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ABSTRACT 

This study assessed the effectiveness of subject panels in enhancing teachers‟ 

professional development in secondary schools in Tanzania. It was influenced by the 

Zanzibar Education Vision 2020 that made the revival of subject panels as strategy 

for upgrading teachers‟ skills to solve the challenges in implementing the curriculum 

at school settings. The study was guided by Social Learning Theories postulated by 

Vygotsky (1978) and System Theories by Senge (1990) and it was embedded with 

various communal learning models such as Lesson Study by Stigler (1999), Peer 

Couching Learning Model by Knight (2007), and Social Learning Models for 

teacher professional development by Sparks and Loucks (1989). The cross-sectional 

survey design was employed to collect data through a survey of 80 respondents from 

10 secondary school teachers using interviews and questionnaires methods. 

Qualitative data were analyzed through content analysis while quantitative data were 

analyzed statistically using descriptive and inferential techniques with the aids of 

SPSS Version 21. Also, Statistical Analysis System (SAS) and Microsoft Excel were 

highly used. The findings of the study revealed that teachers have good 

understanding on the conception of subject panels and there is effectiveness of the 

activities assigned by subject panel teachers. Further, there is moderate level of 

teachers‟ commitment towards their subject panel duties. The subject panels have 

great positive impact in the teaching and learning process. It was further revealed 

that the school leadership has a vital role for the sustainability of subject panels in 

Zanzibar. However, subject panels in Zanzibar face a lot of challenges and, hence, 

they require improvement by making good allocation of financial and material 

resources, time adequacy, motivating teachers, follow-ups, clear policy to guide the 

programme and education for the mass awareness.  
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CHAPTER ONE 

INTRODUCTION 

1.1 Background to the Study 

Currently, the evidence from different literatures conformed that the act of teaching 

is becoming increasingly complex and cognitively demanding task that requires 

sustained, and a variety of rigorous forms of professional learning. This is because, 

professional learning  gives teachers deep understanding of subject matter and this 

therefore, implies that repertoire of research based teaching strategies is essential if 

learners are to achieve high level of knowledge for teaching. The knowledge is 

constructed through team learning, subject group discussion, problem solving, and 

action research, peer coaching, mentoring and other active learning process (Spark, 

2002).  All these enable teachers to apply a range of practices for the varying 

purposes that incorporate different kinds of knowledge and apply them in various 

combinations flexibly and fluently (Bransford, Darling & Le Page, 2005; Garet et 

al., 2001; Cole & Knowles, 1980).  

Following the importance, Teachers‟ Professional Development becomes important 

also; traditionally, previous studies revealed those formal programmes which were 

mostly employed to support TPD such as conferences, seminars, workshops, a 

programme or course at a college or university as well as oversea programmes 

exchange. However, they have been criticized not only for being conducted outside 

the teachers own classroom settings but also ineffective in providing sufficient time, 

activities and content necessary for increasing teachers‟ knowledge in fostering 

meaningful changes in their classroom practice (Loucks, Hewson, Love & Stiles, 

1998). This weakness resulted in a growing interest in “reform types to informal 

continuous professional development” in form of collegial learning, peer-assisted 
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learning, coaching, study groups, lesson study, co-teaching, mentoring, critical 

friendship and learning team which involve subject panels (Mizell, 2010; Dass et al., 

2009; Brown, 2004; Joyce and Showers, 2002). 

The new professional development (PD) reforms which often take place during the 

regular school days seem to be more responsive to the teachers‟ needs and goals 

(Darling, 1997). Under collegial learning model, the experienced teachers come 

together to discuss ideas and issues related to the aspects of classroom practice and 

student teaching (Brooke et al., 2005). This is closely incorporated to peer-assisted 

learning where the experienced teachers get involved in a mentoring-like role such 

as working with new teachers just like the teacher work with initial learners. Novice 

teachers are being equipped and guided by the senior staffs in pedagogical content 

knowledge to match with professional requirements (Feiman, 2001; Sanders et al., 

2005; Workman, 2005). 

Additionally, PDs can be in form of “peer coaching” or “instructional coaching” to 

provide an opportunity for colleagues to work together, reflect and refine the current 

practices, build new skills,  share ideas, teach one another and conduct classroom 

research for problems solving in the workplace (Robbins, 1991). They tend to 

improve instructions and professional support to teachers so that they can implement 

the proven practices (Knight, 2007), mainly class-room management, content 

enhancement, methodology, and formative assessment (Knight, 2009). 

Recently, Japan and other Asian countries have implemented lesson studies that 

integrated teachers into a collective lesson plan, teaching problem solving, 

observation and content reflection inside or outside school setting (Burns, 2011). 

Likewise, Co-teaching is also the most applicable style in the USA where teachers in 
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the case study schools, are actively involved in teaching each other based on the 

beliefs that teachers do appreciate and value the peers who demonstrate teaching 

expertise (Spillane et al., 2004). Currently, the practice of SPs is more effective 

among Asian countries including China, Japan, India, Indonesia and Finland. Also, 

it is applicable in UK, Scandinavia, Norway, USA and Canada (SPCC, 2015; Burn, 

2011; Cohen, Stigler & Hiebert, 2005; Cohen and Hill, 2000; Halsey1995). For 

instance subject panels in China are known as “Subject Clubs” while, in Japan, they 

are in form of lesson studies.  

These bring teachers together to see how experiential learning can be applied to their 

academic subjects and play vital role in curriculum development (SPCC, 2015). It is 

PDs and SPs which gives teachers an opportunity to learn in and out of schools; 

“Learning in school” includes peer coaching, mentoring, action research, planning 

teams and critical friendships which intensively improve the actual class-room 

practice while “learning out of school” takes place through networks, school-

university partnerships, conferences, seminars, workshops and visits to other 

settings. Although it helps teachers to provide multiple perspectives and new 

questions that broaden and deepen the professional understanding, they are not more 

realistic in solving teaching problems in school settings (Lieberman, 1995, 2001). 

Following the emphasis made by various scholars, one clearly sees that subject 

groups and peer assisted learning as forms of TPDs are worth to effective PD in a 

continuous learning process. This is because; it involves follow-up and supports the 

in-service teachers for further learning (Hawley and Valli, 1999). Peer supports and 

networking were described in eight studies being significant factors in teachers‟ 

implementation of effective practices across Ghana, Bangladesh, India, Benin, 
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Cambodia, Egypt and Lao PDR and it was found that teachers who work in the 

networking groups of subject panels have a wide opportunity to share lessons and 

content knowledge with others in their own setting (Turner-Bisset, 2001) It is further 

emphasized that the shorter and frequent sessions of subject panels are more 

effective to support teachers on the translation of the newly acquired theoretical 

knowledge into concrete practice at working place than group lectures which inhibits 

critical reflection and questions on the subject matter (Orr et al., 2005). 

Insisting on the worthiness of TPD, Berliner (1994, 2001) identified “novice” and 

“expert” teachers and their specific professional learning needs with five broad steps 

to expertise including Novice, Advanced Beginner, Competent Performer, Proficient 

Performer and Expert. At the entire stages, subject panels might be used to upgrade 

teacher competence. The Australian study proved that PDs have a pervasive and 

generative influence on teachers‟ practices to enhance collaboration and joint work 

in schools to improve teacher efficacy (Ingvarson, 2002). 

PD programme becomes noteworthy if there is follow-up at the elbow coaching in 

school context (Ingravason, Miers & Beavis, 2005). Tanzania has a number of 

challenges that require TPD to improve teaching at all levels. The most CPD 

programmes are subject panels, peer coaching, learning team and study groups to 

familiarize with content knowledge and new instructional methods in teaching  

(Mizell, 2010; Dougherty, Fewer and McDonald, 2012; Gabrieli, 2013). As evidence 

to the requirement, the Zanzibar Education Vision 2020 made revival thought of 

subject panels in upgrading teachers‟ skills to respond changes in the curriculum 

(MoEVT, 2006). However, there is limited knowledge whether the subject panels 
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are effective. This worry is intensified by the fact that there is no clear policy 

guiding the school based professional training programmes (Hamadi, 2015). 

1.2 Statement of the Problem 

The introduction of subject panels by the Ministry of Education in Zanzibar is a 

strategy intending to strengthen PDs for secondary school teachers. The programme 

is important following the national policy and ZEDP which provide that in-service 

training for teachers should meet the demands of new curricular together with 

ensuring a good supply of qualified teachers. The same is emphasized by MKUZA‟s 

target to improve quality education in relation to teachers‟ performance at all levels 

(MoEVT, 2013). The justification for this requirement comes from a number of 

scholars like Villagers (2003) and Dass (2009) who have indicated that PD 

programme is potential to orient teachers in the implementation of the curriculum 

reforms in their daily class-room teaching and learning process. Teachers in SPs 

work together and discuss the difficulties that arise during their instructional practice 

for a solution (Garet et al., 2001), and they have been noted to be worth in changing 

the class-rooms practices (Ball, 2009). 

Similar to research conducted in Tanzania revealed that PD programmes are most 

required by teachers in the country (Mosha, 2015; Msigwa, 2015; Gabrieli, 2013; 

Maulidi, 2015; Mkumbo, 2012 and Said, 2016). All these researchers have 

emphasized that PD programmes are required by teachers to get oriented on how to 

solve problems they face at schools; teachers need to share skills and competences in 

the subject they teach. Indeed, the programmes are established all over the country 

mainly at TRCs. Unfortunately, these researchers did not convincingly inform how 

these programmes have been effective since their establishment and especially in 
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Zanzibar to make their researches different from the current study. Consequently, 

there is limited information on the effectiveness of subject panels towards teachers‟ 

professional development in secondary schools in Zanzibar. Therefore, the study 

was proposed to assess the effectiveness of SPs in ode to address the challenges 

identified in teaching and learning process. The findings of the study are needed to 

make productive transformations in responding to communal teaching and learning 

needs. 

1.3 Purpose of the Study 

The general objective of this study was to assess the effectiveness of subject panels 

in enhancing teachers‟ professional development in secondary schools. 

1.4 Specific Objectives of the Study 

The study was guided by seven specific objectives as to: 

1. Assess teachers‟ conception of subject panels in Zanzibar. 

2. Assess the effectiveness of the activities assigned by subject panel teachers 

in Zanzibar. 

3. Investigate the level of teachers‟ commitment towards the subject panel 

activities in Zanzibar. 

4. Examine the impact of subject panels in teaching and learning process in 

Zanzibar. 

5. Assess the role of school leadership in the sustainability of subject panels in 

Zanzibar. 

6. Identify the challenges facing subject panels in secondary schools in 

Zanzibar. 
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7. Solicit stake holders‟ opinions on the ways to improve subject panels in 

Zanzibar. 

1.5 Research Questions 

The present study was guided by seven questions in regard to above objectives: 

1. What is the teachers‟ conception of subject panels? 

2. What is the effectiveness of activities assigned by the subject panel teachers? 

3. To what extent are the subject panels‟ teachers committed towards their 

duties? 

4. What is the impact of subject panels towards teaching and learning process? 

5. What is the role of school leadership in the sustainability of subject panels? 

6. What are the common challenges facing subject panels in Zanzibar? 

7. What are the opinions of stakeholders to the improvement of subject panels 

and professional development in Zanzibar? 

1.6 Significance of the Study 

The study would contribute the improvement of subject panels at enhancing 

teachers‟ professional development, in regard to the reformed leaning models such 

as coaching, group study, lesson study, learning team, mentoring, critical discussion 

and reflection, peer observation and co-teaching which involve high spirit of social 

interaction between low and high experienced teachers.  Again, the findings of this 

study would serve a great contribution to the literatures about theories and models 

for community professional learning.  Furthermore, the study report could 

strengthen the efficiency of subject panels at macro, meso and micro levels of 

curriculum implementation including the pedagogical content knowledge, 

methodology and evaluation. In a broad sense, the study results were expected to 
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provide knowledge gap and open a room for further research. Hence, this acts as a 

base line to invite further studies of the same topic. 

1.7 The Scope and Delimitations of the Study 

The scope of the study involved the parameters under which the study would be 

operating while delimitation involved the boundaries of the study regarding the 

inclusionary and exclusionary decision which was made during the development of 

the study plan (Simon & Goes, 2013). The present study covered some selected 

public and private secondary schools in Zanzibar, particularly in Urban West. The 

samples of this study were subject teachers and head teachers from ten (10) schools, 

including Haille-Sellassie, Mwanakwerekwe A, Faraja, Kwamtipura, OCS, Billali 

Islamic Seminary, Forodhani, Mwembe Ladu, Tumekuja and Ben-Bella secondary 

schools. 

The variables which were investigated included: teachers‟ conception of subject 

panels, effectiveness of the activities assigned by SP teachers, level of teachers 

„commitment towards SP activities, the impacts of SPs on teaching and learning 

process, problems facing SPs in secondary schools and the stake holders‟ opinions 

towards the improved subject panels in Zanzibar. 

1.8 The Operational Definition of the Key Terms 

This section defines key terms which were used in the study for precision and clarity 

in the area wherever they were used in this study. The important terms in this study 

include: 
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1.8.1 Subject Panels 

These are subject groups involving teachers who share the same subject developing 

common understanding on instructional goals, content skills, methods, problems and 

solution in a particular subject that they share in order to improve actual teaching 

practice (Garet et al., 2001). 

1.8.2 Professional Development 

This is the strategy in which schools, districts or ministry introduce formal or 

informal programmes to ensure that educators continue to strengthen their practice 

throughout their career (Mizell, 2010). It can be within or outside school 

programme. 

1.8.3 Collective Participation 

This is a model which involves groups of teachers from the same grade, subject, or 

school to participate in professional development activities together to build an 

interactive learning community (Hawley and Valli, 1999). 

1.8.4 School Based In-Service Training 

This is an approach whereby teachers secure the opportunity to play a peer-support 

role and to learn and grow together professionally. It is carried out within school 

setting and working hours (Westbrook et al., 2013). 

1.8.5 Coaching 

This is an orientation emphasizing on ideally collaborative relationship, with both 

parties mutually engaged in efforts to provide enough skills and techniques required 

for the improved practice (Hasbrouck & Denton, 2005). 
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1.8.6 Study Groups 

This is an approach involves the group teachers who collaborate as a single large 

group or smaller team in order to study or discuss a particular issue with the goal of 

solving a common problem or creating and implementing a plan to attain a common 

goal. This is usually led by a skilled facilitator or peer (Burns, 2011). 

1.9 Summary of the Chapter 

This chapter has introduced the problem and provided the rationale of the study. 

Briefly, in the chapter, teachers professional development programme are argued to 

be very important for teachers to share experience and address the problems that 

face their profession. The programme is established in Tanzania and Zanzibar uses 

subject panels for the same purpose. However, the effectiveness of the panels was 

not yet established by the previous researchers; thus, necessitated this study was to 

establish the effectiveness of the subject panels. Therefore, the chapter has a number 

of units namely background to the study, statement of the problem, research 

objectives and questions, significance of the study, scope and delimitations of the 

study. Lastly, it presented the operational definitions of the key terms.     
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

This chapter presents a description of the literatures and materials which were 

reviewed in relation to the topic at hand. The review was done to help the researcher 

to gain some understandings on what others have done about subject panels in 

enhancing teachers‟ professional development. Various theories and models guiding 

the present study were also reviewed to gain knowledge on how to address the topic 

at hand. The theories and models reviewed including; social constructivist, social-

cultural and system theories whereas social learning models involved are coaching, 

mentoring, lesson study and communal learning models for staff development. The 

information described here, therefore, informs how the educational developmental 

strategies could be used to design, develop and evaluate an effective coaching 

programme, lesson study and peer observation that sought to be context response. It 

further presented how professional studies found their theoretical basis from the 

social learning. Thus, the chapter is organized in the following sections and sub-

sections: 

2.1 Theoretical Framework of the Study 

2.1.1 Social Constructivist Learning Theory 

The study of subject panels on teacher professional development was largely guided 

by the Social Learning Theory developed by Lev Vygotsky (1896-1934). His theory 

combines the social environment and cognition with an assumption that learning 

occurs in a social setting. An individual learns through social interaction under the 

guidance of competent peers, adults or experts (Vygotsky, 1978). It also puts 

forwards that social interaction plays a fundamental role in the development of 
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cognition since learners in collaboration, share both interpersonal and professional 

skills. Thus the subject panels in Zanzibar are developed from this knowledge. The 

central assumption being that works under community leaning approaches such as 

group study, lesson study, peer and instructional coaching which all are 

characterized by highly learning interaction among teachers (Goodall et al., 2005 

&Garet et al., 2001). 

The theory insists that socio-cultural development presents individuals with a variety 

of tasks and skills depending on other skilled peers, teachers or experienced persons 

under certain tools and language. There are three socio- cultural ways of learning in 

which knowledge, skills and values can be passed from one individual to another. 

First is imitative learning, where one person tries to imitate or copy another. The 

second way is instruction learning which involves remembering the instructions of 

the teacher and then use these instructions to self-regulate. The final way that 

cultural tools are passed to others is through collaborative learning which involves a 

group of peers who strive to understand each other and work together to learn 

specific skills (Vygotsky, 1978). Thus, it is for this reason that subject panels were 

developed to share subject content knowledge and teaching skills among teachers.    

In understanding the Vygotsky‟s theory, three main concepts are important to 

incorporate within social learning programme for teacher‟s professional 

development in form of subject panels. These include; Zone of Proximal 

Development (MKO), Scaffolding and More Knowledgeable Others (MKO). 

2.1.2 Zone of Proximal Development (ZPD) 

According to Woolfolk (2001) Zone of Proximal Development is the area where an 

individual cannot solve a problem alone but can be successful under adult guidance 

or in collaboration with a more advanced peers.(Vygotsky, 1978) considers ZPD as 
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the zone or area of exploration for which a student is cognitively prepared  under  

social interaction into fully developed. The concept relates what a learner can 

achieve independently to what can achieve with guidance and encouragement from a 

skilled partner. Therefore, ZPD marks the difference between a learner‟s ability to 

perform a task independently versus with guidance or in collaboration with more 

advanced peers or teachers (McLeod, 2012). 

A teacher or more experienced peer is able to provide the learners with "scaffolding" 

to support them evolving understanding of knowledge domains or development of 

complex skills. It is obvious that teachers can learn through this way as they meet 

the more knowledgeable others.  Collaborative learning, discourse, modeling, and 

scaffolding are strategies for supporting the intellectual knowledge and skills of 

learners and teachers in this aspect facilitate intentional learning (Vygotsky, 1978). 

ZPD is not static but dynamic as the learner attains a higher level of thinking and 

knowledge time to time as he/she is assisted by the capable peer or teacher. The 

skills of the behaviors represented in the ZPD are dynamic and constantly changing. 

This is illustrated by the diagram below. 

X                  LIP                                                    ZPD =Zone of Proximal Development 

                                                                                        LAP=Level of Assisted Performance 

                      LAP                                                        LIP =Level of Individual Performance 

 

            ZPD 

 

Time Y 

Figure 2.1.2 (1): Dynamic of ZPD (Source: Bodrova & Leong, 2007) 
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Figure 2.1.2 (1) above informs that level of difficult (X) increases with time (Y)and 

the level of independent performance also changes in that trend. Thus, development 

involves a sequence of constantly changing zones. In each shift, an individual 

becomes capable of learning more and more complex concepts and skills. This circle 

is repeated over and over again to acquire body of knowledge, skills, strategy, 

discipline or behavior. ZPD normally differs from one person to another (Bodrova & 

Leong, 2007). 

2.1.3 Scaffolding 

Scaffolding is simply a social support to a learner in performing a difficult task in 

the subject area. Once the learner gains scaffolding and masters the task, the 

scaffolding can then be removed because the learner is capable of performing the 

task on his own (Wood, Bruner, & Ross, 1976).  It is a social support over the course 

of a teaching session and when it is successful, a learner‟s mastery level of 

performance can change and increase his/her performance on a particular task 

(Bodrova & Leong, 2007). Scaffolding in the subject panels is provided during 

coaching, mentoring, learning team as well as lesson study.  The concepts of the 

zone of proximal development and scaffolding are relevant to the study as teachers 

need assistance from what they cannot perform independently through cooperative 

learning with competent teachers or peers to improve practice based on their subject 

panels. Thus, this study borrowed this knowledge to investigate how the teachers 

provide scaffolding to each other using their panels. This information was necessary 

to determine the effectiveness of subject panels.   
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2.1.4 More Knowledgeable Others (MKO) 

Social constructivist theory advocates that learning in the social setting is achieved 

under the role of More Knowledgeable Others (MKO). According to McLeod (2012) 

MKO refers to someone who has a better understanding or a higher ability level than 

the learner, with respect to a particular task, process, or concept. The MKO can be a 

teacher, tutor, an experienced peer or adult in imparting knowledge and skills 

through subject panels. 

2.1.5 Epistemological Base Supporting Social Learning Theories 

The common belief of social learning theories that knowledge is constructed within 

the social context has laid down the foundation towards the study of subject panels 

in secondary schools as the theories are made of by the major epistemological base 

supporting that an individual learns by socio-cultural interaction (Vygotsky, 1987). 

Firstly, team choice and common interests, in this aspect group learning activities 

are made relevant, meaningful and both process and product oriented. It gives 

learner team choice in learning activities and fosters a learner and group autonomy, 

initiative, leadership and active learning. Secondly, social dialogue and elaboration; 

this implies the use of activities with multiple solution, novelty, uncertainty and 

personal interests to promote student-student and student-teacher dialogue, idea 

sharing and articulation of views, seeking students elaboration on and  justification 

of their responses with discussion, interactive questioning and group presentation. 

Thirdly, group processing and reflection; this encourages team reflection, group 

processing on experiences and multiple viewpoints. It fosters explanations including 

examples and multiple ways of understanding a problem or difficult materials in a 

broad community of audiences beyond the instructors. Next, collaboration and 
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negotiation; this fosters learner collaboration and negotiation of meaning, consensus 

building, joint proposal behaviours, conflict resolution and general social interests. 

Additionally, learning community creates a class room ethos or atmosphere where 

there is joint responsibility for learning. Students are experts who have learning 

ownership and meaning is negotiated with active learners‟ participation. In this 

sense, technology might be used to facilitate generation of ideas and knowledge 

within learning community. Lastly, the theory encourages assessment in team as 

well as individual participation in socially organized practice. Over all 

epistemological foundations of the social learning theory, the theory matches the 

present study which assessed the effectiveness of subject panels in enhancing 

teachers‟ professional development. 

2.1.6 System Theory that Supports Continuous Professional Learning 

The knowledge from the system theory also became important in the study as Senge 

(1990) puts forwards that everything in a system is connected to other parts to 

influence changes on the whole or group rather than individual. The theory 

emphasizes collective learning approach involving subject panels over individual 

(independent) learning approach and subject panels are one of the collaborative 

learning models. According to Senge (1990), System Theory inculcates 

interconnectedness of all parts of the educational enterprises; such as classrooms, 

schools, school district, regional and national educational levels which are tied 

together in a web of relationship where decisions and actions in any particular part 

affect others and the system as a whole. Put another way, the system within which 

people work, including their cultural dimension and actions which exert a powerful 

influence in the performance of teachers, students and school performance at large; 
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in turn, this can have a positive impact on the quality of prevailing professional 

development. 

Sparks (2001) insisted that the system is like a network which brings people 

together, and when people come together to deal with practical problems, it is 

obviously important to what they want to create in their practice. Through their 

togetherness within the organization, the staffs will have an opportunity to solve real 

problems they encounter in the work place since they share common vision in the 

practice. From this point, it is absolutely right to give the theory a credit in studying 

the school based subject panels under coaching model as it emphasizes ideally 

collaborative relationship among teachers who are mutually in the effort to provide 

skills and techniques for the improved classroom practice (Hasbrouck and Denton, 

2005). 

