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ABSTRACT 

This study sought to enhance the School-Based Instructional Supervision Capacity of 

the school leaders for the implementation of Competence-Based Curriculum in 

Zanzibar. It was conducted in the West Urban Region, and particularly at the Urban 

and West B district schools in Zanzibar. The study was prompted by the massive 

empirical evidence from the literature suggesting that the implementation of the CBC 

in Tanzania remains problematic despite its operation for nearly fifteen years now. 

Findings from the preliminary investigation indicated that school leaders failed to 

guide teachers on competence-based instructional planning, competence-based 

instructional delivery in the classroom, and competence-based assessment. Thus, 

intervention research was deemed necessary to empower school leaders to enhance 

their School-Based Instructional Supervision Capacity. The study employed an 

embedded intervention design as its overall design. However, phenomenography 

design was used in the process of constructing the desired intervention materials, 

while a single-group quasi-experimental design was used to measure the 

effectiveness of the constructed intervention materials. The study was underpinned 

by a pragmatist research philosophy that called for the use of both mixed-methods 

research approach. The sample of the study involved 33 section leaders, 15 head 

teachers, 5 experts, and 118 teachers. The study employed interviews, questionnaires, 

observations, and document reviews to collect data. Data gathered through 

interviews and observations were thematically analyzed, while those gathered 

through documentary reviews were subjected to content analysis. The data gathered 

through questionnaires was analysed descriptively to develop the mean, standard 

deviation, and inferential statistics (i.e., paired sample t-test, and factor analysis). The 

findings of the study suggest that section leaders‘ capacity to supervise the 

implementation of CBC improved significantly after the developed intervention. This 

was elucidated by the paired sample t-test mean difference of SLCS scores before 

and after the intervention as 18.36, with a p-value of <0.0001. Similarly, the mean 

difference of STCS scores before and after the intervention was 14.39, with a p-value 

of <0.0001. This means that there was a significantly higher capacity of teachers for 

implementing CBC after the intervention compared to before the intervention was 

executed to the section leaders. Based on the study findings, it is concluded that SB-

ISMs have significant potential in improving section leaders‘ capacity to supervise 

the implementation of CBC. The study recommends the adoption of the guidelines 

and orientation of school leaders on CBC supervision since they are the immediate 

supervisors of teachers.  
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CHAPTER ONE  

THE PROBLEM AND ITS CONTEXT 

1.0 Introduction 

The study sought to enhance the school-based instructional supervision capacity of 

school leaders (section leaders and head teachers) for effective supervision of the 

Competence-Based Curriculum (henceforth CBC) in Zanzibar. The study was 

motivated by the observation that the quality of the implementation of CBC in public 

secondary schools in Zanzibar is still poor. It draws from the 2015 baseline survey 

which revealed that there was a lack of adequate supervision practices in the schools 

around Zanzibar which has a bearing on students‘ academic performance (Ali, 2015). 

The role of this thesis, therefore, is two-fold. First, it provides an in-depth 

understanding of the present supervisory practices for the implementation of CBC 

carried out by school leaders. Second, it provides information about the designed and 

developed effective supervision intervention materials as a major component of a 

professional development arrangement to prepare school leaders for the supervision 

of CBC implementation. This chapter of the thesis provides an overview of the 

problem and presents the background, the statement of the problem, the purpose of 

the study, specific objectives of the study, research questions addressed by the study, 

and the significance of the study. The chapter concludes by presenting operational 

definitions of the key terminologies and the layout of the entire thesis.  

1.1 Background to the Problem  

It is agreed worldwide that instructional supervision promotes and ensures quality 

teaching and students‘ learning (DiPaola & Hoy, 2014; United Nations Educational, 

Scientific and Cultural Organisation [UNESCO], 2007; Zepeda, 2017). This is 

because effective school supervision supports teachers to be more competent and 

confident in implementing the curriculum, which in turn enhances students‘ positive 

learning outcomes (Islam, Usman & Yousaf, 2018; Tesema, 2014). For this reason, it 

is felt important that effective educational intervention should begin with school 

supervision to improve curriculum implementation and quality education.  

Globally, quality education is felt essential not only to meet people‘s basic needs but 

also as a cardinal tool to foster the conditions for sustainable development 

(UNESCO, 2005; United Nations Children‘s Funds [UNICEF], 2004; World 
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Education For All [WEF], 2000). Therefore, the world‘s Education For All (1990) 

was emphatic about the necessity of providing quality education for children, youth 

and adults that is relevant to their needs and lives (UNESCO, 2015). Within this 

framework, it is stated that skills, knowledge, values, and attitudes must be 

augmented through a well-planned teaching and learning process. This must again 

respond to the needs and expectations of the self, society and nations at large. In 

response, the Government of Tanzania categorically vowed its development vision of 

2025 that there is an urgent need of providing quality education for a well educated 

and learning society and enable learners‘ ability in problem-solving and creativity 

(United Republic of Tanzania [URT], 1999). 

Since 1961, Tanzania has taken various initiatives to ensure that quality education 

delivery in the country is accomplished. Some of these initiatives include the 

introduction of Education for Self-Reliance (ESR) in 1967, whose intention was to 

provide education that would enable learners to use acquired knowledge and skills to 

solve problems in their daily lives. These are important for developing self-reliant 

individuals in society (Tanzania Institute of Education [TIE], 2012). Another 

tangible initiative developed by the Government was the development of the 

Education Sector Development Programme (ESDP) of 1997 and its two sub-sector 

programmes; i.e. the Primary Education Development Plan (PEDP, 2002-2006) and 

Secondary Education Development Plan [SEDP, 2004-2009] (URT, 2007). One of 

the objectives of these programmes was to improve quality education by creating a 

positive teaching and learning climate through an increased number of qualified 

teachers, rehabilitation of school buildings and construction of new classrooms and 

well-furnished science laboratories (Ministry of Education and Vocational Training 

[MoEVT], 2010). The most recent initiative involved a curriculum reform from an 

old content-based curriculum to a new Competence-Based Curriculum. The CBC 

was introduced in 2005 (MoEVT, 2010; TIE, 2012). It is obvious that the effective 

implementation of all these initiatives depends mostly on how teachers are 

professionally supported by, among others, school leaders. 

The CBC was introduced in Tanzania to replace the content-based curriculum that 

emphasized the acquisition of content knowledge rather than developing students‘ 

ability to use the acquired knowledge and skills to become problem solvers in their 
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society (Mwandanji & Komba, 2015). Different from content-based curriculum, the 

CBC is developed based on the Constructivist Theory that emphasizes learners‘ 

involvement in constructing their knowledge that they can use in seeking solutions 

for the problems they face in society (Tanzania Institute of Education [TIE], 2005). 

Therefore, CBC was seen as a potential measure to produce competent graduates 

who will be the future experts in various fields; hence, contributing to the country‘s 

economic development. In this context, CBC is believed to be an appropriate 

innovation for producing useful graduates. This is because CBC suggests changes in 

terms of teachers‘ perceptions, attitudes, classroom teaching and learning activities  

and assessment procedures (Atikiya, 2021; Liliji, 2017). Usually, CBC uses lively 

activities that engage students in the teaching and learning process more than the 

conventional approach (Simon & Goes, 2013).  

Research evidence, however, shows that classroom teaching in Tanzania still uses the 

conventional teacher-centred approach predominantly characterized by lecture 

methods in which chalk-and-talk predominates (Kangalawe, Machyo & Nduku, 

2019; Muneja, 2015; William, O-Saki, Mselle & Gabriel, 2014). In the chalk-and-

talk kind of teaching, students are assumed to be passive listeners and receivers of 

knowledge whose learning activity is only to copy notes from the board (Makunja, 

2016). Research findings have also indicated that one of the reasons for the 

ineffective implementation of CBC in schools is inadequate supervision of teachers 

by their school leaders (head teachers and section leaders) (Ali, 2015; Nyambo, 

2017; Siamoo, 2013). In this context, enhancing the capacity of schools leaders to 

supervise the implementation of CBC is reasonable. 

The World Bank Independent Evaluation Group [WBIEG] (2006) argues that 

effective teaching and learning supervision at all levels of the school system is vital. 

This is because one of the responsibilities of school leaders is to ensure effective 

implementation of the curriculum (Regina, 2013). This is done through supervising 

the teaching and learning processes to ensure that teachers attend classes and prepare 

schemes of work, lesson plans and relevant teaching aids to support meaningful 

learning. It is also the responsibility of the school leaders to carry out classroom 

observation to explore the effectiveness of the teaching and learning process and 

support teachers with the required resources to back up their teaching (UNESCO, 
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2014). This suggests that in the absence of effective instructional supervision from 

school leaders, the varied resources injected into the school system (didactic 

materials, curriculum reforms, teachers and teacher training) hardly yield the 

expected outcomes.  

Based on the aforesaid, it becomes evident that the implementation of CBC depends 

on the supervision that teachers receive from school leaders to achieve expected 

learning outcomes. A growing body of literature supports the assertion that effective 

implementation of CBC rests on an effective supervisory approach practiced by 

school leaders (Metuo, 2014; Sabola, 2017). On the same note, Chaudhary (2015) 

argues that curriculum implementation cannot be achieved unless it is made possible 

through effective supervisory functions. Therefore, it is the school leaders‘ 

responsibility to monitor and guide curriculum implementation by ensuring that 

teachers prepare schemes of work and lesson plans correctly according to the 

requirements of a competence-based curriculum (Lynn & CurryCorp, 2017; van 

Griethuijs, Kust, van Woerkom, Wesselink & Poell, 2019). In this respect, 

competence-based schemes of work and lesson plans should specify the competences 

or skills to be developed by the learners. The teaching and learning activities for 

attaining the stipulated competences have to be interactive as well to facilitate 

competence development (Lynn & CurryCorp, 2017). Similarly, commitment to the 

supervision of the implementation of CBC also means that the school leaders must 

ensure the instructional delivery is collaborative and provokes learners‘ interest, and 

the classroom assessment is hands-on and performance-based, focusing on real-

world aspects (October, 2009).  

In view of the foregoing, it can be deduced that effective CBC implementation 

cannot take place in schools where the school leaders are incapable of executing 

responsive supervisory functions. However, there was little empirical evidence on 

school leaders‘ effective supervision of CBC in Tanzania, and particularly in 

Zanzibar. The findings of a preliminary study show that many school leaders 

received no formal training that would help them coach and support their teachers in 

the use of CBC (Ali, 2015). Consequently, school leaders feel less competent in 

supervising the implementation of CBC reforms in their schools (Gabrieli, 2013; 

Mosha, 2012). Also, appropriate curriculum resources and materials related to the 
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supervision of CBC by school leaders are relatively limited in supply, which 

subsequently exacerbates supervisory problems (MoEVT, 2012; Mosha, 2012). In 

this context, a supportive supervision guide as a matter of broad strategy is needed to 

support school leaders in supervising their teachers in implementing CBC 

effectively.  

The experience from different countries around the world, such as the United 

Kingdom (UK), Malaysia and Kenya suggests that supervision of secondary schools 

is entrusted to the Ministry of Education, especially through the quality of education 

assurance department (Alkrdem, 2011; Ruga, 2017). However, research shows 

several constraints with this external supervision by quality assurers in different 

countries, including Nigeria, Pakistan and Tanzania (Lupimo, 2014; Matthew, 2012). 

The shortcomings include the inadequate number of supervisors, limited resources, 

such as funds and equipment. Other challenges include lack of positive relationship 

between teachers and quality assurers, lack of transportation facilities, delay in 

providing feedback, incompetent quality assurers, and the culture of quality assurers 

to focus on school buildings and administrative systems rather than on teaching and 

learning (Ruga, 2017; Sintayehu, 2016). It is for this reason that the School-Based 

Instructional Supervision (SBIS) is emphasized in the literature as a remedy to 

external supervisors/quality assurers (Adu, Akinloye & Olaoye, 2014). School-based 

instructional supervision refers to all activities or tasks carried out by the school 

leaders in their school settings to improve students‘ learning (Hallinger & Heck, 

2011). These tasks include, among others, coordinating and supervising the effective 

implementation of the curriculum by improving teachers‘ competencies and general 

professional growth (Mapolisa, 2013). In this study, SBIS refers to all activities or 

tasks performed by the school leaders in their school settings to improve the 

implementation of CBC. Such tasks include emphasizing the use of competence-

based pedagogy, competence-based assessment and checking of professional 

documents such as lesson plans and schemes of work. 

Countries such as the United State of America (USA), Australia and Kenya use SBIS 

to supplement the external supervision mode, which appears to have the 

aforementioned deficiencies (Zepeda, 2012). In carrying out the SBIS, these 

countries used techniques such as classroom observation, peer tutoring, checking 
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teachers‘ preparation of professional documents, checking if teachers give and mark 

students‘ work, evaluating classroom teaching, and helping teachers to improve their 

pedagogical skills (Ruga, 2017; Webb, Metha & Jordan, 2010). Therefore, with such 

SBIS practices, teachers can always be supported in their day-to-day teaching 

processes. 

School supervision in Tanzania has been there for quite a long time in the name of 

both school-based supervision and school inspection. It is only in 2017 that 

inspection in Tanzania Mainland has been renamed as quality assurance (Ministry of 

Education, Science and Technology [MoEST], 2017), while Zanzibar still retains the 

old name (inspection). The Education and Training Policy of Tanzania, established in 

2014, emphasizes the need for a quality assurance body to supervise the provision of 

education (MoEVT, 2014). The policy gives freedom to the department of quality 

assurance to monitor and supervise the provision of education. Again, SEDP I and II 

(2004–2009) and (2010–2015) respectively stressed the need for quality education by 

empowering school leaders in the supervision of teaching and learning. These 

projects extended the roles of quality assurers to school leaders so that they could 

supervise teaching and learning in their schools (MoEVT, 2010). Thus, there is a 

need to orient school leaders on how to assume this new role. In this respect, 

enhancing SBIS practices to ensure effective teaching and learning is of paramount 

importance.  

The role of school supervision in improving the quality of education in schools is 

also recognized in Zanzibar Education Master Plan (MoEVT, 2006). Unlike in 

Tanzania mainland, SBIS in Zanzibar still exists in the form of inspection and is fully 

controlled by the Central Ministry of Education in the form of school-based 

supervision (MoEVT, 2006). However, Zanzibar is not exceptional in terms of the 

challenges facing the inspection system of supervision. In light of these 

shortcomings, recently, Zanzibar revised its former inspection system to make it a 

real tool for quality monitoring (MoEVT, 2018). In this newly revised inspection 

system of 2018, school leaders are entrusted with the responsibility of becoming 

internal school supervisors. For example, the school inspection manual of 2008 

clearly states that school leaders, including section leaders and headteachers should 

monitor and improve the quality of teaching and learning effectively (MoEVT, 
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2018). This implies that supervision of teachers in the implementation of CBC is one 

of the primary responsibilities of school leaders.  

However, the observed ineffective implementation of CBC suggests that school 

leaders are less competent in performing their role (Ali, 2015). Although some 

professional development programmes have recently been offered in Zanzibar to 

familiarize school leaders with the new inspection system and how to implement it 

(MoEVT, 2015), the reviewed literature suggests that CBC was less focused on the 

provided development programmes (MoEVT, 2018). This implies that school leaders 

may continue to lack the key skills needed to supervise the implementation of CBC 

in their schools. Thus, enhancing school leaders‘ capacity on how to supervise the 

implementation of CBC is important at this juncture. 

Some intervention studies have been conducted on improving school leaders‘ 

instructional supervisory skills globally (Carey, 2011; Su, 2013; Whyne, 2011). The 

effects of these studies were significant in enhancing the school leaders‘ supervision 

skills in terms of improved competence in technology integration into the 

curriculum, improved skills in leading classroom visits for teacher learning, and 

improved practice in increased time allocation for the instructional supervisory 

behaviours.  

In the context of Tanzania, several studies have been conducted in the area of school 

supervision (Nemes & Sharali, 2015; Ali & Manase, 2017; Nyambo, 2017; Yohana, 

2017). These studies, however, lack intervention characteristics that could be used to 

address the real challenges faced by school leaders in supervising teaching and 

learning in schools. This limitation demands intervention studies. Although some 

intervention studies have been conducted in Tanzania, the focus of these studies 

stress on improving teachers‘ pedagogical competence in various subjects instead of 

supervision of teaching and learning by school leaders (Ndibalema, 2015; Nguru, 

2018; Richard, 2016). Similarly, in these studies, the interventions were done for 

teachers and researchers themselves played the role of supervisor for the 

implementation of the developed interventions, while school leaders were supposed 

to be trained to supervise the same. Again, this limitation suggests that there is a need 
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for an intervention study that could develop the school leaders‘ instructional 

supervisory competency to supervise their teachers.  

A remarkable attempt was made by Siamoo (2013) to develop a training module that 

provided skills on evaluation and supervision of classroom instruction to Tanzanian 

headteachers. The effectiveness of the training was proved to have the potential to 

improve the school leaders‘ pedagogical supervision skills. However, Siamoo‘s study 

was not very particular about developing school leaders‘ instructional supervision on 

CBC in Zanzibar. This implies that intervention studies for developing school 

leaders‘ instructional supervisory skills for the implementation of CBC have been 

scanty, particularly in Zanzibar. A preliminary study conducted in Zanzibar by the 

researcher on the status of CBC supervision revealed that school leaders had only a 

theoretical understanding of SBIS together with CBC. It was also observed that 

school leaders experienced ambiguity in interpreting the different components of 

SBIS and the principles underpinning CBC (Ali, 2015).  

The preliminary study revealed the CBC principles that seem to be less clear to 

school leaders, including creating a flexible learning environment for competence 

development, stating or delineating competences to be developed by the students, 

and developing authenticity in learning (making the environment in which students 

learn competences seem like a real-world working environment). Other CBC 

principles which appear ambiguous to school leaders include measuring students‘ 

competence before, during, and after the learning process and designing hands-on 

performance-based assessments to give opportunities for students to demonstrate 

real-world skills and abilities (Ali, 2015).  The preliminary study further exposed that 

school leaders are less skilled at using different instructional supervision techniques 

to supervise the same (Ali, 2015). The school leaders‘ ambiguity in interpreting the 

mentioned CBC principles into the classroom context creates difficulty for them in 

supporting their teachers on how to integrate those principles during instructional 

planning, instructional delivery, and the assessment stage. This exacerbates problems 

in adapting SBIS for the effective implementation of CBC. The implication here is 

that there is a need to develop School-Based Instructional Supervision Materials (SB-

ISMs) to enhance school leaders‘ competence in supervising the implementation of 

CBC.  
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1.2 Statement of the Problem 

School leaders are expected to have relevant knowledge and skills for supporting 

teachers on how to design and implement competence-based pedagogy, competence-

based assessment, and competence-based instructional planning when supervising 

the implementation of CBC in classroom settings (Tanzania Institute of Education 

[TIE], 2012).However,  the supervision of teaching and learning as per CBC is 

inadequately carried out in secondary schools in Tanzania and more so in Zanzibar 

(Ali, 2015; Makame & Ismail, 2017). Evidence from the literature shows that school 

leaders lack the skills to support teachers to execute competence-based pedagogy, 

competence-based assessment and competence-based instructional planning (Ali, 

2015; Mosha, 2012). There are several reasons for this squat, but the most frequently 

cited ones are the lack of clear-cut guidelines, the lack of trained supervisors in CBC 

supervision, and the lack of school-based instructional supervision supportive 

materials  (Ali, 2015; Gabrieli, 2013; Siamoo, 2013; Nyambo, 2017).  

Studies indicate that many school leaders in Zanzibar are more conversant with 

supervising the traditional content-based curriculum (Ali, 2015; Mosha, 2012; 

Kapesa, 2011). Evidence to support this claim comes from the observation that 

school leaders usually check professional documents – lesson plans, schemes of 

work (Kapesa, 2011), lesson notes, daily records (Mosha, 2012), and assessment 

records with little reflection on CBC demands (Ali, 2015). The repertoire of the 

required skills is complex in terms of practicability in the real classroom context. 

Thus, an intervention is required to promote CBC supervision by mastering the 

school leaders. 

Several intervention studies have been conducted in the area of SBIS around the 

globe. However, the focus of those interventions was different, for example, 

classroom visitation for the improvement of instructional practices (Whyne, 2011); 

training on improving time management skills (Su, 2013); integration of technology 

into the curriculum to improve teaching effectiveness (Carey, 2011); and an 

intervention was made by Siamoo (2013) in Tanzania to improve the assessment 

competence of teachers by using problem-based learning. These interventions cannot 

be culturally appropriate as Tanzania‘s classroom culture, teachers‘ needs, the core 

focus of the school curriculum, and training provided to school leaders (heads) for 



10 

supervision are different, and hard spots for which the interventions were designed 

are also different from the hard spots that have been explored for the current study.  

Obviously, if the current scenario would be left to persist, school leaders in Zanzibar 

would continue struggling to supervise the implementation of CBC with limited 

supportive materials and skills. Therefore, efforts to enhance their supervisory 

capacity are of the utmost necessity. In this situation, teachers would continue to 

implement CBC inadequately and eventually impend effective students‘ learning. 

Consequently, the quality of education would be compromised. This study, therefore, 

sought to address the problem by developing an intervention programme to enhance 

the school-based instructional supervision capacity of school leaders in Zanzibar.  

1.3 Purpose of the Study 

The current study is aimed at developing an intervention programme that can 

enhance the school-based instructional supervision capacity of school leaders in 

supervising the implementation of CBC in public secondary schools in Zanzibar. 

This entailed coming up with SB-ISMs materials composed of strategies that would 

guide school leaders in supervising the implementation of CBC. 

1.3.1 Specific objectives  

In order to realize the purpose of the study, the following objectives were set: 

i. To establish the quality criteria for designing SB-ISMs to enhance SBIS 

capacity for the implementation of CBC 

ii. To examine the users‘ and experts‘ reflections for improving the designed SB-

ISMs for the implementation of CBC 

iii. To assess the effectiveness of the validated SB-ISMs for enhancing SBIS 

capacity for the implementation of CBC 
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1.3.2 Research questions 

In setting the proper direction to address the stated objectives, the following research 

questions were formulated: 

i. Which quality criteria are suitable for designing SB-ISMs to enhance SBIS 

capacity for the implementation of CBC? 

ii. What are the users‘ and experts‘ reflections on the designed SB-ISMs 

necessary to improve the materials? 

iii. How effective are the designed SB-ISMs for enhancing SBIS capacity for the 

implementation of CBC? 

1.4 Significance of the Study 

The findings of this study are significant in the following ways: 

Firstly, the study provides basic information for policymakers in enforcing the 

designed SB-ISMs as a guide to be used mainly by school leaders for supervising the 

implementation of CBC. In addition, Tanzania Institute of Education (TIE) and the 

Zanzibar Institute of Education (ZIE) are enlightened by this study to design several 

intervention programmes that reflect the needs of the school leaders in this era of the 

implementation of CBC. 

Secondly, in terms of practice, the study has significant practical implications for 

various practitioners. In particular, school inspectors or quality assurers can use the 

developed and tested intervention materials to support schools that need 

improvement in the areas of the implementation of CBC. Similarly, the Head 

Teachers (HTs) and Section Leaders (SLs) can use the tested intervention materials 

to support their teachers in implementing CBC more effectively. In this way, the 

study supports the ongoing government efforts towards improving quality education 

through the effective implementation of the CBC. Also, the findings of the current 

study can help teachers to implement the recommended curriculum (CBC) more 

effectively. This is due to the supervisory competence developed by their school 

leaders in supervising CBC. The developed and tested intervention materials used by 

the school leaders to support teachers in implementing CBC can help in facilitating 

students‘ competence development rather than focusing on the ability to recall the 

knowledge. 
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Thirdly, this study can equally add to the body of knowledge on SB-ISMs that can 

work as a guide for supervising the implementation of CBC and, therefore, facilitate 

the implementation of CBC in classrooms more effectively.   

Fourthly, the study has a theoretical contribution in that it extends the applicability of 

ALT and PGT in various studies, particularly developmental studies. This study has 

applied the two mentioned theories, whose principles or assumptions have 

contributed positively to the design and execution of the intervention materials. 

Moreover, the study can provide operational guidance for other researchers who may 

be interested in carrying out similar or related studies. For other researchers, this 

study can provide a benchmark for the literature to conduct other studies related to 

school-based supervision with a particular interest in implementing CBC effectively. 

1.5 Scope of the Study 

This study was confined to the public secondary schools in Zanzibar because it is at 

this level that Tanzania Mainland and Zanzibar share the curriculum. Perhaps it is 

because of this recognition that one would expect to see status uniformity in the 

implementation of CBC between Zanzibar and the Tanzanian Mainland. The choice 

of public secondary schools stemmed from the fact that, unlike public schools, 

private schools have been focusing more on paper and pencil than competence-based 

instruction. They would always like to see their students graduate with superior paper 

scores for the school to keep on attracting more students. Likewise, the study 

involved public secondary school leaders as they play a significant part in carrying 

out instructional supervision in their schools. In fact, experience indicates that school 

leaders interact with teachers on a daily basis, in and out of the classroom context, 

and thereby indirectly influence students‘ learning.  

Further still, the study was limited to experts with notable expertise in the domains of 

curriculum, developmental studies, and educational management only. The inputs 

from these experts were of significance for enriching the content of the desired 

intervention materials. Moreover, the study was limited to teachers since they work 

under school leaders and, thus, they are one of the primary subjects of school 

leaders‘ supervisory roles. Basically, teachers influence students‘ learning through 
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their good instructional skills cultivated through effective instructional supervision. 

Teachers are also in a good position to share pertinent information regarding school 

leaders‘ supervisory roles and come up with a proper suggestive framework for 

improvement. Generally, the study is limited to the aforementioned group of people 

to provide a platform for triangulation which could also contribute to the objectivity 

of the data collected. 

1.6 Limitations of the Study 

Firstly, there were misconceptions about the nature and purpose of this study among 

the school leaders. This study is an intervention form that requires much time in the 

field. This made most of the school leaders think that the study was not meant for a 

degree award but rather a funded research project. Thus, they initially declared that 

they would only participate in this study if they were promised to be compensated in 

terms of money. To overcome this, two officials from the Ministry of Education and 

Vocational Training in Zanzibar were requested to clarify to the school leaders the 

importance of the study and encourage them to participate actively without 

demanding compensation in terms of money. 

Secondly, this study used a single group for pre-test and post-test for a quasi-

experimental design. Some researchers claim that a single group design jeopardizes 

the internal validity of the study. Such a threat was overcome in this study by 

collecting additional data during the semi-summative evaluation phase to support the 

inference. 

Thirdly, employing a developmental research approach to address the identified 

challenges was rather thorny since it demanded more time and expertise. More time 

was needed for reading as well as designing and developing the intervention 

materials before subjecting them to field testing to assess effectiveness. The 

approach forced the researcher to always be very close to the development research 

experts for advice on how to carry out this particular study. This helped to trim down 

many flaws that would have happened while conducting this study. 
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1.7 Operational Definition of Key Terms 

Certain terms assume meanings specific to their use in this study. Thus, this section 

provides the definitions of the significant terms that the readers should be aware of or 

rather know before proceeding into the next chapters of the study. Such key terms 

include:  

i. School Leaders (SLs): This refers to those executive-level staff members 

who, from their formal positions of authority in the school, work with others 

to provide direction and exert influence to achieve school goals with a 

particular focus on improving teaching and learning outcomes (Organisation 

for Economic Co-operation and Development [OECD], 2009). From this 

definition, school leaders include head teachers/headmasters, assistant head 

teachers, second masters, academic masters or academic teachers, panel 

leaders or heads of departments and section leaders. In this study, and 

particularly in Zanzibar context, school leaders who were targeted for the 

intervention programme were head teachers and section leaders for the 

grounds explained in chapter three. 

ii. Instructional Supervision: This refers to a type of school-based supervision 

carried out by the school leaders (principals, department heads, senior 

teachers, and assigned supervisors) aimed at providing guidance, support, or 

any type of service to teachers to improve both their practice and students‘ 

learning (Tesfawn & Hofman, 2014). In this study, instructional supervision 

is used to imply professional guidance and any other type of support that 

school leaders (section leaders) provide to teachers to enhance their capacity 

to carry out competence-based instructional planning, designing competence-

based assessment practices, and delivering competence-based lessons. 

iii. School-Based Instructional Supervision: This term refers to supervision 

that is conducted at a school level by school leaders such as head teachers, 

deputy head teachers, heads of departments, section leaders, and panel leaders 

aimed at helping, guiding, and monitoring a teacher with the exclusive 

intention of improving their delivery of classroom instruction and 

consequently, students‘ learning (Allida, Olela, Ogwari & Minja, 2018). In 

this study, school-based instructional supervision is used to mean supervision 
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carried out by school leaders largely head teachers and section leaders aimed 

at helping and guiding teachers in the effective implementation of a 

competence-based curriculum and consequently facilitating effective students 

learning. 

iv. Supervision Capacity: This refers to knowledge, skills, and characteristics 

needed by supervisors to perform their supervisory duties, which include 

providing professional assistance and guidance to teachers and students 

geared towards the achievement of effective teaching and learning in schools 

(Osakwe, 2010). In this study, supervision capacity refers to the knowledge 

and skills that section leaders and head teachers should possess in conducting 

competence-based curricula supervision in three major areas. These skills 

include competence-based instructional delivery, competence-based 

instructional planning, and competence-based assessment practices.  

v. Competence-Based Curriculum: This term refers to a curriculum which 

tends to put much emphasis on what learners are expected to do rather than 

mainly focusing on what they are expected to know. In principle, this 

curriculum is learner-centered and is geared towards enabling learners to 

acquire competencies in addressing current and future national goals, global 

demands, and challenges in the ever-changing world of human needs 

(Mkimbili & Kitta, 2019; Tanzania Institute of Education [TIE], 2005). 

1.8 Organisation of the Thesis 

This thesis is structured into five chapters. While Chapter One presents the problem 

and its context, Chapter Two deals with the literature regarding the topic of this 

study. Chapter Three presents the research methodology adopted while conducting 

this study. The focus of Chapter Four is to present and discuss the study results. 

Chapter Five presents a summary of the study, conclusions, and recommendations.  
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.0 Introduction 

The purpose of this chapter is to connect and build on this thesis to what has been 

done previously. On this account, the review of related literature helped the 

researcher to demarcate the field of study by showing how other scholars elsewhere 

have approached the object under investigation. As such, a review of sufficient 

literature in this study was a way of testifying that this study is not a mere replication 

of the earlier studies. In turn, it helped to establish the rationale for the planned 

study. Categorically, this chapter reviewed the literature regarding basic aspects 

related to the study on enhancing the school-based instructional supervision capacity 

of school leaders for the implementation of competence-based curriculum. It was 

thought imperative to review the literature around the following themes: the 

theoretical foundations of the study; conceptual analysis of school supervision; an 

overview of competence-based curriculum; the status of competence-based 

curriculum in Tanzania; the role of professional development in educational reforms, 

and the influence of instructional school supervision on curriculum implementation. 

Other related themes covered include developmental studies principles, empirical 

studies on educational developmental research, literature synthesis, and knowledge 

gaps. The chapter ends by presenting the conceptual framework used in carrying out 

this study.  

2.1 Theoretical Foundations of the Study  

The purpose of the study was to enhance the school-based instructional supervision 

capacity of school leaders in supervising the implementation of CBC in public 

secondary schools. Specifically, the study intended to design and develop 

intervention materials as a supervision guide that can support school leaders in 

effectively supervising the implementation of CBC. Therefore, a detailed review of 

the literature informed that this intention can be best addressed by the Adult Learning 

Theory by Malcolm Knowles, introduced in the 1970s, and the Path-Goal Theory by 

Robert House, developed in 1971. In fact, the two theories complemented each other 

in addressing the study variables.  
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2.1.1 Adult learning theory 

Principally, the choice of this Adult Learning Theory (ALT) was guided by a claim 

made by the International Labour Organisation[ILO] (2020) that a fully competence-

based training programme is characterized by theoretical and practical training 

sessions which use adult learning strategies and learner centered principles. Since the 

study sought to support school leaders‘ supervision of the implementation of CBC, 

the entire intervention programme qualifies to be competence-based. For that reason, 

the Adult Learning Theory was a good fit for guiding the development and execution 

of the intervention. 

In understanding the adult learning process, in the 1970s, Knowles introduced the 

concept of andragogy. This American practitioner and theorist of adult education 

defined andragogy as the art and science of helping adults learn (Fidshum, 2000). It 

is also viewed as an intentional and professional guided activity that aims at creating 

a change in an adult person (Knowles, Holton & Swanson, 1998) and a way of 

thinking about working with adult learners (Merriam, 1997).  

Scholars have underscored ALT as one of the fundamental frameworks for adult 

learning and education (Dale & Beverly, 1988; Rachal, 2002). Knowles (1980) 

developed ALT with the belief that adult learning is incredibly different from that of 

childhood learning. The initial and basic development of ALT /Andragogy reflected 

the art and science of teaching, which is pedagogy. From this, Knowles (1980) 

concluded that relying on pedagogy in adult learning settings implies that the 

teaching of adult learners is done similarly to that of  children. One primary 

difference is that where pedagogy mainly focuses on teaching, andragogy focuses on 

learning.  

The pedagogical approach to learning emphasizes systematic procedures designed 

and implemented by teachers who view control of the teaching and learning process 

as essential for effective learning. Similarly, it is stated by Merriam (2001) that 

pedagogically-oriented learning is largely concerned with transmitting what is 

known; it does not involve the learners in the design and operation of educational 

programme or learning experiences. It also recognizes teachers as the sole authority 

as subject matter directors, experts, or controllers who primarily use examination 
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results or grades to motivate students (Rachal, 2002). It is also explained that 

teachers who subscribe to the pedagogical model are usually concerned with what 

needs to be covered in the learning situation, how that learning content can be 

organised into manageable units, the most logical sequence for presenting these units 

to students, and the most efficient means of transmitting this content to the students 

(Knowles, 1990). 

Conversely, andragogy posits that learning is different for adults; the focus of adult 

learning is the learner, and the educator plays the role of a guide, facilitator, or 

consultant as opposed to a director of learning and the sole transmitter of knowledge 

(Taylor & Hamdy, 2013). The recognition that adults and children are different types 

of learners became the primary consideration in the development of this theory. 

Rather than merely using pedagogy to describe what pedagogy was not, Knowles 

(1998) established a set of six basic principles of adult learning. Such principles 

include the need to know, readiness to learn, the learners‘ self-concept, the role of the 

learners‘ experience, orientation to learning and motivation (Knowles, 1990). These 

principles of adult learning, also known as andragogical principles, suggest what 

educators must do to successfully impart knowledge to adults. The principles shift 

the focus of learning needs analysis, curriculum design, delivery and assessment 

from being teacher-centred to learner-centred. Critical to ALT are its six basic 

assumptions, namely, the need to know, readiness to learn, the principle of learners‘ 

self-concept, the principles of learners‘ experience, the principle of motivation, and 

the principle of orientation to learning. These assumptions are coherently elaborated 

in the subsequent section.  

2.1.1.1 Fundamental assumptions of adult learning theory  

The first principle of adult learning theory is the need to know (Merriam, 2001; 

Knowles, 1998). This principle suggests that adult learners need to know how, what, 

and why they are learning. Initially, adult learners want to know how the learning 

process will occur in their context (Merriam, 2001). Essentially, adults need to know 

what will be learned and, finally, they want to know why learning is important for 

them. In this context, Knowles (1990) claims that understanding what adults need to 

know can help in more effective mutual progarmme planning, increase their 

motivation to learn and can bring about more positive post-training results. While 
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emphasizing the importance of the need-to-know principle, Barkeley and Bianco 

(2001) noted that one of the major pitfalls for the failure of traditional professional 

development programmes is that trainers typically teach what they want to train on 

and not necessarily what the stakeholders need to learn.  

The second principle of adult learning is a readiness to learn (Merriam, 2001; 

Knowles, 1998). This principle presupposes that besides the fact that adults want to 

understand why they are learning, they also want to feel that they are ready to learn. 

Adults feel their readiness to engage in learning when they perceive that what to be 

learned tallies or rather aligns with their real-life situation and thus helps them to 

maintain or enhance their lives (Taylor & Kroth, 2009). Additionally, Taylor and 

Cranton (2013) agree with others who acknowledge that adults choose courses, 

programmes, or workshops based on their practical interests and needs.  

The third principle of adult learning theory is the learner self-concept which is 

synonymously called self-direct learning (Merriam, 2001; Knowles, 1998). This 

principle believes that adult learners engage in learning and take control of their 

learning. This implies that adult learners assume ownership of their learning situation 

and are capable of comparing and choosing the best teaching strategies that they feel 

are best for their particular learning needs and context (Brooks & Gibson, 2012). The 

whole idea of taking responsibility for learning is the central theme in ALT, which 

implies that adults are, and should be, capable of managing the planning, execution, 

and evaluation of their learning (Branham, 2018). In the context of professional 

development, it is noted by Taylor and Kroth (2009) that since adults are self-

directed learners, they may resist any learning situation in which they feel something 

is being imposed on them.  

The fourth principle of adult learning is the principle of learner experience 

(Merriam, 2001; Knowles, 1998). It is stated that adults have more diverse 

experiences than children (Houde, 2006). It is the accumulation of the adult learners‘ 

life experiences that makes them different from children (Wilson, 2005). It is 

explained that adults tend to come to new learning situations with a reservoir of 

experiences that provide a rich source for their learning (Clair, 2002). According to 

Fidshum (2000), adults feel honored when they get a chance to apply their existing 
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knowledge and life experiences to new learning contexts. As a result, current and 

previous experiences are regarded as the richest sources of adult earnings. Therefore, 

when adult learners feel that their experiences are neglected and rejected, they equate 

this behaviour with a devaluation of their total humanity as people, thereby 

hampering their further learning. 

The fifth principle of ALT is the principle of orientation to learning (Merriam, 2001; 

Knowles, 1998). This principle assumes that effective learning occurs when adult 

learners can transfer the new knowledge to a real-life situation. Additionally, it is 

reported that adults are more prone to engaging in learning that will improve their 

occupational performance (Clair, 2002). Further, it is claimed that when a person 

matures, the orientation of learning also changes (Knowles, 1980). They tend to shift 

their orientation from subject-centred learning to learning which primarily focuses on 

problem-solving (Taylor & Kroth, 2009). This principle also believes in adults 

working together or collaborating with the educator to enhance their learning as well 

as negotiating the learning outcomes and what will serve as evidence of meeting 

those outcomes (Clair, 2002). 

The sixth principle of ALT is motivation (Merriam, 2001; Knowles, 1998). This 

principle states that adults are motivated to learn when they feel that the learning at 

hand provides a solution to the real-life or work problems they encounter. As 

asserted by Smith (2001), adult learners‘ degree of motivation to engage in learning 

is directly related to the extent to which they can connect learning to life and work 

situations (Knowles et al., 1998). In this principle, Knowles argues that adults are 

internally motivated more than they are externally motivated. For example, while 

external factors such as higher salaries may influence adults, internal motivators such 

as quality of life have a greater impact on adult motivation. The learning that has the 

most meaning for adults is that which has personal value. Thus, always adult learner 

wishes to ask, ―What does this have to do with me?‖ In trying to demonstrate 

motivation for adult learning, Stockwell (2002) conducted an empirical investigation 

to examine the influence of teacher self-motivated efforts in developing teaching 

strategies with new teaching software. The study findings disclosed that when 

teachers were able to explore and determine how best to implement strategies on 
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their own, they exhibited a higher level of motivation. A summary of Knowles‘s six 

principles of adult learning is depicted in Table 2.1. 

Table 2. 1 A Summary of the Six Principles of Adult Learning Theory 

S/N The Theory 

Principles  

Corresponding Descriptions 

1 Need to 

know 

Adults always want to know the concrete reasons for their 

learning something. Thus, the context and purpose of their 

learning should be clearly established. 

2 Readiness to 

learn 

Adult learners are ready to learn when they find the 

learning is necessary to maintain and enhance their lives. 

3 Principle of 

learners‘ 

self- concept 

Adults have a deep need to be self-directing. They have a 

self-concept of being responsible for their own decisions 

4 Principles of 

Learners‘ 

experience  

Experience is the richest source of adult learning. Due to 

their accumulated vast experience, adult learners have 

valuable resources to bring into the learning environment, 

hence their experiences should always be considered. 

Adults would want to expose and apply their existing rich 

knowledge and life experiences to learning opportunities. 

5 Principle of 

motivation  

Adults are motivated to learn as they experience their 

needs and interests being satisfied. Stated otherwise, adults 

are motivated to learn when they perceive that the new 

knowledge will help them perform a new task or solve a 

real-life problem. 

6 Principle of 

orientation 

to learning 

Adult orientation to learning is life-centered. A shift from 

subject-centeredness to one of problem-centeredness. This 

further implies that adults are motivated to learn when 

they perceive that the new knowledge presented to them 

will help perform a task or solve a real-life problem. 

Source: Researcher‘s synthesis (2020)  
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2.1.1.2 The implications of ALT for the present study 

This theory is of interest in this study for various reasons. Firstly, understanding that 

adults are internally motivated and self-directed helped the researcher to create a 

learner-centered learning environment during intervention programme execution. 

Under the learner-centered learning environment in this study, the school leaders 

were given the freedom to make decisions about the content of the intervention 

materials, methods of delivery, resources and even evaluation of their learning. The 

goal was to guide school leaders in developing their own knowledge of how to 

supervise CBC rather than receiving it all from the facilitator. Secondly, by 

considering that adults bring life experience and knowledge to learning, the 

researcher embraced this understanding to create a reflective learning environment 

during the execution or delivery of the intervention programme. In this respect, 

school leaders were encouraged to share their prior knowledge and experiences 

regarding CBC supervision. Understanding the prior knowledge and experiences of 

school leaders regarding CBC supervision made a researcher have a point of 

departure in facilitating new learning for them. Thirdly, the fact that adults are goal-

oriented, implying that they want to know why they are learning and what the use of 

their learning is in their work settings, was felt to be equally important in this study.  

Accordingly, in this study, the goals and objectives of the executed intervention 

programme were earmarked before the commencement of the intervention 

programme so that the school leaders could have clearly defined the learning content 

and expected outcomes. Fourthly, by taking into account the fact that adults are 

relevancy-oriented, the content of the intervention programme were related to the 

school leaders‘ daily responsibilities as instructional supervisors of the 

implementation of CBC. This helped school leaders see the direct bearing of the 

intervention programme in their daily work in schools. 

Fifthly, the theory advocates that adults are practical, implying that they are more 

interested in the aspects of a lesson most useful to them in their work. Hence, they 

may not be interested in knowledge for its own sake. In this study, the researcher 

engaged the school leaders in designing the content of the intervention programme 

and its execution. This encouraged them to apply new learning in their school 

contexts immediately. Lastly, the theory suggests that adults need to be respected. 
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Accordingly, the researcher always stayed focused on respecting school leaders‘ 

inputs as the key programme participants. This was made by acknowledging the 

wealth of experience they brought to the intervention programme. Their wealth of 

experiences was used to fertilize the intervention programme. Similarly, they were 

regarded as unique in experience and knowledge and, hence, were frequently allowed 

to voice their opinions freely during the actual execution of the intervention 

programme. Generally, the six principles of ALT were used as one of the core 

sources for designing the quality criteria needed for designing the entire content of 

the desired intervention programme as presented in chapter four.  

2.1.2 Path-goal theory  

Path-Goal Theory (PGT) is a leadership theory that was initially developed by 

Robert House in 1971 as a way to explain how a leader might successfully enhance 

the satisfaction and performance of his or her subordinates in the workplace. The 

theory was revised in 1974 by House and Mitchell and further revised again in 1996 

by House (House, 1971; House & Mitchell, 1974; House, 1996). In the first version 

of the theory, House (1971) argues that the function of the leader is to motivate the 

subordinates toward goal attainment. Basically, path–goal theory concerns how 

leaders influence and enhance the performance and satisfaction of subordinates to 

accomplish designated goals in the workplace (schools). The theory encapsulates that 

leaders influence and enhance the performance and satisfaction of their subordinates 

through goal setting, removing obstacles from the path, and rewards including 

providing knowledge, skills and resources. According to the theory, subordinates are 

motivated and satisfied to work if they feel capable of carrying out the given work. 

They can also be motivated if they can achieve the desired outcome and if the 

rewards to be supplied to them are meaningful. In this way, the author further wrote 

that the role of the leader is to help subordinates get satisfied with their activities by 

helping them achieve the goals they have set and by clarifying the paths.  

In House‘s views, a path clarification involves removing roadblocks that encumber 

work efficiency and offering the needed support to the subordinates (House, 1996). 

Provision of whatever support to the subordinates to reach their goals is one of the 

basic tenets of the path-goal theory  (House & Mitchell, 1974). From the foregoing, it 

can be deduced that it is the responsibility of the leader to set the goals, clarify the 
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path towards goal attainment, removing all obstacles that hold back goal 

achievement and providing the required support to realize the pre-determined goals. 

Moreover, in the revised version of 1974, House and Mitchell added two general 

propositions to the theory. The first proposition suggested that leader behaviour is 

seen by individuals as acceptable or satisfactory when the subordinate sees such 

behaviour as either an immediate or future source of satisfaction. The second 

proposition says that a leader‘s behaviour will motivate the subordinate to the extent 

that such behaviour will satisfy the subordinates‘ contingent needs on performance. 

Also, the behaviour can be motivating if it accommodates the subordinates‘ 

environment and is supportive to subordinates, followed by a reward for effective 

performance. These were viewed as the basic propositions for the leader's strategic 

functions to help motivate subordinates to perform their jobs, accept the leader, and 

be satisfied with the job (House, 1971; House & Mitchell, 1974; House, 1996). 

The PGT builds a great deal on two theories of work motivation, namely goal setting 

and expectancy theory. Goal-setting theory suggests that an effective way to 

motivate people is to set challenging but realistic goals and offer rewards for goal 

accomplishment. The expectancy theory explains why people work hard to attain 

work goals. People will engage in behaviours that lead to goal attainment if they 

believe that (a) goal attainment leads to something they value, such as an increase in 

pay or promotion, and (b) the behaviour they engage in has a chance (expectancy) of 

leading to the goal. In this way, if people do not value the reward for goal attainment 

or believe that their behaviour is unlikely to lead to goal attainment, they cannot be 

motivated to work hard. PGT builds on this proposition by arguing that effective 

leaders are those who will help their subordinates achieve their goals (House, 1971).  

2.1.2.1 Fundamental assumptions of PGT 

According to PGT, leaders have the responsibility to provide their subordinates with 

information and support necessary to achieve work goals (Dawley, Andrews & 

Bucklew, 2008). One way to achieve this is to make salient the effort and reward 

relationship by linking desirable outcomes to goal attainment (Silverthorne, 2001). 

For example, a leader can emphasize the positive outcomes for the subordinates if 

they achieve their goals and increase the belief (expectancy) that their work 

behaviour can lead to goal attainment by emphasizing that certain behaviour can lead 
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to goal attainment. The term "path-goal" reflects the belief that effective leaders 

clarify the path necessary for their subordinates to achieve their goals. Leaders can 

do this in two ways: first, they can engage in behaviour that helps subordinates 

facilitate goal attainment, for example, by providing information and other resources 

to realize the pre-determined goals (Robbins, Judge & Sanghi, 2007). Second, the 

leaders can engage in behaviours‘ that remove the obstacles that hinder subordinates‘ 

pursuit of their goals, for example, by removing workplace factors that reduce the 

chance of goal attainment.  

Drawing from the contingency theory, PGT proposes that effective leadership is 

contingent on the leader‘s adopting a particular behaviour to match the needs of the 

subordinate and the situation in which the subordinates are working. Thus, PGT 

identifies four main types of leadership behaviours, each of which, if properly 

executed, can help subordinates attain their goals (House & Mitchell, 1974; House, 

1996). The first leadership behaviour is supportive leadership (House & Mitchell, 

1994).This behaviour involves creating a pleasant organisational climate. It also 

entails the leaders being considerate of the subordinates‘ needs and being friendly 

and approachable to them. The second one is directive leadership, which refers to a 

situation whereby the leaders let the subordinates know what is expected of them and 

how to perform their tasks (House & Mitchell, 1994). This behaviour is focused on 

leadership, which gives psychological support to the subordinates by providing 

instructions on tasks, what is expected of them, how they are carried out, and 

providing them with guidelines and the required support. It is claimed that this 

behaviour has the most positive effect when the roles of the subordinates and task 

demands are ambiguous and intrinsically satisfying. The third behavoiur is 

participative leadership, which involves consulting with subordinates, encouraging 

and influencing them to participate in decision-making, providing suggestions, and 

sharing ideas that can be integrated into the organization (House & Mitchell, 1994). 

The fourth behaviour is achievement-oriented leadership, which involves setting 

challenging work goals, emphasizing the need for performance excellence, and 

showing confidence that the subordinates will attain high work standards (House & 

Mitchell, 1994). 
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In theorizing the beliefs of the theory, Earnhardt (2007) points out that the path-goal 

theory contends that subordinates‘ motivation emanates from their ability to 

complete a given task, the support they receive in completing the given task, the 

absence of barriers to work accomplishments and the reward they receive for 

completing the goals. Stated differently, the path-goal theory asserts that the 

subordinates‘ motivation can be increased in two major ways. The first one is by 

clarifying the paths to the available rewards and the second is by increasing the 

rewards that meet the values and desires of the subordinates. Moreover, the analysis 

of the path-goal theory reveals that the leader is an important element in this theory. 

This is because he/she determines the extrinsic rewards for goal achievement, the 

clarity of reward for task accomplishment, and the reduction of frustrating barriers 

that turn out to inhibit goal achievement. Thus, with these four leadership 

behaviours, the leader can choose the correct leadership technique/behaviour that 

matches the situation of the subordinates. 

2.1.2.2 The implications of PGT for the present study 

This theory was employed because it was found to elicit several basic insights that 

were assumed to be critical in the conduct of this study. Categorically, the theory 

enabled the researcher to explore school leadership abilities in setting and clarifying 

goals for teachers regarding the implementation of CBC and their ability to support 

them. The theory also guided the researcher to explore and identify types of 

leadership behaviours adopted by school leaders in supervising the implementation 

of CBC before the intervention programme. In this case, it was found that the school 

leaders preferred to use authoritative leadership behaviours which do not welcome 

teachers‘ ideas for strengthening the teaching and learning process. In this case, 

understanding the adopted leadership behaviours by school leaders before the 

intervention guided the design and development of the content of SB-ISMs by taking 

account of the directive, participative, and supportive leadership behaviours to 

facilitate CBC supervision, hence effective implementation of CBC. Furthermore, 

from the PGT, it is learned that the role of the leader/supervisor is to set the goals 

with the teams, find the best path to achieve the goals, and help the subordinates find 

solutions to the difficulties coming their way.  In the context of this study, the PGT 

seems to shed light on what the supervisors or school leaders should do to enhance 
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CBC implementation in schools. In fact, to enhance CBC implementation, the school 

leaders‘ goal should be to implement the recommended CBC. To achieve CBC 

implementation, the leaders should clarify the path by removing obstacles hindering 

effective implementation of CBC. These obstacles facing teachers can be removed 

by providing support for teachers to implement it more effectively. In general, the 

PGT was useful in establishing the quality criteria needed for designing the 

intervention programme as presented in Chapter Four. Moreover, the theory has been 

widely used successfully by various scholars in educational settings, and this inspired 

the choice of the same in the present study  (Hanney, 2017; Talley, 2017). 

Despite the noted benefits of the path-goal theory, it has received some criticism. For 

instance, PGT does not explicitly show the link between leadership behaviours and 

motivation; rather, it puts the burden on the leader and relies too much on the 

expectancy theory, which attempts to explain motivation primarily in terms of the 

cognitive process. (Rasli, Khalaf & Ratyan, 2013; Zaidi & Awan, 2009). Despite 

such criticisms, the theory is still helpful to achieve the goal of the study. 

2.2 School Supervision: A conceptual Analysis  

Changes in school supervision practice are a common phenomenon in the field of 

educational practice. Inspection and supervision are regarded as the key means to 

ensure efficiency and accountability in the educational system (Tesfaw & Hofman, 

2014). Thus, different countries which later became adherents to these two terms 

implemented them differently. Considerable attention has been placed on inspection 

rather than supervision in many developed countries including UK and USA (Tesfaw 

& Hofman, 2014). Historically inspection in education had its origin in France under 

Napoleon‘s regime at the end of the 18
th

 century and later in other European 

countries in the 19
th

 century (Grauwe, 2007). However, the term ‗inspector‘ and 

‗inspection‘ are still being used in the educational systems of various developed 

countries such as the UK, USA, Netherlands, and some developing countries such as 

Tanzania (both Tanzania Mainland and Tanzania Zanzibar), Lethoso, Nigeria and 

Senegal (Lee & Ding, 2008). 

The term inspection is a flexible concept that may mean different things to different 

people. According to Tyagi (2011), inspection refers to a top-down approach dealing 



28 

mainly with the assessment and evaluation of school improvement based on set up 

standards, whereas supervision focuses on providing support, guidance, and 

continuous assessment to teachers for their professional development and 

improvement in their teaching and learning activities. Since the teachers demand for 

the guidance and support from supervisors, some countries changed the term, 

favouring ―supervisor‖ to ―inspector‖ (Tesfaw & Hofman, 2014). Moreover, some 

countries have started to use these terms more distinctively. For example, Tanzania-

mainland has recently named school inspectors as ‗quality assurers‘; Malawi prefers 

calling education methods advisor  while Uganda uses ‗teacher development advisor‘ 

(Grauwe, 2007). While both inspection and supervision are considered major planks 

of any strategy to improve the quality and standards of school education, the two 

terms appear to be different in their definitions and scope. According to Wilcox 

(2000), inspection in its general sense is defined as the process of assessing the 

quality and/or performance of institutions in terms of their service, programmes or 

projects by external agents (inspectors) who are not directly involved in these 

projects and who are usually appointed to fulfill these responsibilities. The author 

added that inspection involves visits made by inspectors, either individually or in 

teams, to observe the institution, services, etc., and whether they are functioning. 

Further to this, Mmbando and Hongoke (2010) added that that inspection is the 

process of overseeing, which involves directing, controlling, reporting, commanding, 

and other such activities that emphasize the task at hand and assess the extent to 

which particular objectives have been accomplished within the bounds set by those 

in authority for their subordinates.  

According to the preceding discussion, inspection is a periodic process involving 

school visits for the purpose of observing and ensuring that a school performs its 

daily activities in accordance with the established laws, guidelines, plans, and 

policies of education to ensure that educational goals of a respective country are met. 

To this end, school inspection is normally done to discover problems and deficits in 

the students as well as teachers, defects in the equipment and school curriculum, and 

inappropriateness in the objectives and pedagogy adopted, etc. More often than not, 

this process can be authenticated by conducting systematic observations, students‘ 

tests and examinations, questionnaires, checklists, and conferences as well. With 
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these assertions in mind, it is argued that inspection is primarily concerned with 

supervising the legality of the activities performed in schools. 

As to the purpose of inspection, Grauwe (2007) explains the key functions of 

inspection as  being to control the teachers and, in particular, their performance in the 

classroom, to provide compliance, monitoring and support of teachers or schools 

towards school improvement and  liaison. In further describing the liaison function, 

Haule (2002) states that school inspectors as ministry officials through regular school 

visits act as intermediaries between the ministry and schools, informing schools on 

the decisions made by the ministry and making the ministry staff aware of the 

realities and concerns at the school level. According to Wilcox (2000), inspection has 

three principal functions, namely: checking on the use of public funds, provision of 

information for central government and provision of advice to those responsible for 

running educational establishments (Wilcox, 2000).  

On the other hand, supervision,  defined by Mmbando and Hongoke (2010), is the act 

of overseeing the work of the school and providing professional guidance and advice 

to teachers. Further to this, school supervision consists of all attempts by school 

personnel geared towards providing leadership to the teachers and other educational 

workers in the service of improving the teaching and learning process (Ampofo, 

Onyango & Ogola, 2019; Pahlawanti, Harapan & Wardiah, 2020). It is this concept 

that indicates that improvement of the teaching and learning process is the general 

purpose of supervision (Harris, Jones, Cheah, Devadason & Adams, 2017). Thus, 

supervision can be conceived of as a collaborative or cooperative effort directed 

towards finding ways of improving the outcome of schools through offering teachers 

the needed professional guidance and advice for improving their pedagogical 

practices and, hence, students‘ effective learning (Agih, 2015). In this case, school 

supervision seems to be an instructional leadership aimed at changing the school 

operation in ways that directly influence the teaching process employed to promote 

pupils‘ meaningful learning.  

However, the term "inspection" is no exception to the criticism, as it is seen as 

autocratic or a fault-finding attitude in management aimed at catching the workers 

ready-handed. Also, Hossain (2017), indicates that inspection systems in many 
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middle and low-income countries are facing several common challenges. Such 

challenges include human and financial resource constraints, a lack of willingness of 

inspectors to regularly visit schools, as well as a lack of their capacity to point out 

schools‘ real problems. In addition, there is also a serious gap in communication 

between the school administration and inspectors. 

In other words, teachers‘ negative attitudes towards inspectors as well as inspectors‘ 

lack of professional orientation to constructively evaluate the schools impede the 

functioning of the inspection processes. Moreover, inspection is faced with another 

shortcoming: it is carried out by those inspectors who are not part of it, and it is taken 

as an external form of evaluation. These challenges, in turn, make it difficult to serve 

the actual purpose of inspection, which is to improve school outcomes through a 

strengthened mutual accountability system between schools and the superior 

administration. In response to this, various countries across the world have been 

reforming their school supervision on the eve of traditional school supervision's 

being inefficient and ineffective in its impact on schools, especially in setting a stage 

for improved teachers‘ performance and meaningful students‘ learning. This led to 

the formation of different supervision models, as discussed hereunder: 

2.2.1 School supervision models 

According to UNESCO (2007), there are four main categories of school supervision 

models, namely the classical supervision model, the central supervision model, the 

close-to-school support model, and the school-site (school-based) supervision model. 

Hereunder, each of these supervision models is clearly described. 

2.2.2 The classical supervision model  

According to UNESCO (2007), the Classical Supervision Model (CSM) model came 

about as a result of an adaptation of the supervision service to the expansion of the 

educational system and the deconcentration of the administration that accompanied 

it. In this model, supervision retains its key role of controlling and providing support 

in pedagogical and administrative matters. Besides, coverage is supposed to be 

global, implying that each school and teacher has a right to be supervised.  
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To this end, inspectors find themselves in all levels of administration: at the district 

level, where they generally exercise control of primary schools and provide support 

to teachers; at the regional level, where they have the same tasks but in secondary 

schools; and at the central level, where their role includes evaluation of the evolution 

of the educational system, like that of general inspectors in France or the standards 

control unit in Zimbabwe. However, this model has been criticized in that it is costly, 

with its many offices and quite a high number of professional staff. In fact, it is 

claimed that this model was originally developed in countries where the services of 

the state were effective and well-financed, and then spread to other states with weak 

resources. 

2.2.3 The central control supervision model  

Perhaps in response to the weakness of the classical model, the Central Control 

Supervision Model (CCSM) came into being (UNESCO, 2007). The CCSM is based 

on the following convictions: First, supervision should concentrate on one task, that 

is, control. Further to this, it is believed in this model that it is harmful to ask the 

supervisor to combine support and control, because combining the roles of 

supervision may create approach – approach conflict that perhaps renders ineffective 

performance of the school tasks. Second, the heavy bureaucracy that characterizes 

the classical model is not only expensive; it also prevents it from functioning 

effectively. In the Classical Supervision Model, there seems to be too many offices 

and different levels that tend to create confusion in the implementation of the 

suggested recommendations given by different supervisors.  

Third, external supervision cannot on its own lead to school improvement without 

the involvement of the school principal, as the principal himself/herself is believed to 

be the key actor at the school level. But school inspections can be an incentive to 

start internal school reform by informing the school and the public of the school's 

progress and weaknesses. Thus, the role of the supervision service in this model is to 

inspect each school from time to time and to publish a public report. Once more, the 

organisation of the inspection is so simple. Because its key role is to inspect schools 

every three years or more, this body needs to be centralized rather than dispersed in 

small offices. This model reflects the situation in England, Wales, and New 

Zealand. However, this model is weak in that teachers receive little support, and the 
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process puts too much pressure on the schools. Above all, their principals and the 

inspection visits condition the future of the school as teachers work with anxiety all 

the time. Besides, the fact that the model does not offer advice or support to 

headteachers and teachers leaves struggling schools to forge their way out of their 

weaknesses on their own. Furthermore, it is assumed under this model that offering 

autonomy to school management to initiate and implement plans for school 

improvement after inspection is best practice. However, this can only be achieved 

where teachers and headteachers possess highly developed managerial and leadership 

skills, which may not be the case in all contexts. 

