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Definition of Key Terms
For the purpose of this study, the following temvese defined:

Instructional supervision: it is a type of school-based (in-school) supeoristarried out by the
school staff (principals, department heads, set@achers, and assigned supervisors) aimed at
providing guidance, support, and continuous assessito teachers for their professional
development and improvement in the teaching-legrpimocess, which relay on the system that
is built on trust and collegial culture (Beach &iRteartz, 2000; Tyagi, 2010).

Supervisors: in this study refer to school personnel involved donducting instructional

supervision (principals, department heads, sepgwtters, and appointed supervisors).

Beginning teacher: in Ethiopiarefers to a teacher currently in the first or secyear of

teaching.

Experienced teacher:in Ethiopia refers to a teacher who has three orenyears of teaching

experience.
Secondary schoolis a school usually includes grades 9 through 12.

Ideal supervisory approaches:in this study refer to the frequency with which estéd
supervisory approaches (clinical supervision, geaching, cognitive coaching, mentoring, self-
directed development or reflective coaching, pdidg) and professional growth plans) that

teachers prefer to be applied in their schools.

Real supervisory approaches:refer to the frequency with which teachers perceivese

selected supervisory approaches are actually atimrtheir schools.

Clinical supervision: is a process for the improvement of professigralwth, which usually
consists of several phases, such as conferenaervalien by a supervisor, and post-conference
(Glatthorn, 1990).

Peer coaching:is a process of supervision in which teachers vomikaboratively in pairs and
small teams to observe each others’ teaching anchpoove instruction (Beach & Reinhartz,
2000).

Cognitive coaching: is a nonjudgmental process in which supervisoengits to facilitate
teacher learning through a problem solving approbghusing questions to stimulate the

teacher’s thinking (Costa & Garmston, 1994).
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Mentoring: is a process that facilitates instructional imgnoent wherein an experienced
educator (mentor) works with a noviaer less experiencedeacher collaboratively and
nonjudgmental to study and deliberate on waysuestin in the classroom may be improved
(Sullivan & Glanz, 2000).

Self-directed development (Reflective coaching):is a process by which a teacher

systematically plans for his or her own professigmawth in teaching (Glatthorn, 1990).

Teaching portfolio: is a process of supervision with teacher-compdellection of artifacts,
reproductions, testimonials, and student work teatesents the teacher’s professional growth
and abilities used to support and enrich mentoaimg) coaching relationships (Riggs & Sandlin,
2000, Sergiovanni & Starratt, 2007).

Professional growth plan: refers to individual goal-setting activities, leteym projects

teachers develop and carry out relating to thehiegc

Professional developmentis a major component of ongoing teacher educatimterned with
improving teachers’ instructional methods, theiiligbto adapt instruction to meet students’
needs, and their classroom management skills,Agadi the professional growth of the teacher
(Wanzare & Da Costa, 2000).

Sub-city: in Ethiopian case, refers to the government admnatise hierarchy next to city

administration. It is locally called “Kifle Ketema”



Abstract

(Purpose) The purpose of this study is to examine the exgspierceptions and preferences of
teachers toward instructional supervision, moreci§ipally on the actual and ideal use of
selected instructional supervisory approaches (saghclinical supervision, peer coaching,
cognitive coaching, mentoring, reflective coachitegching portfolios, and professional growth
plans) in secondary schools of Addis Ababa, Etlofi also seeks to explore if there are
differences between beginning and experienced ¢&each their attitudes toward and satisfaction
with supervisory practices and (possible) relatngos with perceived professional development.
(Methodology) The study employed a descriptive survey metho@. Sthdy was carried out in
randomly selected 20 (government and private) stargnschools of Addis Ababa, Ethiopia.
The sample included a total of 200 teachers (1@Mber and 100 experienced). Questionnaire
was the main instrument of data collection withoaerall high Cronbach’s alpha reliability of
.87. (Results) The results reveal that except for peer coaching portfolios, the selected
supervisory approaches were less frequently pexttand beginner teachers prefer the use of
mentoring and portfolios more than experiencedhees: No significant differences were found
between beginner and experienced teachers indtigurdes and satisfaction toward supervisory
processes practiced at their schools. Moreovernifeignt weak to moderate positive
relationships were found of the actual and ideaksusory approaches, teachers’ attitudes and
satisfaction with professional development. Howevegression analysis showed that teachers’
attitudes and teachers’ satisfaction are the magboitant contributors to professional
development.(Conclusions) No significant differences were found between begis and
experienced teachers in perception of the actualofisselected supervisory practices, namely
clinical supervision, peer coaching, cognitive doag, mentoring, and professional growth
plans. However, it was found that beginner teacbester the use of mentoring and portfolios
more than experienced teachers. Furthermore, tisere difference between beginner and
experienced teachers in their attitudes toward satisfaction with supervisory processes
practiced at their school§Recommendations)First, instructional supervision needs to be a
priority in schools and given enough time so thabriovement in instruction can occ&econd
supervisory practices should be clearly outlinedhi school policies, providing (beginner and
experienced) teachers with the options of chooaimgng different type&.hird, further research
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is required to find out the impact of actual supsawy approaches, teachers’ attitude and

satisfaction on professional developméAtditional data) (Contains 8 tables and 1 figure).
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CHAPTER ONE

INTRODUCTION

1.1 Background of the Study

Schools are the central places where children andhyget access to formal education. The
fundamental purpose of a school is improvementudent learning. According to Sergiovanni
and Starratt (2007), when a school’s instructia@gdacity improves, teaching improves, leading
to improvements in student performance. The rol¢hefteacher in the process of promoting
such process of improvement cannot be underestimbiteorder to attain the optimum level of
this improvement, teachers need to be well educatetl part of the learning community.
Supervision is one of the functions of educaticat thffers opportunities for schools to improve
teaching and learning and the professional devebopwf teachers (Kutsyuruba, 2003; Arong &
Ogbadu, 2010).

School supervision in general has existed in allntees for many decades and occupies a
pivotal position in the management of educationicivltan be understood as an expert technical
service most importantly concerned with scientfiedy and improvement of the conditions that
surrounds learning and pupil growth (Alemayehu,&08lowever, the organization and function
of supervision and even its terminology is diffarendifferent countries. For example, in many
developed countries, such as United Kingdom (UKjitédl States, and other European countries
and some African countries such as Lesotho, Senélgaizania and Nigeria the terms
“inspector” and “inspection” are still being usé@rauwe, 2007; Lee, Dig & Song, 2008). In
these countries much more attention has been govarspectional supervision which is carried
out by external inspectors aimed at evaluating@mdrolling the performance of schools. Such
type of external supervision is stated by VashB®d04) as a process of leadership and
development of leadership within groups, which eatds the educational product in light of
accepted educational objectives (standards), stgdiie teaching-learning situation to determine
the antecedents of satisfactory and unsatisfaghapil growth and achievement, and school

improvement.



In the past decades new concepts were used toedefimool supervision like “instructional
supervision”. These concepts of “instructional suigon” and “inspection” were considered by
various educational officials, experts and policgkers as similar in their practicality (Oliva,
1976). However, the two terms are quite differentnie sense that instructional supervision is a
type of school-based (in-school) supervision cdrrmut by the school staff (principals,
department heads, senior teachers, and assigneuivisgps) aimed at providing guidance,
support, and continuous assessment to teachersth@r professional development and
improvement in the teaching-learning process, wagnespection is a top-down approach which
is aimed at controlling and evaluating the improeainof schools based on stated standards set
by external agents outside the school system (A&8fpbadu, 2010; Beach & Reinhartz, 2000;
Tyagi, 2010; Wilcox & Gray, 1996). Instructional pgrvision is mainly concerned with
improving schools by helping teachers to refleeirtpractices, to learn more about what they do
and why, and to develop professionally (Sergiovaar$tarratt, 2007). Various authors stated
that instructional supervision has clear connectigth professional development (Sergiovanni
& Starratt, 2007; Zepeda, 2007). Kutsyuruba (20@8jined professional development as

follows:

A major component of ongoing teacher education eorexd with improving teachers’
instructional methods, their ability to adapt instion to meet students’ needs, and their
classroom management skills; and with establishipgofessional culture that relies on
shared beliefs about the importance of teachingl@athing and that emphasizes teacher

collegiality. (p. 11)

In this regard, participants in the instructionapesrvision process plan and carry out a range of
professional growth opportunities designed to mesdcher's professional growth and
educational goals and objectives at different levél doing that, beginning and experienced
teachers have their own preferences and choicesaiwous supervisory approaches such as
clinical supervision, peer coaching, cognitive doag, mentoring, reflective coaching, teaching

portfolios, and professional growth plans (BeacR&inhartz, 2000).

In Ethiopia, the supervisory services began todyaed out since 1941, with constant shift of its

names “Inspection” and “Supervision”. In order tfieetively and efficiently achieve the
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intended objectives of educational supervision, Bthiopia there are two approaches of
organization of supervision: the out-of school éemal) supervision and school-based (in-
school) supervision in which the former is carreaed by external supervisors at federal, regional
and lower levels, whereas the later is done by @cponcipals, department heads and senior
teachers. However, the situation of Addis Ababapitahcity of Ethiopia where this study is
conducted, is somewhat different, because therewaapproach to supervision called subject
area instructional supervision has been promotdzktparticularly practiced in government and
private schools of its City Administration sinceetbeginning of 2004. It is a type of school-
based supervision carried out by a combinationeofmanently assigned subject area supervisors,
school principals, department heads and seniorhéeac The subject area supervisors are
teachers recruited and assigned by Addis Ababa @&tdyninistration Education Bureau
(ACAEB) based on their qualification and teachingeriences as permanent staffs in each

school to give their professional support for teash{Alemayehu, 2008).

1.2 Problem Statement

Survey research was conducted by Alemayehu (2008 isecondary schools of Addis Ababa
with a sample of 332 teachers to see the practodsproblems of subject-area instructional
supervision. The results show that the subject-arstauctional supervision practiced in Addis
Ababa City Administration (AACA) has exposed withultiple problems such as, lack of
adequate support to newly deployed (beginning)hteias less frequent use of classroom visits
and peer coaching by instructional supervisorsugoof such supervisors on administrative
matters than on academic issues, and less mutaBdsgronal trust between supervisors and
teachers. All these and other problems are linkétth Whe negative perception of teachers
towards instructional supervision.