Under the system theory, Fritz (1996) developed the role of vision and guiding 

policy within school organization as guidance to improve teaching and learning 

processes, the teacher performance will be satisfactory fulfilled and well structured 

professional development. Without vision, the school organization is left to problem 

solve its way into an oscillating pattern. However, the vision cannot be produced by 

a reaction against what we do not want. It must be a product of what we do want to 

achieve. Aspiration and value, according to Fritz should be the primary generative 

force around when organizing PD programme. The system usually brings people 

together where they can share common problems in curriculum practice to find the 

ways for solution than it could be in isolation. This also becomes important as there 

is something in the human spirit that longs for participation with others, who wants 

to be involved in a collective endeavor.   
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Senge (1990) encouraged the role of leadership in serving the organizational 

purposes and bringing productive change for continuous professional learning. He 

also advocated that a major responsibility of school system is to create advancing 

structure driven by a richly detailed, morally compelling vision of teaching, learning, 

leadership and growth of PD programme. This vision, in turn, reveals policies, 

important resources, and schedules to perform a particular PD programme. 

The system theory correlates with social learning theories since it appreciates the 

interaction among parts, in which learners are exposed by various social and cultural 

components as whole. This is relevant to what is much more emphasized in subject 

panels. Teachers-teachers or teachers-leaders cooperation starts from school, district, 

regional and national levels so that this interconnectedness can improve the quality 

of teaching and learning. Thus, the subject panels are advantageous for learning  

community in schools whereby all important inputs (finance, couches, learning 

materials and infrastructures) and responsibilities for the programme are shared by 

all educational stake holders in the local and national levels in order to achieve the 

desirable outcomes (competent and committed teachers). 

2.2 Empirical Reviews/Studies 

2.2.1 Activities Assigned by Subject Panel Teachers 

Garet (2001) maintained that the effectiveness on the activities of SPs as a form of 

PD is measured on the bases of five core features: Content focus which focuses on 

the subject matter content and how students learn such content and therefore, novice 

teachers receive guidance about what to teach and how to teach from knowledgeable 

person (Liberman & McLaughin, 1992). Active learning which gives teachers 

opportunities to get involved, such as observing and being observed, receiving 
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feedback, and analyzing student work. Coherence which involves what teachers 

learn in the programme consistent with professional development, teachers‟ 

knowledge and beliefs, and school, district, and state reforms and policies. The 

duration is also important to consider PD activities in relation to time adequacy for 

the collegial interaction. Lastly, collective participation which comprises of groups 

of teachers from the same subject, grade or school work together and discusses 

concepts, skills and problems that arise during practice. 

Furthermore, a study by Said (2016) in assessing the community attitude towards the 

relevance of community education programme in Wete District of Tanzania. The 

findings revealed that the majority of community members had positive perception 

towards community education programme involving communal learning and high 

social interaction is appropriate for problem solving. It is also, important for an 

improved social cohesion, teaching as whole learner and sharing useful knowledge, 

skills, values and attitude within and beyond the formal education system. 

Continuing Professional Teacher Development System has identified three types of 

PD activities, including subject panels. These involve teacher priority activities that 

are chosen by teachers themselves for their own development and improvement of 

their own professional practice. Secondly, school priority involving the activities 

which are undertaken by school leadership and staffs collectively focused on the 

whole school development and lastly, profession priority which takes into account 

all activities enhancing professional status, practice and commitment of teachers 

(Little, 2006). 

Dass (2009) pointed out the tasks assigned by subject panel teachers/leaders to 

organize and attend periodic sessions in or out of school where coaching, 
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observation and curriculum practice are done. This enables the educators to form 

learning teams where they can often meet during working hours in order to make 

curriculum review mainly content, methods and assessment. It is also important in 

designing and producing teaching/learning materials. Teachers who work in subject 

groups or peer coaching may develop a common understanding of instructional 

goals, methods, problems and solutions in the school context (Gabrieli, 2013: 

Talbert & McLaughlin, 1993). A study by Darling (1997) insisted that those who 

work in SPs get engaged themselves in mentoring and coaching programme for the 

novice teachers during the process of classroom instruction or regularly scheduled 

teacher planning time. Child et al. (2000) came with the idea of “teacher leadership 

role” that teachers are leaders when they function in SPs to contribute the excellence 

of practice.  This implies that veterans act as leaders for the novices in the 

professional learning community. 

2.2.3 Teachers’ Commitment towards the Subject Panel Programme 

Pollard and Tann (1993) maintain that high achievement of subject panels and other 

CPD programmes is not possible without teachers‟ commitment. For example, a 

study by Mosha (2015) found that the attendance in professional training at TRCs 

was not satisfied due to limited resource in running the programme and thus, causing 

poor students‟ performance. This is because teachers who did not get an opportunity 

to attend seminars would continue facing unsolved problems which, consequently, 

led to ineffective teaching in schools.  

A study by Hamadi (2015) presented that 53% of the respondents showed that 

teachers‟ commitment in school based training programme is low because of low 

salary and poor working condition. Again, a study by Mkumbo (2012) when he 
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assessed teachers‟ commitment to, and experience of the teaching profession in 

Tanzania. The findings revealed that the level of teachers‟ commitment to the PD 

programme is devastatingly low, with only a handful of teachers reporting that they 

were willing to attend the sessions in the first place. The poor teachers‟ commitment 

to the PD programme is attributable to poor working conditions in schools, and the 

low status the community and government accord the teaching profession.  

2.2.4 Role of School Leadership to the Sustainability of Subject Panels 

Different literatures on new reform of professional development appreciated the role 

of school leadership towards the effective subject panels. A good leader can bring 

any high proficient and effective level in the arena of education. On the other hand, 

poor leadership undermines the efficiency and effectiveness of any PDs programme. 

Therefore, a school leader should be in a position to reinforce positive attitude, 

motivation, social climate, morale and cooperation of peers towards the programme. 

Mizell (2010) emphasizes that school leadership has funding role in supporting 

coaching, mentoring and induction programmes under subject panels. 

The suggestions are consistent those obtained by Mosha (2015) that school head has 

to finance the small scale professional development programme take place in school 

during work day and ensure good supply of teaching/learning materials during the 

instruction process. The fund granted is used to pay for consultant, materials, 

couches, food and other allowances (Darling, 1995). Additionally, school leadership 

is responsible to call for annual reports or evaluations of professional development 

involving subject panels and may be used by schools or district authorities to 

improve the curriculum practice and student achievement (Garet,   2001). The school 

serves a draft for periodic panel sessions. For instance they should be  a regular time 



22 

table during  work days for team learning, peer observation or study groups in which 

teachers engage in reflective discussion about the goals of a lesson, the task 

employed, teaching strategies and student learning (Liberman & McLaughin, 1992). 

Mizell (2010) again has emphasized that school board is supposed to encourage 

teachers to adopt the ideology of education for success which constructs positive 

attitude towards community professional learning. This could be reached through 

intrinsic motivation and favourable social learning atmosphere. 

2.2.5 Impact of Subject Panels in the Teaching and Learning Process 

The contemporary PDs involving  SPs, study groups, peer assisted learning, lesson 

study and  co-teaching approaches seem to be more constructivist than the traditional 

ones (teacher-centered approach) because both prospective and experienced teachers 

share knowledge and experience to all new learning situations which are social, 

relevant and specific. From this importance, the emergence of subject panels across 

the world has been marked with a number of positive impacts and limited negative 

impacts (Guskey, 2000; Brown, 2004; Feiman, 2001; Lieberman, 1995; Lieberman 

& Miller, 2000; Lieberman & Wilkins, 2006; Little, 2006 and Msigwa, 2015). 

2.2.5.1 Positive Impacts of Subject Panels in Professional Development 

Goodall et al. ( 2005) and Garet et al. (2001) maintained that subject panels enhance 

active learning and collective participation which offer teachers opportunities to 

reflect on their practice, learning from theory or other people‟s research, structured 

professional dialogue, shared planning as a learning activity, experimentation with 

new strategies and approaches. This inspires strong partnerships, team learning and 

school to school networks in supporting the approach of   “teaching each other.” 
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Evidence from the review of this literature informs that the continuing PDs have 

positive impacts on student and teacher learning. Lieberman and Wilkins (2006) 

supported the usefulness of SPs with an argument that they deepen teachers‟ subject 

matter knowledge, sharpen classroom skills and up to date instruction methods. 

They contribute new knowledge to the profession and increase the ability to monitor 

students work, identify gaps in student achievement centers on the subject matter 

and intervenes pedagogical weaknesses within the organization. Eventually, the 

student learning and achievement increase. Weight on the arguments by Ingvarson, 

Meiers and Beavis (2005) who believed that change in teacher‟s knowledge and 

classroom practice can improve student learning and class-room interaction.  

Guskey (2000) reiterated that subject panels are significant in enhancing content 

knowledge and collaborative learning, increase skills of problem solving and 

empower teachers during their practice. Teachers who are exposed to new 

knowledge and skills in SPs have great opportunity to implement the curriculum 

using the recommended technology, web resources and potential materials. For 

example, teaching and learning with ICT such as internets, Microsoft, video 

demonstrations, classroom experiments, and students‟ worksheets in classroom 

practice which, in turn, facilitate learning (Gabrieli, 2013). 

Feiman (2001) reported that PD programmes such as subject panels is useful in such 

way they extends and deepens subject matter knowledge for teaching; they extend 

and refine repertoire in the curriculum, instruction and assessment and strengthen 

skills and dispositions to study to improve teaching responsibilities and develop 

leadership skills. Likewise, SPs serve the great need of communal learning whereby 

teachers and school leaders work together to use data in understanding what students 
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do not learn and find instructional gaps. This will help to determine what they need 

to learn to close those gaps and consequently creates peer friendship and ongoing 

cycle of professional improvement (Mizell, 2010). 

2.2.5.2 Negative Impacts of Subject Panels 

Guskey (2000) commented that an individual involvement in study groups may vary 

or be discouraged by dominant members (bullies). This prevents some teachers from 

adding professional expertise because they are less confident of peer learning. The 

approach lies on the premises of cognitivism and humanism which advocate 

individualization and personal choice and needs in leaning. Piaget (1973) made 

argument that individuals act independently of the physical world to discover what it 

has to offer and therefore, learning should be individual based. 

2.2.6 Challenges Facing Subject Panels and Professional Development 

Ingvarson (2002) criticized the frequent change in subject content or curriculum, 

applying new instructional methods, advances in technology and change in laws and 

procedures (education policy) as a big challenge and uncertainty towards the 

sustainability of subject panels in many countries. Another challenge is that the 

quality of SP programme has been inconsistent and there has been no consensus on 

what constitutes quality. Many PD activities stop short of producing their intended 

results because they point out problems with traditional teaching but offer little help 

in changing what happens in the classroom and provide no opportunities for the 

participants to practice what they learn (Alexander, Heaviside & Farris, 1998). This 

is due to the fact that those who organize PD programmes such as SPs often do so 

for their personal interests rather than assist and enrich educators in pedagogy 

(Mizell, 2010). 
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A study by Msigwa (2015) pointed out that the TRC in-service training programmes 

for teachers are solely facing a critical challenge of an inadequate fund which 

apparently minimizes the effectiveness of the programme. This is because TRCs do 

not have enough funds for adequate learning resources or facilities including 

learning materials, computer rooms for the internet services and furniture that would 

make it possible for TRCs to undertake PD programmes more successfully. 

Mosha (2015) provides more particularized evidence that most of SP programmes 

face fund challenge when the educators attend the scheduled PD sessions such as 

seminars and workshops by TRCs and advised that the programme should be 

financial supported for teachers to afford the cost for transportation, lodging, meals, 

materials as well as consultant or couch payment. Similarly, it is argued that 

adequate materials and other necessities should be considered; otherwise, the 

programme would be ineffective (Mizell, 2010).  

 In addressing this challenge, the SP programme is recommended to take place 

within the school context and work hours purposely to save time and financial costs 

(Garet et al., 2001). A study by Gabrieli (2013) found a problem of poor attendance 

among teachers in subject panel programme at district level and most of teachers in 

developing countries  rarely visit their colleagues in other schools for community 

professional learning in order seeking for pedagogical content knowledge and 

teaching techniques, instead, they tend to work in professional isolation. This 

implies that some teachers have a misconception that subject panels are stressful and 

bored. 

Again, the challenge of motivation is mainly the lack of intrinsic motivation from 

the experienced teachers. This is because teachers regard professional efficacy to be 
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more important than money and this is the primary motivator of their work 

(Johnson, 1986). Adults are motivated to learn when they are in an atmosphere that 

is respectful and connected to others and when the learning is relevant or meaningful 

with high degree of choice. On the other hand, the PD activities may be problematic 

if there is not a strong linkage to real needs and applications (Wlodkowski, 1995). 

This implies that poor intrinsic motivation discourages in-service teachers from 

engaging a certain SP programme. 

De La Paz et al. (2011) pointed out the challenge of follow-up of PDs programme 

and agued that teachers who assigned to this group receive no additional mentoring 

or follow-up activities after the workshop or meetings. Additionally, Hamadi (2015) 

criticized that things discussed during the panel sessions are hanging and were less 

concerned at solving the instructional problems in schools. 

2.3 Approaches to Professional Development 

2.3.1 Lesson Study 

This is an approach of PDs in which teachers help themselves to improve and 

incorporate new ideas and methods into their teaching process. It involves collective 

lesson plan, identify teaching problems, conduct class-room research, observation 

and reflect on problematic topic together (Burns, 2011). Lesson study is a welcome 

change from the old way of doing professional development to help teachers to get 

into new habits as a thinker or an instructor and improve the class-room practice 

(Lewis, 2002). Lesson study was historical established as a strategy of in-service 

teacher training since the 1960s and most applicable in Japan (Fernandez & 

Chokshi, 2002). It can provide a conduit by which general education teachers and 

education specialists share the knowledge they gain from their individual 
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professional development experiences and merge them into collaborative research 

lessons that they develop for the general education classroom (Lewis, 2002). 

Recently, the lesson study has been adopted in the US and it is practiced by at least 

125 schools district of 32 states. At first, they focused on the different ways which 

students learn and how the brain works. In 2005, the comments of teacher 

participants in lesson study suggested that it may respond to important gaps in the 

United State of America professional development by focusing on both content and 

on students learning through building collaboration network (Stigler &Hiebert, 

1999). 

The investigations of lesson study by Rock and Wilson (2005) and Blum et al. 

(2005) have discovered participants‟ experience growth in understanding of the 

teaching and learning process, articulate desire for continued collaboration and value 

the professional reading and research that is part of the design and improvement 

process. It is a professional development practices in which teachers collaborate to 

develop a lesson, teach and observe so that they could collect data on students 

learning, and use their observation to refine their classroom activities. Stigler and 

Hilbert, (1999) identified eight steps of lesson study process. The first step is 

defining the problem; thus groups of expert teachers meet in order to choose the 

problem that will motivate and direct the work of the lesson study group. 

Usually, the problem chosen is the one identified in their teaching practice, 

something has posed a challenge for their own students and, sometimes, the problem 

is posed above, perhaps by educational policy makers or the ministry of education. 

The problem can be general (example, how to awaken students interest in 

Mathematics) or specific (understanding on how to add fraction). Lesson study 
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teams usually consist of 3-6 instructors from the same discipline (subject) although 

there can be interdisciplinary teams. They begin by selecting a course, topic and 

goals for student learning. Instructors select a topic of interest to them; usually, one 

that is important on the subject or one that poses problem for students as well as new 

topics to the curriculum (Cerbin & Copp, 2006). 

Collaboration is considered the cornerstone of lesson study. This alleviates the 

isolation of teaching and allows teachers to share their experiences and knowledge 

based on subject. Because each lesson is developed with joint participation and 

input, all team members care about the pedagogical success. The lesson belongs to 

everyone. Consequently, teachers feel less anxious about having their peers come 

into their classrooms and more comfortable with observers being there to watch 

students (Itzel, 2002).  

The approach can offer a means of helping education specialists and general 

education teachers reach a common understanding of student thinking, determine a 

common set of expectations for student work and achievement, and collaboratively 

develop strategies that move students to higher levels of understanding and 

accomplishment. When the general education teachers and education specialists 

collaboratively work together, there is a change in the philosophy of general 

education towards serving students with learning disabilities (Brownell, 2006). 

Lastly, it provides a good way for teachers to deepen their knowledge of subject 

matter, particularly, for the topics that added to the curriculum. This happens as they 

develop their research lessons deeply into the subject matter; hence, they increase 

their content knowledge. Lesson study provides an opportunity to learn how other 
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teachers teach particular subject matter and helps to connect the standards with 

curriculum assessment (Wilms, 2003). 

2.3.2 Coaching in Professional Development of Teachers 

Coaching is becoming popular in the teacher professional development around the 

world. Many educational stakeholders worldwide have come to recognize that the 

form of PDs built around traditional in-service sessions for teachers do not affect the 

implementation of reforms aspired for students learning (Dass and Yager, 2009 and 

Knight, 2009).The birth of “coaching” has brought about an increased awareness of 

the need for peer experts who are capable of not only observing classroom 

instruction and provide feedback but also model new strategies within classroom 

practice (Gabrieli, 2013). The term “Coaching” is defined as a cooperative, ideally 

collaborative relationship, with both parties mutually engaged in the efforts to 

provide better services to students (Hasbrouck & Denton, 2005). 

2.3.3 Peer Coaching 

According to Joyce and Showers (1983), peer coaching involves a group of 

colleagues who voluntarily agreed to work together in an effort to assist one another 

in the learning and implementation of the new innovation. In this approach, teachers 

learn under support of a coach. A coach is a person who is experienced in teaching 

and knowledgeable in a certain topic assisting others to improve their practices 

(Joyce and Showers, 2002). The role of the coach is to provide support to their peer 

teachers as they develop lesson plans and use our programme in their classrooms 

(Knight, 2007). Coaches can be classroom teachers, librarians, curriculum 

coordinators, reading coaches or teachers, department heads, team leaders, or head 

teachers. Subject teachers such as Mathematics, science and social science teachers 
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often make good coaches, because they can relate the kind of reading used by other 

teachers to their subject area. 

The most effective coaches are well-respected by their peers and possess the 

following skills: organization and planning, group facilitation, and effective 

interpersonal communication skills (Robbins, 1991).  Peer coaching takes place 

within the subject panel sessions as a group of colleagues who voluntarily agreed to 

work together in an effort to assist one another in the learning and implementation of 

the new innovation (Joyce and Showers, 1983). A study by Gabrieli (2013) found 

that peer coaching enables teachers to gain new skills and competences through 

collaborative efforts from their peers and experts during classroom observations of 

the COASTE programme. 

2.3.4 Instructional Coaching 

Instructional coaching comes to integrate teachers to professional skills in mastering 

the class-room environment. The teachers are coming together guided by an 

experienced or knowledgeable person to share professional skills. The approach 

insists that learning process is taking place through social interaction in which a 

single couch works with many teachers (Knight, 2009). Instructional coaching 

frequently provides lesson models, observe teachers and simple explanations. This is 

like what takes place in the subject panel sessions at TCs and schools where a 

thorough knowledge of the teaching practices is shared among teachers (Joyce and 

Showers, 2002). The effective Instructional coaching precipitates teaching 

competence in class-room management, content enhancement, specific teaching 

practice, formative assessment and other teaching practices (Knight, 2007). 
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2.3.5 Models of Staff Development 

This study lies on the bases of staff development models in which teachers improve 

their professional development in group studies, inquiry as well as subject panels. 

During the late 1970s and early 1980s, several major studies and reviews contributed 

to our understanding of the characteristics of effective staff development focusing 

not on attitudes but on the actual practices (Brown, 2004; Joyce& Shower, 2002; 

Loucks et al., 1987). 

According to Sparks and Loucks (1989) staff development incorporates those 

processes that improve the job-related knowledge, skills, or attitudes of school 

employees while staff development model is a pattern or plan which can be used to 

guide the design of a staff development programmes. The key collective learning 

models on staff development that will be described in this part are observation or 

assessment, involvement in a development process, training and inquiry models 

(Joyce and Weil, 1972). 

2.3.6 Observation or Assessment Model 

This orients on the assumption that observation and assessment of classroom 

teaching can benefit both involved parties (the teacher being observed and the 

observer). The teacher benefits by another‟s view of his or her behavior and by 

receiving helpful feedback from a colleague through watching and discussion on the 

practice. This gives reflection and analysis on the central theme of professional 

growth, when teachers see positive results from their efforts to change. They are 

more apt to continue to engage in improvement in a multiple observation and start to 

apply new strategies (Loucks et al., 1987).The observation/assessment model can be 

in the form of clinical supervision and peer coaching. In peer observation, teachers 
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visit one another‟s classrooms, gather objective data about student performance or 

teacher behavior and give feedback in a follow-up conference (Sparks and Louck, 

1989). 

According to Loucks et al. (1987) the observation model is executed through the 

following phases; a pre-observation conference, observation, analysis of data,                        

post-observation conference, and (in some instances) an analysis of the observation 

or assessment process. In the pre-observation conference, a focus for the observation 

is determined, observation methods selected, and any special problems noted. 

During the observation, data are collected using the processes agreed upon in the 

pre-observation conference. The observation may be focused on the students or on 

the teacher, and can be global in nature or narrowly focused.  

In the post-observation conference both the teacher and observer reflect on the 

lesson and the observer shares the data collected. Strengths are typically 

acknowledged and areas for improvement suggested by either the teacher or 

observer, depending upon the goals established in the pre-observation conference. 

An analysis of the supervisory or coaching process itself provides participants with 

an opportunity to reflect on the value of the observation and assessment process and 

to discuss modifications that might be made in future cycles. A study by Sparks 

(1989) on observation/assessment model indicates that peer coaching is most 

powerful in improving classroom performance. 

2.3.7 Involvement in a Development/Improvement Process 

Teachers are sometimes asked to develop or adapt curriculum, design programmes, 

or engage in systematic school improvement processes to improve classroom 

instruction and/or curriculum. Typically these projects are initiated to solve a 
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problem. Their successful completion may require that teachers acquire specific 

knowledge or skills (example, curriculum planning, research on effective teaching 

and group problem-solving strategies). In this model learning can be acquired 

through reading, discussion, observation, training, trial and error and experiential 

learning. 

This model assumes that adults learn most effectively when they have a need to 

know or a problem to solve people working closest to the job best understand what 

is required to improve their performance and teachers acquire important knowledge 

or skills through their involvement in school improvement or curriculum 

development processes based on group work (Knowles, 1980). Caena (2011) 

recommends that activities of staff development should be done in groups because, 

this will enable teachers to become more cohesive and share ideas about teaching 

and learning while they perform task at hand. Thus, it was important to know if the 

subject panels in Zanzibar provided this worthiness. 

2.3.8 Training Model 

In this model, teachers attend workshop in which the presenter is the expert who 

establishes the content and flow of activities. Typically, the training session is 

conducted with a clear set of objectives or learner outcomes. The outcomes 

frequently include awareness or knowledge (example, participants will be able to 

explain the five principles of cooperative learning) and skill development. It is the 

trainer‟s role to select the activities such as lecture, demonstration, role-playing, 

simulation as well as micro-teaching that will aid teachers in achieving the desired 

outcomes (Joyce and Showers, 1983). 



34 

The purpose of providing training in any practice is to generate the conditions that 

enable the practice to be selected and used appropriately and interactively (Showers, 

Joyce, and Bennett, 1987). Sparks (1987) indicates that teachers may learn as much 

from their peers as from "expert" trainers and recommends small-group training 

using peers rather than more expensive external consultants. 

2.3.9 Inquiry Model 

This is a class-room research in form of solitary activity, small groups, or a school 

faculty. It may occur in a classroom or TCs. The model asserts that most effective 

venue for professional development is one that involves cooperative study by 

teachers themselves into problems and issues arising from their attempts to make 

their practice consistent with their educational values. This is actually integrated 

with activities of subject panels (Ingvarson. 2002). In this model, a group of teachers 

come together and identify a problem of interest. Then, they explore the ways of 

collecting data that may range from examining the existing theoretical and research 

literature to gather the original classroom or school data. These data are then 

analyzed and interpreted by the group. Finally, changes are made and the new data 

are gathered then analyzed to determine the effects of the intervention (Caena, 

2011). 

