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Abstract
This article reports some findings of study regarding practices and procedures of internal
instructional supervision in public secondary schools in Kenya. The findings are part of a large-scale
project undertaken in Kenya to determine the perceptions of headteachers, teachers and senior
government education officers regarding the practices of internal instructional supervision and staff
development in Kenyan public secondary schools. Findings indicated that instructional supervision
was viewed as a process of checking other people’s work to ensure that bureaucratic regulations
and procedures are followed and that loyalty to the higher authorities is maintained. The benefits
of supervision practices included facilitating students’ academic performance, improving the quality
of teachers and teaching, and enabling instructional supervisors to monitor teachers’ instructional
work. The major problems frustrating the practices of instructional supervision were those
associated with a lack of consistency, questionable supervisor practices and lack of resources.
Suggestions for change included developing clear policies on instructional supervision and provid-
ing needed resources, feedback and follow-up support.
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Introduction

Background

One of the critical challenges facing teacher education, especially in Kenya, is how to improve the

quality of teaching and learning in schools. Concerns regarding the improvement of the quality of

teaching are central to the broader question of improving the quality of education (National Board

of Employment, Education, and Training, 1994; UNESCO, 1996). A major factor associated with

education quality relates to teacher quality (Sergiovanni, 2001; UNESCO, 1996), which is impor-

tant in several ways: (1) it is key to the development of the principal’s attitudes toward learning and

self-image of learners; (2) it determines the foundation on which subsequent learning will be built;
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and (3) it is central to the improvement of the quality of schooling (National Board of Employment,

Education, and Training, 1994; UNESCO, 1996). The need to improve the quality of teaching and

learning through instructional supervision is well documented. For example, Sergiovanni (2001)

asserted that teacher supervision and evaluation should help teachers grow, improve basic teaching

skills, and expand knowledge and use of teaching repertoires.

Beach and Reinhartz (2000) viewed instructional supervision as a process that caters for instruc-

tion and provides teachers with feedback on their teaching so as to strengthen instructional skills to

improve performance. According to Wanzare and da Costa (2000), the purpose of instructional

supervision is to focus on teachers’ instructional improvement which, in turn, improves student

academic achievement.

In Kenya, instructional supervision has often been seen as the main vehicle through which to

improve teaching and learning in schools, with headteachers as instructional supervisors. As the

Republic of Kenya Ministry of Education, Science, and Technology (2003) noted, headteachers

as the managers of their schools have the responsibility to ensure that teachers implement the set

curriculum and that learning is actually taking place.

In this study, instructional supervision embraces all activities that are directed specifically

toward establishment, maintenance and improvement of the teaching-learning process in schools.

This improvement often occurs in a formal context of supportive teacher–supervisor interactions.

Supervision in Kenyan secondary schools is entrusted to the Ministry of Education in accor-

dance with the provision of the Education Act Cap 211 of 1968 revised 1970 (Republic of Kenya,

1980), which empowers the Minister for Education to promote the education of the people of

Kenya. The main purpose of such a legal provision is to enable the Minister for Education as a

representative of the government and the Kenyan people to satisfy himself/herself that educational

standards are being maintained.

To achieve this objective, the Directorate of Quality Assurance and Standards (formerly

known as the Inspectorate) has endeavored to arrange some visits to schools by Quality

Assurance and Standards Officers (QASOs), formerly known as school inspectors, to carry out

general supervision. The following activities are typically conducted during external supervision

(Chabala, 1994; Ministry of Education, 1994; Republic of Kenya Ministry of Education,

Science, and Technology, 1999, 2003): (1) checking on educational facilities; (2) monitoring,

reviewing and assessing how well educational standards are being maintained and educational

standards implemented by teachers and school administrators; and (3) observing classroom

teaching by individual teachers to assess their professional competence. Additionally, arising

from supervision, it is expected that the in-service training needs of teachers and headteachers

will be identified.

However, the following major constraints have been associated with external supervision by

QASOs (Chabala, 1994; Republic of Kenya Ministry of Education, Science, and Technology,

1999): (1) inadequate supervisory personnel; (2) limited resources, such as funds and equipment;

(3) a lack of transportation or flexible mobility; (4) incompetent supervisory personnel, who lack

training specifically in instructional supervision; (5) a lack of meaningful feedback to schools on

supervisory matters; and (6) inadequate legal provision, which limits enforcement of inspection

recommendations.

Therefore, supervision by Ministry of Education personnel, in the main, has not been

productive. As Republic of Kenya (1999), commonly known as the Koech Report, concluded, the

Ministry’s provision of professional guidance to teachers has not been forthcoming, and, conse-

quently, teachers have developed low morale.
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In view of the above constraints, alternative ways to improve the quality of teaching and learning

in Kenyan secondary schools are urgently being sought. Various government statements have pro-

posed internal or school-based supervision to supplement the work done by external supervisors. For

example, Republic of Kenya (1998) recommended the use of school-based supervisors—such as

headteachers, departmental heads and subject heads—in instructional supervision. Therefore, the

overall view of the Kenyan government and of Kenyans in general is that internal instructional super-

vision in secondary schools should be promoted, with headteachers taking the major role. Instruc-

tional supervision embraces all activities that are directed specifically at the establishment,

maintenance and improvement of the teaching-learning process in the school. This improvement

often occurs in a formal context of supportive teacher–supervisor interactions. Moves toward

school-based arrangements relative to supervision of teaching are more cost effective than maintain-

ing a team of external school inspectors who do not function effectively (Lodiaga, 1995).

There are numerous challenges that school-based instructional supervision will be expected to

address (Beach and Reinhartz, 2000; Oliva and Pawlas, 2001):

(1) assisting the various categories of teachers (for example, newly qualified teachers; marginal

teachers; veteran teachers) to better their teaching;

(2) helping school administration in planning the participation of individual teachers in staff

development and, thus, preparing teachers for different or increased responsibilities;

(3) assisting schools in selecting relevant instructional materials;

(4) helping schools to implement government curriculum;

(5) improving the relationship between teachers and headteachers.

In order to improve instructional supervision, it is necessary to know how it is conducted and

perceived and what its current purposes are. A review of the literature and research revealed little

information to indicate that researchers have given much attention to the opinions of headteachers,

teachers and senior government education officers regarding the current state of internal instruc-

tional supervision practices in secondary schools in Kenya. To move toward greater autonomy for

school units or empowerment for teachers, it would be logical to ask headteachers, teachers and

senior government education officers, including QASOs, to comment on the current and preferred

practices of instructional supervision in Kenyan secondary schools. Teachers’ perceptions of

instructional supervision may be in sharp contrast to those of headteachers and government

education officers, and may determine whether or not teachers will respond positively to supervi-

sion. Furthermore, teachers must be recognized as the key players in the process of instructional

supervision who ultimately must adopt educational practices that will increase student

achievement.

For the purposes of this study, internal instructional supervisors include personnel such as head-

teachers, deputy headteachers, departmental heads and subject heads, who are based within the

institutions in which supervision takes place. The terms principal, headteacher, headmaster and

headmistress will be used interchangeably to refer to an individual who occupies the highest offi-

cial position in the school organization and whose responsibility is, among others, to manage the

school. Senior government education officers include the following (Ministry of Education, 1994).

(1) Director of quality assurance and standards, formerly known as the chief inspector of schools

(CIS), who is the chief advisor to the Ministry of Higher Education on matters relating to edu-

cation standards.
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(2) Provincial directors of education (PDEs), education officers responsible for maintaining

educational standards in the various provinces in Kenya.

(3) District education officers (DEOs), the chief education officers responsible for managing and

administering education matters in the various districts in Kenya.

(4) QASOs, senior education officers whose responsibilities include, among others, to visit

schools and to carry out general supervision.

In the Kenyan context, school ‘means any institution in which not less than ten pupils receive

regular instruction, or an assembly of not less than ten pupils for the purpose of receiving regular

instruction’ (Republic of Kenya, 1980: 5). The term secondary school refers to the second level of

the 8 þ 4 þ 4 system of formal education—8 years of primary education, 4 years of secondary

education and 4 years of university education (Republic of Kenya Ministry of Education, Science,

and Technology, 2003).