According to Oliva (1976), the way teachers pereedupervision in schools and classrooms is
an important factor that determines the outcomedhef supervision process. In addition,
previous research and publications revealed thaduse of its evaluative approaches; less
experienced teachers have more negative attitodesd the practice of supervision than more
experienced teachers. They consider supervisofauéisfinders; they fear that supervisors will
report their weaknesses to the school administratat consider supervision as nothing value to

offer to them (Blumberg, 1980; Oliva, 1976; Zep&d®&onticell, 1998). However, literature on
3



perception of teachers toward supervisory practisesery limited in Africa in general and in
Ethiopia in particular.

Therefore, this study is designed to examine (begg) teachers’ perceptions of the actual and
ideal frequency of the use of selected instructisogervisory approaches (clinical supervision,
peer coaching, cognitive coaching, mentoring, otfle coaching, teaching portfolios, and
professional growth plans) and their perceivedtiiahip with professional development in
private and government secondary schools of Addmmb&. The study also focuses on
investigating teachers’ attitudes toward superyigmactices and their satisfaction with such
practices, and the (possible) relationships with perceived professional development. The
research problem above needs the following bagstaqns to be answered:

1. Are there differences in perception and prefercreteveen teachers regarding the actual
and ideal supervisory practices (in terms of ye#Hrexperience, gender, and school
type)?

2. Is there a difference in attitude toward superyispractices between beginner and
experienced secondary school teachers?

3. Is there a difference in the level of satisfactiith supervisory practices between
beginner and experienced secondary school teachers?

4. What are the relationships of actual and ideaéstigory approaches, teachers’ attitudes
and satisfaction toward supervisory practices tadchers’ professional development?

5. What predictors contribute most to teachers’ psitesal development?

1.3. Aim and Significance of the Study

The overall aim of this study is to examine thes&rg perceptions and preferences of
(beginning) teachers toward instructional supeovismore specifically on the actual and ideal
use of selected instructional supervisory appraa¢bech as clinical supervision, peer coaching,
cognitive coaching, mentoring, reflective coachitegching portfolios, and professional growth
plans) in government and private secondary schobla&ddis Ababa, Ethiopia. The study
specifically seeks to explore if there are differesbetween beginning and experienced teachers
in their attitudes toward supervisory practices &meir satisfaction with such practices and

(possible) relationships with perceived professialeaelopment.



The research findings provide an insight into teashperception of supervisory practices and
thus determined whether teachers were satisfied wiich practices and their influence on
professional development. Identifying the prevalperceptions of teachers by undertaking this
survey and coming up with sound recommendationsheae its own role to play in improving

the practical supervisory processes and qualigdotation at large.

1.4 Organization of the Study

This study comprises five chapters. The first cbgp$ the introduction which includes the
background of the study, problem statement, aimthefstudy, and significance of the study.
The second chapter presents literature reviewnstito the area of instructional supervision,
different approaches to supervisory process, agid tbnnection with professional development.
The third chapter details the research methodolegyloyed in the study. Analysis and
interpretation of the research findings are pre=semb the fourth chapter. Lastly, conclusion,

discussions, limitations and recommendations agegmted in chapter five.



CHAPTER TWO

THEORETICAL FRAMEWORK

In this chapter a review of related literature awpesvision in general and instructional
supervision in particular and its relationship wglofessional development is provided. The
chapter is divided in to five parts as to enable tbader to follow a logical sequence that
includes: history of school supervision, overview instructional supervisory approaches,
teachers’ perception of the supervision procegsashers’ satisfaction with and attitudes toward
supervision, and the relationship between instoneli supervision and professional
development.

2.1 History of School Supervision

School supervision, according to Beycioglu and Den(8009), is defined as “an administrative

inspection that lays emphasis on administrativeitadng, enforcement and control” (p.71). As

it is described by various writers, school supéoviss generally related with external inspection
aimed at monitoring and control of teachers’ parfance and school improvement (Beycioglu &
Donmez, 2009; Grauwe, 2007; Zepeda, 2007). Schgmérsision, as a field of educational

practice has passed through many changes. Traall§ipinspection and supervision were used
as important tools to ensure efficiency and acchility in the education system. Later

adherents of the terminologies of inspection ankoskt supervision are used by different

countries in different ways. In many developed ¢oas, such as United Kingdom (UK) and

United States, much more attention has been givémetterm inspection than school supervision
(Lee, Dig & Song, 2008).

Nevertheless, since the demand of teachers fomga&and support rendered from supervisors
has increased from time to time, some countriea@éa the terminology and preferring the term
“supervisor” over that of “inspector”. According @rauwe (2007), some countries have recently
developed more specific terminologies: Malawi, ussRication methods advisor”, and Uganda
“teacher development advisor”. In line with thisgy®ioglu and Donmef2009) stated that

“school supervision has been changing in its pcadiiom a control mechanism which inspects

and restricts teachers for not having them makereno a practice which allows schools,
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especially at present, to have its members sumemismselves in collaboration and group
dynamics” (p. 72). This suggests the paradigm dtoiin the concept and practice of general
school supervision (external inspection) to ingiomal (in-school) supervision in various
countries. Instructional supervision is definedvayious authors as a type of school-based (in-
school) supervision carried out by the school pamsb (principals, department heads, senior
teachers, and appointed supervisors) aimed at@ngvguidance, support, and encouragement
to teachers for their professional developmentiamgtovement in the teaching-learning process,
which relay on the system that is built on trustl @ollaborative culture (Beach & Reinhartz,
2000; Tyagi, 2010).

The context of Ethiopia

The concepts of “supervision” and “inspection” hadveen changed frequently in Ethiopian
education system and the reason was not clearlggogical (Haileselassie, 2001). In 1941,
educational inspection was practiced for the firse, and then it was changed to supervision in
the late 1960s again to inspection in mid 1970sfanthe fourth time it shifted to supervision in
1994. Haileselassie stated that “with the name gbsammade we do not notice any significant
changes in either the content or purpose and fumgti(p. 11).

From 1994 onwards, in order to effectively and cadfntly achieve the intended objectives of
educational supervision, in Ethiopia there are approaches of organization of supervision: the
out-of school (external) supervision and schookbag¢in-school) supervision in which the
former is carried out by external supervisors defal, regional and lower levels, whereas the
later is done by the school personnel (school prais, department heads and senior teachers).
The case of Addis Ababa, the capital city of Etimophere this study is conducted, is somewhat
different, in which a new approach to supervisiatier! subject area instructional supervision
has particularly practiced in government and pevathools of its City Administration since the
beginning of 2004. It is a type of school-basedsghool) supervision carried out by a
combination of permanently assigned subject argeersisors, school principals, department
heads and senior teachers. The subject area ssgrsnéare teachers recruited and assigned by
Addis Ababa City Administration Education BureauQAEB) based on their qualification and
teaching experiences as permanent staffs in edwolsto give their professional support for

teachers (Alemayehu, 2008).



In 10 sub-cities of Addis Ababa, 30 (3 in each sitp} subject area instructional supervisors
were permanently assigned for general educatioadéy 1 through 12). In each sub-city of
Addis Ababa, 3 subject area supervisors (for sos@&nce, natural science and language
subjects) were assigned as members of the schsarpeel to carry out instructional supervision
in collaboration with school principals, departmdmads and senior teachers. The major
responsibilities of subject-area instructional sug®rs in Addis Ababa include: (1) examining
and reporting the programs, organization and manageof the teaching-learning activities; (2)
developing and presenting alternative methods ueet@mprove instructional programs; (3)
guiding and monitoring schools and teachers; (4parng and organizing professional
trainings, workshops, seminars, etc.; and (5) noomgg and supporting the mentoring

(induction) programs for beginners (Alemayehu, 2008

2.2 Overview of Instructional Supervisory Approaches (Formative Evaluation)

Sergiovanni (1992) stated that “today, supervisisnnspection can be regarded as an artifact of
the past, a function that is no longer tenablererg@ent in contemporary education” (p. 204).
He explained that though functioned for a considlerapan of time, this type of externally
steered accountability perspective on supervisemsed negative stereotypes among teachers,
where they were viewed as subordinates whose iofed performance was controlled.
Supporting this idea, Anderson and Snyder (1993jedi “because of this, teachers are
unaccustomed to the sort of mutual dialogue forctvherms like mentoring, peer coaching and
collegial assistance are coming in to use” (p.1).

It should be clear, however, that traditional suary approaches should not be removed
completely because supervisory authority and coateessential for professional development.
Mitchell and Sackney (2000) explained this as “matpast practice is educationally sound and
should not be discarded” (p. 37). Having said thiss important to differentiate instructional
supervision from evaluation. Poole (1994) stateat tinstructional supervision is frmative
process that emphasizes collegial examinationamhieg and learning” (p. 305). In this regard,
participants in the instructional supervision psx@lan and carry out a range of professional
growth opportunities designed to meet teacher’$epsional growth and educational goals and

objectives at different levels. Teacher evaluatammthe other hand, is ‘summativeprocess that



focuses on assessing the competence of teacheacdy imkiolves a formal, written appraisal or

judgment of an individual’s professional competeatspecific time” (Poole, 1994, p. 305).

Implementing different supervisory approaches gegr8al not only to give choices to teachers;
it is also important to provide choices to the adstrators and schools (Kutsyuruba, 2003). The
widely used approaches to instructional supervigiormative evaluation) are categorized as
clinical supervision, collaborative supervision épecoaching, cognitive coaching, and
mentoring), self-reflection (self-directed develagnt), professional growth plans, and portfolios
(Alfonso & Firth, 1990; Clarke, 1995; Poole, 19%Eenihan, 2002; Sergiovanni & Starratt, 2007,
Zepeda, 2007). Details of each component of ingtnoal supervisory approaches are discussed

as follows.

Clinical Supervision

This approach (model) to instructional supervisias developed by Goldhammer and Cogan in
the late 1960s (Goldhammer, Anderson & Karjewski8d). According to Sergiovanni and
Starratt (2007), clinical supervision is a “face- tace contact with teachers with the intent of
improving instruction and increasing professionadvgh” (p. 23). It is a sequential, cyclic and
systematic supervisory process which involves taemce (direct) interaction between teachers
(supervisees) and supervisors designed to imprinee teacher’s classroom instructions
(Kutsyuruba, 2003). The purpose of clinical supgon according to Snow-Gerono (2008) is “to
provide support to teachers (to assist) and gradt@alincrease teachers’ abilities to be self-
supervising” (p. 1511). Clinical supervision is gpécific cycle or pattern of working with
teachers” (Sergiovanni & Starratt, 1993, p. 222).