2.2.4 The close-to-school-support model   

The Close-to-School-Support Model (CSSM) is based on the main weaknesses of the 

classical model and the central model, which consider all schools as rather similar 

units. In that case, supervision treats all schools as equal and uses the same strategies 

towards all. But in fact, schools have very different characteristics as their 

environment, pupils, teachers, parents, resources, and so on are all specific to each 

school (UNESCO, 2007). If this is the case, the supervision system should take all 

those diverse needs into account. As schools have different features and needs, in 

CSSM, each school will need to be treated differently and supervision will have to 

adapt to the needs of each school. For example, the supervision should consider the 

weakest schools by offering them guidance on how to improve rather than focusing 

on the far better schools. Regarding the supervisory structure, the CSSM requires 

that to enable the supervisor to have regular visits, personnel officers be based as 

close to the school as possible, while central and provincial officers no longer visit 

schools but remain in charge of policy formulation and training, respectively. 

Chile, in the 1990s, is the best example of a country developing this system. The fact 

that supervision under the CSSM model focuses on offering support to the school 

and adapts itself to the school‘s circumstances makes it potentially effective in laying 

a foundation for school improvement. However, Kiruma (2013) notes that the most 

noticeable limitation of the CSSM model is its focus only on weak schools. It is also 

clear that focusing on weak schools poses a risk of leaving out a large number of 

schools that are not very weak enough to need maximum support and also those that 

are not very effective to function without support. All schools need control to meet 
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the requisite educational quality standards and support to make the necessary 

improvement for optimal performance (Chapman, 2001). Research evidence has also 

indicated that labeling some schools as weak by such a service as school inspection 

is counterproductive, especially in lowering teachers‘ and students‘ morale for 

improvement (Jackson & Wallis, 2006). Also, the CSSM model fails to single out a 

specific area for school support, such as staff development in strategizing for 

improvement. Furthermore, this model requires a strong database of the 

characteristics and needs of the schools, which could be costly. Likewise, not all 

schools will be covered as other schools will be regarded as stronger, hence not 

requiring support. Hence, a school supervision model that enables school leaders to 

support teachers‘ capacity within their schools remains significant for school 

improvement. 

2.2.5 The school-site supervision model  

The School–Site Supervision Model (SSM) is similar to the School-Based 

Supervision Model (SBSM) in that it is viewed as supervision of instructional school 

activities at the school level (UNESCO, 1998). It is a key factor in ensuring the good 

functioning of any educational programme worldwide. This school supervisory 

model has the potential to shift the locus of control for professional development 

closer to school and thereby addressing some of the issues that plague teacher 

development in a sustained manner (Tesfaw & Hofman, 2014). Indeed, the model 

regards school leaders as responsible for teacher learning as much as providing a rich 

learning environment for students in their schools (UNESCO, 1998).  

In expanding this assertion, Regina (2013) indicates that supervisors would perform 

school-based supervisory work through individual or group meetings, workshops, 

projects, study groups, coaching, teamwork, classroom observation, and periodic 

review of students‘ work. They would regularly help teachers identify areas of 

professional competence needing improvement and negotiate with them the process, 

resources, and assessment criteria to be used. Research evidence, however, suggests 

that a critical analysis of the present system-based academic supervision, commonly 

called an inspection, reveals that feedback from educational authorities to schools for 

improving teaching and learning is lacking (Tyagi, 2011). There is no supervisory 

support in the system-based academic supervision approach. In other words, school 
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leaders also have limited options for fully providing professional support to teachers 

for the improvement of the teaching-learning process (Ololubei & Major, 2014). The 

appropriateness of the present supervisory model has come under scrutiny and 

criticism (Tyagi, 2011). There is an apparent gap in providing guidance and support 

for the improvement of the teaching–learning process and the professional 

development of teachers. It is noted that such a model of supervision involves 

demonstration teaching, classroom observation, the organisation of seminars, 

meetings, and workshops and guidance in the preparation of instructional plans.  

(Etana, 2021; Fritz & Greg, 2003; Malunda, David & Oonyu, 2016). For this to have 

an impact, it has to be organised and exercised by the school leaders in their school 

settings (Tyagi, 2011). Thus, it is evident from the presented assertion that the goal 

of supervision is basically to assist teachers in improving instruction which is 

technically called instructional school supervision. This form of supervision requires 

some techniques for a supervisor to implement it effectively, as explained in the next 

sub-section. 

2.3 Instructional Supervision Techniques 

Techniques or skills of supervision are considered a cardinal means through which 

curriculum implementation can be made more effective. In describing it, Samoei 

(2014) sees instructional supervision techniques as a set of skills or activities that 

every instructional supervisor should use to bring about desired effects in teachers‘ 

behaviours to influence effectiveness in curriculum implementation and students‘ 

improved learning potential. As asserted by Bojo and Mustapha (2017), instructional 

supervision techniques are what school leaders should do in ways that can be a 

stimulus for improved teachers‘ instructional behaviours notably for the 

implementation of CBC. Similarly, Oye (2009) adds that instructional supervision 

techniques are an array of activities that skillful supervisors can utilize in supervising 

the implementation of CBC to achieve teachers‘ classroom performance. The basic 

instructional supervision techniques have been summarized in Table 2.2 for more 

clarity and the details for each technique and empirical studies are given afterward. 
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Table 2. 2 Summary of basic Instructional Supervision Techniques  

S/N Technique  Descriptions  

1 Classroom 

observation  

A supervisor is observing a teacher and analysing his or 

her classroom practices on CBC. The practices include 

learners engaging in introduction, interactive and 

hands-on competence-development classroom 

activities, checking the relevance of lesson notes, and 

drawing a reflective conclusion. 

2. Demonstration  This entails presenting serious, pre-planned pedagogical 

events about a difficult area of CBC to a group of 

teachers for improvement. 

3 Teacher visitation  Also known as inter-visiting or reciprocal visitations, 

usually involving one teacher visiting and observing 

another teacher in action in another class in the same 

school (inter-class visitation) or another school (inter-

school visitation) on how they interpret CBC elements 

in the classroom settings 

4 Workshop  This is made up of a small group of people temporarily 

formed and meet to discuss face to face a certain issue 

or pedagogical problem  related to the implementation 

of CBC and trying to seek solutions  

5 Micro-teaching  A small group of 5-10 students is usually included, and 

the teacher is requested to teach using CBC, after which 

the teacher is evaluated by a supervisor and provided 

quick feedback. When a teacher receives feedback and 

adjustments, he or she will frequently re-teach the 

lesson to the same or even a different group in order to 

strengthen the required abilities. 

6 Clinical supervision Within the context of a close professional relationship, 

the supervisor intends to closely watch a teacher's 

delivery of a competency-based lesson. 

They sit down after the observation to discuss and agree 

on areas for development. 

7. Checking teachers‘ 

professional 

documents  

It entails a careful examination of teacher-prepared 

schemes of work and lesson plans to assess if they 

adhere to CBC standards. 

8 Checking students‘ 

notebooks 

The supervisor checks to ensure if the notes supplied to 

the students are up to date and include authentic 

assessment activities for competency development. 

Source: Bojo and Mustapha (2017); Samoei (2014) 
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2.3.1 Classroom observation 

Classroom observation is a required skill of instructional supervision for schools to 

oversee teachers‘ pedagogical practices on CBC. In the views of Yeung (2016), 

Namunga (2017), and Alshehri (2019), this supervisory skill is at the foundation of 

teachers‘ professional growth and the development of every student in the school. By 

and large, classroom observation within the schools is generally carried out by 

supervisors and generally involves face-to-face visits to the instructor‘s classroom to 

provide direct assistance on how CBC has to be implemented (Farley, 2010). 

According to Stout, Kachur and Edwards (2010), classroom observation is a 

systematic, organised, and focused classroom visit in which a leader or supervisor 

carefully collects data about a person he or she observes. These visits allow the 

school leaders to engage in a constructive dialogue with teachers regarding 

classroom instructions in ways that improve teachers‘ professional competence on 

CBC and students‘ learning. 

Similar to this argument, Amadi and Dikeogu (2019) noted that classroom 

observation is a supervisory technique in which school leaders visit the classroom 

and observe the teacher‘s competence-based instructional delivery by considering 

their mastery of subject matter, application of competence-based teaching strategies, 

appropriate instructional aids including real objects, and classroom management 

skills, among others. According to Halim, Wahid and Halim (2018), classroom 

observation is a tool that provides teachers with constructive feedback to improve 

their classroom management and effective instructional skills. Halim, Wahid and 

Halim (2018) further claim that feedback emanating from classroom observation is 

an effective way of providing teachers with the information they need about the 

required classroom behaviours  for  effective implementation of the recommended 

curriculum (CBC). However, Cassidy (2018), Hofer (2016), Sailesh, Marohaini and 

Sathiamoothy (2011) cautioned that classroom observation is not a space for fault 

finding; rather, it is an avenue for school leaders to involve teachers in reflecting on 

their competence-based instructional practices and improving upon their limitations. 

This implies that classroom observation cannot be claimed to be absolute unless 

school leaders provide professional guidance and support to teachers to improve their 

competence-based instructional delivery. This is because the fundamental nature of 
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supervision is not to watch-dog or hunt teachers but to provide professional 

assistance for them to improve their competence-based instructional delivery in the 

classroom.  

To successfully carry out classroom observation, PhamViet-Ha (2004) advocated 

some strategies to be taken into account. Such strategies include (i) Existence of 

good rapport between teachers and supervisor so that the latter would not be seen as 

an enemy (ii) The supervisor should carefully prepare the visit and should enter the 

classroom as unobtrusively as possible (iii) A conference should precede and follow 

the visit (iv) The supervisor should concentrate on the total learning situation, 

students -teacher behaviours and the attitude of the students (v) Visitation should be 

upon  the approval of the teacher (vi) The supervisor should intend to discover strong 

points in the learning situation, discuss the past during conference and give credit 

where it is due (vii) The supervisor should never openly show disapproval of what 

happens in the classroom; rather, he/she should make complimentary remarks before 

leaving the classroom.  

Some studies have been carried out concerning the instructional activities of 

principals. In a study conducted by Zaare (2013) on the investigation of classroom 

observation on teaching methodology, the findings showed that teachers learn much 

about how to teach during classroom observation sessions. On the effectiveness of 

classroom observation on the performance of teachers in public elementary schools 

in the Division of Antipolo in Nigeria, Cruz (2019) indicates that teachers view 

classroom observation as a form of collaborative professional development which 

provides an opportunity to share instructional techniques and ideologies between and 

among teachers.  

Similarly, Adanu, Kajo and Odeh (2019) examined the perceived influence of 

supervision strategies on teachers‘ job performance in public secondary schools in 

North Central Nigeria. The findings revealed that classroom observation has a 

significant influence on teachers‘ competence for curriculum implementation. In 

their studies, teachers expressed a greater understanding of the observation process 

and a desire to be observed frequently as observation makes them reflective on their 

teaching practices. The findings also revealed that the feedback provided by a new 
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observation tool was viewed as relevant not only between teachers and observing 

supervisors but also as a teacher-to-teacher conversation. Similarly, in studying the 

relationship between principals‘ supervisory techniques and teachers‘ job 

performance in secondary schools in Ebonyi State, Chidi and Victor (2017) found a 

positive relationship existing between classroom observation techniques and 

teachers‘ improved capacity of curriculum implementation. Based on these findings, 

the two authors concluded that classroom observation provides an opportunity for 

school leaders to support their teachers in improving their practices for curriculum 

implementation. In light of these studies‘ findings, it is safe to infer that classroom 

observation can be a good supervisory technique for enhancing curriculum 

implementation markedly CBC. 

2.3.2 Demonstration  

It is claimed that effective curriculum implementation skills are developed in 

teachers by supervisors who are more experienced in teaching using specific skills or 

technology than others (Onwuagboke, Osuala & Nzeako, 2017). Thus, the best 

practical way of developing teachers‘ competence-based pedagogical skills or 

competences is through demonstration of teaching by experts or leaders. According 

to Adekoya and Olatoye (2010), demonstration of teaching is a supervisory 

technique that involves teaching and learning activities presented by a leader who is 

skilled and experienced with the purpose of illustrating educational materials, 

procedures, strategies, or any innovation that can facilitate and improve effective 

competence-based classroom instruction. Lucky and Ogechi (2019) opined that 

demonstration is a supervisory practice that involves teaching and learning activities 

presented as illustrations, descriptions, narrations, suggestions, drawing of 

comparisons, and concretizing teaching and learning contents for developing 

learners‘ competence. Principals use demonstration as a supervisory technique when 

introducing and explaining innovation in the educational system, such as CBC, or 

when solving any educational problem (Esomchi, 2012). From these two definitions, 

it can be deduced that the primary role of demonstration is the illustration of 

instructional delivery, analysing it and suggesting best practices that can work 

effectively for teachers and students.  
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Although it is not a common practice to have a supervisor competent enough in 

various subjects, it is the responsibility of the school leaders to carefully plan and 

organise teaching demonstrations for improving teachers‘ practices (Sule, 2013). 

Thus, demonstration is  an effective instructional supervision technique as it allows 

teachers to observe live the competence-based lesson delivery from their supervisor, 

thus getting an opportunity to ask probing questions that can lead to discovering new 

methods and ideas for improvement (Chidi & Victor, 2017). Research has found that 

teachers benefit greately when they have the opportunity to practically learn by 

observing best instructional practices from skilled and experienced school leaders 

(Sule, 2013). In a study of the implementation of an innovation supervision 

programme by principals, Murtadlo et al. (2019) noted that teachers‘ skills in 

facilitating students‘ competence development  improved because of the 

demonstration organised by the school leader. From this finding, it appears that 

demonstration can be one of the supervisory techniques for improving teachers‘ 

pedagogical skills in the implementation of CBC.  

2.3.3 Teacher visitation 

It is opined by Esomchi (2012) that teacher visitation, also known as inter-visiting or 

reciprocal visitation, is another instructional supervisory technique that usually 

involves one teacher visiting and observing another teacher in action in another class 

in the same school (inter-class visitation) or another school (inter-school visitation). 

In teacher visitation, teachers visit and observe one another for the purpose of 

learning new instructional ideas and techniques for improving curriculum 

implementation. It is asserted that the technique is useful for beginning teachers who 

aspire to learn how to organise and manage the students in their classroom and to 

plan for effective instruction. For experienced or master-teachers, this supervisory 

technique provides an opportunity to share instructional expertise with other 

experienced colleagues and thus enrich their teaching experience. As pointed out by 

Regina (2013), some merits of teacher visitation include (i) teachers getting to learn 

new methods and being aware of the importance and use of new materials for 

facilitating competence-based teaching; (ii) providing an opportunity for a beginning 

teacher to see a supervisor or experienced teacher while delivering the lesson; (iii) 

enlightening the teacher on how to use appropriate teaching aids or equipment 
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effectively to enhance students' competence development; (iv) giving the beginning 

teacher an insight into proper classroom management skills; (v) helping the weak 

teacher to improve his competence-based teaching skills; and (vi) giving the 

experienced or master-teachers the opportunity to share ideas with experienced 

teachers and thus enrich their teaching experience for successful curriculum 

implementation. From Regina‘s (2013) observations, school leaders can encourage 

teacher visitation so that teachers can have a chance to learn best practice from one 

another on how to implement CBC.  

2.3.4 Workshop technique 

Akinumwi (2002) asserts that the workshop is usually composed of a group of people 

working towards a common goal and trying to find a solution to a given problem 

through group discussions and conferences under the supervision of resource people 

or consultants. Akinumwi (2002) continues to argue that a workshop must be flexible 

and properly organised to meet a particular need at a particular time during the year. 

Similar to this assertion, Ekpoh and Eze (2015) view a workshop as an instructional 

supervision practice performed by a school leader whereby teachers are brought 

together in a quite organised way to enable the school leader to communicate with 

them easily on matters pertaining to effective curriculum implementation skills in 

order to improve the same. In their views, Ekpoh and Eze (2015) capitalize that a 

well-organised workshop provides an opportunity for teachers and their leaders to 

exchange ideas on appropriate teaching methods and other areas of teaching interest 

that enhance teachers‘ job performance. In their view, an effective workshop must 

involve group goals and individual accountability. For this to be done, Oye (2009) is 

of the view that school leaders as supervisors must ensure that every participant or 

teacher has learned something, as this could form the basis of his or her job 

performance. As a result, it would be in everyone's best interest to spend time not 

only answering questions about areas that seemed unclear to them, but also 

explaining to their group mates what they had learned. 

2.3.5 Micro-teaching 

Micro-teaching is currently accepted and practiced worldwide as a teaching 

technique that provides teachers with an opportunity to perk up their teaching skills 

(Ünlü, 2018). Ünlü further asserts that this technique usually employs a real teaching 
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situation to develop skills and helps the teacher get deeper knowledge regarding the 

art of teaching. Garba (2018) sees micro-teaching as a scaled-down simulated 

teaching encounter designed for training both pre-service and in-service teachers. 

Garba further asserts that micro-teaching provides a huge opportunity for both pre 

and in-service teachers to develop and improve their pedagogical skills within a 

small group of students, ranging from five to eight, within a very limited time frame, 

mostly five to ten minutes. 

Micro-teaching is a teaching skill situation that is scaled down in terms of time, class 

size, and teaching complexity to allow the teacher to focus on a selected teaching 

strategy (Otsupius, 2014). It is designed to develop new skills and refine old ones. 

The lesson in micro-teaching consists of two elements: content (usually a segment of 

a topic in a subject area) and the skill, which is a chosen specific teaching skill 

(Zulfikar, Nidawati, Khasinah & Mayangsari, 2020). Depending on the availability 

of facilities, the micro-lesson may or may not be video recorded. This process allows 

the teacher, together with the supervisor and the students, to view the replay of the 

videotape of the lesson and evaluate the person and discuss aspects of the lesson. The 

supervisor points out the strengths and weaknesses and skillfully changes those 

weaknesses into strengths through constructive dialogue with the teacher being 

supervised (Bozkurt & Koyunkaya, 2020; Griffiths, 2016). Based on the knowledge 

of the immediate feedback and suggestions for improvement, the teacher re-teaches 

the lesson to the same group or a different group of students. In this sense, micro-

teaching skills can be applied at various stages in the professional development of 

teachers, including both the pre-service and in-service stages (Aida & Antoni, 2017; 

Mutlu, Polat & Alan, 2019).  

According to Egwunyenga (2006), micro-teaching provides an opportunity for 

supervisors and teachers to identify, define, try out, describe, analyze and retry 

certain teaching skills without the risk of an actual teaching situation. It is the latest 

technological approach to school supervision and can be used to facilitate the 

implementation of new curriculum innovations. Effective micro-teaching requires the 

supervisor to follow the following steps: (i) a pre-conference between the supervisor 

and the teacher to be supervised (ii) collection of audio and visual materials such as 
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tapes, tape-recorders and television (iii) a teaching exercise (iv) a teaching 

observation (v) a post-conference meeting (Egwunyenga, 2006). 

It is further encapsulated by Egwunyenga (2006) that during pre-conference, an 

agreement should be reached between the supervisor and the teacher on what should 

be taught. The next step is the collection of necessary materials, which should 

include tape recorders and television. The tapes will record the voice of the teacher 

during the teaching exercise, while the television will record the physical movement 

of the teacher in action. The gadgets for recording should be positioned in such a 

way that no voice or action of the teacher will be distorted. The actual teaching 

exercise should then follow and be recorded. After the teaching process, the 

supervisor should have a post-conference meeting with the teacher to point out the 

strengths and weaknesses observed in the teaching process. Finally, the supervisor 

should suggest to the teacher ways of improving his teaching skills. Micro-teaching 

appears to be useful because it gives the supervisor and the teacher the opportunity to 

go over the programme again to identify and re-identify the strengths and 

weaknesses involved in the teaching exercise. Secondly, it gives the teacher an 

opportunity to see himself in action and to be able to evaluate the performance of the 

teaching exercise with the supervisor. Finally, it prevents the supervisor from making 

a false accusation or being biased in unfairly evaluating the teacher in question.  

Considering the centrality of micro-teaching in supporting teachers‘ instructional 

skills, a number of studies have been conducted on micro-teaching as a tool for 

improving teachers‘ education.  For example, a study by Darwish and Sadeqi (2016) 

on the impact of micro-teaching on student teachers‘ performance established that 

through micro-teaching sessions, teachers engaged in dialogues with their peers as 

well as their supervisors and found a way to create new scripts for their work in the 

classroom successfully. Bakir (2014) studied the effects of micro-teaching on the 

teaching skills of pre-service science teachers. The results of the study indicated that 

micro-teaching has a significant effect on teaching skills and this effect can be seen 

in the areas of lesson introduction, lesson presentation, classroom management, time 

management and planning, effective communication, concluding the lesson, and self-

confidence. These are important elements to be assessed for the implementation of 

CBC. Based on the findings of these studies, it is safe to infer that micro-teaching 
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can be a useful supervisory technique for improving teachers‘ instructional practices 

for the implementation of CBC. 

2.3.6 Clinical supervision 

This is a special and influential method in the field of instructional supervision, 

focusing on the improvement of instruction by using systematic cycles of planning, 

observation, and intensive intellectual analysis of actual teaching performance in the 

interest of rational modification (Sulivan & Glanz, 2000). It is also purported that 

clinical supervision is used as one of the school‘s self-improvement strategies that 

involves assisting teachers to develop instructional competencies through direct-

guided experience (AyuKusumawati, 2020). The term ―clinical‖ denotes close 

observation, detailed observational data, face-to-face interaction between the 

supervisor and the teacher in an intensity of focus that binds the two together in an 

intimate professional relationship (Bencherab & Ali, 2020). While drawing an 

analogy for clinical supervision, Bojo and Mustapha (2017) explain that this kind of 

supervision is similar to the kind of relationship that exists between a doctor and his 

patient. On the same note, particularly in the case of this study, both the supervisor 

and teacher sit down to deeply discuss instructional problems hampering the 

implementation of CBC and in the process, try to find an appropriate solution. The 

problematic areas for the implementation of CBC can be competence-based 

instructional planning, competence-based lesson delivery and competence-based 

assessment.  

Historically, clinical supervision grew out of the efforts of Moris Cogan and 

Goldhammer and their associates at Harvad in the mid-1950s to assist students who 

were planning to become teachers (Williams, 2007). At this time, many pre-service 

teachers were placed in the summer school classroom to complete their students‘ 

teaching experience, creating a need for a process that would allow the teachers to 

become successful as well as learn from their pre-service experience. Thus, Moris 

Cogan and Goldhammer developed the clinical supervision process in response to 

meeting the professional needs of the pre-service teacher group (Osman & Kirui, 

2012). Clinical supervision consists of several sequential steps that can be a powerful 

impetus for change in teacher behaviours. Such steps, in Goldhamer‘s view, include: 

(i) a pre-observation conference, which is used to obtain information about the lesson 
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to be taught; In this, the teacher and supervisor agree on the area to be observed (ii). 

This is a form of classroom observation that allows the supervisor to view the lesson 

being taught as planned while recording the events occurring during the lesson as 

accurately as possible. (iii) data analysis and strategy, which involves making sense 

of the data and developing a plan for the conference. (iv) post-observation 

conference, which suggests that the supervisor provides feedback to the teacher and 

collectively plans for improvement. This is mentioned as an opportune time for the 

supervisor to provide rewards and satisfaction as well as an opportunity to support 

the teacher in the techniques of self-supervision and professional analysis (v) post-

observation conference analysis, which is a stage during which the supervisor 

reflects on the events of supervision. The stage provides honest feedback to the 

clinical supervisor about how well the clinical supervision cycle went (Pajak, 2003).  

The usefulness of this supervisory technique for improving teachers‘ curriculum 

implementation skills has been explored by several scholars. 

Veloo, Komuji, and Khalid (2013) investigated the effects of clinical supervision on 

the teaching performance of secondary school teachers in Malaysia. The findings of 

their study showed that clinical supervision strengthens teachers‘ pedagogical skills 

and enhances students‘ learning. The study also advised that clinical supervision can 

also be used as guidance for teaching and learning improvement by the school 

inspectorate. In another study, Ghavifekr et al. (2019) determined the effects of 

clinical supervision of principals on teachers‘ teaching performance in secondary 

schools. A total of 100 public secondary school teachers from Kuala Lumpar, 

Selangor, participated in this study. The findings of the study revealed that clinical 

supervision positively influences teaching effectiveness in terms of the writing of 

competence-based lesson plans, effective lesson development and delivery, improved 

questioning skills, improved students‘ involvement, improved students‘ assignments, 

improved authentic-based examination preparation capacity, and classroom 

management. These findings imply that clinical supervision can also be used in 

assessing and supporting teachers‘ competence in the implementation of CBC. In a 

study of the effects of modified clinical supervision on teacher instructional 

performance in Nigeria, Okorji and Ogbo (2013) noted that the clinical supervision 

approach proved to be more effective in enhancing teachers‘ instructional 
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performance in CBC through increased cordiality and interactivity between teachers 

and their students. The findings from these studies prove that clinical supervision is 

an appropriate technique to be used for strengthening teachers‘ capabilities in the 

implementation of CBC. 

2.3.7 Checking teachers’ professional documents 

Effective curriculum implementation is determined by the school supervisor‘s 

capacity to assess teachers‘ professional competency in instructional planning 

(Copriady, 2014). In his view, Obiaje (2018) explains that preparation for effective 

teaching and learning in the classroom rests on teachers‘ capacity to design 

competence-based professional documents, namely schemes of work, lesson plans, 

and lesson notes. This implies that supervising teachers‘ professional documents 

means supporting them in the careful design of these key professional documents as 

a way of building their professional strength.  In other words, if these documents are 

poorly prepared, it may simply imply that teachers are poorly supervised by their 

leaders. In supporting this assertion, Benedict (2013) maintains that teachers‘ 

professional competency can only be ensured when the school supervisors or school 

leaders have a regular system of checking the accuracy of teachers‘ preparation of 

professional documents demanded by the recommended curriculum. However, 

practical observation indicates that the task of checking teachers‘ preparation of 

professional documents appears to be ignored by some school leaders, which, in turn, 

impacts the effective teaching and learning process (Metuo, 2014). According to 

Vishal (2018), a lesson plan is a detailed account made by teachers indicating what is 

to be covered in a particular lesson. It is a document extracted from a scheme of 

work showing a breakdown of topics into teachable units. Musungu and Nasongo 

(2008) observe that the lesson plan is a necessary document because of the role it 

plays in effective teaching which includes helping teachers  focus clearly on the 

appropriate content to be covered, the way it should be taught, and how it should be 

assessed.   

Along the same line of thinking, Musungu and Nasongo (2008) further acknowledge 

that effective lesson planning communicates to the learners what they will learn and 

how their learning goals or expectations will be assessed. Therefore, this role of 

instructional planning suggests that it is of paramount importance for school leaders 
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to check whether teachers adhere to the syllabus in terms of scope, depth, 

appropriateness of learning resources, and the learners‘ intellectual level. More 

specifically, it is advised by Afolabi and Loto (2008) that supervision of the lesson 

plan should be made based on clarity and appropriateness of the learners‘ 

behavioural objectives, appropriate selection of teaching and learning resources, and 

appropriate selection of evaluation techniques to determine the achievement of 

objectives and the relevance of the lesson notes.  

 A scheme of work or termly plans refers to the document derived from a syllabus 

that systematically describes the exact content and learning experiences to be 

covered in every term of the academic year (Byusa, Kampire & Mwesigye, 2020; 

Okai, 2010). Further to this argument, Obiaje (2018) observes that the topics in the 

scheme of work are usually arranged according to the number of weeks in each 

school term. The scheme of work specifies the classwork to be carried out, the unit of 

instruction or topic and the week in which it is to be taught. In this sense, the scheme 

of work presents the sub-division of the entire syllabus into portions that reflect the 

week, topic and the content to be taught by the teacher for each term of the school 

year, as well as behavioural objectives and the teaching resources. Highlighting its 

role, Obiaje (2018) acknowledges that the scheme of work is an important tool for 

the teacher since it serves as a guide for planning the unit of instruction in line with 

the terms available for each subject per term. This means that the scheme of work 

guides the teachers in preparing subsequent lesson plans to be covered at different 

points in time. The scheme of work also shows what the teacher must cover or teach 

in each term or year and the sequence in which each of the topics must be taught. 

Further to this assertion, Musingafi et al. (2015) acknowledge that the scheme of 

work also helps school supervisors to know the efforts made by the school in 

meeting societal demands.  

Following the importance of the schemes of work, Obiaje (2018) advises that in 

designing a competence-based scheme of work, it is important to take cognizance of 

the following: ensuring that topics are arranged such that those topics that seem 

simpler or easier come first, followed by the more complex and difficult topics. Also, 

it is good to consider the length of time needed for the teaching of the topic so that 

the scheduled work would be the work actually done or completed at the specified 
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time. On the other hand, lesson notes are the notes prepared by the teacher from the 

relevant textbook to be used as learning resources for the students. The CBC requires 

that lesson notes be prepared from current materials, and that the relevant textbook 

be full of practical or authentic tasks that allow students to achieve the desired 

competencies. 

Umaru (2018) asserts that instructional supervisors need some special skills to carry 

out the supervisory role of checking the scheme of work, lesson plans, and lesson 

notes of teachers and also give immediate feedback and support for the improvement 

of instructional effectiveness. The three basic skills required by the supervisors are 

conceptual, interpersonal, and technical. Conceptual skills enable school leaders to 

gain knowledge about teaching and identify areas where they can help teachers 

improve their teaching. It is a conceptual change that gives a school leader the ability 

to view changes and internalize the value of the school's strategies. Technical skills 

enable the school leader to use knowledge, methods, and techniques of instructional 

supervision so as to support the teacher in the instructional activities that help 

improve teacher performance. The school leader may not have all the technical skills 

but should at least possess an overall knowledge of the key functions of supervisor 

(knowing how to prepare and assess the scheme of work, lesson plan, lesson notes, 

and induction of new teachers and possessing clinical supervision knowledge) 

(Dikeogu & Amadi, 2019). Regarding human relations skills, the principal should be 

skilled in motivating, coordinating, facilitating, and getting along with teachers to 

improve their performance and thus achieve instructional goals. In this context, the 

instructional supervisor needs to know how their interpersonal interactions have an 

impact on individual groups of teachers. This will help them to enhance positive 

relationships that will enable them to achieve their school goals. The basic skills of 

supervision are learned by the school leader through experience and training. 

In order to understand the role of assessing professional documents in enhancing 

effective teaching, Lyonga (2018) carried out a study to examine the impact of 

headteachers‘ instructional supervision practices on teachers‘ performance in 

selected primary schools in Konye sub-division in Cameroon. The supervisory 

techniques focused on by the study were classroom visitation and checking of 

instructional professional documents. The findings of the study revealed that, among 
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others things, the aspects that influence teachers‘ performance during instructional 

supervision by head teachers were regular checking and correction of the lesson 

plans and the schemes of work and how they are supported to write competence-

based professional documents correctly. These findings further warrant the present 

study to have an intensive review of the relationship between instructional 

supervision and curriculum implementation.  

2.4 Empirical Studies on Instructional Supervision and Curriculum 

Implementation 

This sub-section presents a review of studies on instructional supervision and 

curriculum implementation. It was felt important to have a review of studies on the 

relationship between instructional supervision and curriculum implementation, 

bearing in mind the main argument of the study. The main argument of the present 

study is that the enhancement of school leaders‘ instructional supervision capacity of 

CBC could help in the effective implementation of CBC in the classroom context. 

The review of the studies presented in this sub-section was conducted in different 

countries, including Canada, Ukrain, Ghana, Nigeria, Kenya, and Tanzania. 

Curriculum implementation forms one of the critical means through which the 

curriculum objectives of any given country can be achieved (Chaudhary, 2015). It is 

in view of this recognition that curriculum implementation becomes one of the core 

activities carried out by classroom teachers and their school supervisors to ensure 

that students attain desired learning outcomes. Structurally, curriculum 

implementation involves putting into practice courses of study and subjects in the 

classroom setting through implementation agents such as teachers, school leaders, 

and parents, among others. However, internal instructional supervisors play a major 

role in enhancing effective curriculum implementation (Chenge & Syomwene, 

2016). This implies that the key role of instructional supervision is to ensure that the 

curriculum is implemented effectively to meet the goals for which it was designed. 

This role of instructional supervision is consistent with the argument that supervision 

of instruction becomes effective only when the curriculum is effectively 

implemented, hence achieving its pre-determined objectives. This is further 

supported by Patrick et al. (2012), who argue that the failure of instructional 

supervision is manifested through the inadequate capacity of the teachers to 
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implement the curriculum. From the foregoing arguments, suffice it to say that 

curriculum objectives are hard to  attain if the school system fails to have a 

responsive instructional supervision framework for teachers to execute their 

instructional activities effectively (October, 2009). Viewed from this perspective, 

effective instructional supervisors are to remain focused on their instructional roles, 

which influence them to set clear visions and goals, allocate resources to instruction, 

plan and manage the curriculum, decision making, monitor lesson plans, and 

evaluate teachers‘ teaching (Kutsyuruba, 2003).  

Several empirical studies have shown that instructional supervisory roles carried out 

by internal school leaders have a significant influence on curriculum implementation. 

In this case, Chepkuto et al. (2018) conducted a study to describe how instructional 

supervision activities influenced curriculum implementation in selected North Rift 

County public secondary schools in Kenya. The study was conducted using a 

descriptive research design covering three counties in Kenya; Elgeyo, Marakwet, 

West Pokot and Baringo counties. The study targeted teachers, principals, and sub-

county quality assurance and standards officers. The research findings suggested that 

instructional supervision had a significant influence on curriculum implementation. 

In another study, Awiti et al. (2016) sought to examine how the head teachers‘ 

supervision of curriculum implementation influences the provision of quality 

education in Kisumu East sub-county secondary schools in Kenya. As such, form 

four candidates, teachers, and headteachers were involved as the target population of 

the study. The study concluded that there is a strong positive correlation between 

headteachers‘ supervision of curriculum implementation and the provision of quality 

education. Mwesiga and Okendo (2018) investigated the effectiveness of heads of 

schools in supervising teachers‘ teaching activities in secondary schools in the 

Kagera region, Tanzania. The results suggest a strong and significant relationship 

between school supervision and the teachers‘ teaching commitment. 

In another study, Mwaniki and Guantai (2018) sought to investigate the influence of 

instructional supervision by Quality Assurance and Standard Officers (QASOs) on 

the teachers‘ instructional competence in Nairobi and Machakos Counties in Kenya. 

Specifically, the study was interested in finding out whether QASOs' instructional 
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supervisory activities in public schools had enhanced teachers‘ pedagogical skills, 

their ability to use available instructional materials while teaching, and their ability to 

conduct internal assessment and evaluation of pupils. The findings of the study 

showed that QASOs' instructional practices improved teachers‘ instructional 

competencies. The impact was quite evident, mainly in the areas of assessment and 

evaluation of students' learning. These findings indicate that instructional supervision 

practices by QASOs facilitate effective curriculum implementation in the selected 

public secondary schools in Nairobi and Machakos Counties in Kenya. 

Iroegbu and Etudor-Eyo (2016) examined the differences in teachers‘ effectiveness 

based on principals‘ instructional supervision in public secondary schools in the 

Uoyo local education committee in Akwa Ibom State, Nigeria. The ex-post facto 

design was used to carry out this study, whereby teachers and school principals were 

used as the key research participants. Categorically, the findings suggest that teachers 

in schools where instructional supervision is effectively carried out are more 

effective than those with inadequate instructional supervision. A study by Masao 

(2017) on the assessment of headteachers‘ effective supervision in the teaching and 

learning process and its consequences on students‘ academic performance in 

Kinondoni district in Tanzania established that high-performing schools had effective 

supervision of teaching and learning activities compared to low performing schools. 

It is also concluded that effective supervision of teaching and learning activities by 

heads of schools results in high student academic achievement compared to 

ineffective supervision. 

In another study, Dewodo et al. (2020) investigated the perceptions of teachers 

towards school supervision at the basic school level in the Hohoe municipality of the 

Volta region of Ghana. The study used a descriptive survey design to address the 

research problem. The findings showed that the teachers view instructional 

supervision as an efficient way of enhancing their professional development and as a 

means for holistic improvement of the teaching and learning process. In their studies, 

Adanu et al. (2019) investigated the perceived influence of principals‘ instructional 

supervision strategies on teachers‘ job performance in North Central Nigeria. The 

survey research design was adopted whereby teachers were the key participants in 
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the study. The findings revealed that classroom visitation and conferences have a 

significant influence on teachers‘ job performance. 

Another study which was conducted by Oye (2009) investigated the perceived 

influence of instructional supervision on teachers‘ classroom performance in the 

Ijebu-North education zone in Nigeria. The findings revealed that interaction 

between teachers and instructional supervisors influences, to a great extent, teachers‘ 

classroom performance. Furthermore, the findings indicated that the instructional 

materials suggested by instructional supervisors influence teachers‘ classroom 

performance significantly. It was also evident from the findings that seminars and 

conferences organised by instructional supervisors contributed to teachers‘ 

instructional performance. In another study, Ochieng et al. (2019) examined the 

influence of the roles of the curriculum support officers, headteachers, and deputy 

headteachers in the supervision of curriculum implementation among class four in a 

public primary school in Rongo, sub-County, Kenya. From their study, it was 

revealed that the roles of supervisors through the checking of professional 

documents, classroom lesson observation, checking the pupils‘ notes and exercise 

books, checking class registers, checking teachers‘ progress records, and provision of 

teaching and learning resources have a significant influence on the supervision of 

curriculum implementation. 

Kutsyuruba (2003) examined beginning teachers‘ perceptions of the actual and ideal 

approach to supervision and their perceived connection to professional development 

in Canadian and Ukrainian high schools. Kutsyuruba‘s study was based on the belief 

that the supervisory process should be a collaborative effort reflecting the 

professional concerns of the individual teachers. The descriptive survey design was 

used to carry out a study involving teachers from both Ukraine and Canada. The 

findings showed that in both countries, beginning teachers felt that instructional 

supervision was very helpful in addressing their instructional concerns. Teachers 

were of the view that instructional supervision makes them grow professionally and 

improve their day-to-day instructional practices, thereby providing quality education 

for students. 
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From the preceding discussion, it can be deduced that school-based supervisors are 

charged with supervising the implementation of any curriculum reforms introduced 

in the educational system at the school level every day of their school leadership life. 

In the case of Tanzania, since independence, the school curriculum has been 

reviewed from time to time, but in the recent past, the competence-based curriculum 

has been introduced to ensure the quality of education in the country. 

2.5 Curriculum Reforms in Tanzania 

As far as Tanzania is concerned, since independence in 1961, Tanzania‘s educational 

curricula have been reviewed to ensure that they reflect the current social and 

economic demands of the country. In this respect, the major curriculum reforms 

happened in 1967, 1979, 1997, and 2005; whereby, in this case, the latter involved 

competence-based curriculum reform. The motive behind this was to move 

Tanzania‘s education system from being colonial in nature to a Tanzanian-based 

system.(Nzima, 2016). These reforms were mainly concerned with either adding or 

removing the subjects from the existing curriculum package. The nature, structure, 

and features of the curriculum were content-based, emphasizing the coverage of the 

key content stipulated in the syllabi. The four major curriculum reforms are 

described as follows: 

2.5.1 The 1967 curriculum reform 

The 1967 curriculum reform marks the first reform that came about in the Tanzanian 

educational curriculum since the country attained independence. This reform was 

notably prompted by the major weakness of the previous colonial education. It was 

claimed that the education provided by the colonial government in the two countries 

(Tanganyika and Zanzibar), which are now Tanzania, had different purposes. As it 

would seem, this curriculum was not designed to prepare young people for the 

service of their own country; instead, it was motivated by a desire to inculcate the 

values of colonial society and to train individuals for the service of the colonial state 

(Nyerere, 1967). Colonial education induced the attitudes of human inequality and, 

in practice, underpinned the domination of the weak by the strong, especially in the 

economic field. This implies that the system of education was not transmitting the 

values and knowledge of Tanzania's society from one generation to the next. In 

addition, the old educational system emphasized subservient attitudes and white-



53 

collar jobs (Nyerere, 1967). On the whole, it was a kind of education that made 

Tanzanians "parasites" of their colonial masters. In response to these inadequacies, in 

1967, Educational for Self Reliance (ESR) as a new educational philosophy was 

introduced to combat these challenges through changing, among others, the 

curriculum content. The ESR emphasized meaningful learning in which three major 

aspects were underlined: cognition, psychomotor (skills) and attitudes (TIE, 2010). 

The eventual goal was to make Tanzania and its citizens depend on themselves 

instead of outsiders. This type of learning is identified by the following indicators: 

participation, involvement in theory and practice, integrity, confidence, self-

development, acquiring life skills, competition, appreciation of equity, 

entrepreneurship, creativity, curiosity, initiative, and ability to analyze and assess 

(TIE, 2010). Although this reform had a good vision for the country‘s education, its 

implementation was not realistic, since there were no clear-cut fields of studies or 

subjects that would be in line with ESR. This led to further curriculum reform in 

1979. 

2.5.2 The 1979 curriculum reform 

The 1979 curriculum reform was the second curriculum reform that ever happened in 

Tanzania, following the weakness of the 1967 curriculum reform. The 1979 

curriculum reform was also directed by the ESR. The general objective was to 

cement the implementation of education for self-reliance and socialist philosophy. In 

this reform, the slogan "politics and agriculture" was born (Nzima, 2016). These 

changes rendered various schools able to have specializations in business, technical, 

and agriculture education. Science and mathematics were strongly reinforced and 

underlined (Nzima, 2016). Besides, this reform accentuated the need for a realistic 

balance between theory and practice. Other changes that took place in this phase 

involved the introduction of vocational training curricula for primary school 

graduates. In fact, the aim of the curriculum reform during this period was to produce 

several professionals who could boost the economy both at the individual level and 

country-wide. When this reform was implemented, the country‘s expectations of 

making the Tanzanian education system reflective of the social and economic needs 

of the country were still in dilemma. The solutions to the problems faced were 

brought about by the 1997 curriculum reform. 
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2.5.3 The 1997 curriculum reform 

The 1997 curriculum reform was essentially inspired by the recommendations of the 

reports of the two national task forces, namely the 1982 report of the Presidential 

Commission on Education, commonly known as the "Makweta Commission" and the 

1992 report of a national task force on education, which were appointed in 1981 and 

1990, respectively, to review the then existing educational system in the light of the 

21st century (Redecker, Wihstutz & Mwinuka, 2000). Indeed, the changing political 

economy perspectives from socialism to liberalism in the 1980s and the wave of 

multipart in the 1990s were noted to be the factors that pushed the review of the 

education system at that time (Nzima, 2016). The recommendations of the two 

reports led to the formation of the Education and Training Policy (ETP) in 1995. This 

policy provided the general direction of the education system and curricula in 

particular. Therefore, the curricula for pre-school level, primary level, secondary 

level, and teacher education reflected the goals and objectives of education 

highlighted in the ETP (Nzima, 2016). The reduction of the subjects from thirteen to 

seven and the introduction of new subjects like Social Studies and Life Skills at the 

primary level marked a significant reform during this period. Besides, at the lower 

secondary (form one and form four), subjects like Computer Studies and Civics 

replacing Political Education were also introduced. For the high school level (form 

five and form six), General Study and other cross-cutting issues related subjects were 

included. Although all the three curriculum reforms that have been described have 

clearly shown the improvement of the curriculum from one situation to another, the 

previous reforms proved to be more content-based with a mere focus on the mastery 

of the key concepts. In this regard, it was discovered that there was a need for a new 

curriculum that would emphasize skill mastery and demonstration. It is in this 

context that the competence-based curriculum marked the fourth curriculum reform. 

2.6 The 2005 Competence-Based Curriculum. 

Competence-based curriculum with its teaching and learning approaches can be 

traced back to the early 1970s in the U.S.A (Klein-Collin, 2002). The CBC was an 

educational movement that focused solely on students‘ competence rather than 

grades or completed credit hours to determine the successful completion of an 

academic course or programme (Wolf, 2001). The CBC focuses on students‘ ability 
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to apply the knowledge learned in the classroom to real-world situations. Thus, the 

driving force and the decisive goal of the CBC shift from knowledge acquisition to 

knowledge application. Afterward, the CBC movement spread into other European 

countries, such as the UK and Germany in the 1980s Since then, other countries 

worldwide have been inspired to implement CBC in their educational systems due to 

the ever-changing technology and global market demands. For example, in Africa, 

CBC was adopted for the first time in South Africa in 1998, following an alarming 

shortage of professionals such as engineers, technicians, and artisans. South Africa 

embraced CBC in order to change the attitudes of all South Africans and equip them 

with employable skills to cope with challenging issues in the 21st century (Wolf, 

2001).   

In Tanzania, as it was highlighted in the previous sub-section, in 1967, the 

government introduced ESR to guide the planning, practice, and provision of 

education. Therefore, the introduced ESR called for fundamental curriculum reforms 

of the then-existing school curriculum in order to integrate theory with the 

acquisition of practical life skills (Ahmad, Krogh & Gjøtterud, 2014). Despite its 

perceived practical relevance, ESR slowly lost its appeal in the education system due 

to a lack of support from policymakers after the political and economic changes of 

the mid-1980s. Besides, by its very nature, ESR was a competence-based philosophy. 

However, it failed to be implemented as envisaged due to a lack of clear guidelines. 

For that reason, the operationalisation of ESR was done through CBC and the 

recently introduced curriculum for basic and teacher education (MoEST, 2019). 

Later on, the Tanzania Institute of Education (TIE) introduced a competence-based 

curriculum in 2005 following an in-depth review process of the traditional content-

based curriculum (MoEVT, 2010).  

In fact, a competence-based curriculum has been defined from different points of 

view. This means that there is no common definition being used all over the world. 

However, there is a set of agreed common elements. The most important one is that a 

learner must be engaged and be active in all aspects of acquiring knowledge, skills, 

and behaviours needed to demonstrate practice in a specific This implies that the 

teaching and learning strategies to be used should facilitate the development and 

demonstration of required competency. Other common elements include the need to 
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have a clear, evidence-based definition of learning outcomes to be demonstrated for 

the performance of the specialized role or competency. In brief, this curriculum 

differs from the traditional content-based curriculum in terms of focusing-structure 

and content, goals, actors and their roles, teaching strategies, assessment procedures, 

duration of programme completion, etc. (Rowan, 2015). Moreover, the CBC 

emphasizes the development of competence rather than the acquisition of content 

knowledge. This implies that teaching and learning activities in the classroom should 

be in line with the development of the defined competences. For example, with a 

learner-centred curriculum, teachers are now required to use learner-centred teaching 

strategies to the maximum to help learners become more motivated and engaged in 

the learning process. This is opposed to the teacher-centred strategies that appear to 

dominate secondary school classrooms (Osaki, 2004). Again, Tilya and Paul (2014) 

add that the CBC requires the use of authentic assessment methods such as classroom 

or field observation, portfolios, projects, oral presentations, interviews, and peer 

assessment to provide a room for students to demonstrate competences they have 

mastered in real life or analogous situations. From the foregoing, it is evident that a 

competence-based curriculum is not like the traditional content-based curriculum. 

The differences between competence-based and content-based curriculum are 

summarized in Table 2.3.  
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Table 2.3 Content-Based and Competence-Based Curricula 

Dimensions  Content-Based  Competence-Based 

Structure and 

content 

 Content and 

knowledge 

 Outcomes, demonstration of 

competence, relevant paced learning 

opportunities, skills and attitudes 

rotation 

Goals   Knowledge acquisition  Knowledge application 

Actors   Teacher to the learner  Teacher and learners, relevant role 

model 

Assessment 

process 

 Summative 

 Grades 

 

 Evaluation form,  

 Norm-referenced 

 

 Formative 

 Real-world aspects of applying 

knowledge 

 Authentic methods (portfolio, 

projects, etc.) 

 Criterion-referenced  

Responsibility for 

content  

 Teacher‘s 

responsibility  

 Students have a shared responsibility  

Knowledge 

making 

 Students master 

knowledge through 

drills and practice 

 Students master knowledge by 

constructing it  

Timing for  

course 

completion 

 Fixed (time-based) Flexible-varying based on how long a 

student needs to demonstrate the desired 

competency. 

Source: Rowan (2015) 

2.6.1 Competence-based curriculum in Tanzania: Situational analysis 

Although it has been nearly 16 years since CBC was introduced in schools in 

Tanzania, the status of its implementation has not been impressive. The study 

conducted by Muneja (2015) on secondary school teachers‘ experiences with the 

implementation of CBC in Tanzania reveals that up until now, some teachers have 

had limited understanding of the term CBC and most of them are less motivated by 

this new approach. Besides, it was pointed out that a lack of relevant textbooks and 

clear guidelines are some of the factors weakening its implementation. Mtitu (2014) 

adds that the lack of in-service training programme on the effective implementation 
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of CBC makes most teachers less conversant and confident in shifting towards this 

new curriculum approach. Moreover, the problem of implementing CBC is also felt 

by the tutors in various teachers‘ colleges. With regards to this, Nzima (2016) also 

conducted a study to investigate tutors‘ understanding of CBC and how they train the 

students‘ teachers to implement it in actual classroom situations. The study found 

that tutors had mixed understandings of the term, whereby one camp of the teachers 

held the CBC as an application-oriented curriculum and the other believed that the 

CBC was all about activity-based curriculum. Hence, the tutors' instructional 

practices contradicted their understanding of the CBC. Whereas all these problems 

are felt in Tanzania-Mainland, Zanzibar is not an exception to facing similar 

challenges. While some initiatives on the mainland focused on developing 

competence-based teaching and learning materials as well as training teachers and 

school leaders (Gabrieli, 2013; William, 2012), similar efforts in Zanzibar were more 

passive, particularly for school leaders. Consequently, the Zanzibar education system 

seems to be lagging behind in the implementation of the newly introduced CBC. This 

attests that school leaders in Zanzibar are not conversant in supervising CBC, hence 

they continue to face several challenges in supervising its effective discharge in their 

schools. It is for this reason that designing and developing a professional 

development programme that may equip the school leaders with the necessary skills 

for effective supervision of the teaching and learning process in CBC is imperative. 

2.7 Professional Development as the Linchpin in Educational Reforms 

Educational systems all over the world are never static. They always undergo some 

changes that are in line with emerging social and economic transformations, thus 

making the various pre-service training that one might have received inadequate for 

long-term professional competence. Therefore, the implementation of these reforms 

in educational institutions requires systematic, careful, and effective preparation of 

all stakeholders, including school leaders, to cope with the significant challenges of 

improving their performance and students‘ learning in the classroom settings 

(Poutiainen, 2009). Supporting this claim, Hussin and Al-Abri (2015) posit that re-

training and up-skilling of human resources in organisation are deemed important 

whenever a reform takes place, or whenever a huge policy is implemented on a 

comprehensive scale. In particular, in this case, principals or heads of schools need to 



59 

be supported with training so as to enable them to implement and manage new 

changes in their schools. Generally, professional development is made up of initial 

training, induction courses, in-service training, and continuous professional 

development in school settings (OECD, 2010).  

Professional development is defined as activities that develop an individual‘s skills, 

knowledge, expertise, and other characteristics necessary to work as a professional in 

his or her work settings (Wei, Darling-Hammond, Richardson & Orphanos, 2009). 

Looking at the same issue but from different perspectives, Goldring et al. (2010) 

view professional development as a process of improving staff skills and 

competencies needed to produce outstanding and tangible educational results for 

students. Seminal research by Joyce and Showers (2002) concludes that if well 

defined, professional development can improve educators‘ and supervisors‘ 

knowledge, skills and practice of instruction and the learning outcomes of students. 

In fact, investing time and resources into professional development is based on the 

premise that an intervention will bring improvement and that improvement will be 

sustained in the school setting. Professional development can be an effective way to 

enhance and ensure the quality of schooling in general and classroom instruction in 

particular.  

Joyce and Showers (2002), however, are of the opinion that effective professional 

development includes theory, demonstration, practice, feedback, and classroom 

application. Research has shown that professional development programmes can 

contribute to promoting teachers‘ knowledge, attitudes, and pedagogical skills, which 

in turn influence students‘ learning (Mak, 2019; Svendsen, 2016).  Expounding upon 

this further, Hayes (2010) reports that professional development yields three levels of 

results: (i) educators‘ new knowledge and skills because of their participation; (ii) 

educators‘ use of what they learn to improve teaching and leadership; and (iii) an 

increase in students‘ learning and achievement because educators use what they 

learned in professional development. Hayes (2010) goes on to argue that if school 

heads become better leaders and teachers become more effective and apply what they 

learn so that students achieve at higher levels, professional development is worth the 

cost. Thus, the purpose of professional development is to increase the levels of 

knowledge and sustain and support new practice until it becomes embedded in daily 
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practice (Darling-Hammond, LaPoInte, Meyerson, TerryOrr & Carol, 2007). In 

cognizance of this fact, Luneta (2012) holds that a high-quality professional 

development programme is the one that can produce a change in teaching practice 

and students‘ outcomes.  

A study conducted by Hilton et al. (2015) on school leaders as participants in 

teachers‘ professional development: the impact on teachers and school leaders‘ 

professional development growth, revealed that school leaders‘ participation in 

professional development programme has a positive influence on the capacity of 

teachers to enact and reflect on new knowledge and practices. The study also 

revealed a positive influence on the professional growth of the leaders as well. From 

these findings, it seems that it is important for school leaders to design professional 

development programme for school leaders with intention of generating multiple 

spillover effects on the improved teachers‘ instructional capacity, notably for the 

implementation of CBC. 

Research demonstrates that many professional development programmes fail to yield 

the desired results and are hence considered useless as they are often organised 

traditionally. McLeskey and Waldron (2002) assert that traditional professional 

development programmes are delivered through the ―sit-and-get‖ approach. The sit-

and-get professional approach mainly relies on experts in the related field to model 

and disseminate various pieces of required information to the target audience 

(Desimone, 2009). It is argued that professional development is most effective when 

it occurs in the context of educators‘ natural setting to bring about changes in their 

practices, which in turn realizes students‘ meaningful learning (Hayes, 2010). 

Writing about effective professional development, Harrison and Killion (2007), 

Sparks and Hirsh (2000) single out five conditions of impact-based professional 

development. Such components include: (i) the professional development should 

provide participants with opportunities for collaboration and coaching; (ii) the 

participants should be actively engaged in reflection, inquiry, research, and collective 

problem solving; (iii) the professional development should be grounded in 

instructional practices, assessments, and results specific to the participants‘ content 

area or school improvement process; (iv) the professional development should be on-

going, sustained, rigorous, and job-embedded; and (v) the participants should have 
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the necessary resources and opportunities to grow and learn effectively. Further to 

this, research also shows that professional development is effective when the 

participants are involved in the designing and execution of the same (Luneta, 2012). 

As such, design-based or developmental research has the mentioned characteristics 

(Hjalmarson & Parsons, 2021). 

2.8 Design-Based Research 

The review of designed-based research in this context was thought important in this 

study since it provided empirical details on the basic protocols to follow while 

carrying out intervention programmes. This was particularly needed during designing 

and developing materials that are expected to be a solution for effective supervision 

of the implementation of CBC. Undeniably, design-based research which is also 

called developmental research, has gained considerable attention among educational 

researchers in the last decade. Historically, design-based research dates back to 1992, 

when an American psychologist for the first time published an article in the Journal 

of the Learning Sciences while introducing innovations from the field of technology 

into education (Brown, 1992). In her article, she claimed that the field of education 

required research that would successfully bridge the gap between academic research 

and educational practice, illustrating this at the time as a design experiment. Later, 

other terminologies came to be used in describing this type of research as well. Such 

terminologies include development research (McKenney & van den Akker, 2005; 

van den Akker, 1999), design research (Herrington & Oliver, 2000) and formative 

research (Newman, 1990).  

Design-based research is defined as a systematic study of the analysis, designing, and 

evaluation of educational interventions for the sake of addressing complex 

educational problems for which no readymade solutions are available and to gain 

insights into key design principles (Anderson & Shattuck, 2012; Kaanklao & 

Suwathanpornkul, 2020). In this sense, design based research is viewed as a research 

strategy that seeks to research consumers‘ or stakeholders‘ needs about particular 

phenomena and then develop products specifically to fulfill those needs (Cooper, 

2017; McKenney & Reeves, 2014). Wang and Hannafin (2005) described design-

based research as a systematic but flexible methodology aimed at improving 

educational practices through iterative analysis, design, and implementation based on 
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collaboration among researchers and practitioners in a real-world setting and leading 

to contextually-sensitive design principles and theories. Related to this, by its nature, 

design research is relevant for educational practice as well as educational policy as 

its intention is to develop a research-based solution for complex problems in 

educational practice (McKenney & Reeves, 2002).  

This further implies that the point of departure for design-based research is an 

educational problem for which no or only a few validated principles (how to do 

guidelines or heuristics) are available (Niebert & Gropengiesser, 2013). Thus, guided 

by prior conducted research and relevant literature review, the researcher in 

collaboration with practitioners designs and develops workable and effective 

interventions by carefully studying successive versions or prototypes of intervention 

in their target contexts, and by so doing, they reflect on their research process with 

the purpose of producing design principles (Nieveen & Plomp, 2010). This means 

that designed-based research always brings together researchers and practitioners as 

part of a team working together for a long period of time to provide a solution to a 

practical problem facing a specific educational context.  

Design-based research in most cases uses the term ―intervention‖ to stand for the 

object, activity, or process that is designed as a possible solution to address a 

particular identified problem (van den Akker, 2005). In this way, McKenney and 

Reeves (2002) identified intervention as a broad term that encompasses different 

solutions that are designed for a particular problem. These solutions include 

educational products, processes, programmes, and policies. This study identifies SB-

ISMs as the intervention that was developed as a solution to the perceived need for 

better supervision of competence based curriculum implementation. Informed by 

prior research and a review of literature, in design-based research, the researcher 

works in collaboration with the practitioners in designing and developing workable 

and effective interventions by carefully studying successive versions or prototypes of 

interventions in their target contexts (McKenney & Reeves, 2002). In so doing, the 

researcher conducts the research and, at the same time, reflects on the research 

process with the purpose of producing design principles. In supporting this claim, 

Amiel and Reeves (2008) point out that the outcomes of design-based research are a 

set of design principles or guidelines derived from empirically and richly described 
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which can be implemented by others interested in studying similar settings and 

concerns. While the ultimate objective is the generation of theory, this might only 

occur after long-term engagement and multiple design investigations (Meijer, Bulte 

& Pilot, 2013).  

In trying to explain the context in which design-based research becomes inevitable, 

Kelly (2013) acknowledges that design-based research is useful when the following 

conditions occur: when the content knowledge to be learned is new or is being 

discovered by the experts; when how to teach the content is unclear, that is, 

pedagogical content knowledge is poor; when the instructional materials are poor or 

not available; when the teachers‘ knowledge and skills are unsatisfactory; when the 

educational researchers‘ knowledge of the content and instructional strategies or 

instructional materials are poor. A design-based research approach, as first proposed 

by  Collins (1992), is comprised of several important characteristics. At its core, it is 

an interventionist nature which demands an intervention be carried out in a 

naturalistic environment. The second characteristic is a continuous iterative approach 

where changes are made, assessed, and refined to improve the design of the desired 

prototype.  

The third characteristic is the involvement of practitioners in the process of designing 

and developing the materials to make them strong enough to address the problem 

they face (Herrington, McKenney, Reeves, & Oliver, 2007). It is also believed that 

involving practitioners increases the likelihood that the intervention will become 

practical and relevant for the educational context, increasing the likelihood of 

successful implementation. The fourth is process-oriented in that the main focus is on 

understanding and improving the strength of the materials. The fifth is utility- 

oriented, which implies that the worth of the materials is measured in terms of its 

practicality for the users in their real world setting. The sixth characteristic is theory- 

oriented, which means that systematic evaluation of consecutive prototypes finally 

contributes to the theory building.  

