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Abstract 

The purpose of this study was to explore the readiness of the Internal School Quality Assurance 

Teams (ISQATs) to supervise instruction in Tanzanian public secondary schools. The study 

employed a qualitative approach, and data were collected through semi-structured interviews and 

documentary reviews. A purposeful sampling technique was used to select 18 participants from the 

Kilimanjaro Region of Tanzania. The findings indicate that many Internal School Quality Assurance 

Officers (ISQAOs) had limited professional profiles despite having adequate teaching qualifications. 

Their supervisory practices included regular checking of academic records, reminding teachers of 

their responsibilities, and recommendations on academic matters. It was also found that ISQATs 

faced challenges such as heavy workloads, poor cooperation from teachers, a lack of supervision 

guidelines, and different perspectives regarding lesson planning. This study concludes that ISQATs 

were not fully ready to supervise instructions as professionals, implying that the existing ISQAOs 

need to receive professional training and that a supervision policy that requires possession of 

instructional supervision skills as a pre-requisite for teachers’ promotion to an instructional 

supervision role be implemented. 
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1. Introduction 

Instructional supervision is directly related to the improvement of teaching and learning 

(Zepeda & Ponticell, 2019). Through instructional supervision, teachers are supported to 

ensure that they are adhering to the principles of good teaching, and those who perform well 

are given positive reinforcement to ensure that they continue to do so. However, if a teacher 

fails to apply effective teaching principles, the supervisor must provide remedial support by 

explaining and modeling appropriate teaching practices, setting improvement benchmarks, and 

monitoring and supporting the teacher's efforts to improve (Glickman, et al., 2013; OECD, 

2013). 

Instructional supervisors are expected to adhere to the principles of effective 

supervision, including fault-free problem solving, collaborative processes, and a dedication to 

the advancement of teachers’ professional development, among others (Glickman et al., 2013; 

Zepeda & Ponticell, 2019). This has necessitated the establishment of professional 

instructional supervisors from outside the school. Unfortunately, most external supervisors 

behaved inconsistently with the original purpose and principles of effective instructional 

supervision (Maisyaroh et al., 2021; Zepeda, 2017). For example, some visited the schools 

without prior notice, a style associated with guerilla tactics of attacking unsuspecting enemies 

and fleeing away immediately. This style of supervision instilled fear and tension among 

teachers (Ngwenya, 2020). Some approached teachers as enemy with a "cold war” strategy in 

which neither side has any faith in the other (Ebele & Olofu, 2017; Matete, 2021; Zepeda, 

2017).  

In Tanzania, the state of instructional supervision has been more serious. Studies 

demonstrate that external supervisors did not have access to reliable modes of transport or 

sufficient funding to enable them to visit schools. Their workload was heavy due to the 

overabundance of schools and the shortage of supervisors (De Grauwe, 2001; Matete, 2021). 

Others provided hurried and superficial supervision to a few teachers in an effort to cover as 

many schools as possible (Matete, 2021). It was also more challenging for them to follow 

through on the recommendations they made in inspection reports due to insufficient 

coordination and collaboration with other authorities. As a result, poor teaching practices 

remained unsolved as supervision did not yield the anticipated improvement in the quality of 

instruction (United Republic of Tanzania [URT], 2021; Ministry of Education, Science, and 
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Technology [MoEST], 2017a). Given reports of a significant decline in the quality of 

instruction, the overall conclusion is that the impact of the instructional supervision service 

provided to Tanzanian schools is insufficient to improve teaching and learning (De Grauwe, 

2001; MoEST, 2017b; 2017a; Mosha, 2012; Tonini, 2012). 

In view of this situation, the Government of Tanzania was to follow either of the two 

popular solutions for improving instructional supervision. First, to replace external supervision 

and visits with total decentralization of supervision at the school level, like in Finland. Second, 

to strengthen the internal instructional supervision capacity in order to counterbalance the 

weaknesses of external supervision visits (De Grauwe, 2001; UNESCO, 2011). Fortunately, 

the Tanzanian Government chose option number two in January 2018, replacing the school 

inspection system with the school quality assurance system (SQAS), which resulted in the 

establishment of both external school quality assurance (ESQA) and ISQATs to support 

instructional improvements at the school level (MoEST, 2017a, 2017b; URT, 2018). 

Despite the necessity of introducing ISQATs at the school level, it is still unclear 

whether they are prepared to make any difference in teachers’ instruction. Nevertheless, there 

have been limited studies investigating ISQATs’ readiness to support instructional 

improvement, as recent research has primarily focused on external instructional supervisors. 