Goldhammer, Anderson and Karjewski (1980) describedstructure of clinical supervision that
includes pre-observation conference, class roonerghson, analysis and strategy, supervision
conference, and post-conference analysis. In tbeeps of clinical supervision, a one-to-one
correspondence exists between improving classrawstruction and increasing professional
growth, and for this reason, professional develagnaad clinical supervision are inseparable
concepts and activities (Sergiovanni & Starratt 020 Clinical supervision is officially

applicable with: inexperienced beginning teachdesgchers experiencing difficulties, and



experienced teachers who are in need of improviag tnstructional performance or who are in

need of learning to work with new methods and apgines in their classroom.

Collaborative Supervision

Collaboration and collegiality are very importanttoday’s modern schools. According to Burke
and Fessler (1983), teachers are the central fecofseollaborative approach to supervision.

Collaborative approaches to supervision are maildgigned to help beginning teachers and
those who are new to a school or teaching enviromméh the appropriate support from more

experienced colleagues. Thus, these colleaguesamagthical and professional responsibility of
providing the required type of support upon reqkstsyuruba, 2003). In this regard, a teacher
who needs collegial and collaborative support sthoeglize that “feedback from colleagues and
other sources should be solicited in order to nmtowaard improvement” (Burke & Fessler, 1983,

p.109). The major components of collaborative apgihes to supervision are: peer coaching,
cognitive coaching, and mentoring. However, it tmted by various authors that these
approaches to instructional supervision overlaj edloer but are quite different in their purpose
and function (Kutsyuruba, 2003; Sergiovanni & Sttrr2007; Showers & Joyce, 1996; Sullivan

& Glanz, 2002; Uzat, 1998). Details of each areussed here under.

Peer coaching

Peer coaching is a type of supervision in whiclcheas in a given school work collaboratively
in pairs and small teams to observe each othemshieg and to improve instruction (Beach &
Reinhartz, 2000). Peer coaching, according to \&ulliand Glanz (2000), is defined as “teachers
helping each other to reflect on and improve teaghpracticeand/or carry out new teaching
skills needed to carry out knowledge gained throtagtulty or curriculum development” (p.
215). Peer coaching differs from other coachingr@@aghes in that it involves teachers of equal
status (beginners with beginners or experienceld @iperienced) and focused on innovations in
curriculum and development. Robbins clearly stgiedr coaching as “a confidential process
through which two or more professional colleagueskwogether to reflect on current practices;
expand, refine, and build new (innovative) skik$iare ideas; teach one another... or solve
problems in the work place” (as cited in Latz, Neister, Adams, & Pierce, 2009, p. 28). The
goal of coaching as described by Sergiovanni amdr&t (2007), is to develop communities
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within which “teachers collaborate each other tmdroa very simple value: when we learn
together, we learn more, and when we learn moreyilvenore effectively serve our students”

(p- 251). Thus, peer coaching provides possibl@dppities to teachers to refine teaching skills
through collaborative relationships, participatatgcision-making, and immediate feedback
(Bowman & McCormick, 2000; Sullivan & Glanz, 2000).

Cognitive coaching

The term cognitive in supervision refers to becarénwvare (mediated thinking) of one’s own
teaching effectiveness. Cognitive coaching is afecéffe means of establishing sound
relationships between two or more professionaldiiérent status (beginners with experienced
teachers, beginners with assigned supervisors, »x@erienced teachers with assigned
supervisors). According to Neubert and Brattore¢tin Batt, 2010), “the cognitive coach should
be more knowledgeable and experienced in the pesctieing learned than the teacher being
coached” (p. 999). Thus, in cognitive coaching, tdmaches (more experienced teachers or
supervisors) act as a mediator between the begieaeher to be coached and his or her own
thinking. Cognitive coaching is therefore, defireesl“a set of strategies, a way of thinking and a
way of working that enables self and others to shapd reshape their thinking and problem
solving capacities” (Costa & Garmston, 2002, p.. 22dgnitive coaching also refers to “a
nonjudgmental process in which supervisor (semiacher) attempts to facilitate teacher learning
(the one to be coached) through a problem solvopyaach by using questions to stimulate the
teacher’s thinking” (Costa and Garmston ,1994, J.Cbgnitive coaching differs from peer
coaching in that peer coaching focuses on innoratio curriculum and instructions, where as

cognitive coaching is aimed at improving existimggtices (Showers & Joyce, 1996).
Mentoring

Mentoring as defined by Sullivan and Glanz (20@0)a process that facilitates instructional

improvement wherein an experienced teachento) works with anoviceor less experienced

teachercollaboratively and nonjudgmental to study and letate on ways instruction in the

classroom may be improved” (p. 213). It differsnfrgpeer coaching and cognitive coaching in

that mentoring involves a hierarchical relationsbiply between a novice and senior (more

experienced) teacher. In addition, in mentoring sanior teacher from the same department is
11



assigned as a mentor for one novice teacher. Tihissa one-to-one correspondence between
senior and novice teachers (Murray & Mazur, 2008ntoring is a form of collaborative (peer)
supervision focused on helping new teachers ominagy teachers successfully learn their roles,
establish their self images as teachers figurghmischool and its culture, and understand how
teaching unfolds in real class rooms (Sergiovanr$térratt, 2007). According to Sullivan and
Glanz (2000), “mentors are not judges or critiast facilitators of instructional improvement,

and all their interactions and recommendations afiéfif members are confidential” (p. 213).

Self-Reflection (Reflective coaching)

As the context of education is ever-changing, teelshould have a professional and ethical
responsibility to reflect on what is happening @sponse to changing circumstances. Thus, they
can participate in self assessment reflective et (Kutsyuruba, 2003). According to
Glatthorn (1990), self- directed development isracpss by which a teacher systematically
participates for his or her own professional gromtieaching. According to Sergiovanni (1991),
self-directed approaches are “mostly ideal forclheas who prefer to work alone or who,
because of scheduling or other difficulties, areahle to work cooperatively with other
teachers”(305). In addition, this approach is “atarly suited to competent and experienced
teachers who are able to manage their time welrd®vanni & Starratt, 2007, p. 276).
Sergiovanni and Starratt further considered thitoapgo be “efficient in use of time, less costly,
and less demanding in its reliance on others". Thus writers indicated that in self-directed
supervision “teachers work alone by assuming respdity for their own professional
development” (p. 276).

Portfolios

As teachers want to be actively participating ieittown development and supervision, they
need to take ownership of the evaluation procesgsfiiruba, 2003). The best way for teachers
to actively involve in such practices is the teaghportfolio (Painter, 2001). A teaching portfolio
is defined as a process of supervision with teacbempiled collection of artifacts,
reproductions, and testimonials that representsteébehers’ professional growth and abilities
(Riggs & Sandlin, 2000). A portfolio, accordingZepeda (2007), is “an individualized, ongoing

record of growth that provides the opportunity feachers to collect artifacts over an extended
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period of time” (p. 85). In portfolios, teachersakate themselves and develop their teaching
practice as well as pedagogical and domain knoveledth the evidence from collection of the
artifacts (Reis & Villaume, 2002).

Similarly, Sergiovanni and Starratt (2007) statedt tthe intent of portfolio development is to
establish a file or collection of artifacts, recergphoto essays, cassettes, and other materials
designed to represent some aspect of the classpomgnam and teaching activities. As Sullivan
and Glanz (2000) stated portfolio documents noty anhovative and effective practices of
teachers, but also it is a central road for teacpeofessional growth “through self-assessment,

analysis, and sharing with colleagues through disiom and writing” (p. 215).
Professional Growth Plans

Professional growth plans are defined as “individy@al-setting activities, long term projects

teachers develop and carry out relating to thehiegt (Brandt, 1996, p. 31). This means that
teachers reflect their own instructional and prsif@sal goals by setting intended outcomes and
plans for achieving these goals. In professionalvtin plans as part of instructional supervisory
approach, teachers select the skills they wismprave, place their plan in writing including the

source of knowledge, the type of workshop to benaked, the books and articles to read, and
practice activities to be set. In this regard, Fekw2001) stated that professional growth plans
“could produce transformative effects in teachimgctice, greater staff collaboration, decreased

teacher anxiety, and increased focus and committodaarning” (p. 422).

2.3 Teachers’ Perception of Supervisory Processes

From laypersons conducting school inspection in 188 century, up to the practice of neo-
scientific management, supervision in most schoblthe world has focused on inspection and
control of teachers (Alemayehu, 2008). Sullivan &ldnz (2000) stated that “the evaluation
function of supervision was historically rootedatbureaucratic inspectional type of supervision”
(p. 22). In a study of supervision and teacherstattion, Fraser (1980) stated that “the
improvement of the teaching learning process wagsemigent upon teacher attitudes toward

supervision” (p. 224). He noted that unless tealmarceive supervision as a process of
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promoting professional growth and student learnthg, supervisory practice will not bring the
desired effect.

Kapfunde (1990) stated that teachers usually assooistructional supervision with appraisal,
rating, and controlling them. In Ethiopia, manydeers resent or even fear being supervised
because of the history of supervision, which hagagé been biased towards evaluation or
inspection (Haileselassie, 1997). Regarding thdlerges of teachers, it is stated in various
literatures that beginning teachers face more ehgéls than more experienced teachers.
Glickman, Gordon and Ross-Gordon (1998) stated“tBathing has been a career in which the
greatest challenge and most difficult responsibegiare faced by those with the least experience”
(p- 21). Similarly, Johnson (2001) noted that &#dt 30 percent of beginning teachers leave the
profession during the first two years” (p. 44). lraany less experienced teachers, supervision is
viewed as a meaningless exercise that has littleevhan completion of the required evaluation
form (Sergiovanni & Starratt, 1998). The writerstfier described that “no matter how capable
are designated supervisors, as long as supenvsioiewed as nothing value to teachers, its
potential to improve schools will not be fully rezdd” (Sergiovanni & Starratt, 2007, p. 5).

Moreover, Acheson and Gall (1992) said that thdilitysof teachers is not towards supervision
but the supervisory styles teachers typically neeilhus, selecting and applying supervisory
models aimed at teachers’ instructional improvenaerd professional growth is imperative to
develop a sense of trust, autonomy, and profedsieaening culture (Hargreaves & Fullan,

2000).

