work) for different learning objectives as well as emphasising activity 

in itself Means of recognising the quality of different learning activities and talk in the classroom 

need to be developed and these all need the help of school principal. 

The repon fro m supervisors, principals and education officers indicate that the practice of school 

based instructional supervision in government primary schools of Arbaminch town is inefficient to 

improve the quality of teachers and the achievement of learners . School-based supervisors are not 

putting the necessary effort in providing the in-service training to enhance teachers' effectiveness. 
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1 ' 

Although the frequent classroom visit or observations allow principals to see what is go ing on in the 

class rooms, better positioning them to monitor instruction , provide support to teachers and influence 

the instructional climate of their shools, the school-based instructional supervision in Arbaminch 

town is different from thi s. For instance,as the report indicate some supervisors and school 

principa ls emphasize the class room visit or observations as the only practice of supervision. In 

Arbaminch primary schools, the supervisory practices seem to be serving more the purpose of 

summat ive evaluation than empowring teachers and improving instruction. Eventhough, there are 

some local research studies( Million et aI., 2010) on the assessment of the status of school based 

supervision, little is known about the Arbaminch town upper primary school-based supervision. 

Consequently, the aim of this study is to assess and explore the school-based supervisory practices of 

upper government primary schools in Arbaminch. 

Thus, the present study will provide answers to the following basic research questions: 

I . What are the major school-based supervisory practices made to Improve the 

instructional process in government upper primary schools of Arbaminch town? 

2. Will there be statisticall y significant differences between teacher and school-based 

supervision committee members perceptions of the principal 's supervisory behaviors? 

3. To what extent the perceived principals ' supervisory behaviors differed among 

teachers who differ in their years of teaching experience and gender. 

1.3. Objectives of the study 

The general objective of thi s study is to assess and explore the Principals' role as instructional leaders 

in Government upper Primary schools of Arbaminch town. 

The specific objectives of thi s study are: 

» To identify the major school-based supervisory practices made to improve the 

instructional process in upper government primary schools of Arbaminch town. 

:? To examine if there will be statistically significant differences between teacher and 

school-based supervision committee members perceptions/openions of the principal 's 

supervisory behaviors/roles. 

> To investigate the extent that the perceived principals ' supervisory behaviors differed 

among teachers who differ in their years of teaching experience and gender. 
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Chapter Two 

Review of Related Literature 

In thi s section, an attempt was made to provide analytical and emprical background to the present 

study. Accordi ngly, relevant sudies were reviewed to establish the link among the study variables, in 

particular, research results that assessed and explored the principal s' instructional supervisory 

behaviors in primary school. 
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2.1. Communicating Goals 

School supervisors are responsible for creating and articulating a vision of high standards for learning 

at schools that can be shared by the school. .. and they are expected to have the willing to examine 

their own assumption, beliefs and practices ... and commit themselves to high levels of personal 

performance in order to ensure implementation of the shared vision of learning(MoE, 2012). 

According to Martin( 1999), it is accepted that the most effective organisations are those which place 

a great emphasis on clarifying their aims and objectives, as well as engaging in corporate, 

collaborative and comprehensive planning in order to achieve those aims and objectives.Martin 

further explained that the school is also an organisation and likewise needs to be effective. In order to 

be so, it needs to enable all its partners to join in the clarification and statement of its aims and 

objectives and to agree on strategies to achieve them(Martin, 1999).To assist the school in becoming 

effective and in promoting school improvement, a strategy is necessary to harmonise the sometimes 

differing expectations of teachers . Collaborative school planning and the production of a School Plan 

can provide a framework for the development of such a strategy. Similarly, Baffour(2011) stated that 

school principals should provide leadership by developing mutually acceptable school goals. 

Stafford(1994) stated that collective identification of school goals improves productivity and teachers 

satisfation. Lunenburg(2010) indicated that without school goals staff would not know precisely how 

to use their time and energies efficiently and effectively. Subsequently, they would respond to their 

job responsibi li ties randomly, wasting valuable human resources. The principal's role can be defined 

as getting things done by working with all school stakeholders in a professional learning community 

(Hord & Sommers, 2008 ; as cited in Lunenburg, 2010). Principals cannot do all of the work in 

schools alone. They must, therefore, influence the behavior of other people in a certain direction. To 

influence others, the principal needs to understand something about. ... communication. Leading 

means communicating goals to staff members, and influencing them with the desire to perform at a 

high level (Engl ish, 2008; as cited in Lunenburg,2010). Because schools are composed largely of 

groups, leading involves motivating entire departments or teams as well as individuals toward the 

attainment of goals . 

Principals communicate school goals in many different ways. They often do it through faculty 

meetings and departmental chair meetings. They communicate them through individual meetings such 

as follow-up conferences to classroom observations. Teachers perceive their principals to be strong 
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instructional leaders when they communicate school goals through interacting with them on their 

classroom performance, being accessible to discuss instructional matters, allowing teachers to try new 

instructional strategies by letting them know that it is okay to take risks, and clearly communicating a 

vision for the school (Smith & Andrews, 1989; cited in Lineburg ,2010 :10-11). Communicating 

school goals was found to positively affect the type of instruction teachers delivered (Blase & 

Roberts, 1994 ; Sheppard, 1996; cited in Lineburg ,2010). Communication of school goals by the 

principal has a signi ficant , positi ve relationship with teacher classroom innovativeness (Sheppard , 

1996) Classroom innovativeness is a teacher ' s willingness to try new and various instructional 

approaches (S heppard, 1996) At the school level, Sheppard found that communication of school 

goals by the principal accounted for the largest amount of variance in classroom innovativeness. He 

discovered that communicating school goals, framing school goals, and promoting professional 

development together accounted for the variance in classroom innovativeness. Sheppard reported that 

framing school goa ls accounted for the largest amount of variance, but did not report the specific 

amount of variance. Communicating school goals encourages teachers to use more reflection, which 

may lead to teachers adjusting their instructional techniques to address the different learning need s of 

students (B lase & Roberts, 1994). They discovered that of teachers felt communicating school goals 

'. encouraged them to use more refl ection. Debela(201 1) fou nd that principals had low skills in in 

develop ing the school plan and object ives. He suggasted that principals should higher the capability 

in encouraging the staffs towards the achievemnt of expected goals. 

2.2. Supervising instruction 

Frequent and constructive classroom observation is directly linked to improved teacher performance 

and improved student learning. Most experts agree that teachers should be observed in the classroom 

at least 2 to 3 times per year(Haileselassie and Abraha, 2012). 

Clinical supervision defines a seri es of actions to be undertaken by the principal/observer. According 

to Haileselassie and Abraha (2012) , the pre-observation conference between teacher and observer 

determines the methods, focus, and duration of the observation. Similarly, to Lovell and wiles (1983) 

as cited in Panigrahi(20 12), the pre- observation conference (behavior system) provides an 

opportunity for the principals and the teacher to establi sh relationship, mutual trust and respect. The 

teacher and principals get to know each other as fellow professionals. So that it is essential to the 
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establishment of the foundation for the observation and analysis of teaching. This approach is most 

suitable becau se the expertise, confidence, and credibi lity of the supervisor clearly outweigh 

information, experience, and capabilities as cited by (Glickman et aI. , 1998). 

According to Panigrahi(2012),the school principals observe the teacher at work during formal 

lesson.As part of clinical supervision,class room observation creates opportunities for the principal to 

help her/his test reality, the reality of hi s/her own perceptions and judgments about teaching. Acheson 

and Gall (1997), as cited in Panigrahi(20 12), agree that the selection of an observation instrument will 

help sharpen the teacher ' s thinking about instruction. The conditions under which observations are 

made are very important to the teacher. Most teachers prefer the supervisor and principal to notify 

them of the visit so that they can prepare their lessons. Indeed Goldhammer (1980), as cited in 

Panigrahi(20 12), proposes, "If supervisors and principals were to spend more of their energy in the 

classroom visit s foll owed by helpfu l conference, we believe that teacher would probably have more 

friend ly attitudes to ward supervision". There is no other equally important choice than classroom 

visits for the betterment of instructions. Classroom observation is a valuable means to obtain first 

hand information and experience of the classroom atmosphere. 

The classroom observation uses a variety methods that include categorical frequencies (number of 

student-teacher interaction, number of student to student interactions, types of questioning, etc.); 

physical indicators such as the disposition of the students in the classroom, the movement of the 

teacher in the classroom, etc.; performance indicators, visual diagramming, space utilization, 

descriptive runn ing logs focused observation form(Hai leselassie and Abraha, 2012) 

The post observation conference between teacher and observer discusses results and remedial action. 

This type of supervision is referred to as "clinical" because it focuses on observable and verifiable 

behaviors and actions and is diagnostic. While the principal may not always have a pre-observation 

conference and/or a post-observation conference with the teacher, it is important to focus on issues 

the teacher has identifi ed and to provide constructive and timely feedback . Observation should be 

long enough to include a complete learning sequence or lesson(Haileselassie and Abraha, 2012). 

Further more, in this stage the major purpose of principal is to give feedback to the teacher about the 

teacher' s performance. Research demonstrates that teachers are likely to change their instructional 

behaviors on their own after their classroom has been described to them by a principal. Whether or 
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not any positive change occurs depends on the quality of feedback that is provided to teachers 

(Su llivan and Glanz, 2002; as cited in Panigrahi ,2012). 

Peer supervision and coaching have become an alternative method of improving instruction. Teachers 

work together to identify teaching and learning issues or learning problems and observe each other in 

their classrooms. Teacher circles where teacher discuss problems and develop solutions have proved 

effective in helping teachers performance. Principals can help teachers set goals for these kinds of 

programs(Haileselassie and Abraha, 2012:41). 

Supervision provides direct assistance to teachers as it continuously focuses on improvement of 

classroom instruction, whereas, formal evaluation periodically measures performance (an acceptable 

standard of teaching) . Some scholars recommend that supervision and evaluation be performed 

separately by different individuals; however, Glickman (1990) cited in Haileselassie and 

Abraha(20 12:41) believes that both tasks can be performed by the same person if that individual can 

maintain a relationship of trust and credibi lity with teachers. 