Generally, design-based research studies attempt to achieve two major outputs. The 

first output is to produce a high-quality intervention such as programs, products, or 

processes designed to solve a complex educational problem. It is this type of output 
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which gives practical relevance to design research. This makes design-based research 

sometimes labeled as user-inspired, applied-oriented and/or socially responsible 

research (Reeves, 2000; van den Akker, 1999). The second output which design- 

based strives to achieve is the accompanying set of well articulated design principles 

that provide insights into the main purpose or function of the intervention, key 

characteristics of the intervention (substantive emphasis), guidelines for designing 

the intervention (procedural emphasis), its implementation conditions, and 

theoretical as well as empirical arguments for the characteristics and procedural 

guidelines (van den Akker, 1999). In the context of design research, the design 

process serves several functions: From the lens of research, the principles portray the 

contribution of design research to the existing knowledge base with information on 

how the intervention works in practice, the effects of the interventions, and 

explanations of working mechanisms. The second function is to carry rich 

information for educational designers on how to design similar interventions for 

similar settings. The third function is that the design principles provide the future 

users with the information needed for selecting and applying interventions in the 

specific target situation and provide insights into the required implementation 

conditions. Finally, the design principles help policymakers make research-based 

decisions for solving complex educational problems. 

Related to this, Nieveen (1997), Plomp (2009), and van den Akker (1999) identified 

three major stages or phases of design based or developmental research. The first 

phase is preliminary research, also called the preliminary investigation stage. This 

stage involves needs and context analysis, a review of literature, and the 

development of a theoretical or conceptual framework for the study. The second 

phase is prototyping, also called the formative evaluation stage as well as iterative 

design, which involves setting out design guidelines and optimizing the prototype of 

the intervention through a cycle of design, testing, and revisions to improve the 

quality of the desired product. This makes each cycle of the design research an 

independent research question and evaluation to be addressed. The last phase is the 

assessment stage, consisting of a semi-summative evaluation of the final product of 

the intervention. The function of this stage is to conclude whether the solution or 

intervention meets the pre-determined specifications. This particular stage often 
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results in recommendations for improvement of intervention, which makes it known 

as semi-summative evaluation. 

Moreover, Nieveen (1999) proposes four generic criteria for high-quality 

intervention. The first criterion is content validity, also referred to as relevance, 

which means that the components of the intervention should be based on state-of-the-

art knowledge. The second criterion is construct validity, also referred to as 

consistency, which means that the intervention should be logically designed whereby 

all the components of the intervention should be consistently linked to each other. 

The third criterion is practicality, which emphasizes that end users (school leaders, 

teachers, or learners) consider the intervention to be usable and that it becomes easy 

for them to use the designed materials in a way that is largely attuned to the 

researcher‘s intentions. The last criterion for the high-quality intervention is 

effectiveness, which implies that the intervention results in the desired outcomes. 

Having presented the arguments of various authors on the concept of design-based or 

intervention studies with their basic features and stages, the following section 

reviews the literature on developmental, design-based, or intervention studies 

conducted within the African context and Tanzania in the field of education. 

2.9 Review of Empirical Studies 

This section presents developmental or design-based empirical studies in education 

that were conducted in different parts of the world, and Tanzania in particular, with 

their results. Because the current study is developmental or design-based by 

definition, it is felt necessary to review developmental studies in education to 

determine the methodological and substantive implications of those studies for the 

current study. 

2.9.1 Developmental studies in education 

Much as the current study adopted a developmental research approach, it was 

deemed important to review the developmental researches globally and in Tanzania 

to see what other researchers have done in this area. In fact, developmental studies 

with a specific focus on designing and developing supportive instructional materials 

have been carried out elsewhere across the globe, Tanzania inclusive, at different 

periods of time with promising results.  
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To illustrate, Siew and Ambo (2018) developed and evaluated an integrated Project- 

Based and STEM teaching and learning Module (PjBL-STEM) to enhance scientific 

creativity among fifth graders in Malaysia. Specifically, this study is intended to 

determine the validity, reliability, and appropriateness of an integrated Project-Based 

Learning and STEM teaching and learning Module (PjBL-STEM). Subsequently, the 

study evaluated the effects of PjBL-STEM on the scientific creativity of fifth graders. 

A pre and post-test non-equivalent control group quasi-experimental design was 

employed to guide the general conduct of the study. In this, a total of 60 fifth graders 

from two primary schools were randomly assigned to the PjBL-STEM group (n= 30) 

and a control group (n=30). The data were gathered using 5-points Likert scale 

questionnaires, open-ended questions, and a scientific creativity test. The findings 

indicated that PjBL-STEM provided a reliable, valid, appropriate, and effective 

teaching and learning module to foster the scientific creativity of fifth graders. What 

is of interest in this study is the use of designed-based research procedures in 

designing an intervention programme (PjBL-STEM) which proved successful in 

facilitating the scientific creativity of fifth graders. However, the design of SB-ISMs, 

which would support school leaders in supervising CBC, was still deficient in this 

study, hence the need for the present study.  

In their studies, Sutiani et al. (2017) developed innovative learning materials with a 

problem-based approach to be used as a learning resource to improve students‘ 

competence in physical chemistry in Indonesia. The research was conducted using 

Research and Development (R and D) as a general design in developing innovative 

learning materials. The problem-based approach was used as a learning resource to 

improve students‘ competence in physical chemistry. Realizing the intended 

objective, the study followed four basic steps, namely: enriching chemistry learning 

materials on physical chemistry, setting the chemistry materials in a problem-based 

approach, integration of laboratory experiments and learning activities, and 

implementation of innovative learning materials in the class. The results further 

revealed that the problem-based approach provided in the learning materials was 

effective in guiding students to learn physical chemistry independently. On the same 

note, through the problem-based approach, the students were able to construct the 

relationship between chemistry concepts and their daily life applications. What is 
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obvious from this study is the contribution of designed-based research used in 

developing innovative learning materials to improve students‘ competence in 

Physical Chemistry. However, a knowledge gap still remains regarding supportive 

materials that could be used by school leaders in supervising CBC in Zanzibar, 

which makes the conduct of the present study important.  

AunVong and Kaewurai (2017) developed, implemented, and evaluated an 

instructional model based on a cognitive approach to enhance critical thinking among 

trainee students and to develop their abilities in teaching critical thinking. The study 

was carried out at a regional teaching training center in Takeo Province in Cambodia. 

The findings showed a positive impact on trainees‘ students since post-critical 

thinking was much higher than pre-critical thinking implementation. Similarly, the 

study revealed that the ability of the teachers to teach critical thinking among the 

students improved significantly at the exemplary level (X̄= 20.62, SD = 0.28). 

Januario (2008) designed an intervention programme aimed at improving teachers‘ 

assessment practices in the physics subject among the public secondary schools in 

Mozambique. The intervention was accomplished by adopting a developmental 

research approach. In this way, the study involved the design, a classroom try-out, 

and a systematic evaluation of a series of exemplary physics assessment materials 

(prototypes) in the context of demonstration experiments. Specifically, the prototype 

was developed for the concepts of force and inertia. The validity and practicality of 

the prototype were verified using expert appraisal, university students, teachers and 

students. The classroom try-out was undertaken with two teachers and their 62 

students in two secondary schools. The findings from the study indicated that 

teachers appreciated the presentation and structure of the materials, which involved 

the Predict-Observe–Explain (POE) strategy. Teachers also perceived their personal 

commitment as important for achieving the desired experimental results. The 

students valued the POE strategy since it provided room for them to develop their 

own explanations of the observed events and highlighted the role of teachers during 

the try-out as important for the success of the experiments. Overall, the findings from 

the study revealed that the designed intervention was productive in improving 

performance assessment associated with demonstration experiments in physics. 

Nonetheless, Januario (2008) had an interest in designing intervention materials to 
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improve classroom assessment practices for physics teachers in Mozambique. A 

knowledge gap still remained regarding what must be done to support school leaders 

in Zanzibar in the supervision of the implementation of CBC. This is the basic 

question to which this study sought an answer. 

Gakii (2015) developed a model of exemplary instructional materials that can 

support secondary school chemistry teachers in engaging learners in investigative 

practical work by addressing challenges they face when teaching practical work in 

Kenya. Through design-based research design, the study designed, developed and 

evaluated exemplary materials. About forty-two government secondary schools in 

Kajiado County took part in the study. The study employed 68 chemistry teachers, 

whereby 58 teachers were purposely selected as a sample for the study. In addition, 

questionnaires, interviews, and document analysis were used as methods to collect 

the required data. The results of the study revealed that, through teachers‘ 

experiences, the materials provided teachers with guidelines that they could use in 

guiding learners through practical work. In view of such effects, the author 

concluded that developers of instructional materials can also use such an 

experimental structure to support investigative practical work. In fact,  

methodologically, the study by Gakii (2015) was inspiring because it clearly 

illustrated the use of design-based research phases to address challenges faced by 

teachers when teaching practical work in Kenya. Still, Gakii‘s study (2015) left a gap 

regarding how the school leaders in Zanzibar can be supported to supervise the 

implementation of CBC. Therefore, the present study addressed this gap by 

designing SB-ISMs to be used by school leaders in supervising the implementation 

of CBC more effectively in Zanzibar.  

A study by Ottevenger (2001) designed and evaluated teacher support materials to 

assist teachers with the implementation of the new science curriculum in Namibia. 

The development of the desired materials was executed by taking into account the 

developmental research stages, namely front-end analysis, design, and evaluation of 

prototypes, and the evaluation of their effectiveness. The findings indicated that the 

development of teacher support materials in a cyclic approach of design and 

evaluation involving teachers in the development process at the very early stages 

resulted in materials that take the local conditions and the problems teachers face in 
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the class into consideration. It was also clear from the findings that the use of 

materials in in-service training activities as well as in the classroom appeared to be 

new learning experiences for teachers. Also, it was revealed from the findings that 

the developed intervention materials helped teachers overcome the activation barriers 

that characterize the change to an innovative teaching methodology. In general, the 

findings suggested that the use of the materials provided teachers with the initial 

successful experiences within the implementation of new curriculum.  To be sure, the 

findings of Ottevenger's (2001) study provided evidence on the efficacy of using a 

design-based research approach in designing intervention programmes. As it can be 

noted in the study by Ottevenger (2001), developed intervention materials facilitated  

teachers‘ implementation of the new curriculum. However, substantively, the focus 

of a study by Ottevenger (2001) was on the development of supportive materials to 

assist teachers with the implementation of the new science curriculum. From the 

findings, it appears that the problems faced by school leaders in supervising CBC 

implementation in Zanzibar remain unaddressed. The present study is an attempt to 

address this lacuna by developing SB-ISMs to be used by school leaders in 

supervising CBC in Zanzibar.  

In Tanzania, a study by Julius (2020) designed English language supportive materials 

to improve students‘ vocabulary and reading comprehension proficiency. 

Specifically, the study intended to address the problem of low level of proficiency in 

vocabulary and reading comprehension among students in secondary schools in 

Tanzania. The Design Based-Research (DBR) approach was adopted in developing 

the desired intervention materials. The study was conducted in 11 schools whereby 

414 form II students and 11 English language teachers were recruited during the 

preliminary investigation. Similarly, 144 form II students and 4 English language 

teachers from 4 schools were purposely and randomly selected during materials 

implementation and evaluation. Focus group discussions, attitude tests, achievement 

tests, and classroom observation were used to collect data. The study concluded that 

the designed English language supportive materials proved potential in improving 

students‘ vocabulary and reading comprehension proficiency. 
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Philip (2020) designed intervention learning materials for improving English 

language comprehension ability among students with hearing impairment in 

inclusive classrooms in Tanzania through a collaborative instructional approach. The 

intervention learning materials were designed and developed within the framework 

of social constructivism and text comprehension theories. The study was conducted 

by adopting the DBR approach whereby a pre-test and post-test quasi-experimental 

design was used for the quantitative part, while phenomenograhy research design 

was used for the qualitative phase of the study. The findings of the study indicated 

that the comprehension abilities of students with hearing impairment improved 

significantly as a result of the developed intervention materials. This improvement 

was particularly evident in the experimental group as compared to the control group.  

The study by Philip (2020),was further evidence of how promising the use of 

designed-based research approach is in developing intervention learning materials for 

improving English language comprehension ability among students with hearing 

impairment in inclusive classrooms. A gap that was yet to be filled here was the way 

in which school leaders‘ supervision capacity for CBC implementation can be 

enhanced in Zanzibar. This gap made the development of SB-ISMs to help school 

leaders supervise CBC implementation in Zanzibar important.  

Allay (2019) designed and developed a contextual curriculum for enhancing 

vocational skills learning in primary schools for the Datoga pastoralist community, 

one of the disadvantaged pastoralist communities in Tanzania. The study was 

conducted using a mixed-method research approach and a multiphase design guided 

by the developmental research approach. The required data was collected using 

interviews, observations, documentary reviews, focus group discussions, 

questionnaires, and the administration of tests. The findings of the study revealed 

that pupils were impressed by the materials and acknowledged the relevance of the 

materials to their learning and community needs. Similarly, the findings suggested 

that a majority of the parents valued and commended the materials on the ground that 

the developed vocational skills curriculum materials enhanced learning among the 

Datoga pastoralist communities. The fact that Allay developed a contextual 

curriculum for enhancing vocational skills learning in primary schools for Datoga 

pastoralist communities makes the focus of Allay‘s study to enhance CBC 
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implementation as well. Also, it is exciting from Allay‘s study that the design-based 

research approach continues to contribute to designing intervention programmes to 

address various problems in education. The major limitation of Allay‘s study is its 

failure to design supportive materials to address the major challenge faced by school 

leaders in supervising CBC implementation, notably in Zanzibar, which the present 

study sought to address.  

Furthermore, Nguru (2018) designed and developed curriculum materials in primary 

science on the topic of matter and change of state. The intention of Nguru‘s study 

was to address the rising misconceptions among grade six pupils‘ learning about a 

topic of matter due to the lack of context-based learning resources for this topic. The 

study was conducted in two primary schools in the Dodoma region by involving six 

science teachers, three from each school. In addition, 263 standard six pupils, 93 

from Kaloleni primary school and 169 from Mnadani primary school, were involved 

in the study. The study was undertaken using a developmental and phenomenological 

research design whereby focus group discussions, syllabus reviews, interviews, pre 

and post tests for pupils, and participant lesson observation were the methods used to 

collect data. The findings of the study indicated that the developed materials were 

effective in reinforcing learning science about the matter. The relevance of Nguru‘s 

study can be described from a methodological perspective. Although the focus of 

Nguru‘s study was on developing curriculum materials to address the rising 

misconceptions among grade six pupils‘ learning about a topic of matter due to the 

lack of context-based learning resources on this topic, the methodology used by 

Nguru can still be applied in the present study. Such methodology includes design 

and formative evaluation of materials as well as assessing the effectiveness of the 

materials. The major limitation of Nguru‘s study is the lack of interest in designing 

supportive materials for addressing the challenges faced by school leaders in 

supervising CBC implementation in Zanzibar, which was the focus of the present 

study. 

Using quasi-experimental and phenomenological designs, Hamaro (2015) designed 

and developed grammatical materials for enhancing communicative competence in 

Tanzanian secondary schools. The intention of the study was to design learner-

centred instructional grammar materials to enhance English language grammatical 
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competence among form one learners in Tanzania secondary schools. Documentary 

review, interviews, questionnaires, pre- and post-tests, and observation were used to 

collect data. The findings of the study indicated that there is a relationship between 

students‘ learning with the designed activity-based grammatical materials and 

improved performance in students. Generally, the findings revealed that the materials 

were effective in enhancing communicative competence for students towards the 

implementation of a competence-based English language syllabus. Hamaro‘s study 

(2015) is interesting since it corroborates the worth of a design-based research 

approach in designing an intervention programme in education. Yet, Hamaro‘s focus 

on developing grammatical materials for enhancing communicative competence for 

students towards the implementation of a competence-based English language 

syllabus deviates from the focus of the present study. This implies that developing 

materials as a guide to help school leaders with supervising CBC implementation 

remained a gap which the present study attempted to fill. 

Pembe (2017) designed and developed Intervention Learning Materials (ILM) to 

support Children with Susceptible Writing Difficulties (CSWD) to improve their 

writing ability. In this study, 28 lessons were designed, piloted, and formative 

evaluated to improve their validity and practicality. The study adopted a 

developmental research approach with a quasi-experimental design. For quantitative 

evaluation, a paired-sample t-test was used to compare scores within the group and 

between the experimental and control groups. In qualitative evaluation, ethnographic 

and phenomenological approaches were used. The results revealed that the materials 

were well designed, as evidenced by the teachers and children who were the real 

users of the developed materials. Likewise, the findings indicated that the post-test 

mean scores of the children in the experimental group improved significantly in 

comparison with the control group. In general, the study findings indicated that the 

intervention materials helped to improve the writing abilities of children at risk of 

writing difficulty. Indeed, the study by Pembe (2017) has implications for developing 

intervention materials by using a design-based research approach. In Pembe‘s case, 

this facilitated the development of ILM that supported CSWD to improve their 

writing ability. However, the question that still remains unanswered is how school 

leaders in Zanzibar can be capacitated to supervise CBC implementation. The 
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present study attempted to design SB-ISMs to be used by school leaders in 

supervising CBC in Zanzibar. 

Ksuma (2016) designed and evaluated exemplary learner-centered materials for 

enhancing students‘ attitudes towards mathematics through a learner-centered 

approach in Tanzanian secondary schools. The main intention of the study was to 

support the implementation of CBC in the form two mathematics syllabus. The study 

adopted quasi-experimental and phenomenology designs using control and 

experimental schools to achieve the stated study intention. The results of the study 

indicated a positive contribution of the materials in promoting students‘ learning of 

mathematics through a competence-based syllabus. The results further showed that 

both teachers and their students were more motivated to learn mathematics through 

the designed materials. The study conducted by Ksuma (2016),  provides proof of the 

capacity of a design-based research approach for designing intervention materials to 

solve problems in education. However, the interest of Ksuma‘s study was to develop 

exemplary learner-centered materials for enhancing students‘ attitudes towards 

mathematics through a learner-centered approach in Tanzanian secondary schools. 

This implies that intervention materials for addressing the problems facing school 

leaders in supervising CBC in Zanzibar were not focused on. This indicates the need 

to design SB-ISMs for school leaders to supervise CBC implementation in Zanzibar, 

hence the present study. 

Massi (2015) designed, developed and implemented learner-centred exemplary 

materials to improve teaching and learning of the human evolution topic in the O-

level secondary school history syllabus in Tanzania. The study adopted a mixture of 

qualitative and quantitative research approaches with ethnographic and quasi-

experimental research designs. Observations, checklists, interviews, questionnaires, 

and student tests were used to collect data. The results of the study proved that the 

teaching of human evolution through learner-centered exemplary materials brought 

positive changes in teachers‘ instructional practices, positive attitudes among 

teachers as well as students towards learner-centered exemplary materials, resulting 

in a high rate of students‘ learning. Of interest to Massi‘s study is the development of 

learner-centred exemplary materials to improve teaching and learning of the human 

evolution topic in the O-level secondary school history syllabus, which is basically 
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competence-based curriculum implementation. Similarly, the use of a design-based 

research approach seemed to contribute to the positive outcomes of such an 

intervention programme. Yet, the focus of Massi‘s study was different from the focus 

of the present study. It is in this light that the present study is aimed at developing 

SB-ISMs for school leaders to supervise CBC implementation in Zanzibar, hence the 

need for the present study. 

Peter (2014) designed, developed, and evaluated learner-centered lesson materials for 

improving the teaching of Kiswahili poems to O-level secondary schools. The study 

was undertaken using a pre-test and post-test non equivalent control group quasi-

experimental design. In this, the control groups were trained in the traditional 

practices using chalk and talk techniques found in many textbooks. On the other 

hand, experimental groups were trained using student-centred learning, emphasizing 

self-assessment. The study adopted a developmental research approach whereby the 

learner-centered lesson materials were designed, developed, and evaluated. 

Documentary reviews, interviews, questionnaires, classroom observations, and pre- 

and post-tests were used to collect data. The findings emanated from a semi-

summative evaluation of the developed materials indicated positive results. From the 

findings, it was revealed that teachers could perform many of the steps suggested in 

the materials, which helped in classroom management and improved their 

pedagogical content knowledge. Also, it was revealed from the study findings that 

students were active, motivated, and could do many of the activities suggested in the 

materials, thus increasing their Kiswahili poetry writing skills. In fact, the study by 

Peter (2014) was very important because it has enriched our understanding of the 

usefulness of the design-based research approach in designing the intervention 

programme for addressing competence-based pedagogical challenges in Tanzania. 

However, the intervention materials required by school leaders for supervising CBC 

implementation in Zanzibar were deficient in Peter‘s study, hence the need for the 

present study. 

In an effort to implement an Integrated Chemistry Module (ICM), Gabriel (2013) 

designed, developed, and evaluated a coaching programme to enhance science 

teachers‘ ability and competence in using the ICM lesson approach in a Competence 

Based Education (CBE) in the classroom context. Categorically, the use of ICM 
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lessons‘ approaches demands that teachers organise and scaffold students with a 

variety of activities to enable them to learn through practice to be able to demonstrate 

what they are learning in their environment. In fact, Gabriel thought that the 

development of ICM was a very important innovation in this era of competence-

based syllabuses, which appeared to be new to most of the teachers in Tanzania. In 

attempting to address the identified problem, the study employed a developmental 

research design entrenched in the ethnographic qualitative research approach. The 

study involved a total of 16 teachers in 10 schools from two regions in Tanzania. 

Retrospective questionnaires, classroom observations, and interviews were used as 

data collection methods. The study findings indicated that most teachers in the trial 

schools were affirmative about the intervention programme. The teachers acquired 

the essential skills and knowledge needed for CBC and the ICM lesson approach. 

The findings also revealed teachers' improved competence in using a variety of 

activities suggested in the ICM lessons. Besides, it was clear from the findings that 

teachers improved competence in using the recommended technology and web 

resources during the teaching and learning process. Furthermore, the findings 

revealed that the pupils were impressed with the use of the ICM lesson approach, 

which made them participate actively in the teaching and learning process.  From 

Gabriel‘s study (2013), it is good to note that the use of a design-based research 

approach enabled the development of ICM to enhance science teachers‘ ability and 

competences in using the ICM lesson approach in a Competence-Based Education 

(CBE). Still, the study by Gabriel had no interest in designing supportive materials 

for supervising CBC implementation. The present study, therefore, seeks to address 

this gap by developing SB-ISMs for school leaders to supervise CBC implementation 

in Zanzibar. 

William (2012) conducted a study to stimulate an activity–oriented learning 

environment through designing and developing an Integrated Chemistry Module 

(ICM) lesson as an intervention. The study was among the strategies focused on 

promoting classroom inquiry in "A" level chemistry in Tanzania. Specifically, the 

study designed ICM that can enhance inquiry learning in the "A" level chemistry 

syllabus, developed the modules into prototypes, tested them, and proposed their 

sustainability. The study adopted a developmental research approach using a quasi-
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experimental approach. The findings revealed that students and teachers were highly 

impressed and motivated by the use of the ICM approach.  In this light, the findings 

suggest that the approach is an excellent way of implementing an inquiry in "A" 

Chemistry. Of particular interest in William‘s study (2012) is the development of 

ICM to enhance inquiry learning in the "A" level chemistry syllabus. It is also 

appealing to note that the developed ICM followed a design-based research 

approach, which provided promising results. There is no doubt that William‘s study 

was about facilitating teaching and learning in a competence-based curriculum, 

which is also the focus of the present study. Nonetheless, the developed intervention 

material in William‘s case was not for enabling school leaders to supervise CBC 

implementation as it has been portrayed. It is this knowledge gap that makes the 

design of SB-ISMs for enabling school leaders to supervise CBC implementation in 

Zanzibar imperative. 

Kitta (2004) conducted a study to design and develop mathematics teaching and 

learning materials for teaching probability and designing for teachers' collaborative 

learning (COSMAT) to enhance mathematics teachers‘ pedagogical content 

knowledge and skills in using materials to teach mathematics in O-level secondary 

schools in Tanzania. To design and evaluate the COSMAT, the study opted for a 

developmental research approach. The study findings proved that the approach had a 

positive impact on both teachers and students. The COSMAT-programme had a 

positive impact on teachers‘ pedagogical content knowledge and skills, as well as on 

their collaboration. In addition, the findings indicated that the students showed an 

appreciation for the topic of probability as being useful in day-to-day activities. The 

students also valued activity-based teaching and team teaching approaches. In 

essence,  the study by Kitta (2004)  makes a methodological contribution since the 

study continues to prove the usefulness of design-based research for designing 

intervention programmes. Similarly, enhancement of activity-based teaching and 

team teaching approaches ideally implies that Kitta‘s study facilitated the CBC 

implementation for which the present study was designed. However, the 

development of the intervention programme (COSMAT) by Kittas‘s study focused 

on teachers, particularly mathematics teachers in the Tanzania Mainland. A gap that 

was yet to be filled was the way school leaders in Zanzibar could be enhanced to 
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supervise CBC implementation more effectively. This gap made the need to conduct 

the present study significant. 

Tilya (2003) designed, developed, and tested practical physics teaching and learning 

materials for A-level secondary schools in Tanzania known as the Micro Computer–

Based Laboratory (MBL).The main purpose was to enhance students‘ interaction 

through hands-on activities using the technology-rich environment during the 

practical lessons. For example, the simple pendulum, waves, and motion topics. The 

study was conducted bearing in mind the need to design an intervention that closes 

the gap between traditional teaching practices and an activity-based physics teaching 

approach supported by MBL innovation. This was perceived as a difficult and 

complex process since it required change in teachers‘ beliefs, in the school learning 

infrastructure, and in the administrative support system. In such a scenario, in-service 

education was used as a means to bring about a change in teacher beliefs. The 

developmental research approach was opted for in designing the MBL as an 

intervention. The findings of the study showed that the intervention equipped 

teachers with knowledge and skills that could help them diagnose the students‘ 

misconceptions and use them as the starting point for devising an appropriate 

teaching strategy to address their misconceptions. The findings also indicated that the 

workshop content was appropriate as it immersed the participants in activity-based 

learning and experimentation. Overall, the study findings indicated that teachers 

were able to integrate MBL into their science lessons during the actual classroom 

implementation of MBL. 

Indeed, the study by Tilya (2003) provided an opportunity to learn the significant 

stages of a design-based research approach for intervention programme development 

and execution. In Tilya‘s study, a design-based research approach facilitated the 

development of practical physics teaching and learning materials whose intention 

was to enhance students‘ interaction through hands-on activities using the 

technology-rich environment during the practical lessons. As in Kittas‘s study, Tilya 

also wanted to enhance competence-based pedagogical practices remarkably in the 

physics subject. It should be noted that enhancement of CBC implementation in the 

class room context also lies within the scope of the present study. However, unlike 

Tilya‘s study, which capacitated teachers to execute CBC lessons in the Tanzania 
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Mainland, the enhancement of CBC implementation in the present study was done by 

developing supervisory materials (SB-ISMs) for school leaders in Zanzibar. With 

these materials, school leaders could support their teachers to implement CBC more 

effectively. 

2.9.2 Developmental studies for enhancing the supervision capacity of school 

leaders for CBC implementation 

This section presents the review of empirical studies from outside and within 

Tanzania with regard to the enhancement of SBIS capacity for effective 

implementation of CBC. Those studies include one by Carey (2011), who conducted 

a study to improve the instructional leadership capacity of school principals in the 

USA through technology professional development training. The intention of 

Carey‘s study was to provide six school district principals with technology 

professional development that enabled them to be effective instructional leaders or 

supervisors for technology integration into the curriculum. The study adopted a 

design-based research approach involving both qualitative and quantitative research 

approaches to effectively answer the research questions. The data were collected 

quantitatively through formative and summative surveys. On the other hand, the 

collection of qualitative data was made by using participant observations, interviews, 

focus groups, and artifact collection. The findings of the study indicated that the 

principals perceived their technology training programme as effective in enhancing 

their instructional leadership skills. Specifically, the principals acknowledged that the 

technology training programme provided them with the focus, competence, and 

confidence to implement technology integration through effective planning, 

evaluation, and enrolment of all stakeholders (teachers) in the change process. 

Admittedly, the  study by Carey (2011) was intended to make school principals in the 

USA instructional supervisors for technology integration into the curriculum. In 

essence, technology integration has enormous potential for fostering a collaborative 

teaching and learning process, which is critical in a competency-based 

curriculum.Again, the use of a developmental research approach in creating the 

intervention was also commendable. However, Carry‘s study was conducted outside 

Tanzania-Zanzibar, whose culture in terms of the education system, teachers‘ 

training, and professional development for school leaders are different. This in turn 
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creates a contextual gap in the first place. Also, Carey‘s study did not develop and 

field test the material that could help supervisors supervise CBC implementation in 

its three basic areas, namely instructional planning, instructional delivery, and 

assessment practices, which this study embarked on. The current study designed SB-

ISMs to be used by school leaders in supervising CBC implementation in Zanzibar. 

Audrey and Wood (2016) conducted an intervention study to improve the 

instructional leadership of heads of departments in under resourced schools in peri-

urban areas of the Eastern Cape Province in South Africa. Basically, the study was 

motivated by an increasing number of learners in the said region who are failing to 

perform adequately in their national and international benchmark tests. In this 

respect, such poor performance was linked to poor teaching and a lack of effective 

instructional supervisory practices in schools. In this view, improving the 

instructional leadership skills of heads of departments felt like a solution. The study 

was conducted using participatory action research. The four heads of departments 

(three females and one male) volunteered to take part in the study, whereby about six 

action learning set sessions were facilitated for them. Open-ended questions, 

observations, photovoice, and reflective journals were used as data collection 

methods. Findings of the study indicated that heads of departments appreciated the 

way they learned how to influence teachers and teaching assistants to take 

responsibility for their own learning and development by introducing them to the 

concept of working in democratic, focused, and collaborative teams to improve 

teachers‘ motivation and commitment in their instructional activities. Although this 

study was successful in enhancing the instructional supervisory capacity of heads of 

departments to improve teachers‘ pedagogical skills, the study did not come up with 

a package of intervention materials to support supervision of CBC implementation, 

which is the main research agenda of the present study. 

Moreover, Rittenour (2017) investigated how Professional Learning Communities 

(PLC) can be used as a method for increasing instructional leadership capacity in 

teaching and learning in USA. Specifically, the study is intended to examine how 

Minnesota school district principals could use collaboration to increase their 

knowledge and competence in supervising the teaching and learning process. An 

action research approach was used to attain the research objectives. The findings 
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from this study showed that the involvement in PLC was a valuable decision in 

improving principals‘ instructional leadership skills. Nonetheless, like any other 

research done on the supervision capacity of school leaders outside Tanzania, this 

study is not free of flaws. In the first place, the fact that the study was conducted in 

USA and not Tanzania, particularly in Zanzibar, creates a contextual gap. In 

addition, although the study was conducted using action research, it does not follow 

the design-based research phases, namely preliminary research, prototyping, and 

summative assessment, through which the present study, was conducted. In addition 

to that, the study by Rittenour (2017) has no focus on the development of material to 

support school leaders in supervising CBC implementation, for which the present 

study was carried out. 

Another study was conducted in Tanzania by Siamoo (2013) to develop the 

instructional leadership skills of high school principals by using a Problem-Based 

Learning (PBL) approach. The study adopted a developmental/design-based research 

approach to address the observed problem. In this context, using PBL, the curriculum 

for training secondary school leaders and the workshop through which it was 

facilitated was field-tested and refined. The workshop and its curriculum are 

intended to improve pedagogical leadership skills among headmasters and mistresses 

in Tanzania. This was done by enabling them to perform an evaluation and supervise 

classroom instruction. The study findings suggest that the PBL approach is 

instrumental in increasing the capacity of school leaders to perform supervision of 

classroom instruction, hence improving teachers‘ instructional skills. 

Of particular interest in the study by Siamoo (2013) is the use of a design-based 

research approach in developing the instructional leadership skills of high school 

principals in Tanzania by using a Problem-Based Learning (PBL) approach. 

Apparently, building the capacity of headmasters and headmistresses to carry out 

evaluations and supervise classroom instruction for students to develop the intended 

competences is one of the key attempts to ensure competence-based curriculum 

implementation. However, Siamoo‘s study was conducted in Tanzania Mainland, 

whereby compared to Zanzibar, several intervention programmes for CBC have been 

designed and implemented (See Allay, 2019; Gabriel, 2013; Tilya, 2003; William, 

2012).  In addition to that, Siamoo enhanced school leaders‘ capacity to perform an 
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evaluation of classroom instruction, which is just one aspect of supervising CBC 

implementation. Thus, a more comprehensive study would develop materials for 

enhancing school leaders‘ capacity to supervise CBC implementation by covering 

instructional planning, instructional/lesson delivery, and assessment practices. 

Therefore, the present study was conducted to design SB-ISMs to be used by school 

leaders in supervising CBC implementation in Zanzibar by mastering instructional 

planning, instructional/lesson delivery, and assessment practices. 

Again, an intervention study by Taasisi ya Elimu Tanzania (2016) was carried out to 

enhance school heads‘ potential in supervising the problem of teaching the 3Rs in 

Zanzibar (Reading, Arithmetic, and Writing). The intervention had the potential to 

improve school heads‘ capacity to supervise the implementation of 3Rs. As a result, 

teachers were also found to be effective in teaching the same. Nonetheless, the 

studies were interventionist in nature but did not adhere to the design-based research 

phases in designing intervention materials to build the capacity of school leaders in 

supervising the problem of teaching 3Rs to the greatest extent possible. In addition to 

that, the intervention was not very particular about enhancing school leaders‘ 

capacity to supervise CBC implementation. These limitations suggest the need for an 

in-depth study that develops intervention materials to enhance school leaders‘ 

instructional supervisory skills for effective CBC implementation in Zanzibar, which 

the present study sought to address. 

2.10 Synthesis of the Reviewed Literature and Knowledge Gap 

The point of departure for the literature review was an analysis of the theories that 

governed the present study, namely path goal theories and adult learning theories. 

The chosen theories provided useful inputs for establishing quality criteria used for 

designing the content of the intervention programme and its execution. The review of 

related literature also involved a conceptual understanding of school supervision in a 

way that differs from inspection. Conceptually, it came to light that school 

supervision is an important service in the education system for ensuring that 

educational quality in schools is attained through supporting schools in continuous 

improvement of the teaching and learning process. In this respect, the reviewed 

literature highlighted four supervision models, including the classical supervision 

model, the central control supervision model, the close-to-school support model, and 
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the school-site supervision model. While each model of supervision had its strengths, 

which made it a positive tool for ensuring quality education or school improvement 

through staff development, several weaknesses were also noted in the use of the 

models, which hindered their full potential to improve quality education.  

Several instructional school supervision techniques carried out by school leaders in 

the course of fulfilling their supervision roles were also described. The instructional 

school supervision techniques included classroom observation, demonstration, 

teacher visitation, workshop techniques, micro-teaching, clinical supervision, and 

checking of teachers‘ professional documents. Some of these instructional 

supervision techniques guided the development of intervention content. The 

literature review went further by exploring the influence of instructional supervision 

on curriculum implementation. The review of this sub-section was motivated by the 

key argument of the present study that enhancing school leaders‘ supervision 

capacity is indispensable for effective curriculum implementation. In this light, the 

reviewed studies proved that school supervision is a cardinal vehicle for influencing 

effective curriculum implementation. In this sense, it is probable to infer that 

ineffective curriculum implementation is triggered by school leaders who are 

incapable of executing supervisory functions. 

The review of the literature also focused on curriculum reforms that emerged in 

Tanzania at different ages. This included the 1967 curriculum reform, which was 

motivated by several weaknesses in colonial education that focused on white-collar 

skills, hence the formation of ESR. In addition, the 1979 curriculum reform came to 

light in order to solidify the implementation of the ESR and socialism 

philosophy.Similarly, the 1997 curriculum reform, which basically revised the 

educational system in light of 21st century demands. Clearly, this reform was marked 

by a change in political economy perspectives from socialism to liberalism in the 

1980s and the wave of multipart in the 1990s. Consequently, this reform inspired the 

review of the educational system, hence the formation of ETP in 1995. This policy 

provided a new direction for the educational system and the curriculum in particular. 

The review of literature also entailed an overview of CBC in general and the status of 

CBC in Tanzania by focusing on its implementation status. In this, it was noted that 

since 2005, when CBC reform was introduced, its implementation remained 
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inadequate. It was apparent that inadequate instructional supervision service at the 

school level was one of the contributing factors behind the problem. 

Professional development as the linchpin of any educational reform was also a key 

component of the literature review. It became evident from the literature that the 

success of any introduced educational reform lies in the immediate support of the key 

implementers, including school leaders and teachers. The overview of design-based 

research was also reviewed. In this , it was clear from the literature that the design 

and development of any intervention are governed by three major research phases, 

namely preliminary research, prototyping, and summative evaluation. Besides, the 

quality of the intervention is determined by three aspects, namely: validity, 

practicability, and relevance or effectiveness. Lastly, the review was based on 

empirical studies in education in general and school supervision, in particular, to 

ascertain what has been explored by previous scholars in Tanzania and abroad on the 

subject under investigation. Clearly, the review of developmental or design-based 

empirical studies has indicated that various attempts have been made by different 

scholars worldwide to design and implement supportive materials as an intervention 

to address different challenges in education. These materials proved significant in 

addressing the targeted challenges. The gaps in those empirical studies are mainly in 

the focus and setting of the respective studies. Most of those studies were conducted 

outside with no interest in Tanzania's educational challenges. It is also worth 

underscoring that the studies conducted in Tanzania then lacked a clear focus on 

supervision of the curriculum, notably CBC. 

 Moreover, the reviewed literature worldwide also supports that improving SBIS is a 

key strategy for improving school leaders‘ capacity to supervise effective teaching 

and learning. Recognizing this, various approaches have been put in place to improve 

heads of schools‘ instructional supervision capacity elsewhere in Tanzania and 

Zanzibar in particular. These approaches include the use of professional learning 

communities, technology, and Problem-Based Learning (PBL) curriculum module. 

However, these studies lack the characteristics of the design-based research approach 

that the present study seeks to focus on. Again, these studies are not very specific to 

enhancing school leaders‘ supervisory capacity for CBC implementation. This 

situation calls for the need to conduct the present study. Hence, the present study was 
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an attempt to contribute towards enhancing the school-based instructional 

supervision capacity of school leaders for the implementation of CBC. Specifically, 

the study designed and developed SB-ISMs comprising professional developmental 

workshops to enhance school leaders‘ capacity to supervise an effective 

implementation of CBC in Zanzibar. 

2.11 Conceptual Framework 

A conceptual framework demonstrates a researcher‘s map or structure used for 

addressing a particular issue of interest (Camp, 2001). Further to this, posit that 

conceptual frameworks represent the researcher‘s understanding of how the 

particular variables in his or her study connect with each other, which can be 

presented graphically or in narrative form. While describing the process of 

constructing a conceptual framework, Adom et al. (2018) elucidate that the 

conceptual framework can be constructed with the concepts and some inputs from 

empirical research and important theories used in promoting and systemizing the 

knowledge espoused by the researcher. In line with this understanding, this study 

was guided by a conceptual framework which involved three basic stages of 

developmental study proposed by van den Akker (1999), namely preliminary 

research, prototyping, and summative evaluation. This frame work acted as a general 

map for this study, given the fact that it guided and provided coherence to the 

empirical investigation of the research problem. The schematic presentation of the 

conceptual framework is conspicuously illustrated in Figure 2.1.  
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Figure 2. 1 A Conceptual Framework for Designed SB-ISMs to Enhance 

School Leaders Capacity to Supervise CBC Implementation  

 

 

 

 

 

 

 

 

 

 

Source: Modified from van den Akker (1999) 
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The relevant theories (PGT and ALT) were also analysed to provide a researcher 

with a framework for making sense of the issue under investigation. On the whole, 

context analysis and literature review provided the groundwork for the formulation 

of designed guidelines and specifications. The designed guidelines and specifications 

created a point of departure for prototyping or development of SB-ISMs. Eventually, 

the SB-ISMs were subjected to appraisals for improvement. The key appraisals in 

this context involved experts in developmental studies, experts in the field of 

educational management, and experts in curriculum development. Also, users of the 

materials (section leaders) were key stakeholders in appraising the designed 

materials. The materials also had to be subjected to simulation training as a means of 

piloting them in order to improve their practicability. The insights stemming from the 

simulation training were presented in chapter four. Finally, the refined SB-ISMs 

were taken for summative evaluation to test their effectiveness. In this phase, both 

closed and open-ended questionnaires, analysis of the document review guide, and 

observation guide were used as means of collecting data to inform the effectiveness.  
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.0 Introduction 

This chapter discusses how this study achieved its objectives. The chapter discusses 

the methodologies used by the researcher to complete the study. It discusses the 

philosophical underpinnings and the research approach of the study. Other areas 

presented in this chapter include research design, location of the study, target 

population, sample, and sampling techniques. It also presents data collection methods 

and instruments, data analysis procedures, and the rigour of the study in terms of 

validity and reliability. It also presents the trustworthiness of the study. Finally, the 

chapter explains the ethical issues that were adhered to while conducting this study. 

For quick reference and clarity, the main issues that are central to this chapter are 

presented in Table 3.1, and their corresponding details are given afterward.  



88 

Table 3.1 An Outline of the Research Methodology Employed 

S/N RESEARCH ASPECTS COMPONENTS 

1. Philosophical orientation  Pragmatism 

2. Research approach  Mixed methods 

3. Location  Urban west region (West B district and Urban 

district )in Zanzibar 

4. Research design  Embedded mixed methods design 

5. Sampling procedures  Purposive sampling  

6. Data collection methods 

and instruments  
 Interview (Semi-structured interview guide) 

 Observation (Observation guide/schedule) 

 Questionnaire (Retrospective pre-test post-test 

questionnaire) 

 Document Review (Document review guide) 

7. Data analysis procedure  Qualitative data: 

 Thematic analysis (Braun & Clarke, 2006) 

 Content analysis for document review data 

Quantitative data 

 Descriptive statistics (mean, standard deviation, 

frequency, and percentages) 

 Inferential statistics (Factor analysis and a paired 

sample t-test) 

8. Validity  Face validity 

 Content validity  

 Convergent and discriminant validity 

9. Reliability   Composite reliability coefficient 

10. Trustworthiness   Credibility 

 Prolonged engagement 

 Triangulation 

 Peer scrutiny 

 Member checking 

Transferability 

 Providing readers with clear boundaries of the 

study 

Dependability 

 The inquiry audit 

 Peer scrutiny 

 Provision of in-depth methodological descriptions 

Confirmability 

 Audit trail 

 Involvement of various experts in materials 

development  

 Provision of in-depth methodological descriptions 

 Triangulation 

  

11. Ethical considerations  A request of research clearance 

 Ensuring voluntary participation 

 Informed consent 

 Ensuring the right to withdraw from the study 

 Confidentiality of participants‘ responses 

Source: Researcher‘s plan (2020) 
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3.1 Philosophical Orientations of the Study 

The study's philosophical orientation entails a belief system and an understanding of 

the world view that guides the researchers on how to acquire knowledge 

(epistemology) and the nature of social reality (ontology) (Guba & Lincoln, 1994; 

Laverty, 2003). The present study is, therefore, framed within the pragmatism 

paradigm. In the views of Denscombe (2008) and Mitchel (2018), pragmatism is the 

philosophical partner of the mixed research approach. Denscombe (2008) and 

Mitchel (2018) added that pragmatism would be an appropriate philosophical 

paradigm for a researcher investigating a phenomenon by using both quantitative 

(positivistic perspective) and qualitative (interpretivistic perspective) for a deeper 

understanding of phenomena. The importance of pragmatism is further elaborated by 

Creswell (2014), who argues that pragmatism is the philosophy that welcomes a 

mixed design, approach, data collection and analysis. While explaining the 

applicability of pragmatism in the study, researchers emphasized that pragmatism is 

oriented towards solving practical issues in real-world settings rather than being 

anchored primarily in knowledge creation (Creswell, 2014; Maarouf, 2019).   

Therefore, pragmatism was deemed suitable in the present study based on such 

grounds. This is because the purpose and nature of research questions under this 

study were best addressed by using both a positivistic perspective (objectivity) and 

an interpretivistic perspective (subjectivity). For example, in this study, the first 

research question, which intends to establish the quality criteria for designing SB-

ISMs to enhance SBIS capacity for the implementation of CBC, and the second 

research question, which intends to examine users‘ and experts‘ reflections for 

improving the designed SB-ISMs, were addressed by using an interpretivistic 

perspective. The third research question, which intends to assess the effectiveness of 

the validated SB-ISMs, was addressed by a positivistic perspective where the 

construct (SB-ISMs) was measured objectively by a retrospective pre-test post-test 

questionnaire. Likewise, the use of pragmatism in the present study also stems from 

the fact that the present study is oriented towards solving the problems faced by 

school leaders in supervising the effective implementation of CBC. 
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Crotty (2003) defines ontology as the study of being or science of being, the nature 

of existence, or the structure of reality. Using this ontological framework, 

interpretivist researchers see reality as subjective, that is, there is no single reality or 

absolute truth, but rather the reality is found in the multiple perspectives of the 

participants and is inherently dependent on the researcher (Kivunja & Kuyini, 2017). 

On the other hand, positivists view reality as objective and independent of the 

researcher (Aliyu, Bello, Kasim & Martin, 2014). They believe that knowledge exists 

outside of individuals or can be imposed from outside (Elshafie, 2013). The intent is 

usually to test hypothesis or theory statements deductively, searching for evidence to 

either support or refute the hypothesis (Schuh & Barab, 2008). Regardless of whether 

the study involves both qualitative and quantitative research approaches, each having 

its own belief in reality, pragmatist researchers view reality within the context of 

what works best to address the issue under investigation (Descombe, 2008; Maarouf, 

2019). With this in mind, and because the current study is guided by the pragmatism 

philosophical stance, the reality in this study is the SB-ISMs, which have been shown 

to work well in addressing the challenges faced by school leaders in more effectively 

supervising CBC. 

According to Crotty (2003) and Lynette (2018), epistemology is the science of truth, 

and it is a way of understanding and explaining how we know what we know. With 

positivist epistemology, researchers become objective observers when studying 

phenomena that exist independent of them (Chiang, 2018; Creswell, 2014). While 

studying the phenomenon, the researchers do not disturb what is being observed; 

hence, the focus is on having reliable and valid tools to obtain the reality 

(Alharahsheh & Pius, 2020; Creswell, 2014). Under interpretivist epistemology, 

researchers believe in socially constructed multiple realities and they believe that 

reality cannot be obtained without the worldviews, concepts, and background of the 

researchers (Creswell, 2014; Descombe, 2008). This implies that reality and truth are 

created, not discovered as claimed by positivists. For pragmatists, the best method to 

obtain reality is the one that addresses the issue under investigation or the one that 

solves the problem (Chiang, 2018; Creswell, 2014; Descombe, 2008; Drobot, 2012).  



91 

At some point, since this study was guided by a pragmatist philosophical orientation, 

interpretivist epistemology was used, whereby the interaction between the researcher 

and participants was inevitable to understand the problem under study. Thus, in this 

study, the researcher spent a significant amount of time interacting with the 

participants who are actively involved in the process of school supervision to realize 

how they perceive the SBIS and the extent to which they adopt it to implement the 

CBC. Viewing the lived experience and gaining knowledge, the researcher, in 

collaboration with the school leaders, designed and developed the SB-ISMs. 

Likewise, the researcher collaborated with experts to appraise the SB-ISMs. 

Likewise, positivist epistemology was involved. In this case, the extent to which the 

developed SB-ISMs are effective was to be tested statistically by using a pre-

determined set of questions. By and large, the use of both interpretivist and positivist 

epistemology in the present study seemed appropriate to address the problem at hand 

(enhancing school leaders‘ capacity in supervising CBC implementation). 

3.2 Research Approach 

In view of this philosophical direction, the study used a mixed-methods approach 

whereby both qualitative and quantitative approaches were employed. However, the 

qualitative approach dominated the study, following the requirements of the research 

objectives. In this study, the qualitative approach provided an opportunity to get the 

lived experiences of participants on SBIS for CBC implementation. It also enabled 

the researcher to get participants‘ views on the appropriate characteristics of SB-

ISMs and the effectiveness of the intervention. On the contrary, a quantitative 

approach was exclusively used in assessing the effectiveness of the proposed 

intervention. The use of a mixed methods approach in this study was inspired by the 

assumption that the strength of one research approach can offset the methodological 

shortcomings of the other to produce robust and more reliable data. In this case, the 

intervention was developed by considering the participants‘ lived experiences. The 

effectiveness of the developed intervention was also assessed by considering the 

participants' experience with the intervention. However, the extent to which the 

developed intervention is effective is challenging. Thus, the extent to which the 

developed intervention had produced an impact on the supervisory skills of section 
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leaders was to be known by employing a specific statistical technique; thus, a 

quantitative approach was required. 

The grounds for using a mixed methods approach in this study were to build on the 

merits of each approach to squarely grasp the phenomena under investigation more 

adequately than what could be possible through either approach. This practice is also 

supported by Musandu (2018), who contends that words and narratives from the 

qualitative phase of the study can be used to add prominent meaning to quantitative 

data collected during the quantitative phase. Therefore, the use of the mixed methods 

approach generated quantitative and qualitative data, which subsequently enabled the 

study to have greater, richer, and rigorous justifications for making valid inferences 

about the effectiveness of the proposed intervention (Ponce & Pagan-Maldonado, 

2015). Moreover, the decision to use the mixed-method approach in this study 

depended on the fact that it could help the researcher keep away from potential 

single-approach bias. This makes the entire study appealing to a wide range of 

audiences with diverse methodological orientations. Some people are convinced by 

qualitative research, while others find quantitative research more alluring. In this 

case, the use of a mixed methods would augment the likelihood that a wide range of 

audiences would find the conclusions strong and convincing and thus use the 

findings (Wiersma & Stephen, 2009). The use of mixed-method approach in this 

study helped to enhance the research findings through the protagonists of both 

qualitative and quantitative research approaches. 

3.3 Research Design  

Research design is a grand plan or a procedural plan adopted by the researcher to get 

valid answers to the research questions (Babbie & Mouton, 2001; Bryman & Bell, 

2007; Mukherjee, 2017; Creswell, 2014). Otherwise, it is the planning of how 

research questions are going to be addressed and deciding on the best or most 

suitable ways of doing that (Agherdien, 2007). Since this study employs a mixed 

methods approach, a phenomenography design was employed to capture the 

qualitative data. A single-group quasi-experimental design was used to gather 

quantitative data, that is, to assess the effectiveness of the developed intervention. 

However, an embedded research design was used as a whole. Assarroudi and 
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Heydari (2016) elaborate on phenomenography as a qualitative design that seeks to 

identify a variety of ways in which people experience a given phenomenon.  

Expounding it further, Barnard et al. (1999) articulate that the interest of 

phenomenography lies in the identification and description of variations in people‘s 

understanding of a phenomenon. In this study, phenomenography design was used in 

designing, developing, and evaluating the intervention materials, drawing from 

participants‘ perspectives, experts‘ views, and simulation training. A single-group 

pre-test post-test design, which is also known as a one group pre-test post-test design, 

is a quasi-experimental design in which the same dependent variable is measured in 

one group of participants before and after treatment is administered. As presented in 

Table 3.2,  Knapp and EdD (2016) argue that one-group pre-test and post-test design 

usually involves three steps. The first step is administering a pre-test measuring the 

dependent variables. The second step entails applying the experimental treatment (x) 

to the subjects and, lastly administering a post-test and again measuring the 

dependent variable. The difference attributed to the application of the experimental 

treatment is then evaluated by comparing the pre-test and post-test scores (Ary, Lucy 

& Sorensen, 2010). 

Table 3. 2 One Group Pre-test Post-test Design 

Pre-test  Independent variable Post-test 

Y1 X Y2 

Source: Knapp and EdD (2016) 

 

In the context of this study, the procedures of the single group pre-test post design 

involved the following steps: 

 Administering a pre-test (Y1): In this context, this step is proposed to measure 

section leaders‘ practices of supervising CBC implementation before the given 

treatment. 

 Applying experimental treatment to the section leaders: This involved using SB-

ISMs to enhance their supervisory capacity.  

 Administering a post-test (Y2): This step attempted to measure section leaders‘ 

improved practices in supervising CBC implementation after being given 

treatment.  
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In this way, by applying one group pre-test and post-test, the researcher wanted to 

find out whether there were any significant differences among the section leaders in 

terms of CBC supervision capacity before and after being exposed to the 

intervention. Although this particular design does not include a control group, it was 

found appropriate in this study since it provides room for comparing the scores after 

treatment to scores on the same measure on the same participants prior to the 

treatment to establish the impact of the intervention programme. 

In this study, a single-group quasi-experimental design was used to assess the 

effectiveness of the developed intervention. Eventually, the embedded intervention 

design was used to address the research questions of the study as a whole. It is 

claimed that the embedded design is particularly used when the researcher needs to 

include qualitative or quantitative data to answer the research question within a 

largely quantitative or qualitative study (Creswell, 2014). Adding to this 

understanding, it is further claimed that embedded intervention design is appropriate 

when one type of data is most critical to the researcher (Creswell & Plano-Clark, 

2007). This is the case when the researcher is most interested in qualitative data and 

quantitative data plays a supporting role and vice versa. This design is particularly 

useful when different research questions require different types of data (qualitative 

and quantitative). Accordingly, in this study, the primary data set seems to be 

qualitative as it is mirrored and demanded by the nature of the main research 

questions, and hence quantitative data will play a secondary role in addressing the 

research questions, particularly those qualitative in nature. In this case, assessing the 

effectiveness of the current intervention programme was mainly quantitative, with 

some elements of qualitative research. It was felt that qualitative explanations of the 

treatment results would not make much sense if there had not been outcomes 

measured from quantitative viewpoints. It is in this light that the quantitative strand 

was embedded at this juncture for complementarities. Besides, the mixing of 

quantitative strands within the primacy of the qualitative approach in this vein occurs 

during data collection, data analysis, and data visualization. By following the design-

based research phases suggested by van den Akker (1999), this study progressed 

through three main phases: preliminary research phase, prototyping phase, and semi-

summative evaluation phase.  
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3.3.1 Preliminary research  

This phase is composed of a literature review and context analysis (Plomp, 2009). 

Further, Plomp encapsulates that the main function of the literature review is to guide 

the researcher in creating a series of design guidelines and specifications that will 

provide necessary insights to shape the structure of the study as well as the 

programme itself. Similarly, context analysis is used for initial exploration of key 

issues faced by practitioners in their natural setting, as well as designing and 

developing initial guidelines. In this study, the literature review involved the review 

of various documents such as training policy guidelines on school supervision, a 

school-based instructional supervision framework, CBC implementation guidelines, 

and teachers‘ professional development training policies.  

In this case, the literature review was important in providing pertinent information on 

the areas in need of support in order to carry out effective supervision of CBC 

implementation in schools. The review of literature in this particular section also 

helped in identifying appropriate content that school leaders used in the daily 

supervision of the teaching and learning process. As far as context analysis is 

concerned, an attempt was made to explore major issues faced by school leaders in 

supervising CBC implementation. Preliminary research revealed that, while the CBC 

continues to govern the everyday teaching and learning process in Tanzania, 

particularly in Zanzibar, school leaders are not yet confident in the effective 

supervision of CBC implementation. This indicates further that teachers do not get 

the full support and coaching they need to improve their pedagogical skills. 

Furthermore, teachers were able to share their experiences with how they were 

supervised by their school heads prior to the start of the intervention. 

The information gathered from context analysis and the state-of-the-art literature 

provided useful inputs for creating a relevant conceptual framework for the study and 

the generation of design guidelines and design specifications for the materials 

constructed for the study, which are regarded as quality criteria of this study. The 

detailed findings derived from the preliminary investigation, also known as a needs 

assessment of the study, are presented in chapter four of this thesis. 



96 

3.3.2 Prototyping phase 

According to Plomp and Nieveen (2007) and Van den Akker (1999), prototyping, 

also known as product designing or micro phases, is the design-based research phase 

that characterizes all products that are designed before the final product is 

constructed and fully implemented. It represents iterative and cyclical design and 

development along with formative evaluation of the prototypes aimed at improving 

the quality of the intervention materials (Nieveen, 1999). Given the afore-presented 

definitions, prototyping is viewed as a very important foundational stage in design- 

based research since it allows the shape and form of the materials to be checked and 

improved before subjecting them to field testing and actual production. In the context 

of this study, prototyping involved the design and formative evaluation of SB-ISMs 

for school leaders to use for supervising CBC implementation.  

Further, it is claimed that, in the prototyping phase, several tests of the materials 

prior to the main field test are undertaken to examine the practicality of the early 

product (prototype) and potentially to investigate how the sample of users think and 

feel about the early product (Kennedy-Clark, 2013). According to Nieveen (1999), 

the quality of the intervention materials or prototypes can be judged or ensured by 

using three criteria, namely: validity, practicability, and effectiveness. Validity is 

established by ensuring internal consistency between the materials and the state-of-

the-art knowledge (content validity) and ensuring that different components of the 

materials are consistently linked to each other (construct validity).  

Practicality is ensured when the materials become usable by the intended users 

(section leaders in this case, and also experts) in a way that reflects the developer‘s 

intention. Effectiveness is ensured when the target users appreciate and feel that the 

desired intervention addresses their challenges. In general, it represents the 

implications of the intervention for both school leaders and teachers in light of the 

acquired theoretical and practical innovations (Januario, 2008). Table 3.3 depicts the 

quality focus that the researcher took into account across the three main research 

phases employed in this study and the related research activities undertaken. As 

previously stated, the current study began with preliminary research by reviewing 

relevant literature on what other scholars consider to be good practice in the 

supervision of CBC. Preliminary research also involved context analysis to explore 
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the set of supervision practices that section leaders employ in schools. Similarly, the 

researcher was also interested in gathering teachers‘ voices on how they are 

supervised and supported by their leaders in implementing CBC in schools. In fact, 

this created bedrock for the design and development of prototype zero, from which 

other subsequent prototypes were iteratively developed. Therefore, procedurally, the 

desired intervention materials in this study were accomplished through three major 

successive drafts (prototypes), namely prototype zero, the first prototype, the second 

prototype, and the third prototype, along with the finalization of SM-ISMs for field 

testing.  

Table 3.3 Quality Focus Related to Developmental Research Phases  

S/N Research Phase Quality focus  

involved 

Research activities taken 

1 Preliminary research 

phase 

Validity and 

less on 

practicality  

Review of the literature on various 

research projects addressing 

questions similar to the ones 

addressed in this study. Also, 

context analysis to learn what 

school leaders do in supervising 

teachers‘ implementation of CBC 

and teachers‘ reflections on how 

they are supervised by their school 

leaders. 

2 Prototyping Validity and 

practicality 

Development of a sequence of 

prototypes that were subjected to 

various formative evaluation 

techniques (expert appraisal, user 

appraisal, and simulation training). 

3 Summative 

assessment  

Practicality 

and 

effectiveness 

Determining whether the desired 

intervention's target users (section 

leaders) are willing to use it in 

their teaching supervisory roles 

(practicality) as well as whether 

the intervention has proven 

effective in addressing their CBC 

supervisory challenges (relevance 

and sustainability). 

Source: Adapted from Januario (2008) 
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3.3.3 Design and evaluation of the prototype zero  

As indicated before, the prototype zero of SB-ISMs was constructed by the 

researcher based on the inputs emanating from context analysis, literature review, 

and quality criteria (design guidelines and specifications) as presented in chapter 

four. The intention of prototype zero was to have the first shape or schema of the SB-

ISMs. In this respect, prototype zero was subjected to individual experts and users 

(headteachers and section leaders) to seek their critical comments on various aspects 

of the intervention materials, such as content, materials layout or format, and timing 

of workshop activities as well as evaluation. The focus of formative evaluation for 

prototype zero is to explore and establish the internal validity of the intervention, i.e., 

the internal consistency between the prototype and state-of-the-art knowledge on 

supervision of CBC. However, some elements of the practicality of the intervention 

were also examined by verifying, for instance, whether the usability of the prototypes 

was compatible with the researcher‘s intention. As such, comments received from the 

experts and users led to a revision of the prototype zero, which resulted in the first 

prototype of the SB-ISMs.  

