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Identifying improvements in supervision practices in
Ethiopian primary schools: A pragmatic perspective

Eshetu Mandefro
Hawassa University, Ethiopia

This article scrutinises the gaps in supervision practices in primary schools in Ethiopia. It
examines the support being provided to teachers by supervisors, in three areas, teaching
principles, teaching methods, and professional development. A mixed-methods design
was used with questionnaires and semi-structured interviews. Questionnaires were
completed by 382 in-service postgraduate diploma primary school principals and
supervisors in the Department of Educational Leadership and Management at Hawassa
University, Ethiopia in the 2018-2019 academic year. Semi-structured interviews were
conducted with 12 purposively selected senior principals and supervisors. Results
showed deficiencies in supports provided by supervisors to teachers in the three areas.
The study suggests that in teaching and learning activities, supervisory support plays a
very significant role in empowering teachers and contributing to improvements. So, the
quality of teaching depends to some extent on the quality of supervision practices.
Therefore, the Ethiopian government and stakeholders should give greater attention to
improving the competency of supervisory staff, who are vital assets in striving for better
quality education.

Introduction

In the era of globalisation, improving the quality of education is an increasingly important
concern everywhere in the world. Education is critical for creating quality human capital
which can respond to the demands of globalisation in social, economic, political, and
technological activities (Fessehation & Peng, 2019; Abulencia, 2015; UNESCO, 2015a;
Misra, 2012). However, education is beset with a multiplicity of changes and
developments in sociopolitical, economic, technological, and academic spheres (Bongco &
David, 2020; Eshetu, 2019; UNESCO, 2015b; Lunenburg, 2010; Aggarwal & Aggarwal,
1985). Accordingly, to attain the desired goals, education must attain an adequate quality.

In this regard, one of the most important indicators of the quality of education is the
quality of teaching and learning processes which is determined by the quality and
competency of teachers. Teachers who have an adequate subject and pedagogical
knowledge UNESCO (2015b) are essential to ensure the quality of teaching-learning
provided in schools. Recognising this imperative, UNESCO (2015b) recommended that
all countries ensure that qualified, professionally trained, motivated, and well-supported
teachers should available to address today's education challenges in the wotld.
Notwithstanding its importance, currently the quality of education in Ethiopia is under
serious challenges. These include inadequate teaching competency and inadequate
pedagogical content knowledge amongst teachers, inadequate support systems (Eshetu,
2019; UNESCO 2015b); and difficulties with language, especially English in use as the
language of instruction, (Eshetu, et al., 2016).
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An extensive literature has indicated that professional competencies of teachers,
leadership, supetvision and support system, students' characteristics, parental
involvement, instructional resources, institutional factors, the language of instruction, and
policies, are major factors contributing to the quality of teaching and learning. Among
those, pethaps the most important factor, with a long-lasting impact on students' learning,
is the teachers (UNESCO, 2015a; UNESCO, 2015b; Stronge, 2007). This indicates that to
ensure the quality of teaching and learning in schools, teachers should continuously
improve their teaching competencies. What a teacher learned at school, college, and the
university is only a beginning of knowledge. In this regard, all teachers require continuing
support through professional development programs, from government, development
partners, supervisors, local administrative echelons, to enable them to reflect on better
teaching practices, foster motivation and help them to adapt to the dynamics of

educational changes resulting from technology, globalisation and other societal trends
(Eshetu, 2019; UNESCO, 2015b).

Recognising the importance of a well organised and structured support systems in
schools, numerous studies have illustrate how supervision can meet developmental needs
of teachers, help ensure effective working conditions, and provide them with information
and resources that facilitate classroom practices to ensure students' learning and
achievement (Tsakeni, Munje & Jita, 2020; Pineda-Baez, Bernal-Luque, Sandoval-
Estupifian & Quiroga, 2019; Eshetu, 2019; Habtamu & Eshetu, 2019; UNESCO, 2015b;
Zepeda, 2010; De Grauwe & Carron, 2007; Glanz, 2005; Nolan & Hoover, 2005;
Sergiovanni & Starratt, 2002; Sullivan & Glanz, 2000; Glickman, Gordon & Ross-Gordon,
1998; Beach & Reinhartz, 1989).