Supervision of teachers' performance by principals can affect classroom instruction. Principals can 

use classroom observations and informal visits to the classroom to see what teaching strategies are 

being used and assess their effectiveness. They can then use instructional conferences to talk with 

teachers about classroom objectives and instructional methods. It includes principals observing 

teachers in the classroom, conducting instructional conferences, and using professional development 

for classroom improvement. Instructional conferences with teachers have an effect on teacher 

classroom instruction (Blase & Blase, 1998;cited in Lineburg,201 0: 11-14). Blase and Blase(1 998) 

found that teachers believe good principals use fi ve strategies during instructional conferences: 

"making suggestions for instructional improvement, giving feedback on classroom observations, 

modeling good instruction, using inquiry to discover what teachers think, and soliciting advice and 

opinions from teachers". These strategies positively affected teachers by increasing their use of 

reflectively informed instructional behaviors, which referred to teachers taking more risks in the 

classroom by using different instructional strategies and placing more emphasis on instructional 

planning (Blase & Blase) . According to Blase et al.(1998) instructional conferences with principal s 

influenced teachers to implement higher-order thinking skills in their lessons for primary school 

students. In follow-up discussions with teachers in which they both analyzed a lesson, principals 
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elements of effective in-service programs are:concrete, continual, relevant, and "hands-on" activities, 

follow-up assistance, peer observation, school leader participation at in-service, post observation 

analysis and conferencing focused on skills introduced in workshops, classroom experimentation and 

modification of implemented skills, release-time provision for teacher leaders, individualized 

activities, teacher-planned in-service workshops . W~n planning for in-service, it is helpful to 

understand that teachers' thinking concerning inservice topics will vary from concrete to abstract 

level s. Teachers may view in-service activities as providing information for implementation, as a 

collaborative venture, or as time to refocus or to be informed. Principals, by respecting and 

considering these varyi ng levels in teacher thinking concerning in-service, enable teachers to become 

"the agents rather that the objects of staff development" (Glickman, 1990; cited in Haileselassie and 

Abraha, 2012 :41 ).Other ways the instructional leader can provide professional development are 

planning all school in-service days, afternoon workshops, focused staff meetings, professional 

readings . Kalayou(20 I 1) found that the practice of professional learning for school 

improvement(CPD), encouragement of individual staff effort for their profesional development was 

the responsibility of the principals. 

Professional development is an ongoing, planned, continuing education through which certified, 

qualified teachers, and other education professionals Improve skills, knowledge, and 

attitudes/dispositions related to assisting students achieve the goals of the organization i.e. improved 

student performance and outcomes(Achilies and Tienken in Hughes, 2005 : 206; cited in Haileselassie 

and Abraha, 20 124 1) . 

Teacher professional development can make a difference in student achievement depending on the 

type of program and support put in place. Research studies of promising practices in teacher 

education programs have identified the following characteristics (Craig, Kraft & du Plessis, 1998; in 

Haileselassic and Abraha, 20 I 2) Teachers need to participate actively in planning, implementing and 

evaluating the change process:when teachers are actively involved and empowered in the reform of 

their own schools and classrooms, they are capable of changing their teaching behaviors, the 

classroom environment and improving the learning of their students. Conversely, when teachers are 

ignored and when changes suggested are not rooted in the everyday reality of their classrooms even 
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the best programs will fail Thi s implies respect for ad ult learning in the workplace (Haileselassie and 

Abraha, 2012). 

According to Baffour (2011) teachers need on-gOing professional development and support; i.e. 

teachers need support in trying out new approaches in the classroom through observation, assessment 

and incentives . They need to work with other teachers, principals and supervisors to help them solve 

problems and find solutions. Discussion circles, modeling and coaching are effective follow on to 

more formal training programmes. This implies continuous administrative support, including 

provision of time and other resources.Baffour(2011) further stated that professional development is a 

process in whi ch good teachers develop their skill s over time and through experience. Teacher should 

have frequent oPP0l1unities to learn new sk ill s. This implies that the instructional leader develop 

long-term plans for professional development and programmes adapted to the experience level of the 

teacher. Baffour furt her explained that ongoing assessment and feedback is crucial to teacher 

development. Teachers need to receive positive feedback and be able to communicate their individual 

and collective concerns about the change process to their principals. It is the task of the instructional 

leader and principal in planning for professional development to ensure open and collaborative 

communication with staff, understand and analyze the school situation, and identify clear goals for 

student learning. 

Promoting professional development is the most common principal leadership behavior found by the 

researcher to ha ve a positive effect on teacher classroom instruction (Blase & Blase, 1998; Desi mone, 

Porter, Garet, Yoon, & Birman, 2002 ; Johnsen, Haensly, Ryser, & Ford, 2002; Sheppard, 1996; cited 

in Lineburg, 20 I 0: 14-16) Professional development is thought to be a key to improving teacher 

instruction (Elmore & BurneY,1999; cited in Lineburg,20 10). Administrators at the district and school 

levels are responsible for providing teachers with quality professional development (Desimone, 

Smith, & Veno , 2006; cited in Lineburg, 2010). Principals accomplish this through alerting teachers 

to professional development opportunities and organizing in-service activities at their schools that 

focus on specific instructional goals (Hal linger & Murphy, 1985; cited in Lineburg, 2010). Principals 

promote professional development by using supervisors and colleagues to train teachers on 

instructional strategies, giving teachers time for independent studies, and using external sources such 

as college courses, district-level workshops, and consultants who are experts in a particular area 
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(Duke, 1987; cited In Lineburg, 2010). The promotion of professional development by principals 

increases teachers' use of higher-order instructional strategies when they receive professional 

development on a particular strategy (Desimone et ai , 2002; cited in Lineburg, 2010). Higher-order 

instructional strategies involved teaching in non-traditional ways and were found to increase the 

learning capacit y of students . Principals were perceived by teachers to improve writing instruction by 

providing staff development on teaching the writing process (McGhee & Lew, 2007; cited in ---Lineburg, 20 I 0). A significant relationship was found between principals promoting professional 

development and teacher willingness to try new and various instructional ideas in the classroom 

(Shepperd, 1996; cited in Lineburg,20 10) . There was no mention by Sheppard of what specific 

activities that principals engaged in to promote professional development. Sheppard (1996) produced 

an interesting result. The only area in which promoting professional development was not the most 

important effect on teachers was on teacher innovativeness at the high school level This raises a 

question concerning the effect high school principals have on teacher classroom instruction. It could 

be that principal s at the high school level are not the ones promoting professional development; rather 

teachers could be in fluenced by other sources such as supervisors in the central office. 

The promotion of professional development by principals increases teachers ' use of reflectively 

informed behaviors, including innovative ideas and instructional risk-taking (Blase & Blase, 1998 ; 

cited in Lineburg, 20 I 0). Blase and Blase provided a li st of strategies principals used to promote 

professional development that increased teachers ' use of reflectively informed behaviors : 

emphasizing the study of teaching and learning, supporting collaboration among educators, 

developing coaching relationships among educators, and applying principles of adu lt learning to staff 

development. 

Principals supporting and encourag ing participation in professional development activities influence 

teachers to change thei r classroom practices to meet the needs of gifted students (Johnsen et aI. , 2002; 

cited in Lineburg, 20 I 0) These professional development activities included training from a private 

organization on how to change the curriculum to meet the needs of gifted students. Principals actively 

encouraged teacher pal1icipation in these professional development activities, and this support 

motivated teachers to continue paI1icipating (Johnsen et aI. , 2002). King (1991); cited in Lineburg 
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(20 I 0) found that the participat ion of principals in curricu lum work with teachers was a key to the 

irr1plementation of higher-order thinking sk ill s by these teachers . 

2.4. Coordinating the Implementation of Curriculum 

Teachers are the most essential forces in a given school system in helping students grow and become 

self- actuali zing persons. In otherwords, teachers are in the front-line of implementing the curriculum 

(Sears & Marshall , 1990; as cited in MoE, 1998). Hence, there has to be what is called a "consensus" 

on the part of teachers to implement the curriculum. In the absence of it, teachers may refuse to 

cooperate and undermine the implementation (MoE, 1998). In other words, any curriculum 

innovation has to involve the teachers from the beginning so as to minimize the likely burdens of 

incompetence which wou ld lead to rejecttion or inadequate implementation. Moreover, teachers are 

expected to have various curricular ski ll s (instructional planning and implementation, use of 

instructional media etc.) and above all, skill s for diagnosing their students' readiness to learn (MoE, 

1998). Such professional orientations wi ll also build the confidence and performance of teachers to 

play active oles in school system (MoE, 1998). Berhan (2009) found that curriculum materials 

(syllabus, textbooks, and teachers guides) are not evaluated by teachers for appropriatness to the 

needs of and developments stages of students as well as inclusiveness. According to Berhan (2009), 

the cu rricu lum materials were not evaluated by teachers to ensure that they are relevant to the 

objecti ve real ity (context) of the areas . 

The quality of student learning is directl y related to the quality of classroom instruction. Therefore, 

one of the most important aspects of instructional leadership is to provide the necessary climate to 

promote ongoing instructional improvement Instructional leader is responsible to identify the 

training needs of the teachers and organize in-service programs in the form of work shop, seminars, 

conference, faculty meeting, and Intra School and inter school visits and other services are useful to 

be utilized, so as to realize effective staff professional development (MOE, 1994). 

Effecti ve instructional supervisors help teachers track what they are teaching and what their students 

are learning. Although teachers may work together for year, they usually have sketchy knowledge 

about what goes on in each other ' s classrooms. Teachers often complain that their students do not 
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have the prerequi si te knowledge and skills to learn what they are supposed to teach. Curriculum 

mapping is one way the principal or supervisor can help teachers improve the ways they implement 

the curricu lum (Jacobs, 1997; cited in Haileselassie and Abraha, 2012:42). 

In mapping the curri cu lum, fir st, individual teachers collect and note the content and skills taught and 

their methods of assessment. Next, the whole teaching staff shares and analyzes the results, looking 

for areas of congruence, redundancies, gaps, and in need of improvement. The staff then identifies 

what can be improved immediately and a proceeds with implementation. Then the staff determines 

those points that will require long-term research and development. 