2.4 Teachers’ Satisfaction and Attitude toward Instuctional Supervision

Instructional supervision become effective when esuvigors (principals, vice principals,
department heads, senior teachers, assigned ssgsjviocus their attention on building the
capacity of supervisee, then giving them the autonthey need to practice effectively, and
finally, enabling them responsible for helping ®nt$ be effective learners (Sergiovanni &
Starratt, 2007).

A study conducted by Royes and Hoyle (1992) on 686ondary school teachers from 20
randomly selected school districts in United StaitE#\merica revealed that teachers become

satisfied with instructional supervision providederte is frequent interactions and smooth
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relationships with their supervisors. Relating hist Mikkelsen and Joyner (1990) (cited in
Reyes & Hoyle, 1992) suggested that “teachers mesitive motivation from principals and
other formal instructional supervisors to the ektdmat they can achieve success and be
recognized. But, for this experience to take pldbere must be exhibited a relationship of
mutual trust and respect” (p. 164).

According to Sergiovanni and Starratt (2007), beaching means improved student learning.
When students are not learning well, and when &achre not teaching well, one important
problem may be the amount (frequency) and qualitynstructional supervision the school
provides. Supporting this, research findings ingida that “teachers who experienced
collaborative instructional supervision reportedslaghtly but significantly higher level of
satisfaction than teachers who did not experiendalmorative supervision” (Thobega & Miller,
2003, p. 57).

The attitude and satisfaction of teachers towasdructional supervision depends largely on
several factors such as smooth teacher-supervidationship, availability of supervisory

choices based on teachers’ needs, as well as mutish) respect and collaboration among
supervisees and supervisors (Kutsyuruba, 2003j@&@mni & Starratt, 2007; Zepeda, 2007). In
this regard, a research conducted by Kutsyurub@320n beginning teachers’ perception of
instructional supervision revealed that “beginnitgpchers desire more frequent use of
instructional supervision that meets their profesal needs, that promotes trust and
collaboration, and that provides them with suppadyice and help” (p. 4). In addition, recent
studies show that beginning teachers’ perceptiomadequacies of the amount and quality of
instructional supervision develop in to the seng$edigappointment and forming negative

attitudes toward supervision process (Choy, Chevigng & Wong, 2011).

2.5 Relationship between Instructional Supervisiomand Professional Development

The overall purpose of instructional supervision tes help teachers improve, and this
improvement could be on what teachers know, therorgment of teaching skills, as well as
teacher’s ability to make more informed professiatecisions (Sergiovanni & Starratt, 2007).
Instructional supervision is an important tool imilding effective teachers’ professional

development. Instructional supervision is “an orgamonal function concerned with teacher
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growth, leading to improvement in teaching perfanceand greater student learning” (Nolan &
Hoover, 2008, p. 6). It is clear that continuoupiavement in methods and skills is necessary
for every professional, and so the professionaletiggment of teachers has become highly
important (Anderson & Snyder, 1998; Carter, 200dpeda, 2007).

According to Zepeda (2007), there must be a aeanection of instructional supervision to
professional development. She added that the \v@noadels or approaches of instructional
supervision such as clinical supervision, peer b cognitive coaching, mentoring, etc. have
their contributions to enhance teachers’ profesdiotevelopment. Research findings on
instructional supervision suggested that there isignificant link between instructional
supervision and professional development. Theyiraer-linked and inter-dependent (Burant,
2009). Supporting this, Sullivan (1997) on the othand, stated that as fields of educational
development, instructional supervision and protessi development are interlinked and “can
and should overlap as needs and local preferencieged (p. 159).

Instructional supervision and professional develepmare linked in several ways. As
McQuarrie and Wood (1991) noted one connectionetohibough the use of data obtained from
supervisional practices used in planning and impleing staff development as part of

instructional improvement and helping teachersrowe their skills.

2.6 Summary

Historically, school supervision as a field of edtional supervision has passed through many
changes in different countries. The concept of sthsnpervision was related with external

inspection aimed at monitoring and control of teashperformance and school improvement
(Beycioglu & Donmez, 2009; Grauwe, 2007). Becauk¢he dynamic changes in the school

environment and increased teachers’ demand foragu&l and support in different countries,

there is a shift from external school supervisian sthool-based (in-school) instructional

supervision.

Beginning and experienced teachers have their osedsrand preferences in the instruction
process. Various authors suggested that teachenddslhave access to various options of
instructional supervisory approaches (such as aainsupervision, peer coaching, cognitive

coaching, mentoring, reflective coaching, teactpogfolios, and professional growth plans) in
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order to enhance their professional growth anduntbnal efficiency (Poole, 1994; Renihan,
2002; Sergiovanni & Starratt, 2007; Zepeda, 2007).

Because of its evaluative nature of general sup@rviin the past, some teachers in today’'s
schools associate instructional supervision witpraigsal, rating and controlling. For many less
experienced teachers, supervision is meaninglesgisg with little value than completion of the
required evaluation form (Sergiovanni & Starra®9&). However, as noted by Fraser (1980),
unless teachers perceive supervision as a protgssraoting professional growth and student
learning, the supervisory practice will not briing tdesired effect.

Currently in Ethiopia, the out-of school (externalpervision and school-based (in-school)
supervision types have been practiced in all ower ¢ountry. However, in Addis Ababa,
Ethiopia, a new approach to supervision called extibgrea instructional supervision has been
particularly promoted to be practiced since theirn@gg of 2004. It is a type of school-based
supervision carried out by a combination of permdigeassigned subject area supervisors,
school principals, department heads and seniohéeacaimed at helping teachers to enhance

their instruction and professional growth.
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY

The descriptive survey research design was emplayethis study in order to investigate
(beginning) teachers’ perception of instructionapervision and its possible relationship with
professional development in selected governmengpandte secondary schools of Addis Ababa,
Ethiopia. The survey approach is employed becausehelpful to collect views and opinions
from different respondents. The chapter describesstudy area, sources of data, the sample,
instruments, validity and reliability of instrumentprocedure of data collection, and data

analysis.
3.1 Description of the Study Area

The study was conducted in selected governmenpawate secondary schools in Addis Ababa,
Ethiopia. Addis Ababa is the capital city of theuntry and the results of this study are going to
be used by the Ministry of Education (MOE) of Ehieoand Addis Ababa City Administration
Education Bureau (AACAEB). Addis Ababa has 10 silies and 112 private and government
secondary schools with a total of 6,018 secondelnpa teachers. Addis Ababa is particularly
selected for this study because of its new apprdacimstructional supervision. In order to
effectively and efficiently achieve the intendedealives of educational supervision, in Ethiopia
there are two approaches of organization of supi@rmvi the out-of school (external) supervision
and school-based (in-school) supervision in whible former is carried out by external
supervisors at federal, regional and lower lewslsereas the later is done by school principals,
department heads and senior teachers. The situafioAddis Ababa City Administration
(AACA) is somewhat different, in which a new appbato supervision called subject area
instructional supervision has particularly praatiee all schools of its City Administration. It is
a type of school-based supervision carried out bgrabination of permanently assigned subject
area supervisors and school principals, departineatls and senior teachers. The subject area
supervisors were assigned from the City AdminisiraEducation Bureau as permanent staffs

with each school to give their support for teach&rey are expected to spend averagely 3 days
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per week in their respective schools. Details airtiesponsibilities are included in chapter two

of this research.
3.2 Sources of Data

The primary sources of data for this study were/gté and government secondary school
teachers. Private secondary school here referst¢b@ol established and administered by private
foreign or local owners, whereas government seagndehool is a school established and
administered by government of Ethiopia. Variousksogournals and publications were used as

secondary sources to review the literature reggr@nstructional) supervision.
3.3 Samples and Sampling Techniques

The determination of the target population and darsghools was based on the 2009/10 Annual
Statistical Report of the AACAEB. Each year in Asldibaba, more experienced teachers are
assigned by both private and government secondduyoss than beginning teachers. Since the
study was aimed at examining beginning teachenggmions of instructional supervision and
investigating differences in perception with expaded teachers, it was difficult to access the
required number of beginning teachers from 10 s#&gn schools as previously proposed
(planned). Therefore, out of a total of 42 governtrand 70 private secondary schools in 10 sub-
cities (regions) of Addis Ababa, 20 schools (10nfreach) were randomly selected to get a
sufficient number of beginning and experiencedhees: In order to ensure fair representation of
all administrative parts of Addis Ababa, out of tt&sub-cities 5 (50%) of them were randomly
selected (Arada, Gullele, Yeka, Kirkos and Kolfer&®o).With a list of teachers obtained from
each Sub-city Education Offices (SCEO), a purpdssfmpling was used to select a total of 200
(100 beginning and 100 experienced) teachers frotarget population of 6,018 secondary
school teachers. Ten teachers (5 beginning anghé&riexiced) from each of the 20 schools were
randomly selected to fill the survey questionnaifbe sample comprises both sexes and the

response rate was 100%.

3.4 Instrument
In this survey research design, questionnaire vgasl @as an instrument to collect relevant and
adequate information. A total of 38 questions wased to seek views of teachers concerning
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instructional supervision, teachers’ attitude, atehchers’ satisfaction with instructional
supervision practices and their relationship witkrcpived professional development. The
guestionnaire was organized in to four sectionsti®eonefocused on teacher’s demographic,
personal, and contextual data and consisted ofugStmpns. Thesecondsection sought data on
teachers’ perceptions of actual and ideal frequericselected supervisory approaches (clinical
supervision, peer coaching, cognitive coaching, torérg, reflective coaching, teaching
portfolios, and professional growth plans). In tlesction, respondents were asked their
perception of the actual (real) and ideal frequeotyhe use of these 7 selected supervisory
approaches. A definition of each supervisory apgtoaas included in this section. Section
three which consisted of 11 question items, focusedata related to teachers’ attitudes toward
instructional supervision, and sectidour sought data on the perceived connection of
instructional supervision and professional develepinThis section contained 5 items.

Apart from the first section, respondents were dskerespond to questions on a five point
Likert scale to indicate their level of agreemeithveach response. The opportunity for written
responses was provided in the last part of theesymequesting 200 respondents to share any
other comments on ways in which instructional suisesn could be improved. Suggestions
were recorded and used to enhance the presentdtdata and to complement the discussion of
the findings.