For example, Mcheka et al. (2022) examined the role of ESQA, Agapiti and Kitula (2022), and 

Secilia and Mwila (2022) investigated the impact of external supervisors on teachers’ efficacy, 

and Medard and Mwila (2022) focused on the guidelines for school quality assurance (SQA). 

The extent to which ISQATs are ready to bring about change in secondary schools in Tanzania 

is not well studied and documented. Thus, this study explored the readiness of the ISQATs to 

conduct instructional supervision in secondary schools in Tanzania. The key research question 

was: Are the ISQATs ready to supervise instructional activities in secondary schools? The 

study did not focus on the supervision of school financial resources and teaching and learning 

materials, although these play a great role in effective classroom instructional practices. 

 

2. Literature review 

2.1. Rationale for the Internal School Quality Assurance Teams 

In many countries, middle management teams, such as ISQATs, dedicated to 

pedagogical improvement are emerging as the ideal form of school management (Ngwenya, 

2020; OECD, 2008). This paper presents five rationales for ISQATs. First, ISQATs provide 
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sustainable improvement of instruction because they are close to the point of instructional 

delivery. This makes it even more for them to monitor what occurs in schools and to provide 

consistent support to teachers (De Grauwe, 2001; Ngwenya, 2020; Zepeda, 2017). Second, 

ISQATs serves as a link between internal school improvement processes and externally 

initiated reform. They help their teachers match their pedagogical approaches to the established 

external performance standards (OECD, 2008). Instructional improvement cannot be achieved 

solely by the external or internal supervision teams; rather, a combination of both is likely to 

produce better results than either strategy alone (Hargreaves, 1995; UNESCO, 2011). Third, 

ISQATs promote a culture of self-assessments and self-correction in schools. Thus, ISQATs 

help schools to solve their problems, rather than relying on external actors (UNESCO, 

2011). Through ISQATs, teachers are given more professional autonomy to engage in self-

quality assurance practices that allow them to utilize each other’s expertise for improvement 

(De Grauwe, 2001). Fourth, delegating leadership roles to ISQATs helps to prepare teachers 

for higher-level positions requiring a high degree of leadership expertise as they get the 

opportunity to diffuse leadership-decision making skills (OECD, 2008; Zepeda, 2013). Fifth, 

ISQATs help reduce the span of control of the head of the school. This implies that the head 

of the school has less work to do at the school level, which makes the headship role more 

manageable (OECD, 2008; Zepeda & Ponticell, 2019). 

2.2. Pre-Requisites for Effective Instructional Supervision 

The goal of instructional supervision is to facilitate teachers’ instructional 

improvement. To achieve this goal, supervisors need to have supervision skills, have a 

manageable workload, use professional guide, practice intensive supervision, and use 

appropriate supervision approach (Southworth, 2002; Zepeda & Ponticell, 2019). Supervisors 

need technical skills because instructional supervision activities involve technical tasks like 

assessing the application of student-centered pedagogies in lesson preparation and facilitation 

(Glickman et al., 2013; UNESCO, 2011). Supervisors must also have interpersonal skills, like 

communication skills, to interact and collaborate with a diverse range of teachers on a daily 

basis while addressing their instructional challenges at the school. In contrast, a lack of it leads 

to constant conflict with teachers, the emergence of negative attitudes among teachers toward 

instructional supervision, and unimproved instruction (Glickman et al., 2013; Southworth, 

2002; Zepeda, 2017). It is important for instructional supervisors to undergo professional 

training for them to develop new competencies, including technical and interpersonal skills. 
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Newly appointed supervisors can benefit from induction programs that prepare them to begin 

instructional supervision practices while existing supervisors can receive continuous in-service 

training to help them adjust to changing conditions in their roles (UNESCO, 2011). The 

implication is that teaching alone cannot produce effective instructional supervisors (OECD, 

2008).  

It is also important that instructional supervisors have a manageable workload, so that 

they have more time to engage in instructional improvement activities (Panigrahi, 2012). Too 

much involvement by supervisors in activities unrelated to instructional improvement in 

schools decreases not only their commitment and ability to supervise instruction (UNESCO, 

2011; De Grauwe, 2001). It is critical that if teachers are required to perform supervisory 

duties, their excessive workloads, which prevent them from focusing on instructional 

improvements, be reduced. Without this, supervision is frequently reduced to meaningless 

checklists, resulting in missed opportunities for meaningful instructional supervision 

(UNESCO, 2011; Zepeda, 2006). Supervisors also need professional guidelines and manuals 

to objectify and depersonalize supervision. Using an observation protocol, for example, 

enables the supervisor to concentrate observation on the tangible evidence found during the 

teaching and learning process in the classroom rather than the observer's normative position or 

personal attributes of the teacher (Elmore, 2008). According to the OECD (2005), standardized 

supervision with detailed performance indicators facilitates a shared understanding between 

the supervisor and the teacher regarding the qualities of effective teaching. Santiago et al. 