As Republic of Kenya Ministry of Education, Science, and Technology explained, primary edu-

cation caters for 6–13-year-olds leading to the Kenya Certificate of Primary Education while sec-

ondary education caters for 14–17-year-olds leading to the Kenya Certificate of Secondary

Education. University education takes a minimum of 4 years leading to a undergraduate degree;

some professional degree programs take up to 6 years.

In this study, practices of internal instructional supervision in public secondary schools in

Kenya were examined in the context of teacher–supervisor interactions and the Kenyan Ministry

of Education teacher supervision policy. The practices of instructional supervision as identified by

Oliva and Pawlas (1997), Glickman et al. (1998) and Beach and Reinhartz (2000) served as the

framework for examining instructional supervision in Kenyan public secondary schools.

Existing Research and Literature

Supervisory Practices. A survey of the literature reveals a variety of practices and procedures that

instructional supervisors, such as school principals, may employ as they work with teachers. Super-

visory practices refer to specific procedures and techniques that supervisors use when working

with teachers and which are essential to supervisors in the observation and documentation of teach-

ing–learning behaviors and which contribute to the overall effectiveness of the instructional super-

vision process (Beach and Reinhartz, 2000).

Several terms have been used to refer to supervisory practices: (1) mechanics of supervision

(Beach and Reinhartz, 2000); (2) styles of supervision (Gleave, 1997); (3) orientation to supervi-

sion (Glickman et al., 2009); (4) supervisory behaviors (Glickman et al., 2009); (5) ways of doing

supervision (Glanz, 1997); (6) supervisory strategies (Wiedmer, 1995); (7) supervisory options

(Sergiovanni and Starratt, 2002); and (8) models of supervision (Beach and Reinhartz, 2000).

Glickman et al. (2001) suggested that supervisors should use different supervisory practices

derived from their own philosophies and beliefs. However, as Sergiovanni and Starratt (2002)

noted, the choice of a particular supervisory practice will depend on unique teacher characteristics

as well as school context. Since supervisory practice is a matter of choice, the supervisor should

select a practice to match the needs of the teacher (Kosmoski, 1997). Teachers might react more

positively to a supervisory practice that is responsive to their needs and professional aspirations.

Instructional supervisors may work with teachers either directly or indirectly, methods that

direct and significantly affect teacher instruction and, as a result, student learning.
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Direct Supervisory Practices. Direct instructional leadership practices include the immediate

interactions with teachers and other personnel to address classroom teaching, student performance

and curricular concerns. These practices can be grouped into two broad categories relative to

supervision: curriculum supervision and instructional supervision (Drake and Roe, 2003).

Curriculum encompasses (1) all in-school experiences, including classroom, learning experi-

ences, student activities, use of learning resource center, assemblies, use of the cafeteria and social

functions; and (2) out-of-school learning experiences directed by the school, including homework,

field trips and use of community resources (Oliva and Pawlas, 2001). A principal’s most important

responsibilities regarding curriculum supervision include (1) providing the forum to facilitate

teacher curriculum discussion, (2) ensuring curriculum implementation, (3) promoting teacher

reflection on key components and (4) helping teachers to select appropriate concepts to be taught

and the methods for implementation (Curtis, 2002; Robbins and Alvy, 2003).

Research reports indicate that curriculum supervision is a key component of the principal’s

instructional leadership role. For example, Meyer and Macmillan (2001), in a study that explored

the views of in-service administrators in Nova Scotian (Canada) school boards regarding princi-

pals’ tasks, reported that curriculum development was cited as one of the principal’s major tasks

geared toward instructional improvement in Nova Scotian schools.

According to Drake and Roe (1999), instructional supervision is the process through which the

principal attempts to work with teachers and other staff members cooperatively to improve teach-

ing and learning in the school. Used in this sense, supervision of instruction, by design, is a devel-

opmental process through which instructional leaders can reinforce teaching practices that improve

student learning. Effective principals provide leadership in instruction, coordinate instructional

programs and emphasize high academic standards and expectations (DiPaola and Tschannen-

Moran, 2003).

Direct supervisory practices have two major advantages (Blase and Blasé, 1999; Oliver and

Pawlas, 2001). First, they engage instructional supervisors and teachers in shared work central

to curriculum and instruction and, second, they help to ensure that management and policy deci-

sions will be implemented collaboratively. However, direct supervisory practices tend to constrain

instructional supervisors who usually have other administrative matters to address (Meyer and

Macmillan, 2001).

Indirect Supervisory Practices. Indirect supervisory activities are concerned with the school’s internal

and external environments, physical and internal contexts of the classrooms, teaching, curriculum,

and the meaning of the instructional supervisor’s actions for teachers (Kleine-Kracht, 1993).

Instructional supervisors involved in indirect supervisory practices facilitate leadership in other

personnel in the schools (for example, teachers and departmental heads) in the following major

ways (Wanzare and da Costa, 2001; Zheng, 1996): (1) by improving teaching and learning condi-

tions (for example, by ensuring clean, safe, healthy, and productive learning environments, being

aware of and dealing with minor problems and issues before they become major problems, and

providing teaching and learning resources, materials, and incentives to pursue new ideas and create

new options); (2) by helping to set school-level instructional standards; (3) by gaining an under-

standing of teachers’ instructional concerns and classroom conditions and offering needed assis-

tance to address them; and (4) by delegating some of their responsibilities to other personnel,

such as departmental heads, vice-principals, colleague teachers and curriculum specialists (Wan-

zare and da Costa, 2001; Zheng, 1996). As Yerkes and Guaglianone (1998) noted, instructional
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leadership is a shared responsibility in which decisions are made through collaboration shared

decision making.

A growing number of researchers (Deborah, 2002; Elmore, 2000; Wanzare and da Costa, 2001)

also assert that instructional leadership is a shared responsibility distributed across the school com-

munity, with principals, vice-principals, departmental heads, teachers and policymakers having

complementary responsibilities. According to James et al. (2000), distribution of instructional

leadership role does not mean that key players work isolated; instead their efforts are interdepen-

dent, frequently spanning boundaries.

Problems Associated With Instructional Supervision

Supervisor Incompetence. Garubo and Rothstein (1998) observed that initial problems of instruc-

tional supervisors are usually related to their own sense of competence. Chapman and Burchfield

(1994), in reflecting specifically on the African situation, observed that those individuals selected

for headship may lack formal training in instructional supervision and, consequently, they may not

command sufficient respect among teachers to operate effectively as instructional supervisors. A

supervisor unfamiliar with proven supervisory techniques and strategies will perform poorly or

will slide into ‘supervision avoidance’ (Kosmoski, 1997: 25).

Time Constraints. Instructional supervision is often a secondary task for many school principals who

my not have time to devote to curriculum and instructional leadership because they are too busy

with other day-to-day operations in their schools which tend to be much more ‘do-able’ than the

demands for instructional leadership (Oliva and Pawlas, 2001). In reporting the state of teacher

evaluation in the state of Connecticut, USA, Iwanicki and Ridone (1995) observed that the admin-

istrators studied experienced difficulty in managing a teacher evaluation program and in evaluating

meaningful professional development growth plans for all teachers because of time constraints.

And, more recently, Curtis (2002), in a study of the issues high school principals encounter with

instructional supervision in the state of Georgia, US, reported that the principals studied unani-

mously agreed that time constraints and unexpected interruptions frustrated their endeavors to

effect meaningful teacher supervision.

Teachers’ Attitudes Toward Instructional Supervision. Research indicates that teachers do not always

readily accept instructional supervision by principals. For example, findings in Curtis’ (2002)

study indicated that none of the principals studied believed teachers viewed supervision by prin-

cipals as a positive process, and that for many teachers, supervision was a meaningless exercise

that had little value to them other than completion of their evaluation forms.

Sergiovanni and Starratt (1998) observed that teachers’ encounters with their supervisors lead

directly to evaluative judgments based on the skimpiest of evidence. Such encounters, they argued,

are destructive of autonomy, self-confidence and personal integrity. And, more recently, Sullivan

and Glanz (2000) noted that the evaluation function of instructional supervision is rooted in

bureaucratic inspectional—type supervision the function of which is to fulfill organizational

requirements—to measure and to access teaching effectiveness.