Indeed, improving the quality of teaching and learning is multifarious, and it demands
high efforts and commitment of teachers and supervisors. However, teachers are in the
centre of the teaching improvement process, and supervisors are considered as driving
forces that stimulate, support, guide and facilitate the commitments of teachers towards
the improvement of the teaching and learning process in the schools. Thus, to make the
supervision practices productive and result-oriented, the competencies of supervisors in
using sound principles, techniques, methods, models, tools, and processes of supervision
are paramount. Similarly, the way teachers gain professional support from supervisors and
apply their supervisor's feedback is vital in the outcomes of supervision practices (Firth &
Pajak, 1998).

Although it has been more than eight decades since educational supervision was
introduced into the Ethiopian education system, it has not been contributing as much as it
could to improving the quality of teaching and learning in primary and secondary schools
(Eshetu, 2019). Currently, supervision practices in Ethiopian primary and secondary
schools are implemented at three levels. The first level of supervision is called school
inspection which is carried out by the inspectorate division of district (woreda) education
offices. These work units have been conducting a full inspection of all schools every one,
two, or three years. Its main purpose is to evaluate the overall performance of the school
improvement program and determine the status of each school based on a four-step
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grading scale, successful (4); in progress (3); at the beginning stage (2) and in the
preparation stage (1).

The second level of supervision is school-based or in-built supervision. This type of
supervision is less formal and it has been conducted by school principals, department
heads, and senior teachers with the purpose of mentoring and providing professional
support to novice and under-performing teachers in the schools. The third level of
supervision is cluster supervision. This is more formal and is carried out by a cluster
resource centre supervisor, who is assigned to provide supervision support to 3 - 5
schools organized in the same cluster. Thus, this study has been focused on this type of
supervision practice, based on the pragmatic perspectives of the research paradigm.
Cluster supervision is a formal supervision system aiming to provide supervision support
to teachers and other school personnel in administrative and pedagogic activities. This
type of supervision exists in southern and eastern Africa, including Ethiopia (UNESCO,
2015b). The purpose of school clustering is organising 3 - 5 closer schools together, to
provide administrative and pedagogic support to teachers and school leaders, by creating
additional leadership structures closer to the school level (Giordano, 2008; UNESCO,
2011; De Grauwe, 2001)., It is considered as an effective decentralised means of education
management, with meaningful community participation in school affairs (Kasahun &
Mitiku, 2017). In this regard, the roles of cluster supervisors are vital for ensuring
curriculum implementation, providing support to teachers and school leaders, conducting
research, program evaluation and monitoring, and coordinating the overall education
quality improvement activities in the school system (Tesfaw & Hofman, 2014).

In Ethiopian primary and secondary schools, cluster supervisors are expected to
undertake three core functions: support school leaders and teachers in administrative and
pedagogical activities, control the overall school activities and the implementation of
different educational programs, and serve as liaison agents disseminating reforms and
ensuring their implementation in schools. However, experience shows that concerns
about supervision in Ethiopia have focused more on administrative matters than on
pedagogical support for teachers (Eshetu, 2019; UNESCO, 2015b). According to
information this researcher has obtained from reviewing literature and work by students in
undergraduate, postgraduate and professional development programs at Hawassa
University, many supervisors are working without having adequate foundation training,
and the skills and knowledge required to support teachers in the schools. Furthermore,
some individuals have been posted to supetrvisory positions without having any
foundation training in education and teaching experience. For individuals to be posted to
a supervisory position, being a teacher is not enough; they need to have adequate
experience in leadership positions in schools. But some individuals who have been
working in organisations other than educational institutions have become supervisors in
schools after being demoted from their previous positions. Recognising these kinds of
problems, this study aimed to identify gaps in supervision practices in Addis Ababa,
Oromia, and the Southern Regional States, presenting evidence that contributes to reform
in Ethiopia's education systems. Adopting a pragmatic perspective, this study seeks to
answer the research question:
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What are the gaps in supervision support for teachers, concerning teachin
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principles, teaching methods, and professional development in primary schools
in Ethiopia?

Method

Research design

A mixed-methods design was deemed to be most suitable for this study because it is used
to integrate more than one research approach to collecting data within a single study
(David and Sutton, 2004). Data collection was accomplished during the first semester of
the summer program in the 2018-2019 academic year.