(2013) added that supervision guidelines not only support supervisors in assessing teachers’ 

work but also guide teachers in evaluating themselves. 

Supervisors should also practice intensive supervision, which entails devoting enough 

time to engaging teachers in in-depth discussions about effective teaching and using multiple 

data sources and strategies to improve both general and specific aspects of teachers' 

professional practice as a whole (Owan et al., 2023; Santiago et al., 2013; UNESCO, 2011; 

Zepeda & Ponticell, 2019). Supervisors must avoid traditional supervision that focuses on 

ensuring compliance with rules and regulations that require them to check off extensive 

checklists of easily measurable items such as the number of lessons taught and write related 

reports (UNESCO, 2011; Zepeda & Ponticell, 2019).  Moreover, supervisors have traditionally 

used a directive supervision approach, in which the supervisor bears a high degree of 

responsibility while the teacher bears little responsibility. However, evidence from effective 
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schools indicates that directive supervision is being replaced by collaborative supervision 

(Glickman et al., 2013). The rationale is that directive supervision is more about controlling 

teachers than helping them develop professionally (UNESCO, 2011; Glickman et al., 

2013). Teachers view directive supervision negatively and with bitterness, as they equate it 

with the process of finding faults in their teaching. As a result, they are resentful of the process 

of supervision (Hoque et al., 2020). On the other hand, collaborative supervision has been 

embraced because it allows the teacher and the supervisor to work together to improve 

instruction (Glickman, 2002). The approach also treats supervision as an adult learning process 

where the supervisor consults with teachers as peers on issues related to pedagogical 

improvements (Glickman et al., 2013; Weinberger & Libman, 2018; Zepeda & Ponticell, 

2019).  

 

3. Methodology  

It was important for this study to apply a qualitative research approach and an 

exploratory case study design to explore readiness of ISQATs to supervise instruction in their 

schools. The qualitative research approach collects participants’ views, behaviors, and 

experiences in responding to the research questions of the hows and whys rather than how 

much or how many (Tenny at al., 2022). In addition, exploratory case study design employs 

multiple data collection methods to collect rich data for better understanding the phenomenon 

under investigation in its natural setting (Crowe et al., 2011; Lincoln & Guba, 2013). It was 

also critical to reduce common flaws in the findings associated with the use of qualitative 

approaches and case study designs, such as subjectivity and limited generalization, among 

others. Thus, this study used a triangulation strategy that employed multiple data sources and 

collection methods. The study also used thick descriptions so that document passages and 

words uttered directly by study participants when expressing their views were quoted to 

support the findings. Allen (2017) and Given (2008) assert that thick descriptions facilitate the 

transferability of the findings by allowing the reader to assess the relevance of the findings in 

their context. 

This study was carried out in the Kilimanjaro region. The Kilimanjaro region is situated 

in northern Tanzania. Kilimanjaro is one of Tanzania's top-performing regions in secondary 

education (NECTA, 2019). Moreover, the Kilimanjaro region has established ISQATs in its 
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public schools in response to school quality assurance system reforms (URT, 2018). These 

factors put the Kilimanjaro region in a better position to provide more insight into the ISQATs’ 

readiness to conduct instructional supervision in public secondary schools. 

The study employed the criterion-purposeful sampling technique. As stated by Palinkas 

et al. (2015), this technique is appropriate for identifying and selecting “participants who meet 

a predetermined criterion of importance”. As a result, the sample size of eighteen (18) 

participants was obtained through saturation. In particular, this study identified and selected 

ISQAOs (06), heads of schools (06), and teachers (06) from six public secondary schools in 

Kilimanjaro. It was important to involve ISQAOs, who were the first to form ISQATs in 2018 

and had experience with supervision of instruction. It was also important to involve heads of 

schools as well, as appointed teachers serve as ISQAOs, supervise ISQATs directly, and serve 

as the chief internal school quality assurance. Teachers were also involved because ISQAOs 

are expected to help teachers improve instruction. 