Other potential problems that may frustrate instructional supervision include the lack of agreed-

upon definition of instructional supervision (Waite, 1995) and insufficient incentives for instruc-

tional supervision on the part of school principals (Wanzare and da Costa, 2001).
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Facilitating Instructional Supervision

Supervisor–Supervisee Relations. Sergiovanni and Starrat (2002) suggested that the exchange

between supervisor and the teacher must be trusting, open and flexible to allow both to speak from

their own sense of integrity and that a human relations supervisor should adopt shared decision-

making practices to facilitate teacher satisfaction . Trust implies friendliness and mutual accep-

tance and enables supervisors, teachers and students to know one another better (Garubo and Roth-

stein, 1998).

Collaboration. Instructional supervisors should endeavor to work collaboratively with teachers to

establish supervisory support and coaching teams that can provide confidence and reduce anxiety

often experienced by teachers in response to supervision (Wanzare and da Costa, 2001). Blasé and

Blasé (1999a) observed that effective instructional leaders should work to create a cooperative and

non-threatening partnership with teachers that encourage openness, creates and provides freedom

to make and to admit mistakes in the interest of improvement.

Ovando and Harris (1993), in a study designed to determine perceptions of teachers of a school

district in Mid-East Texas, USA, regarding the post-observation conference, observed that, in gen-

eral, teachers studied supported an open, collaborative relationship with their supervisors to

achieve high quality teaching for successful learning and to promote teacher development.

Tsui (1995) highlighted four ingredients of successful collaboration between teachers and their

supervisors: (1) the supervisor’s willingness to try and understand the teachers’ world and to

refrain from imposing supervisor’s own world on teachers; (2) the supervisor’s sensitivity to

changes that take place in teachers; (3) the supervisor’s patience in helping teachers articulate the

thinking behind these changes; and (4) the teachers’ open mindedness about supervisor’s com-

ments and criticisms.

As Marsh (1997) recommended, successful principals should work hard to help teachers build a

professional learning communities at the school. To Marsh, capacity building includes training that

incorporates modeling, collaboration, planning and problem solving.

Communication. Frequent open communication between teachers and supervisors regarding super-

visory experiences and expectations can usually remedy the problem of teachers exhibiting nega-

tivity toward supervision (Kosmoski, 1997 ). Beach and Reinhartz ( 2000) suggested that, as

supervisors work with teachers, the goal of interaction should be open and honest dialogue which

leads to mutual understanding and continued professional development.

As Cross and Rice (2000) suggested, school principals need to spend the majority of their time

in classrooms talking to teachers and students about teaching and learning. And, according to

Drake and Roe (2003), school principals and teachers should exchange ideas, brainstorm, trade

experiences, discuss alternatives and generate data about areas of interest.

Staff Development. Garubo and Rosthstein (1998) observed that improving the relations between

supervisors and teachers requires better staff development and more realistic analysis of how they

see each other and work together in their schools. New South Wales Department of Education

(1995) recommended that all teachers should have the benefit of ongoing professional develop-

ment, which includes a variety of activities, both inside and outside their schools, to assist them

in enhancing student outcomes, reaching their full potential as teachers and increasing their job

satisfaction.

194 Educational Management Administration & Leadership 40(2)

 at PENNSYLVANIA STATE UNIV on September 16, 2016ema.sagepub.comDownloaded from 

http://ema.sagepub.com/


Gleave (1997) observed that supervision as staff development supports teachers in studying and

learning their own experience as well as from current educational theory and research in enhancing

their continued growth and development, and in improving their knowledge in curriculum design

and instructional methods.

Feedback. Providing accurate feedback and thoughtful classroom analysis in a manner that makes

corrective strategies for teaching and learning acceptable to teachers is one of the most visible

ways principals can demonstrate instructional leadership in their schools (Wanzare and da Costa,

2001). Mo et al. (1998), in a study designed to examine the effectiveness of teacher appraisal pro-

grams as perceived by teachers in Hong Kong self-managing schools, underscored the need to pro-

vide frequent feedback to teachers.

As Beach and Reinhartz (2000) and Marczely (2001) recommended, supervisors should give

feedback to teachers to facilitate effective desirable pedagogical skills. Teachers are interested

in feedback and constructive criticisms that would encourage them to improve their classroom

teaching, to question, appraise, reflect and to adapt their current instructional practices (Marczely,

2001).

Managing Time. The successful management of time enhances the headteachers’ instructional lead-

ership role (Wanzare and da Costa, 2001). This is best addressed by establishing a long-range plan

that provides for classroom observation, for student visits, for parent meetings, for teacher profes-

sional development activities, for curriculum meetings and for other activities (Alvy and Robbins,

1998). According to Kosmoski (1997), school principals can manage their time by prioritizing their

tasks; listing in order of importance, those tasks that will positively promote success.

Rationale

The purpose of this study was to examine the current state of internal instructional supervisory

practices and procedures in public secondary schools in Kenya from the perceptions of headtea-

chers, teachers and senior government education officers. Such perceptions will help to inform cur-

rent practice.

Methodology

Research Questions

The research questions focused on the following major areas: (1) the meaning, purposes, foci and

practices of internal instructional supervision; (2) problems associated with practices of internal

instructional supervision; (3) documents and guidelines on internal instructional supervision pro-

vided by the Ministry of Education; (4) skills and attributes of internal instructional supervisors;

(5) changes needed to improve internal instructional supervision practices and procedures; and

(5) staff development programs for teachers and headteachers.

Population and Sample

The study population included active secondary teachers, secondary headteachers and senior gov-

ernment education officers. A sample of 200 public secondary schools was selected randomly to

participate in the study. Because participation was voluntary, some schools chose not to
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participate, and usable data were received from 136 schools (68 percent). The sample consisted of

136 teachers and 56 headteachers surveyed by questionnaire, and 5 teachers, 5 headteachers and 11

senior government education officers surveyed through interview, for a complete sample of 213

participants.

Data Collection

Data collection of this study took place between January and November 2000. The research design

utilized both qualitative and quantitative approaches in an attempt to understand the perceptions of

the study participants regarding internal instructional supervision practices and procedures. The

procedures for collecting data included primarily survey techniques: questionnaires and

interviews.

The first part of the study included a survey of opinions through questionnaires that were dis-

tributed to the participating 146 teachers and 56 headteachers sampled randomly. The second part

of the study was qualitative, involving in-depth interviews conducted with 21 participants who

included 5 teachers, 5 headteachers/deputy headteachers and 11 senior government education offi-

cers. Interview participants were selected by convenience sampling based on (1) time available for

participants and (2) participants’ willingness to participate in the study.

Data Analysis

The data were analyzed in two major ways: by using descriptive statistics (for example, percen-

tages, relative frequencies, means, medians and standard deviations) to describe the raw data based

on semi-structured questions in the questionnaires, and through content analysis in which qualita-

tive data based on the interviews and open-ended responses from the questionnaires were sorted

into appropriate categories according to the purpose of the study and research questions.

Findings

What were the perceptions of teachers, headteachers and senior government education officers

regarding the following aspects:

(1) the meaning of instructional supervision;

(2) the major advantages of existing practices and procedures of internal instructional supervision;

(3) problems associated with existing practices and procedures of internal instructional

supervision;

(4) the changes needed to improve internal instructional supervision practices and procedures?

For the purpose of this paper, only findings related to the above-mentioned specific research

question have been reported. Findings regarding other aspects of the study, such as the foci of inter-

nal instructional supervision, documents and guidelines on internal instructional supervision pro-

vided by the Ministry of Education, skills and attributes of internal instructional supervisors, and

staff development programs for teachers and headteachers are, however, beyond the scope of this

article.

The results obtained from this study are presented below under relevant sub-headings based on

the above-mentioned specific research question of the study. The findings reported are based on

analysis of both questionnaire and interview data.
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Meaning of Instructional Supervision

Findings revealed mixed views regarding the meaning of instructional supervision. According to

teachers instructional supervision is a process by which headteachers and heads of departments

facilitate teaching and learning in the schools by monitoring teachers’ work. Conversely, headtea-

chers and education officers perceived instructional supervision as a process of ensuring that stu-

dents are actually taught by their teachers as mandated by the school authority. Furthermore,

deputy headteachers regarded instructional supervision as a process of checking how instruction

is conducted in the school.

The statements below typify respondents’ views of instructional supervision a teacher shared:

It simply means devices put in place to enhance proper learning process and the monitoring process as I

understand. Monitoring here would involve checks put by the headteacher to ensure that teachers carry

on with their teaching-learning process. They give assignments to students; they test the students; they

mark the same; and they release the results and maybe they end up carrying out certain duties which

relate to their work, like supervising the games activities and the like.