Participants

The participants were selected to represent two different groups. Firstly, school principals
and deputy principals who were receiving supervision support from cluster supervisors,
and secondly, cluster supervisors who were providing supervision services for school
principals and deputy principals. The participants were from three regions of Ethiopia,
Addis Ababa, Oromia, and the Southern Regional States. The questionnaire respondents
comprised 382 first-year students in the Department of Educational Planning and
Management, College of Education, Hawassa University, including 142 principals and 240
supervisors, whilst the interviewees were six senior principals and six senior supervisors
from the same program.

Data collection instruments

The questionnaire used a 5-point Likert-style scale and contained 25 items divided into
three themes, teaching principles (10 items), teaching methods (7 items), and professional
development (8 items) (Appendix A). The content validity of the items was checked by a
professor in the field at Hawassa University. The reliability of the items was tested after a
pilot test was conducted at one primary school in Hawassa City. The aggregate reliability
test value of Cronbach's alpha in the three dimensions was 0.90 (37 responses), so the
instrument was considered reliable according to Santos (1999). The interviewing phase of
the study used semi-structured and non-directive questions (Appendix B). Questions were
based on the theoretical framework and the opinions of an expert in this field. With
consent from the participants, interviews were audio-recorded and transcribed for analysis
using MS Word. Interview durations were approximately 50-60 minutes. During the
interviews, some new questions for more discussions of diverse topics and understanding
phenomena in depth were made as delineated by Glesne, (2011).

Data analysis
Data collected through questionnaires were analysed using SPSS 1720. With this 5-point

Likert type scale, the mean value was interpreted as 4.21-5.00 "Strongly agree"; 3.41-4.20
"Agree"; 2.61-3.4 "Partly agree"; 1.81-2.60 "Disagree"; and 1.00-1.80 "Strongly disagree",
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(Arcagék & Yimaz, 2020). To measure the statistically significant differences between
variables an independent sample t-test, and one way ANOVA were computed. The
analysis of the qualitative data was done according to qualitative narrative written
techniques as delineated by Creswell (2014). Member checking of the accuracy of the
transcriptions was enabled. School principal interviewees were anonymised as P1, P2, P3,
P4, P5 and P6, and supervisor interviewees as S1, S2, S3, S4, S5 and S6.

Findings
Findings from questionnaires

To trace the gaps in supervisory support to teachers, three areas were examined. Results
are summarised in Table 1.

Table 1: Perceptions of respondents on supervisory support to teachers in three areas

Respon- Aggregate
e dent o | e | Y Mean | SD df t p
Teaching Principals 142 | 2.360 | .676 | 2.357 [0.672 381 154 .674
principles Supervisor 240 | 2.349 | .661
Teaching Principals 142 | 2.519 | .727 | 2.513 | 0.722 381 1.673 351
methods Supervisor 240 | 2.510 | .717
Professional Principals 142 | 2.447 | 710 | 2.477 | 0.718 381 .673 562
development | Supervisor 240 | 2488 | .722

Table 1 shows that both groups of respondents rated supervisory support to teachers on
the three ateas as "disagree", the aggregate mean value for all dimensions being between
1.81 and 2.60. Thus the majority of respondents perceived that supports provided by
supervisors to teachers in primary schools of the three regions are not effective.

An independent sample t-test was computed to decide whether perceptions of supervisory
support differed between the two groups of respondents. No significant differences were
found for teaching principles, teaching methods, and professional development [t (381) =
154, p > .05; t (381) = 1.673, p > .05; and t (381) = .673, p > .05; respectively|. Thus, it is
understandable that supervisors in primary schools in the three regions are not playing
effective roles in supporting teachers with respect to teaching principles, teaching
methods, and professional development.

A one-way ANOVA test was also used to determine whether there were significant
differences in the perceptions of respondents (Table 2). Results show that there were no
significant differences [F (2-379) = 0.623, p > 0.05; F (2-379) = 0.194, p > 0.05; and F (2-
379) = 2.195, p > 0.05, respectively]. Perceptions of support given to teachers by
supervisors did not differ across three regions.
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Table 2: Perceptions of respondents on supervisory support to teachers across regions

Dimension Variance S off df —a F Slg.' 2
squares square tailed
Teaching principles Between groups .041 2 .020 .623 537
Within groups 12.370 379 .033
Total 12.410 381
Teaching methods  Between groups .037 2 .018 194 .824
Within groups 35.726 379 .094
Total 35.763 381
Professional Between groups 282 2 141 2.195 113
development Within groups 24334 379 064
Total 24.616 381

Findings from interviews

All principals and supervisors who participated in the interviewee had more than ten years
experience in teaching, school leadership, and supervision. Findings are presented below
under a heading for each dimension.