3.3.4 Development of first prototype 

As stated earlier, the first prototype of the SB-ISMs was constructed based on the 

results of prototype zero. To get the second prototype, the first prototype was also 

appraised by individual experts and users (headteachers and section leaders) to seek 

their critical and in-depth observations regarding various aspects of the intervention 

materials, such as content, materials layout or format, and the timing of workshop 

activities as well as unit evaluation. Thus, critical and in-depth observations made by 

the experts and users facilitated a revision of prototype I, which created bed rock for 

the development of the second prototype. The users‘ and experts‘ comments in this 

section are presented in chapter four.  

3.3.5 Development of the second prototype 

The second prototype was made based on the results generated from the prototype I. 

Thus, the second prototype was also appraised by individual experts and users 

(headteachers and section leaders) to seek their critical and in-depth observations 

regarding various aspects of the intervention materials, such as content, materials 

layout or format, and timing of workshop activities as well as evaluation. In this case, 
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the experts and users were also given the freedom to comment on anything deemed 

appropriate for improving the quality of the desired intervention materials. 

Eventually, the second prototype was also subjected to simulation training in four 

schools. These schools were not involved in the actual intervention. They were used 

to enrich the quality of the intervention materials. Simulation training allows the 

headteachers and section leaders to use materials and suggest areas they think require 

further improvement. Having gathered all the comments from experts, users, and 

simulation training, the researcher finally revised the second prototype, leading to the 

development of the third prototype. The experts‘ and users‘ comments, along with 

the observations made during the simulation training, are discussed in chapter four. 

3.3.6 Development of the third prototype 

As stated, the results of the second prototype formed the foundation for the 

construction of the third prototype of the materials. Specifically, areas of the 

workshop activities, the layout of the materials, and more appropriate terminologies 

were focused on, slightly modified, and used to meet the stated programme 

objectives. Eventually, the third prototype was finalized and declared as fit for field 

testing.  

3.3.7 Field-testing of the SB-ISMs 

This involved implementation of the SB-ISMs in real schools by section leaders. The 

purpose of field testing was to enable the section leaders to get used to the 

intervention materials from their real environment. This helped them to share their 

in-depth experience of the same during the assessment stage.  

3.3.8 Simulation training with section leaders 

This study also involved five section leaders outside the experimental schools. The 

section leaders for simulation training were obtained after communicating to them 

the purpose of the study and presetting a research clearance letter issued by the 

revolutionary government of Zanzibar (see Appendix L). The main purpose of 

involving these section leaders in this process was to pilot the intervention materials 

for the sake of improving materials. The improvements focused on ensuring their 

practicality and validity before submitting them to section leaders in the experimental 

schools for field testing. To this end, in the first place, the section leaders outside the 
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experimental group were given the materials and were briefed about the meaning and 

function of the different components of the materials. Then the section leaders were 

guided on how to use the materials to supervise CBC implementation in their 

schools. Having been guided to use the materials, the section leaders were given 

three weeks to practice their supervision by using the intervention materials. After 

practicing supervision, they were required to comment critically on the relevance and 

practicality of the same. Their ideas and suggestions were seriously contemplated 

and incorporated to strengthen the materials, as indicated in chapter four of this 

report.  

3.3.9 Summative assessment phase  

This phase involved field-testing the developed intervention materials with the target 

users within their real contexts to evaluate their efficacy in solving the identified 

problem (Plomp & Nieveen, 2007). This phase involved field-testing the final 

version of SB-ISMs in the actual school setting to assess their practicality and 

effectiveness in enabling section leaders to supervise CBC implementation in their 

schools. During this phase, 33 section leaders and 118 teachers (these are the 

teachers who got an opportunity to be observed or assessed by their section leaders 

during lesson delivery and analysis of their professional documents) were involved in 

semi-summative assessment. The systematic execution of the summative assessment 

is described in the succeeding section. 

3.3.9.1 Execution of summative evaluation  

In assessing the effectiveness of the intervention programme, a single group pre-test 

and post-test without a control group quasi-experimental design was used. This 

implies that the same section leaders who were subjected to the intervention 

programme were assessed retrospectively. In this context, retrospective assessment 

implied that section leaders provided their post-intervention reflections on the 

intervention programme while at the same time comparing them with their pre-

intervention reflections on the same questionnaire items.  

Besides, selected teachers whose section leaders were exposed to the intervention 

programme were also assessed retrospectively. The steps followed during the 

summative evaluation were as follows: First, identification and confirmation of the 
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schools that participated in the field testing of IM. In this case, all schools whose 

section leaders participated in the program were involved in the field testing. Second, 

briefing section leaders and section leaders about the field testing logistics. The idea 

was to communicate the general modality for conducting field testing alongside the 

time frame allocated for the activity. Third, the researcher drew the attention of the 

section leaders and teachers to their preparation for summative evaluation upon 

completing field testing of the intervention programme. In this, section leaders 

(experimental group) were given seven weeks to field test the IM. 

It is also worth noting that the design of the intervention programme was guided by 

two theories, namely the Path-goal Theory and Adult Learning Theories. Lastly, after 

field-testing the materials, the section leaders and teachers were also exposed to the 

post-test (post-intervention assessment). Principally, the post test was intended to 

ascertain if there was a difference in the supervision of CBC implementation before 

and after the intervention.  Stated differently, the focus of the post-intervention 

assessment was to measure the effectiveness of SB-ISMs in enhancing the capability 

of school leaders in supervising CBC implementation. Table 4.4 presents a summary 

of the steps followed to accomplish the activities of this phase.  

Table 3.4 Steps Followed in Carrying out Summative Evaluation  

STEPS DESCRIPTIONS RATIONALE  

Identification and 

confirmation of 

participating 

schools 

The schools that were to 

take part in field testing of 

the intervention materials 

were recognized and 

consulted  

Getting a full list of interested 

schools to minimize interruption 

during the execution of the 

intervention materials 

Briefing section 

leaders about 

the field testing 

logistics 

An attempt was made to 

brief section leaders about 

the purpose of the field 

testing, the logistics to be 

considered in field testing 

the materials, and the role 

that they should play in 

executing the same 

Increasing their motivation while 

executing the materials 

Undertaking 

evaluation  

The researcher exposed 

section leaders and teachers 

to post-test or post 

intervention evaluation  

To get their experiences on the 

effectiveness of the IMs 

Source: Researcher (2020) 
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As explained earlier, the summative evaluation is intended to establish sound 

evidence about the effectiveness of the intervention materials. To achieve this, four 

major aspects were the focus of the analysis. Such aspects included analysis of 

teachers‘ instructional planning, pre and post-intervention lesson observation, 

retrospective pre and post-test questionnaires for teachers, and retrospective pre and 

post-test questionnaires for the section leaders, comprising both closed and open-

ended questions. The analysis of teachers‘ instructional planning was accomplished 

by analyzing professional documents, namely the schemes of work and lesson plans. 

These documents were analysed before and after intervention. The intention was to 

see teachers‘ capacity for preparing competence-based schemes of work and lesson 

plans before and after their section leaders were exposed to the intervention.  

In the same way, pre and post-intervention lesson observations were carried out to 

ascertain teachers‘ enhanced capacity to deliver competence-based lessons. 

Retrospective pre and post-test questionnaires for teachers were used to provide 

insights on how teachers were supervised by section leaders while implementing 

CBC before and after the intervention. Moreover, retrospective pre and post-test 

questionnaires for section leaders was also significant for finding section leaders 

supervised teachers‘ implementation of CBC before and after the intervention. Table 

3.5. presents a summary of overall SB-ISMs design procedures. 
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Table 3.5 Summary of SB-ISMs Designing Procedures  

Phases  Objective  Research Activities  

1. PRELIMINARY 

RESEARCH  

To explore 

existing 

modalities or 

practices and 

underlying 

challenges or 

dilemma 

 In-depth literature review on 

 School-based instructional 

supervision framework 

 Training policy guidelines on 

school supervision  

 CBC implementation guidelines 

 School leaders‘ in-service training 

curriculum 

 Context analysis by measuring 

 School leaders‘ instructional 

supervisory competency  

 Teachers‘ competence in the 

implementation of CBC 

 Cross-validation of the learning 

targets 

-Formulation of design guidelines and 

specifications  

-Formulation of prototype zero of SB-ISMs 

2. PROTOTYPING Design and 

formative 

evaluation of 

SB-ISMs 

prototypes 

 Expert evaluation of prototype 

zero 

 Users‘ evaluation of prototype 

zero 

 Development of the first prototype 

 Results from prototype zero 

 Expert consultation for the first 

prototype 

  Users‘ evaluation for the first 

prototype 

 Meeting with section leaders for 

the first simulation training 

 Development of the second prototype 

 Results of the first prototype 

 Experts‘ evaluation for the second 

prototype 

 Users‘ evaluation for the second 

prototype 

 Meeting with the section leaders 

for second simulation training 

 Development of the third prototype 

 Results of the second prototype 

 Finalisation of the third prototype 

for SB-ISMs  

 Field testing of SB-ISMs  

3. SEMI-

SUMMATIVE 

EVALUATION 

To implement 

and evaluate 

semi-final 

draft of SB-

ISMs 

 Implementation (field testing) 

 Measuring the efficacy of the SB-

ISMs  

Source: Adapted and modified from Pembe (2017). 
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3.4 An overview of Intervention Programme Evaluation Parameters  

The worth of the current intervention was evaluated based on the five levels of 

evaluating the value of a professional development programme (Guskey, 2000). Such 

levels include participants‘ reactions, participants‘ learning, organisational support 

and change, participants‘ use of new knowledge and skills, and students‘ learning 

outcomes. Although Guskey proposed five levels for assessing the impact of the 

professional development programme, only four levels were found relevant for 

guiding the formulation of the questionnaire items in this study (participants‘ 

reactions, participants‘ learning, participants‘ use of new knowledge and skills, and 

students‘ learning outcomes). This implies that the items contained in data collection 

instruments used for the semi-summative assessment stage were constructed by 

aligning them with the four mentioned levels. In Guskey‘s view, participants’ 

reactions are about seeking information on whether the programme and its activities 

make sense to the programme participants. In this study, the instruments were 

designed to seek information from the section leaders and teachers regarding the 

usefulness of the SB-ISMs.  

Also, Guskey views the participants’ learning as seeking information on the 

knowledge and skills that they have gained or learned from the professional 

development programme. In this view, the current study designed its instruments in 

such a manner that school heads and/ or section leaders would share their views on 

what they have learned from the designed intervention. While expressing the 

participants’ use of new knowledge, Guskey stated that the impact of the professional 

development programme should be gauged based on whether the new knowledge and 

skills that the participants have learned make any difference in their professional 

practice. In the context of this study, the information was sought regarding whether 

what section leaders learned could be useful to support their teachers in effectively 

implementing CBC. On the same line, teachers had to share their views on whether 

the supervisory service they get from their leaders influences students‘ learning. As 

for the programme impact on students’ learning outcomes, this level basically 

addresses the ―bottom line” if the professional development activities affect the 

students in terms of their achievements and confidence as learners. Along this line of 

thinking, the questionnaire for teachers was designed in such a way that they also 
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explore some information regarding the value of the designed intervention on the 

students‘ learning. 

3.5 Location of the Study  

The present study was conducted in Zanzibar, particularly in the urban west region. 

The justification for the choice of Zanzibar was that researchers had found that 

public secondary school teachers were facing a number of problems in implementing 

CBC. For example, a study by Makame and Ismail (2019) carried out in Zanzibar 

reported that a content-based curriculum is still the norm in public secondary 

schools. Furthermore, the preliminary study conducted in Zanzibar in 2015 showed 

that school leaders who are required to support teachers in implementing CBC still 

experience some difficulty in supervising the implementation of CBC and, therefore, 

they proposed training that would help them address the identified challenges (Ali, 

2015). 

Specifically, the study was conducted in two districts, one from the rural zone (west 

B district) and the other from the urban zone (urban district), both located in the 

urban west region. About 30 schools were selected: 15 from the urban district and 15 

from the west B district. Furthermore, the preliminary study conducted by the 

researcher in 2015 established that at least these two districts in west urban region 

showed an interest in taking part in the study because school leaders thought that the 

training programme would update them on the modern supervisory skills for CBC 

implementation. 

3.6 Target Population 

The study population in this study included all head teachers, section leaders, and 

teachers of public secondary schools in the west B district and urban district. The 

section leaders were involved in this study because, as executives, they are 

instructional supervisors and thus become in charge of supervising their teachers to 

ensure that they are effectively implementing the existing curriculum. Unlike head 

teachers who occasionally supervise teachers in the classroom as well as check their 

schemes of work and lesson plans because of their busy schedule full of managerial 

activities, section leaders are also in charge of doing the same roles according to the 

ministry of education guidelines. Whether head teachers were busy or not, the 
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section leaders always represent the head teachers in performing the mentioned roles. 

Thus, it was important to have section leaders in the intervention programme on the 

grounds that they are the ones who represent head teachers in performing school 

supervision. Thus, it is likely that they could put into practice what they learned from 

the workshops in the actual school context. As explained, for head teachers, because 

of their busy schedule, the likelihood of putting into practice what they learned from 

the intervention programme in their schools is uncertain. In this way, it would prove 

difficult to have their valid experience in the supervision of the implementation of 

CBC in their schools after the intervention programme. It is from this recognition 

that involving section leaders in the intervention programme was inevitable. In 

addition, teachers were also a critical group in this study because they are immediate 

consumers of the supervision services provided by head teachers and section leaders. 

Thus, it was believed that teachers would provide valid experience during the semi-

summative. 

The study also involved developmental study experts as well as educational 

management experts. The experts‘ ideas were highly demanded for enriching the 

content of intervention materials. Eventually, the ideas from the experts were 

considered important for improving the relevance (usefulness) and practicability 

(usability) of the designed intervention materials.  

3.7 Sample, Sample Size and Sampling Techniques 

The actual sample of this study included 33 section leaders, 15 head teachers, 5 

experts, and 118 teachers, resulting in 171 respondents for the study. According to 

Hill (2012), an experimental study requires a minimum of thirty (30) participants to 

work with. Based on this criterion, involvement of the said number of the study 

sample was felt adequate to attain the goal of the study. As it has been stated before, 

teachers in this study were not directly subjected to any treatment; rather, they were 

only involved in the assessment of the intervention both before and after the 

intervention. For that reason, teachers were purposely selected for the study. It is 

purported that purposive sampling is particularly used when focusing on a limited 

number of informants who are selected strategically based on certain criteria so that 

their in-depth information will give optimal insight regarding the phenomenon under 

investigation (Degu & Yigzaw, 2006). Supporting this, Gall and Borg (2007) opine that 
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in purposive sampling, the goal is to select a sample that is likely to be ―information-

rich‖ with respect to the anticipated outcomes of the study. Given the said definition, 

purposive sampling gave the researcher of this study a wider choice and power to choose 

various types of participants based on what they knew about the topic under 

investigation. Specifically, only teachers who got a chance of being assessed by section 

leaders during the implementation of intervention materials were considered appropriate 

to take part in the study during the assessment phase. The teachers who were involved 

could articulate their experiences with the pre and post-intervention supervision practices 

of the section leaders. Only during the material development and formative evaluation 

phases were the principals considered important. Although they are overall supervisors 

of the teaching and learning process, observing classroom teaching, checking 

professional documents (lesson plans and schemes of work), and checking teachers‘ 

assessment practices are done by section leaders.   

Moreover, five experts were also selected based on their areas of expertise, which were 

deemed important for this study. Three developmental studies experts and one 

educational management expert from Tanzania's Mainland, where the researcher was 

pursuing his PhD, were among the five experts. It was also felt important to involve one 

expert from Zanzibar, the department of curriculum development. All in all, the ideas of 

the experts in this study were noteworthy for ensuring the relevance (usefulness) and 

practicability of the intervention materials. The total sample distribution involved in the 

present study is presented systematically in Table 3.6, and the specific criteria that were 

used to select the participants are summarized in Table 3.8. 
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Table 3.6 Sample Distribution of the Study  

S/N Sample  Number Phases Involved  Basis for Inclusion  

1 Head 

teachers 

15 Designing and 

prototyping  

 School custodians and chief 

instructional supervisors at the 

school level  

2 Section 

leaders  

33 Designing, 

prototyping and 

semi-summative 

evaluation  

 Representing headteachers in the 

actual instructional school 

supervision practices  

3 Teachers  118 Semi-summative 

evaluation 

 Consumers and a key beneficiary 

of the instructional school 

supervision service 

4 Experts  5 Prototyping  Rich source of ideas for  

improving relevance (usefulness) 

and practicability (usability) of 

intervention materials 

Source: Researcher (2020) 

3.7.1 Headteachers 

Public secondary school headteachers were specifically involved in the design and 

development of the intervention materials. They were selected as they are custodians 

of school improvement. They are also internal instructional school supervisors who 

are expected to bestow support, motivation, encouragement, and professional 

support, which are keys for improving teachers‘ classroom practice and students‘ 

learning. In view of this, it was felt necessary to make them aware of the innovation 

of supervising effective CBC implementation. However, headteachers were not 

involved in the semi-summative evaluation phase of the intervention programme. 

From the initial study, they expressed their concerns that, more often than not, they 

are busy and overwhelmed by management activities. For that reason, many 

instructional supervision activities are delegated to section leaders who are also 

mandated by the regulation to carry out instructional planning supervision, lesson 

delivery supervision through observing teachers in the classroom, and assessment 

practices supervision. Thus, involving section leaders in the assessment phase was 

felt like quite a logical and unavoidable attempt at this juncture. 
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3.7.2 Teachers 

Teachers were specifically involved in the semi-summative evaluation phase to get 

their pre and post-intervention experiences regarding CBC supervision service 

carried out by the section leaders. They were selected in this study as they are 

immediate and direct consumers of School-Based Instructional Supervision Services 

(SB-ISS) that may be organised by section leaders or headteachers. For that reason, 

they are assumed to be aware of supervision practices performed by their section 

leaders. Similarly, it was felt important to take note of teachers‘ voices on the 

phenomena under study as an attempt to verify the data obtained from their section 

leaders and thus ensure the authenticity of the data. 

3.7.3 Section leaders 

In Zanzibar, schools are divided into sections depending on the size of the respective 

school to facilitate smooth school supervision. In each of these sections, there is a 

head of the section called a section leader (MoEVT, 2011). Structurally, at the 

primary school level, there are two sections, namely section one (Standard 1-3) and 

section two (Standard 4-7), hence two section leaders. On the other hand, at the 

secondary school level, there are three sections. These are lower secondary level, 

Forms 1-2; upper secondary level, Forms 3-4; and advanced level, Forms 5-6. Since 

the focus of this study was at the secondary level, the study was expected to have 45 

section leaders from 15 secondary schools, one from each section. 

However, during the actual conduct of the study, section leaders could not be 

accessed in four schools. The missing section leaders were reported to have had 

special responsibilities at the Zanzibar teachers‘ resource centers. For that reason, 12 

section leaders failed to take part in the study. Therefore, 33 section leaders were 

finally available for the study. As stated before, section leaders are in charge of 

supervising other teachers in their specific sections. They are responsible for 

assessing teachers‘ professional documents such as schemes of work, lesson plans, 

and so forth. They are also mandated by the regulation to supervise teachers‘ 

assessment practices as well as observe lesson delivery in the classroom context. 

Accordingly, by their position and roles, they were also involved in this study during 

intervention materials development, implementation (field-testing), and the 

summative assessment stage.  
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3.7.4 Experts  

Experts are people with rich knowledge and experience in the particular domain of 

the researcher‘s interest; this is the knowledge that is difficult to get from other 

participants. In this view, three developmental studies experts and one educational 

management expert from the University of Dodoma were included in the study. The 

study also involved one expert with experience in curriculum development from the 

Zanzibar Institute of Education (ZIE), who works in the department of curriculum 

development. In chapter four, those experts' insights for developing designed 

intervention materials are presented. The criteria for selecting the research 

participants and the profile of the experts in particular are depicted in Tables 3.7 and 

3.8, respectively.  

Table 3.7 Profile of Experts Involved Across Prototypes 

Category 

of experts 

Number Working 

experiences 

Professional 

qualifications 

Areas of expertise 

DSE 3 Above 30 

years 

PhD in 

Education 

(Professor) 

Expertise in teaching 

curriculum development and 

supervising design- based 

research (developmental 

studies) for postgraduate 

students.  

Above 15 

years 

PhD in 

Education 

Expertise in teaching 

curriculum development and 

supervising design- based 

research (developmental 

studies) for postgraduate 

students. 

15 years PhD in 

Education 

Expertise in teaching 

curriculum development and 

supervising design- based 

research (developmental 

studies) for postgraduate 

students. 

CDE 1 Above 15 

years 

Masters in 

education 

(curriculum 

development) 

Expertise in curriculum 

development (practitioner)  

EME 1 Above 20 

years 

PhD in 

Education 

Expertise in teaching 

educational management- 

related courses in colleges 

and universities. 

Key: DSE= Developmental Studies Experts, CDE= Curriculum Development 

Experts, EME =Educational Management Experts 

Source: Field Data (2020) 
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Table 3.8 Criteria for Selection of the Participants  

S/N Participant Criteria employed  

1 headteachers  Must be charged with instructional 

supervision 

 Must be willing to participate after 

understanding the value of the programme 

2 Section leaders  Must be charged with instructional 

supervision activities 

 Must be willing to participate after 

understanding the value of the programme 

 Must be carrying out both classroom 

observation and evaluation of teachers‘ 

instructional planning documents  

3 Teachers  Must have been assessed by teachers both 

in instructional planning and lesson 

delivery 

4 Experts  Must be experienced in carrying 

developmental studies 

 Must have a background in the educational 

management field 

 Must have participated in curriculum 

development and work in a related 

department in Zanzibar's Ministry of 

Education.  

 Must be willing to take part in the study  

Source: Researcher (2020) 

3.8 Data Collection Methods and Instruments 

In this study, the data collection was controlled by several factors. Such factors 

include the nature of the study, study objectives, types of study participants or 

respondents, and time factors. In light of these factors, data were collected by using 

interviews, document reviews, questionnaires, and observation. This methodological 

triangulation in the course of data collection helped this study verify the data 

obtained from other sources, hence ensuring the authenticity of the data. Table 3.9 

indicates the data collection methods and instruments employed in relation to the 

research questions.  
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Table 3.9 Matrix of Research Questions, Respondents, Methods and 

Instruments 

S/N Research Questions Respondents  Data collection 

methods 

Data collection 

instruments 

1 Which quality criteria 

can be used for designing 

SB-ISMs to enhance 

SBIS capacity for the 

implementation of CBC? 

Experts 

 

 Interview  

 Document 

review 

 

 

 Interview 

guide 

 Document 

review guide 

 

2 What are the users‘ and 

experts‘ 

reflections/reactions on 

the designed SB-ISMs 

necessary to improve the 

materials? 

 Headteachers 

 Experts 

 Section 

leaders 

 Interview 

 

 Interview 

guide 

 

4. How effective are the 

designed SB-ISMs for 

enhancing SBIS capacity 

for the implementation of 

CBC? 

 Headteachers  

 Teachers 

 Interview 

 Document 

review 

 Observation  

 Interview 

guide 

 Document 

review guide 

 Observation 

guide 

Source: (The Researcher‘s Data Collection Plan, 2020) 

3.8.1 Interview guide 

An interview is a data collection method that involves an interaction in which the 

interviewer poses oral questions to elicit an oral response from the interviewee in 

order to gain comprehensive insights into the phenomenon under investigation 

(DiCicco-Bloom & Crabtree, 2006; Nathan, Newman & Lancaster, 2019). At one 

extreme, the interviews can be structured with questions prepared and presented to 

each interview in an identical way using a strict pre-determined order. At the other 

extreme, an interview can be unstructured with open-ended questions, seeming like a 

free-flowing conversation. It can also be semi-structured, involving several open-

ended questions based on the topic areas that the researcher wishes to cover 

(Hitchings & Latham, 2020). In the case of this study, a semi-structured interview 

guide was used as an instrument. This involves a list of topics and questions that 

need to be covered during the conversation, usually in a particular order. This study 

used an interview guide to gather the required data from participants.  
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Categorically, semi-structured interview guide was mostly used in the prototyping 

phase (see Appendix B and C). At first, it was used to gather users‘ reflections on the 

practicability and relevance of the intervention materials. It was also used to elicit 

responses from section leaders on the relevance and usability of the materials. The 

underlying reason for using the semi-structured interview guide is its capacity to 

probe deeper into the issue under study while simultaneously having control over the 

order and flow of the questions to be asked to the respondents. 

3.8.2 Document review guide 

A document review is a data collection method in which documents are 

systematically reviewed and interpreted by the researcher to give voice and meaning 

to a topic under assessment (Bowen, 2009). This method identifies three main types 

of documents which are analysed in this method: public records (student transcripts, 

mission statements, annual reports, policy manuals, strategic plans, and syllabi); 

personal documents (calendars, emails, duty logs, incident reports, and newspaper); 

and physical evidence (flyers, agendas, posters, handbooks, and training materials).  

In this study, a document review guide was used as an instrument whereby various 

related professional documents, including syllabi and teachers‘ lesson plans, as well 

as schemes of work, were reviewed. More specifically, the syllabi were analysed to 

check the general guidelines highlighted for implementing CBC in various subjects. 

Similarly, lesson plans and schemes of work prepared by teachers were analysed 

before the commencement of the intervention programme. This was used to gain 

insights on current practice regarding the implementation of CBC. Similar 

documents were also reviewed after the intervention programme to help in assessing 

the effectiveness of the same. Other documents reviewed in this study included: 

education policy, current school self-assessment rubric, and in-service training 

curriculum for school leaders. The reviews of these documents were used to solicit 

insights for establishing quality criteria to be used for designing SB-ISMs.  

The rationale for using a document review guide was to get supplementary research 

data to make a study comprehensive (Bowen, 2009). It is also obvious that 

documents can provide data that cannot be observed, give details that respondents or 

informants have forgotten, and can also point to questions that need to be asked or 
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situations that need to be observed. This argument is also supported by Shoba (2009) 

in the assertion that analysis of documents provides valuable information that fills 

the gaps that might have been left by other data collection instruments such as 

observation guides, interview guides, and questionnaires. A summary of the 

documents reviewed during data collection is presented in Table 3.10. 

Table 3.10 Summary of the Reviewed Documents  

S/N Type of Document  Nature of Information Sought  

1 Zanzibar Education and Training 

Policy of 2006 

 Policy issues on CBC  

2 Zanzibar Education Development 

Plan II 

 Focal areas on competency 

development  

3 In-service training curriculum for 

school leaders 

 Areas focused by the training  

4 Competence-based Syllabi  Key objectives of the Syllabi  

5 Scheme of work and lesson plan  Organisation of contents  

   Suggested assessment methods 

 Teachers‘ activities 

 Students‘ activities 

 Teaching and learning 

materials/aids allocated 

 Statement of competency 

(competencies intended to be 

developed) 

 Teaching and learning methods 

/strategies 

 Teachers and students‘ activities 

 Assessment 

tools/practices/procedures 

6 Current school assessment 

Rubrics  

 Its focus on supervising CBC 

implementation  

Source: Researcher (2020) 

3.8.3 Questionnaires 

A Questionnaire is a data collection instrument that involves a systematically 

prepared form or document with a set of questions deliberately designed to elicit 

responses from the respondents or informants to collect data or information. It entails 

a form of inquiry document, which contains a systematically compiled and well- 

organised series of questions intended to elicit the information that will provide 
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insights into the nature of the problem under study (Annum, 2017; Ingleby, 2012). 

From these definitions, it can be clearly understood that questionnaire involves a 

systematically compiled set of questions that are sent to the desired sample from 

which the required information is to be sought. Questionnaires can be structured, i.e; 

closed-form or a set of questions demanding the respondents to provide yes or no 

responses or check the item out of a list of given responses. It can also be 

unstructured (open-ended), which allows the respondent to express his or her 

opinions in his or her own words from a set of given options. 

Categorically, the retrospective pre-test and post-test questionnaires for teachers as 

well as section leaders were set at a four-point Likert scale: that is Little Extent, 

Some Extent, Large Extent and Very Large Extent. Structurally, the first section of 

the questionnaire for teachers assessed the social and demographic characteristics of 

the respondents. The assessed social demographic characteristics included age, sex, 

professional qualifications, and working experience. The second section assessed 

teachers‘ instructional competence for CBC implementation. Similarly, regarding the 

questionnaire for section leaders, the first section assessed similar social and 

demographic characteristics of the respondents as assed in the teachers‘ 

questionnaire. However, the second section of the questionnaire assessed the school-

based instructional supervisory behaviours for CBC implementation carried out by 

section leaders. The retrospective pre-test and post-test questionnaires were 

administered to both section leaders and teachers during the summative evaluation 

phase. Specifically, a retrospective questionnaire for teachers was used during 

summative evaluation to measure how they were supervised by their leaders (section 

leaders) concerning their instructional practices before and after the intervention.  

However, a retrospective questionnaire for section leaders was employed to explore 

their pre and post-reflections on how they supervise the effective implementation of 

CBC. A questionnaire was used in this study as it enables the participants to generate 

data that is specific and direct to the subject under investigation. Similarly, the use of 

a questionnaire in this study was prompted by its capability to enable the researcher 

to get a large amount of data from a large number of respondents in a relatively short 

period of time and with less cost. 
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3.8.4 Observation guide 

Observation involves a way of gathering data by watching behaviour, events, or 

noting physical characteristics in their natural setting (Baker, 2006; Iacono, Brown & 

Holtham, 2009). Flick (2006) adds that observation at its most simple involves 

seeing things such as objects, processes, relationships, and events and formally 

recording the information without asking the respondents. Flick further notes that the 

behaviours or events can be observed in various ways. They can be observed through 

participant observation (where the observer or researcher carries out observation 

from "the inside"; that is, the researcher becomes an integral part of the environment 

being observed or becomes part of the community). Observation can also be non-

participant where the researcher performs observation from "the outside" where the 

researcher does not interact with those observed. Besides, observation can be overt, 

where everyone knows that they are being observed, or covert, where no one knows 

they are being observed. In this case, most of the time, the observer tends to be 

concealed. Observation can also be direct when the focus is on watching interactions, 

processes, or behaviours as they occur naturally, or can be indirect. It can be indirect 

when the focus is on watching the results of interactions, processes, and behaviours.  

Thus, it is at the discretion of the researcher to choose which type of observation best 

suits him or her. In the case of this study, overt non-participant observation was used. 

Although observation is an appropriate method for recording behaviours as they 

occur naturally, it does not imply that researchers should randomly observe 

everything. An observational guide stating exactly what is to be observed is required 

in order for the procedure to be carried out in a more structured fashion. With this in 

mind, this study employed the observation guide to specify the list of behaviours, 

interactions, or processes to be observed by the researcher regarding the phenomenon 

under study. This instrument was preferred for triangulation purposes, that is, to 

verify information captured through the questionnaire. For example, in the context of 

this study, although using the questionnaire to ask the teachers to convey their 

experiences regarding the supervision of CBC implementation before and after the 

intervention feels appropriate, there is no guarantee that teachers will do what they 

say they will do. For that reason, the use of an observation guide in this case was 

indispensable for verifying responses gathered from the questionnaire.  
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3.9 Data Analysis Procedure 

As stated earlier, this study collected both qualitative and quantitative data. Thus, 

depending upon their nature, these datasets were analysed differently. Qualitative 

data obtained from teachers, school leaders, and experts were analysed thematically 

using six stages suggested by Braun and Clarke (2006), namely familiarizing with 

data, generating initial codes, searching for themes, reviewing themes, defining and 

naming themes, and report production. Besides, the emerging themes are illustrated 

using participants‘ verbatim quotes. Moreover, qualitative data from document 

reviews were analysed using content analysis, whereby the text was examined to 

identify a piece of information related to the specific issues under investigation.  

In this study, codes were generated both deductively and inductively. In deductive 

coding, the researcher started with a predefined set of codes (a coding frame) 

developed before analyzing the research data. This set based on the research 

questions. This means that the list of codes had to be aligned with the pre-defined 

coding frame (research questions asked to the respondents). In this way, such a 

research question became an anchor code, which was finally labeled as a main 

theme. Eventually, the researcher read through the research data and simply assigns 

the predefined codes. In this study, the deductive coding approach was particularly 

functional for the third objective. Conversely, inductive coding involved building of 

codes directly from the data rather than being determined by a pre-defined coding 

frame. Rather than starting with a plan for what the codes should be, the researcher 

allowed the codes and themes to emerge from the data itself. In this study, inductive 

coding approach was particularly useful for the second objective. 

3.9.1 Contextualization of thematic analysis procedures to the present study 

Starting with familiarisation with the data, this study familiarized with the data by 

transcribing, reading, and re-reading it to capture the breadth and depth of the content 

of the data as described by the research participants. Data familiarization was a key 

stage in this study since it enabled the development of the initial ideas or preliminary 

codes that serve as the basis for establishing categories.  

The second stage, which involved data analaysis, was generating initial codes. A 

code is a word or phrase that represents a single idea (Gibbs, 2012). The coding 
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process involves defining what the data being analysed is about (Gibbs, 2012; Rasmi, 

Zayed, Dewidar & Gabr, 2021). In this study, the initial codes were generated by 

reading the raw data deeply and finally assigning a phrase/ meaningful statements 

that indicates the general message emerging from a chunk of the data. This stage also 

involved assembling and collating the data relevant to each code, which was then 

used for writing a relevant quotation in support of the participants‘ views about a 

phenomenon. 

The third stage was searching for themes. In this stage, the group of related codes 

and collated data were brought together to form categories. These categories were 

finally scrutinized to identify broader patterns of meaning or overarching ideas called 

themes. 

The fourth stage involved reviewing themes through checking themes in relation to 

the coded data and generating a thematic map for analysis. To this end, peers, 

particularly those with experience and expertise in qualitative data analysis, were 

consulted and asked to go through the emerging themes to see if they were related to 

the formulated codes and collated data. The inputs given by the experts were used to 

make further refinements to the themes. 

The fifth stage involved defining and naming themes. This involved detailed and 

ongoing analysis whereby each theme was examined in relation to the others. The 

stage also involved re-examining the themes and seeing their fitness within the 

broader overall story that the study tells about the data to avoid overlaps between 

themes. The last stage was report production, which involved weaving together 

analytical narrative and data segments, relating the analysis to the extant literature. 

On the other hand, quantitative data were analysed using both descriptive statistics 

(mean, standard deviation, frequency, and percentages) and inferential statistics (a 

paired sample t-test) and factor analysis. To facilitate lucid analysis and 

interpretation of paired sample t-test scores, the School Teachers‘ Capacity Scale 

(STCS) and Section Leaders‘ Capacity Scale (SLCS) were designed for the teacher‘s 

questionnaire and the section leader‘s questionnaire, respectively. SPSS version 25 

was used to analyse the quantitative data. Factor analysis is a group of analytical 
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techniques used for different purposes, such as data reduction, development and 

evaluation of tests and scales (Pallant, 2011; Tabachnick & Fidell, 2007). The factor 

analysis was performed as an evaluation of the scale procedure to identify useful 

questions that can be used to measure school-based instructional supervisory 

behaviours for CBC implementation carried out by the school leaders. 

There are mainly two major approaches that can be used for factor analysis. Such 

approaches are exploratory and confirmatory factor analysis (Pallant, 2011; 

Tabachnick & Fidell, 2007). Exploratory factor analysis is used to explore the 

relationship amongst a set of variables, while confirmatory factor analysis is used to 

test specific hypotheses or theories regarding the structure of the underlying latent 

variables. However, in this study, the exploratory factor analysis was considered 

appropriate to explore the relationship among a set of variables measuring the 

school-based instructional behaviours for CBC implementation among school leaders 

in Zanzibar.  

The compliance of data for factor analysis was performed through the Kaiser-Meyer-

Olkin (KMO) measure of sampling adequacy, Bartlett's test, and strength of 

correlation among variables. The purpose of the test was to determine whether the 

data were suitable for factor analysis.The KMO value beyond 0.5 indicates high 

sampling adequacy for factors (Kaiser, 1970; Kaiser, 1974). 

On the other hand, Bartlett‘s test of sphericity tests the null hypothesis that the 

original correlation matrix (R-matrix) of the test variables is an identity matrix, 

which implies that there is no correlation between test variables ( Field, 2009). The 

literature shows that for factor analysis to work, some relationships between test 

variables are required (Pallant, 2011).  

Moreover, a paired sample t-test was used to assess the effectiveness of the validated 

SB-ISMs used for enhancing SBIS capacity for the implementation of CBC. The test 

compares the section leaders‘ capacity scores to supervise the effective 

implementation of a competence-based curriculum before and after the intervention. 

The capacity scores before and after intervention were obtained by summing the 

responses of the individual questions obtained after performing exploratory and 
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factor analysis. Data analysis was performed using SPSS version 25. All probabilities 

were two-tailed, and p values <0.05 were regarded as significant. 

3.10 Rigour of the Study  

In this study, rigour is used to imply the quality of the study (Löblich, 2017). Used in 

this sense, Al Ghatrifi (2016) claims that rigor in research tends to be assessed in 

different ways in qualitative and quantitative research. This assertion is also 

supported by Cypress (2017) in the argument that it is not appropriate to judge the 

quality of quantitative research by using constructivist (qualitative) criteria or using 

positivistic (quantitative) criteria to evaluate the quality of qualitative research. In 

this sense, quantitative researchers usually make judgments about reliability and 

validity. On the other hand, qualitative researchers claim that since they do not use 

instruments with established metrics of validity and reliability; for that reason, they 

work with alternative but roughly corresponding concepts of dependability, 

credibility, transferability, and confirmability, which are jointly referred to as 

trustworthiness (Mohajan, 2017). Since the current study was carried out by adopting 

both qualitative and quantitative research approaches, reliability and validity, along 

with the notion of trustworthiness, have been equally addressed to establish the rigor 

of the study.  

3.11 Validity of the Study 

It is asserted by Hertz et al. (2019) that a well-developed instrument has evidence of 

validity. Having been motivated by this assertion, the validity of the questionnaire 

was established in this study. Validity is the extent to which an instrument measures 

what it aims to measure Hertz et al. (2019). Further to this, validity refers to the 

precision with which the findings accurately reflect the data (Noble & Smith, 2015). 

In terms of validity, both face and content validity were used in this study. Face 

validity was ensured by judging whether the items in the instruments seemed to be 

appropriate, i.e; at face value were they getting the response aimed to be measured 

by the researcher. This was ensured by using the probe method, whereby the 

instruments were submitted to colleagues from the College of Education (CoED) and 

other research experts for further scrutiny. The researcher had a detailed discussion 

with each of them regarding each item, assessing their understanding of each 

question. The purpose of sending instruments to colleagues and research experts is to 
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examine if the items in the instruments are capable of adequately covering the major 

aspects being explored. The received advice from colleagues and experts was 

positively used to refine the instruments and materials, thus improving their quality. 

In this case, the experts provided advice on the questionnaire that instruments should 

not be overloaded with items. They thought that each item in the questionnaire 

should carry a single concept. Besides, the experts advised the researcher to have 

short questionnaire items since the long ones appear confusing to the respondents, 

making them provide inappropriate responses. In the same vein, to ensure the content 

validity of the study, it was ensured that the items of the instruments were 

constructed in line with research questions. Face validity was also established by 

seeking participants‘ views on the language clarity to avoid ambiguity and 

subjectivity. On the other hand, content validity was established by evaluating the 

relevance of the items in relation to the SBIS-Ms for CBC implementation.  

Categorically, content validity was assessed in two ways, namely: item validity and 

sampling validity. Item validity was ensured by judging whether the items 

(questions) represent the measurement in the intended content area or not. To ensure 

this is effectively done, after item development, experts went through the items and 

critically examine if they are relevant or not. On the other hand, sampling validity 

was ensured by judging the extent to which the instrument items sample the total 

content area as intended by the researcher. To do this, experts were involved to 

review all the items in the instruments and give their opinions for improvement.  

Further to this, it was deemed important to test the instruments before using them for 

data collection. The decision to test the research instrument was motivated by Roopa 

and Rani (2012), who argue that pre-testing or piloting the instruments helps to 

determine whether the questions are properly framed and the wording of the 

questions renders the achievement of the desired results. It also helps to know 

whether the questions have been placed in the best order and can be understood by 

all classes of respondents. It informs whether additional or specific questions are 

needed or if some need to be eliminated, and whether the instructions given to the 

respondents are clear. Having been inspired by these assertions, the research 

instruments were pilot-tested with two section leaders. They were the target 

population of the study but did not take part in any stage of this study other than the 
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pilot test. To that end, the participants were instructed to go through the research 

instruments and think aloud.  

Broadly, the participants were required to comment on the structure and order of the 

items and whether they made sense to them. The first observation made during a 

pilot test was the length of the items. The participants commented that some 

questions were too long and embedded with multiple concepts. In light of this 

reflection, an attempt was made to make the questions relatively short by focusing on 

a single concept. In addition, it was noted from the pilot test that there was a 

redundancy of some open ended questions. Accordingly, all questions that were 

found redundant were revised and made clear.  

Another initiative taken to ensure the validity of the instruments was consulting a 

statistician at the department of statistics, in the College of Natural Science at the 

University of Dodoma. The statistician was asked to go through the instruments and 

make any comments related to the questionnaires, taking into account the nature of 

the study. One observation made by the statistician focused on the writing of the 

demographic information. It was commented that it was unadvisable to ask the 

participants to indicate their ages by selecting the age from the indicated age group. 

The same observation applied to the work experiences of the participants. It was 

believed to be very difficult to capture the exact age or work experience of the 

respondents in this case. Thus, it was advised to allow participants to mention their 

ages or work experiences exactly.  

Moreover, apart from content and face validity, it was felt important to compute 

convergent and discriminant validity. However, it is worth noting that this study had 

two categories of questioners, namely the questionnaire for section leaders and the 

questionnaire for teachers. In this context, it was logical to compute convergent and 

discriminant validity for each category. Regarding the convergent validity for the 

section leaders‘ questionnaire, the results showed that the Average Variance 

Extracted (AVE) of the constructs ranged from 0.530 to 0.669. The obtained AVE 

for all constructs was greater than 0.50 and lower than the corresponding value of 

CR, which is an indication of good evidence of the presence of convergent validity. 

This implies that much of the variance of the construct indicators is explained by the 



123 

construct rather than the measurement error. Moreover, the results showed that for 

each construct, the Maximum Shared Variance (MSV) was less than the AVE, which 

is also an indication of discriminant validity as indicated in Table 3.11. 

Table 3.11 Convergent and Discriminant Validity for School-Based 

Instructional Supervisory Behaviours for CBC Implementation  

Construct 

 

ITEMS Average Variance 

Extracted (AVE) 

Maximum Shared 

Variance (MSV) 

Remarks 

Factor1 

(Pedagogical 

competence 

supervision ) 

7 0.630 

 

 

 

0.345 

 

 

 

Valid 

Factor2 

(Professional 

competence 

supervision) 

5 0.542 

 

 

 

0.456 

 

 

 

Valid 

Factor3 

(Lesson 

delivery 

supervision) 

2 0.569 

 

 

 

0.193 

 

 

 

Valid 

Factor4 

(Instructional 

planning 

supervision) 

2 0.545 

 

 

 

0.365 

 

 

 

Valid 

Source: Field Data (2020) 

In addition, regarding the convergent validity for teachers‘ questionnaires, the results 

showed that the Average Variance Extracted (AVE) of the constructs ranged from 

0.537to 0.624. The obtained AVE for all constructs was greater than 0.50 and lower 

than the corresponding value of CR, which is an indication of good evidence of the 

presence of convergent validity. This implies that much of the variance of the 

construct indicators is explained by the construct rather than the measurement error. 

Furthermore, the results showed that, for each construct, the MSV was less than the 

AVE, which is also an indication of discriminant validity as indicated in Table 3.12. 
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Table 3.12  Convergent and Discriminant Validity for Teachers’ Instructional 

Behaviours for CBC Implementation 

Construct 

ITEMS Average Variance 

Extracted (AVE) 

Maximum Shared 

Variance (MSV) 

Remarks 

Factor1(Instr

uctional 

planning 

competence) 

6 0.537 

 

 

 

0.454 

 

 

 

Valid 

Factor2 

(Lesson 

delivery 

competence) 

6 0.624 

 

 

 

0.334 

 

 

 

Valid 

Factor3(Ass

essment 

practices 

competence) 

5 0.598 

 

 

 

0.245 

 

 

 

Valid 

Source: Field Data (2020) 

3.12 Reliability of the Study 

Reliability refers to the extent to which the instrument gives consistent results (Hertz 

et al., 2019). Along this line of reasoning, it is further claimed that sometimes many 

quantities of interest in social sciences and other fields, such as job satisfaction and 

anxiety, are impossible to measure explicitly. In this case, we ask a series of 

questions and combine the answers into a single numerical value. However, when 

several items are used to form a construct (factor), they need to have internal 

consistency. In this study, the composite reliability was computed to examine the 

internal consistency or reliability of the items. It measures how well a set of variables 

or items measures a single, one-dimensional latent aspect of individuals (construct). 

However, as stated before, the study had section leaders‘ as well as teachers‘ 

questionnaires. In this sense, it becomes logical to have reliability tests for both. 

Starting with the section leaders‘ questionnaire as indicated in Table 3.13.  

The composite reliability index for each of the factors resulting from the factor 

analysis presented the following results: 0.937 for pedagogical competence 

supervision, 0.872 for professional competence supervision, 0.847 for lesson delivery 

supervision, and 0.720 for instructional planning supervision. It is evident from these 

https://explorable.com/operationalization
https://explorable.com/internal-consistency-reliability
https://explorable.com/internal-consistency-reliability
https://explorable.com/internal-consistency-reliability
https://explorable.com/research-variables


125 

statistics that the values of composite reliability indices for all constructs were 

greater than 0.7, which is an indication of good reliability for all constructs. 

Table 3.13 Reliability Indicators for School-Based Instructional Supervisory 

Behaviours for CBC Implementation 

Constructs Items Construct Reliability(CR) Remarks 

Pedagogical 

competence 

supervision 

7 0.927 

 

 

Reliable 

Professional 

competence 

supervision  

5  

0.802 

 

Reliable 

Lesson delivery 

supervision  

2 0.887 

 

Reliable 

Instructional 

planning 

supervision  

2 0.920 

 

 

Reliable 

Source: Field Data (2020) 

Furthermore, it was also found important to compute composite reliability on the 

retrospective questionnaires for teachers. Thus, Table 3.14 presents a summary of the 

indicators of reliability of instructional behaviours for the implementation of CBC 

implementation. As depicted in Table 3.14, the proposed model had the following 

reliability indices: 0.877 for instructional planning competence, 0.779 for lesson 

delivery competence, and 0.830 for assessment practice competence. It is clear from 

such reliability indices that the values of the Composite Reliability Index (CRI) for 

all constructs were greater than 0.7, which is an indication of good reliability for all 

constructs. 
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Table 3. 14 Indicators of Reliability for Teachers’ Instructional Behaviours for 

CBC Implementation 

Constructs Items Construct Reliability(CR) Remarks 

Instructional 

planning 

competence 

6 0.877 

 

 

Reliable 

Lesson 

delivery 

competence  

6 0.779 

 

 

Reliable 

Assessment 

practices 

competence  

5 0.830 

 

 

Reliable 

Source: Field Data (2020)  

3.13 Trustworthiness of the Study 

It is claimed that any research endeavor, whether qualitative, quantitative, or mixed, 

is always evaluated for its worth and merits by peers, experts, reviewers, and readers 

(Cypress, 2017). More to the point, Noble and Smith (2015) contended that 

evaluating the worth or quality of the research is very important if findings are to be 

used in practice to affect the daily lives of people. The author is also of the view that 

truthful study or study findings imply that one has carried out the research process 

correctly. Conceptually, trustworthiness relates to the degree of trust or confidence 

readers have in the research results or findings (Cypress, 2017). Trustworthiness in 

this study was addressed by using four evaluative criteria or markers established by 

Guba and Lincoln (1994), namely: credibility, transferability, confirmability, and 

dependability. Different strategies and techniques for establishing the trustworthiness 

of the study are illustrated in Table 3.15. 
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Table 3.15 Strategies and Techniques used for Establishing the 

Trustworthiness of the Study 

Strategies  Techniques  

Credibility   Prolonged engagement 

 Triangulation 

 The use of tactics of ensuring honesty in informant or 

respondents 

 Peer scrutiny 

 Member checking 

Transferability   Providing readers with clear boundaries of the study. 

 Involving the participants in the design and 

development of the intervention materials 

Confirmability   Using an audit trail 

 Triangulation 

 Ensuring that researchers‘ predispositions or bias do 

not affect the study 

 The in-depth methodological descriptions 

Dependability   The in-depth methodological descriptions 

 The inquiry audit 

 Peer scrutiny 

Source: Researcher (2020) 

3.13.1 Credibility; This refers to how confident the qualitative researcher is in the 

truth of the research study‘s findings (Shenton, 2004). Credibility also deals with 

whether the findings or results of the study are believable, i.e; true and accurate from 

the viewpoints of the participants involved in the study (Stenfors, Kajinyama & 

Bennett, 2020; Tobin & Begley, 2004). It is about whether the research findings 

capture what is really occurring in the context (Kaminski & Pitney, 2004). In this 

study, credibility was ensured through prolonged engagement, whereby the 

researcher spent sufficient time (one year and five months) in the field to learn and 

understand the culture and the phenomenon under discussion. Spending a long time 

in the field helped the researcher to develop rapport and trust, which facilitated 

understanding and co-construction of meaning between researchers and section 

leaders. Also, triangulation was used, whereby more than one method of collecting 

data were used. In this case, interviews, document reviews, and a questionnaire were 

used. The study also used a diversity of participants, namely teachers, school heads, 

and experts, to crosscheck the study findings to ensure that a full and accurate 
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understanding of the phenomenon is achieved. The study ensured honesty in 

informants or respondents was obtained through careful selection and by allowing 

the informants to consent or refuse to participate in the research, ensuring that the 

data collection session involved only those who were wholeheartedly willing to take 

part and prepared to provide data freely. Related to this, peer scrutiny of the research 

projects was ensured. In this, ideas from academics, colleagues, and peers were 

welcomed at any stage of the research work. The fresh perspectives given by such 

individuals allowed them to challenge any assumptions that could have been made 

by the researcher, whose closeness to the study could hamper his ability to view it 

with real detachment. The last technique used to bolster the credibility of the study is 

member checking, whereby the participants (teachers, section and experts) were 

asked to read the transcripts of the dialogue in which they participated. The intention 

was to see whether the participants/respondents considered that their words matched 

what they intended to present.  

3.13.2 Transferability; This refers to the extent to which the findings may be true of 

people in other contexts (Bitsch, 2010; Shenton, 2004). In this case, ―other contexts‖ 

can refer to similar situations, similar populations, and similar phenomena. In this 

study, transferability was achieved by providing readers with clear boundaries for the 

study. This included the number and types of organizations that participated in the 

study; restrictions on the types of people who contributed data in this study; the 

number of participants who were involved in the study and their rationale; the data 

collection methods used; the number and length of data collection sessions; the time 

period over which the data were collected; the study area covered and the reasons for 

choosing it., the researcher involved the participants in the design and development 

of the intervention materials, thus increasing their chance to own the materials. 

3.13.3 Confirmability; This is the degree of neutrality in the research study‘s 

findings (Shenton, 2004; Stenfors et al., 2020). In other words the findings are based 

on participants‘ responses and not on any potential bias or personal motivations of 

the researcher (Shenton, 2004; Tobin & Begley, 2004). This involves making sure 

that researcher bias does not skew the interpretation of what the research participants 

said to fit a certain narrative (Bitsch, 2010; Macnee & McCabe, 2008; Stenfors et al., 

2020).To establish confirmability in this study, the researcher used an audit trail, 
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which highlights every step of data analysis that was made in order to provide a 

rationale for the decisions made. This helps establish that the research study‘s 

findings accurately portray participants‘ responses. The researcher ensured that his 

predispositions or biases did not affect the study. To address this, the researchers 

used various experts during the design and development of the intervention materials 

to assess their relevance and practicality. In this case, the section leaders and head 

teachers were allowed to assess the relevance and practicality of the materials in their 

contexts. Eventually, suggestions from the section leaders and head teachers were 

seriously incorporated into the materials, hence strengthening the quality of the 

materials. Triangulation was also used in this study as a technique for controlling 

researcher‘s biases. Moreover, in-depth methodological descriptions are given in this 

study to ensure integrity of the research findings obtained as well. 

3.13.4 Dependability; This is the extent that the study could be repeated by other 

researchers and that the findings would be consistent (Macnee & McCabe, 2008; 

Tobin & Begley, 2004). This notion implies that if a person or any other researcher 

wants to replicate this study, they should have enough information from the current 

research report to do so and obtain similar findings. In this study, dependability was 

achieved by providing in-depth methodological descriptions that allowed the study to 

be repeated. An inquiry audit was used whereby the researcher requested outside 

people, including colleagues, to review and examine the research process and the 

data analysis in order to ensure that the findings were consistent and could be 

repeated. Likewise, dependability was established by peer scrutiny, giving the 

participants sufficient time to express their opinions and an audit trail. Different 

strategies and techniques for establishing the trustworthiness of the study are 

illustrated in Table 3.15 

3.14 Consideration of Ethical Principles  

It is purported that researchers designing and conducting any study involving human 

beings should consider the values and principles of ethical conduct (Kaewkungwal & 

Adams, 2019). Similarly, the research community adds that it is particularly 

important to have a clear distinction between acceptable and unacceptable conduct, 

especially when thinking of designing research work (Borrett, Sampson, & 

Cavoukian, 2017; Fowler, 2009). Obviously, ethical behaviour is a cornerstone of 
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conducting effective and meaningful research. While writing on ethics in qualitative 

research, Orb et al. (2000) conclude that ethical principles can be used to guide the 

research in addressing the initial and ongoing issues arising from the study being 

undertaken in order to meet the goals of the research as well as to maintain the rights 

of the study participants. Correspondingly, Maheswari (2013) and WHO (2018) echo 

this view, contending that ethical researchers can create mutually respectful 

relationships in which the study participants feel pleased to participate. Moreover, 

the credibility of the scientific community and the perceptions of the public to judge 

and accept new results depend on the authenticity of the results that have been 

published. To comply with ethical considerations in conducting this study, the 

research clearance permit, informed consent, voluntary participation, assurance of 

participants free from harm, confidentiality, and anonymity were taken into account 

to ensure that the study is conducted appropriately. 

3.14.1 The research clearance permit  

A research clearance permit typically involves a written document, usually a letter 

prepared by the university authority or an ethical clearance committee, which allows 

the researcher to go for fieldwork (Maheswari, 2013; Robert, 2015). This permission 

is issued after the authority has looked at the research aims and methodologies to 

make sure that the study will be conducted in a way that protects the dignity, rights, 

safety, and welfare of the research participants. It also ensures that the research 

design is ethically sound and is likely to produce the anticipated results (Ikingura & 

Kitua, 2001). Thus, ethical approval of research helps to increase the legitimacy of 

research findings. It is particularly important for those making decisions based on 

research results (WHO, 2018). Adhering to ethical practices in this study, the 

researcher requested a research clearance from the Office of the Director of Research 

Publications and Consultancy, University of Dodoma. Subsequently, this letter was 

sent to the Office of the Revolutionary Government of Zanzibar, particularly to the 

Second Vice President‘s Office, to be allowed to conduct this study in the targeted 

schools. 
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3.14.2 Informed consent  

In research, informed consent refers to the formal process of getting permission from 

the study participants before they can participate in the study (WHO, 2018). 

Informed consent requires that a person participating in the research or study be fully 

informed about the research being conducted. This is supported by the views of 

Leedy and Ormrod (2001), who asserted that, before fieldwork begins, participants 

need to be made aware of the purpose of the research/study, how the findings will be 

used, if there are any potential diverse impacts of their participation, and who will 

have access to the findings. The main purpose of informed consent is for the 

participant to make an informed decision on whether they will participate in the 

study or not (Karatzas, 2013). In this study, informed consent was observed by 

making sure that honest and detailed explanations of the purpose of the study, along 

with objectives to be addressed by the study, were provided to the study participants. 

Afterward, permission from the participants was requested by asking them to sign a 

consent form that was prepared by the researcher (cf. Appendix I) 

3.14.3 Voluntary participation  

This ethical principle implies that people who participate in the study are free from 

coercion (Beauchamp & Bowie, 2004). This implies that participants should at no 

point feel any persuasion or deception in attempting to gain an individual‘s trust for 

him or her to take part in a study. Voluntary participation also requires that the study 

participants be free to withdraw their participation at any time without affecting their 

involvement in future services or the current programme or their relationships with 

any of the researchers involved. This principle further underscores that, upon 

withdrawal, no explanations are required from the participants to explain the reasons 

for the withdrawal. In this study, voluntary participation was ensured by using a 

consent form, which acted as an agreement of trust between the researcher and study 

participants. In addition, the researcher avoided the use of any persuasive practices 

that would in turn soften the hearts of the participants to take part in the study 

unwillingly. Furthermore, the participants were told beforehand that they were 

completely free to withdraw from the study at any stage and time deemed appropriate 

without giving any justification for their withdrawal. 
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3.14.4 Freedom from harm 

Research ethics requires that respondents not be harmed in any way. Harm to the 

respondents can be both physical and/or psychological and, therefore, can be in the 

form of stress, pain, anxiety, diminishing self-esteem, or an invasion of privacy 

(General Medical Council [GMC], 2013). Privacy means that the information given 

to other people concerning the research is accounted for. Thus, it is stated that to 

conduct a study ethically, a study mustn‘t harm its participants. In the context of this 

study, all possible and deliberate efforts were made to ensure that the researcher used 

very polite language with the participants in all circumstances. The researcher also 

endured difficult circumstances from any of the respondents that seemed disgusted. 

All of these initiatives were designed to keep study participants safe and comfortable, 

allowing them to give the researcher their full cooperation. 

3.14.5 Confidentiality and anonymity  

Confidentiality is concerned with offering respect and protection of the information 

supplied by the study participants (Schulze, 2002). McMillan and Schumacher 

(2010) concur that confidentiality means giving participants truthful information 

about how their data will be used, what will be done with case materials, photos, 

audio and video recordings, and securing their consent. Anonymity, on the other 

hand, requires that the identities of the individuals and institutions involved in the 

study not be revealed without the permission of the individuals and institutions 

involved (Babbie, 2010). Typically, anonymity is ensured through pseudonyms. In 

this study, confidentiality was ensured by informing the participants that the 

information they shared with the researcher would only be used for this academic 

research and would not be used for any other commercial intentions. They were also 

informed that the information they shared would not be distributed to anyone else 

except the researcher, supervisor, and university management. Besides, 

confidentiality was enhanced by informing the participants that their data would be 

stored in a very safe place in the encrypted files and folders to prevent it from the 

risks of invading participants‘ privacy. To ensure anonymity, the study participants 

were asked not to write their names on the questionnaire supplied to them. Besides, 

an attempt was made to hide participants‘ identities while reporting the study results 

by using labels to represent the names of the people and schools. Numbers are used 
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to refer to the experts consulted in the course of conducting this study; e.g., Expert 1, 

Expert 2, etc. The study also used letters, such as A, B, C, etc., to represent section 

leaders from certain schools, like section leaders in School A, School B, etc. 

3.14.6 Addressing researcher’s bias 

As an ethical concern, it is claimed that, while conducting research, there are times 

when bias might be present in the way questions are asked, notes are taken, or the 

way conclusions are drawn from the data collected (Galdas, 2017). This is 

particularly the case when a researcher feels they already know the answer. Unless 

this is handled carefully, it is likely to compromise the credibility of the entire study. 