2.4 Synthesis of the Literature 

From the review, it is understood that the introduction of subject panels is integrated 

with present feature of teacher professional development to meet the curriculum 

challenges based on Competence Based Syllabus at secondary schools. Among 

others, subject panels are important to address poor teaching methodologies, 

organization of materials and subject content. Click man (1986) emphasized that the 
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aim of professional development should be able to improve teacher‟s ability to think 

and view the curriculum development as key aspect of the process in order not only 

to become competent in the curriculum implementation but also in the curriculum 

planning. Shallaway (1985) found that subject panels in form of peer coaching may 

have great influence on the teachers to use what they have learned in their class-

rooms. Teachers acquire important knowledge and skills through their involvement 

in school group works, such as subject panels practice and this may cause alterations 

in attitudes or acquisition of skills towards the solution of common problem.  

However, relatively few persons, having mastered new teaching skills with them, 

transfer those skills into their repertoires. 

The surveyed literature indicates that the most common forms of the professional 

development that involve conventional strategies such as short seminars or 

workshops tend to ignore teachers “classroom context” and are greatly characterized 

by individual learning experience with little or no follow up. From this critique, the 

conventional PDs seemed inadequacy in the context of contemporary educational 

reform efforts being out of step with the current research about teachers‟ learning. 

The literature emphasizes the shift from the individualized forms to more 

collaborative forms of professional development programme. This calls for the 

reforms towards school-based subject groups to increase teaching efficiency (Dass 

and Yager, 2009; Knight, 2009 cited by Gabrieli, 2013). 

2.5 Knowledge Gap 

Most of the literature reviewed, informed the relevance of convectional TPD 

programmes which are mainly conducted in TCs. This informs that teaching 

profession is not static; it changes gradually over time due to various local, regional 
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and global challenges to meet not only instructional need but also subject content 

knowledge.  However, the literature remained solicit about the effectiveness of the 

school based continuous professional leaning programme. Thus, the study was then 

proposed to fill this apparent gap in assessing the effectiveness of subject panels in 

enhancing teachers‟ professional development in secondary schools in Zanzibar. 

2.5 Conceptual Frame Work for the Study 

The conceptual framework in this study is based on the current model of evaluation 

by Stufflebeam (2000) that involves four aspects: Context, Input, Process and 

Product (CIPP). Context evaluation assesses needs, problems, and opportunities as 

based on defining goals and priories and judging the significance of the outcomes. 

Input evaluation assesses the alternative approaches to meet the needs as means of 

planning programme and allocating resources. Process evaluation assesses the 

implementation of plans to guide the activities and later to explain outcomes. 

Product evaluation identifies instructional and nurturing outcomes both of which 

help the process on track to determine the effectiveness of subject panels.  

The positive and negative outcome of subject panels‟ programme depends on inputs 

and process; this implies that the poor the inputs the lower qualified outcomes 

become. As a result, ineffective subject panels are experienced. Similarly the better 

the inputs, the higher qualified outputs become and, therefore, effective subject 

panels are achieved and this was clearly guided by the below conceptual frame work 

for the study. Figure 2.2 below illustrates the conceptual frame work for the study to 

show how different variables relate to each other and in return influences the 

effectiveness of subject panels in secondary schools.   
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Figure2.1: Conceptual Frame work for the Study 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Source: Adopted and modified from a Stufflebeam Model (2000) 
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The Stuflebeam‟s (2000) Model was important for this study because it shades light 

on what should take place in SPs and how evaluation should be conducted in 

relation to inputs, process and outputs. Similarly, the model becomes more useful 

because it takes reference from the Open Social System approach in undertaking PD 

programme. This views an organization as organic and open system which is 

composed of interacting and interdependent parts, called subsystems. Systems 

Theory could be easily related to education as all the inputs (learners, adequate 

Teaching/Learning materials, competent peers and models) are transformed through 

instruction to give an output as programme in action(programme implementation, 

tutor-teacher interaction).  

The output which is the increase of knowledge or information is usually used to 

improve the system including the subject content skills, team work teaching, 

adequate teaching/learning materials supply and increase in student performance. 

The conceptual frame work for this study was based on the effectiveness of subject 

panels on professional development and presented both independent and dependent 

variables. 

The Independent Variables:  Are the attributes or characteristics that influence or 

affect an outcome or dependent variable. They are sometime called factors, 

treatments, predictors, determinants, or antecedent variables (Creswell, 2012). In this 

study, independent variables are   factors which determine the quality of subject 

panels. Thus, good quality training programme, qualified, competent and motivated 

tutors or teachers, adequate teachers based on teaching subjects, smaller class size 

(20-30 teachers), management system and resources and adequate resources; human, 

physical and financial resources are important for the effective subject panels. 
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The Dependent Variables: These are attributes that are influenced by the 

independent variable to denote some effects of the study. They refer to the output 

factors or response variables which are presumed to be the results of the independent 

variables. In this study they include qualified teachers in pedagogical content and 

methodology, committed teachers, motivated teachers, team work teaching, adequate 

teaching/learning materials and increase in students‟ performance. These two major 

variables are connected to the processing inputs within the system approach. The 

poor the inputs, the poor the outputs while the better the inputs the better the outputs 

become. The inputs will not produce the results until there is a transformation of 

inputs in order to come up with reliable outcomes. Thus, this study made of these 

conceptions to determine the effectiveness of subject panels. 

2.6 Summary of the Chapter 

In this chapter, various literatures related to the current study are presented including 

the review of the theories guiding the study and thematically review of various 

related literature from other countries and in Tanzania, likewise different learning 

models are conceptualized based on the base root of the study. However, the 

literature informed the importance of teachers PD programmes, subject panels 

inclusive there is no information to tell whether the established subject panels in 

Zanzibar has been effective. Instead, the literature available informs about the 

effectiveness of TRC or PDs programmes for primary schools. Hence, this study 

was necessary to fill the gap left by the previous literature. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.0 Introduction 

This chapter describes the methodological aspects of the study, including the 

research design, research approach, study location, target population, sample size, 

sampling techniques and data collection method as well as methods and procedures. 

The chapter also described data analysis technique, validity and reliability of the 

data and ethical consideration appropriate for the study. 

3.1 Research Approach 

The study applied mixed approach (both qualitative and quantitative approaches). 

This was used purposely to increase validity and reliability of data because the 

combination of qualitative and quantitative approaches would be expected to 

increase authenticity and precision in data collection, analysis and presentation 

(Creswell, 2005).  In qualitative approach, peoples‟ opinions, feelings, perspectives 

and experience on problem were extracted through discussions, interviews and 

social interactions based on description (Stake, 2010). It was also important for  

exploring and describing how people thought about social or interactive teaching 

and learning processes; and what they believed about subject panels, mentoring, 

lesson study, coaching and peer-assisted learning. On the other hand, in quantitative 

approach was used to organize data in statistical forms, including numbers, tables, 

percent and graphs for measurement, interpretation and evaluation. In this sense, the 

data were objective, empirical and easily summarized as emphasized by (Best and 

Kahn, 1998). 
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3.2 Research Design 

Research designs are the specific procedures involved in the research process; they 

guide the researcher in data collection, data analysis, and report writing.  In this 

study, cross-sectional design was employed following the need to collect data from 

different sections or participants (triangulation) within a short time. The design was 

also ideal for descriptive analysis as well as obtaining descriptive information (de 

Vaus, 2001). This design enabled the researcher to examine the current attitude, 

belief, opinion, or practices of the respondents in a relatively short time and making 

predictions (Gay, Mills, & Airrasian, 2006). Thus, the proposed design gave the 

researcher an opportunity to collect data from different schools where the subject 

panels are actually practiced. It was also important as teachers‟ opinions were 

evaluated (Creswell, 2012). 

Moreover, the study design was flexible at involving samples of different 

characteristics, such as positions, gender, working experience and educational levels 

to maintain the validity and reliability of results (Bryman, 2004). 

3.3 Study Location/Area of Study 

The study was conducted in Tanzania, Zanzibar particular Urban West Region. The 

island is located in the Indian Ocean about 40kilometres off the coast of Mainland 

Tanzania. It lies between longitude 39⁰ 17' and 39⁰ 50' East of Greenwich and 

latitude 4⁰ 80' and 6⁰ 87' South of the Equator with a total area of about 2,654 square 

kilometres. The rationale for the choice of this location is the presence of the subject 

groups in upgrading teachers‟ professional development.  There is an impressive 

commitment to teacher training and the professional development which carried out 

in schools and TCs to upgrade teachers professionally in the area (MoEVT, 2007). 
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According to the 2012 population census, Zanzibar has a population of about 

1,303,569 inhabitants with a growing rate of 2.8% per annum. Of the total 

population 896,721 (68.8%) is in Unguja and 406,848 (31.2%) in Pemba. This 

reflects a population density of 491 persons per square kilometre. Out of the total 

population, 31.4% are school age going children of whom 4.6% are at age group of 

4-5 years (pre-primary), 18.6% are at age group of 6-11 years (primary level) and 

8.8% are in the age group of 12-15 years (secondary level) URT Zanzibar, 2014). 

Figure 3.1: Map of Zanzibar 
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3.4 Study Population 

The target population of this study involved subject teachers and the heads of 

secondary schools. This population was important because it possessed useful 

information for the study. The respondents were selected from 10 secondary schools 

in Urban West Region of Zanzibar; including Haille-Sellassie, Mwanakwerekwe A, 

Faraja, Kwamtipura, OCS, Bilali Islamic Seminary, Forodhani, Mwembe Ladu, 

Tumekuja and Ben-Bella secondary schools. Seventy teachers of both Art and 

Science subjects and 10 school heads were consulted to inform the researcher about 

the topic at hand. 

3.5 Sample Size and Sampling Technique 

3.5.1 Sample Size 

 Cohen, Manion & Marrison (2007) defined sample as a group of study participants 

drawn from a population to represent the whole population. The sample for the study 

involved the subject teachers and school heads of secondary schools. Purposive 

sampling procedure was used to select 10 school heads that participated during the 

interviews to provide data about subject panels on teacher professional development. 

Furthermore, 70 subject teachers were selected through random stratified sampling 

and they were given questionnaires to respond the guided question items. Therefore, 

the total sample size for the study was about 80 respondents. Table 3.2 presents the 

sample size of the study. 

 

 

 

 

 



44 

Table 3.1: Sample size 

Respondent  

Category 

Gender 

Category    

Sampling     

procedure 

Tool for data         

Collection 

Sample 

size 

Subject teachers                  

 

Males Stratified 

random          

Questionnaires 34 

 

 Females Sampling    36 

Head teachers  Males Purposive Interview 06 

 Females Sampling  04 

TOTAL    80 

 

3.5.2 Sampling Technique 

The study used both probability and non-probability sampling techniques to fix the 

mixed design approach. This included purposive sampling, stratified sampling and 

simple random sampling procedures in order to meet the required data and make the 

study more realistic. 

3.5.2.1 Purposive Sampling 

Gall et al. (2005) define purposive sampling as the process of selecting cases that are 

likely to be information-rich with respect to the purpose of a particular study. 

Information-rich participants are likely to be knowledgeable and informative about 

the phenomenon under investigation. The purposive sampling technique was applied 

in selecting 10 schools and 10 head teachers for the study. The main reason for using 

this sampling technique was to obtain participants who were available, willingly, 

and represent the required characteristics that investigator sought to study. This 

would enable the researcher to collect relevant data towards the problem (Creswell, 

2012). 
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3.5.2.2 Stratified Sampling 

According to Cohen, Manion and Marrison (2005) stratified sampling involves 

dividing the population into homogenous groups, and each group containing subjects 

with similar characteristics. In this technique, the researcher identified groups in the 

population in terms of age, sex, geographical location, the level of education and 

working experience. The population was divided into smaller homogeneous groups 

on the basis of the required characteristics. Then individuals from each sub-group 

were randomly selected. Finally, seven subject teachers from each school were 

selected through stratified sampling by selecting three science teachers and four arts 

teachers using randomization from the given numbers of subject teachers. 

3.5.2.3 Simple Random Sampling 

This was used to draw a sample of subject teachers in which everyone in the 

population had exactly the same chance of being included in the sample.  This 

technique was used to help researcher be free from being bias in selecting the 

informants. The sample was drawn at random from the population which was 

excellent for generalizing the findings to the population as a whole (Muijs, 2004). 

The teachers‟ names were labeled in a random number on a separate piece of paper 

and put in a basket then lottery number were used randomly to pick the sample. 

3.6 Data Collection Methods 

The study was dominated by mixed data collection methods which were used for the 

purpose of triangulating the data. The mixed methods in data collection refer to the 

use of multiple methods interactively not just using them somewhere or separately in 

the same study. These were used together consciously to study a single thing (Stake, 

2010). The main reason for using the mixed methods was to improve the quality of 
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evidence and adds through triangulation. Thus, the study used interviews and 

questionnaire methods to collect both qualitative and quantitative data from the 

actual field. 

3.6.1 Interview Method 

Ennon (1995) defines interview as the oral or vocal questioning technique or 

discussion which involves face to face interaction between individuals leading to 

self- report.  This is regarded as an interchange of views between two or more 

people on a topic of mutual interest which is the centrality of human interaction for 

knowledge production, and emphasizes the social situations of research data. In this 

method, both structured and unstructured interviews were used to explore the views, 

opinions, attitude, experiences, beliefs commitment and motivation of teachers on 

subject panels (Cobetta, 2003). Both English and Kiswahili were used during 

interviews only that the respondents were asked to use language they are 

comfortable. Interview method was used for 10 head teaches from ten secondary 

schools to explore their perceptions on the school based subject panels on the extent 

towards the teachers class-room practices.  

3.6.2 Questionnaire 

The questionnaire is a widely used and useful instrument for collecting survey 

information, providing structured, often numerical data. These are important 

following their ability to be administered without the presence of the researcher, and 

often being comparatively straightforward to analyze (Wilson and McLean, 1994). 

The present study used largely closed-ended questions to obtain useful data from 70 

subject teachers; 7 teachers from each school. The respondents were required to tick 

the relevant box for one alternative or inserting words in the space provided. The 
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reason behind the use of close-ended questions was to come up with the general 

understanding of issues as they were obtained from the respondents. 

3.7 Data Analysis Technique 

According to Leedy and Ormrod (2001) elaborated that data analysis is a systematic 

process of selecting, categorizing, comparing, synthesizing and interpreting data to 

provide explanations of the single phenomenon of interest. In this study, the data 

collected from different sources are organized together to produce the findings. The 

organization starts with editing, coding, classification and tabulation of the collected 

data which are then, analyzed to develop generalization in order to explain the 

targeted phenomenon and get the intended information. Thus, it was important for 

the study to use both qualitative and quantitative data (Kothari, 2011). 

3.7.1 Qualitative Data Analysis Technique 

Qualitative data analysis is a range of processes and procedures whereby a 

researcher moves from the qualitative data that have been collected into some form 

of explanation, understanding or interpretation of the people and situations that have 

been investigated (Taylor et al., 2010).This incorporated thematic analysis of 

Holliday (2000) as well as the open coding and editing. The thematic analysis relies 

on descriptions in which data are presented in a thematic form; the themes were 

identified before and refined during the analysis of data. The informations obtained 

from the interviews with head teachers were guided by the selection of sub-themes 

and merged together with major research questions set forth for the study.  

Data from interviews were subjected to content analysis in order to obtain the latent 

meanings of the opinions described in the document. In open coding, data were put 

into theoretically defined categories in order to analyze them (Silverman, 1993).This 
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enabled the researcher to realize the saturation of the data when repetitive themes 

occur. The editing process improves the quality of information without tempering 

with the data. This was done with the aid of computer word process programme. The 

qualitative data analysis helped the researcher to examine the meaningful and 

symbolic content of the data collected. Data gathered from the field were classified 

into meaningful categories and then edited, grouped and analyzed according to the 

research objectives and questions.  

3.7.2 Quantitative Data Analysis Technique 

The Statistical Packages for Social Sciences (SPSS) version 21was used for data 

management as well as data entry.  Also, excels 2010 was used only for data 

manipulation.  The SPSS software facilitated tabulation and computation of 

frequencies, percentages and mean of the quantitative data obtained from the 

questionnaires. The five Likert Scale data, structured questionnaires from subject 

teachers were analyzed quantitatively. After analysis the data were interpreted and 

discussed. 

3.8 Validity and Reliability 

Validity and reliability are two criteria used to judge the quality of all pre-

established quantitative measures (Lodico et al., 2006; Cohen, Manion& Morrison, 

2007). Validity is the appropriateness, meaningfulness, and usefulness of specific 

inferences made from test scores. Also, it refers to the soundness of research 

findings based on the satisfaction of specific design criteria for various types of 

research (Gall et al., 2005). Reliability refers to the consistency of scores; that is, an 

instruments‟ ability to produce approximately the same score for an individual over 
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repeated testing or across different raters (Lodico2006; Cohen, Manion& Morrison, 

2007). 

It is for this reason that the study used triangulation to maintain validity and 

reliability. This relied on multiple sources of data, literature reviews, and guiding 

theories of study, sampling techniques and data collection methods to maintain the 

soundness of research findings. According to Creswell (2012), triangulation is the 

process of corroborating evidence from different individuals (heads of schools and 

subject teachers), types of data (observational field notes and interviews), or 

methods of data collection (questionnaires and interviews) mixed approach based on 

qualitative approach (descriptions and themes) as well as statistical analysis of data 

in quantitative approach. In this study, triangulation maintained the validity and 

reliability of the findings because the data were obtained through multiple sources of 

information, individuals, or approaches. 

3.9 Pilot Study 

A pilot study is a small scale study administered before conducting the actual study 

(Fraenkel &Wallen, 2000). A pilot study is a smaller version of a full-scale study 

which sometime known as feasibility study. The present study involved pre-testing 

to measure the validity and reliability of research instruments as proposed by 

researcher, including the use of questionnaires and interviews. The study was 

pretested with four subject teachers and one head teacher of secondary school in the 

researcher working place in the Urban West Region, Zanzibar where purposive 

sampling was used to select the four participants for the pilot study. The conduction 

of pilot study was integrated to Teijlingsen and Hundley (2000) who argued that 

pilot study was to assess the feasibility of the study and identify logistical problems, 
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collect preliminary data, test the adequacy of interview questions or questionnaires. 

It was moreover used to assess the proposed data analysis techniques in order to 

uncover the potential problems and train the researcher himself in as many elements 

of the research process as possible. The pilot study preceded the main study and it 

was conducted after separate meetings with the Department of Secondary Education 

of Zanzibar for data collection permission. 

1.10 Limitation of the Study 

The present study encountered several problems particularly during data collection. 

The researcher faced inadequate literatures for local studies in regard to the topic as 

most of literatures reviewed were based on foreign studies. Also, some respondents 

were unwilling to fill in the questionnaires and others claiming that they had limited 

time due to overloaded teaching duties. Likewise, some school heads were not only 

absent at their work place but also they were hard to be interviewed the way they 

incorporated the study of political issue which probably created a threat to respond 

research questions. However, their decisions were respected and no compulsion 

applied during data collection. Additionally, there was a long requesting procedure 

for data collection permission starts from national, regional, district and school 

levels which led time consuming before the actual field research. Similarly, the 

absence of some school heads during interview that was reported to attend the 

Ministry or TC programs was noted as challenge and forced the researcher to extend 

time for data collection. 

3.11 Ethical Consideration 

Fraenkel and Wallen (2006) advocate that the researcher‟s responsibility is to ensure 

that the participants are physically and psychologically protected from any 

discomfort or danger that might arise due to the research procedure during the field.   

In the process of collecting data, the researcher ensured faithful safety of 



51 

respondents psychologically and physically. Among the ethical issues which were 

given priority during the study had been widely emphasized by Cress well, 2012; 

Berg 2001; Kerlinger& Lee, 2000; Newman, 2000; Patton, 2001; Seidman, 1998). 

These include permission to conduct the research whereby the researcher sought an 

approval letter from the Post Graduate Office of the University of Dodoma, The 

Second Vice President Office and Ministry of Education and Vocational Training in 

Zanzibar for permission of conducting research in a defined areas or population. 

Sufficient information on the purpose of the study and its expected significance was 

highlighted by the participants to avoid unnecessary inconvenience. Again, informed 

consent form was developed for participants to sign before participation to certify 

their willingness. Thus, the participant was not forced in this study. Additionally, the 

information from respondents was treated as confidential and they were not 

disclosed to any unauthorized person or institution. Ethical interview practice was 

also observed to reinforce positive interaction with participants during the field. 

Respect to the target population and its culture was important to the researcher fora 

peaceful relationship during the field.  

Another ethical issue observed was avoiding of plagiarism; the researcher 

acknowledged any information obtained from related literature with proper citation 

to avoid plagiarism. Likewise, the dissertation writing considered what was found in 

the actual field and not otherwise and the final copy of thesis was kindly shared with 

study population so that they could have an opportunity to access to study findings. 

Such ethical issues are emphasized by Creswell (2012). 

3.12 Chapter Summary 

In this chapter, various components of research methodology for the study are 

presented include research design, research approach, study location and study 

location. Likewise, sample size and sampling techniques from which data were 
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obtained, the study further used triangulation in regard to the multiple methods of 

data collection for the rich information about the effectiveness of subject panels in 

Zanzibar. Moreover, the chapter informs the data analysis technique based on 

quantitative (statistical analysis) and qualitative (themes), validity and reliability as 

well as pilot study.  The ethical issues were also considered for the safety and 

appropriateness of the study. 
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CHAPTER FOUR 

DATA PRESENTATION 

4.0 Introduction 

The purpose of this study was to assess the effectiveness of subject panels in 

enhancing teacher professional development. This broader theme was categorized 

into seven categories based on the objectives of the study which sought to assess 

teachers‟ conception of subject panels; assess the effectiveness of activities assigned 

by subject panel teachers; determine the level of teachers‟ commitment towards the 

subject panel activities; examine the impact of subject panels in teaching and 

learning process.  Furthermore, the study assessed the role of school leadership to 

the survival of subject panels; identify the challenges facing subject panels in 

secondary schools in Zanzibar and, finally, solicited stake holders‟ opinions on how 

subject panels can be improved in sustaining professional development in secondary 

schools in Zanzibar. 

The presentation of the research findings is statistically performed with the use of 

tables showing data in frequencies, percentage, mean and ranking so as to analyze 

responses obtained from the questionnaires; followed by a thick description of the 

findings from the interviews. 

4.1 Demographic Information of the Respondents 

In this section, the researcher presents a summary of the demographic data related to 

the respondents‟ sex, age, work experience and educational level. This was 

important to provide the readers with an overview of the characteristics of the 

sampled population involved in this study. The information is presented in Table 

4.1.1(1), 4.1.1(2), 4.1.1 (3) and 4.1.1(4) accordingly, to display the frequency and 
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percentage of the demographic variable for the secondary schools teachers who 

participated in the study. 

4.1.1 Sex: Sex Category of the Respondents 

Table 4.1.1(1): Frequency and Percentage Distribution of Respondents 

According to Sex (N=70) 

Sex Frequency Percent 

Female 36 51.4% 

Male 34 48.6% 

Total      70 100.0% 

Table 4.1.1(1)above shows that the number of male and female respondents was 

nearly equal as the males formed 45% of all respondents while the females formed 

55% of all respondents, therefore, the findings presented in this study are a balance 

of both male and female responses.   

4. 1.2 Age: Age of the Respondents 

Table 4.1.2 (2): Frequency and Percentage Distribution of Respondents 

According to Age(N=70) 

Table 4.1.1(2) summarizes age category of respondents. It was important to take into 

account age character of respondents to assess how the age of teacher respondent 

could have influential his or her role in the effectiveness of subject panels in 

    Age Frequency Percent (%) 

20-30 15 21.4% 

30-40 34 48.6% 

40-50 

51 and above 

17 

4 

24.2% 

5.8 

Total 70 100.0% 
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enhancing teacher professional development. The age of the respondents were 

classified into four cohorts; where the majority of the participants ranged between 30 

and 40 ages and formed 34 (48.6%)of the total. The second age group with high 

frequency ranged between 40 and 50 years which was 17 (24.2%) of all respondents. 