Teaching principles

To examine the supports being provided by supervisors to teachers on the dimension of
teaching principles, some specific principles were considered in the interviews (Appendix
B). All the twelve interviewees shared the concept that the application of these teaching
principles requires extensive support from supervisors. However, most of them indicated
that there are knowledge gaps in many supervisors' support concerning teaching principles
in a classroom. Supervisor interviewees S1, S2, S4 and S5 considered that many
supervisors focused more on administrative matters than on pedagogical supports for
teachers. Regarding his role, S6 said that:

... I believe that a supervisor must guide and work with teachers. But in my supervision
task, I did nothing on this aspect of pedagogical support to teachers. Because, of this my
supervision plan does not consider the supports to be provided to teachers about the
application of teaching principles. (S6)

On the other hand, school principal interviewees P1, P2, P3, P4 and P6 disclosed that
most supervisors are busy in administrative tasks, collecting information using checklists
prepared by the education office rather than providing pedagogic support to teachers,
including teaching principles. For example, "many teachers in Ethiopian primatry schools
today entail extensive support from supervisors" (P1); because "they lack the pedagogical
content knowledge PCK" (P3) and skills in the selection and application of the pertinent
"teaching principles to each content of the lesson" (P4). In this case, supervisors must
wotk with teachers to upsurge the "understanding of teachers' PCK including the
application of the teaching principles in the system" (P0).
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Concerning trends in the application of teaching principles in their schools, P5 and S3
noted that the application of teaching principles in the classroom was a novel concept to
them. They didn't have information about whether supervisors should guide teachers to
apply the aforementioned teaching principles in their schools. P5 said that:

... in my experience, I have to work with many supervisors; but until today [the day of
interview], no supervisors had discussed with teachers or me about teaching principles
and its application in my school. (P5)

Regarding skills in supporting teachers to apply teaching principles in the classroom, S1,
S4 and S6 admitted skill gaps in how to guide teachers. S3 said:

... to tell you the truth, I didn't think about the above mentioned teaching principles to
be applied by teachers in the classroom. (S3)

Teaching methods

Teaching methods are the driving forces that bridge and move the activities of teachers
and students towards the desired goals. Teaching methods serve as routes through which
knowledge, skills, and attitudes pass and reach students. Regarding the roles of supervisors
in guiding teachers to use more diverse teaching methods, P1 confirmed that "... in the
Ethiopian context, supervisors should guide teachers to use varieties of teaching methods
because all teachers in the same school may not have apt skills in selecting and using
varieties of teaching methods to the different content of the lesson" (P1). A few
supetvisors rarely "observe teachers in the classtoom and suggest they use a vatiety of
methods" (P4), but are not indicating the strategies on "how to select and use them in a
different context" (P6). Some supervisors had seen teachers' annual or lesson plans and
suggested use of a variety of methods (P1). During conducting the school visitation "my
cluster supervisors said nothing to teachers to use varieties of teaching methods in the
classtoom" (P5).

In the same way, interviews with supervisors revealed knowledge gaps and a shortage of
time to support and work with teachers to use different teaching methods. S1, S2, S3, S5
and S6 confirmed "... how many supervisors today have more knowledge than teachers in
selecting and using apposite teaching methods in a specific lesson" (S1); "I am afraid
about the supervisors' understanding to support teachers towards selecting and using
different teaching methods to the different content of the lesson" (S5); "Sometimes I am
encouraging teachers to use different teaching methods in the classtoom" (S6).

In the same way, S1, S2, S3 and S5 said "... T and my colleagues don't think about
pedagogical supports including selecting and guiding teachers to use appropriate teaching
methods in the classroom" (S2); because "we don't have enough time to obsetrve
classtooms and discuss instructional processes" with teachers (S3). Most supetvisors
assigned to suppott teachers "focused on routine tasks" that are not associated with
supetvisory work (S1); the "time they devote to pedagogical support including selection
and utilisation of teaching methods with teachers is very limited or not at all" (S5).
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Professional development

Professional development in this article refers to all forms of learning experiences and
deliberate activities that contribute to the improvement of teachers' competencies.
Teachers should undergo staff development to learn new pedagogical skills or to improve
existing skills. For these purposes, supervisors should be central to facilitating all aspects
of teacher development schemes. Bearing this in mind, this study aimed to investigate the
roles of supervisors in supporting teacher professional development activities.