Validity and Reliability of the Instrument

The name of the original instrument is “Teacherah@y Form” which was designed by a
researcher from University of Saskaatchewan, Car&ddasyuruba, 2003). However, this

instrument was modified and piloted using a grotipternational Students in the University of

Groningen to validate the adapted instrument usedata gathering and to evaluate the clarity
and reliability of the items. The pilot group wasked to read all the instructions, the
terminologies used, the design, the logical ordéreach items, and the format of the

guestionnaire. Finally, the group gave out the meoendations which were used to improve the
final work.
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Research model

In this study, the variables were organized irhteé¢ categories, based on the research questions
being investigated. The independent variables wepeesented by perceptions of actual and
ideal supervisory approaches, attitudes toward rsigmey practices, and satisfaction with
supervision, whereas the dependent variable wasgepted by the perceived professional
development. The control variables included gentischers’ experience, and type of school.
The research model was shown below:

Gende
Teacher’ experience
School type

Supervisory Approaches
(Actual &ldeal) v

* Clinical supervision + Attitudes toward supervisory
» Peer coaching practices

» Cognitive coaching ¢  Satisfaction with supervisory
* Mentoring practices

A 4

A 4

» Reflective coaching

» Portfolios

» Professional growth
plans

. (Perceived)
Professional Development

Figurel Model of instructional supervision

3.5 Procedure of Data Collection

In order to make the data collection process miiezteve and to have maximum rate of return,
firstly, MOE and AACAEB were contacted in orderdget a support letter to collect data in the
sample schools. The AACAEB wrote support letter§S ®CEOs and each SCEO gave the list of

beginning and experienced teachers in each ofahdomly selected private and government
21



secondary schools and wrote support letters to saiple schools. Then, school directors were
approached to solicit their permission for the gtuBinally, the researcher distributed and
collected questionnaires via the school directdtss procedure resulted in the total response
rate (100%) which is highly satisfactory for theearch purposes.

3.6 Data Analysis
The data gathered by the above instrument wertectided, categorized and then analyzed using
SPSS (version 17). The data analyses include lesttrigitive and inferential statistics.
First, frequency counts and percentage were appié@ms in section one of the questionnaire
which include respondents’ demographic informatike gender, years of experience, and type
of school. Next, teachers’ experience with sup@xisand evaluation, their perceptions on
frequency of supervision, on the frequency with akhibeginning teachers experiencing
difficulty should be supervised, perceptions on thee a supervisor should spend in the
classroom, and frequency of individuals identifeesl supervisors and evaluators as well were
analysed with frequency counts and percentage.
Next to that, reliability analysis is conducted thve (sub) scales of the adapted version of the
instrument. Independent sample t-test and one-wB§DYAA are used to analyse whether
differences were found between beginner and expeed teachers, between male and female
teachers as well as between private and governsoiobl teachers regarding ideal and actual
supervisory approaches, and to analyse if there diferences between beginner and
experienced teachers in their attitudes and satisfawith supervisory practices. Then, Mean
scores and standard deviation were applied to s@aspondents’ perception on school policies
pertaining to supervisory practices, and the (fskirelationship between supervision and
professional development.
Correlation analysis is applied to see the relatigrs of teachers’ attitudes and satisfaction with
actual and ideal supervision approaches as wélleaselationship of these scales with perceived
professional development. Finally, regression aislys used to predict whether teachers’
perception of real and ideal supervisory practiegstudes toward supervision and satisfaction
with supervision contribute significantly to pro$gsnal development. Other possible factors,
such as teacher’s gender, teaching experiencesembl type are also considered as control
variables in the regression model.
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CHAPTER FOUR
RESULTS

This chapter presents the research findings rel&teteachers’ perception of instructional
supervision and its relationship with professioteelopment. The general aim of the study was
to examine the existing perception of beginning arpderienced teachers toward instructional
supervision and its perceived relationship to msifenal development. This chapter includes the
following sections: demographic information of resdents (4.1), experiences with supervision
and evaluation (4.2), importance and adequacy epkrsision (4.3), construction of scales
regarding supervision types (4.4), perceptions aneferences regarding actual and ideal
supervisory practices (4.5), attitudes toward tingesvisory process (4.6), satisfaction with the
process of supervision (4.7), and supervision arafepsional development (4.8). The final

section includes suggestions for improvement ofsthpgervision process (4.9).
4.1 Demographic information

The demographic information included gender andrsyeaf teaching experience. The
demographic data is summarized in Appendix B.Erms of the type of school respondents are
currently teaching. Government school respondemrspcised 49 male and 51 female teachers,
whereas the private school respondents include &k @nd 46 female. Equal proportion of
respondents (50%) in government and private schael® in their first or second year of
teaching (beginners), seventeen percent in eacokbhve 3-6 years of teaching experience. On
the other hand, 25% of government school resposdamd 29% of private school respondents
have more than ten years of experience. Furtherneapeal proportion of beginning teachers
(100 out of 200) and experienced teachers (10@200) were represented in both government

and private secondary schools.

4.2 Experiences with supervision and evaluation

This section discusses teachers’ experiences wipersision, evaluation, and school policies

pertaining to these practices.

23



Frequency and time slupervision and evaluation

The results of actual frequencies for teacher sigien and evaluation are summarized in
Appendix B.2 and show more than half of beginner experienced teachers responded that they
were supervised 2-4 times per year. Next to tha¥% 4f beginner and 31% of experienced
teachers perceive that they were supervised ordg per year. This clearly shows that beginner

teachers received more frequent supervision aséRperienced counterparts.

Next to supervision, the number of times that beigig and experienced teachers were evaluated
was measured in the survey as well. Teacher evatuatas defined as a planned, summative
process that involved a formal, written appraisaljumigment of an individual's professional
competence and effectiveness at a specific time. rébults (see Appendix B.2) show that the
majority of beginner teachers (51%) perceived that were evaluated only once per year,
whereas 61% of experienced teachers respondedhiéyatwere evaluated 2-4 times per year.

This shows that beginning teachers are evaluassdflequently than experienced teachers.

Individuals participated in supervision and evaloat

Instructional supervision and evaluation of teashean be conducted by a variety of individuals.
Appendix B.3 contains the information about indiats most frequently identified as
supervisorsof their instruction and those identified egaluatorsof teachers’ performance. The
responses revealed that the majority of beginng¥oj6and experienced (48%) teachers were
supervised by department heads and Vice-princ{@é%). However, assigned supervisors were
almost not involved in instructional supervisiomlfo5-7%). This finding clearly shows that
assigned subject area instructional supervisoréddis Ababa City Administration are not
actively involved in supervision of instruction tineir respective schools; supervision is mostly
conducted by department heads and vice-principals.

Evaluation of teachers was conducted by differemtividuals. Of the beginner teacher
responses, 56% of the time a vice- principal anth 28 department heads was mentioned as
teacher evaluator, whereas respectively 35% and f88%xperienced teacher. Again assigned

supervisors do not play a major role in teachetuamn (see Appendix B.3).
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School policies on supervision
To determine teachers’ perceptions regarding theacsupervision policies, respondents were
asked to express their level of agreement to atigmethat acknowledge whether their school

policies allowed them to choose their own typeugfesvisory approaches (see Appendix B.4).

The result shows that beginner teachers perceiae dthool policies do not allow them in
choosing their own type of supervisiod & 2.75,SD = .92) while experienced teachers were
neutral M = 3.01,SD = .88). The result of independent t-test shows tiia mean difference is
significant,t(196) = 2.06p = .041.

4.3 Importance and Adequacy of Supervision
This section deals with the supervisory perceptimineespondents regarding the importance of
supervision, and the frequency and adequacy oamheunt of time for supervision of beginner

teachers.

Importance of supervision

The respondents were asked to describe their peyospf the importance of supervision, using
a Likert scale that ranges from (1) not at all im@ot through (3) neutral to (5) highly important
(see Appendix B.5). T-test results shows that treammdifference between beginner and
experienced teachers is statistically significai62.83) = 2.41p = .017. Beginner teachensl (
= 3.62,SD = .78) are neutral to importance of supervisionlevbxperienced teachers! (= 3.84,

SD=.47) considered it as somewhat more important.

Frequency and adequacy of supervision

The respondents were asked how often beginnintp¢éesishould be supervised and to describe
their perceptions on what they considered the aptimamount of supervision required
specifically for beginning teachers experiencinffidilties (see Appendix B.6). The results
show that of all the respondents, more than halbath beginner and experienced teachers

responded that beginner teachers should be supér@igl times in a year. Next to this, about

25



30% of both respondents chose five or more timebapreferred frequency of supervision for
beginning teachers.

Regarding the optimum amount of supervision reqguifer a specific group of beginners
experiencing difficulty, more than half (58%) ofdmeners and 47% of experienced teachers
believe that supervision of beginning teachers egpeing difficulties should be conducted 2-4
times per year and more than one third of bothaiedents agreed on five or more times per
year. From the above results, it is possible totkae those beginning teachers experiencing
difficulty in their teaching need to be supervisedre than twice in a year.

Moreover, respondents were asked to choose anyapaie length of time a supervisor should
spend working with a teacher per classroom visgp@ndix B.7). Forty percent of beginners and
two-third (66%) of experienced teachers perceis Hupervisors should spend one full class
period (45 minutes) observing the teacher. Abouo3dnd 25% respectively believe that

supervisors should spend one half class periodbgerve a teacher.

4.4 Construction of scales regarding supervision

The items in the questionnaire about supervisoagtimes were used to construct five separate
scales (see Table 1).

Actual and ideal supervision scales

The items assessing perceptions of supervisoryoappes represent respondents’ perceptions of
actual and ideal frequency of the use of selectgueryisory approaches, namely clinical
supervision, peer coaching, cognitive coaching, toréry, reflective coaching or self-directed
development, portfolios, and professional growimnpl Respondents were asked to respond to 7
items on actual and on ideal frequency of the ddbese supervisory approaches using 5 point

scale as: (1) never, (2) seldom, (3) occasion@lyoften, and (5) always.

Attitudes toward supervision and the supervisiod professional development scales

The items of attitudes toward supervisory processedes (11 items) and supervision and
professional development scales (5 items) represspbndents’ attitudes regarding supervisory
processes and their perceptions on the relationbeigveen instructional supervision and
professional development, respectively. Respondeets asked their level of agreement using 5
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point scales which ranges from (1) strongly disagheough (3) neutral to (5) strongly agree. An
example for items imttitude scalds “I am convinced of the need for instructionapervision”
and for thesupervision and professional development salsupervision has clear connection

with professional development.”