To address the researcher‘s bias in this study, the researcher adopted the bracketing 

technique whereby the researcher‘s prior knowledge about the status of CBC 

implementation in Zanzibar was kept aside, hence leaving the study flow naturally 

(Chan, Fung & Chien, 2013). Also, the researcher requested multiple qualitative 

research experts to review the formulated data codes and the findings emerged for 

validation. In addition, to address the researcher's bias, a member-checking technique 

was used, in which the emerging findings were sent back to the respondents and 

informants to confirm that they accurately reflected their opinions. 
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CHAPTER FOUR 

RESULTS AND DISCUSSIONS 

4.0 Introduction 

This chapter comprises data presentation, analysis, and discussions of the main 

research findings that emerged from the present study. The study developed school-

based instructional supervision materials (SB-ISMs) to facilitate effective school 

leaders‘ supervision of the implementation of CBC in public secondary schools. The 

findings are presented in the order of the three research objectives. First, the quality 

criteria for designing SB-ISMs; second, users‘ and experts‘ reflections on the 

designed intervention materials across different prototypes; and third, the 

effectiveness of SB-ISMs to enhance school leaders‘ supervision capacity of CBC 

implementation.  

4.1 The Quality Criteria for Designing SB-ISMs 

This subsection presents the findings of the first objective of the study. The first 

objective of the study sought to establish the quality criteria for designing SB-ISMs to 

enhance SBIS capacity for the implementation of CBC. In the course of generating data 

and the findings for this objective, a baseline study was conducted along with the 

analysis of policy documents, reviews of theories, and literature to form a blueprint of 

quality criteria (initial design guidelines and specifications) for SB-ISMs. Through the 

baseline survey, it was evident that school leaders failed to analyze instructional 

documents, such as lesson plans and schemes of work, effectively as required by the 

CBC. This made them fails to recognise and address many of the faults committed by 

teachers. Several factors account for this weakness observed in teachers, but lack of 

practical understanding of SBIS and lack of knowledge of different dimensions of SBIS 

and CBC were the major factors. This is to generally conclude that most of the current 

practices of the school leaders do not suffice to support the adequate implementation of 

CBC. 

In an attempt to seek suitable practices to strengthen the implementation of CBC in 

schools, an extensive review of the literature was done to get insights for designing SB-

ISM. (Refer to Table 4.1). The designed SB-ISMs demonstrated potential for improving 

school leaders' ability to supervise the effective implementation of CBC. This was done 

by considering school leaders‘ prior supervisory experiences and incorporating practical 

and hands-on activities that would create free learning space by allowing participants to 
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create their knowledge. Enough thought was given to ensuring that the designed SB-

ISMs are compatible with the existing curriculum. The importance of aligning it with the 

existing curriculum draws from the need to create acceptance and ease of support for the 

supervision of CBC. Another aspect that was worth considering is the integration of 

collaborative leadership skills; particularly skills to listen to and take into account the 

suggestions and concerns of teachers regarding the implementation of CBC. Other inputs 

for developing the SB-ISMs obtained from the baseline study, literature, theories, and 

review of documents are indicated in Table 4.1 below. 

Table 4.1 Inputs for Developing Design Guidelines and Specifications 

1 Inputs Received from the Baseline Study  

  School leaders examined professional documents, such as the scheme of 

work and lesson plans, on the surface, with less critical analysis on the same 

as demanded by CBC.  

 School leaders lack a practical understanding of SBIS and CBC, hence 

limiting their effective execution of the same. 

 The different dimensions of SBIS and CBC are not clear to a majority of 

school leaders. 

 Supervision of CBC is confined to the examination of professional 

documents and is less critical. 

2. Inputs which Emanated from Literature and Theories  

  Most of the professional development programmes for school leaders had 

less focus on CBC elements (MoEVT, 2015). 

 Considering the prior experiences of school leaders before any intervention 

programme is important (Knowles, 1996). 

 Observing consistency between the programme materials and the existing 

curriculum is cardinal (Zhang, 2012). 

 True learning should enable participants to solve their own problems 

(Knowles, 1996). 

 Ensuring the participants of the intervention programme are motivated to 

learn (Knowles, 1996). 

 Involving school leaders to create their knowledge (Knowles, 1996). 

  Collaborative leadership by taking into account the concerns and 

suggestions of teachers and addressing them (House, 1996). 

 School leaders define what is expected of the teachers, understanding what 

needs to be done and how to do it (House, 1996). 

 School leaders should assist their subordinates by removing any obstacles 

that they may encounter. 

 (House, 1996). 

3 Inputs which Emanated from Policy Documents 

  Adoption of a learner-centred teaching and learning process (MoEVT, 2006). 

 The supervisor should activate their skills to allow them to supervise 

teachers on the implementation of reforms and strategies in education (ZEDP 

II 2017/2018-2021-2022). 

Source: Researcher (2020) 
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Through the baseline study, analysis of policy documents, and review of theories and 

literature (refer to Table 4.2), the following quality criteria (guidelines) were 

formulated to guide the design and formative evaluation of SB-ISMs: 

First is aligning the intervention materials with contemporary national curriculum 

reform. In the context of this study, the curriculum materials were designed and 

developed to support school leaders‘ supervision of the implementation of CBC. This 

was ensured by focusing on the present roles that school leaders should play as 

stipulated in the school leaders‘ practical guide issued by the Ministry of Education. 

The alignment of the intervention materials to the CBC reform created a trust for the 

users of the materials (section leaders) that the materials are part of the established 

curriculum and that the materials are not a waste of time. 

The second criterion is to document school leaders‘ prior experience with 

instructional supervision. From the theory, it was learned that adults tend to come to 

new learning situations with a reservoir of experience, which provides a rich source 

for their learning. When they learn something new, they often check how this fits in 

or is different from what they already know. They learn by comparing their 

experience with a new experience. For that reason, adults feel thrilled when they get 

the opportunity to apply their existing knowledge and life experience to a new 

learning context. This could be a good basis for them to start to develop an 

understanding of their weaknesses and, hence, start acknowledging the value of new 

learning. In view of this, an attempt was made to help section leaders establish a 

relationship between what they know and the new knowledge. This was done by 

asking them to share their experiences of the way they supervise teaching and 

learning activities in their schools. Understanding school leaders‘ prior experiences 

with supervising CBC and the mistakes they were making on the same, they created 

a welcoming atmosphere for their new learning.  

The third criterion is adherence to the participants‘ readiness to learn. With respect to 

these criteria, the material is designed in light of what the section leaders need to 

know: how, what, and why they are learning. In this, an attempt was made to 

communicate learning objectives and inform them how their work settings will 

benefit from the new learning experiences or training. This resulted in more effective 
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mutual planning during the development of an intervention and an increase in the 

motivation to learn. This finally contributed towards positive post-intervention 

results. 

The fourth criterion is the adoption of the problem-based orientation principle to 

learning. It was evident from the ALT that effective learning occurs when adult 

learners can transfer new knowledge to a real-life situation. Adults tend to shift their 

orientation from subject-centred learning to learning that primarily focuses on 

problem-solving. With regards to this criterion, the design of the materials was made 

in such a way that both the content of the workshop and facilitation skills address the 

problems that school leaders face in supervising the effective implementation of a 

competence-based curriculum in their schools. 

The fifth criterion for the design of the SB-ISMs is adherence to participants‘ 

motivation. From the theories, it was learned that adults are motivated to learn when 

they feel that the learning at hand provides a solution to the real life or work 

problems they encounter. With this in mind, an effort was made to relate the 

intervention programme content to the real problems that school leaders face in 

supervising teaching and learning in this era of competence-based curriculum and 

possible solutions. Also, practical/hands on and reflective learning experiences were 

designed to assist school leaders develop the competence they would need to 

supervise CBC implementation. 

The sixth criterion is consideration of the principle of self-directed learning. As it 

was exposed by the ALT, adult learners prefer to engage in learning and assume 

ownership of their learning situations. In this sense, they may resist any learning 

situation in which they feel that something is being imposed on them. In light of this 

parameter, the design of the SB-ISMs and the conduct of the programme were made 

by making sure that the school leaders were given the freedom to construct and make 

sense of their learning. This was important to make the researcher more of a mere 

facilitator than a director. Also, an attempt was made to work collaboratively with 

the school leaders to select objects of learning (content of the intervention 

programme), methods, and workshop resources. 
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Moreover, the design of SB-ISMs is made in light of the practicality principle of 

learning. From the theory, it was reported that adults‘ interest in learning surges 

when they are provided with tasks that give them the opportunity to apply a new 

concept or skill to a real-life situation. With this in mind, the developed intervention 

programme is made in such a way that school leaders are given practical tasks such 

as preparing competence-based lesson plans and schemes of work. This made them 

aware of their supervisory problems and the best way to address them. 

Finally, the intervention materials are made, taking into account the supportive role 

of the school leaders in the implementation of CBC in their schools. In this respect, 

the content of the intervention materials had to equip the section leaders with the 

capability of supporting teachers in handling competence-based instructional 

planning, competence-based assessment practices, and lesson delivery. The 

intervention materials were also designed with the goal of ensuring that school 

leaders maintain the primary responsibility of setting goals for teachers to implement 

the recommended CBC and motivating teachers to facilitate effective CBC 

implementation. Having presented the first category of quality criteria (design 

guidelines), the next sub-section presents the second category of quality criteria 

(design specifications) which guided the design of SB-ISMs. 

4.1.1 Design specifications  

Apart from crafting the initial guidelines, design specifications were important in 

designing the SB-ISMs. In this context, the design specifications are different from 

design guidelines in that they are characteristics of the materials with a focus on how 

the materials are developed. In this sense, design specifications are concerned with 

the layout or flow of the materials. In this direction, design specifications were 

established by keeping in view the design guidelines marked out in Table 4.2. In this 

logic, Table 4.2 spells out the design specifications used for designing SB-ISMs to 

enhance the capacity of school leaders to supervise the effective implementation of 

CBC. Distinctively, the specifications included a unit overview, competence, 

learning outcomes, activities, time allotment, workshop resources, facilitators‘ notes, 

and the use of the KWL strategy. 
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Table 4.2 Design Specifications for SB-ISMs  

Specification Elements Indicators of 

Specifications 

Specifications 

 Unit overview: This entails explaining the 

main purpose of each programme unit. This is 

to enable readers to understand what the unit is 

about. 

 Competence: This informs readers of the key 

competencies that the programme seeks to 

develop for the programme participants. 

 Learning outcomes: It spells out expected 

learning outcomes that each programme 

participant should have achieved upon 

completion of the programme unit. 

 Activities: Refers to a set of tasks or learning 

experiences to be executed by the programme 

participants (section leaders) to achieve 

expected learning outcomes. 

 Workshop resources: These are resources 

that enable the facilitator to deliver the 

intended materials. In the context of this study, 

these materials included flip charts, marker 

pens, pins, etc. 

 Facilitators’ notes: These are the notes 

prepared by the programme facilitator from 

different kinds of literature, acting as the point 

of reflection for the ideas presented by the 

section leaders in the course of programme 

execution.  

 Time allotment: Time breakdown depending 

on the nature and weight of the activity. 

 KWL strategy: This is a metacognitive 

strategy used to organise participants‘ thought 

on a certain topic. It involves three basic 

components: What I know (W), what I want to 

know (K) and what I have learned (L). With 

this strategy, the learner usually starts by 

generating prior knowledge about a topic, 

which in turn makes him or her interested in 

the topic. This, in turn, sets the stage for him 

to consider learning more about the introduced 

concept. After articulating what is known, the 

learner generates what they wish to learn 

about the subject. After learning, the learners 

finally communicate what they have learned. 
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Based on the design specifications and guidelines (quality criteria), five units 

(lessons) were designed as prototype zero of the intervention materials. These 

lessons are the introduction to school-based instructional supervision behaviours, the 

conceptualization of CBC, lesson delivery supervision, instructional planning 

supervision, and assessment practice supervision. Table 4.3 summarizes the lesson, 

the content, and the proposed time (duration) for each unit (lesson). 

Table 4.3 Summary of Units for the Prototype Zero  

Units  Summary of the content  Duration 

1 Introduction to school-based instructional supervisory 

behaviours: The objective of this unit is to introduce the concept 

of school-based instructional supervision. In order to help the 

school leaders (section leaders) understand this concept, the TIPS 

strategy is suggested. This facilitation technique requires the 

participants to think and write about what they know about it, then 

share what they have written in pairs before they have plenary 

discussions of what was shared in pairs. Finally, the facilitator 

could suggest more definitions of the concept under consideration 

but informed by practical experience and best practices from the 

literature. 

150 minutes 

2 Conceptualization of Competence-Based Curriculum: Using 

the TIPS strategy, this unit intends to expose school leaders to the 

concept of competency-based curriculum and its implications for 

reforming the teaching and learning process in the classroom. 

165 minutes 

3 Lesson Delivery Supervision: This unit seeks to develop school 

leaders‘ capacity to assess teachers‘ competence-based lesson 

delivery in the classroom. By using the TIPS strategy, school 

leaders have to demonstrate how they support teachers before the 

facilitators provide their inputs. This is important for developing 

appropriate and relevant abilities. 

285 minutes 

4 Instructional Planning Supervision: This unit is about 

developing school leaders‘ capacity to support teachers‘ 

competence–based instructional planning (lesson plan and scheme 

of work). The way these professional documents are structured 

needs to be compatible with CBC guidelines. By using the TIPS 

strategy, school leaders have to demonstrate how they supervise 

and support their teachers in instructional planning so that 

appropriate ways of doing the same can be communicated to 

them. 

220 minutes 

5 Assessment Practices Supervision: This unit is meant to help 

school leaders know the best way to support their teachers in the 

design of the assessment practices that characterize CBC. 

190 minutes 

Source: Field Data (2020) 
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The quality criteria presented above guided the design of the zero prototype and 

other subsequent prototypes. The following subsection presents the findings of the 

second objective on the users‘ and experts‘ reflections for improving the quality of 

SB-ISMs before the summative evaluation was done. 

4.2 Users’ and Experts’ Reflections on Improving the Designed SB-ISMs 

This sub-section presents the findings of the second objective of the study, which 

focused on examining the users‘ and experts‘ reflections. Their reflections were 

focused on areas to improve the SB-ISMs. Harnessing of experts‘ and users‘ 

reflections was an important requirement to strengthen the quality of the designed 

SB-ISMs and the victorious accomplishment of the whole intervention programme. 

With this in mind, the prototype zero of the materials had to be appraised by the head 

teachers and section leaders who are the prospective users of the materials at the 

school level. It was hoped that involving head teachers and section leaders in the 

development of the desired materials would result in increased ownership and 

acceptance of the materials, thereby facilitating their easy practicality.  

The same materials were appraised by other experts with considerable experience in 

curriculum development, developmental studies, and educational management. 

Moreover, simulation training of the prototypes was given to section leaders to 

consolidate the materials. The emerged reflections from the formative evaluations by 

users and experts are presented in Table 4.4. Afterward, a detailed analysis of the 

received reflections for each phenomenon is conferred underneath. 
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Table 4.4 Users’ and Experts’ Reflections for Improving SB-ISMs  

Unveiled Reflections  Descriptions of Reflections Analytical 

Reflections 

 Provide introductory 

paragraph to introduce 

materials.  

 Elucidate the differences 

between competence and 

competency.  

 Specify competency 

standards to be demonstrated 

by heads of schools for CBC 

supervision.  

 

 Spell out the ways of 

buildings competencies. 

 Construct reflective 

activities.  

Users (HTs and SLs) and 

experts from developmental 

studies, curriculum 

development, and educational 

management demanded to 

have authentic and focused 

intervention content.  

Suggested to specify the 

techniques and content-based 

reflective activities to 

improve the school-based 

supervision skills on CBC.  

 

 

 

 

 

Authentic content 

and reflective 

activities of the 

SBISMs. 

 

 

 Infuse instructional delivery 

supervision to be preceded by 

instructional planning 

supervision. 

 Arrange workshop activities 

from simple to complex. 

 

Section leaders who attended 

the first simulation training 

felt the potential to have a 

logical sequence of the 

school-based supervision 

activities.  

 

Logical sequence 

of the SB-ISMs. 

 Use the TIPS (Think, Ink, 

Pair, and Share) approach to 

allow participation. 

 For each lesson, prepare a 

KWL table (i.e; What I 

know, What I Want to learn, 

and What I have learned). 

 Prepare workshop notes or 

points of reflection to be used 

for filling gaps left by 

presenters. 

 Revise a time for formative 

evaluation activity. 

 Present materials 

descriptively instead of using 

tables. 

 

Users and experts 

emphasized the need for 

context-based facilitation 

skills to be incorporated 

into the intervention 

programme. 

 

 

Users and experts 

suggested a descriptive 

style of materials 

presented be 

incorporated. 

 

 

 

 

Context-based 

facilitation skills 

and descriptive 

style of materials 

presentation.  

 

 More practical activities are 

suggested to be incorporated 

by reflecting upon the nature 

of the key participants‘ 

experiences and 

qualifications. 

 More supervisor-centred 

activities/tasks are to be 

incorporated into the 

intervention programme. 

 

Section leaders who 

attended the second 

simulation training felt it 

was imperative to have 

more practical and hands- 

on activities.  

 

Practical and 

hands on 

activities for 

competence 

development. 
 

Source: Field Data (2020) 
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4.2.1 Authentic content and reflective activities of SB-ISMs 

As pointed out before, the turning point in the construction of desired intervention 

materials began with the design of the initial version of SB-ISMs, which was done by 

the researcher with preliminary inputs derived from the design guideline criteria. The 

initial version of SB-ISMs was later appraised by section leaders, headteachers, and 

experts from developmental studies and educational management. Their reflections 

resulted in the formulation of prototype zero. As shown in Figure 4.2, after carefully 

reviewing the materials, section leaders and experts were generally positive towards 

SB-ISMS because the accuracy or relevance of the materials was perceived to be 

correct to achieve the pre-determined objectives. However, they required authentic 

content and reflective activities in SB-ISMs. Thus, they drew a correct thought into 

the material's development by suggesting an introductory paragraph that would serve 

to introduce materials and guide users on how to use them. On the same note, they 

insisted that each sub-unit should provide introductory remarks describing the 

objectives of the unit. They went on by emphasizing that the introductory part 

informs the readers of the purpose of the materials and the purpose of each sub-unit, 

thus avoiding confusion. The developmental research Expert 1 is quoted below to 

elaborate on their views: 

I have gone through your materials carefully and came up with one 

major recommendation to improve them. I do not know how the 

lesson plans are intended to be used, but I suggest having a 

paragraph to introduce the materials (Interview with developmental 

research Expert I, 4
th

 November, 2019). 

Furthermore, it was suggested by the section leaders that the activities of the 

workshop should be reflective. This implies that the activities should be written in 

such a way that they encourage participants to elicit their prior or previous 

experiences on the subject before learning from the facilitator side. This is supported 

by the remarks made by developmental research Expert 2 as quoted underneath: 

I would recommend including reflective workshop activities that 

encourage participants or learners to share their experiences or 

practices related to the topic at hand. In fact, reflective workshop 

activities go in line with CBC implementation since even the CBC 

itself emphasizes learners‘ interactivity (Interview with 

developmental research expert, on 4
th

 November, 2019). 
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The following figures are set to illustrate how SB-ISMs were developed with 

consideration of the reflections, pair-sharing of the reflections, and later on through 

plenary presentations and discussions of the issues to improve the materials (See 

Figures 4.1 and 4.2, respectively).  

 

Figure 4.1 Section Leaders Reflecting the Content of the Prototype Zero 
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Figure 4.2 Section Leader Presenting the Inputs for Improving the Prototype  

The experts further added that the difference between competence and competency 

and how to build them should be made more apparent in the intervention materials. 

They emphasized that the materials should state when competence is used instead of 

competency and vice versa to avoid ambiguity for the readers. Categorically, it was 

advised that specific competency standards were required to be demonstrated by 

school leaders (section leaders) for CBC supervision. In this respect, it was suggested 

that the materials should show specific skills required by the school leader to 

supervise the implementation of CBC. The section leaders and more experienced 

experts thought that this was the nucleus of the whole proposed intervention 

programme. The educational management expert‘s remarks in this respect are 

illustrated by his quote: 
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I think it is good to delineate specific competency standards to be 

demonstrated by school leaders in supervising CBC. Obviously, the 

epicenter of this programme is coming up with the key elements or 

standards that school leaders should possess for supervising the 

implementation of CBC. In my view, these standards are those 

which you found school leaders lacking during your baseline survey. 

These standards, therefore, need to be featured in your intervention 

materials (Interview with educational management expert, 4
th

 

November, 2019). 

Also, curriculum development experts echoed these sentiments remarking 

that: 

You should always remember to include the basic supervision 

qualities that school leaders should have to be capable of supervising 

the implementation of CBC in schools. Without these supervision 

qualities, your intervention is likely to be illogical (Interview with 

curriculum development expert, 6
th

 November, 2019).  

4.2.2 Logical sequence of the SB-ISMs 

As explained before, suggestions received for prototype zero laid the groundwork for 

the development of prototype one. Accordingly, prototype one was subjected to the 

first simulation training with section leaders who were not part of the experimental 

group. This was regarded as a trial or pilot of the developed materials. The intention 

was to get section leaders‘ concerns on the usability and usefulness of materials in 

enhancing their capacity to supervise the implementation of CBC. Accordingly, 

inputs from simulation training made the formulation of the second prototype 

possible. In particular, section leaders who attended the first simulation training felt 

the potential to have a logical sequence of the school-based supervision skills on 

CBC. In organizing the content of the materials, they recommended that instructional 

delivery supervision be preceded by instructional planning supervision. They 

cemented this suggestion by arguing that one always starts with planning how 

instructional activities are going to be executed in the actual classroom context 

before they are executed. With regards to this, section leader A narrated:  
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In my view, your materials have to be coherent and logical for easy 

understanding. I think it can help school leaders supervise CBC. For 

example, last week, I ordered my teachers to collect instructional 

documents, namely lesson plans, schemes of work, and lesson notes 

for assessment. I used these workshop materials to assess their 

instructional ability. Frankly speaking, the materials are useful. 

These materials would be a good tool for many school leaders to 

supervise the instructional process in this era of the implementation 

of the CBC (Interview with section leader at school A, 10
th

 

November, 2019). 

The same was echoed by head teacher A, who remarked that: 

In my opinion, the materials have been well organised in a way that 

one would easily gain understanding. The content coverage is 

adequate and relevant... I can use these materials without any 

trouble. It is only that some improvements need to be made in the 

coherence of some contents (Interview with the head teacher at 

school A, 11
th

 November, 2019). 

A close interpretation of the quote above leads to the conclusion that the materials 

developed were helpful and accepted by the users. One of the areas where the 

participants condemned the materials was the easiness of use and the coherence of the 

material. Moreover, it was said that workshop activities ought to be arranged from 

simple to complex. Such an arrangement would make it easier for all section leaders 

and other school leaders who will be putting the materials into practice in their schools 

to understand the materials. 
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Figure 4.3 A Facilitator Listening to the Feedback of some Section Leaders after 

Intervention Training 

4.2.3 Context-based facilitation skills and descriptive style of materials 

presentations 

The final appraisal of the second prototype was conducted whereby both the users 

and experts participated in the discussion regarding the second prototype of the 

materials. The discussion is intended to determine the usefulness and usability of the 

materials before carrying out the summative evaluation. By and large, both section 

leaders and experts agreed to have context-based facilitation skills and a descriptive 

style for the presentation of the materials. In this direction, it was commented that it 

is good for the facilitator to prepare notes for a workshop in advance (possible 

answers for each activity). The main reason for the suggestion was that the notes 

would serve as a point of reflection for the facilitator to crosscheck whether what is 

presented by the participants matches the state-of-the art or intentions and 

expectations of the facilitator. However, they cautioned that the facilitator‘s notes 

and activities should not be presented together to avoid hampering critical thinking. 

Also, it was advised that formative evaluation should be allocated more time as it is a 
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significant part of the programme. Emphatically, a curriculum development expert 

confirmed in his words: 

I would propose that your facilitation skills should be context-based 

and the presentation of the materials should be descriptive. It is good 

to see, however, that the materials have taken on a good shape, such 

that one can read and understand them easily. I am of the view that 

the materials now present the intended objectives. I have seen that, at 

some points, the activities of the workshop have taken sufficient 

time, but I wonder why formative evaluation takes 40 minutes. I 

think you need to re-evaluate this part (Interview with curriculum 

development expert, 15
th

 November, 2019). 

These observations give indication that the expert thinks that the timing for formative 

evaluation and, in this case, activities to be carried out through the KWL table need 

to be increased. This is to allow facilitators to collect prior knowledge of the 

participants about a subject under discussion before moving to the next lesson. 

Moreover, while discussing the materials with the experts for improving the 

prototype two of the intervention materials, experts had extra feelings on the layout 

of the materials. In this case, the experts were of the view that the materials could not 

have a proper floor if they were presented in a tabular form. As such, they advised a 

descriptive form of presenting the intervention materials. Consistent with these 

comments, developmental research Expert 2 had this to say: 

The material presentation style needs revision. I have seen your 

layout and the programme structure in units covering introduction, 

activities, programme procedures, and assessment. I am suggesting 

the improvement of the layout and structure to create a good flow of 

the programme components, i.e. the introduction, assessment, task 

one and its related notes, task two and the related notes, task three 

and the related notes. I hope this will help you get away from the 

table you are using, which to me sounds awkward (Interview with 

developmental research expert, 15
th

 November, 2019). 

From the critical observations made, the experts suggested that the materials should 

be presented in a descriptive structure. It seemed that they were not satisfied with the 

tabular presentation of materials. In particular, the users‘ discussion sessions on the 

content of the second prototype are clearly demonstrated in Figure 4.4. 
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Figure 4.3 The Users while Reflecting the Content of the Second Prototype 

Besides, some experts added that it was a good idea to be guided by the TIPS 

approach while executing the intervention programme for the participants. They 

explained TIPS as an abbreviation that stands for ―Think, Ink, Pair and Share‖ 

respectively. This implies that for any idea to be presented to the workshop 

participants, the participants should first think in their groups about the presented 

concept critically. Then, they have to write their thoughts on the piece of flip chat or 

manila sheet. These ideas have to be discussed by workshop participants in their 

respective groups. Finally, one of the group members will present the issues discussed 

before others for further discussion. When asked to justify the use of TIPS in this 

context, experts expressed that the TIPS approach helps to create interactivity during 

the execution of the intervention programme. It was also added that for each unit of 

the materials, the KWL table (what I know, what I want to learn, and what I have 

learned) should be used as a basis of formative evaluation. The remarks of 

developmental research expert3 in this direction are illustrated in the sentence below: 
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I think you can use the KWL table for formative evaluation. This 

means that you assess what your workshop participants know about 

the subject at hand before the workshop, what they want to learn 

from your workshop, and what they have learned from your 

workshop (Interview with developmental research expert, 15
th

 

November, 2019). 

An analysis of the arguments made by these respondents would mean that supporting 

the supervision capacity of school leaders should be guided by a tool that enables 

them to share what they already know, new things they want to learn, and assess 

what they have learned. This can be made possible with the help of the KWL table. 

4.2.4 Practical and hands-on activities for competence development  

The incorporation of the suggestions made to improve prototype two resulted in the 

development of the third and last prototype. The third prototype was subjected to the 

last simulation training with section leaders to collect their insights on the usability 

of the materials before actual field testing in schools. When the section leaders 

reviewed the prototype, they argued that SB-ISMs contained adequate content and 

activities for the intended purpose. Besides, it was observed that the workshop 

resources were enough considering the nature of the progarmme and the participants. 

However, section leaders were advised to have practical and hands-on activities for 

competence development. In the views of the section leaders, the rationale for having 

practical work along with hands-on activities is to enable the participants to convey 

their past experiences in the supervision of the implementation of the CBC. In this 

context, one of the users (section leader B) had this to say:  

Practical and hands-on activities should always be one of the key 

components of your intervention materials. Without these, you may 

no longer build the capacity of section leaders to supervise the CBC. 

Interestingly, the workshop resources or materials are relevant. I 

think your materials are now suitable for the intervention 

programme. However, I remind you not to forget to have as many 

hands-on and practical activities as possible in your intervention 

materials (Interview with section leader at school B, November 22
nd,

 

2019).  

The quote above indicates that the section leaders, who are also the prospective users of 

the materials, were satisfied with the content of the third prototype and that the materials 

could be implemented in the schools. In Figure 4.5, some of the section leaders are giving 
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feedback to the researcher during the last simulation training session, giving their final 

words on the intervention materials.  

 

Figure 4.4 Sections Leaders and Researcher Discussing Inputs for Improving 

the Last Prototype 

4.3 The Effectiveness of the Validated SB-ISMs for Enhancing SBIS Capacity 

for Effective Implementation of CBC 

The third objective which this study sought to achieve was to assess the effectiveness 

of the validated SB-ISMs for enhancing the SBIS capacity of school leaders for 

effective implementation of CBC in secondary schools. Specifically, this objective 

sought answers to the raised research question: how effective are the designed SB-

ISMs for enhancing SBIS capacity for effective implementation of CBC? 

Therefore, a summative evaluation of SB-ISMs was carried out in 15 public 

secondary schools. One hundred and eighteen teachers and thirty-three section 

leaders took part in this evaluation stage. The summative evaluation activity took 

place from June 2020 to August 2020. The focus of the evaluation was to find out 

whether the SB-ISMs had the potential to solve the problems that school leaders 
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faced in supervising the effective implementation of CBC. The evaluation involved 

only one group (the experimental group) that took part from the materials design and 

development phase to field testing or material application and summative evaluation. 

The major findings that emerged from this objective are presented in the subsequent 

section.  

4.3.1 Revealed phenomena from analysis of teachers’ instructional planning-

before and after intervention 

As stated earlier, in the interest of establishing the effectiveness of the intervention, 

analysis of teachers‘ instructional planning was carried out before and after the 

intervention. In this direction, lesson plans and schemes of work were critically 

analysed. Starting with a lesson plan, there were five objects of analysis, namely: 

competence statement, writing of instructional objectives, teachers‘ activities, 

learners' (learning) activities, and assessment. In the ideal situation, a competence-

based curriculum requires students' competence to be developed on a particular topic 

to be spelled out clearly. Similarly, CBC demands that the instructional objectives be 

SMART and usually stated in action and measurable verbs. Instructional objectives 

are sub-competencies to be developed by students after attending a learning 

experience on a particular lesson or sub-topic. It is expected that attaining a series of 

these objectives after a particular lesson should help students attain the intended 

general competencies. The CBC also expects that the suggested teachers‘ activities 

are engaging and activity-based. The activities should always make students active 

and do something practical in the classroom. In the same way, learning activities 

need to be activity-based and engaging. Students should always feel that they have 

an obligation to do something during the teaching and learning process.  

Besides, it is the focus of CBC to have tools of assessment that can provide evidence 

for teachers that delineated instructional objectives and key competencies have been 

achieved. Therefore, in the critical analysis of the lesson plan before the intervention, 

attention was given to the mentioned components to see how a teacher might write 

them based on the described standards of CBC. The results of the analysis conducted 

before the intervention indicated that some of the competence statements written by 

teachers are vague. It is hard to see what knowledge, skills, and attitudes a teacher 

wants to develop in the students. Many teachers used ambiguous sentences, such as 
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"allowing students to understand."It was also found that there was no coherence 

among the instructional objectives, main objectives, and general competence. Some 

teachers still failed to make their objectives SMART. Some teachers still failed to 

make their objectives SMART. 

In teachers‘ activities, group discussion was the dominant method, which suggested 

that students got little room to practice the required competence. It was also noted 

that some instructional aids selected by teachers were not suitable for supporting 

intended objective or competence development. Furthermore, the schemes of work 

were analysed to see if they met the CBC.'s requirements. The selected areas of 

attention were nearly similar to those analysed from lesson plans, which included the 

writing of objectives, teaching and learning activities, assessment, and instructional 

aides. The same mistakes made by teachers in the lesson plan were featured in the 

scheme of work. The flaws observed by the researcher before the intervention 

suggested that school leaders who are the school's based instructional supervisors 

were less supportive to teachers because of their incompetence in supervising the 

same (Ali, 2015). Therefore, section leaders were exposed to the training programme 

having considered these flaws. In the intervention programme, section leaders were 

supported to understand the best way of assessing the scheme of work and lesson 

plans as demanded by CBC. The analysis of the same documents after the training 

programme on the same components showed significant improvement in teachers‘ 

ways of shaping the programme components (see tables 4.5 and 4.6). This 

improvement suggests that section leaders‘ capacity to supervise effective writing of 

these documents improved after the intervention programme. It is in this light that 

the effectiveness of the SB-IMS was considered to have an impact on section leaders 

in supervising the effective implementation of CBC. 
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Table 4.5 Revealed Phenomena from Analysis of Pre-Intervention Teachers’ 

Instructional Planning  

Object of 

Analysis 

Focused Components Revealed Phenomena 

Lesson plan  Competence  Focused on knowledge rather than 

actual skills 

 Vaguely stated  

 Instructional objectives   Not linked to competence 

 Less SMART 

 Stated with vague verbs 

 Teachers‘ activities   Less activity oriented  

 Learners‘ activity  Less activity oriented 

 Assessment methods  Not performance-based 

 Instructional aids  Inappropriate to the competence  

Scheme of work Objectives  Less focused 

 Learners‘ activity  Less activity oriented 

 Assessment methods  Paper and pencils 

 Instructional aids  Inappropriate to the intended 

competence 

Source: Researcher (2020) 

Table 4.6 Revealed Phenomena from Analysis of Post-Intervention Teachers’ 

Instructional Planning  

Object of 

Analysis 

Focused Components Revealed Phenomena 

Lesson 

plan  

Lesson competence  Performance-based 

 Measurable and observable 

 Instructional objectives   Aligned to competence to be achieved  

 Were made SMART 

 Stated with action verbs 

 Teachers‘ activities   Activity oriented  

 Learners‘ activity  Activity oriented 

 Assessment methods  Performance-based 

 Assessment focused on competence 

achievement  

 Instructional aids  Appropriate to the competence  

Scheme 

of work 

Objectives  Stated in behavioural terms  

 Learners‘ activity  Activity oriented 

 Assessment methods  Performance-based and linked to the 

intended competence  

 Instructional aids  Appropriate to the intended competence  

Source: Researcher (2020) 
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4.3.2 Revealed phenomena from pre and post-intervention classroom 

observation  

Along with gathering information from section leaders through the questionnaire, it was felt 

important to carry out classroom observations to gain information on section leaders‘ 

enhanced capacity to supervise the implementation of CBC from teachers‘ classroom 

practices. Observations were made in five schools whose section leaders attended the 

intervention programme. The observation focused on lesson introduction, competence 

facilitation, assessment practices, and conclusion. For these four aspects, the information 

filled in by the researcher in the observation guide was fully observed for an aspect that was 

implemented fully, little observed for an aspect that was partially implemented, and not 

observed for the aspect that was not implemented at all. 

During observation before the intervention, the researcher noted the following aspects: First, 

many teachers were observed introducing the lesson by asking students what they covered 

during the previous lesson, but with little attention paid to their prior knowledge of the new 

topic. This did not attract the students‘ interest in the lesson. This, consequently, makes it 

hard for students to be prepared and master the intended competences. Second, the 

facilitation used to develop competence was observed to have several flaws. Classroom 

practices did not create an environment for students to easily grasp the competences. It 

appeared that it was very rare for teachers to link the competence to be mastered with the 

real-life needs of the students. Also, the use of praise words did not encourage students‘ 

involvement. In terms of assessment, the students‘ achievement of learning objectives was 

not measured by using a variety of methods; the dominant method of assessment was 

question and answers. It was also observed that there was less attention paid to linking 

assessment to the competence or learning outcomes to be achieved. This is a key aspect in 

the implementation of a competence-based curriculum. At the conclusion phase, teachers 

concluded the lesson by giving a recap of the lesson. While concluding this way is good 

practice, students are most often left passive at this stage. After exposing the school leaders 

to the intervention, the same elements were observed among the same teachers from the 

same schools to see if the intervention contributed to the teachers' changing their teaching 

practices in implementing CBC. Post-intervention observation indicated a significant 

improvement in teachers‘ capacity to implement CBC. 

It was noted that teachers focused on introducing the lessons innovatively. Teachers 

managed to connect the present lesson to the previous lesson. This arouses the students‘ 

interest in the new lesson. Teachers develop students‘ thinking by seeking to know their 

prior knowledge about the new topic. Students were frequently encouraged to ask questions 
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so that they could clear up their doubts on the topic. Teachers favored activity-based 

pedagogy so that students could have a chance to practice more in the classroom. Thus, the 

facilitation of teachers‘ competence and skills was also improved.  

Teachers ensured that all students in the classroom were given equal opportunities regardless 

of their gender and intellectual abilities. It was also observed that teachers‘ capacity to use 

competence-based assessment methods was improved. Unlike the situation before the 

intervention was made, teachers managed to use continuous assessment by covering all 

learning domains such as cognitive, psychomotor, and affective, to assess students' learning. 

Teachers preferred to assess students by providing practical tasks related to their real-life 

needs. An assessment of students‘ learning was carried out based on the expected learning 

outcomes. At the conclusion stage of the lesson, a majority of teachers made sure that 

students took part in concluding the lesson. Tables 4.7 and 4.8 provide a clear summary of 

the observed phenomena in the classroom before and after the intervention.  
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Table 4.7 Pre-Intervention Classroom Observation  

S/N Phenomenon Description of competence Remarks 

1 Lesson 

introduction 

The ability of introducing a 

lesson to attract learners‘ 

readiness and eagerness to 

master specified lesson 

competences 

 The teacher introduced a lesson by starting a 

new topic without seeking prior knowledge of 

the students. 

 The lesson was introduced without orientating 

the learners on the purpose of the lesson. 

2 Knowledge 

/competency 

facilitation 

Teachers‘ ability to develop 

delineated competences for 

all learners  

 Girls were given fewer opportunities to 

participate in learning experiences  

 Students were rarely given room to ask and 

answer questions.  

 Little chance for students to think deeply 

about a lesson. 

 Students had little opportunity to perform 

activities related to a concept under 

instruction. 

 The teacher hardly linked knowledge to real 

needs of the learner and society at large. 

 Students were encouraged to work 

cooperatively and actively in a small group 

without the teachers‘ supervision.  

 The use of manila sheets as instructional aids 

was common instead of using real life objects.  

 Teaching and learning experiences were done 

theoretically without linking the lesson with 

the everyday life experiences of the learner. 

 The teacher rarely used stimulus variation 

(body movement, gesture, and change in 

position to facilitate lesson delivery. 

 Using praise words to motivate learners and 

spark their creativity was rare. 

   

3 Assessment 

procedures 

Teachers‘ ability to choose 

and apply assessment 

practices that can really 

provide evidence for 

achieving defined lesson 

competences  

 Continuous assessment focused on the 

cognitive domain. Some learning domains, 

such as psychomotor and affective, were less 

well taken care of. 

 Assessment focused on knowledge rather than 

competence 

 The purpose of assessment focused on 

providing a grade for an assignment 

 Paper-and-pencil tests, along with true-false, 

fill-in-the-blank, and multiple-choice tests, 

were dominant  

  

4 Conclusion Both teachers and students 

should conclude the lesson 

by giving a quick recap of 

the aspects covered while 

paying attention to the 

competence developed. 

 Only the teachers concluded the lesson while 

the students were passive 

 

Source: Field Data (2020) 
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Table 4.8 Post-Intervention Classroom Observation  

S/N Phenomenon Description of 

competence 

Remarks  

1        Lesson 

introduction 

Ability to introduce 

lessons to attract learners‘ 

readiness and eagerness 

to master specified lesson 

competences 

 The teacher seemed to 

introduce the lesson by 

seeking prior knowledge 

of the students and by 

connecting it to the 

previous one. 

 The learners were oriented 

on the purpose of the 

lesson before its actual 

delivery. 

2 Knowledge 

/competency 

Facilitation 

Teachers‘ ability to 

develop delineated 

competences for all 

learners  

 Boys and girls were given 

equal opportunities to 

participate in learning 

experiences. 

    All students were given a 

room to ask questions 

regarding the topic under 

instruction.  

    Students were allowed to 

think deeply about a 

lesson 

    The teaching and learning 

activities were activity- 

based and were geared to 

instil expected 

competences. 

    The teacher tried to link 

knowledge to the real 

needs of the learner and 

society 

    Students were encouraged 

to work cooperatively and 

actively in small groups 

while teachers‘ supervised 

their tasks  

    Teachers tried to use real- 

life objects familiar to 

students as instructional 

aids  

    Teaching and learning 

experiences involves 

linking the lesson with 

everyday life experiences 

of the learner. 
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    The teacher used stimulus 

variation (body movement, 

gesture, change in 

position) to facilitate 

lesson delivery. 

    Teachers managed to use 

praise words frequently to 

motivate learners and 

spark their creativity  

3 Assessment 

procedures 

Teachers‘ ability to 

choose and apply 

assessment practices that 

can provide evidence for 

achieving defined lesson 

competences  

 Teachers adopted 

comprehensive continuous 

assessment focusing on all 

learning domains, such as 

cognitive, psychomotor, 

and affective domains.  

    Teachers used 

performance and problem- 

based assessment to assess 

competence development  

    Assessment focused on 

providing information 

about a student‘s progress 

and diagnosing students‘ 

learning difficulties rather 

than providing a grade  

    Assessment was carried 

out against expected 

competence rather than 

knowledge only. 

 Authentic assessment was 

employed (focusing on 

measuring real-world 

tasks) 

4 Conclusion Lesson conclusion   The teachers, along with 

the students, collectively 

concluded the lesson by 

giving a quick recap of the 

aspects covered while 

paying attention to the 

competence to be 

developed.  

Source: Field Data (2020) 



161 

4.3.3 Results from retrospective pre and post-test questionnaires for teachers 

The focus of this section is to present the findings from closed-ended questions that 

asked teachers to assess themselves on how they were supervised by their school 

leaders (section leaders) before and after the intervention programme. However, 

before doing so, it is better to give background characteristics of the respondents 

involved in such activity.  

4.3.3.1 Background characteristic of the included teachers  

About 118 school teachers were included in the present study. The demographic 

characteristics of the teachers included in this study are presented in Table 4.9. 

Around three-quarters of the teachers (74.58%) included in the study were females. 

The average age of the school teachers was 37.63 years, with a significant minority 

of them (42.37%) being aged between 30-39 years. The average work experience 

among school teachers was 13.01 years, while a majority of them (60.53%) had work 

experience of 11 years and above. A large majority of the teachers (82.20%) had 

bachelor‘s degree and 8.47% had master‘s degree 

Table 4.9 Demographic Characteristics of the Interviewed Teachers 

Variable  Mean SD Frequency Percent 

Gender     

Male   30 25.42 

Female   88 74.58 

Age  37.63 7.19   

30 - 39  50 42.37 

40 - 49  39 33.05 

50+  29 24.58 

Working Experiences  13.01 8.35   

1 - 5  28 24.56 

6 - 10  17 14.91 

11+  69 60.53 

Professional 

Qualification 

   

Diploma   10 8.47 

Bachelor Degree  97 82.20 

Master Degree  10 8.47 

Doctorate   1 0.85 

Source: Field Data (2020) 
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4.3.3.2 Exploratory factor analysis for school-based instructional supervisory 

behaviours for CBC implementation carried out by section leaders as 

assessed by school teachers  

It is a well-established fact that without having a standardized research instrument, 

one cannot accumulate accurate information to address research questions (Noora, 

2021). Therefore, it is an inevitable task of a researcher to ensure that all the 

standardized procedures have been adhered to. The reason being, standardized data 

collection instruments enable the researcher to select the most valid items to measure 

issues under investigation. In this study, the tools enabled the collection of the 

school-based instructional supervisory behaviours for the implementation of CBC 

(Aeho & Jennifer, 2015; Noora, 2021). Thus, both exploratory and confirmatory 

factor analyses were adopted, and the results were as follow: 

4.3.3.2.1 Compliance of data for factor analysis 

For the school teachers‘ population, a total of thirty–three (33) questions were 

developed to assess school-based instructional behaviours for the implementation of 

CBC carried out by section leaders. Table 4.10 presents the results of the Kaiser-

Meyer-Olkin (KMO) measure of sampling adequacy and Bartlett‘s test of sphericity. 

The KMO value was 0.917, which indicates a high sampling adequacy for factor 

analysis since it is beyond the cut-off point of 0.5. Besides, the observed significant 

value of Bartlett‘s test (p<0.001) implies that the original R-matrix is significantly 

different from an identity matrix. These findings indicate that there are some 

correlations between test variables that measure school-based instructional 

behaviours for the implementation of a competence-based curriculum (CBC) and that 

the data is suitable for factor analysis. 

Table 4.10 Kaiser-Meyer-Olkin Measure of Sampling Adequacy and Bartlett's 

Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy 0.917 

Bartlett's Test of 

Sphericity 

1230.913 356.556 

136 120 

<0.0001 <0.001 

Source: Field Data (2020) 
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4.3.3.2.2 Communalities after extraction 

During analysis, sixteen (16) items were removed as a result of having factor loading 

less than 0.5 or having a complex structure. The eight (8) items were removed since 

they had a factor loading of less than 0.5. These include: I can make distinctions 

between competency and content-based curriculum; I am capable of writing a 

statement of competency in my lesson plan by aligning it to CBC; I design my 

instructional plan by focusing on collaborative teaching/ learning activities; I have 

developed a culture of discussing with the heads of school some instructional 

difficulties; I face with my heads to improve my practice; I can illustrate effective 

ways of maintaining students‘ attention; I can make the differences between 

assessment and evaluation; I assess my students based on the expected learning 

outcomes; and my head of school involves me in post lesson reflections to discuss 

weak areas and how to improve. 

In addition, another eight (8) items were removed since they had a complex 

structure: I assess my students based on n pre-determined learning outcomes; I 

design my scheme of work by making sure that there is the adequacy of time given 

for each topic; I use interactive teaching aids such as drawings, illustrations, audio, 

and visuals to promote students‘ creativity and innovation; I involve my students 

during lesson delivery; I can demonstrate strategies for arousing learners‘ readiness 

and interests in the lesson; I assess my students using performance-based assessment 

practices; I attend meetings organised by the heads to discuss some instructional 

difficulties I face and suggestive solutions; and I select teaching approaches that can 

support students in learning complex concepts.  

After removing items with a loading less than 0.5 and those with a complex 

structure, the commonalities after extraction ranged between 0.512 and 0.781, which 

are all above the cut-off point of 0.5 (Table 4.11). Hence, the remaining 17 items 

were retained for further analysis.  
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Table 4.11 Communalities after Extraction 

Item Description Extraction 

1 I can illustrate the relationship between what the students are 

about to learn and the information they have already learned 

0.659 

2 I can demonstrate effective ways of recognizing students‘ 

creativity and how to develop the same 

0.631 

3 I can demonstrate effective use of classroom management 

techniques in my lessons 

0.670 

4 I can write statements of instructional objectives by using 

measurable or action verbs 

0.687 

5 I write my scheme of work by arranging the topics from 

simple to complex 

0.680 

6 I always arrange the topics from simple to complex while 

designing a scheme of work 

0.575 

7 I focus on building on learners strength while teaching 0.781 

8 I can enhance students‘ confidence and ownership of the 

lesson while teaching 

0.776 

9 I can identify students with fatigue and inattentiveness during 

instructional delivery 

0.695 

10 I use real life objects like mangoes, balls and so forth as 

instructional aids to promote students‘ creativity and 

innovation 

0.614 

11 I have improved my ability to communicate with students 0.697 

12 I have developed a readiness mindset to be assessed by 

anyone for improving my practice 

0.716 

13 I can demonstrate the procedures for delivering CBC lesson 0.512 

14 I can demonstrate how to make the assessment fair, valid and 

reliable 

0.638 

15 I assess my students‘ learning by using different assessment 

techniques 

0.700 

16 I meet with the heads of the schools to discuss the major 

learning difficulties I face during classroom instruction 

without any fear 

0.660 

17 I can use techniques such project-based methods, field trips 

and case study analysis to enable learners to solve their 

problems 

0.551 

Source: Field Data (2020) 

4.3.3.2.3 Factors extracted and variance explained  

Table 4.12 presents a list of eigen values associated with each factor (component) 

before extraction and after rotation. Before extraction, the analysis identified 17 

linear components in the data set. The eigen values associated with each component 

represent the total amount of variance that can be explained by a given component 
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(Pallant, 2011). The analysis then extracted factors with eigen values of 1.0 and 

above based on Kaiser‘s recommendation (Field, 2009; Pallant, 2011) of which the 

un-rotated factor solution retained three (3) factors which explained 64.956% of the 

total variance. The first factor accounted for about 51% and the second component 

accounted for 7.486% of the total variance. On the other hand, the third component 

explained 6.241% of the total variance.  

In the final part, Table 4.12, labeled ―rotation sums of squared loadings‖, eigen 

values of factors after Varimax rotation are displayed. Before the rotation, factor1 

accounted for considerably more variance (51.2%) compared to the second factor 

(7.5%). However, after rotation, the variance explained by factor 1 (23.738%) was 

almost similar to that of factor 2 (22.9%) and not much different from factor 3 

(18.3%). Thus, the relative importance of the four factors was equalized after 

rotation.  
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Table 4.12 Total Variance Explained by Extracted Factors 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings Rotation Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 8.709 51.229 51.229 8.709 51.229 51.229 4.035 23.738 23.738 

2 1.273 7.486 58.715 1.273 7.486 58.715 3.891 22.887 46.625 

3 1.061 6.241 64.956 1.061 6.241 64.956 3.116 18.331 64.956 

4 .835 4.912 69.868       

5 .785 4.615 74.483       

6 .609 3.581 78.064       

7 .529 3.115 81.179       

8 .500 2.940 84.119       

9 .441 2.592 86.711       

10 .413 2.430 89.141       

11 .374 2.199 91.340       

12 .341 2.006 93.346       

13 .301 1.769 95.114       

14 .273 1.604 96.718       

15 .231 1.359 98.077       

16 .173 1.015 99.092       

17 .154 .908 100.000       

Source: Field Data (2020) 
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Factors (Components) Obtained by Factor Analysis 

After carrying out factor analysis, the information contained in all variables was 

represented by three (3) factors which include: 

The Factor I (Instructional Planning Competence) 

Factor 1 had six (6) items: I can illustrate the relationship between what the students 

are about to learn and the information they have already learned; I can demonstrate 

effective ways of recognizing students‘ creativity and how to develop the same; I can 

demonstrate effective use of classroom management techniques in my lessons; I can 

write statements of instructional objectives by using measurable or action verbs; I 

write my scheme of work by arranging the topics from simple to complex, and I 

always arrange the topics from simple to complex while designing a scheme of work.  

Factor II (Lesson Delivery Competence)  

The second component consisted of six (6) items: I focus on building on learners' 

strengths while teaching. I can enhance students‘ confidence and ownership of the 

lesson while teaching. I can identify students with fatigue and attentiveness during 

instructional delivery. I use real-life objects, like mangoes, balls, and so forth, as 

instructional aids to promote students‘ creativity and innovation. I have improved my 

ability to communicate with students; and I have developed the readiness mindset to 

be assessed by anyone for improving my practice. 

Factor III (Assessment Practices Competence) 

This factor consists of five items: I can demonstrate the procedures for delivering 

CBC lessons; I can demonstrate how to make the assessment fair, valid and reliable; 

I assess my students‘ learning by using different assessment techniques; I meet with 

the heads of the schools to discuss the major learning difficulties I face during 

classroom instruction without any fear; I can use techniques such as project-based 

methods, field trips, and case study analysis to enable learners to solve their 

problems.
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Factor loadings 

Table 4.13 presents the factor loadings for exploratory factor analysis after Varimax 

rotation. Since all factor loadings are greater than 0.5, we can say that each factor is 

strongly associated with its items. 

Table 4.13 Pattern Matrix for Exploratory Factor Analysis after Varimax 

Rotation 

Items Components/Factors 

1 2 3 

I can illustrate the relationship between what the students are 

about to learn and the information they have already learned 

0.695   

I can demonstrate effective ways of recognizing students‘ 

creativity and how to develop the same 

0.682   

I can demonstrate effective use classroom of management 

techniques in my lessons 

0.741   

I can write statements of instructional objectives by using 

measurable or action verbs 

0.717   

I write my scheme of work by arranging the topics from 

simple to complex 

0.790   

I always arrange the topics from simple to complex while 

designing a scheme of work 

0.649   

I focus on building on learners strength while teaching  0.819  

I can enhance students‘ confidence and ownership of the 

lesson while teaching 

 0.790  

I can identify students with fatigue and the attentiveness 

during instructional delivery 

 0.680  

I use real life objects like mangoes, ball and so forth as 

instructional aids to promote students‘ creativity and 

innovation 

 0.546  

I have improved my ability to communicate with students  0.745  

I have developed a readiness mindset to be assessed by anyone 

for improving my practice 

 0.734  

I can demonstrate the procedures for delivering CBC lesson   0.579 

I can demonstrate how to make the assessment fair, valid and 

reliable 

  0.706 

I assess my students‘ learning by using different assessment 

techniques 

  0.684 

I meet with the heads of the schools to discuss the major 

learning difficulties I face during classroom instruction 

without any fear 

  0.682 

I can use techniques such project-based methods, field trips 

and case study analysis to enable learners to solve their 

problems 

  0.641 

Source: Field Data (2020) 
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4.3.3.3 Confirmatory factor analysis of teachers’ instructional behaviours for 

the implementation of CBC constructs  

A confirmatory Factor Analysis (CFA) was also carried out to test the reliability and 

validity of the school-based instructional behaviours for CBC implementation 

constructs (factors) among the teachers‘ population. Three factors were obtained 

from EFA. Factor 1 (instructional planning competence) consisted of six (6) items, 

Factor 2 (lesson delivery competence) had six (6) items, and Factor 3 (assessment 

practices competence) had five items (see Table 4.14). 

4.3.3.3.1 The goodness of fit of the fitted CFA model of instructional 

behaviours for the implementation of CBC 

Table 4.14 displays the fit statistics of the proposed model for instructional 

behaviours for the implementation of CBC. The df index of the proposed model is 

1.456, which is less than the cutoff point of 5. This indicates that the proposed model 

fits well with the data. Besides, the obtained value of the CFI (0.911) and GFI 

(0.909) indexes were greater than the recommended value of 0.9. Moreover, the 

value of RMSEA (0.044) is less than the recommended cut off point of 0.05. 

Therefore, the proposed CAF Model for instructional behaviours for the 

implementation of CBC as presented in Figure 4.6 fits well with the data. 

Table 4.14 Fit Statistics of the CFA Model for Instructional Behaviours for 

CBC Implementation 

Fit statistics Recommended Obtained 

 
2  - 168.845 

 Df - 116 

 
2 /df <5 1.456 

CFI >0.90 0.911 

GFI >0.90 0.909 

RMSEA <0.05 0.044 

Source: Field Data (2020) 

 

 

 



170 

 

Figure 4.5 The Standardized Estimates of the Proposed CFA Model for 

Instructional Behaviours for CBC Implementation 

4.3.3.4 Pre-intervention school-based instructional behaviours for the 

implementation of CBC 

Table 4.15 displays the individual responses of 17 items that remained after running 

the factor analysis on School Based Instructional Behaviours for the implementation 

of CBC, carried out by section leaders as assessed by teachers. A significant minority 

of the school teachers (41.53%) could illustrate the relationship between what the 

students are about to learn and the information they have already learned. On the 

other hand, 19.49% of the teachers indicated that they can illustrate the relationship 

between what the students are about to learn and the information they have already 

learned to large extent. 16.95 % reported that they can illustrate the relationship 

between what students are about to learn and the information they have already 

learned to a very large extent. About forty percent (39.83%) of the school teachers 

indicated that they can demonstrate effective ways of recognizing students‘ creativity 

and how to develop the same to some extent, and 27.12% can demonstrate it to a 

large extent. 35.59% of the school teachers could demonstrate the effective ways of 

recognizing students‘ creativity and how to develop the same to some extent, while 

30.5% could demonstrate them to a large extent. Besides, 31.36% of the teachers 
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indicated that they can write statements of instructional objectives by using 

measurable or action verbs to some extent whereas 24.58% and 17.8% of the 

teachers could write the statements to a large and very large extent, respectively.  

Table 4.15 School-Based Instructional Supervisory Behaviours for the 

Implementation of the CBC carried out by the Section Leaders 

before the Intervention as Assessed by Teachers 

Items Little 

Extent 

 

118 (%) 

Some 

Extent 

 

118 (%) 

Large 

Extent 

 

118 (%) 

Very 

Large 

Extent 

118 (%) 

I can illustrate the 

relationship between what 

the students are about to 

learn and the information 

they have already learned 

26 (22.03) 49 (41.53) 23 (19.49) 20 (16.95) 

I can demonstrate effective 

ways of recognizing 

students‘ creativity and how 

to develop the same 

29 (24.58) 39 (39.83) 32 (27.12) 10 (8.47) 

I can demonstrate effective 

use classroom management 

techniques in my lessons 

22 (18.64) 42 (35.59) 36 (30.51) 18 (15.25) 

I can write statements of 

instructional objectives by 

using measurable or action 

verbs 

31 (26.27) 37 (31.36) 29 (24.58) 21 (17.80) 

I write my scheme of work 

by arranging the topics from 

simple to complex 

19 (16.10) 35 (29.66) 33 (27.97) 31 (26.27) 

I always arrange the topics 

from simple to complex 

while designing a scheme of 

work 

19 (16.10) 38 (32.20) 34 (28.81) 27 (22.88) 

I focus on building on 

learners strength while 

teaching 

27 (22.88) 31 (26.27) 37 (31.36) 23 (19.49) 

I can enhance students‘ 

confidence and ownership of 

the lesson while teaching 

28 (23.73) 35 (29.66) 28 (23.73) 27 (22.88) 

I can identify students with 33 (27.97) 41 (34.75) 29 (24.58) 15 (12.71) 
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fatigue and in attentiveness 

during instructional delivery 

I use real life objects like 

mangoes, ball and so forth as 

instructional aids to promote 

students‘ creativity and 

innovation 

30 (25.42) 38 (32.20) 27 (22.88) 23 (19.49) 

I have improved my ability 

of communicating with 

students 

24 (20.34) 29 (24.58) 43 (36.44) 22 (18.64) 

I have developed a readiness 

mindset to be assessed by 

anyone for improving my 

practice 

29 (24.58) 39 (33.05) 35 (29.66) 15 (12.71) 

I can demonstrate the 

procedures for delivering 

CBC lesson 

42 (35.59) 35 (29.66) 27 (22.88) 14 (11.86) 

I can demonstrate how to 

make the assessment fair, 

valid and reliable 

29 (24.58) 42 (35.59) 35 (29.66) 12 (10.17) 

I assess my students‘ 

learning by using different 

assessment techniques 

27 (22.88) 44 (37.29) 26 (22.03) 21 (17.80) 

I meet with the section 

leaders to discuss the major 

learning difficulties I face 

during classroom instruction 

without any fear 

34 (28.81) 35 (29.66) 31 (26.27) 18 (15.25) 

I can use techniques such 

project based methods, field 

trips and case study analysis 

to enable learners to solve 

their problems 

38 (32.20) 48 (40.68) 22 (18.64) 10 (8.47) 

Source: Field Data (2020) 
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4.3.3.5 Post-intervention school-based instructional supervisory behaviours for 

the implementation of the CBC as assessed by teachers 

Table 4.16 displays the individual responses to the same 17 items that remained after 

running the factor analysis on School-Based Instructional Behaviours for the 

implementation of CBC as assessed by teachers after the intervention. Overall, it was 

observed that, after the intervention, the capacity of school teachers had improved 

compared to how it was before the intervention. For example, an equal proportion 

(37.29%) of the school teachers reported that they could illustrate the relationship 

between what the students are about to learn and the information they have already 

learned to a large and very large extent. More than forty percent (45.76%) of the 

school teachers indicated that they could demonstrate effective ways of recognizing 

students‘ creativity and how to develop the same to a very large extent, and 33.9% 

could demonstrate it to a large extent.  