It has been noted by all interviewed principals that supervision must play a key role in
enhancing professional development for teachers. Supervisors should demonstrate
conceptual, human, diagnostic, and technical skills in supporting teacher professional
development goals. P1, P2 and P3 expressed their feelings, "... many supervisors ate not
competent enough to provide support to improve the professional development of
teachers in the cluster schools" (P1); "I have had chances to work with many supervisors
and I knew a few of them are competent and supporting teachers on professional
development goals" (P6); "some cluster supervisors have difficulty understanding
supervisory activities and demonstrating the skill gaps in generating novel ideas and
providing support to teachers on the professional development activities in the schools
they are assigned to supervise" (P2). Also, (P4) said:

... I'am not confident to say that, some supervisors providing integrated support to
teachers to improve the professional development activities in the school; because some
of them are not competent to discharge supervisory roles in the professional
development activities of teachers in the schools they are assigned to supervise. (P4)

Another participant (P3) said:

... currently, there is continuous professional development (CPD) program in all
Ethiopian primary schools but it is not effective because cluster supervisors don't
support the program as it is indicated in the CPD guideline prepared by the Ministry of
Education in 2009. (P3)

On the same scenario P5 noted:

... presently there is a CPD program in all primary and secondary schools, but it is not
well organised and supported by educational leaders including school principals and
cluster supervisors. (P5)

In the same way, the interviewees complained that there are no policy guidelines
stipulating the working relationship between teachers and supervisors concerning
professional development activities in schools. Concerning this, interviewee principals P2,
P3 and P4 noted, "... several teachers do not recognise supervision as a means to support
their professional development" (P2); "... thete is no clear policy or guidelines which
delineate the working relationship between teachers and supervisors on professional
development activities in the school" (P3); there is no cleat policy that stipulates the roles,
responsibilities, and accountability for cluster supervisors how to lead and support teacher
professional development programs ..." (P4).
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P2 claimed that:

... there is no apparent job description and job specification which defines the roles, and
responsibilities of cluster supervisors regarding the teachers’ and school leaders’
professional development activities in primary or secondary schools. I think, this
situation adversely affecting the teachers’ continuous professional development initiative
in primary schools throughout the country.

On the other hand, most of the interviewed supervisors indicated that the core role for
supervision is supporting teachers to deliver quality instruction in the schools, though
many factors are affecting their support for teachers in cluster schools. Some (82, S3 and

S6) noted, "... there is no clear position attributed to supervisory staff with clear-cut
authority and responsibility in the structure of educational leadership and management
including the strategies to manage professional development activites ..." (S2);

"Supervisors [are| assigned to the supervisory position from the principal or teaching by
the district education office”" (S3); then "district (woreda) education offices prepare
checklists and supervisors [are] supposed to follow up on the activities of schools
depending on the checklists" (S6); "I think the checklists are considered as the job
description of supervisors ... in the checklists there are no defined strategies [that] guide
supetvisors to suppott teacher professional development activities" (S6).

On the same concept, S4 and S5 said:

... professional development issues of teachers and the strategies to be used by
supervisors are either neglected or too loose in the checklists prepared by the district
education office. Therefore, as a supervisor, I am entirely focused on the list of activities
given to me from head office. I believe that am not effectively supporting teachers
towards professional development goals; because it is not clearly defined in the checklists
that guide my activities in the schools. (54)

... to tell you the truth, some school principals are reluctant to work with supervisors not
only to support the professional development activities of teachers but also to the other
school activities. This is because supervisors do not have a legally approved position in
the school leadership and management. (S5)

Discussion

One of the dimensions this study has focused on is teaching principles that represent the
fundamental theories and guidelines that teachers must apply during instruction to enable
more meaningful learning. Application of teaching principles is demanding upon technical
responsibilities and professional competencies of teachers. To examine the supports being
provided by supervisors for this dimension, some specific principles were considered in
the questionnaires and interviews. As a proponent of pragmatism, the author of this study
believed that supervisors should be proficient in all aspects of pedagogical practices,
including the application of teaching principles, because this entails extensive practical
support for teachers from supervisors. However, data collected through questionnaires
indicated supervisors in primary schools are not playing effective roles in supporting
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teachers in the dimension of teaching principles. Similarly, interviews with principals and
supervisors indicated that there are knowledge gaps in many supervisors' supporting of
teachers concerning classroom teaching principles.