Supporting the view above, a headteacher stated:

Finding out generally what is taking place within the school in terms of the curriculum and extra-

curricular activities. For example, it is very important to know how the teachers attend lessons, those

that are not attending, or the general attendance of coming to school and also to find out whether the

students are being taught all the subjects.

Advantages of Existing Practices and Procedures of Internal Instructional Supervision

The participants in this study highlighted numerous advantages of the current practices and proce-

dures of internal instructional supervision. Four categories of perceived advantages are listed in

Table 1. Under each category, a subset of specific aspects of the advantages is given as well as

frequency of mention. The specific areas relating to the benefits of instructional supervision prac-

tices and procedures include curriculum and instruction, quality of teaching and teachers, academic

programs and monitoring teachers’ work.

Curriculum and instruction. Curriculum and instruction was by far the most often cited category.

Participants talked about effective curriculum implementation, syllabus coverage and provision

of instructional resources as the major achievements resulting from practices and procedures of

instructional supervision. Ten participants also agreed that practices of supervision had helped

in coordinating instructional programs, defining instructional methods and strategies, evaluating

instructional methods, promoting high quality instruction and monitoring classroom teaching.

As one education officer said: ‘Instructional supervision practices have made it possible for

headteachers to ensure that teachers implement the required curriculum content in the schools.

The heads have also ensured that the right curriculum content is taught as required.’

Quality of Teaching and Teachers. Participants, in general, agreed that supervision practices and pro-

cedures had improved the quality of teaching by enabling teachers to identify teaching-learning

problems, address their areas of weakness and improve teaching effectiveness. They also agreed

that practices had motivated teachers and enabled them to plan their teaching effectively. As one
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teacher remarked: ‘I believe that, through supervision, the quality of teaching in our schools has

been greatly improved. This one I am sure about. This has also led to improvement of the perfor-

mance of pupils in the national exams.’

Academic Programs. Participants agreed, in general, that supervision practices had facilitated stu-

dents’ academic achievement., enabled teachers to pay maximum attention to students’ academic

welfare and to monitor their academic programs in the schools. One teacher remarked: ‘In our

schools, students’ academic programs have improved a lot due to supervision carried out by our

heads of schools. Secondary school teachers have been able to help in managing academic pro-

grams with the advice of the heads.’

Monitoring Teachers’ Work. A final area to which participants paid attention was concerned with

monitoring teacher performance. Participants agreed that, through supervision practices,

Table 1. Catalogue of perceived advantages of internal instructional supervision practices and procedures

Theme Specific aspects of the advantages f

Curriculum and instruction Effective curriculum implementation 42
Timely syllabus coverage
Identification and provision of instructional facilities
Effective curricular and instructional development

Quality of teaching and teachers Improvement of quality of teaching and teachers 35
Identification of teaching-learning problems
Effective teacher self-evaluation and reflection
Teachers’ awareness regarding areas of instructional

weakness
Alignment of teaching with school timetable
Improvement of teaching effectiveness
Effective preparation and planning of teaching
Assessment of adequacy of instructional materials and

equipment
Teachers’ attention to teaching-learning inadequacies
Attainment of instructional goals
Improvement and maintenance of teaching and learning

schools
Academic programs Enhancement of students’ academic performance 31

Effective evaluation of students’ academic performance
Maximum attention given to students
Effective monitoring of students’ academic programs
Effective management of academic programs

Monitoring teachers’ work Close monitoring of teachers’ work 29
Reduction of teachers’ anxiety in teaching
Ensuring teacher performance of mandated duties
Effective team building among teachers
Identification of marginal teachers for special coaching
Teachers’ awareness regarding their professional

obligations
Effective management of instructional time
Teachers’ attendance to scheduled duties

198 Educational Management Administration & Leadership 40(2)

 at PENNSYLVANIA STATE UNIV on September 16, 2016ema.sagepub.comDownloaded from 

http://ema.sagepub.com/


headteachers addressed teachers’ instructional work and ensured that teachers attended their sched-

uled classes by monitoring them closely. As one headteacher explained: ‘Monitoring teachers’

work involves headteacher closely observing teachers in their classrooms, checking their artifacts

of teaching, ensuring that they mark students’ work, and keeping them on their toes.’ Another

headteacher commented: ‘our work as teachers is normally monitored by heads of schools. They

look at our schemes of work, teaching notes, and lesson plans. They also examine students’ note

books. This is a good move for us for the benefit of pupils.’

Problems of Existing Practices and Procedures of Internal Instructional Supervision

Participants expressed their concern regarding internal instructional supervision practices and pro-

cedures. In Table 2, four categories of perceived problems relating to supervision practices and

procedures are listed. Included under each category is a subset of specific aspects of the problems

as well as the number of instances that these problems were mentioned.

Table 2. Catalogue of perceived problems of existing practices and procedures of internal instructional
supervision

Theme Specific f

Supervision practices Lack of appropriate definition, underlying
purpose, foci, and professionalism

28

Prevalence of discrimination, subjectivity, biases,
favoritism, corruption, confusion, dishonesty,
witch-hunting, intimidation, harassment, and
victimization of teachers on flimsy grounds

Lack of free environment for teachers to share
instructional concerns with supervisors

Instructional supervisors Lack of necessary supervisory skills and abilities 28
Lack of confidence to supervise teaching and

teachers
Inadequate knowledge about instructional

methods in all subjects
Lack of meaningful formal teacher evaluation

experiences given to teachers
Classroom observation used as forums for

parading teachers’ shortcomings
Unnecessary strictness with teachers

Feedback and follow-up Lack of feedback and follow-up on essential aspects
regarding instructional supervision (e.g. teachers’
tools of work, such as lesson plans, and schemes
of work)

16

Lack of specific forms designed for reporting
supervisory feedback to teachers

Teachers’ attitudes
toward supervision

Persistent negativity toward supervision 10
Negative perspectives toward supervision
Lack of trust regarding the practices of

supervision
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As Table 2 indicates, the major problems were those associated with supervision practices,

instructional supervisors, feedback and follow-up, and teachers’ attitudes toward supervision.

Supervision Practices. The most commonly cited concerns regarding the practices and procedures

included their perceived lack of consistency and professionalism, marked by discrimination, sub-

jectivity, favoritism, biases, corruption and dishonesty. According to the participants, supervision

practices were merely witch-hunting exercises. Instructional supervisors, especially headteachers,

deliberately frustrated teachers by victimizing them on flimsy grounds.

For the majority of participants, questionable supervisory practices and procedures that teachers

experienced demoralized, stressed, and embarrassed them.

Instructional Supervisors. Participants argued that instructional supervisors lacked the necessary

supervisory skills, were not actually prepared to supervise effectively, and were always busy with

other non-instructional concerns. Some participants complained that instructional supervisors used

classroom observations as occasions for parading teachers’ shortcomings. As one teacher said:

‘Heads not sufficiently prepared to supervise teachers. They lack supervisory skills, knowledge

and sometimes fear their supervisory roles. Actually, some heads tend to frustrate teachers delib-

erately and, therefore, do not carry out professional supervision.’ Comments regarding deliberate

neglect of supervisory roles on the part of supervisors appeared to be on the minority, but by no

means exceptional.

Feedback and Follow-up. Sixteen participants regretted the lack of feedback and follow-up on matters

regarding supervision of instruction. Participants specifically concurred that feedback and follow-

up regarding teachers’ essential tools of work such as lesson plans and schemes of work, were not

included in supervision practices and procedures. Others wondered as to why supervisors did not

provide teachers with written comments relevant to supervision of teaching and learning.

By way of illustration, one teacher lamented as follows: ‘Once teachers have been supervised by

whatever practice, no supervisory reports are made, not at school level. May be the headteacher

would have his or her own reports.’

Teachers’ Attitudes. Teachers’ negative attitudes toward supervision practices and procedures were

considered a major stumbling block to successful school-based supervision. Teachers viewed the

practices of supervision as fault-finding exercises aimed at catching teachers doing the wrong. As

one teacher noted:

I would imagine it is just the attitude that perhaps if a headteacher comes to my class, he is on a fault-

finding mission, which may not be the case. The attitude of many teachers, I believe, is that if I see the

headteacher coming into my class, I see the head of department coming to sit in my lesson, then they

want to corner me somehow. This attitude has to be corrected.