According to Dereje( 1998) Curriculum implementation has become the major function of 

instructional supervision. Pertains to designing or redesigning that which is to be taught, by whom, 

when, where and in what pattern developing curriculum guides, establishing standards, planning 

instructional units and inst ituting new courses are examples of this task area(Harris , 1985 : 10;2005; 

Million, 2010 16- 17) There fore , improving every phases of educational program like curriculum 

revIsIon and implementation is the major function of supervisor and principals . Another task of 

instructional supervisor and principals with regard to curriculum implementation is to provide support 

and service directly to teachers to help them improve their performance. Such a support enables 

teachers and supervisors to examine plans for instruction and analyze instruction with reference to 

what was planned, what happened and what results were achieved. Similarly McNeil (1979) and Dull 

(1981) as cited in Million (2010) suggested the major responsibilities of supervisors and principals in 

curriculum implementation process: assist individual teachers in-determining more appropriate 

instructional objecti ves ; aid in goal definitions and selections at local state and federal levels; plan 

and implement a well estab li shed in service training program; and produce evidence as to the 

soundness of the innovation in relation to the aims of the school. In general, instructional supervisors 

are resource personnel who provide support to help directly to the teacher to correct or improve some 

existing defi ciencies in the education system in general and in specific curriculum in particular 

(Million, 20 I 0). 
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2.5. Promoting Action Research 

One way instructional principals can help teachers make better instructional decisions is to encourage 

them to study what is occurring in their classroom. Action research is a study the teacher carries out 

to examine their teaching processes and the results of these processes with the primary focus of 

improvi ng their instruction. Action research or participatory research is a reflective process of 

progressive problem solving to improve the way issues are addressed and problems are solved. For 

example, a teacher may have identified a persistent problem with sentence structure. The teacher or, 

preferably, a group of teachers, design a research project to collect data (student writing, for 

example) , evaluate, analyze, assess and interpret the data and try out new approaches (Haileselassie 

and Abraha, 20 12). Action research provides teachers and administrators with an opportunity to better 

understand what happens in their school. This process establishes a decision-making cycle that guides 

instructional planning for the school and individual classrooms. Creating the need for research and 

establishing an environment for conducting classroom action research is the responsibility of a school 

administrator (Hewitt and Little,200S).Berhan(2009) found that there are no up -to- date action 

research based procedures established for the support of teachers practice, through critical reflection 

and understanding of effective methods. Meles(201O) in his study found that currently lack of 

adequate research fund , unsuccessful inservice research training in particular are morethan 

insufficient. 

Action research is a model of professional development that promotes collaborative inquiry , 

reflection, and dialogue. "Within the action research process, educators study student learning related 

to their own teaching. It is a process that allows educators to learn about their own instructional 

practices and to continue to monitor improved student learning" (Rawlinson & Little, 2004; as cited 

in Hewitt and Little, 2005) . "The idea of action research is that educational problems and issues are 

best identified and investigated where the action is: at the classroom and school level. By integrating 

research into these settings and engaging those who work at this level in research activities, findings 

can be applied immediately and problems solved more quickly" (Guskey, 2000; cited in Hewitt and 

Little,200S). Therefore action research is a continuous and reflective process where educators make 

instructional decisions in their classrooms based on student needs reflected by classroom data . 

27 



for teachers (Hallinger & Murphy, 1985 ; cited in Lineburg, 20 10: 17). P raising teachers in front of 

their peers can be effecti ve because it encourages improvement by all teachers. Most teachers do not 

receive suffi cient monetary compensation fo r what they do in the classroom (Hallinger & Murphy, 

1985). Recognizing teachers for their classroom performance provides an incentive for improvement 

and continued growth. Providing incentives for teachers influences teacher innovativeness in the 

classroom (B lase & Roberts, 1994; Sheppard, 1996; cited in Lineburg, 2010: 17). Sheppard found that 

providing incentives was one of variables that accounted for the variance in teachers' innovativeness 

at the elementary level. Providing incentives did not account for variance in teacher innovativeness at 

the high school level. Sheppard concluded that elementary principals had more of an impact on 

teacher instruction than their high school counterparts.Gashaw (2008) found that lack of incentives is 

one of the factors that affect teachers to get together and accompl ish tasks cooperatively. 

Principals motivate teachers to try instructional strategies through rewards such as praise and material 

rewards (Blase & Roberts, 1994; cited in Lineburg, 2010: 18). Rewards were found by Blase and 

Roberts to positively affect teachers by increasing their use of innovative ideas within the classroom. 

Blase and Roberts (1994) also noted that the use of rewards increased levels of time on task. 

2.7. Provid ing ResoUl·ces 

Instructional leadesrs in the school should support teachers with learning resources and learning 

materials developed under the School program, manuals, school learning resources, publi shed and 

commercially avail ab le support material s for school learning, references and texts, School Learning 

support materials such as:text books, teachers' guides, case studies, professional development 

material s, assessment materials videos, and audio tapes( MoE, 2012). 

Principals influence classroom instruction by suppl ying teachers with necessary resources. Providing 

resources includes more than just monetary resources and materials (Lineburg, 2010) . According to 

Duke (1987); cited in Lineburg(20 I 0 16-1 7) providing resources includes scheduling, developing the 

school calendar, hiring and correctly placing teachers, adopting textbooks, purchasing necessary 

materials to support instruction. Principals influence student achievement through helping teachers 

acquire necessary resources to support instruction (Heck, Larsen, & Marcoulides, 1990) The lack of 

resources may be a barrier to the use of some instructional strategies by teachers. The lack of science 
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equipment and reference materials was found by many researchers to dictate how teachers taught 

their students. Schools did not have the necessary resources to support certain instructional strategies 

and activities. Teshome (2008) found that lack of instructional materials has been found as a major 

problem for the existing educational system. 

It is widely believed that teaching-learning resources can improve instruction. An empirical research 

study has shown that some instructional leaders ensured that teachers were provided with, and 

assisted to select appropriate teaching materials and resources to improve instruction (Rous, 2004; 

cited in Baffour, 2011). Rous (2004) indicated that although some school leaders in her study in the 

US public schools provided teachers with resources, materials, and funds to support classroom 

activities, others reported instances where instructional leaders failed to provide resources needed by 

teachers to implement quality instruction. This situation of insufficient learning resources may be due 

to economic reasons and not peculiar to Botswana alone but common in public schools in other 

developing countries as wel l. 

Providing resources is viewed by teachers as effective leadership by principals and teachers perceived 

that principals improved their writing instruction by providing resources such as technology (McGhee 

& Lew, 2007). It was discovered that majority of strong instructional leaders were given positive 

ratings as resource providers when they were seen as promoting staff development activities for 

teachers, possessing knowledge of instructional resources, mobilizing resources and district support 

to achieve academic goals, and the most important instructional resource in the school. Teachers 

perceived the most important strategies principals engaged in as resource providers were promoting 

professional development and providing teachers with support through instructional resources (Smith 

& Andrews, 1989; cited in Lineburg, 20 I 0) 

2.8. Assessing and Evaluating Teachers' Performance 

Assessment methods may include analysing portfolios and evidence compiled, questioning (for 

example, computer, oral and written questions),real work, real time activities (for example, direct 

observation and third party reports), reviewing evidence regarding recognition of current competence 

/ knowledge, skill s and attitudes recognition, instruments for recording summative assessment 

outcomes aga inst the requirements of a unit of competence, procedures, information and instructions 
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for the assessor or candidate on use of assessment instruments and assessment conditions, tools for 

use in assessments such as evidence or observation checklists, template, profile of acceptable 

performance measures, specific questions or activities, checklists for the evaluation of work samples, 

candidate self-assessment materials(MoE, 2012) . 

Principals have high hopes for the processes and results of teacher evaluation and high expectation 

for themselves as teacher evaluators . Evaluation provides visible principal leadership in the school. 

Teacher goa l setti ng and planning for improvement are ways to advance principal, school, and di strict 

agendas . Effective teacher evaluation recognizes student achievement, acknowledges good practice, 

supports teacher goa ls, shapes performance, motivates to improve on weaknesses, and removes the 

rare bad teacher from the profession (Peterson, 2005). 

According to Stronge (2003) eva luation is the process of companng an individual teacher's 

documented job performance with the previously established roles and responsibilities and acceptable 

performance standards. Stronge (2003) argue that while this step clearly entails an end-of-cycle 

summative evaluation, evaluating performance also must include periodic feedback through 

formative assessment. As Stronge (2003) stated, by providing feedback throughout the evaluation 

cycle, the teacher is supported in hi s/her ongoing efforts to fulfill performance expectations and is 

able to identify areas of performance that need attention while there is still time to improve. 

Additionally, an 0ppOl1unity for adequate notice is provided through periodic formative feedback, 

leading to a fair summative eva luation in which there should be no surprises. 

Summative evaluation provides an opportunity to determine individual merit based on performance. 

Further, the evaluation affords the basis for judgi ng worth, first, by viewing evaluation performance 

in light of the school 's goals and, second, by maintaining compatibility between individual 

performance and school goals . In an ongoing, systematic evaluation process, identifying system needs 

and relating those needs to performance ensures that the evaluation is concerned with both the merit 

(internal value) and worth (external value) of performance (Castetter, 1996; Danielson & McGreal , 

2000; Frels & HOJ1on, 1994; Medley, Coker, & Soar, 1984; Scriven, 1973, 1995; Valentine, 1992; as 

cited in Stronge, 2003). 

Teacher evaluat ion is, first , about documenting the quality of teacher performance; then, its focus 

shifts to helpi ng teachers improve their performance as well as holding them accountability for their 

work. " In recent yea rs, as the field of education has moved toward a stronger focus on accountabi lity 
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and on careful ana lysis of variables affecting educational outcomes, the teacher has proven time and 

again to be the most influential school-related force in student achievement" (Stronge, 2003) . Thus, a 

conceptually sound, well desig ned, and properly implemented evaluation system for teachers is an 

important - indeed, essential - component of an effective school. Despite the fact that proper 

assessment and evaluationii of teachers is fundamental to successful schools and schooling, this key 

element in school reform is too frequently neglected - due not to the absence of teacher evaluation, 

but rather to the implementation of poor evaluation systems and poor evaluation practices. Similarly, 

Peterson(2005) pointed out that everyone expects the principal to take the lead in teacher evaluation, 

but in practice few educators take the actual procedures seriously. Everybody has ideas about what a 

good teacher should be like, but not enough time is made available for anyone to evaluate how 

teachers, educational theories, or "reforms" actually work. Many teachers are doing a wonderful job, 

but toolsto document, assess, and acknowledge their performance too often are inadequate.The basic 

needs in a quality teacher evaluation system are for a fair and effective evaluation based on 

performance and designed to encourage improvement in both the teacher being evaluated and the 

school. An important feature of an effective teacher evaluation system is the use of multiple data 

sources for documenting performance. The most common method for evaluating teachers is a clinical 

supervision model consisting of a pre-conference, observation, and post-conference. In fact, as noted 

in a study conducted by the Educational Research Service (1988), 99.8% of American public school 

administrators use direct classroom observation as the primary data collection technique. A study 

conducted in 1996 reached similar conclusions regarding the use of direct classroom observations, 

with 94.1 % of school districts reporting using this technique as a primary method of data collection 

(Loup, Garland, Ellett, & Rugutt, 1996; as cited in Stronge, 2003). However, primary reliance on 

formal observations in evaluation presents significant problems (e.g. , artificiality, small sample of 

performance). The creative use of multiple data sources to provide an accurate measure of teacher 

performance invokes a fuller view of performance than would be available through a more narrowly 

defined approach to data collection (Peterson, 2000; Stronge & Tucker, 2003). While formal 

classroom observation can be a significant data source, it is too limiting as a single source of data for 

teacher evaluat ion. 