The third age group carried 15 (21.4%) of respondents while the lowest age group in 

the distribution 50 years and above that formed 4 (5.8%) of the total respondents. 

4.1.3 Experience: Work Experience of the Respondents 

Table 4.1.3(3): Frequency and Percentage Distribution of Respondents 

According to Work Experience as Professional Teacher (N=70) 

 Frequency Percent 

1-10yrs 23 32.9% 

11-20yrs 27 38.6% 

21-30yrs 

31 and above 

15 

5 

21.4% 

7.1% 

Total 70 100.0% 

Table 4.1.1(3) shows that work experience of teachers who were to participate in 

this study    varied. The majority group is that between 11 and 20 years which shared 

the highest frequency and percent of working experience 27(38.6%). Likewise, the 

group between 1-10 years formed 23(32.9%) of the total respondents. The third 

group 21 and 30 years with 15 (21.4%)and the lowest group in the distribution 31 

and above with5 (7.1%). The general interpretation of the data indicates that most of 

the selected respondents for the study had work experience ranging between 1 and 

20 years than the rest of the groups. 
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4.1.4 Education: Level of Education of the Respondents 

Table 4.1.4 (4): Frequency and Percentage Distribution of Respondents 

According to Educational Level (N=70) 

 Frequency Percent 

1. Diploma equivalent in Education 8 11.4% 

2. Bachelor degree in Education 52 74.3% 

3.Post graduate degree in Education 10 14.3% 

    TOTAL 70 100.00 

 

The investigation on the respondents‟ level of education was significant in the sense 

that it could have an impact on the participant responses about the effectiveness of 

subject panels towards teacher professional development. The results in the table 

4.1.1 (4) indicates that most of the respondents, 52(74.3%) were bachelor  degree 

holders in education, the second group with high number of respondents represents 

post graduate degree holders in education 10(14.3%) while only 8 (11.4%) of the 

respondents had attained diploma in education. 

Summary of the Findings by Research Questions                      

4.2.1 Research Question One: What is the Teachers’ Conception of Subject 

Panels? 

In regard to this question, the researcher intended to assess the teachers‟ conception 

of subject panels. It was thought that the answers to this research question would 

help to explain how teachers understand the conception of subject panels as a 

parameter to measure the effectiveness of subject panels in secondary schools. The 

results of this question are comprehensively presented in a table 4.2.1 below. 
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Table 4.2.1 (5): Frequency and Percentage Distribution of Responses on the 

Conception of Subject Panel by Teachers (N=70) 

 S/N      STATEMENT Frequency 

 

Percent 

( %) 

1. Subject panels refer to the group of teaching staffs 

under the guidance of the school head. 

 

05 

 

7.1% 

2. Subject panels involve a group of teachers from the 

same subject or school sharing pedagogical content 

knowledge and methodologies to improve class-room 

practice. 

 

59 

 

84.2% 

3. Subject panels are peer groups of teachers emerge in 

school to help each other socially, economically and 

politically. 

 

06 

 

8.5% 

   TOTAL 70.00 100.00 

 

Information in table 4.2.1(1) proves that teachers‟ are aware of subject panels 

because they highly responded that “ Subject panels involve a group of teachers 

from the same subject or school sharing pedagogical content knowledge and 

methodologies to improve class-room practice” with 84.2% of the responses. 

Generally, this implies that teachers had a better understanding of the conception of 

subject panels. This might be due to undertaking the SP programme in their work 

place, which in turn improve their pedagogical content knowledge and teaching 

methods. 

Also, the findings from interviews revealed that out of 10 teachers, 8 (80.0%) 

teachers were aware of the subject panels.  For example, one of the head teachers 

had this to say: 

To me subject panels involve a group of teachers of the same 

subject come together to share content skills, methodologies and 

modes of evaluation so as to improve what teacher is supposed to 
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practice in the class-room. This involves science panels, social 

science panels and language panels. (Interview with HT3 February 

13, 2017). 

 

From the results above, it is clear that teachers appropriately understand the 

conception of subject panels, the way they perform the programme into concrete 

steps. 

4.2.2 Research Question Two: What is the Effectiveness of the Activities 

Assigned by Subject Panel Teachers? 

This question was guided by research objective which sought to assess the 

effectiveness of the activities performed by subject panel teachers. The answers of 

this question were thought to give a general picture if the subject panels in secondary 

schools are still alive or not in relation to the experiential curriculum. This could be 

determined by the activities which they perform; therefore, the searcher sought to 

know the effectiveness of the activities. 
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Table 4.2.2 (6): Frequency and Percentage Distribution on the Effectiveness of the Activities Performed by Subject Panel Teachers 

(N=70) 

 

                       STATEMENT 

SD 

N (%) 

D 

N (%) 

NE 

N (%) 

A 

N (%) 

SA 

N (%)        MEAN 

1. Coaching and mentoring services are performed by subject panel 

teachers. 

2. Curriculum review activities conducted by subject panels are 

more meaningful. 

3. Designing and producing teaching materials is done regularly. 

4. Monitoring and evaluation of subject panel program are highly 

conducted in my school. 

5. Content enhancement under subject panels is not yet satisfactory. 

              AVERAGE MEAN 

0  

 

3(4.3) 

 

 17(24)    

5 (7.1) 

 

5 (7.1) 

 

0  

 

4(5.7) 

 

27(38.6) 

9(12.9) 

 

5 (7.1) 

1(1.4)  

 

5(7.1) 

 

10(14.2) 

16(22.9) 

 

22(31.4) 

 

19(27.1)  

 

27(38.6) 

 

8(11.4) 

25(41.4) 

 

18(25.7) 

 

50(71.4)    4.70 

 

 31 (44.3 )  4.11   

 

8(11.4)       2.73 

15 (21.4)     3.49 

 

20(28.6)       3.61 

3.72 

KEY:            SD 1-1.4            D 1.5-2.4        NE 2.5-3.4      A 3.5-4.4       SA 4.5-5 
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The results presented in table 4.2.2 (6) above show that, out of five (5) statements, 

one (1) was reported under strongly agree (SA) category, two (2) items were 

reported under agree (A) category while one (1) item was reported under neutral 

(NE) category and one (1) item was reported under disagree (D) category. None of 

the statements were reported under strongly disagree (SD). However, the general 

perception of teachers showed that there was effectiveness on the activities assigned 

by subject panels. This indicates that the subject panels in secondary schools in 

Urban West Region in Zanzibar are effective. 

Table 4.2.3 (7): Mean of Respondents’ on the Effectiveness of the Activities 

Performed by Subject Panel Teachers According to Rank 

S/N         Items    Mean  

Rank    

1. Coaching and mentoring services is performed by 

subject panel teachers. 

   4.70 1 

2.  Curriculum review activities conducted by subject 

panels are more meaningful. 

      4.11 2 

3. Designing and producing materials is done regularly. 

4. Mentoring and evaluation of subject panel programme 

are highly conducted in my school. 

5. Content enhancement under subject panels is not yet 

satisfactory. 

      2.73 

 

      3.49 

 

       3.61 

5 

 

4 

 

3 

  AVERAGE MEAN  3.72 

 

The results summarized in table 4.2.3 (7) show that coaching and mentoring service 

is performed by subject panel teachers had the highest mean (4.70) while the lowest 

mean was (2.73) for the statement that designing and producing teaching materials 

regularly. The findings from interviews showed that the activities of subject panels 

are performed under social context involving a group of teachers who share subject 
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content, teaching techniques and assessment. The teachers form team work in a 

particular subject to share knowledge and other professional skills between senior 

and novice teachers to improve the experiential curriculum where peer and 

instructional coaching takes a large part. 

During interviews one of head teachers had this to say: 

Subject panels in my school play part to ensure teaching is done 

accordingly… teachers get chances to observe and be observed on 

what they are doing in the class; whenever coaching or mentoring 

is needed, the subject panel teachers advise the school 

management to carry out such service. Similarly, teachers are 

provided with skills to strengthen their performance for class-room 

practice (Interview with HT2: February 10, 2017). 

Moreover, another head teacher added that: 

Teachers in my school uses subject panels to discuss the areas of 

weaknesses in which the teacher encounters during practice and 

conducting team practical sessions for science subjects; teachers 

are coming together to share content knowledge. Likewise subject 

panels go further to incorporate teachers with teaching ethics 

when it is necessary (Interview with HT6: February 28, 2017). 

The same view put forward by one of the school heads during the interview sessions, 

that subject panels bring subject teachers together to share evaluation skills. 

Teachers collectively prepare annual or trial examination and marking scheme for 

the student evaluation. In the mean time, they play the role of advising the school 

management on a respective academic matter and propose the appropriate teaching 

and learning materials to be aggregated in school. 

However, one of the informants commented what he perceived to be the 

effectiveness of the activities carried out by subject panels in regard to question two. 

The respondents said: 
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I think, to some extent subject panels  are less effective due to the 

fact that they are ad-hoc and unforeseen in practice…some 

schools have established them just to respond the order from the 

Ministry of Education but actually they are theoretical based and 

this is caused by unsupportive physical conditions of many 

secondary schools (Interview with HT9 March 18,2017). 

The findings from interviews also insist that subject panels fail to encourage teachers 

from producing teaching and learning materials for the class-room practice. This was 

confirmed by one of the head teachers who had this to say: 

We often use subject panels to share learning and teaching 

experience in schools and not engaging in any activity of 

making teaching or learning aids… we highly depend on 

school materials, although some time teachers face shortage 

of instructional materials in our library (Interview with HT8 

March 3, 2017). 

In the main, the findings for research question that the activities assigned by subject 

panels in secondary schools in Zanzibar are effective as they provide teachers with 

useful skills and knowledge in improving their best level of teaching. And all the 

related to professional and career performance in school is improved following this 

effectiveness. However, teachers need to be encouraged to use their panels for the 

production of teaching and learning materials. On the other hand, monitoring and 

evaluation of subject panels should be highly improved in the sense that the 

programs are reasonable in achieving their goals. 

4.2.3 Research Question Three: To what Extent are the Subject Panel Teachers 

Committed Towards their Duties? 

This question sought to investigate the level of teacher commitment towards the 

subject panel activities. The information to meet this objective was sought from 

secondary school teachers and the findings related to the third objective are 

presented in the Table 4.2.4 (8) below. 
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Table 4.2.4 (8): Frequency and Percentage Distribution on Level of Teachers’ Commitment Towards the Subject Panels’ Activities 

(N=70) 

 

S/N           STATEMENT 

NC 

1 

N(%) 

LC 

2 

N(%) 

C 

3 

N(%) 

HC 

4 

N(%) 

Mean 

1. Teachers attend subject panel sessions regularly and willingly. 14(20.0) 26(37.1) 27(38.6) 3(4.3) 2.54 

2. Teachers practice what they have learned from subject panel sessions  14(20.0) 26(37.1) 27(38.6) 3(4.3) 2.56 

3 Teachers seek their own responsibilities in subject panel activities. 18(25.7) 15(21.4) 25(35.7) 12(17.1) 2.44 

4 Majority of the subject teachers appreciate team learning and subject groups. 11(15.7) 15(21.4) 23(32.1) 21(30) 2.77 

5 Teachers have been noted to change their instructional practices after being 

involved in subject panels. 

12(17.1) 18(25.7) 29(41.4) 11(15.7) 2.56 

6 The attendance of teachers during subject panel sessions is satisfactory. 13(18.6) 18(25.7) 27(38.6) 12(17.1) 2.77 

7 Teachers show active participation with tutors during the lessons. 10(14.3) 14(20.0) 29(41.4) 17(24.3) 2.76 

AVERAGE MEAN     2.6 

KEY:   NC = Not committed 1-1.4                     LC= Less committed 1.5-2.4  

              C= Committed 2.5-3.4                           HC= High committed 35-4.4 
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The results from Table 4.2 4(8)  above show that, out of seven (7), six (6) responses 

appeared under committed (C) category and only one (1) was reported under less 

committed (LC).None of the statements were ranked into either not committed (NC) 

or high committed (HC). Generally, the average mean is (2.6) which imply that the 

level of teachers‟ commitment towards the subject panel programme is moderate 

and, therefore, further motivation is needed. 

Table 4.2.5 (9): Mean of Respondents’ on the Level of Teachers’ Commitment 

towards Subject Panel Activities According to Rank 

S/NSTATEMENT Mean Rank 

1. Teachers attend subject panel sessions regularly and 

willingly. 

 

2.77 

 

1 

3. Majority of the subject teachers appreciate team learning 

and subject groups. 

 

2.77 

 

1 

4. Teachers show active participation with tutors during the 

lessons. 

 

2.76 

 

3 

5. Teachers practice what they have learned from subject 

panel sessions. 

 

2.56 

 

4 

6. Teachers have been noted to change their instructional 

practices after being involved in subject panels. 

 

2.56 

 

4 

7. The attendance of teachers during subject panel sessions 

is satisfactory. 

 

2.54 

 

6 

8. Teachers seek their own responsibilities in subject panel 

activities 

2.44 7 

AVERAGE MEAN  2.6 

KEY:   NC = Not committed 1-1.4                     LC=Less committed 1.5-2.4  

                 C= Committed 2.5-3.4                         HC=High committed 35-4.4 
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The results summarized in table 4.2.4 (8) show that the level of teachers‟ 

commitment towards subject panels in secondary schools in Zanzibar. The 

statements with the highest  mean were “the attendance of teachers during subject 

panel sessions is satisfactory and majority of the subject teachers appreciate to form 

team learning and subject groups” with mean (2.77), while the least ranked mean is 

2.44 for “teachers seek their own responsibilities in subject panel activities.” 

In regard to the findings obtained during interview with school heads, the majority 

of them 7(70%) expressed that the teachers‟ commitment towards subject panels was 

neither low nor high but rather moderate level. This was probably contributed by the 

poor motivation and awareness on the importance of having subject panels for 

teachers‟ professional development and sometime teachers are difficult to seek on 

their own responsibility towards subject panels. This was evident by one of the 

school heads, HT2 who had this to say: 

We sometime have to use compulsion when it is necessary to 

force teachers’ participating in subject panel session. 

Otherwise, they do not seek for their own responsibilities 

(Interview with HT2February 10, 2017). 

 

A close interpretation of this finding reveals that teachers were not appropriate 

motivated to embrace the panels as part and parcel of their academic and 

professional development. 

However, the findings from interview showed that about 6 (60%) of the total 

respondents appreciated that teachers‟ attendance in subject panel sessions was 

satisfactory. This indicates that the majority of teachers are comfortable and 

confident with the positive contribution of subject panels in their day to day class-

room practice. On top of that, the subject panels were reported to foster a high 
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interaction between teachers and tutors during the sessions of social learning. One of 

the informants was quoted: 

To a large extent, it is interesting when teachers form a class 

and the inexperienced or poor knowledgeable teachers interact 

side by side with competent or senior peers… teachers develop a 

sense of teacher-student or learner-practitioner in relation to 

teaching and learning processes. And consequently they all learn 

the concept presented on the table. (Interview with HT6 

February 28, 2017). 

Generally, the results reveal that the level of teachers‟ commitment towards their 

subject panels in Zanzibar was neither high nor low, but rather moderate. Thus, 

some deliberate measures need to be taken in order to reinforce the level 

commitment of teachers so that they can maximize the effectiveness of the 

programme. This means that there is a need to raise teachers‟ motivation, adequate 

time for the practice and reduce work load for teachers as well as raising their 

awareness with enough education about the importance of school based subject 

panels. 

4.2.4 Research Question Four: What is the Impact of Subject Panels towards 

Teaching and Learning Process? 

This research question sought to find answer that would inform about the impact of 

subject panels in actual teaching and learning processes. It was thought that subject 

panels had great positive impact to the teachers in practice. The information related 

to this research question is summarized in table 4.2.4 (5) below: 
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Table 4.2.6 (10): Frequency and Percentage Distribution on the Impact of Subject Panels Towards Teaching and Learning Process 

 

                       STATEMENT 

SD 

1 

N (%) 

D 

2 

N (%) 

NE 

3 

N (%) 

A 

4 

N (%) 

SA             MEAN 

5                    ‒ 

N (%)           (X) 

1. Subject panels result into competent teachers in pedagogical content and methodology. 1(1.4) 4(5.7) 11(15.7) 13 (18.6)  41(58.6)     4.23 

 

2. Teachers who actively participate in subject panels become well motivated and 

committed in using new skills in the practice. 

4(5.4) 4(5.7) 14(20.) 20(28.6)    28(40)     3.91 

3. Peer interaction, friendship and active team learning/teaching  among teachers are highly 

promoted by subject panels. 

5 (7.1) 7(10.0) 9(12.9) 35(50.0)    14(20.0)   3.63  

4. Active subject panels construct leadership and mentoring skills to the teachers. 6(8.6) 6(8.6) 5(7.1) 32(45.7) 21(30.0 )     3.80 

5. Subject panels discourage individual choice and interest in learning process 8(11.4) 11(1.5.7) 15(21.4) 17(24. 3) 19 (27.1)     3. 36 

6. Teachers who engage in subject panels become capable in implementing the curriculum 

using the recommended techniques 

4(5.7) 

 

8(11.4) 5 (7.1)    21(30)    

 

32 (45.7)     3.93 

7. Subject panels lead to adequate teaching and learning materials in schools which are 

produced by teachers in schools. 

4(5.7) 

 

37(52.9) 10(24.3) 12(17.1) 4(5.7)          2.42 

8. Subject panels have  shifted teaching from teacher to  learner-centred approach 6(8.6) 5 (7.1) 6(8.6) 22(31.4)  31(44.3)       3.97 

9. AVEAGE MEAN     3.69 

KEY:       SD 1-1.4         D 1.5-2.4           NS 2.5-3.4           A 3.5-4.4             SA 4.5-5 
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The results in table 4.2.5(9) above show that, out of eight (8) responses, six  (6) 

items were reported under agree (A) category, one (1) was reported under neutral 

(NE) category and one (1) was reported under disagree (D) category. None of the 

statements were reported under strong disagree (SD) category. However, the general 

perception of respondents showed that subject panels had a positive impact on the 

actual teaching and learning in secondary schools due to mean average (3.69). This 

implies that, majority of the teachers were satisfied by the outcomes of subject 

panels in implementing curriculum at the school level. 

Table 4.2.7(11): Mean and Rank of Response for the Impact of Subject Panels 

on Teaching and Learning Processes 

S/N         Items Mean Rank 

1. Subject panels result into competent teachers in pedagogical 

content and methodology. 

4.23 1 

2.  Teachers who actively participate in subject panels become 

well motivated and committed in using new skills in the 

practice. 

3.91 2 

3. Peer interaction, friendship and active team teaching and 

learning among teachers are highly promoted by subject 

panels. 

4. Active subject panels construct leadership and mentoring 

skills to the teachers. 

5. Subject panels discourage individual choice and interest in 

learning process. 

6. Teacher who engages in subject panels become capable in 

implementing curriculum using recommended techniques. 

7. Subject panels lead to adequate and learning materials in 

schools which are produced by teachers. 

8. Subject panels have shifted teaching into learner centred 

approach. 

3.63 

 

 

3.80 

 

3.36 

 

3.93 

 

 

2.42 

 

3.97 

6 

 

 

5 

 

7 

 

4 

 

 

8 

 

2 

 AVERAGE MEAN  3.69 

KEY:       SD 1-1.4        D 1.5-2.4         NS 2.5-3.4        A 3.5-4.4     SA 4.5-5 
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The results in above Table 4.2.7(11) show the response that subject panels result into 

competent teachers in pedagogical content and methodology scored highest mean 

(4.23), and the least ranked mean is (2.42) for the item that subject panels lead to 

adequate teaching and learning materials in schools which are produced by teachers. 

These are supported by the findings from the interviews where majority of teachers 

confirmed the positive outcomes of subject panels on actual teaching and learning 

activities in the school context. This is due to the fact that subject panels bring 

novice and experienced teachers together to share teaching strategies, content 

knowledge, mode of assessments and class-room management strategies at large. 

This is considered as a useful informal continuous professional learning approach 

within a work place and work hours. During the interview with the first head 

teacher, the following was said: 

Yes, I have been enjoying the fruits of subject panels to my 

teachers; it acts as a centre of knowledge whereby teachers of 

different levels and abilities learn through social interaction which 

improves their teaching methodologies. Apart from that my school 

uses subject panels to a moderate terminal or trial exams and 

share marking activity for student evaluation in side and within 

school periods (Interview with HT1, February 8, 2017). 

In addition to that, one of the school heads expressed that the active subject panels 

enable teachers to master difficult topics of a particular subject. The following 

quotation was obtained from the HT3 during interview substantiates this: 

The achievement of any professional development lies on the base 

of team work, and therefore, I have created a culture of working 

together. Thus, the novice and, more experienced teachers share 

the content skills and teaching strategies. In my school, the science 

teachers do perform practical demonstrations collectively, and 

likewise, a teacher can be academically aided at any time when 

he/she needs .For example, my teachers of science subjects usually 

sit together to discuss and find the appropriate solution on 

complicated topics (Interview with HT3, February 13, 2017). 
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Contrary to that, some of the respondents commented that the subject panels 

contradict the core teaching activity during the work hours. Such activities consume 

much of the classroom practice. Generally, the data regarding research question 

three reveals that subject panels in Zanzibar have positive impact to stimulate 

teachers‟ performance in secondary schools as they help teachers to improve content 

knowledge and teaching strategies, mode of assessment and peer interaction under 

social learning. However, the subject panels were criticized for their inadequacy in 

generating teaching and learning materials. 

4.2.5 Research Question Five: What is the Role of School Leadership in the 

Sustainability of Subject Panels? 

The fifth research question sought to assess the role of school leadership in the 

sustainability of subject panels. This information was important because subject 

panels are school based programme. Hence, it was important to know if the school 

administrations wee supporting or disappointing the development of this 

professional programme. Table 4.2.8(12) below presents the findings of this research 

question: 
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Table 4.2.8 (12): Frequency and Percentage Distribution on the Role of School Leadership in the Sustainability of Subject Panels 

  S/N         STATEMENT SD 

N(%) 

D 

N(%) 

NE 

N(%) 

A 

N(%) 

SA 

N(%) 

Mean 

1. School leadership ensures financial support to subject panels. 21(30.0) 32(45.7) 11(15.7) 3(4.3) 3(4.3) 2.07 

2. School management ensures good supply of teaching/learning 

materials for subject panels. 

3(4.3) 3(4.3) 4(5.7) 16(22.6) 44(62.9) 4.36 

3. The school leadership plays a role to formulate schedules for regular 

subject panel sessions. 

2(2.9) 3(4.3) 12(17.1) 31(44.3) 22(31.4) 3.96 

4. School is responsible for monitoring the subject panel programme 3(4.3) 2(2.9) 10(14.3) 26(37.1) 28(4.0) 4.09 

5. School motivates teachers and bring them into positive attitude 

towards the subject team learning. 

14(20.0) 9(12.9) 16(22.9) 15(21.4) 16(22.9) 3.21 

6. Quality assurance is made by school leadership to ensure   the 

effectiveness of  subject panel programme. 

12(17.1) 16(22.9) 9(12.9) 17(24.3) 16(22.9) 3.13 

 

TOTAL AVEAGE      3.47 

KEY: SD 1-1.4 D 1.5-2.4   NE 2.5-3.4 A 3.5-4.4 SA 4.5-5 
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The results summarized in Table 4.2.8 (12) show that, out of six (6) responses, three 

(3) were reported under agree (A) category, two (2) were reported under neutral (N) 

category and only one (1) was reported under disagree (D) category. None of the 

statements were reported under strong disagree (SD) category in response to the role 

of school leadership to the survival of subject panels. The general perception of the 

community members was fairly positive because of the average mean (3.47), which 

implies that school leadership plays the great role in supporting the activities of 

subject panels in Zanzibar. These roles include ensuring good supply of 

teaching/learning materials for subject panels (4.36), monitoring the subject panel 

programme (4.09), and formulation of schedules for regular subject panel sessions 

(3.96). However, the financial support and teachers‟ motivation by school leadership 

were less concerned. 