Satisfaction with supervision scale

The items of satisfaction with supervision scalegresent teachers’ perception of satisfaction
with the amount and quality of supervision. To eksnthe level of satisfaction with the amount
and quality of supervision, the respondents wekedso respond to two items using five point
scale that ranged from (1) not at all satisfieadtigh (3) neutral to (5) highly satisfied. The third
guestion dwelt upon how the experience of supemisiet their professional needs as beginning
and experienced teachedn example for items in this scale include: “pleasge your
satisfaction with amount of supervision being pded in your school.”

Table 1

Scales Regarding Supervision

N N Cronbach’s
Range ) M (SD)

SCALES (sample) (item) alpha
Perception of actual supervisory
approaches (PASA) 1-5 195 7 18.85 (5.42) .75
Perception of ideal supervisory .
approaches (PISA) 1-5 194 7 26.72 (4.82) .78
Attitudes toward supervisory
processes (ATSP) 1-5 186 11 44.96 (6.79) .85
Satisfaction with supervision
(SWS) 1-5 197 3 9.51 (2.89) .83
Supervision and professional .59
development (SPD) -5 199 5 18.02 (3.32) (.65)*

Note: * o of the scale if item 4 deleted

The Cronbach’s alpha coefficient results demorstrdtat the constructed scales have
satisfactory to good reliability. However, the adlility coefficient of constructed scale to
measure the relationship between supervision antegsional development is relatively low

(0=.59) but increases to .65 when item 4 is deleted.
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4.5 Actual and Ideal Supervisory Practices

This section deals with the respondents’ perceptamnactual and ideal frequency of the use of
selected supervisory approaches, namely cliniqgarsision, peer coaching, cognitive coaching,
mentoring, reflective coaching or self-directed elepment, portfolios, and professional growth
plans. These practices have been defined in thetiqnaaire and use five point scaling that have
been redefined in to: 1 = almost never occurred, I2ss frequently occurred and 3 = more
frequently occurred. Similarly, the scales for idapproaches are recoded as: 1= almost never
preferred to occur, 2 = less frequently preferieadcur, and 3 = more frequently preferred to
occur. For specific information about frequency msuand percentage see Appendix B.8 and
B.9.

Beginner and experienced teachers on the actuabfisepervisory practices

As said before, beginner teachers are those whe h&® years experience and experienced
teachers are those with three or more years ohitegexperience. In order to see if there is
significant difference between beginner and expeed teachers in the use aftual selected

supervisory practices, an independent sample tgesinducted.

Table 2

Beginner and experienced teachers’ perception erattiual use of selected supervisory
practices

Beginner Experienced _
(n=100) (n=100) ¢t d Sig.
Supervisory Practices M SD M SD

Clinical supervision 1.59 .67 1.47 .59 1.34 198 1.18
Peer coaching .78 .50 1.30 51 1.04 196.65 .301
Cognitive coaching 1.53 .78 1.57 .78 1.06 198 718
Mentoring 1.97 .88 .98 .53 1.02 198 332

Self-directed development 1.94 .81 2.13 .85 1.62 198 .108
(Reflective coachin
Portfolios 2.01 .93 2.02 .86 1.08 198 .937

Professional growth plans 1.76 81 1.98 .86 1.86 8 19 .064
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Results in Table 2 show that no significant differe between beginner and experienced
teachers in their perception of the actual useliofcal supervision, peer coaching, cognitive

coaching, mentoring, and professional growth plambserved. However, reflective coaching is
most often used by experienced teachers and posgfolost often by beginners and experienced

teachers.

Moreover, one-way ANOVA is conducted to see if thare significant differences in the actual
use of these supervisory practices in terms ofhat years of experience. The findings
(Appendix B.10) indicate that there are no diffees between teachers with different years of

teaching in the use of these actual supervisorgtioes.

Beginner and experienced teachers on the ideabtisepervisory practices

Beginner and experienced teachers were also askexptess their preferences on itheal use

of selected supervisory approaches (Appendix B R&yinner teachers have higher preference
for the use of portfoliosM= 2.80,SD = .51) than experienced teachdvs£2.61,SD= .67) and
this difference is significant{(197.92) =1.26,p = .025. On the other hand, no significant
differences were observed between beginner andierped teachers on the ideal use of clinical
supervision, peer coaching, cognitive coaching,torerg, reflective coaching, and professional

growth plans.

Furthermore, in order to see if there is any ddfee between teachers within different
categories of teaching experience (1-2 years thirongre than 10 years), the one-way ANOVA
is conducted (Appendix B.12). Results show thaepkéor mentoring, no significant differences
in terms of different teaching experience were ole# in the ideal use of all supervisory
approaches. However, statistically significant etiéince was found for the preferred use of
mentoring in terms of years of experienE€3,195) = 2.732p = .045. Thepost hoc Scheffe
test was used to determine the differences betvoagegories of years of experience (see
Appendix B.13). This analysis revealed that begirteachers (1-2 years of experience) prefer
more frequent use of mentoringl & 2.77,SD = .61) than teachers with 3-6 yeaks £ 2.50,SD
=.75), 7-10 yeard| =2.09,SD= 21.66), and more than 10 yedw £ 2.73,SD=.59).
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Gender

A t-test has been applied in order to see if thersignificant difference in perception on the
actual (see Table 3) and ideal (see Appendix Bué)of selected supervisory practices in terms
of gender. The results show that there is no saamit difference between male and female
teachers in their perception of the actual andlidsa of all supervisory approaches, except for
actual use of cognitive coachint{197.76) = 1.08p = .039. Male respondents on average
perceive that cognitive coaching occurred somewtaat frequently than female respondents.
Table 3

Male and female teachers’ perceptions in the ress af selected supervisory practices

Male Female
_ _ (n=1C3) (n=97) t df Sig.
Supervisory Practices M SD M SD

Clinical supervision 150 .61 1.57 .66 .80 198 424
Peer coachir 1.21 74 7t .5€ .98 19¢ .32¢
Cognitive coaching 1.66 .84 1.43 g1 1.08 197.76 39%*0
Mentoring 1.0¢ .33 1.9C 91 .8C 19¢ A2z
Reflective coaching 2.02 .84 2.05 .85 T7 198 .786
Portfolios 2.09 .88 1.94 91 1.18 198 239

Professional growth plans 1.84 .81 2.78 1.08 .86 8 19 .570
Note:*p < .05

Government and private schools

Furthermore, independent t-test is conducted toifsdeere is a significant difference in the
perception of the actual use of selected supenvigpproaches between private and government
schools. The results are summarized in Table 4 iaditate that peer coaching is more

frequently used in private schools and portfolicssraore used in government schools.
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Table 4

Government and Private School Respondents’ Permepbdf the Actual Use of Selected
Supervisory Practices

Government Private _
(n=100) (n=100) t dt Sig.
Supervisory Practices M SD M SD

Clinical supervision 1.49 .61 1.57 .66 .99 198 373
Peer coachir 1.84 .81 2.3¢€ .83 1.0z 197.3¢ .037
Cognitive coaching 1.53 T7 1.57 .80 .96 198 .718
Mentoring 2.27 .83 .68 53 1.07 198 118
Reflective coaching 2.0z .8€ 2.0t .81 .98 19¢€ .80C
Portfolios 2.3z .83 1.71 .86 1.1z 19¢ .000*

Professional growth plans 1.69 .87 1.77 .80 142 8 19 .093
Note: *p< .05

Lastly, the results of the t-test analysis (see efglix B.15) show statistically significant
differences in perception between government aivéijgr school teachers in the ideal use of peer
coaching,t(197.20) = 1.04,p = .044 and portfolios(196.41) = 1.63,p = .025, respectively.
This implies that government school teachers awdyagrefer to use peer coaching and

portfolios more frequently than private school teas.
4.6 Attitudes toward Supervisory Processes

Beginner and experienced teachers were asked dbeut attitudes toward the supervisory
processes in their schools. Eleven items were dedun the attitudes scale. In order to answer
the second research question concerning existefmcany difference in their attitudes,

independent t-test analysis is carried out. Theltesf the responses are provided in Table 5.

Table 5

Respondents’ Attitudes toward the Supervisory Fses

Beginner Experienced
(n=93) (n=93) t df Sig.

M SD M SD

Scale

Attitudes toward supervisory process 410 .58 4.086 .26 184 .796
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As shown in Table 5, there is no (statisticallynsigant) difference between beginners and
experienced teachers in their attitudes towardrsigmey processes practiced at their schools. In
general, based on the content of the items in ¢hée sit can be concluded that most teachers
(beginners and experienced) were convinced of #wed rfor instructional supervision, and
believe that every teacher can benefit from insional supervision. They perceive that
supervision should be collaborative, promote pitesal growth and trust among teachers, and
supervisory choices should be available to begitesshers.

Moreover, Pearson correlation analysis is carriedio order to see strength of the relationship
between teachers’ attitude toward supervisory mestand the real and ideal supervisory
approaches. The results (Appendix B.16) show teaclters’ attitude toward supervisory
practices has a negative but not significant cati@h with their perceptions of real supervisory
approaches. On the other hand, there is moderat#iveo significant correlation between
teachers’ attitudes toward supervisory practiced perceived ideal supervisory approaches,
r(179) = .34p < .01.

4.7 Satisfaction with the Process of Supervision

The third research question focuses on testinghvenghere is any difference between beginner
and experienced teachers in their level of satisfacwith the frequency and quality of
supervision they received in their school. Indeed-test analysis is conducted for satisfaction

with the total supervision scale (3 items) andrésilts are summarized in Table 6.