Data for this study were gathered through document reviews and interviews. In 

particular, the study employed in-depth interviews because it enables participants to share their 

experiences related to the readiness of ISQATs to supervise instruction. It also enables the 

researcher in probing additional information from participants' accounts that is helpful for the 

analysis (Given, 2008). The school performance evaluation reports (SPERs) and teachers’ 

lesson plans were reviewed. The SPERs are general school performance reports that are 

prepared by Zonal School Quality Assurance Officers (ZSQAOs) from outside the school, and 

they include information on ISQATs' job performance. Lesson plans also offered information 

on ISQAO supervision practices, such as how they attempt to improve teachers' lesson 

preparations through their comments in the lesson plans. 

This study employed thematic analysis techniques, which entail the identification and 

analysis of meaningful patterns within the qualitative dataset (Braun & Clarke, 2006). In 

particular, the analysis involved: (i) interview data were transcribed from audio to texts and 

texts were translated from Swahili to English; (ii) texts were read several times to become 

familiar with the data pertinent to the research question, and the relevant items were noted; (iii) 

codes were generated by assigning symbols to text messages that contained recurring ideas to 

set them apart from other texts; (iv) the previously generated codes were examined and codes 

with similar meaning were grouped to form broader patterns of meaning known as categories 
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or sub-themes; (v) the sub-themes were deeply examined, leading to the combination of related 

themes, and as a result, final themes were developed; and (vi) the research report was written. 

All research ethics were complied with, from the conception of the research problem 

to the report writing (Given, 2008). For example, the institutional research review committee 

(IRRC) of the university granted ethical clearance for the proposed research. In the field, 

participants were informed about the goal of the study, the duration of the interviews, the 

methods and instruments used to collect the data, and how the report would be disseminated. 

It was also important that participants were to consent to take part in this study voluntarily. 

Pseudonyms were also used in place of participants’ and institutions’ real names during 

reporting to protect their identity. Issues related to plagiarism were highly avoided by ensuring 

that all materials used in the study were acknowledged. 

 

4. Findings and Discussion  

The primary objective of this study was to find out how prepared the ISQATs were to 

supervise instruction in Tanzania's public secondary schools. Three key themes emerged from 

the collected data. They include the profiles of ISQAOs, the instructional supervisory practices 

of ISQATs, and the challenges faced by ISQATs in supervising instruction. 

 

4.1. Profiles of Internal School Quality Assurance Officers  

Table 1 

Profiles of ISQAOs 

Category Description Frequency 

Sex Male 04 

Female 02 

 

Teaching experiences 

 

7-10 years 

 

02 

11-15 years 02 

26-32 years 02 

 

Education qualification 

 

Bachelor 

 

04 

Masters 02 

 

Professional training  

 

Prior to the appointment to be ISQAO 

 

01 

After appointment to be ISQAO - 

Note: N=6 

The study included six ISQAOs from six public secondary schools. The sex profiles of 

the six ISQAOs indicates that four were males and two were females. Moreover, the teaching 
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experience profile shows that each of the six ISQAOs has worked as a secondary school 

teacher for at least seven years. Furthermore, the education qualification profile indicates that 

two ISQAOs had master’s degrees and four had bachelor’s degrees in education (see table 1). 

This demonstrates that each of the six ISQAOs had the educational background required to 

teach secondary students effectively. This suggests that ISQAOs were appointed based on 

their teaching profiles, which include their educational backgrounds and teaching experience. 

According to the data on the professional training profile, only one of ISQAOs had 

gone through professional training before being appointed as an Internal School Quality 

Assurance Officer (ISQAO). However, the vast majority of the ISQAOs did not possess the 

professional skills necessary to supervise instruction at secondary schools. The data also 

shows that none of the six ISQAOs attended any professional training after being appointed. 

This suggests that there was only one teacher who met the minimum professional 

requirements for the instructional supervision role. The following is what ISQAO from school 

"D" said during the interview about professional training: 

“We were simply given a letter informing us that a new unit whose focus would 

be on quality assurance had been launched and that we would be the quality 

assurers. Thus, we found ourselves working but like someone who was groping 

into darkness who is not sure of the next step. So, in similar manner, we have been 

working but not sure of what we are doing. Sometimes I have been asking myself, 

what is our scope and limitations of our responsibilities? There are times when 

you do something and you are told that this was not supposed to be done by you. 

Then when you abandon that task, you are told this is your task as the quality 

assurer. If seminars were conducted to orient us on our duties it would be better 

instead of being just given responsibilities as it is now the case.” 

 

Regarding the same issue, another ISQAO from school "A" commented during the 

interview: 

“No one has received training of quality assurance since we began this work. 

When we first started, I remember I told the head of the school that these teachers 

are just inspecting, but they have no idea what they are doing. So, I volunteered 

and created the inspection guide based on the knowledge I gained from my 

Master's Degree studies in education supervision.”  