Two participants specifically noted that many teachers, especially the lazy ones, were against

the checking of teachers’ administrative tools, such as lesson notes, schemes of work and records

of work covered, and, as a result, they resisted any attempts by headteachers to examine their arti-

facts of teaching. One teacher, in a general remark, commented: ‘Those heads who pose as inspec-

tors have had resistance from teachers. Teachers have rebelled against such heads.’
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Suggested Changes in Practices of Internal Instructional Supervision

Classroom Observation

Participants suggested frequent classroom observation was required, especially undertaken by

headteachers and colleague teachers, and that workable modalities regarding classroom observa-

tion be worked out. As one teacher recommended: ‘It would be good if a headteacher visits teach-

ers in their classrooms to see how they teach because some teachers go into their classrooms only

to tell students irrelevant stories about their past personal experiences at their universities.’ A dep-

uty headteacher echoed:

Classroom visitation by headteachers would be very good and beneficial if used carefully; could be

employed so long as students and teachers understand the reasons behind the practice. But, has poten-

tial problem of breeding problems if misinterpreted. The reasons for potential problems is that students

may feel that the head is following teachers to find out if they teach well.

Also expressed was the need to explain to all the key stakeholders, such as students and teach-

ers, the purpose of classroom observation to avoid potential confusion, especially among students

who may feel that the headteacher is on a fault-finding mission.

Student Involvement. Twenty-five of participants suggested a need to involve students in the prac-

tices and procedures of supervision of instruction and proposed several ways in which students

could participate in supervision exercises. The most frequently cited strategies for student involve-

ment included allowing students to comment about their teachers’ instructional effectiveness using

a specially designed evaluation form and interviewing students about the performance of their

teachers. Commenting on this issue, one teacher stated: ‘Use of rating forms by students to rate

teachers is a good idea and should be encouraged. But the possibility of negative reactions from

teachers cannot be ruled out.’

One deputy headteacher concurred:

I think students should be allowed to give some feedback to the administration because sometimes stu-

dents have genuine complaints. You find a teacher who does not go to class in time. So if you have that

feedback you can also check the teacher and find out, for example, today you had a double lesson at this

time, you taught only one. I think feedback from students should just be verbal because when it is writ-

ten—maybe you have a suggestions box—somebody can put information which is not correct. The role

of class monitors is very crucial in this regard.

A teacher cautioned that some confidentiality should be observed regarding the involvement of

students in addressing teachers’ shortcomings and that headteachers should not discuss teachers’

weaknesses openly with students because doing so would most likely demoralize the teachers.

Instructional Supervisors. Suggestions were made regarding the personnel that participants would

wish to see as internal instructional supervisors. The most frequently cited individuals in this

regard included headteachers and heads of departments.

Thirty participants suggested that headteachers should take the leading role in internal instruc-

tional supervision by: (1) developing an interest in the major subjects being taught at secondary

school level; (2) teaching a few lessons; (3) allowing themselves to be supervised by other internal
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supervisors; (4) becoming more strict on supervision; (5) delegating supervisory duties accord-

ingly; (6) becoming competent in their teaching subjects; (7) being role models; (8) encouraging

teachers to observe their lessons as a way of modeling; and (9) being present in school most of the

time to offer adequate supervision. In several cases, the headteacher was described variously as

‘inspector on the ground’ and ‘teacher number one’.

However, one teacher was concerned about the possibility of headteachers being biased in their

practices of supervision and, instead, proposed supervision by a panel of supervisors consisting of

individuals drawn from among experienced teachers and other internal supervisors. This teacher

commented as follows:

The headteacher should not be let to make overall judgments on teachers alone. This is because they

may tend to be biased, especially when it comes to recommending teachers for promotions. There

should be a panel concerned with internal supervision. This panel should include heads of departments

and teachers.

Eight participants proposed that matters regarding internal instructional supervision be dele-

gated to heads of departments who are normally in close contact with fellow teachers. As one

teacher remarked:

Given the fact that heads of departments are constantly in contact with fellow teachers and they teach

the same subjects with teachers, they are able to understand the teachers better. They can also develop

rapport that would enable them to supervise subject teachers better than the headteacher. Heads of

departments should be more involved in internal instructional supervision because the headteachers are

mostly busy with other administrative duties.

In addition to the two types of individuals cited above as potential internal instructional super-

visors, a few participants concurred that deputy headteachers, subject teachers and students should

be involved in instructional supervision.

Attitudes Toward Supervision. Another area in which the participants expressed a desire for

change concerned teachers’ attitudes toward instructional supervision. Twenty participants,

in acknowledging the prevalence of teachers’ negativity toward supervision of instruction,

advocated for a change in this attitude to facilitate the implementation of supervision pro-

grams in the schools.

Several strategies to change this attitude were proposed by teachers: (1) encouraging teachers to

carry out their instructional duties well; (2) facilitating open discussions between teachers and

internal instructional supervisors; (3) educating teachers about instructional supervision practices;

and (4) encouraging teachers to regard instructional supervision as a normal administrative proce-

dure and as one of the means through which teacher performance can be upgraded. Advocating for

change relative to teachers’ negative attitudes, one education officer commented as follows: ‘I

would say that teachers should regard instructional supervision as a normal administrative proce-

dure, not necessarily to find faults. They should come to regard it as one of the means through

which the headteacher, can upgrade the performance of teachers.’

Feedback and Follow-up. Six participants expressed a need to provide teachers with feedback, espe-

cially written reports on matters regarding supervision of instruction. Others specifically advocated
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for constructive feedback on teaching strategies and techniques, especially after classroom visits

by the headteachers. Commenting on this issue, one teacher suggested:

Teachers need to be told the outcome of such internal assessment because teachers most likely might

not be conversant with the new instructional techniques and methods. Therefore, reports on internal

instructional supervision should be given to individual teachers as feedback on instructional concerns.

An education officer echoed: ‘The headteacher should call teachers, give them the necessary

feedback on what is observed in the class, counsel them on deficiencies noted and praise them for

a job well done.’

Collaboration and Teamwork. Nineteen respondents, in general, agreed that any successful imple-

mentation of an instructional supervision program is dependent upon collaboration and teamwork

among the key stakeholders. For example, some participants spoke about shared decision making

between internal instructional supervisors and teachers regarding the purposes of supervision and

the roles of the various individuals in supervision process. Other participants shared the view that

teachers’ input into matters regarding supervision of instruction should be encouraged, that heads

of departments, especially, should endeavor to facilitate collaboration between teachers and inter-

nal instructional supervisors, and that all teachers and internal supervisors should work as a team.

A comment made by one education officer may be the most succinct statement on this issue:

‘Teachers and heads working together on instructional supervision; success of schools depends

on teamwork involving determination of duties; comradeship very important.’

Twelve participants proposed the aspects of collaboration that they would like to be established

in the schools: (1) a harmonious, close working relationship; (2) an atmosphere of freedom of

expression; (3) concern for each other; (4) proper channels of communication; and (5) a good

understanding between teachers and headteachers.

Table 3 summarizes the major problems associated with the practices and procedures of internal

instructional supervision identified in this study and the corresponding suggested changes for

improvement.

Discussion

The research described above has attempted to provide the views of Kenyan secondary headtea-

chers, teachers, as well as senior government education officers regarding the: (1) meaning of

instructional supervision; (2) advantages of existing practices and procedures of instructional

supervision; (3) problems associated with practices and procedures of instructional supervision;

and (4) proposed changes for effectiveness of instructional supervision. The discussion of the find-

ings presented in this section is organized along the above major themes.

Meaning of Instructional Supervision

Findings revealed considerable discrepancy among teachers, headteachers and senior govern-

ment education officers regarding the meaning of instructional supervision. However, the three

groups of professionals agreed that instructional supervision includes strategies put in place by

the headteachers, deputy headteachers and heads of departments to monitor the teaching and

learning process in the school, and is a way of checking other people’s work to ensure that
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bureaucratic regulations and procedures are followed and that loyalty to the higher authorities is

maintained.