Considering the findings of this study, the author advises that supervisors should support
teachers to implement basic teaching principles, for example connecting classroom
instruction with the life experiences of students. Supervisors should support teachers in
this principle, because students come to school with some sort of previously acquired
knowledge and experience. Connecting lessons with students' life experiences helps them
to assimilate new information (Delvin, et.al, 2012; Nolan & Hoover, 2005; Day, 1999).
Likewise, to attain integration into society, students have to be taught about various
existing conditions, so classrooms become active places to adjust students towards
society's desired directions. Supervisors should also support teachers to prepare
instruction based on the syllabus, because this principle helps teachers use the
instructional resources (e.g. time, energy, materials...) effectively and efficiently. Similarly,
supervisors guide teachers to integrate their instruction across different subjects, because
concepts a student has acquired from one subject may assist easier understanding of
similar concepts in other subjects (Matejka & Kurke, 1994). Finally, this study
acknowledges that supervisors should guide teachers to create active engagement of
students in the classroom, and work with teachers to attain an all-rounded development of
students in the school.

Regarding supports provided by supervisory teachers to use a variety of teaching methods
in classrooms, this study confirms that supervisors do not effectively support teachers in
the schools. Teaching requires its practitioners to clearly understand what should be done
to bring about best learning for students (Gerges, 2001). So teachers should be highly
proficient in teaching skills (Kolb & Kolb, 2005; Marshall, 1991), which include a sound
knowledge of strategies and techniques available, and an ability to select and use, based on
familiarity with the learners and an understanding of learning theories and their
application (Felder & Brent, 2013; Alaka, 2011). In this regard, this study acknowledges
that supervisors must support teachers to harmonise the classtoom activities of both
teachers and students by using appropriate teaching methods.

Regarding supports provided by supervisors for professional development activities, this
study confirmed that supervisors do not effectively support teachers in the schools.
Unfortunately, this study indicates that the main role of supervisors in primary schools of
Addis Ababa, Oromia, and the Southern Regional States is the collection and
dissemination of information between school and district (woreda) education offices. The
method of disseminating across the three regions is the same, using checklists prepared by
education offices. This kind of supervision is not developmental, psychological and
evidence-based for supporting teachers' professional development goals.

Considering the findings, the author of this study acknowledges that quality supervision is
an imperative for quality teaching, which is the prime instrument for attaining quality
education. Consequently, supervisory staff should play very significant roles in shaping the
ideas, habits, attitudes, interests, and values of teaching staff towards quality education. To
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attain the desited improvement, supervision practices need to become more
developmental, evidence-based and well planned to inspire teachers towards quality
teaching and improved skills and attitudes.

Conclusions and implications

Considering the participants' outlook from questionnaires and interviews in the
application of teaching principles in the teaching-learning process, supervisors are not
providing the required professional support to teachers in primary schools in the regions
of Ethiopia sampled. Supervision practices in these regions have been dominated by
traditional approaches to supervision, such as the collection of information, too many
tasks for supervisors being unrelated to supervision objectives (support, advice, guidance,
...), and supervisors being too busy on administrative tasks, so that pedagogical support
to teachers became neglected. This situation adversely affects the quality of education in
Ethiopian primary schools. Therefore, the author suggests that the government,
development partners, international donors, higher education institutions, and those who
are striving to achieve the UN's Swustainable Development Goals (United Nations, n.d.) should
recognise the problems and make supervision practices more developmental, more
evidence-based and more practical, to better contribute to quality improvement in the
Ethiopian education system.

On the other hand, supervisors should recognise that effective supervisory support
concerning teaching-learning processes can create positive attitudes towards supervision
practices. Based upon this study, the author suggests that supervisors and the education
department which oversee the overall education system at local and national levels, must
understand the underlying reasons for undertaking the supervision function, as
interviewees have identified policy gaps. The author suggests that government should
have a clear policy which defines the organisation and structure of supervision practices
throughout Ethiopia, with cleatly and logically defined job descriptions for supervisors,
principals, and teachers. A well-defined job description can reduce role conflict between
supervisors and principals, and also separate administrative tasks from pedagogical tasks,
to allow supervisors to concentrate on crucial pedagogical issues rather than be overly
focused on urgent administrative tasks.