 

Data from documentary reviews also indicate that ISQAOs had never received 
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professional training. Consider the following passage from SPER for school "D": 

“Internal school quality assurance team is in place; however, it needs training on 

what and how to perform its roles. Members are not familiar with responsibilities 

handed to them… equip the team with knowledge on what to do as ISQAT so as 

to assist administration to get feedback on the teaching and learning for 

appropriate recommendation for action.” 

The presented narratives indicated that the majority of ISQAOs assumed the role of 

supervising instruction for quality assurance without a proper professional profile. They never 

participated in induction or continuous in-service professional development after being 

appointed. The findings imply that ISQATs were not ready to supervise instructions because 

ISQAOs had limited professional profiles although they had adequate teaching profiles. These 

findings are in line with those of Dea (2016) in Ethiopia, who found that instructional 

supervisors lacked professional training and skills, and thus they tended to focus too much 

attention on teachers’ weaknesses, and they imposed punishments rather than helping the 

teachers improve instructions. However, UNESCO (2011) and Zepeda (2017) recommend that 

internal instructional supervisors need professional training for them to succeed in promoting 

the use of effective teaching and learning techniques while also providing a range of 

professional development opportunities for their teachers. 

 

4.2. The Instructional Supervisory Practices of ISQATs 

Data indicated that ISQATs implemented a number of supervision procedures to 

improve instruction in their schools. These supervisory practices include checking academic 

records, reminding teachers of their responsibilities, and provision of recommendations on 

academic matters. 

Checking academic records. Data show that ISQATs supervised teachers’ instructions 

by checking the academic records such as teachers’ lesson plans, students’ exercise books, log 

books, and class journals. According to the findings, ISQAOs collected these academic 

documents every Friday for assessment to determine whether teachers planned and taught 

lessons in accordance with the number of periods assigned to them. The findings from lesson 

plans reviewed indicated that ISQAOs just commented ‘seen’ or “checked”, followed by their 

signatures. ISQAO from School “A” explained during the interview how they supervise 

instruction by checking a number of academic records: 
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“The documents are collected every week and must be reviewed; all the lesson 

plans, schemes, and log books must be collected every Friday and must be 

checked and signed to know those who completed their duties and those who are 

not. We also look through them to see how many periods have been lost in a week. 

If there is a discrepancy, we discuss with the teacher how he or she will 

compensate for the missed periods.” 

 

During the interviews, ISQAO from school “E” explained the rationale behind the 

weekly checking of academic records: 

“We check to verify if the lesson plan is compatible with the notes taken by 

students and the class journals. As you may know, there are some teachers who 

can write lesson plans without attending the classroom, and some teachers can 

even teach without a lesson plan. So, we must expose such people. We also check 

student’s notebooks to see if the teacher has given notes to the children, whether 

the teacher has given them notes and exercises, and whether they are marked.” 

 

The findings indicated that ISQATs carried out their duties by checking academic 

records, including students’ exercise books, class journals, and teachers’ lesson plans. These 

findings are consistent with those reported by Fathil et al. (2021) in Malaysia and by The World 

Bank (2021) in Tanzania, who both found that academic records, such as lesson plans and class 

journals, were regularly examined to ensure that teachers planned and taught their lessons 

consistently. Different scholars also agree that regular checking of academic records is 

important for understanding the quality of teachers’ instruction and students’ learning, as well 

as to determine whether the curriculum is being followed (Malunda et al., 2016; Mauliate et 

al., 2019). The findings suggested that the goal of checking academic records was to ensure 

that the number of activities completed by teachers matched the number required. However, 

the literature does not support the practice of simply matching the number of planned lessons 

to the lessons taught. For instance, UNESCO (2011) argued that supervisors need to move 

from a traditional approach to supervision that focuses on ensuring compliance and instead 

focus on more intensive supervision with the aim of improving instructional quality by 

allocating adequate time to engage teachers in in-depth discussions about how they are 

teaching. Owan et al. (2023) and Zepeda and Ponticell (2019) suggested that instructional 

supervisors need to focus on the supervision which supports the holistic improvement of the 

quality of teaching and learning. To these scholars, engaging in checking of extensive 
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checklists of easily measurable items such as the number of lessons that are planned is 

meaningless and waste of time. 