Moreover, more than half (55.93%) of the school teachers could demonstrate 

effective ways of recognizing students‘ creativity and how to develop the same at a 

very large extent while 26.27% could demonstrate it at a large extent. Besides, 

44.92% of the teachers could write statements of instructional objectives by using 

measurable or action verbs at a very large extent whereas 35.59% of the teachers 

could write the statement at a large extent.  
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Table 4.16 School-Based Instructional Supervisory Behaviours for the 

Implementation of CBC after the Intervention as Assessed by 

Teachers 

Items Little 

Extent 

 

118 (%) 

Some 

Extent 

 

118 (%) 

Large 

Extent 

 

118 (%) 

Very 

Large 

Extent 

118 (%) 

I can illustrate the relationship 

between what the students are about 

to learn and the information they 

have already learned 

4 (3.39) 26 (22.03) 44 (37.29) 44 (37.29) 

I can demonstrate effective ways of 

recognizing students‘ creativity and 

how to develop the same 

5 (4.24) 19 (16.10) 40 (33.90) 54 (45.76) 

I can demonstrate effective use 

classroom management techniques 

in my lessons 

4 (3.39) 17 (14.41) 31 (26.27) 66 (55.93) 

I can write statements of 

instructional objectives by using 

measurable or action verbs 

4 (3.39) 19 (16.10) 42 (35.59) 53 (44.92) 

I write my scheme of work by 

arranging the topics from simple to 

complex 

7 (5.93) 8 (6.78) 38 (32.20) 65 (55.08) 

I always arrange the topics from 

simple to complex while designing a 

scheme of work 

5 (4.24) 14 (11.86) 44 (37.29) 55 (46.61) 

I focus on building on learners 

strength while teaching 

4 (3.39) 16 (13.56) 53 (44.92) 45 (38.14) 

I can enhance students‘ confidence 

and ownership of the lesson while 

teaching 

3 (2.54) 19 (16.10) 42 (35.59) 54 (45.76) 

I can identify students with fatigue 

and in attentiveness during 

instructional delivery 

3 (2.54) 23 (19.49) 52 (44.07) 40 (33.90) 

I use real life objects like mangoes, 

ball and so forth as instructional aids 

to promote students‘ creativity and 

innovation 

11 (9.32) 8 (6.78) 37 (31.36) 62 (52.54) 

I have improved my ability of 

communicating with students 

8 (6.78) 10 (8.47) 43 (36.44) 57 (48.31) 

I have developed a readiness mindset 

to be assessed by anyone for 

improving my practice 

4 (3.39) 16 (13.56) 52 (44.07) 46 (38.98) 

I can demonstrate the procedures for 

delivering CBC lesson 

8 (6.78) 30 (25.42) 42 (35.59) 38 (32.20) 

I can demonstrate how to make the 

assessment fair, valid and reliable 

4 (3.39) 12 (10.17) 60 (50.85) 42 (35.59) 

I assess my students‘ learning by 

using different assessment 

techniques 

4 (3.39) 13 (11.02) 35 (29.66) 66 (55.93) 

I meet with the section leaders to 

discuss the major learning 

7 (5.93) 14 (11.86) 52 (44.07) 45 (38.14) 
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difficulties I face during classroom 

instruction without any fear 

I can use techniques such as project 

based methods, field trips and case 

study analysis to enable learners to 

solve their problems 

10 (8.47) 23 (19.49) 54 (45.76) 31 (26.27) 

Source: Field Data (2020) 

4.3.3.6 School teachers’ capacity for implementation of a competence-based 

curriculum 

The overall school teachers‘ capacity for effective implementation of a competence- 

based curriculum was measured using the School Teacher Capacity Scale (STCS). 

This scale had a set of seventeen (17) questions obtained from exploratory factor 

analysis that measured the school teachers‘ capacity for effective implementation of 

a competence-based curriculum. The STCS score was defined as a continuous 

measure of the degree of school teachers‘ capacity for effective implementation of a 

competence-based curriculum. The STCS score variable was calculated for each 

respondent by summing up the codes of the responses to each question. The 

maximum score for a respondent is 68 (the respondent‘s response to all 17 capacity 

questions was ―very large extent‖, coded with a response code of 4); the minimum 

score is 17 (the respondent responded ―Little Extent, which was coded as 1‖ to all 

capacity questions.  

The higher the score, the greater the capacity of the school teachers for effective 

implementation of competence-based curriculum experienced. Table 4.17 displays 

the mean distribution of STCS scores by demographic characteristics of the study 

participants before and after the intervention. Overall, the mean STCS score before 

the intervention was 39.88, with a standard deviation of 912.24, while after the 

intervention, the mean STCS score was 54.27. For both men and women, the mean 

STCS score improved after the intervention. Among males, the mean STCS score 

was 39 before the intervention and 51.6 after the intervention. On the other hand, the 

mean STCS score among females was 40.18 before intervention and 55.18 after 

intervention.  



176 

Table 4.17 School Teachers’ Capacity for the Implementation of Competence- 

Based-Curriculum by Demographic Characteristics before and 

after Intervention 

Variable  Before intervention 

Mean (SD) 

After intervention 

Mean (SD) 

Overall 39.88(12.24) 54.27(9.47) 

Gender    

Male  39.00 (11.67) 51.60 (9.83) 

Female  40.18 (12.48) 55.18 (9.23) 

Age    

30 - 39 39.30 (12.53) 54.98 (7.34) 

40 - 49 39.41 (10.52) 55.44 (8.50) 

50+ 41.52 (14.06) 51.48 (13.11) 

Working Experiences    

1 - 5 41.32 (13.50) 55.61 (10.97) 

6 - 10 38.71 (12.05) 53.53 (7.35) 

11+ 39.61 (11.86) 54.14 (9.27) 

Professional Qualification   

Diploma  35.00 (11.07) 54.80 (9.58) 

Bachelor Degree 40.29 (12.24) 54.52 (8.79) 

Master Degree 42.10 (13.24) 50.60 (15.08) 

Doctorate  27.00 (-) 62.00 (-) 

Source: Field Data (2020) 

4.3.3.7 Paired sample t-test results for teachers’ instructional behaviours 

A paired sample t-test was used to assess the effectiveness of the validated SB-ISMs 

used for enhancing SBIS capacity for the implementation of CBC. However, since 

this study involved exploratory factor analysis to establish components or factors for 

both section leaders‘ instructional supervisory behaviours as well as teachers‘ 

instructional behaviours, it was felt logical to compute a factor-wise or component- 

wise paired sample t-test for both school-based instructional supervisory behaviours 

(see appendix D) and teachers‘ instructional behaviours (see appendix E). Then the 

overall paired sample t-test scores from both the section leaders‘ and teachers‘ 

questionnaires are presented to establish the effectiveness of the whole intervention 

programme.  
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Factor-wise Paired-sample t-test results 

As stated before, the factor-wise paired-sample t-test was computed for teachers‘ 

instructional behaviours as represented in the teachers‘ questionnaire. In this, three 

major factors were obtained, and their respective t-test scores are presented in the 

next section. 

FACTOR 1 (Instructional Planning Competence) 

On this factor, the results of the paired t-test presented (in Table 4.18) show that the 

mean difference in STCS scores before and after the intervention was 4.99, with a p-

value of <0.0001. This means that there was significantly higher SBIS capacity for 

the implementation of CBC among teachers after the intervention as compared to the 

situation before the intervention. This implies that the validated SB-ISMs used for 

enhancing SBIS capacity for the implementation of CBC were significantly effective. 

Table 4.18 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable Mean SD T-Value P-value 

Before intervention 14.50 4.81   

After intervention 19.49 3.80   

After intervention – 

Before intervention 

4.99 4.94 10.97 <0.0001 

Source: Field Data (2020) 

FACTOR 2 (Lesson Delivery Competence) 

As for factor 2, the results of the paired t-test presented in Table 4.19 showed that the 

mean difference in STCS score before and after the intervention was 4.88, with a p-

value of <0.0001. This means that there was significantly higher SBIS capacity for 

the implementation of CBC among teachers after the intervention compared to the 

situation before the intervention. This implies that the validated SB-ISMs used for 

enhancing SBIS capacity for the implementation of CBC were significantly effective. 



178 

Table 4.19 The Results of Paired Sample t-test for the Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable Mean SD T-Value P-value 

Before intervention 14.36 5.16   

After intervention 19.24 3.70   

After intervention – 

Before intervention 

4.88 5.01 10.59 <0.0001 

Source: Field Data (2020) 

FACTOR 3 (Assessment Practices Competence) 

The results of the paired sample t-test for factor three (in Table 4.20) showed that the 

mean difference in STCS score before and after the intervention was 4.51, with a p-

value of <0.0001. This means that there was significantly higher SBIS capacity for 

the implementation of CBC among teachers after the intervention as compared to the 

situation before the intervention. This implies that the validated SB-ISMs used for 

enhancing SBIS capacity for the implementation of CBC were significantly effective. 

Table 4.20 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable Mean SD T-Value P-value 

Before intervention 11.03 3.74   

After intervention 15.54 2.94   

After intervention – Before intervention 4.51 3.88 12.65 <0.0001 

Source: Field Data (2020) 

Overall sample paired t-test results 

Regarding the overall t-test in this direction, the results (in Table 4.21) show that the 

mean difference in STCS scores before and after the intervention was 14.39, with a 

p-value of <0.0001. This means that there was significantly higher SBIS capacity for 

the implementation of CBC among teachers after the intervention as compared to the 

situation before the intervention. This implies that the validated SB-ISMs that were 
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used to enhance SBIS capacity for the implementation of CBC were significantly 

effective. 

Table 4.21 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable Mean SD T-Value P-value 

Before intervention 39.88 12.24   

After intervention 54.27 9.47   

After intervention – Before intervention 14.39 12.72 12.29 <0.0001 

Source: Field Data (2020) 

4.3.3.8 Revealed phenomena from open-ended questions 

In an attempt to strengthen evidence on the effectiveness of the developed 

intervention as viewed from teachers‘ perspectives, additional data was collected. 

This was achieved by asking teachers a set of open-ended questions as a means of 

corroborating evidence obtained from closed-ended questions. Primarily, the 

additional information from open-ended questions was intended to enable the 

researcher to draw a valid and compressive inference on the effectiveness of the 

intervention programme. Specifically, these questions elicited information on three 

major areas. First, teachers‘ insights on the ability mostly developed by their school 

leaders (section leaders) while carrying out internal school supervision compared 

with before. Second, teachers‘ insights on the major aspects currently being assessed 

by their school leaders (section leaders) are different from the past. The final section 

discussed teachers' suggestions for school leaders to be supportive in enhancing 

teachers' ability to effectively implement CBC. The major issues surfaced from the 

open-ended questions are presented clearly in Table 4.22. 
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Table 4.22 Major Issues Surfaced from Open-Ended Questions 

Theme  Sub-theme and its 

descriptions 

Codes 

 

Ability mostly 

developed by section 

leaders in school 

supervision different 

from the past 

 Pedagogical competency 

 Good teaching and 

learning strategies  

 

 

 Effective instructional 

planning  

 Management of 

learners‘ behaviours 

to provide productive 

learning opportunities  

 Use of variety of 

techniques to 

reinforce students‘ 

involvement in the 

learning process 

 

 The use of appropriate 

teaching and learning 

materials (aids) 

 

 Actual/real life 

objects 

 Relevance of objects 

to the concept taught 

 Objects capable of 

engaging students in 

the learning session 

 Management of students‘ 

learning difficulties 

 Offer differentiated 

instruction 

 Individualized 

instruction for 

students who need 

extra support 

  Professional ethics 

 Observing punctuality  

 

 Timely syllabus 

coverage 

 Timely provision of 

feedback for the 

students 

 Ensuring effective 

classroom management 

 Identifying students 

who are less attentive 

and improve their 

attention 

 Fixing classroom 

norms/ rules. 
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Major aspects 

currently assessed by 

section leaders 

different from the 

past  

 Effective lesson delivery 

 Effective teaching 

strategies 

 Seeking students‘ 

prior knowledge 

 Aligning classroom 

instruction with 

learning objectives  

 Using interactive 

teaching and learning 

activities  

 The use of students‘ 

engaging teaching 

aids 

 Relating teaching and 

learning activities to 

the real-life context 

  Instructional planning 

supervision 

 Accuracy of lesson plan 

and scheme of work  

 

 

 Stating competencies 

using action verbs 

 Linking learning 

outcomes with real-

life situation 

 Using authentic 

learning tasks 

  Effective assessment 

practices 

 Assessment of all lesson 

stages  

 competency based 

assessment 

 

 Introduction 

 New knowledge 

development  

 Conclusion 

 Aligning assessment 

with learning 

outcomes 

 Providing realistic 

learning tasks 

 Providing immediate 

constructive feedback 

Suggestions for school 

leaders to support 

teachers in 

implementing CBC 

 Continuous professional 

support/professional 

development 

 

 Demonstration teaching 

strategy in school 

 Demonstrating the 

use of real objects in 

teaching 

 Demonstrating the 

use of technology in 

teaching  

 Showcasing a 

selection of students‘ 

engaging teaching 

and learning materials 
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  Creating supportive 

teaching and learning 

environment  

 Physical environment  

 

 

 Availability of 

teaching materials 

and other facilities  

 Safe, hygienic and 

aesthetic classroom. 

 Availability of 

guideline for effective 

teaching and learning 

 Social environment  Positive rapport 

between teachers and 

section leaders 

 Provides timely 

feedback for teachers 

 Teachers‘ 

involvement in the 

design and execution 

the instructional 

related matters 

  Prioritizing internal 

school supervision 

 

 School based supervision 

 

 

 Leading teachers in 

developing and 

implementing 

instruction plan 

 Frequent assessment 

of students‘ progress 

 Leading teachers in 

preparing records of 

students‘ progress 

Source: Field Data: 2020 

4.3.3.8.1 Ability mostly developed by section leaders in school supervision 

different from the past 

This section presents the research findings on the teachers‘ perceptions of the current 

abilities that section leaders develop for teachers while executing instructional 

supervision. An investigation was conducted to examine whether there were new 

abilities that section leaders could develop in teachers that were different from what 

was created in the past. Specifically, teachers were asked to respond to the question 

"What specific abilities or competences were not captured in part B, which are 

mostly developed by section leaders while supervising you?" A close analysis of the 

scene revealed that the highly emphasized ability among teachers is pedagogical 

competency 
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The section leaders emphasize the application of good teaching and learning 

strategies that could have a positive impact on students‘ learning. In the teachers‘ 

views, good teaching and learning strategies include effective instructional planning 

whereby lesson plans and schemes of work ought to follow the requirements of a 

competence-based curriculum. They also cited the management of learners‘ 

aggressive behaviors to provide productive learning opportunities. Teachers also 

pointed out the use of a variety of teaching techniques to reinforce students‘ 

involvement in the learning process. They explained that using a variety of teaching 

techniques could also cater to the diverse needs of the students.  

On pedagogical competency, the section leaders stressed the use of appropriate 

teaching and learning materials (aids). Those materials included real-life objects 

which are familiar to students and are relevant to the concept taught. In their view, it 

was thought that the objects should also be capable of engaging students in teaching 

and learning experiences. Besides, teachers agreed that section leaders advise them 

on using various strategies regarding the management of students‘ learning 

difficulties. Such strategies include using differentiated instruction and 

individualized instruction to help students in need of extra support. Additional 

evidence in support of these observations comes from the following excerpt by 

teacher A: 

I feel that the intervention has improved my 

pedagogical competence. Sometimes, we find some 

new things that section leaders are eager to discuss 

with us, different from the past. They are now 

emphasizing the use of good teaching and learning 

strategies and the use of appropriate teaching and 

learning materials that create students‘ active 

participation and clear understanding of the concept 

taught. What is totally new to me is the use of 

differentiated instruction and individualized 

instruction to cater to the needs of different students, 

particularly those with learning difficulties (Excerpt 

from an open-ended question with teacher A, on 3
rd

 

January, 2020). 

Another aspect that teachers considered as ability developed by section leaders was 

the professional ethics. It was noted that section leaders remind teachers to observe 

punctuality in the fulfillment of their instructional duties. They cited timely syllabus 
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coverage and the provision of assessment feedback to learners as examples of good 

professional ethics highly emphasized by section leaders. On professional ethics, the 

findings also indicated that section leaders ensure that teachers use effective 

classroom management. In this, it was noted that section leaders model teachers on 

the ways of identifying students who are less attentive and improving their attention 

by providing collaborative learning tasks. The teachers are also supported in fixing 

classroom norms and rules to prevent students‘ disruptive behaviours, including 

fighting each other when teachers are in the instructional sessions. The following 

extract from teacher B supports this statement: 

The professional ethics of teachers have improved. At 

present, our section leaders are interested in seeing if 

teachers finish their syllabus on time and assess 

students and provide them with assessment feedback 

as immediately as possible. They model teachers on 

different classroom management techniques for 

ensuring students‘ effective learning (Extract from an 

open-ended question with teacher B on 3
rd

 January, 

2020). 

4.3.3.8.2 Major aspects currently assessed by section leaders different from the 

past 

The study sought to find out the major aspects currently being assessed by section 

leaders as they assess teachers‘ implementation of the curriculum on a daily basis. 

On this aspect, teachers reported that section leaders assess teachers‘ ability to 

execute effective lesson to the students. It was observed that section leaders seek to 

ensure that teachers employ effective teaching strategies. It was expressed that 

effective teaching strategies include seeking students‘ prior knowledge, aligning 

classroom instructions with learning objectives, using interactive teaching and 

learning strategies such as questions and answer methods and group discussion, 

using interactive teaching aids, and relating teaching and learning activities to the 

real-life context of the learners. The following narratives from the extract by teacher 

C testify to this: 
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The section leaders wanted to see if teachers could deliver their 

lessons effectively. They remind us of taking students as our 

customers. Thus, as service providers, we should work hard to 

ensure that we use interactive instructional techniques that 

promote students‘ learning (Extract from an open-ended 

question with teacher C on 3
rd

 January, October, 2020). 

In addition, the findings showed that instructional planning is another aspect that is 

critically assessed by the section leaders. Unlike in the past, section leaders currently 

want to see that the lesson plans and schemes of work are correctly shaped. For 

example, they check whether statements of competence are clearly stated using 

measurable action verbs. They assess teachers‘ ability to link instructional objectives 

or learning outcomes with real-life situations of the learners. They ensure the use of 

authentic learning tasks for authentic learning. The following extract from teachers‘ 

descriptions captures this idea:  

Since we finished the intervention programme, I have seen that 

section leaders are interested in examining instructional 

planning critically. Formally, I used to submit my lesson plans 

and scheme of work to section leaders just to get a signature. 

At present, I have noted the critical analysis of these 

documents, followed by an intensive discussion between me 

and my leader. My leader insists I align whatever I write in 

these two documents with CBC demands (Extract from open- 

ended question with teacher D, on 3
rd

 January, 2020). 

Moreover, teachers‘ competency in using effective assessment practices is another 

area currently being assessed by section leaders. From teachers‘ experience, section 

leaders assess all stages of the lesson, from introduction, new development, and 

conclusion. Categorically, it was revealed that section leaders assess teachers‘ 

ability to adopt CBC assessment practices. In this respect, it was noted that teachers 

are assessed in terms of their ability to align assessment tasks to instructional 

objectives or learners‘ learning outcomes. Teachers are also assessed based on their 

ability to design realistic learning tasks and their immediacy in providing 

assessment feedback to the students. Concurring with this line of thinking, the 

following extract from teacher E, verifies to this: 
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In my observations, our section leaders have become curious 

and critical about using effective assessment practices. Unlike 

in the past where school leaders were interested in checking 

out if we assess our students and give them feedback. 

Nowadays, they go beyond that. Specifically, they want to see 

if the assessment tasks we provide really develop the 

competencies stipulated in the instructional objectives. They 

always advise on using assessment tasks that generate 

evidence of students‘ problem-solving abilities upon finishing 

the topic (Extract from open-ended questions with teacher E, 

on 3
rd

 January, 2020).  

Based on these findings, it is clear that the intervention programme helped the 

section leaders to increase their critical eyes on how teachers design and carry out 

effective competence-based assessment practices. This further indicates the success 

of the executed intervention programme. 

4.3.3.8.3 Suggestions for school leaders to support teachers’ implementation of 

CBC 

An attempt was made in this section to explore teachers‘ suggestions on what their 

school leaders should be doing to support teachers‘ implementation of CBC 

effectively. Thus, in response to the question on what suggestions you can provide to 

your section leader so that he/she can be supportive to you as you implement the 

CBC, it was revealed that, from their perceptions, teachers proposed a provision of 

continuous professional support and professional development for teachers. The 

teachers believed that demonstrating a teaching strategy could be a worthwhile 

endeavor in assisting teachers in implementing CBC. They felt that section leaders 

could demonstrate how the use of real objects stimulates students‘ learning. They 

were also of the view that section leaders can demonstrate the use of technology in 

supporting students‘ competence development. On the same note, teachers added that 

section leaders can model teachers on the selection of various teaching and learning 

materials promising for students‘ engagement in the teaching and learning process. 

In support of this perception, teacher F reported on her suggestion: 
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I think continuous professional support for teachers needs 

special attention. Teachers should be continuously supported 

by school-based leaders such as headteachers, section leaders, 

and panel leaders. It is not fair to wait for an on-shot 

professional support programme from outside, which 

sometimes is not reflective of teachers‘ pedagogical problems. 

I believe that the skill sets developed by our section leaders 

will go a long way toward addressing many of the challenges 

that arise on a regular basis (Excerpt from open ended question 

with teacher F, on 3rd January, 2020). 

Another suggestion put forward by teachers for their effective implementation of 

CBC is to create a supportive teaching and learning environment. In this aspect, 

teachers felt that the physical environment needed improvement. They 

recommended that there should be teaching and learning materials, including 

books, teachers‘ guides, and other facilities, such as chemicals, for those teaching 

science subjects. They also thought that the students should learn in a safer, 

hygienic, and more aesthetic classroom environment.  Generally, in their view, they 

thought that the development of students‘ competencies is hard to turn into reality if 

the physical environment is not in order. Apart from the physical environment, 

teachers advocated creating a positive social environment. Explicitly, teachers 

called for the need to ensure positive rapport between teachers and their school 

leaders. This will motivate teachers to feel free to exchange ideas with their leaders 

regarding challenges faced by teachers in teaching activities. Also, teachers advised 

that section leaders and other internal school leaders should have a culture of 

providing timely feedback to teachers after supervisory exercises. They felt that 

delaying the feedback after supervision made the supervision exercise pointless. 

While elaborating on creating a positive social environment, teachers finally added 

that their involvement in the design and execution of programs related to improving 

classroom instruction needs to be given top priority. Teachers expressed that if they 

are involved, their views in the preparation of any professional development 

programme will have the desired impact. In this regard, teachers‘ suggestions for 

school leaders are captured in the following extract: 
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In my view, a supportive teaching and learning environment 

needs to be improved for easy CBC implementation. There 

should be sufficient teaching and learning materials, such as 

relevant textbooks full of activities that develop students‘ 

desired competence. To me, I think these textbooks are 

lacking. Teachers should also be taken as key stakeholders in 

the preparation and execution of a professional development 

programme aimed at developing their skills (Extract from open 

ended question with teacher G, on 3rd January, 2020). 

In the same line of thinking, another teacher added: 

…there should not be a gap between teachers and school leaders. 

School leaders must be ready to accept instructional-related 

challenges from teachers in a friendly manner, and they should be 

ready to discuss the solutions with teachers (Extract from open- 

ended question with teacher H on 3
rd

 January, 2020). 

Lastly, regarding their suggestions for school leaders to support teachers in 

implementing CBC, they propose the prioritization of internal school supervision. 

In particular, they advised the need for school-based supervision. They insisted that 

school-based leaders such as headteachers, section leaders, and panel leaders are 

the ones who understand the instructional related challenges facing teachers in their 

school. Teachers expressed their views that these school-based leaders should not 

wait for school inspectors to address challenges facing schools, but rather should 

play the instructional supervisory roles by themselves. For instance, in playing 

internal school supervisory roles, teachers advised that the school leaders can lead 

teachers in developing and executing effective instructional plans, they can 

advocate for frequent assessment of students‘ progress, and they can lead teachers 

in preparing records of students‘ progress, as captured in the following excerpt: 

…Our leaders at the school level are the ones who understand our 

instructional challenges better than anybody else. These leaders are 

the best people to oversee our day-to-day teaching (Extract from 

open ended question with teacher I, on 3rd January, 2020). 
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On the same note, additional evidence in support of teachers‘ suggestions comes 

from the following excerpt: 

I think different supervision guides issued by the ministry of 

education require teachers to be instructional leaders in their 

schools. Therefore, when it comes to CBC curriculum supervision, 

I suggest that they should keep on fulfilling the same roles. They 

should never rely on external school supervisors who have for quite 

some time had some notable weaknesses (Extract from open-ended 

question with teacher J, 3
rd

 January, 2020). 

4.3.4 Results of retrospective pre and post-test questionnaire for section leaders 

The purpose of this section is to present findings from a closed-ended questionnaire 

that demanded section leaders assess their capacity to supervise CBC implementation 

before and after intervention retrospectively. The section starts by presenting 

background characteristics of section leaders involved in such an exercise. 

4.3.4.1 Background characteristic of the participants  

A total of 33 section leaders were included in the study of enhancing school-based 

instructional supervision capacity for the implementation of a competence-based 

curriculum in Zanzibar. The demographic characteristics of the study participants are 

presented in Table 4.23. More than half (55%) were females, and 15 (45%) were 

males. The average age of the participants was 45.03 years, with a significant 

minority (45.58%) being aged between 40-49 years. The average working experience 

was 21 years, and a majority (55%) had working experience less than the average 

working experience of the participants. A majority (72.73%) had bachelor's degree 

and 21.21% had master's degree. 
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Table 4.23 Demographic Characteristics of the Surveyed Section Leaders 

Variable  Mean SD Frequency Percent 

Gender     

Male   15 45.45 

Female   18 54.55 

Age (years) 45.03 6.57   

30 - 39  8 24.24 

40 - 49  19 57.58 

50+  6 18.18 

Working 

Experiences(years) 

21.15 7.77   

<21  18 54.55 

21+  15 45.45 

Professional 

Qualification 

   

Diploma   2 6.06 

Bachelor Degree  24 72.73 

Master Degree  7 21.21 

Source: Field Data (2020) 

4.3.4.2 Exploratory factor analysis for school-based instructional behaviours 

for CBC implementation carried out by the section leaders 

As explained in the foregoing sections, it is difficult for a researcher to gather 

accurate information to address research questions about a particular phenomenon 

without having a standardized research instrument (Noora, 2021). It is the 

standardized data collection instruments that enable the researcher to select the most 

valid items to measure issues under investigation (Aeho & Jennifer, 2015; Noora, 

2021). Because of this recognition, it is always an unavoidable task of a researcher to 

ensure that all instrument standardizing procedures have been adhered to. To that 

end, both exploratory and confirmatory factor analyses were adopted, and the results 

were as follow: 

Compliance of data for factor analysis 

A total of thirty–four (34) questions were developed to measure school-based 

instructional behaviours for CBC implementation carried out by section leaders. The 

responses to each question were: 1 = Little Extent, 2 = Some Extent, 3 = Large 

Extent, and 4 = Very Large Extent. As presented in the methodology section, the 

compliance of data for factor analysis was performed through Kaiser-Meyer-Olkin 



191 

measure of sampling adequacy, Bartlett‘s test, and strength of correlation among 

variables. Table 4.24 presents results of the Kaiser-Meyer-Olkin (KMO) The KMO 

measure was 0.824, which indicates a high sampling adequacy for factor analysis as 

it is beyond the cut-off point of 0.5. On the other hand, the observed significant value 

of Bartlett‘s test (p<0.002) implies that the original R-matrix is significantly different 

from an identity matrix. These findings suggest that there are some correlations 

between test variables measuring school-based instructional behaviours for 

competence-based curriculum (CBC) implementation and that the data is suitable for 

factor analysis. 

Table 4.24 Kaiser-Meyer-Olkin Measure of Sampling Adequacy and Bartlett's 

Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy 0.824 

Bartlett's Test of 

Sphericity 

Chi square value 356.556 

Degree of freedom 120 

P-value <0.001 

Source: Field Data (2020) 

Communalities After Extraction 

The communality of each item is the sum of the squared component loadings across the 

number of components extracted. According to Field (2005), communalities give 

information on how much variance in each item is explained by the extracted 

components (factors). The values of communalities ranged from 0 to 1. That is, the 

higher the communality (closer to 1), the greater the amount of information that will be 

extracted. The value of communalities less than 0.5 could indicate that the respective 

item is not explained well by the extracted factors and hence can be removed in the 

analysis. During analysis, eighteen (18) items were removed as a result of having factor 

loading (correlations between item and each extracted component) of less than 0.5 or 

having a complex structure (appearing to be in more than one component) (Field, 2005). 

Five (5) items were removed as a result of having factor loading of less than 0.5, 

including: I am competent in assessing teachers‘ ability to write instructional objectives 

according to CBC, I am competent in analysing teachers‘ schemes of work with 

reference to the adequacy of time given for each topic, I am competent in guiding 

teachers to apply appropriate teaching methods aligned to CBC, I have a culture of 

meeting students to discuss the major learning difficulties they face during classroom 
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instruction, and I can make a distinction between competence-based curriculum and 

content-based curriculum. On the other hand, thirteen (13) items were also removed as a 

result of the complex structure: I am capable of analysing teachers‘ procedures for 

delivering CBC lessons and modeling them. I am capable of modeling teachers' effective 

ways of recognizing students‘ creativity and how to develop the same. I assess the lesson 

plan by focusing on the teachers' ability to arrange the topics from simple to complex. I 

work with my teachers to develop strategies for identifying students with fatigue and 

inattentiveness during instructional delivery. I am capable of modeling for teachers‘ 

effective ways of maintaining students‘ attention. I am competent in suggesting 

corrections for writing instructional objectives aligned to CBC correctly. I am capable of 

guiding teachers in writing learner-centred learning activities, I am capable of detecting 

both strengths and weaknesses in implementing CBC and proffering solutions to 

improve. I am capable of guiding teachers in using teaching approaches that enable 

learners to solve their problems. I immediately provide feedback to my teachers 

regarding my instructional supervision, I am competent in analysing teachers‘ 

instructional plans to use effective assessment methods according to CBC, I can 

distinguish between assessment and evaluation, and While assessing the lesson delivery, 

I check out the teachers‘ ability to use collaborative teaching and learning activities. 

After removing items with a loading of less than 0.5 and those with a complex, the 

communalities after extraction ranged between 0.639 and 0.865, which are all above the 

cut-off point of 0.5 (Table 4.25). This means that the extracted components explained 

63.9% of the variability of item 2 (I am capable of modeling teachers‘ use of effective 

classroom management techniques) and 86.5% of the variability of item 13 (I insist 

teachers assess their students by focusing on pre-determined learning outcomes).
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Table 4.25 Communalities after Extraction 

11 Description  Extraction 

1 I am competent in assessing teachers‘ classroom 

management techniques on CBC 

0.698 

2 I am capable of modeling teachers‘ use of effective 

classroom management techniques 

0.639 

3 I am competent in guiding teachers using real life objects as 

instructional aids to promote students creativity and 

innovation 

0.851 

4 I inspire teachers to communicate appropriately while 

delivering the lesson 

0.784 

5 I am capable of guiding my teachers in selecting teaching 

approaches that can support students in learning complex 

concepts 

0.785 

6 I am able to guide my teachers in using different ways of 

assessing students‘ understanding 

0.784 

7 I am involving my teachers in post lesson reflections to 

discuss weak areas and how to improve 

0.748 

8 I insist that teachers assess the students based on the real life 

tasks 

0.726 

9 I model teachers on how to make assessments fairly, valid 

and reliable 

0.789 

10 I organise conferences after every three months to discuss 

some difficulties faced by teachers with suggestive solutions 

for delivering their instructions effectively 

0.779 

11 I can distinguish between instructional supervision and non-

instructional supervision 

0.697 

12 I can develop teachers‘ readiness to positively welcome any 

assessment by heads of schools/section leaders for improving 

classroom instructions 

0.822 

13 I insist teachers to assess their students by focusing on pre-

determined learning outcomes 

0.865 

14 I model my teachers on how to build on learners strength 

while teaching 

0.774 

15 I am competent in assessing teachers‘ ability to write a 

statement of competence aligned to CBC 

0.789 

16 I provide corrections for writing a statement of competence 

according to CBC correctly 

0.764 

Source: Field Data (2020) 
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Factors Extracted and Variance Explained  

Though several methods, such as principal component analysis, principal factors, 

image factoring, maximum likelihood, alpha factoring, unweighted least squares, and 

generalized least squares, are used for factor extraction, several authors suggest that 

the most commonly used method is principal component analysis (Field, 2009; 

Pallant, 2011). As suggested by several scholars, a principal component factor 

analysis was used for factor extraction. Table 4.25 presents a list of eigen values 

associated with each factor (component) before extraction and after rotation. Before 

extraction, the analysis identified 16 linear components in the data set. The 

eigenvalues associated with each component represent the total amount of variance 

that can be explained by a given component (Pallant, 2011). The analysis then 

extracted factors with eigenvalues of 1.0 and above based on the Kaiser‘s 

recommendation (Field, 2009; Pallant, 2011) of which the un-rotated factor solution 

retained four (4) factors which explained 76.826 % of the total variance. The first 

factor accounted for about 49.5% and the second component accounted for 14.2%, of 

the total variance. On the other hand, the third component explained 6.7% and the 

fourth component explained 6.4% of the total variance.  

In the final part of Table 4.26, labeled ―rotation sums of squared loadings‖, eigen 

values of factors after Varimax rotation are displayed. Rotation has the effect of 

optimizing the factor structure, and one consequence for the data set is that the 

relative importance of the four factors is equalized. Before rotation, factor1 

accounted for considerably more variance (49.5%) compared to the second factor 

(14.2%). However, after rotation, the variance explained by factor1 (28.3%) was not 

much different compared to that of factor 2 (24.3%).  
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Table 4.26 Total Variance Explained by Extracted Factors 

Total Variance Explained 

Component 

(Factor) 

Initial Eigen values Extraction Sums of Squared Loadings Rotation Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 7.923 49.522 49.522 7.923 49.522 49.522 4.521 28.256 28.256 

2 2.279 14.243 63.764 2.279 14.243 63.764 3.887 24.294 52.550 

3 1.074 6.712 70.476 1.074 6.712 70.476 1.976 12.347 64.897 

4 1.016 6.350 76.826 1.016 6.350 76.826 1.909 11.929 76.826 

5 .666 4.162 80.988       

6 .537 3.355 84.343       

7 .521 3.258 87.602       

8 .438 2.736 90.338       

9 .394 2.464 92.801       

10 .269 1.679 94.480       

11 .215 1.346 95.826       

12 .199 1.243 97.069       

13 .172 1.074 98.143       

14 .145 .908 99.051       

15 .090 .562 99.613       

16 .062 .387 100.000       

Source: Field Data (2020)
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Factors (components) Obtained by Factor Analysis 

A factor analysis was carried out for different responses to questions related to 

school-based instructional behaviours for CBC implementation among section 

leaders. After carrying out the analysis, the information contained in all the variables 

was represented by four factors, which include; 

Factor I (Pedagogical Competence Supervision) 

Factor 1 had seven (7) items: I am competent in assessing teachers‘ classroom 

management techniques on CBC, I am capable of modeling teachers‘ use of effective 

classroom management techniques, I am competent in guiding teachers in using real-

life objects as instructional aids to promote students' creativity and innovation, I 

inspire teachers to communicate appropriately while delivering the lesson, I am 

capable of guiding my teachers in selecting teaching approaches that can support 

students in learning complex concepts, I can guide my teachers in using different 

ways of assessing students‘ understanding, and I involve my teachers in post-lesson 

reflections to discuss weak areas and how to improve. 

Factor II (Professional Competence Supervision)  

The second component consisted of five (5) items: I insist that teachers assess the 

students based on real-life tasks. I model teachers on how to make assessments fair, 

valid and reliable. I organise conferences every three months to discuss some 

difficulties faced by teachers with suggestive solutions for delivering their 

instructions effectively. I can distinguish between instructional supervision and non-

instructional supervision. I can develop teachers‘ readiness to positively welcome 

any assessment by heads of schools or section leaders for improving classroom 

instructions. 

Factor III (Lesson Delivery Supervision) 

This factor consists of two items: I insist teachers assess their students by focusing 

on pre-determined learning outcomes, and I model for my teachers how to build on 

learners‘ strengths while teaching.
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Factor IV (Instructional Planning Supervision) 

The fourth factor had two items: I am competent in assessing teachers‘ ability to 

write a statement of competence aligned to CBC, and I provide corrections for 

writing a statement of competence according to CBC correctly.  

Factor Loadings 

Factor loadings indicate the correlation between the item and the component 

extracted. Thus, the relationship of each variable to the underlying factor is 

expressed by the so-called factor loading. Loadings can range from -1 to 1. Loadings 

close to -1 or 1 indicate that the factor strongly influences the variable. Loadings 

close to 0 indicate that the factor has a weak influence on the variable. Table 4.27 

presents the factor loadings for exploratory factor analysis after Varimax rotation. 

Since all factor loadings are greater than 0.5, we can say that each factor is strongly 

associated with its items. 
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Table 4.27 Pattern Matrix for Exploratory Factor Analysis after Varimax 

Rotation 

Item Description Components/Factors 

 1 2 3 4 

1 I am competent in assessing teachers‘ 

classroom management techniques on CBC 

0.712    

2 I am capable of modeling teachers‘ use of 

effective classroom management techniques 

0.673    

3 I am competent in guiding teachers using real 

life objects as instructional aids to promote 

students creativity and innovation 

0.822    

4 I inspire teachers to communicate 

appropriately while delivering the lesson 

0.812    

5 I am capable of guiding my teachers in 

selecting teaching approaches that can support 

students in learning complex concepts 

0.698    

6 I can guide my teachers in using different 

ways of assessing students‘ understanding 

0.820    

7 I am involving my teachers in post lesson 

reflections to discuss weak areas and how to 

improve 

0.752    

8 I insist that teachers assess the students based 

on the real life tasks 

 0.764   

9 I model teachers on how to make assessments 

fairly, valid and reliable 

 0.794   

10 I organise conferences after every three 

months to discuss some difficulties faced by 

teachers with suggestive solutions for 

delivering their instructions effectively 

 0.752   

11 I can distinguish between instructional 

supervision and non-instructional supervision 

 0.669   

12 I can develop teachers‘ readiness to positively 

welcome any assessment by heads of 

schools/section leaders for improving 

classroom instructions 

 0.867   

13 I insist teachers to assess their students by 

focusing on pre-determined learning outcomes 

  0.741  

14 I model my teachers on how to build on 

learners strength while teaching 

  0.755  

15 I am competent in assessing teachers‘ ability 

of writing a statement of competence aligned 

to CBC 

   0.798 

16 I provide corrections for writing statement of 

competence according to CBC correctly 

   0.721 

Source: Field Data (2020) 
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4.3.4.3 Confirmatory factor analysis of school-based instructional supervisory 

behaviours for CBC implementation constructs 

As presented in the methodology section, CFA was used to test the reliability and 

validity of the school-based instructional supervisory behaviours for CBC 

implementation constructs (Factors). Factor 1 (pedagogical competence supervision) 

consisted of seven (7) items. Factor 2 (professional competence supervision) had five 

(5) items, while Factor 3 (lesson delivery supervision) and Factor 4 (instructional 

planning supervision) had two items each (Table5). 

The goodness of fit of the fitted CFA model of Instructional Behaviours for CBC 

implementation 

Table 4.28 displays the fit statistics of the proposed model for school-based 

instructional supervisory behaviours for CBC implementation. The 
2 /df index of 

the proposed model is 1.296, which is less than the cutoff point of 5, indicating that 

the proposed model fits well with the data. Besides, the obtained values of the CFI 

(0.941) and GFI (0.930) indexes were greater than the recommended value of 0.9. 

Moreover, the value of RMSEA (0.027) is less than the recommended cut-off point 

of 0.05. Therefore, the proposed CAF model for school-based instructional 

supervisory behaviours for CBC implementation presented in figure 4.7 fits well 

with the data.  

Table 4.28 Fit Statistics of the CFA Model for Instructional Supervisory 

Behaviours for CBC Implementation 

Fit statistics Recommended Obtained 

 
2  - 129.6 

 df - 100 

 
2 /df <5 1.296 

CFI >0.90 0.941 

GFI >0.90 0.930 

RMSEA <0.05 0.027 

Source: Field Data (2020) 
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Figure 4.6 The Standardized Estimates of the Proposed CFA Model for 

Instructional Behaviours for CBC Implementation 

4.3.4.4 Pre-intervention school-based instructional supervisory behaviours for 

CBC implementation as assessed by section leaders 

Table 4.29 displays the individual responses to 16 items that remained after running 

the factor analysis on school-based instructional supervisory behaviours for CBC 

implementation carried out by section leaders. A significant minority of the section 

leaders (45.45%) reported that they were competent in assessing teachers‘ classroom 

management techniques on CBC. While 21.2 % were reported to be to a large extent, 

more than half (54.55%) of the section leaders were reported to be capable of 

modeling teachers‘ use of effective classroom management techniques to some 

extent, and 24.24 % were capable to a large extent. About thirty-six percent (36.36%) 

of the section leaders indicated that they are to some extent competent in guiding 

teachers using real-life objects as instructional aids to promote students‘ creativity 

and innovation, while 33.33% indicated that they are to a large extent and only 

1(3.03%) reported to be to a very large extent. On the other hand, 24.24% of the 

section leaders reported inspiring teachers to communicate appropriately while 

delivering the lesson to a large extent, while 6.06 % of the section leaders indicated 

inspiring teachers to a very large extent.  
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Table 4.29 Pre-Intervention School-Based Instructional Supervisory 

Behaviours for CBC Implementation as Assessed by Section 

Leaders  

Variable  Little 

Extent 

 

33 (%) 

Some 

Extent 

 

33 (%) 

Large 

Extent 

 

33 (%) 

Very Large 

Extent 

33 (%) 

I am competent in assessing teachers‘ 

classroom management techniques on CBC 

11 (33.33) 15 (45.45) 7 (21.21) 0 (0.00) 

I am capable of modeling teachers‘ use of 

effective classroom management techniques 

7 (21.21) 18 (54.55) 8 (24.24) 0 (0.00) 

I am competent in guiding teachers using 

real life objects as instructional aids to 

promote students creativity and innovation 

9 (27.27) 12 (36.36) 11 (33.33) 1 (3.03) 

I inspire teachers to communicate 

appropriately while delivering the lesson 

9 (27.27) 14 (42.42) 8 (24.24) 2 (6.06) 

I am capable of guiding my teachers in 

selecting teaching approaches that can 

support students in learning complex 

concepts 

13 (39.39) 15 (45.45) 4 (12.12) 1 (3.03) 

I am able to guide my teachers in using 

different ways of assessing students‘ 

understanding 

10 (30.30) 7 (21.21) 14 (42.42) 2 (6.06) 

I am involving my teachers in post lesson 

reflections to discuss weak areas and how 

to improve 

12 (36.36) 15 (45.45) 4 (12.12) 2 (6.06) 

I insist that teachers assess the students 

based on the real life tasks 

8 (24.24) 18 (54.55) 4 (12.12) 3 (9.09) 

I model teachers on how to make 

assessment fair, valid and reliable 

11 (33.33) 12 (36.36) 8 (24.24) 2 (6.06) 

I organise conferences after every three 

months to discuss some difficulties faced by 

teachers with suggestive solutions for 

delivering their instructions effectively 

15 (45.45) 10 (30.30) 4 (12.12) 4 (12.12) 

I can distinguish between instructional 

supervision and non-instructional 

supervision 

13 (39.39) 17 (51.52) 2 (6.06) 1 (3.03) 

I can develop teachers‘ readiness to 

positively welcome any assessment by 

heads of schools/section leaders for 

improving classroom instructions 

12 (36.36) 14 (42.42) 4 (12.12) 3 (9.09) 

I insist teachers to assess their students by 

focusing on pre-determined learning 

outcomes 

13 (39.39) 14 (42.42) 6 (18.18) 0 (0.00) 

I model my teachers on how to build on 

learners strength while teaching 

8 (24.24) 16 (48.48) 8 (24.24) 1 (3.03) 

I am competent in assessing teachers‘ 

ability of writing a statement of competence 

aligned to CBC 

14 (42.42) 13 (39.39) 5 (15.15) 1 (3.03) 

I provide corrections for writing statement 

of competence according to CBC correctly 

15 (45.45) 14 (42.42) 4 (12.12) 0 (0.00) 

Source: Field Data (2020) 
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4.3.4.5 Post-Intervention school-based instructional behaviours for CBC 

implementation as assessed by section leaders  

Table 4.30 displays the results on School Based Instructional Behaviours for CBC 

implementation carried out by section leaders for the same 16 items as before 

intervention. Overall, it can be seen that after intervention, the capacity of section 

leaders for CBC implementation was improved as compared to before intervention. 

For example, after intervention, more than half of section leaders (51.52%) reported 

that they were competent to a large extent in assessing teachers‘ classroom 

management techniques on CBC, while 24.24 % reported being competent to a large 

extent About thirty percent (30.3%) of the section leaders were reported to be 

capable of modeling teachers‘ use of effective classroom management techniques to 

a large extent, and 48.48 % were capable to a very large extent. About thirty-three 

percent (33.33%) of the section leaders indicated that they are to a large extent 

competent in guiding teachers using real-life objects as instructional aids to promote 

students‘ creativity and innovation, while more than half (51.52%) indicated that 

they are to a very large extent. On the other hand, 45.45% of the section leaders 

reported inspiring teachers to communicate appropriately while delivering the lesson 

to a large extent, while 39.39 % of the section leaders indicated inspiring teachers to 

a very large extent. 
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Table 4.30 Post-Intervention School-Based Instructional Supervisory 

Behaviours for CBC Implementation  

Variable Little 

Extent 

 

33 (%) 

Some 

Extent 

 

33 (%) 

Large 

Extent 

 

33 (%) 

Very 

Large 

Extent 

33 (%) 

I am competent in assessing 

teachers‘ classroom 

management techniques on 

CBC 

3 (9.09) 5 (15.15) 17 (51.52) 8 (24.24) 

I am capable of modeling 

teachers‘ use of effective 

classroom management 

techniques 

2 (6.06) 5 (15.15) 10 (30.30) 16 (48.48) 

I am competent in guiding 

teachers using real life 

objects as instructional aids 

to promote students 

creativity and innovation 

0 (0.00) 5 (15.15) 11 (33.33) 17 (51.52) 

I inspire teachers to 

communicate appropriately 

while delivering the lesson 

2 (6.06) 3 (9.09) 15 (45.45) 13 (39.39) 

I am capable of guiding my 

teachers in selecting 

teaching approaches that 

can support students in 

learning complex concepts 

2 (6.06) 6 (18.18) 16 (48.48) 9 (27.27) 

I am able to guide my 

teachers in using different 

ways of assessing students‘ 

understanding 

0 (0.00) 6 (18.18) 13 (39.39) 14 (42.42) 

I am involving my teachers 

in post lesson reflections to 

discuss weak areas and how 

to improve 

0 (0.00) 11 (33.33) 9 (27.27) 13 (39.39) 

I insist that teachers assess 

the students based on the 

real life tasks 

1 (3.03) 4 (12.12) 14 (42.42) 14 (42.42) 

I model teachers on how to 

make assessment fair, valid 

and reliable 

2 (6.06) 9 (27.27) 8 (24.24) 14 (42.42) 

I organise conferences after 4 (12.12) 9 (27.27) 8 (24.24) 12 (36.36) 
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every three months to 

discuss some difficulties 

faced by teachers with 

suggestive solutions for 

delivering their instructions 

effectively 

I can distinguish between 

instructional supervision 

and non-instructional 

supervision 

0 (0.00) 5 (15.15) 20 (60.61) 8 (24.24) 

I can develop teachers‘ 

readiness to positively 

welcome any assessment by 

heads of schools/section 

leaders for improving 

classroom instructions 

1 (3.03) 7 (21.21) 14 (42.42) 11 (33.33) 

I insist teachers to assess 

their students by focusing 

on pre-determined learning 

outcomes 

3 (9.09) 6 (18.18) 16 (48.48) 8 (24.24) 

I model my teachers on how 

to build on learners strength 

while teaching 

0 (0.00) 7 (21.21) 14 (42.42) 12 (36.36) 

I am competent in assessing 

teachers‘ ability of writing a 

statement of competence 

aligned to CBC 

0 (0.00) 6 (18.18) 16 (48.48) 11 (33.33) 

I provide corrections for 

writing statement of 

competence according to 

CBC correctly 

0 (0.00) 8 (24.24) 18 (54.55) 7 (21.21) 

Source: Field Data (2020) 

4.3.4.6 Section leaders’ capacity to supervise effective implementation of CBC 

The overall section leaders‘ capacity to supervise effective implementation of a 

competence-based curriculum was measured using the Section Leaders‘ Capacity 

Scale (SLCS), which had a set of sixteen (16) questions obtained from exploratory 

factor analysis that measured the section leaders' perception of their capacity to 

supervise effective implementation of a competence-based curriculum. The SLCS 

score was defined as a continuous measure of the degree of school heads‘ capacity to 

supervise the effective implementation of a competence-based curriculum. The 
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SLCS score variable was calculated for each respondent by summing the codes of 

response to each question. The maximum score for a respondent is 64 (the 

respondent's response to all 16 capacity questions was "very large extent", coded 

with a response code of 4); the minimum score is 16 (the respondent responded 

"Little Extent, which was coded as "1" to all capacity questions). The higher the 

score, the greater the capacity of the school heads to supervise the effective 

implementation of competence-based curriculum experienced. Table 4.31 displays 

the mean distribution of SLCS scores by demographic characteristics of the study 

participants before and after intervention.  

Overall, the mean SLCS score before intervention was 31, with a standard deviation 

of 9.33. After intervention, the mean SLCS score (49.36) was observed to be higher 

as compared to before intervention. The mean SLCS score for both sexes improved 

after intervention. Among males, the mean SLCS score was 33.8 before intervention 

and 50.33 after intervention. On the other hand, the mean SLCS score among 

females was 28.67 before intervention and 48.56 after intervention. 

Table 4.31 Section Leaders’ Capacity to Supervise Effective Implementation of 

CBC by Demographic Characteristics before and after Intervention 

Variable  Before intervention 

Mean (SD) 

After intervention 

Mean (SD) 

Overall 31.00(9.33) 49.36(9.56) 

Gender    

Male  33.80 (10.68) 50.33 (8.41) 

Female  28.67 (7.56) 48.56 (10.60) 

Age    

30 - 39 33.13 (8.36) 48.25 (5.92) 

40 - 49 28.79 (8.97) 48.95 (11.32) 

50+ 35.17 (11.09) 52.17 (7.94) 

Working Experiences    

<21 30.00 (9.37) 48.78 (10.35) 

21+ 32.20 (9.45) 50.07 (8.83) 

Professional Qualification   

Diploma  25.50 (4.95) 38.50 (14.85) 

Bachelor Degree 30.50 (9.08) 49.21 (9.60) 

Master Degree 34.29 (10.95) 53.00 (6.53) 

Source: Field Data (2020) 
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4.3.4.7 Paired sample t-test results for section leaders’ school-based 

instructional supervisory behaviours 

This section presents paired sample t-test results for the section leaders‘ school-based 

instructional supervisory behaviours. The intention is to establish the effectiveness of 

the intervention programme. In this context, both component-wise and overall paired 

sample t-test scores are presented. The following section starts with component-wise 

paired sample t-test results. 

Factor (Component)-Wise Paired Sample t-test Results  

This section presents a factor-wise paired sample t-test for school-based instructional 

supervisory behaviours as carried by the section leaders. 

Factor 1 (Pedagogical Competency supervision) 

As for factor 1, the results of the paired t-test presented in Table 4.32 showed the 

mean difference in SLCS score before and after intervention was 7.91, with a p-value 

of <0.0001. This means that there was significantly higher SBIS capacity for the 

implementation of CBC among section leaders after the intervention as compared to 

before it. This implies that the validated SB-ISMs used for enhancing SBIS capacity 

for the implementation of CBC were significantly effective. 

Table 4.32 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable  Mean SD T-Value P-value 

Before intervention  14.03 4.68   

After intervention 21.94 4.67   

After intervention – 

Before intervention 

7.91 5.32 8.54 <0.0001 

Source: Field Data: 2020 

Factor 2 (Professional Competency Supervision) 

Regarding factor II, the results of the paired sample t-test presented in Table 4.33 

showed the mean difference in SLCS score before and after intervention was 5.61, 

with a p-value of <0.0001. This means that there was significantly higher SBIS 

capacity for the implementation of CBC among section leaders after the intervention 
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as compared to before it. This implies that the validated SB-ISMs used for enhancing 

SBIS capacity for the implementation of CBC were significantly effective. 

Table 4.33 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable  Mean SD T-Value P-value 

Before intervention  9.67 3.83   

After intervention 15.27 3.44   

After intervention – Before intervention 5.61 4.41 7.31 <0.0001 

Source: Field Data (2020) 

Factor 3 (Lesson Delivery Supervision) 

As for factor III, the results of the paired t-test presented in Table 4.34 showed the 

mean difference in SLCS score before and after intervention was 2.18, with a p-value 

of <0.0001. This means that there was significantly higher SBIS capacity for the 

implementation of CBC among section leaders after the intervention as compared to 

before it. This implies that the validated SB-ISMs used for enhancing SBIS capacity 

for the implementation of CBC were significantly effective. 

Table 4.34 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable  Mean SD T-Value P-value 

Before intervention  3.85 1.44   

After intervention 6.03 1.49   

After intervention – Before intervention 2.18 1.93 6.50 <0.0001 

Source: Field Data (2020) 

Factor 4 (Instructional Planning Supervision) 

As for factor 1V, the results of the paired sample t-test presented in Table 4.35 

showed the mean difference in SLCS score before and after intervention was 2.67, 

with a p-value of <0.0001. This means that there was significantly higher SBIS 

capacity for the implementation of CBC among section leaders after the intervention 

as compared to before it. This implies that the validated SB-ISMs used for enhancing 

SBIS capacity for the implementation of CBC were significantly effective. 
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Table 4.35 The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable  Mean SD T-Value P-value 

Before intervention  3.45 1.35   

After intervention 6.12 1.24   

After intervention – Before intervention 2.67 1.65 9.27 <0.0001 

Source: Field Data (2020) 

The Overall Paired Sample t-test Results  

Regarding an overall paired sample t-test in this section, the results presented in table 

4.36 showed the mean difference in SLCS score before and after intervention was 

18.36, with a p-value of <0.0001. This means that there was significantly higher 

SBIS capacity for the implementation of CBC among section leaders after the 

intervention as compared to before it. This implies that the validated SB-ISMs used 

for enhancing SBIS capacity for the implementation of CBC were significantly 

effective. 

Table 4.36  The Results of Paired Sample t-test for Effectiveness of the 

Validated SB-ISMs used for Enhancing SBIS Capacity for the 

Implementation of CBC 

Variable  Mean SD T-Value P-value 

Before intervention  31.00 9.33   

After intervention 49.36 9.56   

After intervention– Before intervention 18.36 11.61 9.09 <0.0001 

Source: Field Data (2020) 

4.3.4.8 Revealed phenomena from open-ended questions 

Apart from section leaders‘ insights on the effectiveness of the intervention as 

revealed by closed-ended questions, it was felt important to give them more room to 

express their opinions lengthily and clearly through open-ended questions. This 

eventually made the researcher feel safe enough to come up with a valid inference on 

the effectiveness of the intervention programme. Specifically, open-ended questions 

sought more insights from section leaders on the skill set gained from the 

intervention that has improved their capacity to support teachers‘ effective 
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implementation of CBC compared to the past. Also, the questions are intended to 

explore section leaders‘ plans for changes they intend to make in school from what 

they have learned in the intervention programme. Finally, the open-ended questions 

wanted to have section leaders‘ voices on the areas to be further improved in the 

subsequent intervention programmes. Table 4.37 mirrors the main issues that came to 

light from open-ended questions. 

Table 4.37 Results of Open-Ended Questions for Section Leaders  

Theme  Sub-theme and its descriptions Codes 

Skills/activities that 

have improved capacity 

to support teachers’ 

implementation of CBC. 

 Competence-based pedagogy  

 

 Modeling authentic learning  

 Providing real-life 

examples 

 Inviting learners‘ 

experience as a base of 

learning  

 Providing real-life 

learning tasks 

 Connecting learning 

outcomes to real-life 

situation 

  Carrying out effective 

competence-based lesson 

delivery 

 Stimulating students‘ 

engagement through 

collaborative learning 

tasks 

 Using multiple teaching 

and learning strategies 

to meet the needs of 

each student 

 Providing opportunities 

to find out what the 

students already know 

about the topic 

  Supervision of competence-

based instructional planning 

and its execution 

 Paying attention to Bloom 

taxonomy while teachers 

formulate competence-based 

schemes of work and lesson 

plans 

 Reflecting on cognitive 

domain 

 Reflecting on affective 

domain 

 Reflective on 

psychomotor 

  Assessing teachers‘ ability to 

write a statement of 

competence 

 Using verbs which 

specify abilities to be 

attained by the learner) 

   Preparation and effective use 

of instructional aids 

 Preparing interactive 

instructional aids 

 Using audio visual 

materials 

  Using locally available 

materials or real objects 

 

 Using real objects 
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  Competence-based 

assessment 

 Executing competence-based 

curriculum assessment 

 Using continuous and 

comprehensive 

assessment 

 Providing feedback 

which encourages 

students to make further 

progress 

 Providing performance 

tasks 

 Using peer 

tutoring/assessment 

  Distinguishing assessment 

from evaluation 
 Difference between 

assessment and 

evaluation 

 

  Making an effective 

assessment 
 Ensuring fairness 

 Ensuring validity 

 Ensuring reliability  

 Ensuring practicability 

 Ensuring transparency 

 Making assessment 

educational–resulting in 

learning 

Changes to be made in 

school from what has 

been learned in the 

professional 

development 

programme 

 Advocacy and modeling of 

appropriate pedagogy  

 Modeling teachers on 

effective techniques of 

engaging students in learning  

 Provision of 

collaborative learning 

tasks 

 Encouraging students to 

ask questions 

 

  Ensuring adoption of 

competence-based curriculum 

in teaching and learning 

process 

 Inviting interactive 

teaching and learning 

experiences such as 

making demonstration 

on the black board 

  Upholding a shift from 

content based to CBC 
 Advocacy for CBC 

lesson preparation 

 Advocacy for CBC 

lesson delivery 

 Advocacy for CBC 

lesson assessment 

  Encouraging internal school 

supervision 

 Strengthening internal school 

supervision  

 Setting mentorship 

programmes 

 Emphasizing co-

teaching 

 Regular supervision of 

teachers in their classes 

Suggestive areas to be 

improved in the 

subsequent professional 

development 

programme 

 Pedagogical competency 

 Increasing problem-based 

teaching approaches  

 

 Increasing pedagogical 

techniques for making 

learners solve real life 

challenges 

Source: Field Data (2020) 
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4.3.4.8.1 Skills that have improved section leaders’ capacity to support 

teachers’ implementation of CBC 

This section presents research findings that address the following sub-question: "Are 

there any skills not captured in part B above that you developed by attending the 

professional development programme that have improved your capacity to support 

teachers to implement CBC?". The question sought to give the section leaders room 

to provide in-depth information about what they learned from the intervention 

programme and its potential in supporting teachers‘ implementation of CBC. From 

the findings, it was revealed that the intervention programme helped section leaders 

supervise competence-based pedagogy. On this account, section leaders felt that the 

programme enabled them to model for their teachers how to create authentic learning 

experiences. Specifically, section leaders modeled for their teachers how to provide 

real-life examples to support students‘ understanding, how to invite learners‘ 

experiences as a basis for their learning, how to demonstrate the provision of real-life 

learning tasks, and how to connect learning outcomes to real-life situations. In this 

context, the following extract from section leader A illustrates a case in point:  

On my side, the intervention programme helped me supervise 

competence-based pedagogy more effectively. As of now, I 

can model for my teachers how to design learning experiences 

in a way that mirrors the ambiguities and challenges of real 

life. Learning experiences that do not encourage students to 

construct meaning from their learning, in my opinion, are a 

waste of educational resources (Extract from open-ended 

question with section leader A on 9th January, 2020). 