While some of these professionals were pleased with the current practices of instructional supervi-

sion and viewed them as productive, others saw little progress in instructional supervision practices in

the schools. It remains unclear why such discrepancy existed. However, one might contend that there is

considerable and continuing diversity of perceptions of instructional supervision and good teaching

among teachers and instructional supervisors and that stakeholders in education, such as teachers

and principals, have differing quality standards against which to judge an educational program (Oliver

and Pawlas, 2004). Teacher and headteacher perception of instructional supervision is an impor-

tant area because it is closely linked to students’ academic performance. The success of the

instructional supervision program depends on teachers’ and supervisors’ understanding of the

meaning of supervision. Only then can these professionals have productive supervisory relations.

Table 3. Problems in the practices and procedures of internal instructional supervision and suggested
changes for improvement

Problems Suggested changes for improvement

1. Lack of consistency and
professionalism (prevalence of
subjectivity, discrimination, biases,
witch-hunting, and victimization).

1. Ensuring consistency and a great deal of professionalism
in the practices of supervision; for example, by being
objective and teacher friendly and by discouraging
witch-hunting, discrimination, and fault-finding
practices.

2. Instructional supervisors’ lack of
supervisory skills and
competencies.

2. Ensuring that instructional supervisors acquire the
necessary supervisory skills and competencies through
participation in in-service training programs.

3. Teachers’ persistent negativity
toward instructional practices of
supervision.

3. Changing teachers’ negative attitudes towards
supervision; for example, by facilitating open discussions
regarding supervision and educating teachers about
supervision practices.

4. Lack of feedback and follow-up
support on supervisory matters.

5. Lack of free environment for
teachers to share instructional
concerns with supervisors.

6. Instructional supervisors often use
classroom observation as occasions
for parading teachers’ shortcom-
ings, victimizing and intimidating
them on flimsy grounds.

7. Instructional supervisors, especially
headteachers are often not pre-
pared to supervise teachers and
teaching effectively and appear
always busy with non-instructional
concerns.

8. Teachers’ lack of commitment to
internal instructional supervision.

4. Providing feedback and follow-up support to teachers on
matters regarding instructional supervision.

5. Facilitating collaboration, team work, and shared deci-
sion making between teachers and instructional super-
visors.

6. Encouraging instructional supervisors to motivate
teachers by encouraging and praising them for a job well
done and to treat them with the necessary dignity and
respect they deserve as professionals.

7. Encouraging instructional supervisors, especially the
headteachers to (1) delegate some of their supervisory
duties to heads of departments who are normally in close
contact with teachers and (2) be exemplary and role
models as instructional leaders and policy implementers.

8. Encouraging teachers to regard instructional supervision
as a normal administrative procedure geared toward
helping them to improve instruction and as a means of
upgrading their performance.
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Advantages

Academic Progress. The participants believed that instructional supervision contributed to students’

academic performance in national examinations as well as to the overall results for the schools.

These findings suggest that the participants had a great deal of confidence in the practices and pro-

cedures of internal instructional supervision and considered them important in facilitating stu-

dents’ academic development. These responses also converge on the notions that headteachers’

instructional leadership was a significant factor in facilitating, improving and promoting students’

academic progress and that effective instructional leadership had, as its major foci, high expecta-

tions for students, provision of quality instruction to students, and efficient use of appropriate stra-

tegies to monitor and to evaluate students’ progress.

These findings are congruent with the belief held by many of the recent writers in instructional

supervision that leadership which focuses on instruction has a strong purpose and commitment to

student learning, and that increasing attention should be paid not only to how teachers teach stu-

dents, but also to how teachers assess and evaluate students’ learning (Neuman and Simmons,

2000; Robbins and Alvy, 2003; Zepeda, 2003).

Quality of Teaching and Teachers. The participants in this study concurred that internal instructional

supervision practices had improved and maintained the quality of teaching in the schools and

facilitated teachers’ performance by (1) enlightening them about instructional methods, (2) helping

them to identify their areas of weaknesses and to address them and (3) encouraging them to prepare

and to plan their teaching effectively. These findings support the views of several writers cited ear-

lier in the literature who affirmed that instructional supervision facilitates teaching and learning by

helping teachers to improve teaching and to implement new instructional ideas and by providing

them with feedback on effective teaching (Chell, 1995; Drake and Roe, 2003; Nolan and Hoover,

2004; Wanzare and da Costa, 2001). These findings are also consistent with similar study con-

ducted in Namibia in which high school teachers indicated that instructional supervision enabled

them to develop confidence in teaching to improve subject matter content, and to use new instruc-

tional strategies (Murangi, 1995). High school supervisors in Murangi’s study similarly considered

providing guidance and professional support to teachers to be the most representative of the super-

visory discourse in Namibian high schools and had a great deal of confidence in the effectiveness

of supervision, especially in building teacher’ confidence in their own teaching abilities. As Wiles

and Bondi (2004: 67) noted, ‘the heart of supervision will always be the improvement of classroom

teaching’.

The improvement of the quality of teachers and teaching has been a major concern for the Ken-

yan government in its measures to address the quality of Kenyan education. According to Republic

of Kenya (1999), providing quality education to increasing numbers of students and using the

available resources is both a challenge and an opportunity. First, it is a challenge because of the

inadequacy of the available government resources. And second, it is an opportunity because of the

possibility of viewing education as both a service and an industry, which is marked to widen the

resource mobilization base.

Monitoring Teachers’ Work. The role of instructional supervision in enabling headteachers to mon-

itor teachers’ instructional performance closely, to keep teachers on their toes and to identify mar-

ginal teachers with teaching difficulties were considered important by the participants. These

findings suggest that the role of internal instructional supervision in ensuring that teachers actually
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performed their professional duties were at the core of participants’ responses. Several writers in

the literature have also highlighted the importance of monitoring teachers’ instructional perfor-

mance. Less uniformly agreed on is what the specific practices of monitoring function ought to

be. Various alternatives have been suggested. For example, Southworth (2002), in a study designed

to investigate into successful leadership in small primary schools in England, reported that the

headteachers studied were involved in monitoring teachers’ work by looking at teachers’ weekly

plans, visiting classrooms, examining samples of pupils’ work, observing the implementation of

school policies, reviewing test and assessment information, and evaluating pupils, class, and

school levels of performance and progress.

Curriculum and Instruction. The participants, in general, agreed that through instructional supervision

(1) teachers were able to implement the school curriculum more effectively by covering subject

syllabuses on time, (2) headteachers were able to identify and to provide needed instructional

materials and (3) teachers were introduced to current developments in curriculum and instruction.

These findings support the notions that principals play a crucial role in facilitating curriculum cov-

erage and implementation and that instructional leadership provides for coordination, maintenance

and improvement of instructional program (Blasé and Blasé, 1999b).

Central to the success of curriculum implementation is the need for headteachers to provide

teachers with materials and other necessary resources, to promote the use of new ideas and instruc-

tional methods, to devise ways of improving curriculum and instructional approaches and to deter-

mine professional learning activities that strengthen teachers’ instructional efforts and skills

(Gullet and Lofton, 1996; Terry, 1996).

Problems

Supervision Practices. The findings suggest that the participants had no confidence in supervision

practices because they were inconsistent, biased and subjective, and that the practices generally

stressed and frustrated teachers. These findings are congruent with the following notions in the lit-

erature on teacher supervision (Tsui, 1995): (1) supervision is a highly stressful experience for both

teachers and supervisors; (2) the experience of being supervised is even more stressful for teachers,

especially when supervisors have ‘economic power’ over them in the sense that their professional

growth depends on the approval of their supervisors; (3) teachers have the tendency to regard com-

ments and suggestions made by their supervisors as negative criticisms rather than alternatives for

them to consider; and (4) teachers tend to justify their own classroom practices rather than keep an

open mind about alternatives, especially those offered by their supervisors.

Instructional Supervisors. Findings revealed that instructional supervisors were ill-prepared for super-

vision, rarely conducted meaningful supervision and generally preoccupied themselves with other

non-instructional responsibilities, to the extent that they failed to provide adequate professional

help to teachers. Taken together, these problems were probably the cause of continued conflict and

poor relations between teachers and their internal instructional supervisors.

These findings are congruent with reports from similar studies done elsewhere. For example,

Kutsyuruba (2003), in a study that explored the perceptions of Canadian and Ukrainian notice

teachers regarding instructional supervision in Canada, reported that, in general, the Ukrainian

teachers studied expressed the view that supervisors did not always have the experience, knowl-

edge and ability to provide effective feedback and select professional development activities for
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teachers. However, these findings contradict those of Curtis (2002), cited earlier, which revealed

that all the principals studied considered themselves to be the experts in all situations and were

confident in their abilities to evaluate teachers and to supply them with strategies and advice to

‘fix’ their problems.