Table 6

Respondents’ Perception of their Satisfaction \Bitipervision

Beginner  Experienced

(n=99) (n=98) t df Sig.
Scale
M SD M SD
Satisfaction with supervision 3.09 97 3.25 .89 11.2 195 227

As shown in Table 6, there is no significant diéfiece between beginner and experienced
teachers in their satisfaction with supervisoryctices. The mean score of the respondents imply
that the majority of both beginner and experientegchers have a neutral opinion in the

satisfaction with supervisory processes.
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In order to see if there is any association betwssates of satisfactions with supervision and
perception of real and ideal supervisory approact®&sarson’s correlation analysis was
conducted ( Appendix B.17) and show that teachsatisfaction with supervision has positive
but moderate significant correlation with their gegstion of actual supervisory approaches (
.31). On the contrary, teachers’ satisfaction witpervision has no (significant) relationship=(

.005) with the ideal use of selected supervisopragches.
4.8 Supervision and Professional Development

In order to get answer for the last two researchstions, first mean scores and standard
deviations were calculated for 4 items under supenv and professional development section of
the questionnaire considering its importance td lab respondents’ perception regarding the
connection between instructional supervision andfgssional development. Next to this,
correlation analysis is carried out to see thedgiged) relationship of professional development
with actual and ideal supervisory approaches, faatisn with supervision, and respondents’

attitudes toward supervisory practices.
Instructional supervision and professional devehent

Teachers were asked to give their level of agreémsimg a 5 point scale on four statements
intended to elicit their perceptions on the conieectbetween instructional supervision and
professional development (Appendix B.18). Both hegis M = 4.26, SD = .91) and
experiencedNl = 4.07,SD = .92) teachers agree that supervision has a ctearection with
professional development. With regard to the sedter, beginnersM = 2.97,SD = 1.26)
either disagree or fairly neutral, and experientsthers N1 = 3.68,SD = 1.04) tend to fairly
agree that supervisors have the knowledge andtyabdi select professional activities for
teachers. Responses to the third item or staterti&it beginning teachers participate in
professional development activities as a resulsugervision indicated that beginner teachers
were neutral M = 3.00) and experienced teachers tend to fairkgeadvl = 3.68). Finally,
beginner M = 3.21) and experiencet (= 3.45) teachers expressed a neutral point of aleeut

the fact that their classroom instruction has imprbas a result of supervision.
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Perception, Attitude and Satisfaction Scales anaféasional Development

Pearson’s correlation analysis was performed teestigate strength of the relationship of
professional development as perceived by teachi#hsswales of actual and ideal supervisory
approaches, attitude and satisfaction. The reamdtsummarized in Table 7 and the correlations
show that teachers’ perception of actual and idepérvisory approaches has positive significant
correlations with perceived professional developm@n= .25 andr = .21, respectively).
Similarly, moderate significant positive correlatsoare found between teachers’ attitude toward
supervisory practices & .36) and their satisfaction with supervisior=(.44) with (perceived)

professional development.

Table 7
Correlations of Perception, Attitude and SatisfastScales with Professional Development
PASA PISA ATSA SWS
PD Correlation 251" 207" 360 443
Sig. .000 .004 .000 .000
N 195 194 186 197

Note: **p < .01

Moreover, a correlation analysis of each selectetuah supervisory approaches with

professional development is conducted and reshtig/ghat all actual supervisory approaches
have significant positive correlation with (percaily professional development (see Appendix
B.19).

Predictors of professional development

Next to that, regression analysis is used in otdlsee which of these predictors contribute most
to professional development. Initially four separa¢gression models were conducted to see
how each of the variables is predicting profesdialeelopment while controlling for teacher
and school covariates.

The results of the four linear regression analyses Appendix B.20) show that after controlling
for teacher and school-related variables (gendgrereence and school type), all of the four
scales are positively related to (perceived) psitegl development. Thactual supervisory

approaches have weak but positive significant icgglahip with professional developmergt £
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.25, p < .001),ideal supervisory approaches € .23,p < .01), teachers’ attitudeg & .16,p =
.017) and finally teachers’ satisfaction with syiEon (f = .42) has moderate positive
relationship with (perceived) professional develepm Furthermore, in all separate analyses
teachers’ years of experience shows a significaositipe relationship with perceived
professional development (ranges frgm .18 = .20), which means that experienced teachers
have more positive perception of how supervisiontidoutes to their professional development
than beginner teachers.

Finally, all the four predictors are put togethernmultiple regression analysis in order to see

which of these predictors contribute most to prei@sal development (see table 8).

Table 8

The Regression Model of Predicting Professional dgyment using Actual and Ideal
Supervisory Approaches, Attitude and Satisfactidnlevcontrolling for teacher and school
covariates

Model B SEB B P values
Step 2
Gender -17 .10 -11 071
Years of experience .29 10 .18 .002
School type -.04 10 -.03 .678
Perception of real supervisory approaches .08 .07 08 . 270
Perception of ideal supervisory approaches 13 .08 .11 .109
Attitude toward supervisory practices 43 .08 .33 .000
Satisfaction with supervision .34 .06 .40 .000

Note: R = .277 for step 1A R® = .338 for step 2; Significant variables bold peih

The results depicted in Table 8 indicate that thst model (teacher and school related factors)
accounted for 28% of the variance in professioreletbpment. However, the second model
(including the four predictors) was able to accotort 34% of the variance in professional

development. Moreover, looking at the standardigedve can observe that a moderate but
significant positive relationship is found for twad the predictors: teachers’ attitude toward

supervisory practiceg (= .33) and satisfaction with supervisigh< .40). This finding implies
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that attitudes about and satisfaction with superyipractices and not actual or ideal supervisory

practices, are contributing most in predicting pesional development.

Furthermore, concerning teacher related factorshefthree factors, only teachers’ years of
experience shows a significant positive relatiopshith perceived professional developmemt (
= .18, p = .002), which means that experienced teachers imere positive perception of how
supervision contributes to their professional depeient than beginner teachers. On the
contrary, teacher’'s gender and the type of schomlnat significantly related to (perceived)

professional development.

4.9 Suggestions for improvement

The last question in the questionnaire was an @weled item which requests respondents to
share their comments and views on ways in whictiung8onal supervision could be improved in
Addis Ababa, Ethiopia. Out of 200 respondents frboth types of schools, 150 (75%)
responded to the question by giving the combinabioanswers, which have been categorized in
to three groups: Instructional supervision procésachers’ attitude, and supervisors’ behavior.
The frequencies of responses in each category appsee Appendix B.21.

Regarding the process ofstructional supervisionthirteen percent of teachers suggested that
supervision should be done by professionals whe hlag knowledge and skills of supervision.
These responses could due to the fact that inginadtsupervision in Addis Ababa, Ethiopia is
mostly conducted by principals, department head$ smme senior teachers who are not
qualified or trained in the discipline of supereisi Next to that, teachers suggested that
supervision should be collaborative, focus on mgpand supporting teachers, and should be
geared toward enhancing teaching-learning and tpeofessional growth. Moreover, it is
suggested that immediate feedback should be giweriehchers after classroom observation
through post-observation conference.

Concerningteachers’ attitudetoward the supervision process, it is suggestad shpervisory

choices should be available for teachers, teadtesld be willing to accept comments given by
their supervisors, and should have a positiveuatitor thinking about instructional supervision.
In addition, teachers commented that supervisiaulshpromote trust and commitment among

teachers, and time should be given to the impleatient of instructional supervision.

36



Finally, teachers provided their suggestions on behavior of supervisorsthat they
(supervisors) should be collaborative and frienalith teachers (supervisee), and should be free

from prejudice, fault finding, and control.
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CHAPTER FIVE
CONCLUSIONS AND DISCUSSION

5.1 Conclusions

This study focuses on teachers’ perception of uigsiznal supervision and its relationship with
professional development in private and governmsgtondary schools of Addis Ababa,
Ethiopia. The study also examines teachers’ attguahd satisfaction with supervisory practices.
Based on the most significant findings presentedhiapter four, the following conclusions are
drawn.

The first research question asks for existence of differenoeperception and preference
between teachers regarding thetual and ideal supervisory practices (in terms of years of
experience, gender, and school type). No significiferences were found between beginners
and experienced teachers in perception of the lacs® of selected supervisory practices,
namely clinical supervision, peer coaching, cogeitcoaching, mentoring, and professional
growth plans. However, reflective coachingnmst often used by experienced teachers and
portfolios are most often by both beginners andeerpced teachers. Furthermore, significant
differences between beginners and experienced éeagtere found in their preferences to the
ideal use of mentoring and portfolios. Beginnerckesis prefer the use of mentoring and
portfolios more than experienced teachers.

Regarding gender difference, no significant diffees were found between male and female
teachers in their perception of the actual andligig@ervisory practices, except for the actual use
of cognitive coaching. Cognitive coaching is a mmigmental process in which supervisor
attempts to facilitate teacher learning througtr@bfem solving approach by using questions to
stimulate the teacher’s thinking (Costa & Garmstd®94). In this regard, for male teachers,
cognitive coaching occurred somewhat more freqyerntan for female respondents.
Furthermore, statistically significant differences perception and preference were observed
between government and private schools in the baoseof peer coaching and in the ideal use
of peer coaching and portfolios. Peer coachingss frequently occurred in government schools
than in private schools. Moreover, government stkeachers prefer the use of peer coaching

and portfolios somewhat more often than privat@etteachers.
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The secondandthird research questions are regarding the existend#fefences in teachers’
attitude toward and satisfaction with supervisorgcfices, respectively. Results show that there
is no difference between beginner and experieneachers in their attitudes toward supervisory
processes practiced at their schools. Most tea¢heggnner and experienced) were convinced of
the need for instructional supervision, and belighat every teacher can benefit from
instructional supervision. They perceive that suisésn should be collaborative, promote
professional growth and trust among teachers, apérsisory choices should be available to
beginner teachers. Regarding their level of satigfa, it is found that there is no significant
difference between beginners and experienced tesachetheir satisfaction with supervisory
practices. The majority of both beginners and erpeed teachers have a neutral opinion in
their general satisfaction with supervision proesss

The fourth research question focuses on the relationship ctiiah and ideal supervisory
approaches, teachers’ attitudes and satisfactidh professional development. Overall, both
beginners and experienced teachers generally dgatdanstructional supervision has a clear
connection with professional development. The dati@n analysis shows that the actual and
ideal supervisory approaches, teachers’ attituded satisfaction have weak to moderate

significant positive correlations (ranging frars .25 -r = .44) with professional development.