With regard to study findings from interviews nearly all participants acknowledged 

that school and subject panels are inseparable in the sense that school ensures 

important necessities for the utility of subject panel programme and the school 

maintains their academic achievement under the influence of subject panels. 

Therefore, a school has great role to ensure the sustainability of the programme. 

During interviews, one of private school head had this to say: 

It is my school treasure to ensure the survival of subject panels for 

the quality education practice for a school level. Thus, the school 

supports teachers with sufficient supply of teaching and learning 

resources required for the practice and offers teachers some 

refreshments such as soft drinks and foods during session time as a 

way to motivate them appreciating the programme. (Interview with 

HT3, February 13, 2017). 
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Moreover, the findings from interviews revealed that a school was responsible for 

arranging the time table for regular subject panel session. The following quote 

suffices to inform about this:  

We normally meet at least once in an academic term to reflect 

those teaching and learning challenges that our school has 

encountered for a while. And if there is a need we meet at the end 

of every month for discussion, this has helped my school to solve 

the problems of teaching and learning difficulties. (Interview with 

T4, February 15, 2017). 

On the other hand, the majority of informants during the interviews with them that 

the Ministry of Education and Vocational Training in Zanzibar provides instructions 

and orders for establishment of SPs in secondary schools and, unfortunately it 

neither produces any guiding document no financial support for the execution of the 

programme in schools. Informant,HT5 had this to say in expressing her view: 

There is no further materials support from the Ministry of Education, 

rather it provides instruction on their establishment and the whole 

burden is school based. However, the Ministry officials come to 

observe the performance of subject panels during inspection 

(Interview with T5; March 17, 2017). 

Another, head of school had a different observation:  

Yes, the Ministry of Education supports the activities of subject 

panels and when they come for inspection; the unaccountable head 

teacher is discontinued for his/her position. Also, the Ministry of 

Education holds workshops for head teachers or academic masters 

to guide them on how to precipitate the efficiency of subject panel 

programmes (Interview with T1 February 8, 1917). 

This implies that the idea for establishment of subject panels is top down in the 

sense that, the Ministry of Education in Zanzibar is theoretical formulation for the 

programme. And the schools are obliged to put into practice issues without sufficient 

materials, this is considered as challenge to the implementation of the programme at 

lower level. 
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4.2.6 Research Question Six: What are the Common Challenges Facing Subject 

Panels? 

This research question was set to identify the common challenges facing the subject 

panels in secondary schools in Zanzibar. This information was important to get 

conformation since the previous literature capitalized that subject panels were not 

free from challenges. However, the specific challenges in Zanzibar were not known. 

The information related to this research question is presented in Table 4.2.9 (13) 

below. 
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Table 4.2.9 (13): Frequency and Percentage Distribution on the Challenges 

Facing Subject Panels in Secondary Schools (N=70) 

 

  S/N      STATEMENT 

D 

N(%) 

A 

N(%) 

Mean 

1. Subject panels are not free from 

inadequate resources which impede the 

effective implementation of the 

programme. 

3(4.29) 67(95.71) 1.85 

2. Teachers are highly occupied by teaching 

duties with insufficient time to 

participate the subject panel programme. 

20(28.6) 66(81.42) 1.79 

3. Uncertainty, change in the curriculum 

content is noted as a challenge for subject 

panels because many teachers are not 

familiar with the new curriculum change. 

23(32.9) 47(67.1) 1.3 

4. Subject panels impede individual‟s 

choice and needs in learning. 

43(61.4) 27(38.6) 0.74 

5. Teachers are disappointed by school 

rigidity in effective participation of 

subject panel programme. 

33(47.1) 37(52.9) 1.05 

6. Most subject panel programs in schools 

are facing  less follow-up and they 

merely words oriented than deeds        

10(14.3) 65(92.82) 1.68 

 

 

AVERAGE MEAN   1.40 

KEY: D = Disagree 0-1.0      A = Agree 1.1 -2.0   

The findings summarized in Table 4.2.9 (13) above reveal that, out of six (6) 

statements, four (4) items were reported under agree (A) category, two (2) 

statements were reported under disagree (D) category when the respondents 

responded to the challenges facing subject panels in Zanzibar. Generally, the 
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average mean is (1.40) which evident that there are a lot of challenges facing subject 

panels in the implementation of their roles in Zanzibar. Such challenges include 

inadequate resources, time constraints due to overloaded teaching periods, 

uncertainty change in curriculum content, poor motivation and less follow-up.  

These findings concur with the interview findings from the head of schools whereby 

most of them argued that, there is insufficient school budget, overloaded teaching 

periods, and poor teachers‟ motivation by school. These were critical challenges for 

the effectiveness of subject panels in secondary schools. One of the heads of school 

emphasized this by arguing that: 

Our school has been facing the challenge of fund due to limited 

internal sources. This seriously discourages some activities of 

subject panels in our school. For examples, the school doesn’t 

have sufficient money for transport and food allowance for 

teachers who have to extend their work time during subject panel 

session. Likewise, science subject panels need to be financed for 

practical sessions (Interview with HT3 February 13, 2017). 

Another, head of school commented that: 

What I can say is that, my school has got shift departimentation 

where teachers come in a separate time between morning and 

afternoon sessions. Hence, bringing all of them together in fact is 

a challenge. However, we consult the morning session teachers to 

extend time while the afternoon teachers should attend earlier so 

that they could have a time for discussion(Interview with HT7 

March1, 2017). 

Again, the majority of the respondents during interviews commented that overloaded 

teaching periods for teachers was a threat towards subject panels because teachers 

have to cover all lesson in the time table and there is no excuse for not covering 

them. One of the informants views were quoted as follow: 
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…the school like this has got many classrooms with few teachers 

especially for science subjects who are supposed to teach all 

classes. The overloaded teaching periods deprive teachers with 

sufficient time to perform the subject panel duties and this leads to 

low teachers’ commitment towards the programme (Interview with 

HT5, 17 February 2017). 

Additionally, the informant HT10 had this to say:  

From my work experience, subject panels are not free from 

challenges… in relation to my point of view some time teachers 

develop a negative attitude with the subject panel and regard them 

as stressful and not part of professional development. This is a 

reason behind the lower performance of subject panels in our 

schools (Interview with HT10, March, 10th 2017). 

Generally, the findings from research question six (6) revealed that subject panels in 

Zanzibar are not free from challenges. The main challenges being inadequate 

teaching and learning resources include money, poor teachers‟ motivation, lack of 

clear guiding policy, limited time and poor follow-up and evaluation. All of them 

have been discouraging and making it difficult for educators and school leaders to 

give sustained attention to the implementation of high quality subject panels in 

secondary schools. 

4.2.7 Research Question Seven (7): What are the Stake Holders’ Opinions 

towards the Improvement of Subject Panels in Secondary Schools? 

The guiding research objective to this question sought to solicit the stake holders‟ 

opinions towards the improvement of subject panels in secondary schools. The 

information regarding the question seven is clearly presented in a table 4.2.8 below. 
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Table 4.2.10 (14): Frequency and Percentage Distribution on the Stake 

Holders’ Opinions Towards the Improvement of Subject 

Panels in Secondary Schools (N=70) 

STATEMENT DIS 

AGREE 

N (%) 

  AGREE 

 

N (%) 

MEAN 

 

1. Good allocation of resources (fund 

and material resources) makes 

effective subject panels. 

1(1.4) 69(98.6) 1.93 

2. Continuous evaluation and follow-

up enable schools to identify 

strengths and weaknesses of existing 

subject panels. 

04(5.7) 66(94.3) 1.68 

3. Presence of clear guiding policy and 

instruction on school based subject 

panels will increase their efficiency. 

5(7.1) 65(92.1) 1.64 

4. Teachers‟ motivation and 

commitment enhances meaningful 

subject panels. 

4(5.7) 66(94.3) 1.68 

5. Subject panels become much more 

effective if teachers are given 

autonomy to share and demonstrate 

their expertise. 

6(8.6) 64(91.4) 1.60 

6. Schedule on subject panel sessions 

should not be interfered by any 

school activities. 

20(28.6) 50(71.4) 1.29 

7. Motivation of teachers is the key 

instrument towards the survival and 

achievement of subject panels. 

5(7.1) 65(92.9) 1.64 

 

 

TOTAL AVERAGE   1.63 

KEY         Disagree = 0-1.0              Agree = 1.1- 2.0 
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The results summarized in table 4.2.10 (14) show that the stake holders‟ opinions 

have the same on the improvement of subject panels in secondary schools in 

Zanzibar. Generally, all statements were reported under agree (A) category and none 

of the statements were reported under disagree (D) category. Furthermore, the 

respondents commonly agree that “good allocation of resources including fund and 

material resources make effective subject panels with mean (1.93) and the lowest 

mean was (1.29) for the item “schedule on subject panel sessions should not be 

interfered with any school activities.”Generally, the average mean is (1.63) which 

implies that the majority of the respondents were highly embracing the proposed 

ways for the improvement of subject panels in secondary schools in Zanzibar. It is, 

therefore, evident that for the improvement of subject panels in Zanzibar, there is 

need to make good allocation of resources (financial and learning resources), 

ongoing follow-up, presence of clear policy guides the practice, adding both intrinsic 

and extrinsic motivation to subject teachers, increase for teachers commitment and 

readiness, maximum freedom for teachers to exercise their duties within their panels. 

These findings are similar to those obtained from the interviews with school heads 

about opined that good allocation of fund and material resources makes effective 

subject panels. Some participants recommended that the Ministry of Education and 

school leadership should allocate a special budget for the utility of subject panels to 

improve their efficiency and effectiveness. The fund could be devoted not only to 

ensure constant supply of teaching and learning materials for the panel programme 

but also materials motivation for teachers. Information of HT7 was: 

My opinion towards well improved subject panels in my school is 

that, a reliable budget is needed from government and funding 

from educational stake holders to reinforce the activities run by 
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subject panels; otherwise, it is difficult to execute them with mere 

words or abstract ideas (Interview with HT7March 1
st
 2017). 

Another head teacher added that: 

The schools must have adequate facilities, including enough class-

rooms, laboratories, libraries and computer rooms… but more 

important over all, the accessibility to Teacher Resource Center in 

school where subject teachers of different disciplines could have 

enormous room to share the pedagogical content skills and 

teaching/learning strategies as well as relevant material to serve 

curriculum needs. The adequate teaching/learning facilities shall 

not only overcome overcrowded classes but also double shift 

which pose stumbling block to the achievement of subject panels in 

schools… (Interview with HT5 February 17, 2017). 

 

During the interview session with heads of schools, several comments were pointed 

out in line to importance of education in order to extract awareness on the usefulness 

of subject panels for secondary teachers. One of the head teachers had this to say: 

Yes, I think training is very important to draw the awareness on 

the importance of subject panels because teachers who are 

conscious of the programme become well motivated to participate 

the panel sessions with confidence that they improve their 

competence and remove some difficulties during the practice. 

Some teachers feel comfortable with subject panels with 

perception that the programme isa part and parcel of their 

professional development. Hence, I recommend seminars, 

workshops and public conferences to take part on the relevance of 

subject panels to the teachers. (Interview withHT2 February 10, 

2017). 

 

Furthermore, the majority of head teachers confirmed that serious follow-up brings 

about effective subject panels which, in turn, increase teacher‟s performance in the 

actual teaching as well as commitment towards the programme. This was evident by 

one of the informants who had said: 

I recommend the school management to ensure that subject panels 

are well organized, valued with continuous follow-up so that that 

they can be utilized accordingly. This could speed up the level of 

their sustainability to solve the problem of teachers encounter in 

day to day curriculum practice (Interview with HT8 March 3, 

2017). 
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Likewise, some participants during interviews commented that both schools and the 

Ministry of Education need to be serious when they evaluate the strengths and 

weaknesses of subject panel programme, instead of relying on theoretical issues than 

the actual performance in the work place. One of the informants had this to say: 

The Ministry of Education should be serious in initiating and 

follow-up the subject panel programme; I am not satisfied by the 

practicability of the program a due to less follow us from the 

ministry officials of secondary education department. There is no 

regular and frequent inspection and when they come to school, 

they mainly focus on the unrealistic report than the actual 

implementation of the programme (Interview with HT7 March 1, 

2017). 

  

The general implication of this argument is that the effectiveness and development 

of subject panels in Zanzibar will be smoothly achieved if there is good allocation of 

resources, adequate time, teachers‟ motivation, strong follow-up, and education for 

raising teachers‟ awareness on the program, clear policy guiding the practice and 

good cooperation between education stake holders. 

4.3 Chapter Summary 

From the first objective which was to assess the teachers‟ conception of subject 

panels, the findings revealed that the majority of teachers in secondary schools had 

good understanding of subject panels. To them it implies that teachers do practice 

subject panels in their work place and provide them with necessary skills in their 

routine class-room instructions. Based on second objective which was set to assess 

the effectiveness of the activities assigned by subject panel teachers, the findings 

demonstrated that most of activities performed by subject panels were effective with 

evidence of coaching and mentoring services and curriculum review such as content 
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enhancement, methodology and assessment models. While designing and producing 

teaching and learning materials were less effective.  

The third objective aimed at investigating the level of teacher commitment towards 

the subject panel activities. The findings revealed that the level of teachers‟ 

commitment towards subject panels was moderate. The most acknowledgeable items 

in this parameter were that teachers‟ attendance at panel sessions in school was 

highly satisfactory, good interaction between teachers and tutors during sessions and 

teachers were noted to apply what they learned in their panels. However, it was 

reported that sometime force could be applied to pressurize teachers to perform their 

SP duties because some teachers were not on their own responsibilities for the panel 

programme. 

The fourth objective aimed at examining the impact of subject panels on teaching 

and learning process. The findings showed that subject panels have great positive 

impact on teaching and learning activities for the secondary school teachers. These 

include upgrading teachers‟ competence in content knowledge and teaching 

methods, increased motivation and commitment by teachers in using recommended 

techniques during class-room interaction, change in teaching methodology into 

learner centered approach as well as expanding mentoring and leadership skills. 

However, the results disagreed that subject panels discourage individual choice and 

interest in learning process but also subject panels lead to adequate teaching and 

learning materials produced by teachers. 

with regard to the findings of the fifth objective which aimed at assessing the role of 

school leadership to the sustainability of subject panels, it was found that school 

leadership had prominent role to run all activities of subject panels and mainly 
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supplying of teaching and learning materials for subject panels, drafting time table 

for periodic panel sessions, conducting internal inspection to evaluate the existing 

subject panel programme. However, it was found that schools were not in a good 

position to finance the activities of subject panels due to the improper budget and 

this resulted into not only shortage of learning resource but also low teachers‟ 

motivation towards the programme. In contrary to this, the Ministry of Education in 

Zanzibar provides only ideological support for the establishment of subject panels in 

the schools but it is not responsible for any materials support. 

As for the research objective six, which aimed at identifying the common challenges 

facing subject panels, the findings revealed that subject panels in Zanzibar face a 

number of challenges and unless they are addressed, they will minimize the 

efficiency and effectiveness of the programme. It was found that subject panels were 

highly threatened by deficit of financial resource, overloaded teaching periods, the 

lack of serious follow-up, uncertainty change of the curriculum and prohibitive 

cultural attitude towards the programme. 

The seventh objective aimed at soliciting the educational stake holders in improving 

subject panels in secondary schools, particularly in Zanzibar. The results showed 

that most of the respondents proposed that there is a need for the Ministry of 

Education and school leadership to allocate the amount of fund for the expenditure 

of school subject panels, continuous follow-up. Teachers should be intrinsically and 

extrinsically motivated to enhance their level of commitment towards SP 

programme, presence of a clear policy guiding the subject panels and education for 

building teachers awareness on the programme. 
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CHAPTER FIVE 

DISCUSSION OF THE MAJOR FINDINGS 

5.0Introduction 

In this chapter the key findings of the study, the discussions which are made from 

findings as well as both the theoretical and conceptual framework for the study with 

reference from the literature reviewed. The findings and discussions are in the line of 

research objectives. Therefore, the discussions of the study findings begin with the 

first research objective as:  

5.1 Teachers’ Conception of Subject Panels 

With regard to this objective, the findings that majority of teachers in secondary 

schools have good understanding of the subject panels. This implies that the 

meaning of subject panels is clearly known among teachers and thus, the programme 

is working in their actual teaching and learning settings. It was further found that 

most of the respondents conceptualized subject panels as a group of teachers from 

the same subject or school sharing pedagogical content knowledge and 

methodologies in order to improve practice. This concept collocates with those of 

Robbins (1991), in his study to implement peer coaching programme in secondary 

schools and the findings showed that the subject groups provide opportunity for 

professional colleagues working together to reflect and refine on current practices, 

build new skills,  share ideas,  teach one another, conduct class-room research and  

solve curriculum problems in the workplace. 

These also support the argument of Garet (2000) who perceived that subject panels 

involve the group teachers who share the same subject, grade or school developing a 

common understanding on instructional goals, content skills, methods, problems and 
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solution in a particular subject that they share in order to improve the actual teaching 

practice. Again, the findings corroborate with a study by Msigwa (2015) who 

explored the teachers‟ perception on the contribution of TRCs professional 

development programme in improving teaching and learning in Shinyanga Region 

of Tanzania. The findings indicated that teachers had positive perceptions with PD 

programmes   as they provide them with knowledge and skills for pedagogical 

instruction in relation to real class-room practice which include lesson planning, 

mastery of content knowledge, teaching strategies and class-room management as 

whole. Additionally, when teachers are capable of subject content and teaching 

strategies, they become confident and motivated to implement curriculum inform of 

teaching and learning.  

Furthermore, a study by Said (2016), in assessing the community attitude towards 

the relevance of community education programme in Wete District of Tanzania 

revealed that a majority of community members had positive perception towards 

community education programme involving communal learning and high social 

interaction among peers. These are found to be applicable for collective problem 

solving, improved social cohesion, teaching as whole learner and sharing useful 

knowledge, skills, values and attitude within and beyond the formal education 

system. 

This observation again is parallel to that of Dass (2009) who confirmed that subject 

panels have great potential to orient teachers in the implementation of curriculum 

reforms in their daily class-room teaching and learning activities. Similar findings 

were obtained by Gabrieli (2013) who found that teachers who actively attend the 

coaching programme involving subject panels acquire essential knowledge and skills 
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to maximize their level of competence in using ICT tools during teaching and 

learning process. This implies that teachers use subject panels as in-service training 

programme to improve their instructional methods and content knowledge within the 

school. 

Another study which confirms the present findings is that by Shalawi (1985) who 

adds that subject panels involving couching approach enable teachers to acquire 

important knowledge and skills which consequently cause alterations in their 

attitudes towards the solution of common problem occur during class-room 

interaction. And those least teachers, having mastered new teaching skills, transfer 

them into their repertoires. 

5.2 Effectiveness of the Activities Assigned by Subject Panel Teachers 

The findings of the study with regard to this objective showed that, coaching and 

mentoring services are highly performed by subject panel teachers in secondary 

schools as it was evidenced to have the highest mean 4.7. This probably justifies that 

teachers do appreciate learning through social interactions as a feasible approach to 

expanding knowledge on particular subject content. The findings corroborate those 

by Joyce and Showers (2002) who argued that changes in teachers‟ beliefs are more 

likely to occur in the settings which teachers consider learning a “communal 

activity.”When teachers take time to interact, study together, discuss teaching, and 

help one another, they have good opportunity to practice new teaching skills and 

strategies. Likewise, the “supportive coaching” provides, is necessary not only to 

bring about changes in beliefs but to help teachers develop and maintain a sense of 

efficacy regarding new teaching strategies. 



87 

The findings also support those by Lee (2013) who assessed the contribution of 

mentoring in developing pedagogical content knowledge for novice teachers in 

Malaysia. The study aimed at exploring novice teachers‟ perception on mentoring 

towards their pedagogical content knowledge. Study findings pointed out that most 

(93.3%) novice teachers believed that mentoring improved their level competence in 

which a teacher would attain in suiting his or her professional duties. Again, 

Hannafin (2006) argued that collaborative apprenticeship and coaching model 

involving mentor and novice support results into successful community of teachers 

towards the design and development of learning activities, from introduction to 

mastery as reciprocal impacts on belief, cognition, environment, and culture and 

personality. Indeed subject panel is a form of practical community where 

knowledge, skills and strategies are socially negotiated. 

Furthermore, the findings reveal that majority of teachers acknowledge the role of 

subject panels in reviewing curriculum to benefit teachers while they perform their 

teaching duties in schools. This concurs with a study by Feiman (2001) who 

reported that professional development programmes with inclusion of subject panels 

are useful in such way that they extend and deepen subject matter knowledge for 

teaching; extend and refine repertoire in curriculum, instruction and assessment; 

strengthen skills and in turn improve teaching responsibilities in work place. The 

findings are parallel of those by Click man (1986) who argued that the aim of 

constructive PD programmes such as subject panels should be able to improve the 

teachers‟ ability to think and review the curriculum components as key aspect of the 

process in order to raise their competence in curriculum planning as well as 

implementation. 
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The findings corroborate with those of Garet (2001) who found that the effectiveness 

of activities of subject panels lies on the bases of five core features, including 

content focus as subject matter content in which novice teachers receive guidance 

about what to teach and how to teach from knowledgeable person.  Also, active 

learning in which teachers get involved in observing and being observed during the 

practice. Next, coherence as a relevance of what teacher learns to the actual class-

room practice or professional ethics. Moreover, duration aspect, the curriculum 

review activities should be covered within a time bound and lastly, collective 

participation comprises of groups of teachers from the same subject, grade or school 

work together and discuss concepts, skills and problems that arise during the 

practice. 

The findings contradict “the content enhancement under subject panels is not yet 

satisfactory” and imply that teachers were satisfied with subject content knowledge 

and methods on how to impart such knowledge that extracted from subject panels. 

These findings concur with those by Mosha (2015) who reported that teachers who 

attend the professional development program in TRCs or school subject panels 

become more up-to-date in implementing curriculum using relevant materials and 

techniques than those who have never attended the programme. 

The findings are also, consistent with a study by Sibuyi (2012) about the effective 

teachers' pedagogical content knowledge in teaching quadratic functions in 

Mathematics in Pretoria, South Africa. In this study, it was found that teachers who 

integrated to communal learning models were good at pedagogical content 

knowledge when they taught quadratic functions than those who were less or not 

involved in the programme. Similar to the findings by Mosha (2015) who studied 
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the role of teaches resources centres to PDs for primary teachers and found that PD 

programmes were effective to teachers because they focus in classroom teaching to 

solve problems they experience in the practice. They also exchange ideas, 

knowledge, skills, attitudes and experiences through teacher groups that lead to 

concrete steps. 

Even though, the subject panels were found to be effective in the schools, further 

investigations revealed that they were not involved in preparation of materials. 

Among the reasons for not being involved in such activity are time inadequacy, low 

creativity and poor sense of ownership among teachers towards the program. Also, it 

was found that most teachers had conception that supply of teaching and learning 

materials for instruction is a school responsibility and not theirs. 

The findings above are in the line with argument by Mosha (2015), in his study 

about the role of TCRs in professional development for primary teachers where he 

found that subject panels at district TCs were not involved in the production of 

teaching and learning materials; instead, the head teacher was responsible for 

collecting them from TCRs for the teachers to access them during the practice. This 

practice, largely, created a shortage of instructional materials.   

Furthermore, the findings of the study inform that monitoring and evaluation of 

subject panel programme are highly conducted in school. This imply that, most of 

secondary school administrators were not doing better in monitoring and evaluating 

their subject panel programme. This might be due to resource mismatch and time 

constrains. These findings are adequately supported by Goodall (2005) who found 

that professional development programmes are rarely evaluated in any systematic 

way. They mostly tend to consist of recording or outlining the activities undertaken 
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with no analysis of their impact on learning, and, often it usually reacts on the event 

rather than collecting data about improved teaching or learning processes.  

On the other hand, the findings contradict those of Guskey (2003) who argued that 

the proper evaluation of PDs such as subject panels must be ongoing, systematic and 

well informed by multiple data sources. It must also be understandable to a variety 

of stakeholders who could add their inputs. 