Similarly, on competence-based pedagogy, section leaders expressed that the 

intervention programme capacitated them to carry out effective competence-based 

lesson delivery. Their general perceptions in this direction indicated that section 

leaders felt confident in supporting teachers to stimulate students‘ engagement in the 

teaching and learning process. This was done through well-designed collaborative 

learning tasks such as group discussion, which encourage each student to take part 

actively in the learning activities. They added that they support teachers to design 

and deliver competence-based lessons through the use of multiple teaching and 

learning strategies to meet the diverse needs of the students. The section leaders also 

acknowledged that they are capable of modeling teachers in designing instructional 
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sessions by including activities that provide opportunities to find out what the 

students already know about the topic. The section leader‘s feelings at this point are 

quoted in the following excerpt: 

Indeed, this intervention programme has helped me to mold a 

competence-based lesson and its delivery. Some effective 

teaching and learning spaces that I recommend to teachers 

include beginning lessons by exploring what the students know 

about the topic, providing group work to engage students, and 

teaching the students using a variety of methods (Excerpt from 

open ended question with section leader B, on 9th January, 

2020). 

Also, one of the skills that section leaders developed from the intervention 

programme was supervision of competence-based instructional planning and its 

execution. This entailed designing professional documents such as competence-based 

curriculum lesson plans and schemes of work. Besides, the participants were of the 

view that the intervention programme provided them with the capacity to check out if 

teachers designed instructional planning by adhering to Bloom‘s Taxonomy learning 

domains. The teachers were assessed to see if their instructional objectives reflected 

cognitive, psychomotor, and affective domains. Similarly, while assessing 

competence-based instructional planning and its execution, the section leaders 

explained that they assess teachers‘ ability to write a statement of competence. In 

section leaders‘ views, a correctly formulated statement of competence involves the 

use of action verbs that specify abilities to be demonstrated by the learner. The 

section leaders‘ experiences in this context are illustrated in the following excerpt: 

Assessing teachers‘ lesson plans and schemes of work is one 

of the good things I learned from the intervention programme. 

Truly speaking, I used to check professional documents 

superficially. What I used to do is to count the number of 

teachers who submitted their books to my office and put my 

signature and date on each book. After this intervention 

programme, I came to know that there are more to be 

examined, such as whether teachers write their competence 

statements and instructional objectives by reflecting on four 

learning domains of Bloom‘s taxonomy and by using action 

verbs that indicate specific abilities to be demonstrated by the 

students (Excerpt from open-ended question with section 

leader C, on 9th January, 2020).  
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Furthermore, section leaders mentioned preparation and effective use of instructional 

aids as one of the basic skills that they developed from the intervention programme. 

Regarding this aspect, the section leaders highlighted the use of interactive 

instructional aids as an important skill that they advise their teachers. According to 

the section leaders, interactive teaching aids are those aids that make learners 

engaged in the teaching and learning activities, hence gaining and retaining their 

attention throughout teaching and learning sessions. Preparation of interactive aids 

was also viewed by section leaders to include the use of locally available resources 

such as real objects, audio, visuals, and videos. The following quote from the excerpt 

by section leader D suffices to emphasize the above point: 

It is a good thing that I can confidently model for my teachers 

the effective use of instructional aids, such as how to use real 

objects, video, and audio as a strategy to stimulate active 

learning. These materials encourage students to use their brains 

and think for themselves, which results in long-term memory 

retention (Excerpt from open-ended question with section 

leader D, on 9th January, 2020). 

Moreover, competence-based assessment was also cited by section leaders as one of 

the significant skills they developed from the intervention programme. They 

expressed that the programme provided them with skills for assessing the execution 

of competence-based assessment. Categorically, section leaders were of the opinion 

that they could model their teachers in the use of regular or continuous and 

comprehensive continuous assessment by covering Bloom Taxonomy learning 

domains. They also felt capable of advising teachers in assessing students based on 

expected learning outcomes. To the section leaders‘ understanding, it is these 

outcomes that give assurance of students‘ ability and readiness to face community 

problems. Section leaders also advised teachers to provide immediate feedback, 

which encourages students to learn more. They also mentioned that they insist on 

teachers‘ using performance tasks and using peer-assessment to reinforce the 

students‘ learning. In this context, section leader E was blunt enough to say: 
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Presently, I can support my teachers to design and execute 

competence-based assessments. I can advise teachers to assess 

the students on the basis of the expected learning outcomes. 

Through this, we become certain of the students‘ potential to 

cope with various problems they are likely to face in the 

community (Excerpt from open-ended question with section 

leader E, on 9th January, 2020). 

In line with the skills that section leaders learned from the intervention programme, 

they mentioned their clarity on the use of assessment and evaluation. To section 

leaders, these two terms appeared confusing, and sometimes they used them 

interchangeably before the programme. Besides, they expressed their satisfaction 

with the use of different techniques for making good assessments. These include 

ensuring assessment methods are fair to all students, ensuring validity and reliability 

of the assessment methods, ensuring transparency and practicability of the 

assessment, and making the assessment educational, implying that educational 

assessment should support students‘ learning. Regarding ensuring effective 

assessment, section leader F clearly explained: 

My conceptual understanding of assessment and evaluation is 

clear. Also, what you call indicators of effective assessment, 

such as fairness, practicality, transparency, validity, reliability, 

and ensuring the assessment used is educational, were known 

theoretically. I am now thankful that I know how these aspects 

work in the real classroom context. Some teachers used to give a 

very long test but with little time for students to attempt it. I was 

not aware that this discredits the practicability of the assessment 

method used. Now I critically examine all of these aspects to 

ensure effective implementation (Excerpt from open ended 

question with section leader F, on 9th January, 2020). 

4.3.4.8.2 The changes to be made in school from what has been learned from 

the intervention programme 

In line with the second open-ended question, it was deemed necessary to find out 

what changes that section leaders plan to make by applying the knowledge and skills 

they have learned from the intervention programme. The general feelings of the 

section leaders were that they planned to use advocacy and modeling of appropriate 

pedagogy. They hoped to model for teachers the use of effective techniques for 

engaging students in learning. Such techniques include using collaborative learning 

tasks such as group discussion and encouraging students to ask questions. On 
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advocacy and modeling of appropriate pedagogy, section leaders also expressed their 

intention to ensure the adoption of a competence-based curriculum in teaching and 

learning. In their view, this will be achieved through inviting interactive teaching and 

learning experiences such as making demonstrations on the blackboard. Besides, on 

advocacy and modeling of appropriate pedagogy, section leaders added that they 

would constantly shift from a content-based curriculum to a competence-based 

curriculum as the current innovation prescribed in the contemporary syllabus. In their 

opinion, this will be made possible through advocating CBC lesson preparation, CBC 

lesson delivery, and CBC lesson assessment. The perceptions of section leader A 

regarding advocacy and modeling of appropriate pedagogy are quoted in the 

following excerpt: 

One of the things that I benefited from this intervention 

programme is advocacy and modeling of appropriate 

pedagogy. Based on what I have learned, I intend to 

regularly advocate for the use of CBC in all phases of 

instruction, including instructional planning, lesson 

execution, and assessment practices (Excerpt from open 

ended question with section leader A, on 9th January, 

2020). 

Another change that section leaders plan to make in their schools is to encourage the 

use of internal school supervision. They thought that there were many benefits for 

school supervision to be done by school-based leaders, including section leaders, 

panel leaders, and heads of departments. They highlighted one of the benefits of 

having internal school supervision to cut down on unnecessary expenses, particularly 

in the use of resources. The section leaders noted that several techniques, such as 

setting up mentorship programmes and emphasizing co-teaching, can be used to 

ensure internal school supervision. In this regard, section leader B remarks: 

With the knowledge and skills I developed from the 

intervention programme, I am planning to encourage the 

use of internal school supervision in my school. School 

leaders have to carry out supervision on their own instead 

of waiting for external school supervisors. I believe this 

would be promising, especially given the current scarcity 

of resources (Excerpt from open ended question with 

section leader B, on 9th January, 2020). 
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4.3.4.8.3 Suggestive areas to be improved in the subsequent professional 

development programme  

When asked about their ideas on the areas to be considered in the subsequent 

professional development programme, the section leaders felt that the subsequent 

professional development programmes should further focus on pedagogical 

competency. Specifically, they needed various problem-based teaching approaches. 

In such instances, they advised that subsequent professional development 

programmes should consider various pedagogical techniques for making learners 

solve their real-life challenges. In this context, section leader C reported that: 

It is prudent that the future professional development 

programme should focus on developing teachers‘ 

pedagogical competency. The subsequent programmes 

should increase the number of problem-based teaching 

and learning techniques. This is because the essence of 

learning is addressing the challenges we face in our 

communities, which is a focal point of CBC (Excerpt 

from open-ended question with section leader C, on 9th 

January, 2020). 

4.4 Discussion of Major Research Findings 

This study attempted to enhance the school-based instructional supervision capacity 

of section leaders for the implementation of a competence-based curriculum. In this 

direction, the study designed, developed, and evaluated SB-ISMs. Categorically, the 

study established design guidelines and specifications for developing SB-ISMs based 

on prototype procedures. The developed SB-ISMs in prototypes by using experts‘ 

appraisal, users‘ appraisal, and simulation training with section leaders formed the 

basis for the established effectiveness of SB-ISMs. 

In the first objective, the study established quality criteria to guide the development 

of SB-ISMs. In this respect, the basic research question addressed was: Which 

quality criteria can be used to guide the designing of SB-ISMs to enhance SBIS 

capacity for the implementation of CBC? In an attempt to seek answers to this 

question, several activities were carried out. First, the baseline or preliminary 

research was conducted in public secondary schools in the West B District and Urban 

District in Zanzibar. The intention was to gain field-based experience in existing 

modalities or practices of CBC supervision. Eventually, this helped identify and 
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establish a lacuna to be solved by this study. Secondly, document review and 

analysis of the Zanzibar Education Policy of 2006 and Zanzibar Education 

Development Plan II 2017/2018-2021/ 2022 presented a clear focus and urgent need 

for ensuring effective supervision of CBC implementation. 

Similarly, different kinds of literature were reviewed to learn what was already 

reported by others regarding CBC supervision along with CBC implementation. A 

review of theories, namely path goal theory and adult learning theory, provided the 

best inputs for developing guidelines and specifications from which SB-ISMs were 

formulated. The insights from those activities (preliminary research, document 

review and analysis, literature review, and theories) were a point of departure for 

establishing quality criteria (design guidelines and specifications). In due course, the 

established design guidelines and specifications facilitated the development of SB-

ISMs. 

In the second objective, the focus was to explore experts‘ and users‘ reflections on 

the designed SB-ISMs. Basically, this objective attempted to find answers to the 

research questions: What are the users‘ and experts‘ reflections on the designed SB-

ISMs necessary to improve the materials? In seeking answers to this question, 

prototypes of SB-ISMs were developed cyclically (prototypes 1, 2, and 3) based on 

the ideas of the users and experts, and the results emanated from simulation training. 

In this way, the same formative evaluation activities, namely the users‘ appraisal, 

experts‘ appraisal, and simulation training, were used to ensure quality aspects of the 

intervention (validity, relevance, and practicability). As a matter of fact, the ideas 

from experts and users were frequently used to refine SB-ISMs until the final version 

was obtained for field testing (semi-summative evaluation). 

In the third objective, the study assessed the effectiveness of the validated SB-ISMs 

in enhancing the capacity of section leaders to supervise CBC implementation. The 

basic research question was: how effective are the designed SB-ISMs for enhancing 

SBIS capacity for the implementation of CBC? While searching for answers to this 

question, the final version of SB-ISMs was implemented (field tested) to assess the 

effectiveness of validated SB-ISMs towards enhancing the capacity of the section 

leaders to supervise CBC implementation. In assessing the effectiveness, a single 
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group pre-test post-test without a control group quasi experimental design was used 

to compare the capacity of section leaders supervising CBC implementation before 

and after the intervention. Accordingly, the subsequent section in this chapter 

provides a candid discussion of the major research findings that emerged from this 

study by following the order of the research objectives.  

4.4.1 The quality criteria for designing SB-ISMs 

This section presents research findings that address the question: Which quality 

criteria can be used for designing SB-ISMs to enhance SBIS capacity for the 

implementation of CBC? 

From the preliminary research, literature reviews, theories, and in-depth discussions 

with the experts, the study identified relevant quality criteria used for guiding the 

design of SB-ISMs. Largely, the identified quality criteria were important things 

considered by the researcher while designing and developing the content of 

intervention materials (SB-ISMs).These include: aligning the content of the materials 

with contemporary curriculum requirements; acknowledgement of the school 

leaders‘ experiences of instructional supervisory activities while thinking of the 

content of the intervention programme adherence of participants‘ or section leaders‘ 

readiness to learn; school leaders‘ capacity to provide support to teachers, problem-

centred or task-centred orientation to learning; adherence to participants‘ or section 

leaders‘ motivation; and self-directed learning. Identification of the quality criteria 

for designing intervention programmes were also found important by other 

researchers who were interested in designing interventions to address an array of 

problems in education (Allay, 2019; Gabrieli, 2013; Mafumiko, 2006; Maro, 2013; 

Nguru, 2018; Pembe, 2017; Tilya, 2003; William, 2012). Moreover, the procedural 

design of SB-ISMs was made by considering the introduction of unit overview, 

delineating the programme competence, specifying the learning outcomes, specifying 

the workshop materials or resources, using reflective activities, and using formative 

assessment after each workshop session. In this study, all the aforementioned 

elements were found to be the quality criteria that guided the design of SB-ISMs. 

First of all, the design of SB-ISMs was carried out by aligning the content of the 

workshop materials with the contemporary curriculum (CBC). It was ensured that the 
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materials developed in this study support school leaders in executing their 

supervisory roles effectively for CBC implementation. In fact, aligning the content of 

the workshop materials with the contemporary curriculum is supported by Allay 

(2019) and Mafumiko (2006) as crucial in realizing the programme learning 

objectives. In this respect, an attempt was made to review some existing policy 

documents to ascertain the roles that school leaders should specifically perform in 

supervising school activities. From the surveyed literature, the findings revealed that 

an effective school leader is required to be committed to effective curriculum 

supervision. This entailed supervision of effective preparation and use of schemes of 

work, lesson plans, and lesson notes. Also, it was noted that the school leaders 

should supervise classroom instruction, which includes syllabus interpretation, 

management, selection of teaching techniques, selection, designing, and use of 

teaching and learning materials, effective lesson delivery, assessment, and evaluation 

of learning achievement (URT, 2009). The overarching need for aligning the content 

of the workshop materials with contemporary curriculum is also supported by 

Wijngaards-de Meij and Merk (2018) who suggest that the diverse effects of 

misalignment of programme content with the contemporary curriculum of the 

programme participants can be amplified by a lack of participants‘ awareness of their 

position and roles in the training programme. This would in turn result in the 

programme not achieving its objectives. 

Also, in designing the content of SB-ISMs, section leaders‘ prior experiences with 

instructional supervisory activities were considered to cater to their needs. 

Considering section leaders‘ range of pre-existing knowledge, skills, beliefs and 

attitudes influences how they participate, interpret and organise the presented 

information, The way participants process and integrate new information will, in 

turn, affect how they remember, think, create, and apply new knowledge. Since the 

new knowledge and skills depend on the prior experience or knowledge of the 

section leaders, knowing what they know and can do before joining the new 

programme could help craft the content and activities that build on their strengths 

and weaknesses. Similarly, Pembe (2017) and Riesen et al. (2018) share this belief, 

contending that the amount and quality of prior experiences of the learners positively 

influence both knowledge acquisition and the capacity to apply it in the real context. 



220 

The importance of considering prior experiences is also emphasized by adult learning 

theory (Knowles, 1996). 

Reflecting on participants‘ readiness to learn was another criterion that the present 

study found useful in designing effective SB-ISMs. According to Baharim and 

Gramberg (2005), readiness to learn refers to the programme participants‘ or 

trainees‘ desire or willingness to attend, to participate, or to learn the content of a 

certain training programme. This happens when the content of the training considers 

the expectations or needs of the participants. In this context, this study used this 

element as quality criteria, keeping in mind that it is a significant factor that may 

enhance training programme effectiveness. In support of these assertions, Chung 

(2003) also contends that seeking programme participants‘ readiness is a focal point 

for any training programme delivery. The author continues to argue that if the 

trainees are not ready to learn the new content, they may hesitate to actively engage 

in the training programme and they will not improve the required knowledge and 

skills. This assertion also aligns with the remarks made by Knowles (1990) in Adult 

Learning Theory that adults learn best when the content of the training meets their 

needs and interests. This implies that adults (in this case, section leaders) are ready to 

learn those things they need to know and be able to do in order to cope effectively 

with their real life situations. 

Likewise, the design of SB-ISMs also bore in mind the task-centred or problem-

centred orientation to learning as another quality criterion for an effective 

intervention programme. The literature depicts that youth, (who are basically 

conditioned by their school systems) have always a subject orientation to learning 

where they mainly focus on learning content to pass a test or an examination. 

However, unlike youth, adults (section leaders in this case) by virtue of their life and 

work experiences develop a task or life-centred orientation or problem-centred 

orientation to learning. Thus, it is claimed that if the training programme is designed 

around problem solving, then adults (section leaders) will learn content with 

intention of using it in their real work situations. The findings agree with the vast 

body of literature on improving school leaders‘ supervisory capacity. For instance, it 

has been established that while designing any training programme for adult learners, 

the training programme designer need to consider designing a training so that 
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learners are solving problems or performing tasks as close to those encountered back 

on the job as possible (Bryson, 2003; Knowles, 1996). Such quality criterion implies 

that only the information dump technique would not help school leaders learn in this 

case. Thus, the workshop activities should always focus on doing something with the 

information rather than simply knowing the information. 

Moreover, self-directed learning in the realm of supporting section leaders to 

supervise the effective implementation of CBC was viewed as one of the vital quality 

criteria in the design of SB-ISMs. It has been established from the literature that 

adults prefer self-directedness or autonomous learning in their learning process. 

According to the literature, the learner has control over what is learned, where it is 

learned, and how quickly it is learned (Gresham, 2019). This means that section 

leaders want to see self-imposed learning implemented in the learning programme 

organised for them. This observation suggests that a learner-centered centred 

pedagogical approach is the best fit for section leaders‘ learning programme. Thus, 

the use of facilitator-imposed pedagogy in the context of training section leaders is 

likely to prove a failure. In view of this quality criterion, SB-ISMs were designed 

around section leaders‘ training needs and goals, which were established during a 

baseline survey or initial study phase. The study also ensured that several interactive 

programme methodologies, such as practical group work, facilitated by the use of 

TIPS, were put in place. These methodologies provided opportunities for the 

programme participants to direct their learning. Similarly, Siamoo (2013) found that 

applying self-directed learning enabled headteachers to develop confidence, skills 

and competence in performing Evaluation and Supervision of Classroom Instruction 

(ESCI) in their schools. 

Specifying the programme competence is one of the quality criteria guiding the 

design of SB-ISMs. Competence is a single phrase or sentence written broadly 

enough to indicate desired Knowledge, Skills and Abilities (KSAs) that school 

leaders need to usefully perform a certain role in every lesson or programme unit. 

Specificating and using competence in the training programme has also been stressed 

by the Kenya Institute of Curriculum Development as a prerequisite for the content 

of the intervention programme (Kenya Institute of Curriculum Development [KICD], 

2017).  
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The designed SB-ISMs also contained workshop materials, training aids, or media. 

These were supportive materials used by the facilitator to deliver the programme 

successfully by stimulating section leaders‘ interest and increasing their retention. 

These included flip-charts, handouts, white marker boards, overhead projector and 

slides. The use of workshop materials/training aids in this study agrees with Sharma 

et al. (2015) who explain that the training aids are important for improving 

interaction among the trainees. The use of training materials stimulates learners‘ 

involvement and motivation, thereby enhancing effective delivery of the programme 

content. The use of the training aids was also used by other researchers to attain the 

goal of their professional development programmes (Gabrieli, 2013; Maro, 2013; 

Ottevenger, 2001; William, 2012). 

Furthermore, the designed SB-ISMs were made by taking into account the use of 

reflective activities. The reflective activities highlight a series of tasks that require 

program participants to elicit their prior experiences on the topic under discussion 

(Zahid & Khanam, 2019). The present study involved the activities that provoked 

section leaders‘ past understanding and practice of supervising CBC implementation. 

This provided the room for the facilitator to enhance learning by building on the 

section leaders‘ prior knowledge and skills. Also, by using the reflective activities, 

the participants were gauged in terms of how they would apply their knowledge and 

skills in their schools. The practice of using reflective activities is in tandem with 

Tajik and Pakzad (2016), who noted the teachers‘ adoption of reflective teaching as a 

result of attending a reflective professional development programme. 

The formative assessment section was also used as quality control for the design of 

SB-ISMs. In this study, a KWL grid or table was used during formative evaluation 

activities. Under K, the section leaders shared their views on what they already knew 

about their understanding of SBIS and how they supervise CBC. On W, the section 

leaders were encouraged to think about gaps in their knowledge by filling in what 

they wanted to know. After each session or at the end of the programme unit, section 

leaders were encouraged to state what they had learned (L). The study conducted by 

Alsalhi (2020) also revealed that using the KWL strategy in the fourth grade 

students‘ achievement enhanced their attitudes towards using it. This is also 

consistent with the findings from a study by Risnawati and Lismayanti (2014) who 
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noted that KWL strategy was effective in improving students‘ reading 

comprehension achievement. 

Designing SB-ISMs by incorporating unit or lesson overview was cited by experts in 

the curriculum development domain as a critical component of the programme. In the 

present study, the materials were preceded by a brief introduction informing the 

purpose of the entire programme and the purpose of each individual sub-unit. This 

enabled the participants and other readers to know what the intervention programme 

was about. Other researchers (Gakii, 2015; Ottevenger, 2001) discovered that the 

lesson overview was important in achieving the goal of their interventions. 

Another quality criteria emphasized by experts as well as literature was showing the 

clear-cut time-breakdown for the program. Because time is always a limited 

resource, a timeline that shows how time resource was used had to be clearly 

indicated. In this case, all activities of the programme were analysed and how long 

each activity would take was visibly indicated. Similarly, several developmental 

study researchers found that having a time-break down is very important in designing 

and executing an intervention programme effectively (Allay, 2019; Gabrieli, 2013; 

Maro, 2013; Nguru, 2018; Ottevenger, 2001; Pembe, 2017; William, 2012). 

The designed SB-ISMs are considered the programme learning outcomes. In this 

case, the designed materials were presented with concise descriptions of the desired 

learning outcomes that the participants should have achieved in each programme 

unit. Learning outcomes are skills and knowledge that the participants of the 

programme should be able to demonstrate by the time the training programme is 

finished. They are the indicators of the success of a course or particular programme. 

In fact, the main intention of the programme learning outcomes is to give the 

participants more ideas of what is basically expected of them during the training 

programme. By achieving the learning outcomes, the participants can demonstrate 

that they have reached the summit of the course or programme. The use of 

porgramme learning outcomes has also been emphasized by other researchers 

(Bahtovska & Bahtovski, 2011; Hamza, 2012). In the view of Bahtovska and 

Bahtovski (2011), programme learning outcomes provide workshop or programme 

participants with clear information that can determine their active involvement and 
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their choice of the unit/course or programme hence leading to more effective 

learning. 

4.4.2 The users’ and experts’ reflections for improving the designed SB-ISM 

The findings in this section sought to find answers to the question: What are the 

users’ and experts’ reflections on the designed SB-ISMs necessary to improve the 

materials? 

Seeking answers to this particular question, SB-ISMs were appraised twice. The first 

category of the materials appraisers were the prospective users of the designed 

materials, who are, in this case, headteachers and section leaders. In view of their 

experience in supervising teaching and learning on a daily basis, it was envisaged 

that they would have constructive insights regarding usability (practicability) and 

usefulness (relevance of the materials) in the school settings. The second appraisers 

of the materials were experts who were divided into two categories. The first 

category included experts in the domain of curriculum development, experts with 

expertise in developmental or design-based studies, and experts with expertise in 

educational management courses. Their views on the practicability and usefulness 

(relevance) of the materials were also thought necessary in this study. The basic 

concept that this study decided to focus on was school-based instructional 

supervision and how it should be carried out while supervising CBC implementation. 

The experts in the domain of educational management were felt to be important for 

reviewing the content of the materials and commenting on their suitability towards 

achieving the stipulated objectives of the study. Moreover, to have more quality 

materials, the study undertook simulation training with section leaders who had not 

taken part in the training programme.  

In this, three section leaders used the materials to supervise the instructional 

activities. In fact, this was similar to piloting the intervention materials, whose 

intention was specifically to find out whether section leaders were able to supervise 

CBC implementation by using the designed materials as intended by the designer. 

More specifically, the focus was on finding out if section leaders were able to guide 

or help teachers in implementing CBC effectively. This further helped gain insights 

on major faults in the desired materials in terms of usefulness and usability before 
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subjecting them to field testing (summative assessment). Generally, the results 

indicated that the section leaders had affirmative feelings about the relevance, 

practicability, and usability of the materials. However, they commented that some 

basic terminologies, such as competency, competence-based curriculum, supervision, 

and school-based instructional supervision, should be well clarified for the readers to 

understand. Having prospective users of the materials comment on the usability, 

practicality, and usefulness of the materials was also found to be a very essential 

formative evaluation technique by other researchers (Gabrieli, 2013; Mafumiko, 

2006; Maro, 2013; Pembe, 2017; William, 2012). By and large, the experts‘ views on 

the materials were positive. They reported that the contents of the intervention 

materials were relevant in facilitating attainment of the intended programme 

outcomes. hey accepted that the workshop resources were appropriate and sufficient 

considering the nature of the progarmme and the nature of the participants‘ 

objectives. However, experts observed some aspects that needed more attention for 

the prototype to improve. Experts indicated that the SB-ISMs should be preceded by 

the introductory paragraph to facilitate readers‘ understanding. The experts were also 

of the view that the activities of the workshop should be shaped in such a manner 

that they are reflective. The purpose is to stimulate participants to look back on their 

past experiences and share them with other programme participants. They also 

advised that the workshop procedures should logically flow from the identified 

activity. Besides, in their view, every activity should be given clear instructions so 

that the trainees know exactly what to do.  

Furthermore, the experts demanded a clear-cut difference between competence and 

competency. Moreover, in the content of the materials, experts recommended a focus 

on competence standards that section leaders should demonstrate while supervising 

CBC implementation. Involvement of experts in refining the prototypes of the 

desired materials by focusing on relevance and practicability of the same was also 

noted as a vital strategy in the study by other researchers (Allay, 2019; Gabrieli, 

2013; Mafumiko, 2006; Maro, 2013; Ottevenger, 2001; Pembe, 2017). Nonetheless, 

the reflections of the expert for this study are different from those of other reviewed 

developmental studies. This deference in experts‘ reflections is caused by the focus 

of the present study being different from the reviewed studies (See Allay, 2019; 

Gabrieli, 2013; Mafumiko, 2006; Maro, 2013; Ottevenger, 2001; Pembe, 2017). The 
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simulation training generally indicated that all three section leaders were very 

positive about the materials supporting them to supervise CBC implementation. 

Nevertheless, they raised a few critical aspects that need to be reflected on. For 

example, it was advised that instructional delivery supervision should be preceded by 

instructional planning supervision. The idea is that one needs to plan first and then 

deliver, not otherwise. It was also commented that the facilitator should prepare 

special notes in advance (possible answers for each activity). These notes function as 

a point of reflection for the facilitator to check out participants‘ understanding 

against his own understanding. It was also felt that the timing for formative 

evaluation should be increased. On interactive activities, it was noted that the 

programme should contain more practical work to enable the participants to raise 

their voice about their past experiences in the supervision of instructional activities in 

their schools. Various developmental studies used formative techniques in the name 

of "try-outs" to improve the quality of the materials (Allay, 2019; Gabrieli, 2013; 

Gakii, 2015; Mafumiko, 2006; Maro, 2013; Massi, 2015; Ottevenger, 2001; Pembe, 

2017; Zhang, 2012). 

4.4.3 The effectiveness of the validated SB-ISMs for enhancing SBIS capacity 

for implementation of CBC 

This section discusses the findings of the study on the effectiveness of the designed 

and validated SB-ISMs for enhancing school leaders‘ capacity to supervise the 

implementation of CBC. The discussion focused on the pre and post test scores of 

teachers‘ experiences of how they are supervised by section leaders. Evidence from 

open-ended questions asked by teachers is also discussed. Similarly, pre and post test 

scores on section leaders‘ capacity to supervise CBC implementation are also 

discussed. Results from analysis of instructional planning documents, classroom 

observation, and open-ended questions asked by section leaders are also discussed as 

indicators for the effectiveness of the designed intervention programme.  

The results of the paired t-test showed the mean difference in STCS score before and 

after intervention was 14.39, with a p-value of <0.0001. This implies that there was a 

significant change in how teachers were supervised by their school leaders in 

implementing CBC after the intervention as compared to before the intervention. 

This implies that the validated SB-ISMs used for enhancing school leaders‘ 
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supervision of CBC implementation were significantly effective. Teachers‘ improved 

capacity to write competence-based schemes of work and lesson plans after the 

intervention programme compared with before the intervention programme also 

provides additional evidence on the effectiveness of the designed intervention 

programme. In addition to that, post-intervention classroom observation results 

further revealed that teachers‘ competence in delivering a competence-based lesson 

and its assessment also improved compared with before intervention. Besides, the 

findings emerged from open-ended questions asked to teachers regarding their pre 

and post-intervention experiences show similar results depending on the way 

supervision was done. The teachers affirmed that they experienced more critical 

supervision from section leaders after the intervention programme compared with 

before. This finding further implies that the designed intervention programme was 

effective.  

Moreover, the results of the paired t-test presented also showed the mean difference 

in SLCS score before and after the intervention was 18.36, with a p-value of 

<0.0001. This means that there was significantly higher SBIS capacity for the 

implementation of CBC among section leaders after the intervention as compared to 

before it. This again implies that the validated SB-ISMs used for enhancing SBIS 

capacity for supervising the implementation of CBC were significantly effective. The 

effectiveness of the designed intervention programme was also corroborated by the 

findings from open-ended questions asked to the section leaders. As it was reported 

in section 4.3.4.7), after the intervention programme the section leaders felt 

comfortable and competent in supervising competence-based instructional planning, 

competence-based instructional delivery, and competence-based assessment. This 

observation was in tandem with other similar studies (Carey, 2011; Rittenour, 2017; 

Siamoo, 2013). For instance, the study conducted by Siamoo (2013) in Tanzania 

indicated that after attending the six-day intensive Evaluation and Supervision of 

Classroom Instruction (ESCI) workshops, school leaders (headmasters and 

headmistresses) felt capable of providing support and coaching to the teachers to 

improve their pedagogical skills. Conclusively, it can be affirmed that the developed 

intervention programme had a positive impact on improving school leaders‘ capacity 

in supervising CBC implementation. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.0 Introduction  

This chapter presents a summary of the whole study, conclusions, and 

recommendations based on the emerged study findings and discussions. The chapter 

also presents recommendations for practice and policy actions and explores further 

research areas that warrant the attention of future researchers in the sphere of 

supporting school leaders‘ supervisory capability in supervising curriculum 

implementation, notably CBC.  

5.1 Summary of the Study  

This study designed SB-ISMs as an intervention to enhance the capacity of school 

leaders (section leaders) to supervise CBC implementation more effectively. 

Certainly, this study was triggered by the fact that the quality of CBC 

implementation as demonstrated by public secondary school teachers in Zanzibar is 

still poor, and it was established by the preliminary study conducted by the 

researcher in 2015 that inadequate supervision practices are one of the main 

contributory reasons for this situation. Therefore, it was essential to have a good 

understanding of the present supervisory practices for CBC implementation carried 

out by school leaders (section leaders) in order to design appropriate supervision 

intervention materials to address the identified lacuna. 

Specifically, the study intended to address three major objectives, namely: 

establishing the quality criteria for designing SB-ISMs to enhance SBIS capacity for 

the implementation of CBC; examining the users‘ and experts‘ reflections for 

improving the designed SB-ISMs; and assessing the effectiveness of the validated 

SB-ISMs for enhancing SBIS capacity for the implementation of CBC. Positioning 

the present study within the scope of the current discourse on curriculum supervision 

elsewhere, literature relevant to a discussion of supervision was reviewed and 

critically analysed. The study was underpinned by Path Goal-Theory and Adult 

Learning Theory. These two theories complemented each other in that a variable left 

by one theory was addressed by the other. The complementary nature made both 

theories equally useful in designing the quality criteria for the design of the desired 

intervention materials. On the same note, the two theories were also found to be 
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functional during the discussion of the major study findings. Eventually, the key 

aspects that emerged from the literature review and theories, formulated the 

groundwork for the construction of the conceptual framework as an important 

platform to guide the study. Methodologically, the study targeted section leaders 

from public secondary schools who were purposively selected to elicit their insights 

on the issue investigated. Reflecting the key intention and nature of the study, 

developmental research phases, namely preliminary research or investigation, 

prototyping, and summative evaluation, were found suitable in this direction. This 

study was based on the pragmatism research paradigm. In view of this paradigm, the 

study was carried out using mixed methods research approaches, whereby both 

qualitative and quantitative research approaches were found suitable in this context. 

Phenomenography design guided the qualitative part of this study, particularly during 

the initial or preliminary investigation and prototyping phase of the study. 

On the other hand, the quantitative part was handled by using a retrospective single 

group pre-test and post-test without a control group quasi-experimental design. This 

was mainly used during the summative assessment phase to assess the effectiveness 

of the designed intervention. Interviews, document reviews, retrospective 

questionnaires, and observation were used to collect data. Thematic analysis 

framework suggested by Brawn and Clark (2006) was used to analyze the qualitative 

data collected from primary sources. The qualitative data analysis was done 

manually with the aid of Microsoft Word. Qualitative data that was collected from 

document reviews was subjected to content analysis. Quantitative data, on the other 

hand, were analyzed using both descriptive statistics (mean, frequency, and standard 

deviation) and inferential statistics, such as the paired sample t-test and factor 

analysis. The findings from the designed SB-ISMs suggested that the data collected 

from the preliminary investigation phase (relevant documents review including ALT 

and PGT and context analysis with the teachers and school leaders) assisted the 

researcher in designing the materials. 

Primarily, concerning the quality criteria which were found suitable for the design of 

the materials and their execution, the findings of the study showed that the quality 

criteria which were proved useful for the design of the materials included: aligning 

the content of the materials with the contemporary curriculum (CBC), 



230 

acknowledgement of section leaders‘ experiences of instructional supervisory 

activities while thinking of the content of the programme, adherence of participants‘ 

readiness to learn, problem-centred or task-centred orientation to learning, adherence 

to participants‘ motivation, and self-directed learning. The study showed that those 

criteria should always be taken on board if any capacity-building programme for 

training adults (section leaders) is to have the desired effects. 

Regarding users‘ and experts‘ reflections on the materials, the findings indicated that 

the impression of the headteachers, section leaders, and experts on the materials was 

generally positive. Users and experts stated their appreciation that the materials were 

rich in hands-on-activities and had the potential to stimulate participants‘ 

participation. Although section leaders, headteachers, and experts were positive 

about the materials, some concerns were raised, which drew the attention of the 

researcher for further refinement. These included: clarification of some basic 

terminologies such as competency, competence-based curriculum, supervision, and 

school-based instructional supervision. It was demanded that these have to be made 

clear before illustrating how to supervise CBC itself. 

Experts also advised that the SB-ISMs should be preceded by the introductory 

paragraph to facilitate readers‘ understanding. The experts were also of the view that 

the activities of the workshop should be shaped in such a manner that they are 

reflective. The purpose is to stimulate participants to look back on their past 

experiences and share those experiences with other programme participants. They 

also advised that the workshop procedures should logically flow from the identified 

activity. Besides, in their view, the experts felt that it is important for every activity 

to be given clear instructions so that the trainees will know exactly what to do. 

Furthermore, the experts wanted clarity between the terms "competence" and 

"competency." Moreover, in the content of the materials, experts recommended the 

inclusion of competence standards that school leaders (section leaders) should 

demonstrate while supervising CBC implementation. 

Additionally, during the simulation training, it was found that section leaders were 

affirmative about the materials supporting them to supervise CBC implementation. 

Nevertheless, they raised a few critical aspects that need to be reflected on. For 
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example, it was advised that instructional delivery supervision should be preceded by 

instructional planning supervision. The argument made is that one needs to plan first 

and then deliver, and not otherwise. It was also commented that the facilitator should 

prepare special notes in advance (possible answers for each activity). This would 

help him check out participants‘ understanding against what the facilitator knows. It 

was also felt that the timing for formative evaluation should be increased. Regarding 

the use of interactive activities, it was noted that the programme should contain more 

practical work to enable the participants to draw on their past experiences regarding 

the supervision of instructional activities. 

Finally, concerning the effectiveness of the intervention programme, the findings 

revealed that the intervention programme had contributed to enhancing the capacity 

of section leaders in supervising the implementation of CBC more effectively. The 

results of the paired sample t-test showed the mean difference in SLCS score before 

and after the intervention was 18.36, with a p-value of <0.0001. This means that 

there was significantly higher SBIS capacity for the implementation of CBC among 

section leaders after the intervention as compared to pre-intervention. A similar 

picture was depicted by the mean difference of STCS scores before and after the 

intervention as 14.39, with a p-value of <0.0001. This again indicated that there was 

a significantly higher SBIS capacity for the implementation of CBC. Generally, the 

two scores (SLCS scores and STCS scores) imply that the validated SB-ISMs used 

for enhancing SBIS capacity for the implementation of CBC were significantly 

effective.  

Also, it is worth noting that, unlike post-intervention experience, initially school 

leaders (section leaders) were confined to the supervision of professional documents 

such as the scheme of work and lesson plan. Even, their supervision of these 

documents lacked criticality. However, after they were exposed to the intervention 

program, they felt that their capacity to critically assess the same documents had 

improved. They also stated that they can supervise competence-based assessment 

practices carried out by teachers. The section leaders also showed their feelings that 

they were also able to critically assess competence-based teaching and provide the 

required support to teachers. Teachers also expressed their post-intervention 

experiences that they were supervised rather comprehensively. The post-intervention 
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instructional supervision by the section leaders focused on the analysis of 

professional documents, assessment practices, and lesson execution with an interest 

in CBC, different from the past. Similarly, post-intervention classroom observation 

also justified teachers‘ improvement of competence-based instructional practices.  

5.2 Conclusions of the Study 

As pointed out, the idea behind conducting this study was to enhance the capacity of 

the school leaders to supervise the implementation of CBC more effectively. Thus, 

based on the emerged findings, this study feels safe to come up with the following 

conclusions:  

First, even though CBC is nearly 16 years old since it was introduced in 2005, it still 

appears to be a new practice to many secondary school teachers as well as their 

leaders. Section leaders and headteachers who were supposed to support teachers 

implementing it were found inadequately prepared. Thus, the designed and 

developed materials were used as an intervention in addressing this dilemma.  

Second, the effective implementation of any reforms to be introduced in the school 

system depends on the knowledge and skills of the school-based leaders, including 

headteachers, deputy headteachers, heads of departments, and academic masters. 

These are the custodians of teachers in their respective schools. 

Third, the choice of ALT and PGT, the baseline survey, review of relevant literature 

about the developmental studies, and consulting various experts can be a good source 

of coming up with suitable quality criteria to guide the design and development of 

the desired intervention materials. In this study, several criteria were obtained that 

guided the development of SB-ISMs productively. Such criteria include: aligning the 

content of the materials with contemporary (CBC), acknowledgement of school 

leaders‘ experiences of instructional supervisory activities while thinking of the 

content of the programme, adherence of participants‘ readiness to learn, problem-

centred or task-centred orientation to learning, adherence to participants‘ motivation, 

and observation of self-directed learning.  

Fourth, the design-based research strategy characterized by preliminary 

investigation, prototyping, and summative evaluation seemed promising in seeking 
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true solutions to the problems facing educational systems in Tanzania, notably in 

supervising the implementation of CBC more effectively (See Allay, 2019; Gabreil, 

2013; Mafumiko, 2001; Maro, 2013; Nguru, 2018; Pembe, 2017; William, 2012). 

Moreover, it is apparent that the involvement of various experts, prospective users, 

and simulation training or micro-scale trials during the cyclic activities of 

intervention materials development turns out to be promising strategies for getting 

quality curriculum materials to address the needs for which the intervention is 

designed. In this study, it can be concluded that users and experts were satisfied with 

the content of the materials. They felt that the materials could be executed without 

hurdles.  

It can be concluded that generally, the designed SB-ISMs enhanced the capacity of 

school leaders in supervising CBC implementation, notably in the areas of 

instructional planning, lesson execution, and assessment practices as required by 

competence-based curriculum innovation. By taking into account the quality of the 

designed SB-ISMs, the intervention materials are suitable for use by any secondary 

school leader to improve his or her curriculum supervision capacity for CBC 

implementation. 

5.3 Recommendations 

Based on the major findings of this study, the study makes several recommendations 

for education policy and practice and areas for further research.  

5.3.1 Recommendations for policy and practice 

The designed SB-ISMs were seen as significant in enhancing the capacity of section 

leaders in supervising the implementation of CBC. Succinctly, the materials enabled 

section leaders to support teachers in undertaking competence-based instructional 

planning, performing competence-based lesson delivery, and carrying out 

competence-based assessment practices. In light of these findings, the study 

recommends the following to improve practice. 

Firstly, the section leaders should prioritize school-based instructional supervision 

for effective CBE implementation. It is preferable for section leaders to supervise a 

competency-based curriculum themselves rather than relying on school inspectors or 
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quality assurances who visit schools infrequently.Besides, as informed by the 

literature, the number of school inspectors in the country is very limited compared to 

the number of schools to be supervised. Also, much as school inspectors rarely 

undertake in-depth school supervisory roles in the face of limited financial resources, 

the decision to use section leaders to support teachers in their schools to implement 

CBC can be seen as a solution. 

Secondly, programme designers should consult relevant literature, theories, and 

experts in establishing the quality criteria that would guide them in designing the 

desired intervention materials. Correspondingly, the experts should be consulted 

while developing the prototypes of the designed materials, as their comments are 

important in ensuring the quality of the desired intervention.  

Thirdly, there is a need for the Ministry of Education in Zanzibar to launch staff 

development workshops and seminars for section leaders and teachers. These 

workshops and seminars should be aimed at familiarizing and encouraging wider 

adoption and use of school-based instructional supervision to promote effective CBC 

implementation. In the same light, this study reported that since CBC was 

introduced, section leaders were not provided with supportive materials to make their 

supervision of CBC implementation easy. Perhaps it is high time now that the 

Ministry of Education should provide section leaders with a school-based 

instructional supervision guide for them to supervise CBC more effectively.  

Similarly, it is worth the Ministry of Education noting that while designing any 

intervention to enhance the leadership capacity of school leaders in various spheres, 

involving the leaders themselves as target users in the materials development process 

can help in bringing about the desired change. This is because their direct 

involvement in crafting the materials would cultivate a sense of ownership, hence 

easy adoption and execution of the same. 

Moreover, heads of departments are encouraged to tap the expertise of section 

leaders to enhance their effective supervision of CBC. This is because the 

responsibility of school-based instructional supervision does not rest solely on the 
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section leaders. Rather, research evidence has shown that school-based instructional 

supervision produces promising results when it is widely distributed. 

5.3.2 Recommendations for further research  

Although the present study has achieved its purpose and objectives, further research 

is required to investigate the following: 

Firstly, the study attained its objective by employing a small sample of a limited 

number of section leaders from public secondary schools in Zanzibar in two districts. 

Thus, subsequent studies can be conducted by involving a variety of samples from 

other districts, both rural and urban. This would help in having more comprehensive 

data to reach a wider conclusion. 

Secondly, the present study was conducted for public secondary schools. Public 

primary school leaders were not the focus of this study. Another similar study can be 

conducted by involving school leaders from public primary schools as CBC also 

applies to the primary education level. The improved primary school leaders‘ 

capacity to supervise CBC implementation may perhaps go a long way towards 

developing strong problem-solving skills among the learners at a very early age. 

Thirdly, many reforms or projects have been conducted in Zanzibar and it is 

presumed that school leaders do supervise their implementation. One of these 

projects is Tusome pamoja. However, this study only focused on CBC reform. 

Therefore, a similar study can be conducted to investigate school leaders‘ capacity to 

supervise Tusome pamoja or any other project or educational reform that has been 

introduced in Zanzibar. 
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APPENDICES 

Appendix A: School-Based Instructional Supervision Programme for 

Enhancing the Implementation of CBCs 

 

 

Introduction 

Tanzania education system has revised its curriculum in 2005 and 2009 for ordinary 

and advance level secondary schools respectively from content-based to competency 

based curriculum .This paradigm shift observed a change in teaching focus from 

mere acquisition of content knowledge to a broader focus which stresses on 

demonstration of abilities useful for solving real life problems. More importantly, the 

new orientation requires teachers to be conversant of using activity-based pedagogy, 

participatory teaching and learning activities along with authentic assessment tasks to 

develop learners‘ self-esteem, confidence and ability of applying the knowledge in 

real life situations. However, evidence shows that CBC was introduced in 2005 

without effective orientation of heads of schools with necessary requisite 

competences on supervising its effective implementation in schools in Tanzania. As 

a result, heads of the schools are still struggling in supervising implementation of 

CBC. Eventually, some heads of schools requested to be abreast in this paradigm. 

For example, the heads of schools in Zanzibar demanded supervision guiding 

materials along with a workshop to enhance their supervisory competences. It is in 

this light that, intervention programme in a form of school based instructional 

supervision programme for enhancing CBC is established. The intervention 

programme has been developed through a detailed literature analysis, ideas from the 

prospective users of the materials (heads of schools) and from the experts in the 

domain of educational curriculum and educational management.  

General Programme Competencies 

On completion, the participants are expected to:  

i. Demonstrate an understanding of school based instructional supervision and 

the roles of school based instructional supervisors 

ii. Perform roles by supporting teachers in schools to effectively implement 

CBC in schools. 

SCHOOL – BASED INSTRUCTIONAL SUPERVISION PROGRAMME 

FOR ENHANCING THE IMPLEMENTATION OF CBC 
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THE PROGRAMME COMPONENTS 

DATE SESSIONS  UNITS  COMPETENCES  TASKS 

/ACTIVITIES 

Day 1 1 Introduction to 

school-based 

instructional 

supervision 

behaviours 

To practice school 

based instructional 

supervision in 

schools 

Defining 

supervision:  

 

2 Introduction to 

school-based 

instructional 

supervision 

behaviour 

To practice school 

based instructional 

supervision in their 

schools 

Distinguishing 

Internal from 

external school 

supervision 

 Introduction to 

school-based 

instructional 

supervision 

behaviours 

To practice school 

based instructional 

supervision in their 

school 

Conceptualizing 

School based 

supervision 

 

3 Introduction to 

school- based 

instructional 

supervision 

behaviours 

Getting 

participants 

reflections on the 

effectiveness of 

the first day 

sessions 

Filling in the 

forms by stating 

what they know 

before the days 

of sessions, what 

they wanted to 

learn and what 

they learned 

Day 2 1 Conceptualization 

of competence- 

based curriculum 

 

To illustrate a 

clear and an in-

depth 

understanding of 

competence-based 

curriculum 

 

Defining 

competence- 

based 

curriculum 
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 2 Conceptualization 

of Competency 

Based Curriculum 

 

To illustrate a 

clear and an in-

depth 

understanding of 

competency based 

curriculum 

Advocating for 

CBE 

 

 3 Conceptualization 

of competency 

based-curriculum 

 

To illustrate a 

clear and an in-

depth 

understanding of 

competence-based 

curriculum 

Distinguishing 

competence 

from content-

based 

curriculum 

  Conceptualization 

of Competency 

Based curriculum 

Getting 

participants 

reflections on the 

effectiveness of 

the first day 

sessions 

Filling in the 

forms by stating 

what they know 

before the days‘ 

sessions, what 

they wanted to 

learn and what 

they learned 

Day 3 1 Lesson delivery 

supervision 

To perform 

effective 

supervision of 

competence-based 

lesson delivery 

Describing the 

procedures for 

conducting a 

CBC lesson 

 

2 Lesson delivery 

supervision 

To perform 

effective 

supervision of 

competence-based 

lesson delivery 

Presenting a 

competence 

based lesson 

3 Lesson delivery 

supervision 

To perform 

effective 

supervision of 

Empowering 

teachers to 

arousing and 
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competence-based 

lesson delivery 

maintaining 

students‘ interest 

 

4 Lesson delivery 

supervision 

To perform 

effective 

supervision of 

competence-based 

lesson delivery 

Promoting 

students‘ 

creativity 

5 Lesson delivery 

supervision 

To perform 

effective 

supervision of 

competency based 

lesson delivery 

Effective use of 

teaching and 

learning 

resources 

 

6 Lesson Delivery 

Supervision 

To perform 

effective 

supervision of 

competence-based 

lesson delivery 

Discussing 

classroom 

management 

7 Lesson delivery 

supervision 

Getting 

participants 

reflections on the 

effectiveness of 

the first day 

sessions 

Filling in the 

forms by stating 

what they know 

before the days 

sessions, what 

they wanted to 

learn and what 

they learned 

Day 4 

Day 5 

1 Instructional 

planning 

supervision 

To practice 

effective 

supervision of 

competenc-based 

instructional 

planning  

Describing the 

components of 

competence 

based scheme of 

work 

2 Instructional To practice Modeling 
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planning 

supervision 

effective 

supervision of 

competence-based 

instructional 

planning  

competence- 

based lesson 

plan design 

3 Instructional 

planning 

supervision 

Getting 

participants 

reflections on the 

effectiveness of 

the first day 

sessions 

Filling in the 

forms by stating 

what they know 

before the days 

sessions, what 

they wanted to 

learn and what 

they learned 

1 Assessment 

practices 

supervision 

To assess a 

competence-based 

lesson 

Distinguishing 

assessment from 

evaluation 

2 Assessment 

Practices 

Supervision 

To assess a 

competence-based 

lesson 

Illustrating the 

principles of 

class room 

assessment 

3 Assessment 

practices 

supervision 

To assess a 

competence-based 

lesson 

 

Modeling 

competence- 

based 

assessment 

practices 

4 Assessment 

practices 

supervision 

Getting 

participants 

reflections on the 

effectiveness of 

the first day 

sessions 

Filling in the 

forms by stating 

what they know 

before the days 

sessions, what 

they wanted to 

learn and what 

they learned 
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Introduction to School-Based Instructional Supervision Behaviours 

Introduction  

The common school supervision observed in Tanzania and Zanzibar, in particular, is 

the external school supervision conducted by the so-called external school inspectors. 

Obviously, external school supervision stresses controlling and evaluating the 

improvement of schools based on stated standards set by external agents outside the 

school system. In contrast, school-based supervision is a school leadership function 

carried out by the school leaders that offers opportunities for the school to be 

effective and for the professional development of teachers as a means of effectively 

managing the teaching-learning process. School-based supervision requires school 

leaders, including section leaders, to perform internal school supervision by 

supporting teachers to implement CBC in schools.  Thus, this unit seeks to cultivate 

school leaders‘ understanding of school-based instructional supervisory behaviors. 

The purpose is to enable them to practice it in their schools. It describes the notion of 

supervision as well as instructional supervision, the differences between internal 

supervision (school-based) and external supervision (inspection) and their core 

functions, and the differences between instructional supervision and non-

instructional supervision. 

Competence: 

To practice school based instructional supervision in schools 

Learning outcomes: It is anticipated that the participants who successfully complete 

this training session will demonstrate a clear-cut understanding of the following:  

1) The concept of supervision, instructional supervision and school-based 

instructional supervision 

2) The differences between internal supervision (school-based) and external 

supervision (inspection) and their core functions 

3) School-based instructional supervision behaviours suitable to promote 

effective teaching 

4) Differences between instructional supervision and non-instructional 

supervision 

UNIT ONE 
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Activities:  

a) Defining the meaning of supervision, instructional supervision and 

school based instructional supervision 

b) Distinguishing internal supervision from external supervision 

(inspection) 

c) Identifying school-based instructional supervision behaviours suitable 

for leading to teachers‘ change of instructional behaviours and hence 

effective students‘ learning 

 

 

 

WORKSHOP PROCEDURES 

ACTIVITIES  

Activity one: Defining supervision (40 Minutes) 

Dear participant, what do you understand by the concepts of supervision and 

instructional supervision? Think, write your ideas, then share with your neighbor 

what you and him or she have written about the meaning of instructional supervision. 

After that, make a group of five and discuss your ideas together. Write what you 

have all agreed on a large piece of paper and present it to the class. This way of 

working is called TIPS. You will use it in answering other questions. 

Point of reflections for Activity one 

Supervision is oversight that is exercised by a senior member of a profession to a 

junior member or members of that same profession. This relationship is evaluative, 

extends over time, and intended for enhancing the professional functioning of the 

junior member(s), monitoring the quality of professional services offered to the 

150 Minutes 

1. Flip chart paper, 

2. Marker pens, 

3. Tape for sticking papers to the walls. 

4. Workbook for each participant 
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clients she, he, or they see(s), and serving as a gatekeeper of those who are to enter 

the particular profession. Supervision can also be defined as a leadership function 

that bridges administration, curriculum and teaching and coordinates those activities 

concerned with learning (Wiles &Bond, 1980). From this definition, it can be learned 

that supervision deals with both instructional aspects and non instructional aspects. 

Instructional aspects include supervision of curriculum implementation which 

involves preparation and use of professional documents-scheme of work and lesson 

plan and subject log books, classroom instruction involving syllabus interpretation, 

management and selection and teaching techniques, selection and use of T/Materials, 

lesson delivery, assessment and evaluation, supervising availability and utilization of 

inputs such as books, syllabus, laboratory chemicals, encouraging and promote staff 

development, supervising and maintaining output and outcomes in terms of access, 

improved retention, equity, knowledge and attitudes. Non instructional aspects 

(administrative aspects) include supervising maintaining discipline in school, 

supervising availability of financial and human resources, ensuring learner and 

teacher relation, ensuring favorable school and community relationship and knowing 

the school boundaries and guard them. When school supervision focuses on 

instructional or pedagogical aspects is known as instructional supervision. Thus, 

instructional supervision is concerned with the provision of professional assistance 

and guidance to teachers and students geared towards the achievement of effective 

teaching and learning in the school. The principal as a supervisor provides 

professional guidance to teachers in order to improve the teaching process and 

enhance the learning and growth of the students. The school principal in carrying out 

their duties assists the teachers to perform effectively in the areas of preparation of 

lesson plan and lesson notes before lesson delivery, good use of instructional 

methods and teaching aids, keeping and maintaining of school records, classroom 

management, among others. Through supervision the principal provides meaningful 

feedback and direction to teachers. The purpose of instructional supervision is to 

improve the quality of teaching through improved skills of teachers which in turn 

improves students‘ academic performance. Historically, supervision of instruction 

began as a process of external inspection: one or more local citizens were appointed 

to inspect both what the teachers were teaching and what the students were learning. 

The inspection theme was to remain firmly embedded in the practice of supervision. 
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The history of supervision as a formal activity exercised by educational 

administrators within a system of schools did not begin until the formation of the 

common school in the late 1830s. During the first half of the nineteenth century, 

population growth in the major cities of the United States necessitated the formation 

of city school systems. While superintendents initially inspected schools to see that 

teachers were following the prescribed curriculum and that students were able to 

recite their lessons, the multiplication of schools soon made this an impossible task 

for superintendents and the job was delegated to the school principal 

Activity two: Internal and external supervision (40 Minutes) 

What are the differences between internal supervision (school based) and external 

supervision (inspection) and their core functions. 

Point of reflection for Activity two 

External school supervision: Is a special occasion when a school is visited, examined 

and evaluated as a place of learning by external agency normally officials from the 

ministry of education or other bodies in terms of subjects taught in a school, scheme 

of work, lesson notes, classroom management and other physical facilities. In this 

type of supervision, supervisors make observations, corrections and make necessary 

professional recommendations for the betterment of the educational system. This 

mode of supervision is called inspection. Traditionally, before reforms process in 

Tanzania mainland and Zanzibar, the inspector was looked upon as a fault finder and 

his behaviour and attitude were similar to those of Policeman. He was rigid, stern 

looking in his attitude and he was concerned with finding out whether what was 

supposed to be done has been done no more, no less! It was therefore not his duty to 

give advice even when and where one was needed. However, following recent 

reforms in Tanzania mainland which moved inspection to quality assurance, the 

quality assurers are now required to give professional guidance. In Zanzibar, 

although the name inspection still persists, it is the duty of inspectors now to give 

professional advice to improve pedagogical practice of teachers. Hence, Supervision, 

whether it is internal or external should be seen as a conscious effort directed 

towards finding ways of improving the outcome of each school or educational 

institutions. 
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Internal school supervision: Are the efforts designed by supervisors within the school 

such as a headteacher, head master or principal, section leaders and panel leaders to 

stimulate, coordinate and guide the growth of teachers so that, they can better 

stimulate and guide the growth of their students. 

Activity Three: School based supervision (40 Minutes) 

What school based instructional supervision behaviours/practices are most effective 

in improving teachers‘ professional behaviours and facilitate students‘ learning 

Point of reflection for Activity three 

Instructional behaviour is a behaviour that is officially designed which directly 

affects teacher behaviour in such a way to facilitate student learning and achieve the 

goals of the school system. Such behaviours include: 

 Mastering teachers‘ professional skills development programme. In this section, 

a school head should be acquainted with principles underlying in-service 

training provision so that he may be in a position to support his teachers when 

need arises. Such behaviours include: 

- Needs analysis to see if the training is needed. 

- Involving the participants to brainstorm their own solutions 

- Putting in place the goals, objectives, strategies and assessment plan 

 Ensuring teachers participation in professional skills training programme. This 

can be ensured through: 

- Provision of an atmosphere of support and trust 

- Provision of rewards and incentives for good participation 

- Provision of sustained moral and material support 

- Being an exemplar in participating in various professional development 

programs 

 Carrying out demonstration of innovative instructional strategy to teachers. In 

this behaviour, a head of the school should show the teachers the correct steps 

for completing a task or teachers are shown an example of a correctly 

completed task. This can be achieved by mastering principles underlying 

demonstration teaching which include:  

- Identifying learning object 
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- Selecting the class  

- Communicating the learning objectives 

- Doing the actual demonstration 

- Identify evaluative criteria 

 Building up of coaching relationship among teachers. This can be developed 

through a number of techniques such as: 

- Communicating and emphasizing critical coaching practices (observation, 

modeling, performance feedback and alliance building) that are linked to 

improvement in teacher practice and learner outcomes 

 Emphasizing students discipline management. This can be ensured by: 

- Initiating classroom rules and procedures 

- Encouraging students to be calm by identifying model student who is humble 

and disciplined 

- Acknowledging appropriate behaviour 

- Encouraging students to respect one another 

- Encouraging team work spirit 

- Teaching of emotional and social skills (knowing their own emotions and 

emotion of others) 

- Timely resolution of conflicts 

 Identification of students learning difficulties and helping them. Identifying 

students with learning difficulties can be made using indicators such as : 

- Lack of enthusiasm 

- Having trouble in memorizing things 

- Working at a low pace 

- Getting difficulties in following directions 

- Having trouble in staying focused on a task 

- Having poor social skills 

 Communication of new development in teaching. This involves analysis of a 

wide range of new dynamics in teaching and how they can be adopted in schools 

- Adopting open education resources 

Contextualized web-based audio and video learning materials 
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EVALUATION (30 minutes): Dear participants, before you start 

learning, insert the details in the first two columns after completing 

this, fill in the last column.  

What I know (K)  What I Want to learn(W)  What I have learned (L) 

1.   

2.   

3.   

4.   

Suggestion for improvement of the next 

session……………………………….....................................................

................................................................................................................

................................................................................................................

................................................................................................................

............................................... 
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Conceptualization of Competence-Based Curriculum 

Introduction  

It has been learnt from the literature and preliminary research that the ineffective 

implementation of CBC in Tanzania is attributed to a lack of conceptual 

understanding of it on the part of the educators. School leaders who are the key 

drivers in supporting or leading educators in implementing it feel less competent in 

capacitating their teachers to implement CBC effectively. Thus, without the 

necessary capacity and resources on the part of school leaders, the consequence is 

often a return to the old curriculum. Specifically, this unit seeks to develop section 

leaders‘ understanding of CBC along with its basic principles. The unit presents the 

meaning of CBC, the rationale for CBC's introduction in the world and the Tanzania 

context. Also, the unit discerns how competence-based curriculum differs from 

content-based curriculum. Besides, the unit presents the basic aims and benefits of 

using a competence-based curriculum approach in the teaching and learning process. 