Reminding teachers of their responsibilities. The findings indicated that ISQATs were 

constantly reminding teachers of their primary responsibilities of planning and facilitating 

classroom instructions. It was also found that ISQATs insisted on teachers to prepare and teach 

all of their lessons, assess learning, and practice all aspects of good instructions. During the 

interview, one of the ISQAOs from school “C” explained that they were closely monitoring 

teachers’ performance and notice any flaws, which they used as an example in the staff meeting 

to remind them to perform their duties properly. Here she explained: 

“We make sure the teachers have a lesson plan and a scheme of work, and if they 

do not, we take note of it. During staff meetings, which take place every day at 

tea time, we ask the head master for an opportunity to present the areas of 

weaknesses identified. We also use that opportunity to remind the teachers that it 

is their responsibility to the plan lessons, give students notes and exercises.” 

 

Another ISQAO from school “B” commented during the interview on how continuous 

reminders have helped teachers become more accountable. He said: 

“Teachers are aware of their responsibilities, but we simply encourage them to do 

so. Overall, the quality assurance department strongly encourages teachers to 

attend all sessions. Sometimes the lessons are lost because the teacher do not 

attend classrooms. So, by insisting on the same thing from the academic office 

and the quality assurance department, we are able to reduce the number of lost 

sessions.”  

 

As can be observed from the findings, ISQATs clearly used various opportunities to 

remind teachers not to neglect their core responsibilities of planning and facilitating 

instructions in the classroom. This suggests that oral reminders along with written reports are 

crucial in helping teachers identify their areas of weakness and the need to strengthen them.  

Provision of recommendations on academic matters. The findings indicated that the 

assessment reports from ISQATs highlighted issues that needed improvement and 

recommended how to address them. The reports were useful in understanding the academic 

situation in the school for both internal stakeholders (e.g., teachers, heads of academic 

departments, and heads of schools) and external supervisors (e.g., ward education coordinators, 

district council education officers, and zonal quality assurance officers). Regarding the use of 
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ISQATs’ assessment report, ISQAO from school “A” stated during the interview: 

“Our main work is to go through every aspect of academics. When external 

inspectors arrive, they do not start the inspection process directly, but they will 

start with us so that we can give feedback on what we have done, what 

shortcomings we have identified, and the solutions we have recommended. We 

have made it too easy for them to carry out inspections after they have read our 

reports. External quality assurers and all people who want to carry out inspection 

must go through us first because what they come to inspect, is what we have 

already done internally and written a report about it.” 

 

Another ISQAO from school “C” stated during the interview that how 

recommendations assisted in resolving the issue of inadequate physics instruction in Form IV, 

she explained: 

Form IV students expressed dissatisfaction over their lack of understanding of 

their Physics teacher. Head master informed me about the situation and I advised 

the teacher to change his teaching approach by engaging students, giving them 

notes, and also providing them with exercises. I have been making a follow-up on 

the issue ever since, and those students have told me that they are now 

understanding him better than they did before. I can say that the feedback has been 

encouraging and beneficial. 

 

ISQAO from school “B” also clarified during the interview the extent to which their 

recommendations are helpful. He commented: 

“We advise the head of the school, or rather, the school in general, when we see 

that there are academic challenges that can be solved. We also talk with individual 

teachers about their challenges and help them understand how they can solve 

them.” 

 

As can be seen, the findings indicated that ISQATs’ instructional supervisory practices 

involved giving recommendations on academic situation in the school to education 

stakeholders, both internal and external and suggesting necessary actions to improve 

instructions. This implies that one of the key responsibilities of the ISQATs is to provide an 

advisory role about the academic situation and how to improve instructions in the school. These 

findings are consistent with the earlier studies that have demonstrated the importance of 

internal supervisors in linking internally initiated improvement processes with externally 
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driven reforms to maximize synergy among diverse education stakeholders (UNESCO, 2011; 

OECD, 2008). 

 

4.3. Challenges Faced by ISQATs in Supervising Instructions 

The findings revealed four key challenges that were impeding ISQATs’ ability to 

effectively supervise teachers’ instructions: heavy workloads, poor cooperation from teachers, 

lack of supervision guidelines, and different perspectives on lesson planning. 

Heavy workloads. The finding indicated that teachers who were appointed as ISQAOs 

were not released from their previous responsibilities. As a result, they became so 

overwhelmed with their teaching responsibilities that they were unable to find time for 

classroom observations. During the interview, one of the ISQAOs from school "C" made the 

following complaints: 

“Personally, I have more periods to teach than I can handle. How can I then leave 

my periods that I have not prepared yet, I have not taught and go to observe 

another teacher teaching? As you can even see me here now, I have locked myself 

in here marking, how can then have time to go and inspect my fellow teacher? 

Therefore, with regard to observing teachers in classrooms I need to be honest and 

admit that we have not as internal quality assurers done that. Perhaps, we can do 

it if the number of the periods per week we have now can be minimized.” 