5.3 Level of Teachers Commitment towards the Subject Panels Activities 

With regard to objective, it is clear that the level of teachers‟ commitment is 

moderate as it is evident from the average mean (2.6) of the responses. Indeed, most 

of the respondents appreciated the teachers‟ attendances during the panel sessions 

since majority teachers were aware of the programme in spite of some critical 

challenges they face. This contradict the findings by Mosha (2015) who observed 

that teachers‟ attendance in professional training programme at TRCs was not 

satisfactory simply because of limited the number of teachers in the programme than 

the needs. This is due to the fact that schools would not show much concern about 

the impact of professional development for both teacher and students‟ performance. 

On the other hand, inadequate resources in running the programme were noted to be 

a critical challenge on teachers‟ attendance to the TRCs programmes. 

These findings contradict those obtained by Mkumbo (2012) who reported that 

teachers‟ commitment to the school based in-service training is devastatingly low, 

with only a handful of teachers reporting that they were willing to attend PD 

programme in the first place. The poor teachers‟ commitment to the PD programme 

is attributable to poor working conditions in schools, and the low status which the 

community and government accord the teaching profession. Teachers underscored 
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many negative experiences in the teaching profession, which could also be described 

as de-motivating factors or „frustrating‟ factors over PD programme. These mainly 

centered on poor working environment, negative attitude of the teaching profession 

and sometime school leadership becomes a critical challenge to the development of 

the reformed professional learning programme.  

The findings also, contradict those by Gabrieli (2013) who argued that most of 

teachers dissented to attend PD programme and, indeed, they rarely visited their 

colleagues in other schools for community professional learning. In this ground, it 

was found that most teachers were working in the professional isolation versus 

communal learning which deprives them of knowledge gains and other social skills 

in the pedagogy. Again, the findings are contrary to those by Mushi (2007) who 

found that, very few teachers attended the in-service training while majority had 

never attended any in-service training programmes since they had started working. 

Moreover, the findings revealed that, teachers were committed to use the knowledge 

and skills obtained from SP programmes into their actual class-room practice which, 

in turn, tend to change their instructional practice. This correlates the findings by 

Van den Akker (2010) who argued that subject groups area crucial model in 

implementing an experiential curriculum at the micro level. The components such 

as specific objectives, content, teaching methods and evaluation are highly 

exercised by a teacher who shares with other peers in a class. Similarly, Garet 

(2005) emphasizes that professional development in form of subject panels involves 

teachers and makes them to change the classroom practice. The changes take place 

in several domains, including the curriculum content, the cognitive challenge of 

classroom activities, instructional methods employed, the types or mixed activities 
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to evaluate students‟ works and the use of appropriate technology in teaching and 

learning activities. 

This study further revealed that majority of teachers were comfortable to form team 

learning under the influence of subject panels which largely encourage peer assisted 

learning, collegial learning, mentoring, co- teaching and critical friendship among 

teachers. This supports a study by Mizell (2010) who reported that the 

appropriateness of subject panels in the profession is to cultivate a culture of team 

learning and team work for the success of the practice. The team learning has to 

work with knowledgeable persons from the school system so that the novice 

teachers are well guided on what is required in relation to the aims, content, 

methods and ways of evaluation during instructions. Therefore, subject panels 

which favour team learning engage teachers in an ongoing instructional 

improvement. 

The findings are in agreement that, there is a high interaction between teachers and 

tutors during discussion or delivery of content in the sessions. This implies that 

teachers are very cooperative during coaching or group study believing that active 

participation brings constructive social learning for teachers to improve the whole 

process of teaching and learning. This is greatly related to a study by Garet (2005) 

who argued that subject groups, with reference to Mathematics teachers, increase 

good interaction between the long and less experienced teachers in which they 

collectively learn together and share the relevant skills in the pedagogy. The 

professional development programme which occurs most often and within school 

setting becomes more interactive among teachers in a particular school. Thus, from 

this point of view, it can be recommended that subject panels should be dynamic, 
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ongoing, systematic and set in teachers‟ daily lives-embedded in the classroom 

context and constructed through experience and practice, in sustained, iterative cycle 

of goal setting, planning, practicing, and reflecting. 

These findings are in line with those of Lieberman (1996) who reported that subject 

panels are part of professional development which largely promotes the active 

participation in learning process among teachers. Since, they provide teachers with 

an opportunity to engage in meaningful discussions, planning and practices. 

Likewise, the active learning enables teachers to observe peer experts and being 

observed in the practice, also to plan how new curriculum materials and new 

teaching methods will be used in the classroom, to review students‟ work in the 

topic areas being covered and lead a discussion as well as get engage in writing 

materials. 

Talbert (1993) puts weight to this with argument that collective learning models 

such as subject panels are characterized by interactive tendencies found to be more 

responsive in sustaining changes in the practice over time because some teachers 

leave the programme and other new teachers join it. Professional development may 

also help to contribute to a shared professional culture in which teachers of the same 

subject develop a common understanding of instructional goals, methods, problems 

and solutions. 

Moreover, these findings contradict those of Mosha (2015) who assessed the role of 

TRCs towards PDs for primary teachers and commented that there was a low 

interaction between teachers and tutors during the training sessions due to 

communication problem. Tutors were difficult in communicating with teachers 
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during the sessions because a majority of teachers were poor in English language 

and communication skills. They were found to lack speaking and listening skills. 

The findings further inform that the majority of teachers are not willing to seek their 

own responsibilities of subject panels. This pressurizes school leaders to use force 

against those who were not ready to perform their duties accordingly. The reason 

behind for under performance among teachers were the increased teaching 

workload,  low teachers‟ motivation,  poor follow-up and low consciousness by 

school leadership and teachers on the worthiness of SP in professional and career 

embedded opportunities. 

5.4 Impact of Subject Panels on the Teaching and Learning Processes 

The findings as indicated in Table 4.2.6(10) in chapter 4, show that subject panels 

had great positive impact in upgrading teachers‟ competence and, therefore, they are 

effective in providing teachers with the potential skills to sustain the teaching 

profession and increased their confidence in mastering the components of 

curriculum including objectives, content, methods and evaluation. This is confirmed 

by the fact that the general mean was 3.69. 

Generally, from the analysis of the interview and questionnaire response, it is 

confirmed that subject panels result into competent teachers in both pedagogical 

content knowledge and methodology. This is because teachers have been using 

subject panel as a centre of knowledge and a way to improve teaching techniques as 

well as classroom management for authentic practice.  This goes hand in hand with 

the findings by Ingvarson (2005) who studied over 1000 Mathematics and science 

teachers and provided empirical support that collective participation of teachers 

using subject panels is related both to coherence and active learning opportunities 
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which, in turn, are related to improvements in teacher pedagogical content 

knowledge and teaching strategies as well as changes in classroom practices. 

Again, these findings concur with that of Garet (2001) who argued that content 

focus is the key treasure of subject panels. The contents covered during professional 

development activities vary along various dimensions to meet the need of teachers. 

There are those which emphasize on subject matters that teachers are expected to 

teach and the appropriate methods that teachers are expected to employ. Some 

activities in subject panels are primarily intended to improve teachers‟ knowledge of 

the subject matter while some are designed to improve the general pedagogy or 

teaching practices. In particular they are intended to improve pedagogical content 

knowledge as teaching practice in a specific domain. These findings agree those of 

Mosha (2015) who studied the role of teaches resources centres on professional 

development and found that PD programmes were important to teachers because 

they focus in classroom teaching and solve the problems they experience in 

teaching. They also exchange ideas, knowledge, skills, attitudes and experiences 

through teacher groups that led to concrete steps. 

Similarly, the findings are consistent with those of the Sibuyi (2012) about the 

effective teachers' pedagogical content knowledge in teaching quadratic functions in 

Mathematics in Pretoria, South Africa and it was found that teachers who were 

exposed to communal learning models were good at pedagogical content knowledge 

when they taught quadratic functions than those were less or not holding the 

programme. Meanwhile, the findings concur with those of Hiebert (1996) who 

argued that PD programme requires a dual focus on both knowledge of the subject 

matter content and methodology on how to facilitate the learners to capture the 



96 

specific content knowledge. Teachers under subject panels are guided to know what 

and how to teach in relation to the needs of the current curriculum. 

In this study, a majority of the respondents acknowledged that teachers who actively 

participate in subject panel programme become well motivated and committed to use 

the new skills and appropriate techniques that they gained from subject panels. In 

this sense, teachers believed that having participated in subject panels, they 

completely improve their teaching with the application of the recommended 

materials such as visual, audio, visual-audio and written materials unlike to time 

before the programme. 

 The same was argued by Gabrieli (2013) who observed that, initially, teachers had 

no confidence in using ICT tools in the teaching and learning process from the 

COASTE programme but they had changed time to time with scaffolding of the 

experienced tutors within their panels and became interesting to employ the 

advanced tools and other recommended techniques the way they engage in the 

classroom practice at separate time. This was noted to a positive impact of subject 

panels as they increased motivation and commitment towards the teaching practice. 

Again, the findings are similar to those of Lieberman and McLaughlin (1992) who 

reported that professional development programmes such as subject panels in 

schools help to sustain motivation among teachers in sharing methods, discussing 

written works and reflecting on problems and solutions to modify their classroom 

practice. 

The participants in this study confirmed the influence of subject panels in 

strengthening peer interaction, friendship and active team learning among teachers. 

This is because subject panels bring subject teachers together to share the important 
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professional and curriculum components for better practices. These findings are 

parallel to those of Goodall (2005) who studied subject panels in England and 

Australia and argued that subject groups under coaching model play an interactive 

and reciprocal relationship between teachers who are collectively guiding each other 

to solve the challenges of the curriculum practice in their schools. This was noted to 

foster not only the interpersonal communication but also professional collaboration 

in connection with solutions to various challenges in work places. It enhances a 

critical relationship between teachers themselves and the students and this 

relationship is underpinned by trust, respect and confidence planted within school 

panel teachers. 

In addition to that, the findings showed that most of the respondents appreciated that 

active subject panel programme constructs leadership and mentoring skills to the 

teachers. Knight (2009) maintained that informal collective learning models such as 

subject panels involve a coach who has role to provide supportive skills to their peer 

teachers in order to develop lesson plans and use various strategies obtained from 

the programme in the actual teaching environment.  A single couch acts as a 

facilitator who possesses some skills to lead others learning in a social context and, 

therefore, both couch and mentor in this circumstance develop leadership and 

counseling skills to handle the problems of the less experienced teachers.  

These are similar to a study by Senge (1999) who believed that community 

professional development, like subject panels enable teachers to build leadership 

capacity at different forms. It includes advocating the vision for staff development, 

team learning, mentoring new teachers, and serving on peers review panels to 

provide support and assistance to the new and veteran teachers and at the same time, 
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working on special assignment as couches. Fullan (2001) support this system with 

argument that the value of teacher leadership contributes to the success of peers to 

behave as the leader, the mentor, the grade level coordinator. Thus, the department 

head or the local union representative must lead others who are working in a 

professional learning community. 

The findings in this study acknowledged that subject panels have an influential role 

in shifting teaching and curriculum into learner-centered approach. This helps 

teachers to match teaching and learning materials and the strategies to a particular 

content concept. The findings collocate with those of Bandura (1995) who reported 

that when teachers take time to interact, study together, discuss teaching, and help 

one another, they gain new skills and strategies and result into growing of not only 

about changing in beliefs but also a sense of efficacy regarding new teaching 

strategies which rely on learner centered approach. The process of shifting from 

teaching to learning centered approach has brought extreme changes and teachers to 

modify their teaching styles so as to meet the students‟ requirements. The students 

who are familiar with their own learning styles will also be able to find their own 

strengths and weaknesses, and adjust their learning strategies. In other words, 

understanding their own learning styles can help them bring their learning potential 

into play and use various techniques to enhance learning which, in turn, may impact 

the overall educational satisfaction. 

Again, these findings are supported by those of Dela Paz, (2011) who evaluated 

history teachers‟ professional development in USA. The findings revealed that 

teachers who were in the high-networking had good opportunities to use learning 

tools beyond the textbook such as utilizing technology in teaching and learning 
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processes and, in turn, they tend to have greater student involvement in their lessons 

to embrace student-centered activities such as reading and analyzing primary source 

documents along with seminar presentations and role-play during their teaching.  

These findings also, are in line of those by Darling (1996)  who argued that, the 

reformed types of PD with reference to subject panel activities are responsive to how 

teacher learn and influence in changing teaching practice such as teaching methods 

and the types of activities during the practice which eventually respond the student 

needs as well as organization goals. 

However, the findings of this study disagree that, subject panels discourage 

individual choice and interest in learning and teaching processes instead they 

preferred collective learning to learning in isolation. These findings corroborate 

those of Mizell (2010) who argued that although educators may learn in isolation, 

community professional learning models in form of subject panels and learning team 

have a greater impact on learners that what individual learning does.  CORD (1999) 

argued that contextual teaching is an opposite of rote learning in the sense that 

contextual learning provides teachers meaning full classroom practice through five 

processes which he gave acronym as “REACT.”Relating which involves learning in 

the context of life experience by relating abstract concepts to familiar ideas and 

situations of the practice. Experiencing which involves the context of exploration, 

discovery, and invention; the experience enables a learner to find meaning of the 

abstract concepts and encourage the brain to function at higher cognitive levels. 

Applying, this is the application of the concepts and information in useful contexts 

through mentorships, apprenticeships and other work-based experiences. 

Cooperating which involves learning must occur in the context of sharing, 



100 

responding, communicating and interacting with other learners. Lastly, transferring 

involves learning in the context of existing knowledge, using and building upon 

prior learning and experience. The Learners are able to process new information 

when they can transfer what they already know to unfamiliar situations and 

problems. 

The findings contradict those by Guskey (2000) who argued that individuals differ 

in term of learning choice and interests. Hence, individual involvement in any 

professional development in form of communal learning such as subject panels in 

schools may be discouraged by dominant members (bullies). This prevents some 

teachers from professional innovations as the approach itself has little 

individualization and choice. Therefore, a teacher is completely guided or instructed 

what to learn, how to learn and with whom to learn in the programme. 

The findings revealed that most of the participants disagreed subject panels lead to 

adequate teaching and learning materials in schools which are produced by the 

teachers. Rather it was a role of school to supply learning and teaching materials. 

This was complained by teachers to be a cause of inadequate distribution and access 

to them.  

This concurs with findings by Mosha (2015) who clearly pointed out that teaching 

and learning materials were not the outcome of subject panels in schools and they 

were not available in the schools. Instead, they were accumulated at TRCs and are 

minimally used for classroom a practice which is different from the expectations. 

Consequently, the majority of the teachers were poor in the use of teaching aids and 

their lessons were noted uninteresting because they lacked teaching and learning 

materials to motivate learners which made their lessons unattractive. Some teachers 



101 

commented their schools were distant from the district TRCs with poor financial 

affordability to access them in TRCs for routine classroom practice. 

5.5 Role of School Leadership to Sustainability of Subject Panel Programme in 

Zanzibar 

The findings from interviews and questionnaire indicated that school leadership has 

the prominent role for the survival of the subject panel programme in secondary 

schools. The most responded role of school was to ensure good supply of teaching 

and learning materials for subject panel programme. Head teachers had to purchase 

these materials from book shops and sometime collect them from TRCs and 

supplied them for the teaching and learning based on their subject panels. These 

findings concur with those of Mosha (2015) who found that, it was the role of head 

teachers to collect teaching and learning materials from the TCRs to be utilized at 

schools for SP programme. Likewise, the study is similar to that of Ingvarson (2005) 

who acknowledged that there are many other factors to be abided with subject panels 

for their effectiveness in teaching and learning process. The most important factor is 

the quality of school leadership which ensures good availability of supporting 

resources for school based professional programme.  

The finding in this study revealed that a majority of the respondents confirmed that a 

school was responsible for monitoring subject panels. The findings are closely 

linked with those by MoEVT (2007) that suggested the “Whole School 

Development” approach emphasizing the role of the head teacher in monitoring 

school based in-service training programme are reinforced. 

The findings are similar to those of McLaughlin (1978) who argued that PD 

programme can be successful only in setting of faithful support from administrators. 
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The outcome of the subject panels depends ultimately on whether the administrators 

consider it important to improve teachers‟ profession. For this reason, SP 

programme need to be embedded within school administration. 

However, some participants during interviews commented that monitoring and 

evaluation of subject panels by schools were not satisfactory because most schools 

were lacking seriousness on the practicability of the programme. Likewise, it was 

found that there were periodic evaluation to observe the strengths and weaknesses of 

subject panels in relation to teachers‟ performance.These findings go hand in hand 

with  those of Hamadi (2015) who criticized that leadership in many secondary 

schools is incapable of not only influencing  the use of power delegation but also in 

making proper use of human resources so that issue of accountability, commitment, 

follow-up and monitoring can be realized corresponding to the SB-INSET needs.  

The findings further reveal that school leadership is not responsible for financing 

subject panels due to inadequate financial resources for school. In fact, nearly all 

schools suffer from insufficient fund to serve SP programme and this was noted to 

discourage not only the efficiency and effectiveness of subject panels but also 

teachers‟ motivation towards the Programme. A majority of participants were not 

satisfied with distribution of school fiscal resource for the inputs of subject panels 

and they commented the issue of extending their work hours for the SP sessions 

without being funded for their cost.  

The findings were against those by Mizell (2010) who suggested that school 

leadership should provide fund resource in order to support coaching, mentoring and 

induction programmes run by the subject panels even if they often occur at work 

place with low cost of money, time and other learning resources. The findings again 
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contradict those of Darling (1995) who opined that the fair distribution of fund or 

grants to the schools or subject departments could help teachersrs to undertake 

various professional development programme because the fund is consumed to serve 

payment for consultants, teaching and learning materials, couches, transport and 

food allowances. 

The results further show that the majority of respondents were not satisfied by 

motivation given by school to encourage their commitment towards the subject 

panel programme.  These findings are in line of those by EQUIPT (2015) which 

revealed that low level of teacher motivation and morale are associated with poor 

working conditions. The incentives that teachers earn throughout their career are not 

motivating also. This results in high levels of absenteeism and poor commitment of 

teachers towards their professional duties and, in turn, they tend to affect their 

performance. Similarly, the findings are adequately supported by Mkumbo 

(2012)who evaluated teachers‟ commitment to and experiences of the teaching 

profession in Tanzania and recommended that there should be regular training 

programme for school leadership because many teachers in secondary schools are 

disappointed by their school administration which further tends to erode their 

teaching commitment and morale. 

Based on the same point, some participants during interviews commented that 

sometimes when teachers were forced to perform the SP duties. This indicates that 

teachers were less motivated by their school leadership despite the fact that some 

schools provided their teachers with refreshments during the subject panel sessions. 

From this observation intrinsic motivation is highly entertained to enhance self 
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efficacy, esteem, confidence and aspiration of teachers on their panels over physical 

condition of a school. 

These findings concur with those by Parsad (2001) who found that self-efficacy, that 

a learner develops on a certain PD programme is more powerful to motivate his/her 

participation in the programme than the material rewards such as money. He (ibid) 

further added that teachers need psychological preparedness which is an intrinsic 

motivation for them to embrace a particular PD programme. Also, the findings are in 

line with those by Johnson (1986) who reported that teachers regard professional 

efficacy and not money as the primary motivator. The experienced teachers are 

leaving the profession due to stress from their leaders. Thus, self-direction is a key 

factor in the motivation of adult learners who want to associate between learning and 

personal or societal needs. 

In addition to that, the findings obtained from questionnaires and interview 

confirmed that the school leadership plays a vital role in formulating schedules for 

regular subject panel sessions.  The sessions are mostly conducted at least once in an 

academic term but some schools, teachers regularly meet four times per semester 

(academic terms) and they were likely conducted during work hours at work place to 

save time and financial cost for a school. These findings concur with those of 

Wested (2000) who reported that learning community requires generous amount of 

time for adult learning and collaboration during school days. The effective subject 

panels are those which allocate time table for most frequently teacher learning and 

collaboration at the actual working place where teaching and learning take place. 

Along this side, teachers who meet regularly within short time increase their 
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learning opportunities which consequently, improve their practice at a desirable 

level. 

These findings are similar to those by Loucks (1998) who found that subject panels 

which invite peer coaching and mentoring often take place during school regular 

days and are influential in encouraging collective participation of a group. The 

teachers from the same subject, school or department who meet frequently to discuss 

the area of weakness in the curriculum content or methods are those who sustain the 

profession because they have gained skills of what to teach and how to teach. 

In addition, the findings reveal that the majority of participants agreed that periodic 

evaluation was done by a school leadership. This was done purposely to assess the 

strengths and weaknesses of the SP programme on the practice as a tool of boosting 

the activeness of subject panel programme. Thus, the school head and his/her team 

need to carryout periodic evaluation and mostly at beginning and end of the 

academic year. These findings are in line of those by Guskey (2000) who insisted 

that school principals must help teachers to make better use of assessment data based 

on the instructions. The principals should use classroom assessment as a measure to 

improve instructional process. It is clear that, the regularly review on classroom 

assessment results helps teachers to identify the potential instructional problems and 

provides opportunities to plan collaboratively, share teaching strategies and find 

solutions to students learning difficulties. On top of all, leadership is needed to 

evaluate not only teacher practice but also, student academic performance. 

However, the findings from the interviews commented that internal evaluation by 

school administration was improper to inculcate further achievement of SP 

programme. This concurs with the findings by Hamadi (2015) who argued that, 
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although school administrators have role for internal evaluation for SB-INSET 

programmes, they are not serious in performing this duty and proposed external 

evaluation on the programme and by the way, school heads need supportive skills 

based on quality assurance for the maximum evaluation of SB-INSET.  

The analysis of interview responses revealed that the Ministry of Education and 

Vocational Training of Zanzibar had ideologically supported the establishment SPs 

while all necessary inputs for the programme including fiscal and material resources 

were not provided and they were from school. This was noted as a factor for the 

delaying of the programme since many schools were economical self insufficient.  

5.6 Challenges Facing Subject Panels in Secondary Schools in Zanzibar 

This study found that a majority of respondents confirmed that subject panels in 

Zanzibar face various challenges which pose stumbling block to the sustainability 

and effectiveness of the programme. It was further revealed that subject panels are 

not free from inadequate financial resources in serving the expenses of the 

programme because, there is no special budget allocated by school, district or the 

Ministry of Education to serve the programme and this was agued to be discouraging 

factor for the effectiveness of subject panels in Zanzibar. 

These findings concur with those by Mosha (2015),in his study on professional 

development programmes in TRCs in Zanzibar, which found that the PD 

programmes conducted by TCs were suffering from shortage of fund to run 

workshops and seminars for in-service teachers. It was also found that very few 

teachers attended to the programme due to limited resources. They could not afford 

to pay for transport and other direct costs for the programme. Likewise, it was 

reported that the PD programmes run by TCs were stopped for two years due to 
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serious inadequate financial and material resources and this was noted to reduce 

their efficiency and effectiveness. 

Broad (2005)  argued  that financial resources may serve many purposes for subject 

panels such as fund trainers who help teachers and administrators to implement new 

instructional strategies and successfully use technology in their classrooms. The 

fund may provide part-time in-school coaches who assist teachers and principals in 

implementing standards-based curriculum in classrooms. In addition, it may support 

the use of external consultants or facilitators who assist the schools and teams in 

planning and evaluation of the programme efforts. It can also fund substitutes who 

cover classes while enabling educators to learn about the leading-edge ideas and 

practices through the attendance of district and national conference. 

These findings contradict those of Jacob (2002) who reported that although spending 

more resources may allow greater intensity; higher quality, more time for learning, 

and more follow-up support as educators apply their learning, although the 

expensive PD programme does not guarantee the effectiveness and sustainability of 

the programme over the cheaper one. It might have certain little or no impact to 

teacher classroom practice, what matters most is how the PD programme is planned, 

implemented and evaluated. 