Thus, teacher performance can be judged best by means more comprehensive and inclusive than 

merely direct observation. According to Stronge (2003) the major sources for teacher evaluation 

include: 
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Observation (observation of teachers. e.g.. formal classroom/work setting 

observation. ongoing anecdotal observation of pelformance. and observation of 

student work); Client feedback (i.e .. client interviews or surveys for students. 

parents. subordinates. and peers); Student pelformance data (i. e. . student 

achievement); Portfolios (e.g.. actual materials and reflections on performance 

logs. case notes. lesson plans); and Self evaluation (i. e .. self reflection and analysis 

of pelformance). 

Integrating multiple data sources in a teacher assessment and evaluation system offers a much 

more reali stic picture of actual job performance and provides a stronger platform upon which to 

build realistic improvement plans than would be possible with merely a single source of 

information such as classroom observation As multiple data sources are properly employed In 

performance evaluation, the validity and utility of the process can be dramatically enhanced. 

According to Peterson (2005) multiple data sources improve teacher evaluation because teaching 

is so complex that no one source sufficiently captures all the role or performance. Also, no single 

data source is valid or feasib le for each and every teacher in a school. Rather, multiple and 

variable data sources are needed to accurately and fairly evaluate all teachers, taking into 

account their setting, 

style, actual performance (not mere compliance with an overgeneralized model), and documented 

results. Gathering additional objective data has benefits beyond better data for decision making. 

They can take pressure off administrators as the single data source. Principal reports of teacher 

performance can be surprisingly uninformative and even inaccurate because of the role conflict 

between principal as individual teacher judge and principal as instructional team leader (Barr & 

Burton, 1926; Lortie, 1975 ; Medley & Coker, 1987; Peterson, 2000; Popham, 1988; Scriven, 

1981 ; Stodolsky, 1984; as cited in Peterson,2005).The additional data sources can assist principals 

in supervising teacher evaluations that accurately show outstanding performances, highlight 

effective practices, and acknowledge excellent results . Finally, there are sociological reasons for 

using multiple data sources in teacher evaluation. 
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Table I : Content Validity Agreement Scales 

Sub-scale No . Average 

of items Agreement 
Communicating Goals 7 96% 

PromotingProfessional Development 7 80% 

Providi n.g Resources 7 94% 
Providing incentives for teachers 7 80% 
Supervising instruction 7 80% 

promoting action reserch 7 85% 

Coordinating the implementation of Curriculum 7 80% 
Evaluating Teachers 6 80% 

The reliability of the instrument (questionnire) was ascertained by using the split half reliability 

method on respondents in one of upper Primary school in the study setting. For the split half 

method, the data collected were divided into the halves using the odd number items and the even 

numbers for the others, and as a result, a correlation formula (the Spearman Brown Prophecy 

formula) was applied to the coefficient Reliability refers to the degree to which the rating scales 

measure the targeted behavior consistently. An internal consistency measure, or analysis of inter­

rater reliability, was utilized . Creswell (2003) stated that a minimum standard of 80% should be 

set Reliability estimates are indicated in Table 3. 

Table 3 Reliabi lity Estimates 

Framework of analysis Reliability 

Communicating Goals .89 
Promoting Professional Development .89 
Providing Resources .90 
Providing incentives for teachers .90 
Sllnervisinrr instrllction 90 
promoting action reserch .84 
Coordinating the implementation of Curriculum .87 

f-:c--_ .-
Eva luating Teachers .90 

Overall re liability coefficient .89 

After appro priate training on the purpose, construct, and instruments of the study to the data 

collectors,the researcher with hi s colleagues personally administerd the questionnaires on the 

respondents in thei r respective schools . The researcher used self-administered questionnaires to 
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collect data from the supervision committee members and teachers in government upper primary 

schools in Gamo Gofa Zone, Arbaminch. Questionnaires were appropriate for this study because 

they can reach a large number of people relatively quickly and with minimal expenditure (Ary, et 

aI., 2006) Additionally, numerous variables could be measured by a single instrument, and 

statistical manipulation during data analysis can permit multiple uses of quantitative methods. 

Interview 

The interview permited greater depth of response which was not possible through any other 

means. Thus, the purpose of the interview was to collect more supplementary opinion, so as to 

stabilize the questionnaire response . 

The researcher used semi-structured interviews to complement the questionnaires . The researcher 

chose interviews because they have the potential to provide insight into how respondents 

experienced and thought about principals ' supervisory practices or roles, since they would 

provide the opportunity to p~obe further for explanations of responses provided by participants. 

Furthermore, interviews were intended to provide additional information that would be difficult to 

capture using a questionnaire. Interviews were also appropriate because they allowed exploration 

of variables under investigation in greater detail, and so complement the survey (Creswell, 2003). 

The researcher used a semi-structured interview guide (Patton, 1990) to examine the perceptions 

of 12 principals, 12 teachers and two supervisors about supervision of instruction by principals in 

schools. Semi-structured interviews consisted of eight questions carefully worded and arranged 

with the intention of taking each respondent through the same sequence of issues by asking them 

the same questions using essentially the same words to minimise variation in the questions being 

posed (Patton, 1990) This type of interview protocol was used because the researcher had specific 

questions in mind and wanted to take respondents through the questions in a fixed order in order 

to avoid variations from the main focus (Ary et aI., 2006). The researcher chose this type of 

interview protocol because it was highly focussed and efficient. Even though an open-ended 

semi-structured interview allowed less flexibility than an unstructured interview, it can reduce 

interviewer effect and facilitate data analysis (Patton, 1990). Questions used in this approach were 

the same and guided to minimize variations so the responses usually fall into their respective 

categories/themes, and thus facilitated fast of data analysis. Similar to the questionnaire, the 

interview instrument was also pilot-tested in one government primary school in the 
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town(Arbaminch) before the researcher carried out the main study. In all, two teachers and two 

principals took part in testing the interview protocol. Those who took part in the pilot test had 

characteristics similar to the study participants as recommended by Asy et aL (2006). Pilot-testing 

the instruments allowed the suitability of the items to be determined. The process revealed that 

probing techniques needed to ensure that the interviewees understood the questions during the 

main study, which ensured that no item was ambiguous. During the main study, the researcher, 

therefore, read, further explained and used probing techniques. This was also found to be helpful 

in the main study. 

3.4. Techniques of data analysis 

The selection of the appropriate statistics is largely determined by the nature of the research 

questions being asked and the types of variables being anaysed(Cohen , Manion & Morrison, 

2005). Therefore, the quantitative data from the qustionnaire to teachers and school-based 

supervision committee members was analysed by using descriptive statistical analysis such as 

mean average, standard deviations, and percentages and inferential statistical analysis such as 

independent samples test, and unrelated two way multiple analysis of variance for testing 

difference between means of study variables or groups.The reason behind the selection of 

unrelated MANOV A was that there would be more than two sets of mean scores come from two 

different samples( teachers and school-based supervision committee members) . 

The qualitative data from the interview was analyzed with the constant comparative 

method(Cohen , Manion & Morrison, 2005). The constant comparative method is an inductive 

approach to data analysis in qualitative research. Specifically, the transcripts would be read and 

re-read to identify the categories and units of meaning. The units of meaning would be based on 

the words of partici pants . Then, the units of meaning were placed under appropriate categories. 
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Chapter Four 

Findings and Discussions 

4.1. Teachers, School Based Supl'vision Committee Members and Principals' 

Opinions on the Selected Principals' Supervisory Behaviors 

This chapter deals with analys is and discussions of the data gathered from the respondents through 

questionnaires, and interviews. Thus, the quantitative as well as qualitative analysis of data was 

incorporated in to this chapter. The qualitative part was supposed to be complementary to the 

quantitative analysis. Hence, the qualitative data includes the data gathered through interviews. The 

data was collected from a total of 186 respondents . To this effect, a total of 200 copies of 

questionnaires were distributed to 120 teachers and 80 school based supervision committee members. 

The return rates of the questionnaires were 80% from teachers, 75% from school based supervision 

committee members. Moreover, 12 primary school principals, 12 teachers and 2 cluster school 

supervisors were interviewed . This chapter consists of two major parts. The first section deals with the 

characteristics of the respondents, and the second section presents the analysis and interpretation of the 

main data . 

As indicated in tab le 4, a total of 100 teachers and 60 SBSCMs responded to the questionnaire.The 

data presented in table 4 indicates the frequency distribution and percentage of the respondents 

according to variab les such as gender and teaching experience. The data showed that the majority of 

the teachers (60%) and the SBSCMs (81.67%) were males. A large majority - i.e. 90% of the 

SBSCMs and 67 % of the teachers have more than 11 years of teaching experience. 

Table 4 Respondents Demographic Profile 

Variable Teachers(N- IOO) SBSCMs(N-60) 

Frequency Percentage Frequency Percentage 

Gender 

Male 60 60 49 81.67 

Female 40 40 II 18.33 

Teaching Experience 

0-5 17 17 - -
6-10 16 16 6 10 

11-1 5 27 27 . 19 31.67 

>15 40 40 35 58.33 
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Table 5. The Group Statistics Table of Teachers & SBSCMs Preceptions on the Selected 

Supervisory Behaviors 

Groups N Mean Std. Deviation Std. Error Mean 
PPD Teachers 100 3.1457 1.11750 .11175 

SBSCM 60 3.9500 1.02606 .13246 
- ----_. 

PR Teachers 100 3 0814 .74390 .07439 
SBSCM 60 4057 1 .87480 .11294 

CG Teachers 100 3.7314 .79196 .07920 
SBSCM 60 4.16 19 .61654 .07960 

CpJPT Teachers 100 3 0871 .92334 .09233 
SBSCM 60 3.7333 .92972 .12003 

SI Teachers 100 3.0843 .66978 .06698 
SBSCM 60 3.3738 .76462 .09871 

PAR Teachers 100 3.2971 .94645 .09464 
SBSCM 60 3.9381 .87407 .11284 

CIOC Teachers 100 3.4614 .88736 .08874 
SBSCM 60 3.9238 .67544 .08720 

AAET Teachers 100 3.191 7 .59806 .05981 
SBSCM 60 3.8139 .79611 .10278 

This section sought to find out if teachers and SBSCBs differed in their perspectives on the selected 

instructional supervisions Moreover, the researcher was interested in comparing and triangulating the 

data from interviews of teachers, principals and supervisors. 