 

Another ISQAO from school "E" also stated on the same during the interview that they 

have not carried out the regular classroom observation and he said: 

“We are required to inspect teachers in the classroom at least four times a year. 

But as I previously stated, we may only visit the classrooms once a year because 

there are few quality controllers and we must still teach in classrooms as regular 

teachers.” 

 

On the same issue, heads of schools also agreed that ISQAOs were overburdened with 

teaching responsibilities. One of the heads of schools from school "E" claimed during 

interview: 

“The challenge is that these quality assurers are sometimes supposed to go to the 

classroom. But they often find themselves having many periods, especially 

science teachers. Thus, they miss that time to visit the classroom to see how and 

what teachers are doing in reality.” 
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The findings from teachers also confirmed that they had never seen ISQAOs visiting 

them in the classroom. One of the teachers at School "D" stated that he was aware that the 

ISQAOs only assess documents, but not classroom observations. He said:  

“It might be possible that they visited my colleague without my knowledge, but 

in my class, I have not seen them. They often say that they will visit us, but I have 

never seen them. All I know is that these quality assurers check the lesson plans 

we submitted to the department head every Friday.” 

 

The findings from SPER also supported what was found through interviews on the 

ISQATs' ability to conduct effective classroom observations. The excerpt from the SPER from 

school "F" reads:  

“The Internal School Quality Assurance Team (ISQAT) is not well prearranged 

to make regular class visits to observe teaching and learning process. As a result, 

teaching is not effective in some classes.” 

 

From the findings, it is indicated that heavy workloads prevented the ISQATs from 

supervision of instructions in the classroom settings. This suggests that heavy workload 

hampered the ISQATs’ readiness in supervising instructions. The finding supports the previous 

studies’ arguments that excessive workload interferes with supervisors’ ability to carry out 

classroom observations (Panigrahi, 2012). Unless their excessive workload is reduced, 

supervisors are more likely to become less committed to the improvement of instructions in 

their schools, which results in a loss of opportunities to provide meaningful instructional 

supervision (De Grauwe, 2001; UNESCO, 2011; Zepeda, 2006).  

Poor cooperation from teachers. The findings indicated that teachers did not cooperate 

well with ISQAOs during supervision time. Some teachers did not submit the academic records 

required for assessment on time. Others did not show up for classroom observations. One of 

the ISQAOs from school “A” explained:  

“There is a teacher here who would always be absent from duty whenever it was 

time for classroom observations. He would always keep himself away by saying 

that he was sick. I remember one day I wanted to supervise a certain teacher. I 

entered the classroom with him to check his teaching, and I sat at the back of the 

classroom. What I noticed is that he completely failed to teach. No words actually 

came out of him.” 
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The findings also revealed that many teachers were not considering ISQAOs as 

instructional supervisors but rather as a mere fellow teacher. During the interview, the ISQAO 

from school "E" commented: 

“The big challenge that we experience from teachers is that they can tell you that 

my friend, you know the way I teach, is there anything new that you want to know 

about me? If she or he tells you like that, then everything just ends there. It is true 

that you may not visited the teacher in the classroom and seen the way he or she 

teaches. But by telling you that way, it suggests that the teacher does not want you 

to see how he or she teaches in the classroom.” 

 

Based on the findings, it can be said that ISQATs were not receiving adequate 

cooperation from teachers. Some of the teachers did not submit their academic records for 

assessment, while others did not show up for classroom observations. These findings are 

consistent with Nir’s (2003) study in Israel who found that some teachers were confident that 

they had superior knowledge than their supervisors and, thus, they did not want to be instructed. 

The findings also confirm the argument by Hoque et al. (2020) that unless teachers perceive 

supervision as a process of improvement, they become resentful toward it. As observed by 

Glickman et al. (2013) and Zepeda and Ponticell (2019), the ideal supervision practice involves 

collaboration where supervisors work together with teachers as peers on issues related to 

instructional improvement. Zepeda (2017) and Southworth (2002) also recommend that 

supervisors need to possess sufficient technical competencies about teaching and learning, as 

well as human skills, to work harmoniously with different teachers daily to support teachers’ 

professional growth.  

Lack of supervision guidelines. The findings indicated that the ISQATs did not have 

the supervision guidelines. As a result, some ISQAOs did not conduct classroom observations 

because they did not know how to go about it. During the interview, ISQAO from school "D" 

said the following:  

“One of the challenges that I did not mention before is that when we were 

appointed, we did not receive any guidelines on what would be our key 

responsibilities and what would guide us in carrying them out. Thus, we are trying 

to set up some of our own systems that will be uniform internally. We do not know 

what others are doing out there.” 