The findings showed that teachers had insufficient time to participate the subject 

panel programme due to overloaded teaching periods and double shift sessions for 

most urban schools. Time shift departments in public schools tend to narrow the 

length of work hours since teachers spend only six hours for the practice in both 

morning and afternoon sessions. These findings are in the line of those by Msigwa 

(2015) who revealed that teachers had inadequate time to attend the subject panel 
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activities held in TRCs because they are overloaded by compulsory teaching duties 

in school. The issue of time table mismatch prevented the majority of teachers from 

carrying out community professional learning in TRCs which could bring them 

together for intensive discussions among peers of different levels and abilities. 

It was reported that, in some schools, teachers were supposed to extend their work 

hours or use weekend hours for the panel meetings involving both morning and 

afternoon sessions. However, the time constraint was a critical challenge to both 

school and Ministry of Education as teachers are over occupied by multiple duties 

and it is difficult to perform all of them simultaneously. These findings are 

consistent to those by Gabrieli (2013) who opined that although the schedule of the 

COASTE programme for integrated Chemistry model allowed teachers to participate 

fully in both the training and coaching session, it contradicted with other 

professional responsibilities including teaching, supervision and marking of the 

internal and national examinations. 

These findings are against those of Garet (2005) who argued that PD programme 

involving subject panels may become realistic and productive when it is conducted 

frequently at the work place and time under a regular time table while it is less 

relevant if it takes place outside school as well as out of work days. The programme 

which takes place within school setting and work time makes it easy for teachers not 

only to serve time and resources but also to link the instructions and training at the 

moment led by peer experts. This allows high degree of follow up than those led by 

TCs. Similarly, a study by Orr (2011) revealed that shorter and more frequent PDs‟ 

programmes are more effective to support subject teachers on the translation of the 
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newly acquired theoretical knowledge into concrete practice at working place than 

group lectures which inhibit critical reflection and questions on subject matter. 

The findings further acknowledged that subject panel programme in schools are 

facing less follow-up and they are merely words oriented than deeds. Although 

school administration in collaboration with district and the Ministry Inspectorate 

Department were responsible for monitoring and evaluation the whole educational 

practices which take place in schools including subject panels, the issue of follow-up 

is not satisfactory. The same observation was held by Hamadi (2015) who criticized 

that the leadership in secondary schools is incapable of not only making use of 

power delegation in order to influence the improvement of school based subject 

panels but also to influence human resource to bring satisfactory commitment, 

supervision, motivation, monitoring and follow-up. In deed the arguments made in 

the panels are not implemented due to follow-up.  

Again, the findings are similar to the study  by URT (2015) which commented that 

though the Office of the Chief Inspector of Schools and the District Inspectorate 

Body are introduced for strengthening monitoring and evaluation of educational 

delivery at school level as semi- autonomous inspection body for quality assurance, 

there is still ineffectiveness in terms of follow-up on SB-INSET. 

On top of that, the findings are contrary to those of Spark (2004) who argued that 

effective PD programme needs to be continuous and systematic, involving strong 

follow-ups and support for further learning, including the support from external 

source and create a friendly atmosphere for the decisions or theoretical basis into 

concrete practices. His findings added that poor follow-ups bring ineffective PD 

programme particularly the subject panels in any academic institutions. 
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However, uncertainty change in curriculum content is noted to be a challenge for 

subject panels because many teachers are unfamiliar to the content knowledge 

intruded in a new curriculum. Despite the presence of subject panels in secondary 

schools as an instrument to improve the teachers practice, majority of teachers were 

not satisfied with frequent change in subject content, claiming that the new content 

is beyond their coverage and schools have shortage of teaching and learning 

materials to respond uncertain change. 

The findings concur with those by Ingersoll (2003) who made a critique that 

frequent change in curriculum of a certain subject such as applying new content, 

instructional methods, advances in technology and change in laws and procedures 

(education policy) is a challenge and uncertainty towards the efficiency of subject 

panels in many countries. This is because short time PD programmes are not certain 

in responding to the immediate changes happening in the education system. Instead, 

they proceed with traditional approach for a time and offer a little help to match such 

changes. Thus, they are slow in accommodating new changes in curriculum. 

The findings are similar to those by Garet (2005) who pointed out that subject panels 

are in great access when the school or teachers find the ways to cope with a 

challenge of the changing new curriculum while teachers are inadequate to perform 

new content. The findings collocate with those by Gabrieli (2013) who studied the 

COASTE programme for secondary school teachers in Tanzania and It was revealed 

that the majority teachers could not easy to implement the competence based 

syllabus with application of ICT tools such as video, power point presentation and e-

library and during instruction for teaching science subjects. However, they were 
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gradually observed to adopt this challenge through scaffolding by the experienced 

peer under COASTE programme. 

The majority of participants disagree that subject panels impede individual choice 

and needs in the learning process. They argued that teachers appreciate group 

(collective) learning than learning in isolation because subject panels are channels 

for the continuous professional learning in which educators develop knowledge and 

other necessary social skills which are appropriate for instructional practices. 

These findings correlate with the study by Mizell (2010) who found that subject 

panels provide a vast opportunity for teachers to observe and get observed during 

instruction. Also, they enable educators to match the teaching materials and methods 

which are appropriate for classroom practice.  When the team completes learning, 

members become competent to apply new knowledge and skills in their classrooms 

activities. Likewise, the findings support those by Senge (1990) who made it clear 

that team learning is vital because when teams are truly learning, not only they 

produce extraordinary results but also teachers in a group grow more rapidly than it 

could occur in individual learning form.  

These findings contradict those of Evans (2006) who believed that there are 

variations and individual differences in the way people learn, a professional learning 

programme becomes meaningful if it satisfies the need of individual and not a 

group. Likewise, individuals feel better when a programme is sophisticated in their 

choices and interests of involvement. From this ground, subject panels are form of 

communal learning with a little or less individualism which is inappropriate for an 

individual choice and interests and, in turn, the content is meaningless. 
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Analysis of the data from the respondents of this study revealed that the majority of 

respondents disagreed that teachers are disappointed by school rigidity in effective 

participation of subject panel programme. This implies that schools embrace subject 

panels for shaping their teachers academically and professionally. This is along the 

line of a study by Senge (1990) who insisted that the growth of teacher performance 

relies on the powerful interconnectedness of all parts of educational inputs, including 

the classroom level, school administration, and district, regional and national 

authorities.  

Again these findings concur with those of Spark (2001) who argued that the role of 

school leadership is not to lower down teachers‟ professional development but rather 

to serve the organizational purpose in bringing productive change for continuous 

professional learning. The school needs to be flexible in allowing any change for 

better teacher performance and teachers in cooperation have to work with their 

leadership at the classroom, school, district and national levels. A good communal 

learning programme is two traffic ways to bridge friendly atmosphere between 

teaching staffs and their administrators. 

These findings are against the argument put forward by Piaget (1973) and Guskey 

(2000) who clearly showed the side effects of subject panels on the individualization 

of adult learners and reduce the personal satisfaction of choice what and how to 

learn. Guskey (2000) commented that individual involvement in subject panels may 

vary or be discouraged by dominant members (bullies) who tend to prevent those 

incompetent, less confident or the shy learners from adding professional expertise 

during performing peer learning.  Piaget (1973) further argued that subject panels 

are impediments for individual choice and interest with assertion that people differ 
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in term of learning needs and ability. Thus, individual acts independently in the 

physical world to discover what learning in relation to the personal needs and 

therefore, leaning should be individually based than social settings. 

5.7 Educational Stakeholders’ Opinions on the Ways for Improvement of 

Subject Panels in Zanzibar 

With regard to this objective, the study found that all respondents commonly agree 

on the ways to improve the subject panels in Zanzibar. These included good 

allocations of resources (fund and learning resource) for subject panels, continuous 

evaluation and follow-up, increase in teachers‟ motivation, introduction of clear 

guiding policy for school subject panels, increase of teachers‟ autonomy to 

demonstrate their expertise with a sense of ownership, good cooperation among 

educational stakeholders and panel schedule should be free from being interfered by 

school activities. 

Good Allocation of Resources Including Fund, Man Power and Material 

Resources Make Effective Subject Panels 

In the respondents‟ views, the subject panels become effective if there is good 

allocation of resources for the better inputs because good availability of financial 

resources ensures smooth implementation of all activities run by the SP programme 

because money is used to pay the cost for learning materials and allowances during 

the sessions. These findings are along with those of Gabrieli (2013) who strongly 

proposed that funding needs to be sought by various agencies and education 

stakeholders interested in improving team learning professional development; 

specifically, to provide financial aids supporting the established KIASTE or create 

similar programme in the teacher resource centers (TRCs) that would facilitate the 
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provision of effective PD programmes involving peer assisted coaching learning 

model for science teachers in Tanzania.  

These findings are similar to a study by Broad (2005) who opined that funding of 

schools should be fairer and more transparent, enabling schools to meet their 

teaching and learning needs, at  recent time more money has gone into schools‟ 

budgets overall, but its distribution has not been fair in serving PD programmes. 

With more limited capital resources, we must make sure that money is spent wisely, 

allocated more efficiently and in a much less bureaucratic way. By doing so, a 

school will be assured that an existing PD programme is in advantageous position to 

fit for the purpose of not only meeting the needs of building new learning 

infrastructures but also restructuring more powerful PD programmes. 

Again, the findings  match those by URT (2015) which proposed the proper 

allocation of adequate funds for construction, rehabilitation and maintenance of 

learning facilities, materials and other expenses in order to create conducive 

environment not only for student learning but also for school based PD programmes. 

These are likewise, parallel to those of Mizell (2010) who suggested a reliable 

supply financial resources for serving the outputs of the programme including 

teaching and learning materials and payment for food, transport and other 

allowances. By doing so, teachers‟ motivation may be drawn towards the program 

because physical condition has psychological convincement to learner accepting a 

certain community professional learning approach.  On the other hand, a limited 

resource is a threat in achieving for the effective PD programme to both educators 

and organization. 
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Continuous Evaluation and Follow-up Makes Effective Subject Panel 

Programme 

Nearly all respondents confirmed that continuous evaluation and follow-ups enable 

schools to identify the strengths and weaknesses of the existing subject panels. This 

was found to maximize commitment of teachers towards the utilitarian PD 

programme .The findings are similar to those by Scottish Funding Council (2016) 

which studied the role of periodic review of subject panels in the enhancement of 

teaching and learning in UK, and found that the improved evaluation and follow-up 

on subject panels enable school board to identify key strengths and weaknesses 

along with conclusions and recommendations for the improvement o change of the 

programme. The recommendations contained within the report will indicate the 

targeted subject panels and resource implications will only be considered where 

there is an adverse impact on the quality of learning and teaching. The findings 

corroborate with those of Guskey (2000) who maintained that a good PD 

programme should be evaluated to assess if it has met five important learning 

categories including participant reactions, participant learning organization, support 

and change, participant use of new skills and student learning outcome but data 

obtained have to fix the main three domain of cognitive, effective and psychomotor 

of the learner. 

Again the findings are in agreement with those by Nagy (2004) who proposed that 

teacher learning programme should be implemented under quality assurance and 

evaluation system that incorporate measures to prepare the new competence 

requirements.  A quality assurance on PD programme has a genuine impact on the 

education and can only be set up if teacher training has a firm position within a 

given education institution when they are exposed by group studies, mentoring, 
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coaching, critical friendship and subject panels which often have closely linked with 

school practice. 

Again the findings corroborate those of Goodall (2005) who recommended 

coherence and increased sophistication in evaluation of  a certain SP programme by 

focusing on the primary purposes (maintenance, improvement or change), locations 

(school or TCs), impacts of the delivery models (collaborative model) and outcomes 

on teacher performance. Evaluation can be even done to measure social characters 

such as attendance, retention and participation of teachers in PD activities as 

potential ways to determine if the programme is effective or ineffective. And this 

will be achieved if the evaluation on the programme is ongoing, systematic, and the 

feedbacks shared by a variety of stakeholders. 

Similar findings to those by VSO (2010) opined a consistent coordination of PD 

programme and effective monitoring and evaluation to be done by the schools or 

district inspectorate board and come up with comprehensive report which identifies 

gaps in teachers‟ performance across the practice. This could help to promote 

subject panels for both school and TC staffs because the report serves learning 

feedback for further decisions.  Follow-up would ensure that teachers use their 

panels effectively since their activities are checked and evaluated time to time. 

Teacher Motivation and Commitment Enhancing Meaningful Subject Panels 

The findings reveal that the majority of participants confirmed that motivation of 

teachers is the key instrument in the survival and achievement of subject panels. 

Teachers become committed if they are valued, motivated and they think that the 

programme is within their routine activities. Thus, a school management should 

mobilize teachers to create a sense of ownership towards the SPs. 
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These findings are in line of those by Salwabinti (2013) who insisted that it cannot 

be denied that teachers need the commitment to realize one‟s outlook and mission, 

continually and consistently but a good school leader is he who not only committed 

to his tasks and responsibility but also can attract peers involvement in a PD 

programme and maintain their commitment in order to continually give their support 

to achieve an objective. Besides that, a good leader should always ensure that a 

programme is smoothly carried out and always motivate practitioners be aware of 

changing situations. They should always be ready to face any challenges that are 

unexpected during instructional practice. 

The findings again acknowledge the opinions of Hamadi (2015) who opined that a 

school leadership should deliberately find the ways for motivating teachers. 

Teachers need both intrinsic and extrinsic motivation that will eventually convert 

their attitude to become well committed towards their school panels. Teachers‟ 

motivation involves improvement of the working environment, incentives, 

promotion, self efficacy, esteem, safety and job security, and autonomy, 

belongingness and channel for communication for interpersonal relationship. 

The findings are in line of those by Wlodkowski (2003) who added that adult 

learners are comfortable when they develop a sense of being valued or feel 

connected from the content or practice, the feeling of success increases motivation 

and effectiveness while when learners feel disvalued or marginalized in the 

pedagogy, they may be disappointed by the existing programme or practice as they 

perceive nothing relevancy of the programme to their professional or career  motives 

and this leads to fall in teachers motivation and commitment which, in turn, erodes 

the effectiveness of PD programme. 
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Subject Panels Become Utilitarian if Teachers, School Heads, District 

Education Officers, Ministry Officials and Other Stakeholders Work in 

Cooperation 

The study found that subject panels become much more effective under strong 

collaboration between centralized educational authority and local authority where 

curriculum implementation is narrowed from macro (ministry of education, region 

and district levels) to micro level (school and classroom level of curriculum 

practice). Thus, effective participation between top, middle and lower level of 

educational stakeholders will smoothly reach the goals of subject panels in 

secondary schools since it allows not only collective plan and decision sharing but 

also collective implementation of the instruction. 

This is supported by Said (2016) who opined that teachers at the grass root in the 

community education including the subject panels should be involved in decision 

making simply because the adult learners are comfortable when they are involved 

and their ideas are listened as necessary inputs for the improvement of the 

programme. Teachers at lower level have to be interconnected with the district, 

regional and the Ministry as national body of decision making and this chain shall 

fosters good communication between curriculum developers and implementers. 

Also, the findings go hand in hand with those by the URT (2015) which 

recommended that MoEVT in collaboration with regional administration need to 

work together to ensure that district education offices are effectively functioning to 

pressurize schools in undertaking their duties in relation to TPD programmes and act 

as input in allocating enough for financial resources and manpower for school based 

in-service training programme. 
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These findings collocate with the study by Broad (2006) who concluded that 

community professional learning programme under subject panels would be largely 

achieved when teachers, non-teaching staffs, administrators, and school board 

members collaborate and participate to communicate as a team and not as separate 

parts. The teams indeed, determine the areas in which additional learning would be 

helpful for quality teaching and learning since consultants are invited to assist peers 

in acquiring the necessary knowledge and skills. In addition to the regular meetings, 

participants observe one another in the classroom and conduct other job related 

responsibilities. Again, the findings are supported by those of the White Paper 

(2010) which insisted that, in a much more autonomous system, schools will be 

responsible for setting their own priorities and decide what and how best to meet 

their needs.  

Schedule for Subject Panel Sessions should not be Interfered with any School 

Activities 

Generally, the findings show that the majority of participants proposed that subject 

panel programme needs adequate time and when they are scheduled not interrupted 

by other school programmes. This is because the programme needs enough time for 

teachers‟ continuous learning in order to share the content knowledge and 

instructional strategies at the work place. 

These findings are incorporated with those by Spark (2002) who insisted that 

teachers are supposed to spend time for subject panel programme in such way they 

get a good chance to deepen the pedagogical content knowledge and they might 

spend on-the-job in a field related to their discipline. Having sufficient time for 

teachers in PD programme will enable them largely to learn content deeply, learn 
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how to act as practitioner of that discipline and simultaneously acquire instructional 

strategies for their classroom practice. 

In addition to that, the findings are in line of those by Mizell (2010) who argued that 

subject panels which incorporate learning teams need to allow adequate time for the 

educators to learn intensively through the discussion and observation with their team 

members guided by the competent peers. Sufficient time enables teachers to engage 

in an ongoing cycle of professional improvement because they are constantly 

working to become more effective in addressing teaching and learning problems. 

The findings correlate those by Msigwa (2015) who proposed matching between 

school time table and regular schedule for the panel sessions. Good allocation of 

time within school calendar helps to solve convenience between school activities 

and subject panel sessions. Again, this compatibility will enable teachers to meet, 

discuss and learn and make the panels in effect when using work hours than the 

weekend or holidays. 

These, findings are in line with the study of Elmore (2002) who argued that the type 

of high quality professional development programme such as subject panels are 

enhanced when teachers have smaller classes, longer teaching blocks, released time 

to meet with colleagues to discuss instructional practice and occurs to a resource that 

allow them to do high quality network.  

Subject Panels Become Effective if Teachers are Autonomous in Exercising 

their Duties 

The findings portrayed that teachers were comfortable when they are involved and 

have a vast autonomy to introduce some inputs for the instructions or suggest new 

ideas and practice in the way, they think are appropriate for the improvement of 
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quality education in a given school. This creates a sense of self efficacy towards a 

particular subject panel programme. 

These findings are similar to those by Ramadhani (2017) who informed about the 

challenges inherited from colonial education into the current education system in 

Tanzania. It was proposed that any PD programme related to curriculum should take 

into account the teacher as a central stake holder during the designing and 

implementation because it is the teacher who takes experiential curriculum into the 

actual practice in school. Therefore, teacher as practitioner is the one who 

understands most of the reality about what to include for relevant teaching and 

learning process in a school. From this point, the power of academicians should be 

more superior to those of politicians during making education policy and planning. 

The findings appreciate a study by Wagner (2001) who advocated that, what 

motivates adults to act, behave, embrace  or do something very difficult is a matter 

of autonomy embedded within a learning programme; the educators are at risk. They 

have a temperamental disposition for autonomy and they have suffered from 

isolation which has left them feeling both powerless and victimized. The study again 

suggested appealing to the administrators‟ sense of caring about their teachers and 

list conditions for effective adult learning in schools. A shared vision of the goals of 

teaching and learning, an understanding of the urgent need for changing relationship 

based on the mutual respects and engagement strategies that create commitment 

rather than compliance. A shared sense of community nurtures active engagement in 

learning and collaborative problem solving, teachers learn more and do more when 

they feel a part of something important that is larger than themselves and they are 

very useful in practical achievement. 
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Education on the Importance of Subject Panels for Teachers is a Key Factor for 

the Constructive PD Programme 

The findings insist on the provision of education and training for both teachers and 

administrators to build their awareness on the importance of subject panels in 

improving teaching and learning activities in schools. Likewise, teachers need to be 

well informed about various learning models that can be shared under subject panels 

for continuous professional development. The same argument was made by Gabrieli 

(2013) who advised the government through the Ministry of Education and 

Vocational Training (MoEVT) to assist teachers through their subject panels to 

realize the benefits of the coaching strategies by enhancing a specific policy 

component concerning coaching programmes in the education sector. This would 

enhance the implementation of educational reforms in our schools particularly in this 

period when the nation attempt to review its education and training policy. In this 

way, the coaching would be recognized as a legitimate and a useful form of ongoing 

professional development programmes for teachers in the educational sector. 

On the other hand, education is necessary for school leadership in order to change 

the mentality of some school heads that are rigid for academic and professional 

change within their schools and pose impediments on the programme. These 

findings are parallel of those by Mkumbo (2012) who recommended that there 

should be regular training programme for the school leadership to solve the problem 

of teachers‟ disappointment by their administration which further tends to erode 

their commitment and morale towards effective participation in subject panels. 

These findings concur with those of the study by Hamadi (2015) who found that 

there is need for every teacher, school heads and other staffs to be equipped with 
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appropriate skills and knowledge on a positive impact of subject panels 

corresponding to the professional and career embedded roles. This could stimulate 

their readiness and commitment in performing panel responsibilities. 

Introduction of Clear Policy Guiding the School Based Subject Panels Enhance 

the Effectiveness of Subject Panels 

Most of the respondents in this study were in argument that introduction of the clear 

guiding policy and instruction on school based subject panels will increase their 

efficiency. The findings collocate with those by Hamadi (2015), in his study on the 

factors affecting School Based-in-service Training in Zanzibar. Through the study, it 

was proposed that the Ministry of Education and Vocational Training should enact a 

comprehensive policy for school subject panels because the availability of this 

policy will translate the national policy on the area of in-service training whereby all 

components of school based in-service training will be addressed. 

Again, these findings corroborate with those by Fritz (1996) who proposed the 

commencement of guiding policy within school organization for easy executing of 

the school based professional development programme. The policy should clearly 

state what and how a programme should be run to achieve the national mission and 

vision of education. 

5.8 Relationship between Theories and Findings of the Study 

With regard to the theories employed to guide the study, particularly the social 

constructivist learning and system theories, there is a positive relationship between 

theories and the findings of the study. The findings are, potentially, in the line with 

the social constructivist learning theory postulated by Vygotsky (1987) which 

highlighted the importance of social interaction for individual learning at the 
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presence of more knowledgeable others or peer veterans who take the role of 

scaffolding. The scaffolding, in turn, enables the learners to master the distant 

knowledge or complex skills in which the Zone of Proximal Development (ZPD) is 

attained. 

The training from the theories talk with the findings of this study which 

demonstrated that majority of teachers acknowledge learning community under 

subject panels where they meet peers and colleagues who help them to get 

mentoring, coaching, peer assisted learning, study groups as well as critical 

friendship. These improve teachers‟ classroom practices as they observe and get 

observed within the teaching and learning process. This is similar to the argument by 

Vygotsky (1987) who advocated that collaborative learning involving group of peers 

inspires to understand each other and work together to learn a specific skills and 

encourage team choice and common interests of the learners which, as a result, 

makes group learning activities more relevant and meaningful for the community. 

Also, Gabrieli (2013) found that there is a positive relationship between the social 

learning theory and peer coaching model of professional development for secondary 

teachers in the way that teachers get involved in micro teaching where they gain 

pedagogical content knowledge and ways on how to teach though collaborative 

efforts from their peers and experts during class room observation. The findings are 

related to those by Rock (2005) who maintained that teachers who participate in 

learning team integrated with social learning theory get good an understanding of the 

teaching and learning process, articulate the desire for continued collaboration, 

observation and refining on the subject matter and modes of instruction which 

apparently increase the worthiness of a particular PD programme. 
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Again, the findings support the System Theory by Senge (1990) who argued that a 

productive PD is that, which allows a network of interconnectedness, 

communication and interaction among all parts, members or levels. The open system 

as a part of theory convinces the interaction of practitioners in the system and this 

concurs with study findings that showed that the majority of teachers were 

comfortable with subject panels as they are flexible to denote any changes in the 

curriculum practice and open to invite any educator for community professional 

learning to share subject content, instructional methods and other skills in school. 

The findings are in line of those by Briner (1999) who believed that a learner cannot 

solve problems alone but rather he/she requires the assistance of the knowledgeable 

or senior partners, this interaction in turn leads to fully cognitive development. 

Moreover, the findings reveal that the achievement or effectiveness of the subject 

panels is associated with autonomy of learners, motivation, time adequacy, ongoing 

evaluation, strong school support and strong partnership among educational stake 

holders. The findings are in the line of social learning theory which supports 

learners‟ team choice, group autonomy, initiatives, efficacy and active learning in 

stimulating group processing and reflection of subject matters or teaching problems 

in a broad view point. Over, all evaluation must be done in a team and individual 

participation in social organized practice as well as the learning outcome.  