Promoting Professional Development 

As idicated in tabl 5, teachers fe lt that the principals role in promoting professional development 

opportunities was less adequate (m=3.15) compared to the school based supervision committee 

members ' opinions (m=3.95) . An independent-samples t test was conducted to evaluate whether the 

perceived behavior differed significantly as a function of whether the staff development opportunities 

were significantly in a low or high status. The test was significant, t (158) = 454, P <000 An 

examination of the group means, therefore, indicated that teachers ' mean score on the staff 

development opportuni ties was (M = 3. 15, SD = 1.12) significantly less than the school based 

supervision committee members' mean score (M = 3.95, SD = 1.03) . 
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In the interview sessions, SIX principals stated that promoting professional development 

influenced teachers to improve their instructional practices. They did this by sending teachers to 

workshops, organizing in-house staff development opportunities, and bringing in guest speakers 

to address instructional strategies One principal stated: 

Despite its small size, we played a significant role in providing professional 

development opportunities to our teachers. While our assistance was 

optional for teachers, most teachers took advantage of at least some 

professional development offerings. The central office, ATTC and NGO 

conducted workshops and used the TOT, asking schools to send a few 

teachers to district-level training with the understanding that once trained, 

these teachers would conduct workshops at their home school sites. 

Therefore, we are paying a lot of attention to this. We are sponsoring a lot of 

professional development opportunities and allowing our teachers to go to 

workshops to learn about different ways of teaching strategies in that to 

improve their class room instruction. (P 1) 

While two teachers and three principals stated that for most of the teachers it appeared that 

it was difficult to fully implement the train-the trainer model in their schools. One principal 

stated : 

We provided optional summer and after school workshops for our school 

teachers. However, during our evaluation of the teachers who participated in 

the training through class room observation andfeed back from school based 

trainees they have difficulty in making practical what they have got from the 

trainig. (P 2). 

All teachers mentioned that professional development as an influence on their instructional 

practices. However, only one teacher cited the principal as the person who provided them 

professiona l development opportunities. The teacher stated 

1 am mathematics teacher and my principal provided me an opprtunity to 

participate in cnferences invited by the ATTC in Konso town. By participating 

in the workshopes, J learned a lot of pedagogical strategies that helped me to 

teach mathematical theories and principles. (Tf3) 
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Table 6. Independent Samples Test for Significant difference between teachers' & 

SBSCMs Perceptions on the Selected Supervisory Behaviors 

Levene's Test 
for Equality of 

Variances t-lest for Equality of Means 

95% Confidence 
Interval of the 

Sig. Difference 
(2- Mean Std. Error Lower Upper 

F Sig. I df tailed) Difference Difference bound bound 
PPD Equal variances assumed 

1.475 226 -4.542 158 .000 -.80429 .17706 -1.1 5399 -.45458 

Equal variancl.!s not 
-4.641 132.783 .000 -.80429 .1733 1 -1.14708 -.46149 assumed 

PR Equal variances assumed 
8.258 .005 -7.513 158 .000 -.97571 .12987 -1.23223 -.71920 

Equal variam:es not 
-7.215 109068 .000 -.9757 1 .13523 -1.24374 -.70769 assumed 

CG Equal variances assumed 
.82 1 .366 -3.604 158 .000 -.43048 .11944 -.66637 -.19458 

Equal variances not 
-3.834 147.494 .000 -.43048 .11228 -.65237 -.20859 assumed 

PIFT Equal variances assumed 
.000 .989 -4.275 158 .000 -.64619 .15117 -.94477 -.3476 1 

Equal variances not 
-4.267 123.681 .000 -.64619 .15143 -.94593 -.34645 assumed 

SI Equal varimlccs ussumed 
.743 I .390 -2.509 158 .013 -.28952 .11540 -.51745 -.06160 

Equal variances no! I 
assumed 

I -2.427 111.720 .017 -.28952 . 11 929 -.52589 -.05316 

PAR Equal variances assumed --
--

.193 66 1 -4.266 158 .000 -.64095 .15025 -.93771 -.34420 

Equal variances not 
-4.352 132.214 .000 -.64095 .14728 -.93228 -.34962 assumed 

CIOC Equal variances assumed 
5.412 .021 -3.476 158 .00 1 -.46238 .13304 -.725 15 -.19961 

Equal variances not 
-3.717 149.147 .000 -.46238 .12441 -.70821 -.21655 assumed 

AAET Equal variances assumed 
15.738 .000 -5.613 158 .000 -.62222 .11085 -.841 16 -.40328 

Equal variances not 
-5.233 98.958 .000 -.62222 .1 1891 -.85817 -.38627 assumed 

The table value t 1. 96 at 0.05 stgntficant levels wtth 158 degrees of freedom to equal 

vanances 

As can be seen from table 6, the school based supervtSlon committee members' mean score 

significantly exceeds the teachers mean score in all cases of the supervisory roles of school 

principalsThi s indicated that teachers and school based supervision committee members 

perceived the roles of school principals differenty. 
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PJ'oviding Res()uces 

Table 5 indicated teachers also felt that the principals' role in providing instructionl resources was 

less adequate (m=3.08) compared to the school based supervision committee members ' opinions 

(m=4.06). Further more, using an alpha level of .05 , independent-samples t test was conducted to 

evaluate whether the perceived behavior differed significantly as a function of whether the 

provision of resources by the school principals was significantly in a low or high status. The test 

was significant , 1(109 07) = 7.22, P < .000(see table 5). An examination of the group means, 

therefore, indicated that teachers ' mean score on the resource provision by the principal was (M = 

3.08, SD = 0.74) signifi cantly less than the school based supervision committee members ' mean 

score (M = 4.06, SD = 087) 

Interview sess ions with part icipants indicated that principals were found to provide teachers with 

instructional materials and curriculum texts to support teaching standards. Two principals and two 

teachers identified this strategy. One teacher explained that the main improvement in his 

instruction was al igning hi s lessons around state standards. He credited hi s school 's 

administration with providing resources from the distrcts office of education to support this effort 

(T2). Support by the principal in purchasing materials was not adequate for one teacher who 

stated " When J asked my principal to help me buy the supplies like ommercially published text 

books and commercially produced visual aids that J need in my class room, the principal did not 

like and interested 10 support me". (T6) 

One principal felt that she promoted collegiality among teachers, such as sharing lessons and 

assessments and by providing teaching materials they need (P8) . Another principal wanted 

teachers to use commerciall y produced visual aids . However, he reported that the materials were 

inadequate because they are co sty to buy. (P9) . It was evident from the principals' and teachers' 

responses that commercia ll y published textbooks and visual aids were generall y inadequate and 

were by far the most frequently used teaching material. One supervisor indicated that audio 

visual aids that are commercially produced are rarely or never employed in teaching. Another 

supervisor indicated that they are not affordable. On the whole, the teachers, principals and 

supervisors felt most primary schools; especially those targated did not have sufficient 

instructional materials and resources for teachers and students. Principals claimed that they could 

44 



,. 

not afford to buy those materials because their authorities at woreda level did not allocate them 

sufficient funds to buy the materials . 

Communicating Goals 

This study also investigated the opinions of teachers and school based supervision committee 

members on the principal 's role in formulating and communicating the school goals. As exhibited 

in table 5, the teachers felt the school missions and goals communicated by the school principal 

were less adequate (m=373) compared to the school based supervision committee members' 

opinions(m=4. 16)An independent-samples t test was conducted to evaluate whether the perceived 

behavior differed significantly as a function of whether the formulation of school goals by the 

school principals was significantly in a low or high status. The test was significant, t(158) = 3.6, P 

< .000(see tab le 6). An examination of the group means, therefore, indicated that teachers ' mean 

score on the formulation of mutually supportive and beneficial goals by the principal was (M = 

373, SD = 0.79) significantly less than the school based supervision committee members' mean 

score (M = 4.16, SD = 0.62) . 

Interview sessions with two school principals and one teacher showed that goal setting affected the 

instructional practices used by teachers . The teacher stated that his school had re-aligned its 

curriculum with regional standards to raise and improve student's achievement. He cited his 

principal for thi s re-alignment (T4). Both principals enhanced goal setting through their school 

improvement plan. When asked who helped teachers with implementing different instructional 

strategies and materials, one principal explained 

Of course we always go through ollr school improvement plan. In our school we 

have a school improvement plan that involved teachers, parents, and administrators 

on it. / mention to them what I think our goals should be, and part of our goal was to 

improve the school teacher's implementation of different instructional strageies and 

materials that was part of it as well. (P6). 
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Another teacher fe lt that the incentives and motivation provided by his principal was less In 

implementi ng more inquiry-based lessons and learning strategies. He explained : 

/ hav been certified by my principal because of my effective 

implementation of inquilY based Lessons and improvement of my 

students scores .However, / was not satisfied with the mere 

certij;cation Fom my principal and it lacks fairness and relevance 

to my pel.formance. (T6). 

Supervising Instruction 

Further more this stud y invest igated the perceptions of teachers and school based supervision 

committee members on the principals' role in supervising teaching and learning process for teachers. 

As exhibited in table 5, the teachers felt that the supervision of instruction by the school principal was 

less adequate (m=3.08) compared to the school based supervision committee members' opinions 

(m=3.37). An independent-samples t test was also conducted to evaluate whether the perceived 

behavior differed significantly as a function of whether the supervision of teachers by the school 

principal s was significantly in a low or high status. The test was significant, t(ll1. 72) = 2.43 , P 

<. 0 17. An examination of the group means, therefore, indicated that teachers ' mean score on the 

supervision of instruction by the principal was (M = 3.08, SD = 0.67) was significantly less than the 

school based supervision committee members ' mean score (M = 3.37, SD = 076). 

One principal felt that he promoted the sharing of teaching strategies by having teachers observe two 

other teachers, one in their content area and one outside of it. When asked if teachers had shared 

instructional practices, he stated that it was more sharing of teaching strategies (P2) . Three teachers 

stated that principals need to indicate openness and should focus on providing teacher 's constructive 

feedback and telling areas that need improvement after observation. One teacher stated. 

Some limes my principal took over as my evaluator. So he would come 

in and observe my class and instead of telling me the positive criticism 

that would improve my weak side, his feed back associated with fault 

jil /ding, Ihrealening and lack objectivity. /n addition, my principals' 

f eedback is nul timely provided soon after the observation to improve 

my insir1./ctional pel.formance. (TS) 

47 



Four teachers stated that principals need to indicate fairness and objectivity in providing 

teachers with an opprtunity to parti cipate in conferences on action research . One teacher 

stated : 

My principal m/lst estab lish the environment in which action research is viewed as a 

systematic process that affords greater opportunity for each and every teacher to direct 

his or her own professional growth. In our school supporting teachers profession 

through action research is not adequately used and we lack an experience and 

knowledge to identi/jl our instmctional problems and take measures on these problems 

based on daw collected through action research. 1 felt that the opprtunity to participate 

in action research workshope was provided only for one or two teachers frequently and 

the selection of these teachers by the principal was not fai re and objective and most of 

the teachers have no experince and opprtunily. (Til) . 