It appears that the Kenyan secondary instructional supervisors, especially headteachers, place

little emphasis on instructional supervision. Perhaps instructional supervision is not a priority area

in professional preparation programs for Kenyan secondary headteachers. It seems evident that

Sullivan and McCabe (1988) were right when they stated that supervising professional others is

not easy; and that successful supervision of professional teachers is a very complex process, which

often depends upon the principal’s ability and knowledge and, as a result, many principals avoid

one-to-one supervision when possible.

Attitudes Toward Supervision. The participants in this study seemingly regarded teachers’ attitudes

toward instructional supervision as an important factor in successful supervision of instruc-

tion. Teachers’ negative attitudes toward supervision as perceived by the participants are not

surprising because the literature and research have consistently indicated that teachers exhibit

attributes ranging from apathy to dislike with respect to supervision. For example, Lunenburg

(1995) observed that most teachers do not like to be evaluated and never find evaluation help-

ful to them professionally. These findings are congruent with reports by other writers in the

literature. For example, Zepeda and Ponticell (1998: 80), in reporting their findings regarding

teachers’ views about supervision, observed that the teachers they studied viewed supervision

as a ‘fix-it list, a series of items or behaviors on an evaluation checklist that teachers were

directed to ‘‘fix’’ or correct for the next evaluation’ (p. 80).

The experience of being supervised is stressful for teachers when supervisors have ‘economic

power’ over them (Tsui, 1995). Teacher opposition to instructional supervision is often a threat to

successful supervision and can be damaging to supervisory activities (Daresh and Playko, 1995;

Kosmoski, 2000).

It is appears that teachers’ perceptions and responses to supervisory practices have not fared

well in the research. Moreover, the ‘portraits’ of those who have been involved in supervising

teachers has similarly fared in unpopular terms (Reitzug, 1997). However, how teachers perceive

supervision is vital to the success of the supervision process (Zepeda and Ponticell, 1998). These

observations converge on the notion that tensions between teachers and supervisors have persisted

over the years. Blumberg (1980; as cited in Oliva and Pawlas, 2004: 14) described tensions

between supervisors and teachers as a ‘private cold war’.

Feedback and Follow-up. The participants believed that meaningful feedback and follow-up support

with respect to instructional supervision were not provided to teachers, and, consequently, they

were not assisted adequately. These findings contradict those of Blasé and Blasé (1999b) who

examined principal characteristics in elementary, middle and high schools in diverse regions of the

USA. Teachers in the this study agreed that effective principals gave specific feedback, which

focused on classroom behavior, concerns about students and problem solving, and which stressed

principals’ availability for follow-up talks.

The importance of providing feedback to teachers cannot be overemphasized. For example,

the national Institute on Educational Governance, Finance, Policymaking, and Management

(1999) observed that becoming a true instructional leader means that leaders will provide

teachers with feedback, guidance, support and professional development that will help them
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do their jobs better. And, more recently, Sergiovanni (2001) advised supervisors that when

giving feedback to teachers, they should endeavor to: (1) be descriptive rather than judgmen-

tal; (2) be specific rather than general; (3) concentrate on things that can be changed; (4) con-

sider their own motives; and (5) give the teachers feedback at a time as close to the actual

assessment as possible.

Suggested Changes

Supervision Practices. The participants suggested that classroom observation by internal supervisors,

such as headteachers and colleague teachers, should be a major means of addressing teachers’

instructional concerns and that all the stakeholders in the school, including students, should be edu-

cated about this supervisory practice to avoid potential confusion.

These findings are congruent with the Republic of Kenya Ministry of Education, Science, and

Technology’s (1998) view that the headteacher, as inspector of the school, should be involved in

visiting, observing and keeping a record of learning sessions in classrooms, laboratories and

workshops.

The participants agreed that examining teachers’ artifacts of teaching, such as lesson plans and

lesson notes, should be a viable alternative strategy for monitoring teachers’ level of preparedness

for classroom teaching. This finding is congruent with the views of several writers in the literature

regarding teachers’ artifacts of teaching. For example, Wanzare (2002) observed that an analysis of

teaching artifacts is an important process of collecting information about teachers. Similarly,

Republic of Kenya Ministry of Education, Science, and Technology (1998) underscored the impor-

tance of examining teachers’ artifacts of teaching when they recommended that the headteacher

should check periodically the teaching standards by referring to the artifacts of teaching, such

as schemes of work, lesson notes, records of work done, pupils’ exercise books, projects, practical

work and assignment scripts, to ensure regular making and systematic use in guiding learning.

Instructional Supervisors. The participants concurred that headteachers and heads of departments

would be the most suitable internal instructional supervisors. The involvement of headteachers,

deputy headteachers and departmental heads, especially in school-based instructional supervision

is not unique to Kenya; it is also found elsewhere. For example, findings of Scott’s (2001) study

done in Canada, sited earlier, revealed that the principals, vice-principals and heads of departments

were singled out by all teachers studied as the primary individuals responsible for supervising

them.

However, because the principal is overburdened with other responsibilities, it is important that

the principal share supervisory roles with other personnel in the school. Wanzare and da Costa

(2001), in crediting the works of Hoerr (1996), shared the view that, although the school principal

is ultimately responsible for ensuring the quality of teaching and learning in the school, it is nec-

essary and appropriate for the principal to share instructional leadership responsibilities with other

individuals in the school, such as departmental heads, colleague teachers and the vice-principal.

Attitude Toward Supervision. The participants concurred that changing teachers’ negative attitudes

toward supervision of instruction would enable teachers to view supervision as being beneficial

to them, thus facilitating their receptivity to supervision practices and their overall job satisfaction.

This finding is consistent with the view held by Kosmoski (2000) that successful supervision must

confront negative attitudes toward the practice of supervision.

208 Educational Management Administration & Leadership 40(2)

 at PENNSYLVANIA STATE UNIV on September 16, 2016ema.sagepub.comDownloaded from 

http://ema.sagepub.com/


I believe that if teachers are positive about supervision of instruction, it will be much easier to

assist them with their teaching competency. The message is simple, the prevalent negative associa-

tions that derive from the myriad behaviors that, to teachers, represent control supervision must

give way to behaviors that promote collegiality among teachers and headteachers as well as among

teachers themselves. Issues for headteachers include: Whether supervision programs as presently

practiced benefit teachers and students or do they simply frustrate the relationships between teach-

ers and instructional supervisors? Whether supervision practices contribute to instructional

improvement, that is, do the instructional benefits outweigh the negative teacher attitudes the prac-

tices may create?

Feedback and Follow-up. The participants believed that feedback and follow-up support given to

teachers, especially through shared discussions, will facilitate their awareness about their instruc-

tional performance, techniques and methods. These findings are consistent with Blasé and Blasé’s

(1999a) study in the USA, which revealed that, by visiting classrooms and giving feedback to

teachers, effective instructional supervisors ‘hold up a mirror’, serve as ‘another set of eyes’ and

are ‘critical friends’ who engage in thoughtful discourse with teachers about what was observed for

instructional improvement.

These findings also endorse recommendations by other writers and researchers (Larry, 1995; Mo

et al., 1998), which underscored the need to provide teachers with continuous feedback from super-

vision, based on observation meetings and visitations in order to improve performance and strategies

in classroom. Kutsyuruba (2003) noted that the skills, strategies and feedback obtained during

supervisory process should be supported by the appropriate professional development activities.

Collaboration and Teamwork. The participants advocated a collaborative form of instructional super-

vision in which teachers and headteachers work as a team to devise strategies for improving

teacher performance for the benefit of students. The benefits of collaboration and teamwork in

supervision of instruction has been underscored in similar studies. For example, Southworth’s

(1999) study in the UK reported that headteachers studied indicated that (1) their schools’ suc-

cesses were dependent on everyone pulling their weights, supporting one another and working

together, (2) improving the performance of the school rested on the teaching staff functioning

as a combined unit and (3) professional dialogue was developed through, among other strategies,

general teamwork.