The findings support those by Garet (2001) who reported that social learning 

approach for the successful PDs considers core features; the most important in 

regard to the study, are active learning which provides teachers opportunity to get 

involved in learning, observing and being observed, reflection and receiving 

feedback for the improvement of the practice. The duration which involves the 
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amount of contact time that teacher spends for learning community; this should be 

adequate to invite the intensive discussion among educators. Likewise, the findings 

corroborate with those of Brinson (2007) who reported that collective teacher 

efficacy to creating a work environment that builds teachers‟ commitment to a 

school and the commitment in turn fosters teachers‟ eagerness for the PD as well as 

teaching each other. 

The findings proposed team work and strong cooperation among key educational 

stakeholders right from individual teacher, school, district and national levels so that 

they can maintain the hierarchical network in sharing problems and decisions related 

to subject panels. These arguments are in line of those by Senge (1990) who 

reported that the System Theory inculcates interconnectedness of all parts and levels 

of education enterprises includes teachers, classrooms, schools, school district, 

regional and national authorities which are tied together in a web of relationship 

where decisions and actions in any particular part affect others. It is synergy which 

makes teachers be a part of school and the school is sub-unit of district education 

system while the district is a part of regional education system. The region is a 

subsystem of national educational system; thus, fair and positive interaction of all 

levels make effective PD programme. 

5.9 Chapter Summary 

In this chapter, the findings were presented in regard to the research objectives. The 

first objective aimed at assessing the teachers‟ conception of subject panels and it 

was found that the majority of teachers have a good understanding of the meaning of 

subject panels. This is because they are well exposed to the programme in their work 
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place and, generally, coaching and mentoring helps to improve teaching and 

learning.  

Moreover, the finding of the second objective which assessed the effectiveness of 

the activities assigned by subject panel teachers found that the subject panels are 

effective in the sense that they held frequent coaching and mentoring services and 

they are well accessed in reviewing the components of curriculum to provide 

teachers with an appropriate content knowledge and teaching methods. 

The study found that there is moderate level of teachers‟ commitment; though 

attendance of teachers in the panel sessions was satisfactory and teachers were noted 

to change in practice after being incorporated to a panel programme. It was found 

that teachers are not willing to seek for their own responsibility. In regard to fourth 

objective to examine the impact of subject panels in teaching and learning; the 

findings revealed that teachers were comfortable of group than individual learning 

because it develops their competence for classroom interactions, leadership skills, 

critical friendship, helping each other, increased motivation and certainty in change 

into learner centred teaching approach. However, the panels were backward in the 

production of learning materials. 

With regard to the role of school leadership in the sustainability of the subject 

panels, the study found that schools had a vital role in supplying learning materials, 

monitoring and evaluation, formulating of schedule for the subject panel programme 

while they were very poor in an operational fund, motivation and follow-up. 

Unfortunately, the Ministry of Education does not support the operational fund 

resource and other important materials for the inputs of SP programme held in 

school. Further, the chapter discussed the findings based on the sixth objective 
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which revealed that nearly all subject panels in Zanzibar face challenges and the 

most prominent challenges were inadequate operational fund, low teachers‟ 

motivation, less follow-up, time table mismatch, poor awareness, lack of clear 

guiding policy and poor government support (Ministry of Education). 

It was argued that the sustainability of the subject panels in Zanzibar is determined 

by good and reliable allocation of financial and material resource, increase in 

teachers‟ motivation, strong follow-up, and the introduction of clear education 

policy guiding the SP programme, education for mass awareness, the matching time 

table, and strong cooperation among all educational stakeholders. In addition, the 

study has identified that there is a positive relationship between the theories guiding 

the study and the research findings.  
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CHAPTER SIX 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

6.0 Introduction 

This chapter presents the summary, conclusion and recommendations based on the 

findings drawn from the previous chapter.  

6.1 Summary of the Study 

The study aimed at assessing the effectiveness of subject panels in enhancing 

teachers‟ professional development in secondary schools and it was guided  by 

seven (7) objectives which were to: (1) evaluate teachers conception by subject 

panels (2)assess the effectiveness of activities performed by subject panels‟ 

teachers(3)  investigate the level of teacher commitment towards the subject panel 

activities (4)examine the impact of subject panels on teaching and learning process ( 

5) assess the role of school leadership in the sustainability of subject panels (6) 

identify the common challenges facing subject panels in secondary schools in 

Zanzibar (7) solicit stake holders‟ opinions on the ways of improving subject panels 

in Zanzibar. 

The study was guided by two theories, namely the Social Learning Theory by                  

Vygotsky (1978) and System Theory by Senge (1990). The Social Learning Theory 

was suitable in this study as it informed that individual learns better by interacting 

with other peers or more knowledgeable others. This is similar to the System Theory 

which strongly believes that learning is relevant when it occurs in communal system, 

involving interconnectedness among parts or different people as whole versus 

individual separateness. The theories were embedded with various reformed 

community PD models include coaching, mentoring, lesson study, learning team, 
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collegial learning, peer assisted learning study groups and models of staff 

development which are applicable for inside school learning. 

The study employed the cross-sectional survey design which was feasible to collect 

data from different participants (subject teachers and school heads) within a short 

time scale and in making predictions. The study design was flexible at involving 

samples of different characteristics such as age, sex, position, working experience 

and educational levels to maintain the validity and reliability of results. Furthermore, 

the study applied mixed approach of both qualitative and quantitative in order to 

increase validity and reliability of data which in turn increased authenticity and 

precision in data collection, analysis and presentation. 

 The study was conducted in Zanzibar, particularly Urban West Region where both 

public and private schools were taken into consideration and study population 

involved subject teachers and school heads from 10 secondary schools. The study 

made use of both probability and non-probability sampling involving purposive, 

stratified and simple random sampling procedures. Purposive sampling procedure 

was used in selecting 10 secondary schools and 10 school heads while stratified 

random sampling was used to select 70 subject teachers to participate in the study.  

Thus, the study had total of 80 participants as the sample size for the study. 

Also, the study used questionnaires and interview methods of data collection; the 

structured questionnaires were used for 70 subject teachers in which their responses 

were analyzed using descriptive statistics and the interview method was used for 10 

school heads in which their perceptions, ideas and opinions were analyzed in a 

theme. In term of data analysis plan, the study employed qualitative and quantitative 

techniques for data analysis and presentation. The qualitative data were analyzed in 
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form of content analysis for the data obtained through interviews while quantitative 

data were analyzed through descriptive and inferential statistics with the aid of 

Social Statistical Packages for Social Sciences(SPSS) for data entry. SPSS software 

facilitated tabulation and computation of frequencies, percentages and mean easy for 

ranking and generalize the findings obtained from the questionnaires. 

To the issue of validity and reliability, the study involved triangulation on a multiple 

source of data, literature reviews, and guiding theories, research design and 

approach, sampling techniques and data collection methods for the authenticity of 

research findings. The study was carefully done under ethical considerations 

including approval letter from the Post Graduate Office at University of Dodoma, 

The Second Vice President Office and the Ministry of Education and Vocational 

Training of Zanzibar for data collection permission. Informed consent was used to 

confirm the willingness of the participants in the study. The information from the 

respondents were treated confidential and they were not disclosed to any 

unauthorized person or institution. The researcher respected the study population 

and its culture and avoided plagiarism by making citation and acknowledgments of 

the information obtained from the related literature. The main findings of the study 

in relation to research objectives are summarized below. 

The first research objective aimed at assessing the teachers‟ conception of the 

subject panels. The findings indicated that most of the secondary school teachers in 

Zanzibar had a good understanding of the conception of the subject panels. This 

might be due to the fact that majority of teachers do participate the SP programme in 

their work place, and they have got awareness of the outputs of the programme 

towards their professional development. The second objective assessed the 
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effectiveness of the activities performed by subject panel teachers. The findings 

revealed that the majority of participants had a positive perception on the 

effectiveness of the activities assigned by subject panels. The most important thing 

is coaching and mentoring which brings the less and more experienced teachers 

together to share the knowledge and skills in relation to curriculum components for 

the improvement of school instructional practices. However, a critical analysis was 

made that subject panels do not involve in the production of teaching and learning 

materials. This might be due to time constraint, inadequate resources and low 

teachers‟ motivation by the school administration. 

With regard to the third research objective which aimed at investigating the level of 

teachers‟ commitment towards the subject panel activities. The findings showed that 

the level of teachers‟ commitment towards their SP duties is neither lower nor higher 

but rather moderate. Although there is good teachers‟ attendance during SP sessions 

and teachers behave or practice what they have learned from the programme, they 

are hard to seek their own responsibilities for the panels. Such weakness, sometime 

school administrators used force against those who were irresponsible. The reason 

behind the difficulties were overloaded teaching periods, low motivation, awareness 

and self efficacy as well as the lack of a sense of ownership among teachers which 

resulted into poor participation in the programme. 

The fourth objective aimed at examining the impact of subject panels on teaching 

and learning process. The results depicted that the majority of teachers had positive 

perception with impact of subject panels on all teacher classroom practices. The 

most important one is shaping the teachers with the capability to implement the 

instruction. Likewise,  peer coaching, mentoring and critical friendship were noted 
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to increase not only the social interaction skills but also competence in the subject 

content and teaching methodologies which eventually, changed teachers‟ attitude 

into learner -centered teaching approach. However, it was found that the programme 

was not productive in generating the teaching and learning materials for the 

classroom practices.  

Furthermore, the fifth objective aimed at assessing the role of school leadership to 

the sustainability of subject panels. The findings revealed that, to the large extent, 

the school leadership was responsible to run and support all activities carried out by 

subject panels including supplying of teaching and learning materials, drafting 

schedules, monitoring and evaluation of the programme. However, it was found that 

most of subject panels in Zanzibar were run under limited fund resource due to the 

fact that schools had lacked adequate sources of income to serve the needs of the 

programme. Surprisingly, the schools received no operational fund from the 

government despite the fact that the Ministry of Education and Vocational Training 

in Zanzibar, insists a lot on the commencement of the subject panels in schools. The 

limited fund resource devastatingly minimizes the efficiency and effectiveness of 

school leadership to the sustainability of SPs because other school roles in the 

programme depend on the availability of adequate fund resource. 

Moreover, the sixth objective aimed at identifying challenges facing subject panels 

in Zanzibar. The findings demonstrated that, subject panels in Zanzibar face a 

number of challenges. The most complicated challenges included inadequate 

resources such as fund and teaching/learning facilities, time constraints due to the 

overloaded teaching periods, poor follow-up, low teachers‟ motivation, lack of clear 

educational policy guiding the practice of SPs, poor awareness of the role of SPs on 
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PDs and uncertainty about the change of curriculum. These challenges seriously 

discourage commitment and morale of teachers which, in turn, hinder the 

effectiveness of SP programme. 

The last objective aimed at soliciting stakeholders‟ opinions on the ways to improve 

the subject panels in Zanzibar. The findings showed that, all respondents commonly 

agree with the proposed ways for the improvement of subject panels in Zanzibar. 

The most proposed ways for the improved subject panels were good allocation of 

resources (fund and learning facilities) for subject panels, time table matching to 

allow teachers with adequate time for SP sessions, increase of teachers‟ motivation 

to raise their commitment, continuous evaluation and follow-up by school and 

external inspectorate board, presence of clear policy guiding the school based SP 

programme, high teachers‟ autonomy in the SP practice, effective  co-operation 

among educational stake holders and education to draw teachers‟ awareness on the 

benefits of SPs 

6.2 Conclusion 

On the basis of the study findings, the following conclusions were drawn:  

(i) In this study, teachers were found to have good conception of subject 

panels simply because the programme was established and practically 

working in their work places supporting their professional performance 

in form of communal learning and group discussion. 

(ii) Most of activities performed by subject panels were effective as they 

involved peer assisted learning and mentoring which invite teachers in 

reflection on complicated areas of subject content and teaching strategies. 
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However, teachers need to use their panels for production of adequate 

teaching and learning materials for their practice. 

(iii)  Teachers were found moderately committed in undertaking their day to 

day panel duties though they showed good attendance and practice what 

they learn from their panels, but they are discouraged by the low 

motivation, over occupied teaching time table as well as shortage of 

resources. 

(iv) Most of teachers were found to be confident with positive outcomes of 

the subject panels because the programme improved their competence in 

subject content, teaching techniques, and the use of appropriate teaching 

materials which, in turn, changed the teaching paradigm into learner-

centred approach. Likewise, the panels were found to be fostering 

leadership skills and friendship for professional aids. 

(v) The school leadership is highly responsible for the material support, 

monitoring, evaluation, follow ups and drafting the schedule for periodic 

panel sessions. Further it was found that insufficient school budget 

disturbs the mentioned roles which likewise, decreases the effectiveness 

of SPs in secondary schools in Zanzibar. 

(vi) Nearly all school subject panels are most suffering from financial, 

material and time resources which are critical challenges for the effective 

PD programme. The problem tremendously disappoints teachers‟ 

motivation, morale and commitment towards the SP programme. 

Additionally, poor follow-ups and the government support add more 

complication on the sustainability of subject panels. 
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(vii) The improvement of subject panels in secondary schools is consistent 

with good allocation of resources (fund, materials and human resources), 

continuous evaluation and follow-up, increase of teachers‟ motivation, 

adequate time for learning interaction, a vast teachers‟ autonomy and 

cooperation among all parts (stake holders) of education system. 

6.3 Recommendations of the Study 

The following are the recommendation that the researcher came up with regard to 

the study findings:  

(i) Teachers should be highly encouraged to participate in the subject panel 

programme to achieve appropriate inputs for their professional 

development. 

(ii) Subject panels need to put emphasis on designing and production of 

teaching and learning materials for the good performance of their 

instructional activities. 

(iii) Teachers should be motivated intrinsically and extrinsically in order to 

increase their level of commitment towards the subject panel programme. 

(iv) Subject panels should largely allow communal learning models for useful 

professional and interpersonal skills to the practitioners. 

(v) The government and other educational donors should support schools 

with adequate operational fund for subject panels to manage their 

fundamental roles for the survival of the programme. 

(vi) The educational stakeholders include teachers, school heads, district 

education officers, the ministry officials and community at large should 

work in co-operation with the aim of sharing SP challenges and find 

collective means of addressing them. 
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(vii) There should be time matching which so that teachers can have adequate 

time for frequent discussion, observation and reflection of the practices 

under their panels. 

6.4 Suggestion for Further Studies 

Having presented some of the recommendations for the improvement of subject 

panels in secondary schools in Zanzibar, the present study proposes the following 

areas for further studies:  

(i) Further studies should be conducted on a similar topic in a wider scale to 

capture the data from other parts of Tanzania with different research 

design and methods as this study was only restricted to the Urban West 

Region in Zanzibar with a cross-sectional survey design. It is not 

necessary to find out the confirmation to the current findings in other 

parts of the country. 

(ii) Again, the study was limited specifically to the secondary schools in 

Zanzibar, Urban West Region; thus, limiting generalization of the 

findings to the whole county. Similar studies can be extended to other 

levels of education such as primary schools, colleges and universities. 

(iii) Further studies should assess the performance of subject panels between 

private and public schools. 
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APPENDICES 

Appendix I: Questionnaire for Secondary School Teachers 

INSTRUCTIONS 

This questionnaire seeks to find information about the effectiveness of subject 

panels in enhancing teacher professional development in Zanzibar secondary 

schools. This study forms part of my M.A. (Ed.) degree at the University of Dodoma 

(UDOM). The study intends to improve collective learning models under Subject 

panels in Tanzanian secondary schools. 

You should not write your name on the questionnaire. For anonymity purpose, 

sincere responses to all questions are requested and you are assured that answers you 

give will be treated confidentially. Your co-operation is appreciated. 

 

PERSONAL INFORMATION 

 

Please answer the following questions by ticking (√) the relevant block beside the 

item number or writing down your answer in the space provided 

1. Sex 

Male 1  

Female 2  

 

2. Age group (Years) 

20-30 30-40 40-50 51- 

Above 

1 2 3 4 

    

 

3. Working experience as professional teacher 

1-10 yrs 11-20 yrs 21-30 yrs 31 above 

1 2 3 4 
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4. Level of Education 

Diploma in 

Education 

Bachelor Degree in 

Education 

Post Graduate 

Degree in 

Education 

Philosophy of 

Doctorate (PHD) 

in Education 

1 2 3 4 

    

 

PART 2: QUESTIONS PERTAININGTHE STUDY 

1. (A) Teachers’ Conception of Subject Panels 

Please tick (√) the appropriate concept of subject panels in the bracket given 

 

i. Subject panels refer to the teaching staffs in schools under the guidance of 

the head of school.(       ) 

ii. Subject panels involve a group of teachers of the same subject or school 

sharing pedagogical content skills and methodologies to improve practice.      

(        ) 

iii. Subject panels are peer groups of teachers emerge in school to help each 

other socially, economically and politically (        ) 

Direction: Please read each statement carefully and tick (√) in your appropriate of 

agreement column. 

1. SD if you strongly disagree with statement                    2. D if you disagree with 

statement 

3. NE if you are neutral, you neither disagree nor agree with statement 

4. A if you agree with statement            5. SA if you strong agree with statement 
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1. (B) Effectiveness of Various Activities Performed by Subject Panels’ teachers 

Activities assigned by subject panels teachers Response category 

SN STATEMENT SD D NE A SA 

1. Couching and mentoring services are 

performed by subject panel teachers. 

     

2. Curriculum review activities conducted 

by subject panels are more meaningful. 

     

3. Designing and producing teaching 

materials is done regularly. 

     

4. Monitoring and evaluation of subject 

panels‟ programme is highly conducted 

in my school. 

     

5. Content enhancement under subject 

panels is not yet satisfactory. 

     

 

2. Level of Teachers’ Commitment towards the Subject Panels’ Activities 

SN STATEMENT Not 

commit

ted 

Less 

committ

ed 

Committ

ed 

Highly 

committ

ed 

1. Teachers attend subject 

panel sessions regularly 

and willingly. 

    

2. Teachers practice what 

they have learned from 

subject panel sessions. 

    

3. Teachers seek their own 

responsibilities in subject 

panel activities. 

    

4. Majority of the subject 

teachers appreciate team 

learning and subject 

groups 
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5. Teachers have been 

noted to change their 

instructional practice 

after being involved in 

the subject panels 

    

6. The attendance of 

teachers during subject 

panels sessions is 

satisfactory 

    

7. Teachers show active 

participation  with tutors 

during the lessons 

    

3. Impact of Subject Panels in the Teaching and Learning Process 

SN STATEMENT SD D NE A SA 

1. Subject panels result into competent 

teachers in pedagogical content and 

methodology. 

     

2. Teachers who actively participate in 

subject panels become well motivated 

and committed in using new skills 

employed by subject panels. 

     

3. Peer interaction, friend ship and active 

team learning/teaching among teachers 

are highly promoted by subject panels. 

     

4. Active subject panels construct leadership 

and mentoring skills to the teachers. 

     

5. Subject panels discourage individual 

choice and interest in learning process. 

     

6 Teachers who engage in subject panels 

become capable in implementing 

curriculum using the recommended 

techniques. 
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7. Subject panels lead to adequate teaching 

and learning materials in schools which 

are produced by teachers. 

     

8. Subject panels have shifted teaching from 

teacher-centred to learner-centred 

approach. 

     

9. Teachers are well motivated and 

committed towards their daily classroom 

practice through subject panels. 

     

4. Role of School Leadership to the Sustainability of Subject Panels 

SN STATEMENT SD D NE A SA 

1. School leadership ensures financial support to 

subject panels. 

     

2. School management ensures good supply of 

teaching/learning materials for subject panels. 

     

3. The school leadership plays a role to 

formulate schedules for regular subject panel 

sessions. 

     

4. School is responsible for monitoring the 

subject panel programme. 

     

5. School motivates teachers and brings them 

into positive attitude towards the subject team 

learning. 

     

6. Quality assurance is made by school 

leadership to ensure the effectiveness of 

subject panel programme. 

     

7. Periodic evaluation is done by a school for 

the effective subject panel programme 

 

     

5. Challenges Facing Subject Panels in Secondary Schools 

SN STATEMENT AGREE DISAGREE 

1. Subject panels are not free from inadequate 

resources which impede the effective 

implementation of the programme. 

  

2. Teachers are highly occupied by teaching   
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duties with insufficient time to participate the 

subject panel programme. 

3. Uncertainty change in curriculum content is 

noted as challenge for subject panels because 

many teachers are not familiar with new 

curriculum change. 

  

4. Subject panels impede individual choice and 

needs in learning. 

  

5. Teachers are disappointed with school rigidity 

in effective participation of subject panel 

programme. 

  

6. Most subject panel programmes in schools are 

facing less follow-up and they merely words 

oriented than deeds. 

  

 

6. Stakeholders’ Opinions towards the Improvement of Subject Panels in 

Secondary Schools 

SN STATEMENT AGREE DISAGREE 

1. Good allocations of resources (fund and 

material resources) make effective subject 

panels. 

  

2 Continuous evaluation and follow-up enable 

school to identify the strengths and 

weaknesses of existing subject panels. 

  

3 Presence of clear guiding policy and 

instruction on school based subject panels 

will increase their efficiency. 

  

4 Teachers‟ readiness and commitment 

enhance meaningful subject panels. 

  

5 Subject panels become much more effective 

if teachers are given autonomy to share and 

demonstrate their expertise. 
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6 Schedule on subject panel sessions should 

not be interfered by any school activities. 

  

7 Motivation of teachers is the key instrument 

towards the survival and achievement of 

subject panels. 

  

8 Subject panels become useful if teachers, 

school heads, district education officers, the 

ministry officials and other stake holders 

work in cooperation. 

  

 

 

 

 

 

THANKS FOR YOUR FAITHFUL COOPERATION 
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Appendix II: Interview Guide for Secondary School Heads 

INSTRUCTIONS 

The interviews seek to find information about the effectiveness of subject panels in 

enhancing teacher‟s professional development in Zanzibar secondary schools. This 

study forms part of my M.A. (Ed.) degree at the University of Dodoma (UDOM). 

The study intends to improve collective learning models under Subject panels in 

Tanzanian secondary schools. For anonymity purpose, sincere responses to all 

questions are requested and you are assured that answers you give will be treated 

confidentially. Your co-operation is appreciated. 

QUESTIONS 

For all questions (1-12) please mark with (√) the appropriate space or write in the 

answer where indicated. 

1. Sex Male (     )          Female (      ) 

2. Level of Education 

Certificate Diploma Bachelor degree Post graduate 

    

3. What do you understand about subject panels? 

4. Have your teachers ever attended any subject panel programme? If yes, how does 

the programme help teachers in solving curriculum problem? 

5. What is the effectiveness of the activities assigned by subject panel teachers in 

your school? 

6. What is the role of school leadership to the sustainability of subject panels? 

7. Does the Ministry of Education Zanzibar support the activities of subject panels? 

If Yes, in what ways? 

8. How would you speak about teachers‟ commitment towards subject panel 

activities? 

9. What is the impact of subject panels towards teacher practice in school? 
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10. What are the major challenges facing subject panels in your schools in Zanzibar? 

11. What are your opinions to the improvement of subject panels in secondary 

schools in Zanzibar? 
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Appendix III: Comments from External Supervisor and Corrections. 

S/N Comments from External supervisor Corrections 

 1. Research approach should appear in 

3.1 and research design in 3.2. Page 

40, 41 

Research approach has been 

reconstructed in 3.1 and research 

design in 3.2. Page 40 

2.  School heads are not seen in the 

interview method but they appear in 

data presentation.  Page 46  

 

The school heads are presented in 

the interview method to 

correspond data presentation. 

Page  46 

3. Use APA 6
th

 current style 

referencing not fifth style. 135 Page    

Referencing has been modified to 

6
th 

APA style. 136 Page     
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Appendix IV: Permission Letter from the University of Dodoma 
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Appendix IV: Permission Letter from the Ministry of Education Zanzibar 
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Appendix VI: Permission Letter from the Second Vice President Office of 

Zanzibar 

 