Another teacher stated that principals should encourage teachers ' collaboration and cooperation 

through action research . He explained that: 

My principal did not provide sufficient and consistent opportunities in our school for 

collaborative action research (studying, analyzing student work, dialoguing 

collaboratively, and analyzing student data to make instructional decisions). My principal 

has almost 110 experience to build a support system for teachers as a coach or a 

knowledgeable persun(s) of the action research process, student learning, and instructional 

practices . ( FJ 2). 

Coordinating the Implementation of Curriculum 

Another aspect explored was the teachers and school based supervIsion committee members' 

perceptions on the principals ' role in facilitating the implementation of curriculum. As exhibited 

in table 5, the teacher felt that the support of curriculum implementation by the school principal 

was less adequate (m=346) compared to the school based supervision committee members' 

opllllOns (rn=392) An independent-samples t test was conducted to evaluate whether the 

perceived behavio r di ffered significantly as a function of whether the promotion of curri culum 

implementation by the school principals was signifi cantly in a low or high status. The test was 

significant , t (149 . 147) = 3.72, P <. 000. An examination of the group means, therefore, indicated 

that teachers' mean score on the promotion of school based curriculum implementation by the 
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principal was (M ~ 3.46, SD = 0.89) was significantly less than the school based supervision 

committee members' mean score (M = 3.92, SD = 0.68). 

Principals helped the teachers in the implementation of curriculum by providing the instructional 

direction. Four principals and two teachers felt the principal helped teachers to design and prepare 

student cenerd lesson and to select appropriate instructional materials . However, two teachers 

cited the principals ' support for the teachers' implementation of the curriculum was not adequate 

and enough. One teacher explained : 

I am grade S'h physics teacher. In the last semester I faced a problem in 

selecting and preparing 3-dimensional instructional materials and I asked my 

principal to help me in preparing these materials. We sat together and 

planned and selecedt the materials that are important to prepare the 3-

dimensioal materials. However the principal told me that he has no experince 

in how 10 prepare the material and I got a suppotrfrom my colleague. (Ti2) 

Another teacher stated: 

In our school most oj' the teachers have problems in using continolls 

assessment tecqniques. So we usually lise frequent testing of students as 

continiolls assessment. With my colleages I asked my principal to support liS 

in applying difj'erent instructional strategies. However, very less support was 

provided by our pricipal. 

Assessing and Evaluating Teachers 

The final aspect in the supervisory behavior looked into the role of principals in assessing and 

evaluating teachers . As ex hibited in table 5, teachers viewed that the assessment and evaluation of 

teachers by the school principal was less effective (m=3.19) compared to the school based 

supervision committee members ' opinions (m=3.8J). Further more, using an alpha level of .05, 

independent-samples 1 test was conducted to evaluate whether the perceived behavior differed 

signi ficantly as a function of whether the ongoing assessment and evaluation of teachers by the 

school principal s was significantly in a low or high status. 

The test was significant, t(98 .96) = 5.23 , p < 000. An examination of the group means, therefore, 

indicated that teachers' mean score on the provision of feedback throughout the evaluation cycle 

by the principal was (M = 3. 19, SD = 0.6) was significantly less than the school based supervision 

committee members' mean score(M = 3.8 1, SD = 0.8) . 
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Principal s have the responsibility to assess and evaluate teachers and should provide options for 

teachers in eva luating what they do in the classroom . Eight teachers and five principals discussed 

that principals assess and evaluate the performance of teacher 's instruction. When asked how 

teacher's performance was assessed and evaluated and the purpose of the evaluation, one 

principal said that he used different assessment and evaluation tools. He also reported that the 

data from the evaluation used mostly for improvement of teachers ' profession. (P3) . Four 

principals felt that the evaluation and assessment of teachers should include multiple data sources 

and the purpose of eva luation should be for the on going progreess of teacher 's instruction. One 

school principal explained 

We used different strategies such as checklists, examining sudent 

attainment(prugres,j to see if trends emerge which indicate possible 

strengths and weaknesses in teachers' instruction and also we devised and 

teachers participated in an agreed appraisal system .... You Cannot measure a 

school's or teacher's success by a single measure such as performance on a 

test. (P4j. 

Eight teachers stated that rating and ranking teachers at one point 111 time, either in the 

beginning or at the end of the academic session of school would not address(indicate) the 

strong and weak sides of teachers. One teacher stated: 

Our school principals' assessment and evaluation of teachers was not 

progeressive and ongoing to help liS improve our performance by establishing 

teacher-principal rapport, reflect practices, instructional conferences, 

classroom observation, and analysis of teaching and learning, and application 

of findings and conclusions for providing filrther instructional support. The 

evaluation by our principal most of the time took over twice a year and 

immediate feedkack was not povided on time 10 address and improve Ollr weak 

sides. (T5j. 
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Teachers sa id that principals did not use feedbacks or data from alternative sources. One teacher 

explained 

Most of the time our school principal used a single chcklist during observation 

in our class and the purpose was simply for promotion. The principals' 

evaluation process did not include a peer group evaluation, and self­

evaluation. Our principal has less experience to take feedback from peers and 

other sources fhal provided pril7cipals with ongoing guidance about 0111' 

peljormance and information about how to improve our practices and 

professional grolll/h (T4 ). 

As indicated in table 6, in all cases of the supervisory roles of the principals, the (p values) are a ll 

less than the selected alph value 0.05 Therefore, this indicated that there were statisticaly significant 

differences between teacher and supervi sion committee members ' perceptions on the selected 

supervisory behaviors practiced by the school principals. Similarly, the critical table value t = 1.96 at 

the 005 significant levels with degrees of freedom for equal and not equal variances assumptions 

was less than the computed t value for all supervisory behaviors. 

There fore, the find ings from the interview and the survey suggasted that the school principals 

should promote teachers in providing ongoing professional development opportunities to enhance 

their instructional performance and effectiveness that also improves student learning and results . It 

was al so suggasted in the discussions that principals should provide teachers with relevant and 

appropriate instructional material s to the contents, objectives, grade levels and characteristics of 

learners. The findings from the interview and quesionnaire also indicated that principals should 

assess and evaluate teachers by using multiple sources of data such as from class room observation, 

portfolio, peer observations, parents and students and the results should be used for contineous 

professional growth(MOE,2012).The participants also indicated that there shou ld be frequent 

frequent observation and feedback by the principals. It also indicated that principals should discuss 

with teachers on areas that should would be focused during the class room observations before the 

observation sessio ns.1! was also suggested that the school goal should be designed and 

communicated by principals thaI encourage teachers towards the achievement of school 

expectations. Provision of incentives and support in the implementation of school level curriculum 

were also areas of interest by the study participanls(Blase & Blase, 1998; Blase & Roberts, 1994). 
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4.2. TeacheJ"s' Opinions on the Statistically Significant Principals' 

Supervisory Behaviors 

This section sought to fi nd out if teachers differed in their perspectives of school based instructional 

supervision based on gender and teaching experiences. Moreover, the researcher was only interested in 

comparing stati stica ll y significant supervisory behaviors based on teachers ' experiences and gender. 

Table 7. Descriptive Statistics of Teachers' Perceptions on Provision of Resources and 

Communication of School Goals by Principals 

Gender Teachingxperiencc Mean Std. Deviation N 
PR Female O-S 2.6 190 .08248 7 

6- 10 2.0000 .7 1429 7 
II-IS 2.1429 .S5787 10 
> 15 3.2759 .44678 16 
Total 3.0833 .60356 40 

Male O-S 3.7143 .67386 10 
6-10 2.5238 .08248 9 
11-15 3. 1429 1.48461 17 
> 15 2.9942 .77808 24 
Total 3.0804 .8 1684 60 

Tot.1 O-S 3.4405 .75950 17 
6- 10 2.2619 .53769 16 
II-IS 2. 8929 1.3 11 2S 27 
> 15 30989 .68466 40 
Total 3.0814 .74390 100 

CG Female O-S 4.1429 .57143 7 
6-10 2.3810 .59476 7 
11-15 3.2857 .5 1228 10 
> 15 3.91 13 .40 119 16 
Total 3.7857 .60657 40 

Male O-S 4 .3968 .51892 10 
6-10 3.8571 .75593 9 
11-15 3.2857 1. 97949 17 

>15 3.5889 .82098 24 
Total 3.7009 .88236 60 

Total O-S 4.3333 .51807 17 
6-10 3.1 190 1.01183 16 
I I-IS 3.2857 1.61624 27 
> 15 3.7088 .70942 40 
Tota l 3.73 14 .79 196 100 
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According to the participants' data and analysis in the study, the interaction between the 

explanatory variables gender and teaching experiences was not significant for the four 

supervi sory functions such as promoting professional development( F = 2.18, P = 0.96), 

provid ing incentives for teachers( F = 205, P = 0 I I), supervising instruction( F = 209, P = 

. 108), and assessing and evaluating teachers( F = 1.13, P = 0.34) . So it was concluded that 

the principals ' support with these behaviours across the four levels of teacher ' s years of 

experience was the same for both male and female teachers and the revers was true for both 

genders across the four levels of teaching experience. 

The signifi cant principals' supervisory behaviors reported by the participants were 

providing instructional resources, communicating school goals, promoting action research 

and coordinating the implementation of curriculum at the school level. The researcher was 

interested in uncovering the differences in views among teachers across gender and teaching 

experience on the four supervisory behaviors by using descriptive statistics and MANOVA 

In table 7, the descriptive stati stics reveald a significant interaction between the two factors 

among (0-5 and > 15); (I 1- 15 and > IS) years of experiences, suggesting that male teachers 

with 0-5 (m=3.71) and II - IS (m=3.14) experiences were more positively perceived the 

princi pals ' role in providing resources to achieve the organizational goals depending upon 

the gender of the teachers compared to those with >15 (m=2.99) extensively experienced 

teachers. New(0-5) and experienced(11 - 15) male teachers tend to focus most closely on 

their instructional practice, hoping to translate the classroom theory learned in their 

undergraduate or deploma programs into practice in their own classrooms. 