  

Competence:  

To illustrate a clear and an in-depth understanding of competence-based curriculum 

Learning Outcome: 

 It is anticipated that the participants who successfully complete this training session 

will have a deeper understanding of competence-based curriculum  

 

Key Activities: 

a) Defining competence-based curriculum  

b) Explaining the rationale for the introduction of competence-based 

curriculum in the world and in the Tanzanian context  

c) Distinguishing competence-based from content based curriculum  

d)  Describing aims and benefits or promises of using competence-based 

curriculum approach in teaching and learning process 

 

UNIT TWO 
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WORKSHOP PROCEDURES 

ACTIVITIES 

Activity one: Defining competence-based curriculum (45 Minutes) 

Dear participant, What do you understand by the concept competence-based 

curriculum? 

 

Point of reflection for Activity one 

In studying competency, one is faced by the lack of unified definitions, and this leads 

to confusion between terms such as competence, competency, competencies, and 

competences. For example, the New Oxford Advanced Learner‘s Dictionary (2005) 

defines competence as ―the ability to do something well‘‘ (p. 294). Oxford further 

states that competence and competency are synonymous as are competences and 

competencies. This view is also shared by Dobson (2003) in his definition. 

Competency (Also competence) the ability to perform tasks and duties to the 

standard expected in employment (p. 62). 

Attempts by researchers, such as Blakemore, to define the term competency have 

resulted in various definitions. Blakemore (2008) on his part coined the term of 

competency as follows: ‗A competency is a skill performed to a specific standard 

under particular conditions‘. Then, he states that competencies 'result from breaking 

down a job or role into the specific and observable skills that are needed to do it 

well‘‘ (p. 2). We notice that the writer in his definition emphasizes some key words 

1. Flip chart paper, 

2. Marker pens, 

3. Tape for sticking papers to the walls. 

4. Workbook for each participant taps 

 

165 Minutes 
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which represent the main elements that distinguish between the two terms 

competence and competency which are specific and particular condition. Therefore, 

we can consider competency as a higher level of mastery and accuracy than 

competence. Also, the competency can be realized in specific condition. Another 

definition of competency is stated by The National Postsecondary Education 

Cooperative (2002) as follows: ‗competency is the combination of skills, abilities, 

and knowledge needed to perform a specific task‘. The National Postsecondary 

Education Cooperative (2002) stipulates ―Competencies are the result of integrative 

learning experiences in which skills, abilities, and knowledge interact to form 

bundles that have currency in relation to the task for which they are assembled‘‘ (p. 

7). From this definition we can infer that competency consists of a set of components 

which are skills, abilities, and knowledge and the competencies as a collection of 

competency. Later, Quality Assurance Manual for Flight Procedure Design (2009) 

views Competency as ‗A combination of skills, knowledge and attitudes required to 

perform a task to the prescribed standard (p. xi). Then, he also describes its 

components from his view and defines them as follows: ‗A skill is the ability to 

perform an activity that contributes to the effective completion of a task‘, 

‘Knowledge is specific information required for the trainee to develop the skills and 

attitudes for the effective accomplishment of tasks, and‘ ‗Attitude is the person‘s 

mental state that influences behaviour, choices and expressed opinions‘ (pp. 2-22). 

All these definitions, enable us to have a clear idea about the concept 'competency' 

which involves being good at doing something. 

Competence-Based Approach  

Many researchers seek to facilitate and to explain this educational change; for 

instance, Richards and Rodgers (2002) define this new approach as ''an educational 

movement that focuses on the outcomes or outputs of learning in the development of 

language programs. Taking an example of language, CBE addresses what the 

learners are expected to do with the language, however they learned to do it. The 

focus on outputs rather than on inputs to learning is central to the competencies 

perspective '' (p. 141). In addition, the U. S. Office Education (1978) defines CBE as 

a functional approach that focuses on life skills and evaluates those skills according 

to learner performance (Savage, 1993; cited in Kathleen, 2006). This new approach 
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is based on developing learners' competencies in order to help them to face some 

problems in their daily life. It aims to enable learners to put what they have learned 

in other life settings. For that reason, the CBA come to relate the two settings: school 

life and real life setting, to help learners become competent in their society. As a 

whole, when a competency-based approach to assessment is in place, students must 

show what they know as well as what they can do. No more just showing up for class 

and meeting the seat time requirements. In fact, because CBE is grounded in 

outcomes, seat time becomes irrelevant as students demonstrate mastery at their own 

pace.  

 

Activity two: Advocating for CBE (45 Minutes) 

What is the rationale, aims and benefits of CBC introduction in the world and in the 

Tanzania context. 

 

Point of reflection for Activity two 

Competency-Based Education and Training (CBET) approach has received much 

attention worldwide due to its perceived potential in producing competent graduates 

required by the labour market. CBET can be traced back to the education of primary 

and vocational teachers in the USA in the 1970s. Poor learning in vocational 

education programmes was the reason for applying new principles for teacher 

education. In South Africa, the competency-based curriculum was adopted for the 

first time in 1998, as a response to the acute shortage of competent professionals, 

including engineers, technicians and artists but also to cope with the challenging 

issues in the 21st century. In 2005, Tanzania introduced CBC in primary and 

secondary schools to replace the content-based curriculum that emphasized on 

acquisition of content knowledge rather than students‘ competence development.  

Further to the above, in Tanzania the shift from content based curriculum was 

triggered by the Tanzania Vision 2025, 2014 Education and training policy and the 

Sustainable Development Goal (SDG) no. 4, which stresses the need for quality 

education. Similarly, vision 2025 advocates the production of a reasonable quantity 

and quality people, equipped sufficiently with knowledge, skills and attitudes 

required to meet the challenges of development at local and international levels 
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The CBC is believed to be a great innovation, since it suggests changes in terms of 

curriculum implementers‘ perceptions, attitudes and classroom teaching, learning 

approaches and assessment procedures. 

The main aim of CBC innovation is to make learning an experience and engage 

children rather than have teachers teach to a passive audience. This is driven by a 

belief that learning should be fun and that if children come to school ready to learn, 

as our children do, then the diet of learning should be exciting and promote a lifelong 

love of learning. 

Regarding the benefits, research suggests that compared with a curriculum learned 

by rote and focused on exam results, competence based approach encourages 

students to develop significant attributes such as critical thinking, problem-solving, 

communication and collaboration; all skills that are increasingly in demand among 

employers. Also, competence based approach is an incredibly flexible way to teach. 

For example, whereas a traditional content based English lesson may involve reading 

a novel, remembering the plot and writing an essay about it, in a competence based 

approach or skills-based approach the focus would be less on recall and 

understanding and more on questioning, collaborating and delving deeper into core 

issues raised. This often involves additional resources such as videos, graphics and 

research to engage students in the topic. Another advantage is that as competence 

based approach encourages students to work together and allowing them the 

independence to explore the areas that interest them, in this way students gain the 

confidence to question, analyse and problem-solve that they‘ll take with them to 

other lessons and beyond into the world of work. Besides, competence based 

approach has a potential of producing young people with the flexible mindsets they 

need to meet the challenges of the 21st century. Moreover, competence based 

curriculum is quite promising for developing four key 21st-century skills – creativity, 

critical thinking skills, communication and collaboration – and these are central to 

their online lessons. 
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Activity three: Distinguishing competence from content based curriculum (45 

minutes) 

How does competence- based curriculum differ from content based curriculum? 

 

Point of reflection for Activity three 

The most salient characteristic of the CBC is the focus on learning and pupils' 

activities (learner centered) rather than on the teacher's role. The CBC is socio 

constructivist approach based on training students to construct their own knowledge 

to be able to use it in their daily life. Also, in competence based curriculum, students 

are empowered to feel in control of their learning while benefiting from an 

environment that is more embedded in the real world. This is perhaps missed in the 

traditional content based curriculum which appears to be very passive. Thus, 

essential features that are included in implementing the competency based 

curriculum or syllabus are:  

-  A focus on successful functioning in society. It aims to give students a chance 

of learning with themselves to encounter problems in the society.  

-  A focus on life skills. The CBA not only interest on teaching knowledge but 

also teaching or relating that knowledge in real life.  

-  Task or performance-oriented instruction. The focus on clear behaviours rather 

than theoretical orientations 

-  Outcomes that are made explicit a prior. Outcomes are recognized and decided 

by both learner and teacher.  

-  Continuous and ongoing assessment. Assessment is the important integrated 

part in implementing the CBC which is considered not only in exams but also 

in an ongoing instruction.  

- Individualized, student-centered instruction. According to the content, level, 

and space, objectives of the lessons are stated via individual requirements. 
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EVALUATION (30 minutes): Dear participants, before you start 

learning, insert the details in the first two columns after completing 

this, fill in the last column.  

What I know (K)  What I Want to learn(W)  What I have learned (L) 

1.   

2.   

3.   

4.   

Suggestion for improvement of the next 

session……………………………….....................................................

................................................................................................................

................................................................................................................

................................................................................................................ 
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Lesson Delivery Supervision (LDS) 

Introduction 

Enabling the students to grasp the intended lesson competencies may remain 

unrealistic without effective lesson delivery. Effective lesson delivery helps both 

teachers and students make a smooth transition from one topic to another, hence 

mastering the desired competencies. In this unit, the participants are exposed to 

effective ways of introducing competence-based lesson delivery, effective ways of 

presenting competence-based lessons, ways of maintaining students‘ attention, ways 

of enhancing and recognizing students‘ creativity, effective ways of using teaching 

and learning resources, and effective techniques of classroom management. The 

purpose is to enable them to support teachers in implementing CBC more effectively. 

Competence:  

To perform effective supervision of competence-based lesson delivery 

Learning outcome: 

The participants should be able to supervise competence-based lesson delivery 

Key Activities: 

a) Describing procedures for conducting competence-based lesson: introduction, 

presentation, ways of maintaining students‘ attention, ways of enhancing and 

recognizing students‘ creativity  

b) Explaining effective ways of using teaching and learning resources 

c) Describing and modelling effective techniques of classroom management 

 

 

 

 

 

 

 

 

 

UNIT THREE 
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WORKSHOP PROCEDURES 

ACTIVITIES 

Activity one: Describing the procedures for conducting a CBC lesson (40 

Minutes) 

Use specific examples (focusing on a topic you like) demonstrate at least one way of 

introducing a competency based lesson 

 

Point of reflection for Activity one 

Teaching is said to be effective if the desired learning outcomes are realized. Thus, 

the way a lesson is introduced by the teachers plays a critical role in this respect. In 

this connection, the school head is required to carefully pay attention to the following 

areas: 

 Effective use of an advanced organiser  

 Effective use of probing question 

 Introducing a lesson by seeking prior knowledge 

 

1) Flip chart paper, 

2) Marker pens, 

3) Tape for sticking papers to the walls. 

4) Workbook for each participant taps 

 

285 Minutes 
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Activity two: Presenting a competence-based lesson (40 minutes) 

What are the effective ways of presenting competence-based lesson ? 

Point of reflection for Activity two 

It is known that CBA emphasizes learner autonomy that is the learner constructs his 

own knowledge. In order to form this kind of learners, there are some techniques in 

teaching that can help realize this purpose which are: group work, problem solving, 

Role play and project work. 

Group work  

Group work is the important type of activities in teaching writing with the 

competency-based approach. It allows learners to interact and communicate in order 

to enhance their learning. In group work students are organised in a way that helps 

them work better. Choosing relevant grouping organisation go parallel with the kinds 

of learning tasks selected. According to Richards &Schmidt (2002, p. 234) different 

group arrangements for teaching include:  

Whole-group instruction: all number of the students is taught as one group, i.e. there 

is only one group (class as a whole).  

Small-group discussion: the classroom divided into small groups. Each group 

involves between six and eight students working together on a discussion topic.  

Tutorial discussion group: A small group involved of less than five students. This 

kind of grouping aims to facilitate real communication and naturalistic language  

Use and to help these students solving their learning difficulties. 

Advantages of Group Work:  

Harmer (2002, p. 117) proposed in his book, The Practice of English Language, five 

advantages of using this kind of tasks:  

- It increases the amount of talking for individual students.  

-There is a greater chance of different opinions and varied contributions.  

-It encourages broader skills of co-operation and negotiation.  

-It promotes learner autonomy.  

-Some students can choose their level of participation more readily than in a whole 

class or pair work situation. 
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As a conclusion, applying a group work can help both the teacher and the learner to 

do their tasks effectively. This technique creates interaction atmosphere, and allows 

the learner to overcome some psychological problems like shyness. 

Problems of Using a Group Work  

Although this technique is important in teaching writing under the CBA, its 

implementation in the classroom has some limitations. Such limitations include:  

- The work in group is noisy, yet students enjoyed this situation and they are not 

disturbed.  

-The teacher cannot join all the students to help them and it is difficult task for him to 

correct to each students alone  

-The teacher cannot control all the member of the group; he only can give instruction 

and determine the starting and ending of the task. Also he can guide them and 

increases their strength and decreases their weaknesses. 

 Project Work  

One of the most important elements in applying the competency-based approach is 

project work. 

Definition  

Project work is defined in the Algerian Educational syllabus 'At the Crossroads' 

(2005) as ''a carefully planned long term undertaking‘‘ (p. 17). According to 

Assessment in Competency Based Education (2007) project work is '' any exercise or 

investigation in which the time constraints have been relaxed'' (p. 33). According to 

Richards & Schmidt (2002, p. 30) a project in the teaching process is '' an activity 

which centers around the completion of a task, and which usually requires an 

extended amount of independent work either by individual student or by a group of 

students'' (p. 17). Indeed, the project in some syllabus is found at the end of each unit. 

The teacher asks his students to search outside the classroom about some topics 

related to what they have learned. Before starting the next unit, the students should 

complete their project and discuss it with the teacher and their peers.  
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Characteristics of the Project Work  

The characteristics of the project work are: 

-The project should be practical and useful.  

- It is related to what students learned.  

-It collects a wide range of competencies and knowledge that will be assessed. 

Stages of the Project Work  

In order to have a good project works, teachers should follow specific stages. 

Roumadi (p. 6) outlines three main stages of project work: 

a. The preparation stage:  

- Define clearly the project (nature, aim)  

-Adjust it to the competencies aimed for.  

- Consider the theme, the duration, the teacher's role, the grouping of the pupils and 

the assessment procedure.  

b. The realization stage  

- The teacher becomes an adviser, a facilitator, a resource person.  

- Assist pupils in collecting ideas, planning actions.  

c. The presentation stage  

- Pupils write the final draft.  

- Pupils present their product in front of a large audience.  

- Ask pupils to review their previous actions and discuss them among themselves 

(pupils' feedback)  

- Discuss honestly the pupils' performance (Teacher's feedback)  

As a whole, project work is considered as the best activity in implementing the 

Competency-Based Approach since the learners' competencies are improved and 

become more measurable and observable. Also the learner during his preparation of 

the project work, he will face some problems that lead him to create appropriate 

solutions.  

Problem Solving:  

According to Richards & Schmidt (2002, p. 420) problem solving is a task used to 

motivate interaction among pairs or groups. Barker and Gaut (2002, p. 160) defined 

problem solving as follows:  
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A problem-solving group is a group of people who work together to solve a problem 

by collecting information about the problem, reviewing that information, and making 

a decision based on their findings 

This means that the teacher identifies the topic interested to their students. This topic 

should state problems with different solution. Moreover, ‗Students analyze, make 

suggestions, give reasons, accept, modify or reject suggestions and reasons given by 

others'' (Boussiada, 2010, p. 21).  

Problem solving can be classified into two types: short -term task and long-term task 

or project. Teachers can realize short term task in one class session; whereas, in long-

term task the teacher devotes much time that may take many sessions. For instance, a 

short -term problem-solving task can involve setting items in categories while long 

term task can be project work (Boussiada, 2010, p. 21). 

Role play: 

In this method of teaching, the students are given a room to act out problem –solving 

situations similar to those they will encounter in their workplace. The major roles of 

the teacher to his students are: 

- Getting the students into roles 

- Giving direction to the students on what to do  

- Establishing a climate of trust  

Advantages of this method 

- Helps retention 

- Allow the students to practice new skills in a controlled environment 

- Students are actively involved in the learning process 

- An observer (teacher) can impact attitude or behaviour 

Activity three: Empowering teachers to arousing and maintaining students’ 

interest (40 minutes) 

How can teachers be assisted to arouse students‘ attention in the classroom 

throughout the lesson? 
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Point of reflection for Activity three 

Teacher‘s ability to maintain students‘ attention throughout the duration of the lesson 

presentation is very important in ensuring that students master the required 

instructional competencies. In this, a school head should ensure teachers ability of 

using the following techniques and hence enhancing the same; 

- Making aware of expected lesson competences to be mastered 

- Using random selection in calling upon the students 

- Using prompt as technique of eliciting answer  

- Reinforcing students efforts 

- Using stimulus variation- gestures, posture, voice modulation, pace pattern and 

interaction styles 

- The teacher‘s voice quality, speech, clarity of expression, intelligibility and 

appropriateness of language, effective use of learning materials such as audio-

visual aids and chalkboard 

- Teachers ability of illustrating concepts with objects from real world 

- Teachers ability of linking learning to the real life needs of the learner 

- Teachers ability of conducting, supervising and molding hands on activities in the 

class 

- Teachers ability of using language supportive pedagogy (use of simple/subject 

specific language) to deliver content 

- Teacher‘s knowledge of the subject matter in terms of structure and sequence 

- Ability to link the lesson to the immediate future /real needs /life of the learner, 

family and society 

- Ability to build on learners strength  

- Ability to enhance learner‘s confidence and ownership of the lesson 

Activity four: Promoting creativity (45 Minutes) 

Focusing on a topic you like, show how can teachers be assisted to promote 

creativity among students? 

Point of reflection for Activity four 

A good classroom environment always has some elements of creativity which makes 

the lessons interesting and interactive. Creativity is the generation of a new product 

that is both novel and appropriate in a particular scenario. A product in this context 
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can be an idea, an artwork and an invention. In fact, all solution making and 

construction in our daily life require creative thinking. Thus, preparing young people 

for work and life in the 21century educators must cultivate creativity to the students. 

Students‘ creativity in the classroom can be developed through:  

- Encouraging imagination by demanding from the teachers to encourage 

students the craziest and the strangest ideas beyond what immediately come 

to mind. 

- Requiring teachers to organise collaborative learning activities 

- Asking teachers to create for multiple ideas and imagination  

- Encouraging teachers to use sessions or getting students work in small group. 

This will help them bounce ideas off each other. 

- Giving the teachers direct feedback about their creative thinking  

- Requiring teachers to use open ended questions 

- Working the assignment by using key word such as create, design, invent, 

imagine, suppose 

Ways of recognizing students with creative potential: 

- Responding to ideas, task or question or problem in an unusual way 

- Asking unusual questions 

- Challenging conventions and assumptions 

- Re interpreting and applying learning into a new context 

- Communicating ideas in novel and un expected way 

- Looking at and thinking about things differently and from different point of 

views 

- Trying alternatives and fresh approach 

Activity five: Using teaching and learning resources (45 Minutes) 

What types of teaching and learning resources are needed in the classroom and 

reflect how they can be used effectively? 

Point of reflection for Activity five  

Effective use of teaching and learning resources cannot be overlooked in competence 

based curriculum. In this area, a school head should ensure teachers‘ ability in:  

- Using interactive teaching /learning aids including audio, visual, drawings and 

illustrations 
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- Preparing an organised chalk board 

Exhibiting legible hand writing 

- Using relevant syllabus 

- Using relevant reference materials (textbooks) 

- Illustrating the lesson with objects from real world like potatoes, carrots etc for 

lesson on the names of vegetables 

Activity six: Classroom management (45 minutes) 

What are effective techniques of classroom management? 

Point of reflection for Activity six 

Effective classroom management facilitates the teaching and learning process which 

in turn makes attainment of learning outcomes possible. The head of school or other 

appointed school personnel must be conversant with the following: 

- Ability of maintaining classroom discipline 

- Ability to organise classroom according to special needs and physiology, 

classroom physical condition, physical resources  

- Ability to address students by their given names 

 

 

 

 

 

 

 

 

 

 

 

 

EVALUATION 30: Dear participants, before you start learning, insert the 

details in the first two columns after completing this, fill in the last 

column. 

What I know (K)  What I Want to learn(W)  What I have 

learned (L) 

1.   

2.   

3.   

4.   
Suggestion for improvement of the next 

session………………………………..............................................................................

..........................................................................................................................................

..........................................................................................................................................

.................................................................................. 
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Instructional Planning Supervision (IPS) 

Introduction  

Instruction that ultimately provides students‘ opportunity to learn needs to be 

effectively planned. Effective instructional planning provides instructors with a 

roadmap of what students need to learn and how it will be done effectively during 

class time. It informs the appropriate design of learning activities and effective 

strategies to obtain feedback on students‘ learning. Having a carefully prepared 

instructional plan allows the teacher to enter the classroom with more confidence. 

This maximizes the chance of having a meaningful learning experience with 

students. This unit intends to leverage the participants‘ comprehension and capacity 

in identifying basic components of a competence-based scheme of work as well as 

the features of a competency-based lesson plan.  

Competences:  

To practice effective supervision of competence-based instructional planning  

Learning outcomes: 

It is anticipated that the participants who successfully complete this training session 

will be able to: 

1) To plan ways of supporting teachers in formulating competence-based 

scheme of work correctly 

2) Articulate proper ways of guiding teachers in formulating competence-based 

lesson plan  

Key Activities: 

1. Describing the components of competence-based scheme of work 

2. Describing the features of a competence-based lesson plan  

 

 

 

 

UNIT FOUR 
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WORKSHOP PROCEDURES 

ACTIVITIES 

Activity one: Describing the components of competence- based scheme of work 

(120 minutes) 

Using the current syllabus in your subject, list down main components and explain 

them. Use them to show how one topic can be planned using CBC. 

Point of reflection for Activity one 

Basically, a scheme of work is a plan for something. Thus a teacher‘s scheme of 

work refers to his/her plan of action which enables him/her to organise teaching 

activities ahead of time. It indicates a summarized forecast of work which the teacher 

consider adequate and appropriate for the class to cover within a given period from 

those topic which are already set in the syllabus. On the whole, the scheme of work 

can be viewed as a document which summarizes the content of a course of 

instruction, which divides the course content into manageable portion for logical and 

organised teaching and assessment. In competence based scheme of work, the school 

head must critically examine the following items: 

 Whether the scheme of work is related to the syllabus 

 Whether the scheme of work relates to the lesson plan 

 Whether the scheme describes correctly the competence (the future behaviour 

of the learners after completion of their studies). 

 Whether the scheme of work suggests performance based learning activities 

1. Flip chart paper, 

2. Marker pens, 

3. Tape for sticking papers to the walls. 

4. Workbook for each participant taps 

 

220 Minutes 
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 Whether the scheme of suggests authentic assessment methods 

 Whether the scheme suggest contextual learning opportunities 

 Whether the scheme is appropriate for pupils of all groups, including pupils 

with special needs. 

 Whether the scheme is properly written with statements that are Specific, 

Measurable, Achievable, Realistic and Time-bound (SMART). 

 Whether the scheme of work suggest real as teaching and Learning Aids that 

will help in teaching properly a particular topic or sub-topics  

 

Activity two: Modeling competence- based lesson plan design (60 Minutes) 

How competency based lesson can be designed? Take one topic you like, prepare a 

competency based lesson plan and present it to the main groups. 

Point of reflection for Activity two 

The lesson plan is a reflection of the level of preparedness as well as the effort the 

teacher made in gathering information for the lesson. Thus, a poorly written lesson 

plan not only indicates the quality of the teacher, but also the level of commitment to 

his primary task of teaching. In competence based lesson plan, the school head must 

critically examine the following items:  

- The clarity and appropriateness of the learner behavioural objectives 

- Stating a realistic learning tasks in the lesson plan for development of 

students‘ competences 

- Ensuring interactive teaching aids  

- Opportunity for continuous assessment which are activity based 

- Ensuring instructional alignment  

- Stating learning outcomes using verbs specifying stated skills/abilities to be 

exhibited by students after lesson 

- Ensuring interactive teaching and learning activities in the lesson plan  

- Stating a realistic learning tasks in the lesson plan for development of 

students 

- Adopting interactive teaching methods linked with real life 

situation/phenomena in the classroom, outdoors and laboratory 

- The relevance and adequacy of the lesson notes, 
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- Selection of appropriate teaching aids, Selection of appropriate evaluation 

techniques to determine the extent of realizing the objective effectively 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

EVALUATION (30 minutes): Dear participants, before you start 

learning, insert the details in the first two columns after completing 

this, fill in the last column. 

What I know (K)  What I Want to learn(W)  What I have 

learned (L) 

1.   

2.   

3.   

4.   
Suggestion for improvement of the next 

session………………………………............................................................................

.......................................................................................................................................

.......................................................................................................................................

.......................................................................................... 
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Assessment Practices Supervision (APS) 

Introduction 

Assessment is an integral part of instruction as it determines whether or not the goals 

of education are met. In a competence-based curriculum, students need to know not 

only the basic reading and arithmetic skills, but also skills that will allow them to 

face a world that is continually changing. Hence, they must be able to think critically, 

analyse, and draw inferences.  These new learning goals require school leaders to be 

competent in supporting teachers to shape them. The school leaders should also be 

competent in assessing their teachers on how they implement the same. This unit 

therefore introduces school leaders to different ways of assessing competence-based 

lessons. 

Competence 

To assess a competence-based lesson 

Learning outcome: 

It is anticipated that the participants who successfully complete this training session 

will be able to: 

1) Demonstrate a clear-cut understanding of assessment and how it differs from 

evaluation 

2) Illustrate the major principles underpinning classroom assessment  

3) Model a competency based assessment practice  

 

UNIT FIVE 
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Key Activities: 

a) Distinguishing assessment from evaluation  

b) Illustrating the major principles underpinning classroom assessment  

c) Modeling competency based assessment practices 

 

 

 

 

WORKSHOP PROCEDURES 

ACTIVITIES 

Activity one: Distinguishing assessment from evaluation (40 Minutes) 

In your groups, discuss what assessment and evaluation mean and how they are 

different? 

Find out the uses of the following: 

 Formative evaluation 

 Summative evaluation 

 Diagnostic evaluation 

Point of reflection for Activity one 

Any one might think of evaluating, assessing, and testing as synonymous terms but 

they are not exactly the same. Evaluation designates the judgments we make about 

students and their progress toward achieving learning outcomes on the basis of 

assessment information‘‘ (Williams, 2003, p. 297). However, according to Longman 

Dictionary (2002) the term assessment is defined as ''A systematic approach to 

collecting information and making inferences about the ability of a student or the 

quality or success of a teaching course on the basis of various sources of evidence''(p. 

35). On the other hand, a test,‘‘ is a method of measuring a person‘s ability, 

knowledge or performance in a given domain‘‘ (Brown, 2004, p. 3). A test is 

1) Flip chart paper, 

2) Marker pens, 

3) Tape for sticking papers to the walls. 

4) Workbook for each participant taps 

 

190 Minutes 
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prepared in administrative way that occurs at determined time in a curriculum when 

learner finish specific term of learning, and it is expected that student get some 

competencies, and know that his answers are being scored and evaluated. However, 

Assessment is a continuing processes that includes a set of domains. While a student 

responds to his teacher through the learning process, in this time the teacher makes 

an assessment of the student‘s performance (2004, p. 4). 

Forms of Assessment 

There are some forms of assessment which are important in teaching. Among them, 

we can present diagnostic assessment, formative assessment, and summative 

assessment. 

Diagnostic Assessment  

Dobson (2003) claimed that this kind of assessment aims to stand on the points of 

strength and weakness of students by collecting evidences about the needs of the 

students (p. 19). In the Algerian Educational syllabus these kinds of evaluation 

happen at the beginning of the year, and at the beginning of certain session, in order 

to get good insight about the student‘s previous level. For the teacher this kind of 

evaluation allows him to design remedial activities as solution. 

Formative Assessment 

McMillan (2007) defines this kind of assessment as '' what teacher do when they 

obtain information about student understanding during instruction and provide 

feedback that includes correctives to help students learn'' (p. 17). It means that it 

occurs during teaching process by giving direct evaluation on the student's work to 

facilitate and motivate the learning process. In addition, Dobson (2003) stated that 

formative assessment help and motivate the learners by giving them feedback about 

their performance and development (p. 19). Indeed, formative assessment is an 

ongoing assessment that aimed to motivate students during their progress of learning. 

Formative assessments support competency-based education by making sure teachers 

understand students‘ needs, so that they can modify instruction as it is happening. 

Tasking students with submitting a video essay, for example, provides teachers with 

the opportunity to assess students‘ understanding of a topic. Teachers can then 
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provide real-time feedback to students that will help them to identify the areas in 

which they need to improve. 

Summative Assessment 

As pointed out by Brown (2004) summative assessment aims to measure the amount 

of knowledge assimilated by the students at the end of an instructional unit (p. 6). 

Unlike formative assessments, summative assessments are evaluative in nature—

taking place after instruction is complete and gauging mastery of a skill or 

competency. Their outcomes can guide students‘ efforts in subsequent learning. 

Activity two: Illustrating the principles of class room assessment (60 Minutes) 

Describe the major principles that underlie classroom assessment i.e What is 

necessary to do for an assessment to be as accurate and /or effective as possible? 

Point of reflection for Activity two 

Principles of assessment  

Successful assessment should consider some principles. Such principles include 

among others: reliability, fairness, practicality, and validity. 

Reliability: 

Reliability is when the assessment produces the same results on different occasions 

and with different assessors. In other words, the learner can get the same mark but at 

different periods of time. Furthermore, McMillan (2007) stated that reliability is 

related to three main concepts: consistency, stability, and dependability of the score. 

Dobson (2003, p. 21) claimed that reliable assessment can be improved by:  

- Relying on more than one method to collect assessment evidence.  

- Gathering evidence in different situations.  

- Using more than one assessor. 

Fairness:  

This principle gives the importance to all the students not only a group of them. 

McMillan (2007) stated that a fair assessment is one which gives all students the 

same opportunity to learn in order to show their achievement. Also he claimed that '' 
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A fair assessment is one in which it is clear what will and will not be tested'' (p. 77). 

According to Dobson (2003, p. 21), fairness is the assessment where the learner:  

- Has a very clear understanding of what is expected and what form the assessment 

will take.  

- Is treated equitably.  

- Knows the criteria that will be used to judge performance.  

- Has opportunities for the assessment decision to be reviewed or to appeal the 

assessment outcome. 

Practicality:  

Brown (2004) argued that ‗‗an effective test is practical‘‘ (p. 19). He summarized the 

underlying points that make the assessment practical as follow:  

-The assessment should not be expensive.  

-The assessment do not need much of time. 

-It is easy to administer.  

-Has specific scoring or evaluation way 

From this explanation some examples can be deduced from the real life. It will be 

expensive to prepare test with computers to many students. It is even not logical to 

spend large amount of time testing students because the students have limit abilities 

as human beings they cannot support more than their abilities. Also we cannot give 

test to large number of students in small classroom. 

Validity:  

‗‘Writing assessment—like all other forms of assessment—should measure what was 

taught '' (White, 1986, cited in Williams, 2003, p. 302). So, assessment validity is 

joining between what is being taught and what is being measured (Williams, 2003, p. 

301). Brown (2004) from his part, believes that it is not easy to measure the validity 

of assessment, however there are evidences that describe this idea:  

-The content validity which refers to each extent the assessment reflects the content 

has been taught.  
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- Consequential validity that refers the effects of assessment on the students.  

- Face validity means to which extent the assessment seem to be appropriate to the 

students (pp. 22-27). 

Activity three: Modeling competency based assessment practices (120 Minutes) 

How can competency based lesson be assessed?  

Point of reflection for Activity three 

Authentic assessments 

 Competence based lesson can be assessed by using authentic assessment. This is 

sometimes known as real world learning. Authentic assessments, specifically, are 

student centered and focus on real life situations. It involves performing a task, 

conducting an experiment, designing and building a project. It is claimed by Stanford 

researchers that students who are engaged in experiences that are connected to the 

real life world are at an advantage when entering college or starting a career. An 

authentic assessment in middle or high school might involve a cross curricula 

project, such as designing a community garden. Students would measure the area, 

calculate the number of seeds needed, and determine which plants would grow best 

in that location. In high school, students might be asked to design a building using 

drafting software, math, and physics skills to create their final product. In 

competence based lesson, students are given a room to do something to show their 

understanding instead of using a sentence like do you understand?  

The use of a Portfolio: 

This is another commonly used authentic methods of assessment used in education. 

In education, a portfolio defined as'' purposeful collection of work that provides 

information about some one's efforts, progress or achievement in a given area. It is a 

learning as well as assessment tool‘‘ (Richards & Schmidt, 2002, p. 407). Brown 

(2004) cited the components of portfolio in the list below:  

- Essays and compositions in draft and final forms.  

- Reports, projects, outline.  

- Poetry and creative prose.  

- Arts works, photos, newspapers or magazine clipping. 

- Audio and video recording of presentation, demonstration.  
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- Journal, diaries and other personal reflection.  

- Tests, test scores and written home works exercises.  

- Notes on lectures.  

- Self and peer assessment or comment, evaluation and Checklist 

Characteristics:  

There are several elements that characterize good portfolio. According to Brown 

(2004, p. 256) there are eight futures:  

- Citing clearly learning objectives.  

- Systematic way of gathering students' products.  

- Stating preliminary outline for what will be involved.  

- Students have opportunities to select the included products.  

- Representing students' self reflection and self evaluation.  

- Recording students' development.  

- Putting specific criteria for evaluation.  

- Conference between the teacher and the students. 

Advantages of using a portfolio: 

Portfolios support a formative approach by encouraging students to collect artifacts 

that they can share with both peers and teachers 

Portfolios also highlight learning‘s natural progression. For instance, a high school 

freshman might undertake a service learning project that lasts until his graduation. 

His portfolio would highlight his project‘s development, its revisions, and its 

completion as evidence of learning. This type of formative assessment allows 

students to demonstrate mastery authentically, providing space for them to reflect on 

stumbling blocks and the ways in which they overcame them. 

- It gives sense of responsibility of the student.  

- The portfolio is a reflection to the learning situation since it describes what the 

student has done in the class 

-  It contains reflective essays that represent kind of self assessment.  

-  It is a tool to enhance student's ability, organisation, and developing arguments. 
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Moreover, in competence based assessment, the head of the school should be 

conversant with the following:  

- Be skilled in applying effective ways of providing feedback to learners – what has 

been learned, what needs to be improved and how to improve 

 - Ensuring an alignment of assessment to the intended learning outcomes  

- Adopting comprehensive and continuous assessment  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

EVALUATION (30 minutes): Dear participants, before you start learning, insert the 

details in the first two columns after completing this, fill in the last column. 

What I know (K)  What I Want to learn(W)  What I have learned (L) 

1.   

2.   

3.   

4.   
Suggestion for improvement of the next 

session………………………………....................................................................................

................................................................................................................................................

................................................................................................................................................

................................ 
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Appendix B: Interview Guide for Section Leaders during the Simulation 

Training  

1. Do you think that the designed SB-ISMs is practical? Please explain. 

2. Please comment on the relevance, validity or usefulness of the designed SB-

ISMs in supervising the implementation of CBC. 

3. What else do you think should be added or where necessary be removed to make 

the designed SB-ISMs relevant and practicable? 
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Appendix C: Interview Guide for the Experts, headteachers and Section 

Leaders during Materials Development  

1. Do you think that the designed SB-ISMs are practical? Please explain. 

2. Please comment on the relevance, validity or usefulness of the designed SB-

ISMs in supervising the implementation of CBC 

3. What else do you think should be added or where necessary be removed to make 

the designed SB-ISMs relevant and practicable? 
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Appendix D: Retrospective Pre and Post-Test Questionnaires for Section 

Leaders 

Dear Sir/Madam 

My name is Habibu Dadi Ali. I am working on a PhD research study entitled: 

“Enhancing school-based instructional supervision capacity for the 

implementation of competence-based curriculum in Zanzibar”. From preliminary 

research, it was observed that heads of schools and section leaders face challenges in 

supervising a competence-based curriculum. Therefore, School-Based Instructional 

Supervision Materials (SB-ISMs) for competency-based curricula were designed and 

implemented by you to address the aforementioned challenges. Thus, this 

questionnaire aims at assessing SB-ISMs in enhancing your capacity to supervise the 

effective implementation of a competence-based curriculum.  

I would be extremely appreciative if you would accord me your valuable time to fill 

in this questionnaire cautiously. I will be happy to share a copy of my final report 

with your school upon request. 

General instructions: 

In answering this questionnaire, please put a tick [√] in the box or provide an 

explanation in the spaces provided as appropriate.  

Demographic Information 

1. Sex  

Male    [ ]   

Female    [ ] 

 

2. Please indicate your age  

Between 30-39  [ ] 

Between 40-49  [ ] 

Between 50 and above [ ] 
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3. Professional qualification  

Diploma   [ ] 

Bachelor Degree  [ ] 

Master Degree   [ ] 

Doctorate    [ ] 

4. Working experiences 

2-5 years    [ ] 

5-10 years   [ ] 

10 and above   [ ] 

 

B: School-Based Instructional supervisory Behaviours for the implementation 

of CBC carried out by section leaders 

Directions: Please read the statements given in the second column and the degree of 

agreements in the third and fourth columns carefully. Then, rank yourself in the 

fourth column (your degree of agreement after the workshops) by reflecting 

backwards (your degree of agreement before the workshops). Put a tick in the 

appropriate box by using the following four points: Keys for the Likert scale: Little 

Extent (LE) = 1, Some Extent (SE) = 2, Large Extent (LE) = 3, Very Large Extent 

(VLE) = 4. 

S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

1 I can distinguish between 

instructional supervision and 

non-instructional supervision. 

        

2 I can make a distinction 

between competency based 

curriculum and content based 

curriculum  

        

3 I am capable of analysing         
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S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

teachers‘ procedures for 

delivering CBC lesson and 

model them  

4 I can develop teachers‘ 

readiness to positively welcome 

any assessment by heads of 

schools/section leaders for 

improving classroom 

instructions 

        

5 I am capable of modeling 

teachers on effective ways of 

maintaining students‘ attention 

        

6 I am capable of modeling 

teachers on effective ways of 

recognizing students‘ creativity 

and how to develop the same  

        

7 I am competent in assessing 

teachers‘ ability of writing a 

statement of competence 

aligned to CBC.  

        

8 I provide corrections for writing 

statement of competence 

according to CBC correctly 

        

9 I am competent in assessing 

teachers‘ ability of writing 

instructional objectives 

according to CBC  
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S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

10 I am competent in suggesting 

corrections for writing 

instructional objectives aligned 

to CBC correctly  

        

11 I am competent in assessing 

teachers‘ classroom 

management techniques on 

CBC 

        

12 I am capable of modeling 

teachers‘ use of effective 

classroom management 

techniques  

        

13 I am competent in analysing 

teachers‘ instructional plans of 

using effective assessment 

methods according to CBC.  

        

14 I can distinguish between 

assessment and evaluation  

        

15 I insist teachers to assess their 

students by focusing on pre-

determined learning outcomes  

        

16 I insist that teachers assess the 

students based on the real life 

tasks  

        

17 While assessing the lesson 

delivery, I check out teachers‘ 

ability of using collaborative 

teaching/learning activities  
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S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

18 I am capable of guiding 

teachers on writing learner-

centred learning activities. 

        

19 I assess the lesson plan by 

focusing on teachers ability to 

arrange the topics from simple 

to complex  

        

20 I model teachers on how to 

make assessment fair, valid and 

reliable  

        

21 I am competent in analysing 

teachers‘ scheme of work with 

reference to the adequacy of 

time given for each topic  

        

22 I model my teachers on how to 

build on learners strength while 

teaching  

        

23 I have a culture of meeting 

students to discuss the major 

learning difficulties they face 

during classroom instruction 

        

24 I work with my teachers to 

develop strategies for 

identifying students with 

fatigue and inattentiveness 

during instructional delivery 

        

25 I am capable of detecting both 

strengths and weaknesses in 
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S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

implementing CBC and proffer 

solutions to improve 

26 I am competent in guiding 

teachers to apply appropriate 

teaching methods aligned to 

CBC 

        

27 I am competent in guiding 

teachers using real life objects 

as instructional aids to promote 

students creativity and 

innovation 

        

28 I inspire teachers to 

communicate appropriately 

while delivering the lesson 

        

29 I organise conferences after 

every three months to discuss 

some difficulties faced by 

teachers with suggestive 

solutions for delivering their 

instructions effectively  

        

30 I am capable of guiding 

teachers in using teaching 

approaches that enable learners 

to solve their problems  

        

31 I am capable of guiding my 

teachers in selecting teaching 

approaches that can support 

students in learning complex 
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S/N To what extent do you agree 

with the following 

statements? 

Degree of 

agreement 

BEFORE the 

workshops 

Degree of 

agreement AFTER 

the workshops 

1 2 3 4 1 2 3 4 

concepts 

32 I am able to guide my teachers 

in using different ways of 

assessing students‘ 

understanding  

        

33 I immediately provide feedback 

to my teachers regarding my 

instructional supervision  

        

34 I am involving my teachers in 

post lesson reflections to 

discuss weak areas and how to 

improve  

        

 

C: Additional information 

1. Are there any skills or activities NOT captured in part B above that you 

developed by attending the professional development program that have 

improved your capacity to support teachers implement CBC? Please list  

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

............................................................................................................................ 
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2. What changes do you plan to make in your school from what you learned in 

this professional development program?  

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

............................................................................................... 

 

3. Briefly suggest areas that you wish to be improved in this professional 

development program so as to make other section leaders competent to 

supervise the CBC in schools. 

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

............................................................................................................................ 

 

 

 

THANK YOU FOR TAKING TIME TO SHARE YOUR INSIGHTS 
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Appendix E: Retrospective Pre-and Post-test Questionnaires for Teachers 

Dear Sir/Madam 

My name is Habibu Dadi Ali. I am working on a PhD research study entitled: 

“Enhancing school-based instructional supervision capacity for the 

implementation of competence-based curriculum in Zanzibar”. From preliminary 

research, it was observed that heads of schools and section leaders face challenges in 

supervising the implementation of a competence-based curriculum. Therefore, 

School Based Instructional Materials (SB-ISMs) for competence-based curriculum 

were designed and implemented by your section leaders to address the 

aforementioned challenges. Thus, this questionnaire aims at assessing the 

effectiveness of SB-ISMs in enhancing the capacity of your section leaders to 

supervise the effective implementation of your competence-based curriculum. 

I would be thankful if you would accord me your valuable time to fill in this 

questionnaire watchfully. I will be pleased to share a copy of my final report with 

you upon request. 

General instructions: 

In answering this questionnaire, please put a tick [√] in the box or provide an 

explanation in the spaces provided as appropriate. 

Demographic Information  

1. Sex  

Male    [ ]   

Female    [ ] 

 

2. Please indicate your age  

Between 30-39  [ ] 

Between 40-49  [ ] 

Between 50 and above [ ] 
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3. Professional qualifications  

Diploma   [ ] 

Bachelor Degree  [ ] 

Masters Degree  [ ] 

Doctorate   [ ] 

 

4. Working experiences 

2-5 years    [ ] 

5-10 years   [ ] 

10 and above   [ ] 

 

B: Teachers’ instructional competencies for the implementation of CBC 

Directions: Dear Teachers, please read the statements given in the second column 

and the degree of agreement in the third and fourth columns carefully. Then, rank 

yourself in the fourth column (your degree of agreement after the workshops) by 

reflecting backwards (your degree of agreement before the workshops). Thereafter, 

put a tick in the appropriate box by using the following four points: Keys for the 

Likert scale: Little Extent (LE) = 1, Some Extent (SE) = 2, Large Extent (LE) = 3, 

Very Large Extent (VLE) = 4. 

S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

1. I can make the distinctions 

between competency and 

content based curriculum  

        

2. I can demonstrate the 

procedures for delivering 

CBC lesson  

        

3 I can illustrate the 

relationship between what 

the students are about to 
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S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

learn and the information 

they have already learned  

4 I can illustrate effective 

ways of maintaining 

students‘ attention 

        

5 I can demonstrate effective 

ways of recognizing 

students‘ creativity and 

how to develop the same 

        

6 I am capable of writing a 

statement of competency in 

my lesson plan by aligning 

it to CBC. 

        

7 I can demonstrate effective 

use classroom management 

techniques in my lessons  

        

8 I assess my students based 

on the expected learning 

outcomes  

        

9 I can write statements of 

instructional objectives by 

using measurable or action 

verbs  

        

10 I assess my students using 

performance based 

assessment practices 

        

11 I design my instructional         
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S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

plan by focusing on 

collaborative teaching 

/learning activities  

12 I write my scheme of work 

by arranging the topics 

from simple to complex  

        

13 I can make the differences 

between assessment 

evaluation 

        

14 I can demonstrate how to 

make the assessment fair, 

valid and reliable  

        

15 I assess my students‘ 

learning by using different 

assessment techniques 

        

 I assess my students based 

on n pre-determined 

learning outcomes 

        

16 My section leaders 

involves me in post lesson 

reflections to discuss weak 

areas and how to improve 

        

17 I design my scheme of 

work by making sure that 

there is adequacy of time 

given for each topic  

        

18 I always arrange the topics 

from simple to complex 
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S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

while designing a scheme 

of work 

19 I meet with the section 

leaders to discuss the major 

learning difficulties I face 

during classroom 

instruction without any fear 

        

20 I can demonstrate 

strategies for arousing 

learners‘ readiness and 

interests in the lesson  

        

21 I involve my students 

during lesson delivery 

        

22 I use interactive teaching 

aids such as drawings, 

illustrations , audio, visual 

to promote students‘ 

creativity and innovation 

        

23 I focus on building on 

learners strength while 

teaching  

        

24 I can enhance students‘ 

confidence and ownership 

of the lesson while 

teaching  

        

25 I have developed a culture 

of discussing with the 

section leaders some 

instructional difficulties I 
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S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

face with my heads to 

improve my practice  

26 I can identify students with 

fatigue and in attentiveness 

during instructional 

delivery. 

        

27 I use real life objects like 

mangoes, ball and so forth 

as instructional aids to 

promote students‘ 

creativity and innovation 

        

28 I have improved my ability 

of communicating with 

students. 

        

29 I attend meetings organised 

by the section leaders to 

discuss some instructional 

difficulties I face and 

suggestive solutions 

        

30 I can use techniques such 

project based methods, 

field trips and case study 

analysis enable learners to 

solve their problems  

        

31 I select teaching 

approaches that can 

support students in learning 

complex concepts 

        

32 I have developed a         
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S/N To what extent do you 

agree with the following 

statements? 

Degree of agreement 

BEFORE the 

workshop 

Degree of agreement 

AFTER the 

workshops 

1 2 3 4 1 2 3 4 

readiness mindset to be 

assessed by anyone for 

improving my practice  

 

C: Additional information 

1. What specific abilities or competences are NOT captured in part B above, 

that are mostly developed by section leaders while supervising you? 

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

............................................................................................................................. 

1. What does the section leader currently look for when assessing you compared 

with what he/she was looking for some years ago?  

.............................................................................................................................

............................................................................................................................. 

............................................................................................................................. 

.............................................................................................................................

............................................................................................................................. 

What suggestions can you provide to your section leader so that he/she can be 

supportive of you as you implement the CBC? 

.............................................................................................................................

.............................................................................................................................

.............................................................................................................................

............................................................................................................................. 

THANK YOU FOR TAKING TIME TO SHARE YOUR INSIGHTS 
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Appendix F: Documents Review Guide 

It has been pointed out from the literature that documents are very precious source of 

data or information for the researcher. In light of this and in this study in particular, 

the following categories of documents were reviewed with the view to getting 

relevant information about current status of the implementation of CBC in Zanzibar. 

S/N DOCUMENT  RESEARCH INFORMATION 

REQUIRED  

COMMENTS 

1. Education 

policy 

 Focus of students learning   

2. Current school 

self-assessment 

rubric 

 Focal areas of assessment   

3. In-service 

training 

curriculum for 

heads of schools 

 Focal areas of training   

4. Competency 

based 

curriculum/ 

Syllabi 

 Key objectives of competency 

based curriculum 

 

 Organisation of contents   

 Suggested teaching and learning 

activities 

 

 Suggested assessment tools  

5. Scheme of work  Teachers‘ activities  

 Students‘ activities  

 Selected references  

 Teaching and learning 

materials/aids allocated 

 

6. Lesson Plan  Statement of competence 

(competencies intended to be 

developed) 

 

 Outlook of learning objectives  

 Teaching and learning methods  
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/strategies 

 Teachers and students activities  

 Assessment 

tools/practices/procedures 

 

 Nature of feedback given by head 

of school 

 

7. Students 

exercise books 

 Competencies assessed in the 

formative assessment /continuous 

assessment 
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Appendix G:  Lesson Observation Guide for Teachers during Competency 

Based Lesson Delivery Before the Workshop  

The following lesson observation guide comprises statements about teachers‘ 

instructional activities at each stage of CBC lesson implementation that were 

observed by the researcher. The researcher had to fill in the following: Not Observed 

(NO), Little Observed (LO), Fully Observed (FO), and Remarks.  

 

A: Teachers’ Personal Information  

Subject……………….. Class…………… No of Pupils…………….. Gender………. 

Age……………………Teachers‘ experience…… Educational level………………... 

Previous training on CBC related aspects……………………………………………... 

 

B: Details of the lesson: 

S/N LESSON 

SECTIONS 

COMPETENCIES 

OBSERVED IN THE CLASS 

O UO Remarks 

1. Lesson 

introduction 

 Teacher introduced a lesson 

by seeking prior knowledge 

of the students 

   

 Teacher connected lesson to 

prior learning from previous 

lesson (e.g., ―Yesterday, we 

learned…‖) 

   

 Teacher explained clearly the 

purpose of the lesson as well 

as the purpose of different 

activities under each stage of 

the lesson  

   

2

2

. 

Knowledge 

/competency 

Facilitation  

 Teacher provided equal 

opportunities to ALL 

students to participate (e.g., 

girls, boys, students with 

different abilities and needs, 
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students seated in different 

parts of the classroom). 

   Teacher encouraged students 

to ask and answer questions 

   

   Teacher used probing or 

clarifying questions to help 

the students think more 

deeply about the issue at 

hand e.g what sort of an 

impact do you think...? 

   

   Students had an opportunity 

to perform different activities 

related to a concept under 

instruction 

   

   Teachers demonstrated an 

ability of linking knowledge 

to concrete life skills 

   

   Students were encouraged to 

work cooperatively and 

actively in small group 

   

   Teacher used appropriate and 

familiar examples to 

illustrate concepts  

   

   Teacher demonstrated an 

ability of using blackboard 

appropriately ( ensuring it is 

legible, neat, and adequate 

with reference covered) 

   

   Teacher encouraged students 

to perform lesson activities 

in groups with a minimum 

support 

   

   Teacher used real life objects    
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as instructional aids to 

demonstrate the concepts 

   Teacher frequently linked the 

lesson with everyday life 

experiences of the learner 

   

   Teacher managed to ensure 

that the class is calm, 

hygienic, attentive, 

disciplined and appropriately 

organised 

   

   Teacher called students by 

their names 

   

   Teacher demonstrated an 

ability of keeping students in 

eye span 

   

   Teacher demonstrated an 

ability of checking and 

controlling inappropriate 

students‘ behaviour 

   

   Teacher used interactive 

instructional aids such as 

drawings, illustrations and so 

forth. 

   

   Teacher used praise words to 

spark students‘ active 

involvement 

   

   Teacher used stimulus 

variation (body movement, 

gesture, change in interaction 

style, pausing, change in 

speech pattern to facilitate 

lesson delivery 

   

3Assessment  Teacher used continuous    
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. procedures assessment by covering all 

learning domains (cognitive, 

psychomotor and affective) 

to assess students learning 

   Teacher used performance or 

practical-based assessment to 

assess students‘ learning  

   

   Teacher assessed students‘ 

learning by providing 

practical tasks related to real 

life needs  

   

   Teacher ensured that his/her 

assessment informed both 

teaching and students‘ 

learning 

   

   Teacher assessed students 

based on expected learning 

outcomes 

   

3

. 

Conclusion   Teacher along with the 

students collectively derive 

conclusion from the specific 

lesson activities 

   

   Teacher summarized the 

lesson by providing a quick 

recap of the major issues 

covered from the learning 

activities  
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Appendix H: Lesson Observation Guide for Teachers during Competency 

Based Lesson Delivery after the Workshop  

The following lesson observation guide comprises statements about teachers‘ 

instructional activities at each stage of CBC lesson implementation that were 

observed by the researcher. The researcher had to fill in the following: Not Observed 

(NO), Little Observed (LO), Fully Observed (FO), and Remarks. 

A: Teachers’ Personal Information  

Subject……………….. Class…………… No of Pupils…………….. Gender………. 

Age……………………Teachers‘ experience…… Educational level………………... 

Previous training on CBC related aspects……………………………………………... 

 

B: Details of the lesson: 

S/N LESSON 

SECTIONS 

COMPETENCIES OBSERVED 

IN THE CLASS 

O UO Remarks 

1. Lesson 

introduction 

 Teacher introduced a lesson 

by seeking prior knowledge of 

the students 

   

 Teacher connected lesson to 

prior learning from previous 

lesson (e.g., ―Yesterday, we 

learned…‖) 

   

 Teacher explained clearly the 

purpose of the lesson as well 

as the purpose of different 

activities under each stage of 

the lesson  

   

2

2

. 

Knowledge 

/competency 

Facilitation  

 Teacher provided equal 

opportunities to ALL students 

to participate (e.g., girls, boys, 

students with different abilities 

and needs, students seated in 

different parts of the 
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classroom). 

   Teacher encouraged students 

to ask and answer questions 

   

   Teacher used probing or 

clarifying questions to help the 

students think more deeply 

about the issue at hand e.g 

what sort of an impact do you 

think...? 

   

   Students had an opportunity to 

perform different activities 

related to a concept under 

instruction 

   

   Teachers demonstrated an 

ability of linking knowledge to 

concrete life skills 

   

   Students were encouraged to 

work cooperatively and 

actively in small group 

   

   Teacher used appropriate and 

familiar examples to illustrate 

concepts  

   

   Teacher demonstrated an 

ability of using blackboard 

appropriately ( ensuring it is 

legible, neat, and adequate 

with reference covered) 

   

   Teacher encouraged students 

to perform lesson activities in 

groups with a minimum 

support 

   

   Teacher used real life objects 

as instructional aids to 
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demonstrate the concepts 

   Teacher frequently linked the 

lesson with everyday life 

experiences of the learner 

   

   Teacher managed to ensure 

that the class is calm, 

hygienic, attentive, disciplined 

and appropriately organised 

   

   Teacher called students by 

their names 

   

   Teacher demonstrated an 

ability of keeping students in 

eye span 

   

   Teacher demonstrated an 

ability of checking and 

controlling inappropriate 

students‘ behaviour 

   

   Teacher used interactive 

instructional aids such as 

drawings, illustrations and so 

forth. 

   

   Teacher used praise words to 

spark students‘ active 

involvement 

   

   Teacher used stimulus 

variation (body movement, 

gesture, change in interaction 

style, pausing, change in 

speech pattern to facilitate 

lesson delivery 

   

3

. 

Assessment 

procedures 

 Teacher used continuous 

assessment by covering all 

learning domains (cognitive, 
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psychomotor and affective) to 

assess students learning 

   Teacher used performance or 

practical-based assessment to 

assess students‘ learning  

   

   Teacher assessed students 

learning by providing practical 

tasks related to real-life needs  

   

   Teacher ensured that his/her 

assessment informed both 

teaching and students‘ 

learning 

   

   Teacher assessed students 

based on expected learning 

outcomes 

   

3

. 

Conclusion   Teacher along with the 

students collectively derive 

conclusion from the specific 

lesson activities 

   

   Teacher summarized the 

lesson by providing a quick 

recap of the major issues 

covered from the learning 

activities  
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Appendix I: Informed Consent Form for School Leaders  

P.O.BOX 523 

COLLEGE OF EDUCATION 

UNIVERSITY OF DODMA 

Dear participants, 

You are being asked for your consent to participate in a study that aims at enhancing 

school-based instructional supervision capacity for the implementation of a 

competence-based curriculum in Zanzibar. Specifically, the study intends to develop 

the capacity of school leaders to supervise the implementation of CBC in their 

schools. You are targeted by this study because you are among the primary 

supervisors for the implementation of CBC in your school, making you a very key 

respondent in this study. 

Key study procedures 

This study will involve materials development along with a series of workshops to 

enhance your capacity in the afore-mentioned learning domains. At some point, you 

will be required to discuss some topics with your peers and present them to the whole 

plenary for further discussion. Some photographs will also be taken with your 

consent, and they will be used as evidence in the final report of the study. After the 

workshop sessions are over, you will be required to use the materials for one month 

as a new guide to supervise the day-to-day instructional process in your schools. On 

occasion, I will come to observe your teachers while teaching. After one month, we 

will meet again to reflect on the effectiveness of the materials you have used. At this 

stage, you will be involved in filling in questionnaires and responding to a number of 

questions. Your serious involvement in this part is very important, and therefore, you 

are requested to attempt questions based on your opinions, experiences, and 

knowledge.  

Confidentiality 

The information that this study will gather from you will be confidential. The 

information you are going to supply will not be linked to your name; rather, a 

pseudonym will be used to represent your ideas. 
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Study benefits 

This study is not going to benefit you directly as a recompense for your lively and 

serious participation. However, the information you are going to share with us will 

help us design supervision materials as guidelines that you can always refer to while 

supervising instructional activities in your school, particularly in this era of CBC. 

Perhaps, one day, the materials that we shaped in your partnership will turn into a 

general general guide for all schools in Zanzibar. 

Participation 

Kindly note that your participation in this study is voluntary. You have all rights to 

reject your participation and pull out of the study at any stage of the research process 

communicated to you. Similarly, you are not obliged to present your rationale for 

your withdrawal. 

With all these introductory remarks, if you agree to participate in this study, kindly 

give your signature hereunder: 

Respondent's signature............................ Date..................................... 

The researcher's signature... ................... Date..................................... 
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Appendix J: Informed Consent Form for Teachers 

P.O.BOX 523 

COLLEGE OF EDUCATION 

UNIVERSITY OF DODMA 

Dear participants, 

You are being asked for your consent to participate in a study that aims at enhancing 

school-based instructional supervision capacity for the implementation of a 

competency-based curriculum in Zanzibar. Specifically, the study intends to develop 

the capacity of school leaders to supervise the effective implementation of CBC in 

their schools. You are targeted by this study because you are among the recipients of 

the supervisory process performed by your school leaders. For that reason, you have 

rich experiences to share in this study. 

Key study procedures 

This study will involve materials development and a series of workshops to enhance 

the capacity of your school leaders in the above-mentioned learning domains. You 

will not be engaged in the materials development phase. At some point, you will be 

required to discuss the way you experienced school supervision from your head 

before and after the workshop. It is good to note that, from time to time, I will come 

to observe your teaching before and after the workshop. At this stage, you will be 

involved in filling in a questionnaire and responding to a number of interview 

questions. Your serious involvement in this part is very important, and therefore, you 

are requested to attempt questions based on your opinions, experiences, and 

knowledge. 

Confidentiality 

The information that this study will gather from you will be confidential. The 

information you are going to supply will not be linked to your name; rather, pseudo 

names will be used to represent your ideas. 

Study benefits 

This study is not going to benefit you directly as a recompense for your lively and 

serious participation. However, the information you are going to share with us will 

help us design supervision materials that your heads can always refer to while 
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supervising instructional activities in your school, particularly in this era of CBC. 

Perhaps, one day, the materials that we shaped in partnership with your heads will 

turn out to be a general guide for all schools in Zanzibar. 

Participation 

Kindly note that your participation in this study is voluntary. You have the right to 

refuse participation and withdraw from the study at any time. Similarly, you are not 

obliged to confer on your reasons for your withdrawal. 

With all these preliminary details, if you agree to participate in this study, kindly 

give your signature hereunder: 

Respondent‘s signature …………………………… …Date…………………….. 

Researcher‘s signature………………………………...Date …………………… 
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Appendix K: Clearance Letter from the University of Dodoma 
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Appendix L: Clearance Letter from the Office of Second Vice President’s Office 

 

 