 

The ISQAO of school "B" commented on the same issue that they did not receive the 
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guidelines: 

“A guidebook was not provided to us, but rather I received a letter informing me 

that I had been appointed as an internal quality assurer; however, the letter did not 

specify how I should ensure quality. However, the headmaster handed me a file 

containing school assessment reports from the zonal school quality assurance 

officers and told me to read them so that we could follow their lead.” 

 

The findings clearly show that ISQATs were not provided with a supervision guide. 

This suggests that each ISQAO acted according to his or her own discretion rather than 

supervising the instructions based on professional standards. 

Different perspectives on lesson planning. The study found that ISQAOs were hesitant 

to assess the quality of the content of the lesson plans due to a misunderstanding of what 

constitutes a good lesson plan, and contradictory directions from district education officers and 

ZSQAOs. One of the ISQAOs from school "E" narrated how lesson plans raise heated 

arguments between teachers and supervisors. She said: 

“If you begin telling them how to plan lessons in a particular way, they usually 

tend to argue and you find yourselves arguing… You know, not everyone takes 

the advice from other person to change what he/she believes to be correct and 

adopt another person’s point of view. I came into contact with such a teacher. He 

was really very argumentative. Finally, I realized that despite his being 

argumentative he was incorrect although he stood firm to what he believed to be 

correct.” 

 

It was found that each teacher training institution has a different approach in preparing 

lessons. As a result, teachers had varying perspectives on how lessons need to be planned. 

Consequently, the ISQAOs were not delving deeper to examine the quality of the lesson plans 

prepared to avoid endless arguments. One of the head of schools from school “A” commented 

during the interview:  

“The University of Dodoma will teach their students on how to carry out 

evaluation; Mwenge University will do the same to their students. Thus, you find 

that there are a lot of inconsistencies on this issue. If you want to delve into such 

subject matter, you will find that it is so controversial. But what is obvious is that 

every teacher writes the lesson plan according to what he or she knows. On the 

whole, this issue remains highly controversial.” 
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Other ISQAOs reported similar experiences with teachers when attempting to provide 

the feedback on the lesson plan contents. For example, one of the ISQAOs from school "B" 

reported:  

“The challenge we have in the lesson plan is, first of all, how to write some 

components. Each of them went to their own school and even to seminars. There 

are times when teachers attend different seminars…Someone can just say that: I 

have been writing like this since I was in college because that is how I was taught. 

Where did you get the skill to tell me this?"  

 

The findings from documentary reviews also provided similar answers. For instance, 

passage from SPER for school "E" reads: "The inconsistency in preparation of lesson plans 

makes some teachers fail to write a clear statement of specific objectives, a proper statement 

for assessment and students’ evaluation". This suggests that the preparation of lesson plans 

has been controversial in schools and that ISQATs are not prepared to help teachers with it. 

Thus, there is a need to harmonize lesson preparation. 

A lack of supervision guidelines and the existence of divergent perspectives regarding 

lesson planning as it was found in this study hindered the ISQATs’ readiness to supervise 

effectively. These findings concur with those of Ali (2017), who found that less experienced 

Tanzanian teachers were at a crossroads because the lesson plan format taught during their 

teacher training colleges differed from those implemented in schools. König et al. (2020) report 

significant differences and inconsistencies among various lesson planning manuals, theories, 

and formats used in Germany. This is contrary to the findings by Santiago et al. (2013) in Chile 

who found that instructional supervisors were provided with standardized lesson planning 

manuals and guidelines that helped to eliminate variations and contradictions in lesson 

planning. According to OECD (2005), the standardized lesson planning manual helps both the 

supervisor and the teacher to have a common understanding of how to prepare and deliver 

effective lessons. 

 

5. Conclusion  

This study explored the readiness of the ISQATs to supervise instruction in secondary 

schools in Tanzania. The findings indicated that ISQATs were not fully ready to supervise 

instructions because ISQAOs had limited professional profiles although they had adequate 
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teaching profiles. The findings further indicated that the heavy workload, poor cooperation 

from teachers, a lack of supervision guidelines, and different perspectives on lesson planning 

hindered ISQATs' readiness to supervise instructions.  

For ISQATs to be fully ready to supervise instructional practices effectively, they need 

in-service professional training and standardized supervision manuals and guidelines so that 

they can monitor the quality standards and instructional practices professionally in schools. 

There is also a need for implementation of the internal supervision policy that requires 

possession of instructional supervision skills as a pre-requisite qualification for teachers’ 

promotion to an instructional supervisory role. Moreover, future research should employ 

quantitative methods, have a larger sample size, and cover a broader geographic area. 
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