The notion that new teachers feel fully prepared to independently run a classroom for a full 

school year on their own is not possib le without the help of principals. As presented in table 

7, new and experienced male participant respondents indicated that they were better satisfied 

in working with principal s who are ab le and wi lling to provide relevant instructional 

resources compared to those of extensively experienced teachers. The data in table 7 

indi cated that principals were more interested in providing the instructional resources that 

help the new male teachers continually improve their performance and instructional 

effectiveness. However these conditions were reversed for femal e teachers. 
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Communicating school goals was the second sign ificant principal behavior reported by 

participants with (6- 10 and II -IS); (6-10 and > 15) years of experiences (see Table 7).The 

participants in table 7 suggested that male teachers with 6-10 (m=3.86) experiences were 

more positively perceived the principals ' role in conducting staff meetings to deal with the 

school goal depending upon the gender of the teachers compared to those with 11-

15( m=329) and > 15( m=3.59) experiences. Male teachers with slightly more experience 

(6-10 years) sti ll maintain a positive interest in communicating instructional expectations or 

goals by the school principals . Results from male participants with between 6 and 10 years 

of experience showed statistically significant principal behavior of communicating the 

school goalsThi s group of male participants indicated a relati ve satisfacion with the 

principal leadership in the area of communicating instructional expectations along with an 

interest being invo lved in some aspects of the schooL Based on these results, teachers 

between 6 and 10 years of experience appear to be more benefited in understanding the 

school cu lture and learning about what is happening on a larger scale outside of their 

classroom compared to those with 11-15 and > IS years of experience. They appeard to see 

the goal communication from the principal as a way that increased their understanding of 

the school and things that happen on a daily basis. However, these conditions were reversed 

for female teachers. Thi s also indicated that principals provide ongoing support with 

instructional resources and effective goal setting to teachers based on gender and teaching 

expen ence. 
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Table 9 Descri pti ve Stat isti cs of Teachers ' Perceptions on promoting action research and 

coordinating the school curriculum by Principals 

G ender Teach ing experience Mean Std. Deviation N 
Female 0-5 3.3810 .45922 7 

6-10 1.5714 .57143 7 
11-15 2.0000 .56212 10 
>15 3.5517 .67302 16 
Total 3.3294 .86582 40 

Male 0-5 3.984 1 .79682 10 
6-10 4.0000 .89214 9 
11-15 3.2857 1.97949 17 
>15 3.1050 .91695 24 
Total 3.2790 .99511 60 ----. -

Total 0-5 3.8333 .75797 17 
6-10 2.7857 1.48942 16 
11 -15 2.9643 1.73940 27 
>15 3.2711 .85794 40 
Total 3.2971 .94645 100 

CIOC Female 0-5 3.6667 .6441 8 7 
6-10 2.0952 .70470 7 
11-15 2.0000 .63307 10 
>15 3.7389 .54408 16 
Total 3.5476 .75477 40 

Male 0-5 3.8730 .94611 10 
6-10 4.0000 .85714 9 
11-15 3.5714 1.23718 17 
>15 3.2828 .93609 24 
Tota l 3.4129 .95615 60 ---.-. 

Total 0-5 3.8214 .85741 17 
6-10 3.0476 1.25736 16 
11 -15 3.1786 1.27975 27 
>15 3.4524 .83852 40 
Total 3.4614 .88736 100 

In table 9, the descript ive stati stics indicated a significant gender and experience interaction among (0-5 & 

> 15); (0-5 & 6- 10); (6- 10 & II-IS); (6-10 & > 15); (1 1-1 5 & > 15) participants. The findings in table 9 

suggusted that male partcipants with 0-5, 6- 10, II-IS years of experiences were more positively perceived 

the principals ' ro le in promoting action research and implementation of school curriculum by teachers 

compared to those with > IS years of experiences. Depending on the findings, this group of male participants 

positively felt that the ir pri ncipals set specific times on the school calendar for action research, establish 

gu idelines for professio nal development to include action research, create schedules so teachers can visit 
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classrooms of colleagues conducting action research on the same topic and cover classes for teachers to 

collaborate on action research compared to those of > 15 years of experience. Similarly, these 

participants(male participants below 15 years of experience) more positively felt that the school principals 

supported their participation in curriculum implementation through the revision and modification of content, 

instructional plans and materia ls of classroom instruction. The study also found that male teachers who stayed 

in the profession longer were less satisfied with their principals' role in promoting action research and school 

based curriculum implementation compared to their female counterparts . However, the patterns were reversed 

for female paricipans. 

Table 10. MANOY A table of Teachers' Perceptions on promoting action research and 

coordinating the school curriculum by Principals 

Tests of Between-Subjects Effects 

Source Dependent Variable 
Gender PAR 

CIOC 

Teaching PAR 
experience 

CIOC 
-------. 

Gender*Te PAR 
ac hingexe 

CIOC 

Error PAR 

CIOC 

a R Squared - .226 (Adjusted R Squared - .167) 
b R Squared = .181 (Adjusted R Squared = .118) 

Type III Sum 
of Squares 

5.994 

4.165 

4.256 

3.393 

14.333 

10.541 

68 .624 

63.864 

df 

1 

1 

3 

3 

3 

3 

92 

92 

Mean Partial Eta 
Square F Si9 · Squared 

5.994 8.037 .006 .080 

4.165 6.000 .016 .061 

1.419 1.902 .135 .058 

1.131 1.629 .188 .050 

4.778 6.405 .001 .173 

3.514 5.062 .003 .142 

.746 

.694 

From table 10, the F -ratios teaching experience and gender on the promotion of action research and 

school level curriculum implementation by principals are F = 6.41, and 5.06 repectively and the 

critical table values with df (3, 92) at 0.05 alph level is 2.7. Since the computed values 6.41 and 5.06 

far exceeds the criti cal table value 2.7, there was statisticaly significant opinion differences across 

years of experi ence between male and female teachers on the two supervisory behaviors in table 10. 

The findings indicated that the principal' s rol e in guiding teachers by promoting action research and 

curriculum implementation was based on gender and experiences of teachers interactively. 

As can be seen from table 10, the residuals (with in group variances) for promotion of action research 

and curriculum implementation by the principals are 0.746 and 0.694 respectively.The estimate of the 
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Chapter Five 

5. Summary, Conclusions and Recommendations 

5.1. Summary 

Based on the above major findings of the study, the following summaries are made. 

Instructional superviso ry practice require classroom visitation in order to enhance teacher 

performance and to im prove classroom instruction. The findings of the study also noted that the 

school principals were not capable enough to conduct the classroom observation. Moreover, the 

findings showed that pre- observation and post observation conference were held rarely in the 

schools. As a result, school based supervision would have been failed to contribute a lot in bringing 

professional growth, improving the teaching and learning process and student growth. As shown in 

the findings, instructional supervisory practices by the primary school principals were ineffective in 

improving instructional practices of teachers. 

In the qualitati ve study , most of the teacher respondents mentioned the principal was not effective in 

the slected supervisory behaviours for thi s study. 

Teachers highlighted that school principals did not have a pre conference pnor to classroom 

observations and therefore teachers had no idea of what the classroom observation would be focused 

on. Furthermore, teachers repOlted doubts on feedback provided at the end of classroom 

observations. Besides that, teachers drew attention to the fact that some principals did not have a 

post observation conference and feedback was not communicated within 24 hours. Moreover 

teachers pointed out that there was no clear articulation of what would happen next and what aspect 

teachers needed 10 work on. Teachers felt that principals were not able to establish a trusting climate 

leaving teachers smpicious of the whole process and due to this confidentiality issues and biasness 

became issues of cOllcern for teachers . Literature (MOE, 2012) highlights that effective supervision 

should be a collaborative and coll ecti ve effort based on the belief that teaching is primarily problem 

solving for effective student learning and teacher development. 

The findings of the study also showed that school principals were rarely practiced the strategies to 

promote teachers professional development. Most of school principals were not aware of the 
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responsibili ty they had for professional development of teaches, and failed to play their role In 

creating conducti ve environment to bring professional competence of teacher. 

Teachers also consistently reported that communicating goals about school issues was valued and 

led to enhanced performance in their instrution with students . Teachers are interested in knowing 

what is happening in their school, and with this additional information they are able to participate in 

schoolwide and even district-wide initiatives that support and enhance student learning. 

In summary, one or the most productive outcomes of effective instructional leadership is that the 

principal provides ongoing growth and improvement opportunities, guide teachers to establish the 

need and the desi re to conduct action research in their classrooms, check the positive implementation 

of curriculum and ass ist those implementing it and providing instructional resources (Glickman, 

2002). 

Overall, additional research is necessary to validate these findings and to encourage a differentiated 

approach to the development of teacher performance. 

5.2. Conclusions 

Based on the majo r findings of the study, the following conclusions are made. 

It was found thal the inst ructional supervisory practice was not effective in fac ilitating teacher work, 

in preparation and provision of teaching manuals and materials, in implementing curriculum and 

adapting the curricu lum to the school context, in providing resources and incentives, communicating 

goals, promoting professional development, supervising instruction, promoting action research and 

assessing and evaluating teachers. Therefore, it is possible to conclude that school based supervision 

was not adequately practiced in upper Government primary schools of Arbaminch town. 

The school based supervision committee members' mean score signi ficantly exceeds the teachers 

mean score in all cases of the supervisory roles of school principals. Therefore, teachers and school 

based supervision committee members perceived the roles of school principals differently. 
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Principal s must differentiate their approach to teachers based on teacher characteri stics, background, 

and particu larly the length of teaching experience and gender. Similar to students, teachers come to 

work with di verse types of skills, characteristics, and personal history. These characteristics create 

situations where principals must differentiate their approach to teachers to account for the 

differences in backgro und and ski ll s. As Glickman (2002) emphasized, the goal in all supervisory 

interactions is to use the approach that strengthens "a teacher's capacity for greater reflection and 

self-reliance in making improvements in classroom teaching and learning". Using teacher experience 

and gender as part of an effecti ve approach to supporting teachers would appear to be an important 

component of the supervisory process . The re sults of this study emphasize the necessity of 

approaching each teacher in a unique way that considers his or her individual characteristics as a 

means to enhance perfo rmance. If individual or school-wide action research is to take place, the 

principal must provide opportunities for communication and learning. 
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Item no. ITEMS SA A N 0 SO 

5. Supervising instruction :giving feedback on 

instructional strategies during observations, 

postobservation conferences, formal evaluations, 

and informal classroom visits 

5 .1 My principal does not discuss classroom 5 4 3 2 I 

observations with me. 

5.2 Post-observation conferences by my principal are 5 4 3 2 I 

just a formality 
5.3 I receive suggestions from my principal following 5 4 3 2 I 

observations . 
5.4 I am frequently observed by my principal. 5 4 3 2 I 

5.5 I receive feedback from my principal fo llowing 5 4 3 2 I 

observations. 
5.6 My principal values my input during post- 5 4 3 2 I 

observation conferences. 

5.7 Instructional conferences are not used by my 5 4 3 2 I 

orincioal. 
Item no . ITEMS 5 4 3 2 I 

6. Promoting Action research 5 4 3 2 1 

r;; 1 My principal encourages teachers make better 5 4 3 2 I 

instructional decisions through action research 

6.2 My principal hel ps teachers to design a research 5 4 3 2 I 

project individually or in group. 

6.3 My principal mob il izes teachers to reflect on their 5 4 3 2 I 

teaching practice through action research . 

6.4 My principal encourages teachers to do action 5 4 3 2 1 

research on improving their teaching strategies. 
6 .5 My principal brings in experts in action research to 5 4 3 2 I 

improve my instructional performance. 