Regarding the supervisory support for teachers to use a variety of teaching methods in the
classroom, this study confirmed that supervisors do not effectively support teachers in the
three regions included in this study. In the instructional process, the teaching method
considered as the lifeblood which makes teaching interesting for learners. To design and
select appropriate teaching methods for specific lessons teachers should have skills and
knowledge. Also, the teacher's creativity, flexibility, commitment, and self-assessment
must be taken into account. As it is indicated in the introductory section, many teachers
have gaps in pedagogical skills to do so. Therefore, the federal and regional governments,
national and international partners, universities and colleges of education should create
different mechanisms to improve the capacity of cluster supervisors in introducing new
approaches of supervision practices and models used to support teachers to use a variety
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of teaching methods depending on the content, objectives and the context to which
teaching-learning process carried out.

It has been acknowledged that there is a direct relationship between supervision and the
professional development of teachers. However, from this study it could be concluded
that primary school teachers have not been supported effectively with respect to
professional development. The author believes that supervisors should not always be the
designers of professional development goals for teachers; individual teachers should have
scope to plan and design their professional development goals. In this context, one role
for supervisors is to help teachers explore all possible alternatives and plans for their
career development.

The findings from this study provide evidence that the efforts made by the government to
date to improve supervision practices in Ethiopian schools have been prescriptive and
inadequate. Accordingly, this study suggests that supervisory support plays a significant
role in empowering teachers, which contributes to the improvements in teaching and
learning processes. In this regard, the quality of teaching depends to some extent on the
quality of supervision practices, which in turn depend on the quality of supervisors.
Therefore, the Ethiopian government and stakeholders should give greater attention to
improving the competency of supervisory staff, who can be vital assets in striving to
obtain a better quality education at primary and secondary levels in Ethiopia.
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Appendix A: Survey items

Directions: ~ Dear respondent,
Please read each item carefully. Then put a “\" mark under suggested alternatives
which most likely represent your opinion within the boxes as:
1 = Strongly disagree; 2 = Disagree; 3 = Undecided; 4 = Agree; 5 = Strongly agree

Dimension one: Teaching principles

Item |Supervisors support teachers to: 1 213145

1 |connect instruction with the life experience of the student

relate instruction to life in society

apply instruction to the real-life situation of learners

prepare instruction based on the syllabus

integrate instruction in different subjects

increase the role of students in their learning

make instruction bring all-rounded development for students

base instruction on students’ abilities and learning pace

O | 0| I || B~ |

make the instruction existing and clear to students

10 |use continuous assessment of learning

Dimension two: Teaching methods

Item |Supervisors support teachers to: 1 213145

1 |design suitable teaching methods based on the lesson

2 |use a variety of teaching methods based on the objectives

3 |use instructional technology in the classroom
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become familiar with the updated school curriculum

4
5 |be involved in the curriculum improvement process
6

use research findings to improve the teaching process

7 |carry out different co-curricular activities in the school

Dimension three: Professional development

Item |Supervisors support teachers to: 1 12 |13 |4 |5

1 |be aware of current education policies, programs and strategies

self-learning activities to update their professional experience

improve professional growth through in-service training

identify and plan their professional development needs

conduct action research to solve problems affecting their work

apply professional development activity based on their plan

share experience with colleagues

| d|[ || B~ ]

use feedback from others regularly

Appendix B 1: Interview items for school principals

1. How supervisor support teachers to apply the following teaching principles in your
school?
* connect instruction with the life experience of the student
* prepare the instruction based on the syllabus.
* integrate instructions on different subjects
* increase the role of the students in the instruction
* make instruction to bring all-rounded development pupils
* make the instruction based on the students’ abilities and learning pace
* make the instruction existing and clear to students, etc.
2. What are the practices being petformed by supetvisot/s in supporting teachers to use
different teaching methods in your school?
3. What are the practices being performed by supetvisor/s in supporting teachers to
enhance the teachers’ professional development activities in your school?

Appendix B 2: Interview items for supervisors

1. How do you support teachers to apply the following teaching principles in the
classroom?
* connect instruction with the life experience of the student
* prepare the instruction based on the syllabus
* integrate instructions on different subjects
* increase the role of the students in the instruction
* make instruction to bring all-rounded development pupils
* make the instruction based on the students’ abilities and learning pace
* make the instruction existing and clear to students, etc.
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2. What are the practices you are performing to support teachers to use different teaching
methods in the schools?

3. What are the practices you are performing to support teachers to enhance the teachers’
professional development activities in the schools?
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