Conclusion

In this article, I have presented some findings of a study regarding internal instructional supervi-

sion practices and procedures in public secondary schools in Kenya. Overall results indicate the

following perceived advantages of internal instructional supervision practices: They facilitate cur-

riculum implementation and students’ academic performance, and they enable instructional super-

visors to monitor teachers’ instructional work. Findings further indicate the following perceived

major problems associated with the practices and procedures of internal instructional supervision:

(1) lack of consistency and professionalism; (2) lack of productive feedback and follow-up support

on matters regarding supervision of instruction; and (3) teachers’ general negativity to practices of

supervision. And, the following were the major proposed changes to improve practices of internal

instructional supervision: (1) facilitate classroom observation and student involvement in supervi-

sion practices; (2) encourage supervision by headteachers and heads of departments; (3) facilitate
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change in teachers’ persistent negative attitudes toward instructional supervision practices; (4) pro-

vide adequate supervisory feedback and follow-up support to teachers; and (5) foster collaboration

and teamwork among teachers and instructional supervisors.

Findings of this study indicated that a great deal of importance was attached to examining teach-

ers’ artifacts of teaching. An examination of such artifacts, especially lesson plans, will enable

supervisors to judge on-the-spot adjustments in the lesson plans made by teachers while the lesson

is underway to accommodate ongoing behavioral cues from students or as the need for such adjust-

ments become necessary.

It seems that the practices and procedures of internal instructional supervision led to overall

school improvement by enhancing the quality of teaching and learning, curriculum implementation

and student performance. The literature on the school improvement research (Hopkins et al., 1994,

as cited in Glickman et al., 2001) suggested that (1) school improvement efforts should be directed

toward student outcomes, (2) the primary focus on school improvement should be teaching and

learning and (3) school improvement should focus on school development as a whole.

Participants in this study expressed their frustration regarding the current practice of supervision

of instruction, which primarily involves inspection of teachers’ instructional work. Teachers will

most likely continue to be frustrated and to lose their motivation and confidence in teaching per-

formance should this style persist in the schools and, as a result, the current practice will not benefit

teachers as professionals.

It seems that feedback and follow-up are considered central to the practices and procedures of

internal instructional supervision. Feedback provides an open channel for discussion and evalua-

tion of instructional supervision.

Recommendations

Based on the findings and conclusions of this study, I offer the following recommendations for

practice and for research.

Practice

Collaborative Supervision. Given the crucial importance of professional supervision in the facilitation

of teachers’ positive attitudes toward instructional supervision practices, there is a need for internal

instructional supervisors to develop consistent assessment procedures for teacher performance.

One logical strategy toward this end would be for instructional supervisors to work collaboratively

with teachers to develop appropriate assessment procedures for teacher performance. Sergiovanni

and Starratt (2002) noted that, in implementing supervisory options (1) supervision should be

viewed as a process that is equally accessible to teachers and administrators, (2) supervision should

not monopolize supervision process by excluding teachers and (3) principals should endeavor to

build a culture of shared responsibility for learning and instructional improvement. Assessment

procedures may include frequency of classroom observation, methods of recording classroom

teaching, when and how to provide feedback on teacher performance, and how data collected about

teachers should be used. In defining the procedures, teachers’ experience and levels of competence

should be considered. Incompetent and inexperienced teachers should be observed more frequently

than competent and more experienced teachers.

Clearly defined assessment procedures may serve as guides for both teachers and instructional

supervisors, should be the foundation for assessment, and should facilitate teachers’ confidence in

210 Educational Management Administration & Leadership 40(2)

 at PENNSYLVANIA STATE UNIV on September 16, 2016ema.sagepub.comDownloaded from 

http://ema.sagepub.com/


the practices and procedures of internal instructional supervision. Most important, how the data

collected are used by internal instructional supervisors should be clarified. Assessment data may

be used for (1) discussion with teachers, (2) the creation of a professional development assistance

plan and (3) personnel decisions regarding, for example, merit pay, career ladder, change of assign-

ment, increased responsibilities, retention and dismissal (Oliva and Pawlas, 2001). Headteachers

need to use an appropriate supervision model. The participants in this study indicated satisfaction

with a collaborative form of supervision model. The key is most likely the use of any model with

the ingredient of high.

Professional Supervision. Internal instructional supervisors, especially headteachers, should endeavor

to adopt and to foster professionalism as a cultural norm in the practices of internal instructional

supervision. It is important for headteachers, as internal instructional supervisors, to recognize that

teachers come to teaching with a wide range of professional training backgrounds as well as per-

sonal notions on how best to carry out teaching responsibilities, and, as a result, they expect to be

treated as true professionals.

As teachers as professionals tend to work most effectively within the context of a collegial envi-

ronment that supports professionalism, they must be given the opportunity to prioritize their own

instructional areas and to plan the pace of change in their classrooms, and to discuss and to adopt

professionalism as a cultural norm in their schools to further their professional development in

their learning communities. According to Eraut (1995), being a professional practitioner implies

three things: (1) a moral commitment to serve the interests of students by reflecting on their

well-being and their progress and deciding how best it can be fostered or promoted; (2) a profes-

sional obligation to review periodically the nature and effectiveness of one’s practice in order to

improve the quality of one’s management, pedagogy and decision making; and (3) a professional

obligation to continue to develop one’s knowledge both by personal reflection and through inter-

action with others.

To Speck (1999) professional culture is associated with a sense of collegiality, trust, respect and

reflection within the professional learning community. As Republic of Kenya (1999) concluded,

when teaching is professionalized, teachers will be expected to be efficient and effective in their

delivery of educational services. Republic of Kenya also recommended that the concept of teacher

as a professional be defined within acceptable academic and professional principle and that a com-

prehensive criteria for professionalizing the teaching career be defined. Toward this end, instruc-

tional supervisors should endeavor to work with teachers strictly within the context of teaching and

learning and the overall welfare of students and the schools. Instructional supervisors should

recognize and acknowledge the professional autonomy and authority of teachers because, as pro-

fessionals, teachers are best placed to identify students’ needs and the most effective teaching and

learning strategies. The supervisor’s role in professional supervision is to provide assistance, sup-

port and professional development opportunities (Sergiovanni and Starratt, 20002).

Further Research

Long-term Effects of Instructional Supervision. Findings of the study have indicated clearly that internal

instructional supervision appeared to have contributed to the overall school improvement. There-

fore, it is recommended that studies be conducted that would determine the long-term effects of the

practices of internal instructional supervision and staff development on school improvement. Do

these practices actually lead to school improvement? How does school improvement come about?
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Investigations should consider how different practices of instructional supervision and staff devel-

opment affect individual schools, teachers and students. Sample schools may be selected to deter-

mine the progress regarding instructional supervision and staff development within a specified

time period after the implementation of the action plans.

Such investigations may be enhanced through extensive, thoughtful dialogue with the key

stakeholders in the schools (for example, headteachers, teachers and students) and critical exam-

ination and analysis of improvement efforts in terms of teacher quality and instructional

approaches, as well as students’ learning.

Observational Study of the Practices of Instructional Supervision. This study revealed a variety of prac-

tices of internal instructional supervision, such as checking teachers’ potential tools of work,

examining students’ exercise books and observing teachers in their classrooms. These findings

suggest that internal instructional supervisors apparently recognized the need to facilitate teacher

performance through differential supervisory strategies. It is, therefore, logical to recommend that

observational study that focuses on the current practices and procedures of internal instructional

supervision be conducted. This should include watching headteachers in their supervisory prac-

tices to determine what they do and how they do it.

A major advantage of observational study, as explained by Gall et al. (2003), is its potential to

yield more accurate data than other research strategies.
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Notes

1. Please, note that this is the most recent study regarding school-based instructional supervision in Kenya.

2. The study will provides headteachers with another source of information regarding internal instructional

supervision in addition to that provided by the Directorate of Quality Assuraance and standards. This

information may be used by secondary teachers in assessing how instructional resources could be used

appropriately and developed for effective teaching.

3. Findings of this study gives a clear picture of the current status of internal instructional supervision prac-

tices and procedures in secondary schools. This information should enable school administrators to create

new instructional conditions under which headteachers and teachers can work more effectively.

4. At the Ministy of Education level, educational leaders may refer to the findings emerging from this study

as an educational rationale for developing and adopting guidelines, standards, and regulations concerning

effective internal instructional supervision in secondary schools.

5. The findings can also be used by the Ministry of education to improve headteachers’ performance in inter-

nal instructional supervision by identifying the areas needing improvement. This improvement may be

conducted through training and professional development programs.
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