6.6 My school principal encourages action research to 5 4 3 2 I 

advance the professionali zation of teachers 
6.7 My principa l uses action research project to bring 5 4 3 2 I 

excellence in school teachers. 



APPENDIX A-2 

Addis Ababa University 

College of Education 

INSTITUTE OF EDUCA TlONAL RESEARCH 

Dear school-based supervision committee member 

I am MA candidate at Addis Ababa University and conducting research for my thesis on the 

school-based instructional supervision in government upper primary school s in Arbaminch, 

Gamo Gofa Zone. As part of my study, I invite you to complete this survy. This survey aims to 

gather information about how you see your school principal s as instructional leaders 

By completing thi s survey, you will help in identifying the strengths and weak nesses of school 

principalship in your school and how it may be better supported . 

Your participation in thi s study is vo luntary and you will remain anonymous and your answres 

will be kept strictly confidential. 

It should take you about 20 minutes to complete the survey. Once you have compl eted the 

survey, please give it back to the researcher or data collector. 

I thank you in advance fo r your time and willingness to share your perspective in thi s study. 



, 

• 

The Principals' Instructional Supen'isory Rating Scale 

Part One: Principals' Demographic profile( please circle the number that fits you) 

Gender: I. Male 2. Female 

Teaching Experience: I . 0-5 2. 6-10 3. 11-15 . 4. Above 15 

Part Two This pal1 consists of 55 behavioral statements that describe your principals ' practices 

and behaviors . You are asked to consider each question in terms of your principals' leadership 

for this school year. 

Please read each statement carefully and circle the number that best fits the specific supervisory 

behavior or practice of your school principals during this school year. For the response to each 

statement the numbers represent: 

5 = Strongly Agree (SA) 

4 = Agree (A) 

3 = Neutral (N) 

2 = Disagree (D) 

I = Strongly di sagree (SD) 

Please circle onl y one number per question. Try to answer every question . 

Thank you. 



Item no. ITEMS SA A N D SD 

4. Providing incentives for teachers: 5 4 3 2 I 

Promoting teacher improvement and growth 

through public and private recognition of 

classroom performance, material rewards, and 

persuasIOn. 

4 . 1 Teachers are publicly praised by the principal. 5 4 3 2 I 

4 .2 The school princi pal uses faculty meetings to 5 4 3 2 I 

praise teachers. 

4 .3 The principal celebrates achievements by 5 4 3 2 I 

teachers. 

4.4 Rewards provided by the principal moti vate 5 4 3 2 I 

teachers . 

4 .5 principal recogmzes teachers for their 5 4 3 2 I 

achievements . 

4 .6 Most incentives come from sources outside of 5 4 3 2 I 

the school. 

4.7 Teachers have been praised by the principal. 5 4 3 2 I 



Item no . ITEMS SA A N D SD 

5. Supervising instruction:g iving feedback on 

instructional strateg ies during observations. 

postobservation conferences, formal evaluations, 

and informal classroom visits 

5. 1 The school principal does not discuss classroom 5 4 3 2 I 

observat ions with teachers. 

5.2 Post/after -observation conferences by the 5 4 3 2 I 

principal are just a forma lity. 

5.3 Teachers receive suggestions from the principa l 5 4 3 2 I 

following observations. 

5.4 Teachers are frequentl y observed by the principal. 5 4 3 2 I 

5.5 Tachers receive feedback from the principal 5 4 3 2 I 

following observations. 

5.6 My principal values my input during post- S 4 3 2 I 

observation conferences. 
-

57 Instru cti onal conferences are not used by the 5 4 3 2 I 

principal. 

Item no . ITEMS SA A N D SD 

6. Promoting Action research 5 4 3 2 I 

6.1 The school principal encourages teachers make 5 4 3 2 I 

better instructional decisions through action 

research. 

6.2 The school pri nci pal hel ps teachers to design a 5 4 3 2 I 

research project individuall y or in group . 

6.3 The principal mobilizes/encourages teachers to 5 4 3 2 I 

reflect on their teaching practice through action 

research . 

6.4 The principal encourages teachers to do action 5 4 3 2 I 

research on improving their teaching strategies . ./ " 



6.5 The principal brings in expert s in action research 5 4 3 2 I 

to improve teachers ' instructi onal performance. 

6.6 The school principal encourages acti on research 5 4 3 2 I 

to advance the professionali zation of teachers. 

6.7 The principal uses action research project to 5 4 3 2 I 

bring excellence in school teachers . 

Item no . ITEMS SA A N D SD 

7. Coordinating the implementation of 

Curriculum 

7. 1 The school principal monitors the classroom 5 4 3 2 I 

curri culum to see that it covers the school ' s 

curricular objectives . 

7.2 The principal assists teachers in lesson planning. 5 4 3 2 I 

7.3 The principal assists teachers III developing 5 4 3 2 I 

instructional goals and objectives 
7.4 The principal assists teachers III 5 4 3 2 I 

developing/selecting instructional materials . 

7.5 The principal helps teachers to evaluate curricul a 5 4 3 2 I 

and suggest changes to meet the students ' needs . 

7.6 The principal encourages teachers to use 5 4 3 2 I 

appropriate methods of teaching. 

7.7 The principa l assists teachers III evaluati ng 5 4 3 2 I 

student performance. 



Item ITEMS SA A N 0 SO 

no. 
8. Evaluating Teachers 

8.1. The school principal evaluates the performance 5 4 3 2 I 

of teachers. 

8.2. The school principal uses eva luat ion as a means 5 4 3 2 I 

for teacher improvement/development 

8.3. The school principal eval uates teachers only 5 4 3 2 I 

through their classroom performance. 

8.4. The principal overemphasize summative 5 4 3 2 I 

evaluation. 

8.5. The evaluation of teachers by your school 5 4 3 2 1 

principal only looks for teachers' mistakes. 

8.6. The school principal uses more than one source 5 4 3 2 I 

in evaluating teachers. 



APPENDIX B-1 

Addis Ababa University 

College of Education 

INSTITUTE OF EDUCA TIONAL RESEARCH 

Interview Protocol to Teachers 

The aim of the interview is to explore the principal' supervisory role in government upper 

primar'y schools of Arbaminch town, Garno Gofa Zone, The infor'mation obtained from the 

interview will be used to support and tr'iangulate the data and the findings/results from the 

survey and the transcripts from the principals, The data obtained will be used for research 

purpose only, Thank you in advance for your cooperation. 

Questions: 

I . Can you tell me the specific examples of professional development opportunities 

available to you by your school principal? 

2. Can you give me specific examples of the major resources provided by your principal to 

support your instruction? 

3. Can you give me the specific examples of how your school principal has communicated 

the school goals/mi ssions to the school teachers? 

4. Can you tell me the specifi c situations how your school principal has recogni zed and 

rewarded teachers for their performance? 

5. Can you tell me about your principal ' s instructional interactions with you/ school 

teachers as a whole? 

6. Would you tell me the time your principal has helped you/ school teachers conduct action 

research to bring changes in your/their instructional performance? 

7. Would you tell me about the situation your principal has helped you/your school teachers 

du ring the implementation of the school curriculum? 

8. Wou ld you tell me how you r school principal has decided/evaluated the perfo rmance of 

teachers and for what purpose he uses it ? 



APPENDIX B-2 

Addis Ababa University 

College of Education 

INSTITUTE OF EDUCA TIONAL RESEARCH 

Interview Protocol to Principals 

The aim of the interview is to explore the principal' snpervisory role in government upper 

primary schools of Arbaminch town, Garno Gofa Zone. The information obtained from the 

interview will be used to support and triangulate the data and the findings/results from the 

survey and the transcripts from the teachers. The data obtained will be used for research 

purpose only. 

Thank you in advance for your cooperation. 

Questions: 

I . Can you tell me the specific examples of the professional development opportunities 

available to teachers in your school? 

2. Can you give me specific examples of the major resources provided to teachers in your 

school to support their instruction? 

3. Can you give me the specific examples of how you have communicated your school 

goals/ missions to the school teachers? 

4. Can you tell me the specific situations how you have recgnized and rewarded your school 

teachers for their performance? 

5. Can you tell me about your instructional interactions with your school teachers? 

6. Can you tell me the time you have helped your school teachers conduct action research to 

bring changes in their instructional performance? 

7. Would you tell me about the situation you have helped your school teachers during the 

implementation of school curriculum? 

8. Would you tell me how you have decided/determined the performance of teachers and 

for what purpose you use it? 



APPENDIX B-3 

Addis Ababa University 

College of Education 

INSTITUTE OF EDUCA TlONAL RESEARCH 

Interview Protocol to Supervisors 

The aim of the interview is to explore the principal' snpervisory role in government upper 

primary schools of Arbaminch town, Garno Gofa Zone. The information obtained from the 

interview was used to support and triangnlate the data and the findings/res nits from the 

survey and the transcripts f.-om the principals. The data obtained will be used for research 

purpose only. 

Thank you in advance for your cooperation. 

Questions: 

I . Can you tell me the specific examples of professional development opportunities 

available to teachers by the school principals? 

2. Can you give me specific examples of the major resources provided by the school 

principals to support teachers instruction? 

3. Can you give me the specific examples of how the school principals have communicated 

the school goals/missions to the school teachers? 

4. Can you tell me the specific situations how the school principal s have recognized and 

rewarded teachers for their performance? 

5. Can you tell me about the principals ' instructional interactions with the school teachers as 

a whole? 

6. Would you tell me the time the school principals have helped teachers conduct action 

research to bring changes in their instructional performance? 

7. Would you tell me about the situation principals have helped school teachers during the 

implementation of the school curriculum? 

8. Would you tell me how the school principal s have assessed and evaluated the 

performance of teachers and for what purpose they use it ? 



Declaration 

I here by declare that this thesis is my own original work and has not previously been submitted 

to any other institution of higher education. I further declare that all sources cited or quoted are 

indicated and acknowledged by means of comprehensive li st of references . 

Signed : . 

Date: 

(Paulos Dea Sedisso) 

This thesis has been submitted for examination with my approval as 
university advisor 

Name: GIRMA LEMMA 

Signature : . 

Date: 


	MX-M464N_20181016_204115
	MX-M464N_20181016_204141
	MX-M464N_20181016_204155
	MX-M464N_20181016_204210
	MX-M464N_20181016_204236
	MX-M464N_20181016_204311
	MX-M464N_20181016_204327
	MX-M464N_20181016_204345
	MX-M464N_20181016_204401
	MX-M464N_20181016_204429
	MX-M464N_20181016_204451
	MX-M464N_20181016_204535
	MX-M464N_20181016_204612
	MX-M464N_20181016_204646