Thelast research question is related to existence of gi@di which contribute most to teachers’
professional development. Results of the sepaegpeession model for the four predictors show
that the actual and ideal supervisory approackeshers’ attitudes and satisfaction have weak to
moderate significant positive relationships (ragginom g = .254 = .42) with professional
development, after controlling for teacher and sthelated factors. However, it is found that
only teachers’ attitudeg (= .33) and satisfaction with supervisigh< .40) contribute most in
predicting professional development. This findimgplies that teachers’ positive attitudes and
satisfaction with supervisory practices have higisoaiation with (perceived) professional
development. Moreover, the result of this studyidatés that experienced teachers have more
positive perception of how supervision contributestheir professional development than
beginner teachers.
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5.2 Discussion

5.2.1 Teachers’ perception of the supervision pross

Beginner and experienced teachers were asked d&heutperceptions on the importance of
instructional supervision. Results show that beginteachers considered supervision as less
important while experienced teachers consideredsitgenerally important. Supporting this,
previous research and publications revealed thabhuse of its evaluative approaches or
problems in the behavior of supervisors; less agpeed teachers perceive supervision as
nothing value to offer to them (Blumberg, 1980;\v@li 1976; Zepeda & Ponticell, 1998).
However, the potential benefits of instructionaparvision for beginner teachers should not be
underestimated (Glatthorn, 19990).

Regarding teachers’ experience with supervisionevaduation, the results show that more than
half of beginner and experienced teachers werergigspd and prefer to be supervised 2-4 times
per year. In addition, more than half of beginnemsl about two-third of experienced teachers
perceived that they were evaluated only once aAdifies per year, respectively. Moreover,
about two-third of beginners and half of experiehdeachers confirmed that they were
supervised by department heads and vice-principrisrestingly, only 5-7% of the so-called

assigned supervisors were participated in inswoeti supervision. This clearly shows that
subject area instructional supervisors in Addis BeéaCity Administration (AACA) are not

actively involved in instructional supervision imeir respective schools. Supporting this,
Alemayehu (2008) found that assigned subject ametuictional supervisors in AACA were

focused on administrative matters rather than anadéssues, and gave less time to support

beginner teachers.

Moreover, the results of this study indicated theginner teachers perceive that school policies
do not allow them in choosing their own type of eysion. According to Sergiovanni and
Starratt (2007), schools should provide supervisbigices to beginner and experienced teachers
to meet their professional needs and preferenceghdfmore, Sullivan and Glanz (2000)
suggested that providing teachers with various gy options enables them to select
appropriate approaches necessary to meet theiegsiohal needs and preferences. Results in

this study show that except reflective coachingptiler supervisory approaches, namely clinical
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supervision, peer coaching, cognitive coaching, torérg, and professional growth plans were
occasionally applied for both beginners and expegd teachers. This clearly indicated that
supervisory options are not sufficiently availafile beginner and experienced teachers. Various
authors suggested that collaborative supervisoryormp such as peer coaching, cognitive
coaching and mentoring should particularly be amd for beginner teachers to enhance their
professional development and instructional efficie(Sergiovanni & Starratt, 2007; Showers &
Joyce, 1996; Sullivan & Glanz, 2000).

5.2.2 Teachers’ attitude and satisfaction toward uervisory practices

In a study of instructional supervision and teacdaisfaction, Fraser (1980, p. 224) stated that
“the improvement of the teaching learning procesas dependent upon teacher attitudes toward
supervision”. He further noted that unless teaxhwmgrceive instructional supervision as a
process of promoting professional growth and stusning, the supervisory practice will not
bring the desired effect. In line with this, thadings in this study show that both beginners and
experienced teachers were convinced of the neeshdtuctional supervision, and believe that
every teacher can benefit from instructional suigesua. They perceive that supervision should
be collaborative, promote professional growth andttamong teachers, and supervisory choices
should be available to beginner teachers. Howetle, majority of both beginners and
experienced teachers have a neutral opinion orsfaetion with the general instructional

supervisory processes.

5.2.3 Connection between instructional supervisioand professional development

According to Nolan and Hoover (2008), instructiogapervision is “an organizational function
concerned with teacher growth, leading to improvetme teaching performance and greater
student learning” (p. 6). Similarly, Sullivan (199%tated that as fields of educational
development, instructional supervision and protesai development are interlinked. Both focus
on teacher effectiveness in classroom and pronfaé participants a sense of ownership,
commitment, and trust toward instructional improeem(McQuarrie & Wood, 19991). In this
regard, results show that both beginners and expssd teachers agree on the connection
between instructional supervision and professiodalvelopment. Moreover, the results

confirmed that teachers’ perception of actual aledl supervisory approaches, teachers’ attitude
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and satisfaction toward supervisory practices #gaifccantly and positively correlated with
professional development. However, the strongestliptors of professional development are
teachers’ attitude and satisfaction toward superyipractices. Furthermore, the findings show
that experienced teachers are more certain abewdatitributions of instructional supervision to
their professional development than beginner taache line with this finding, Glatthorn (1990)
stated that experienced teachers have their owiegsmional development needs and preferences

and are more confident about professional developa®a result of instructional supervision.

5.2.4 Suggestions for improvement

Respondents have shared their comments and viewsaygs in which instructional supervision
could be improved in Addis Ababa, Ethiopia. Thesponses have been categorized in to three
groups: instructional supervision process, teathetfitude, and supervisors’ behavior.
Regarding the process iofistructional supervisionteachers suggested that supervision should be
done by professionals who have the knowledge aiity sK supervision. These suggestions
could due to the fact that instructional supennsio Addis Ababa, Ethiopia is mostly conducted
by vice-principals and department heads, who ateqoalified or trained in the discipline of
supervision. Next to that, an interesting suggesisothat immediate feedback should be given
for teachers after classroom observation througst-pbservation conference. In this regard,
Glickman et al. (1998) suggested that those inwblue the supervision process must be
knowledgeable about instructional supervision aadponsive to the developmental stages
teachers’ profession.

Recent studies show that beginning teachers’ pgocepf inadequacies of the amount and
quality of instructional supervision develop in tiee sense of disappointment and forming
negative attitudes toward supervision process (C8bpng, Wong & Wong, 2011). Concerning
teachers’ attitudetoward the supervision process, respondents steghebat supervisory
choices should be available for teachers, teadtesld be willing to accept comments given by

their supervisors, and should have a positiveualtitor thinking about instructional supervision.

Finally, teachers provided their suggestions on behavior of supervisorsthat they
(supervisors) should be collaborative and friendlith teachers (supervisee), and should be free

from prejudice, fault finding, and control. Furth@are, it is suggested that assigned supervisors
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should devote their time to academic matters tlthnimistrative issues and teachers should be
given enough time to implement instructional sugson. According to Zepeda (2007, p. 56),
the most important task of a supervisor is workivith teachers “in ways that promote lifelong
learning skills: inquiry, reflection, collaboratipmand a dedication to professional growth and

development.”

5.3 Limitations

This study had some limitations. First, the stuthjiudes only government and private secondary
schools in Addis Ababa, Ethiopia. Primary schooésret included in this study due to time and
budget constraints. In addition, the study hadtations of all survey type of research such as
location and generalizability (Fraenkel & Walle1D). Location is one limitation in the sense
that it was difficult to get all respondents cotkxt together as a group. Furthermore,
generalizability of this study was limited by thacf that the research was conducted in
secondary schools in one city of Ethiopia. Anotlmitation was problem of getting recently
published books about instructional supervisionlei@ide and almost no research findings in
the African context. Therefore, because of thes@dtions, the study by no means claims to be
conclusive. It would rather serve as a spring siolsteachers’ perceptions in a more detailed and

comprehensive way.

5.4 Recommendations

Based on conclusions and discussions of the rdsdiadings, the following recommendations
are made to enhance the instructional supervismgegses in Ethiopia, specifically in Addis
Ababa.First, instructional supervision needs to be a pridntgchools and given enough time so
that improvement in instruction can occi8econd supervisory practices should be clearly
outlined in the school policies, providing (beginaad experienced) teachers with the options of
choosing among different type§hird, further research is required to find out the iotpaf
actual supervisory approaches, teachers’ attitidesatisfaction on professional development.
Fourth, it was suggested by the respondents that supeswsfiould have the required knowledge
and skills in the field of supervision. Therefoegucation officials and schools should give
attention in building the capacity of those invalvm instructional supervision by arranging
frequent supervisory trainingsifth, officials of the AACEB and its Sub-city Educatidiffice
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should make the necessary arrangements on waygnedssupervisors are fully devoted in
supporting teachers.
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APPENDICES

Appendix A: TEACHERS’ SURVEY FORM
Section 1: GENERAL INFORMATION

1.

©

Gender

1 Male

2 Female
Years of experience

1 1-2 years (Beginner)

2 3-6 years

3 7-10 years

4 More than 10 years
| am teaching in:

1 Government school

2 Private school
On average | arformally supervised

1 0 times per year

2 Once per year

3 2-4 times per year

4 5 or more times per year
Supervisionof my teaching is conducted by:

1 Principal

2 Vice-principal

3 Department head

4 Supervisor

5 Other (specify)

On average | arformally evaluated:
1 0 times per year
2 Once per year
3 2-4 times per year
4 5 or more times per year

. Evaluation of my teaching is conducted by:

1 Principal

2 Vice-principal

3 Department head
4 Supervisor

5 Other (specify)

In my opinion aeginning teachershould be supervised:

A beginning teachezxperiencing difficulty in the classroom should be supervised:

1 0 times per year

2 Once per year

3 2-4 times per year

4 5 or more times per year
1 0 times per year

2 Once per year

3 2-4 times per year
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4 5 or more times per year
10.For how long asupervisor should spend his time when conductingsu#pervisory
observatior?
1 one quarter or less class period
2 one half class period
3 one full class period
4 more than a full class period
11.1 perceivesupervisionto be:

1 Not at all important
2 Less important

3 Neutral

4 Important

5 Highly important

12.Please rate your satisfaction with #raount of supervisionbeing provided in your
school:

Not at all satisfied

Less satisfied

Neutral

Satisfied

Highly satisfied

13.Please rate your satisfaction with theality of supervision being provided in your
school:

O WNEF

Not at all satisfied

Less satisfied

Neutral

Satisfied

Highly satisfied

14. Thesupervision| receive meets my individual professional needs:
1 Strongly disagree

O WNBEF

2 Disagree
3 Neutral
4 Agree

5 Strongly agree
15.The school policies allow me to choose my typsugervision

1 Strongly disagree
2 Disagree

3 Neutral

4 Agree

5 Strongly agree

Section 2: PERCEPTIONS OF SUPERVISORY APPROACHES
The questions in this section are intended to pevinformation regarding your past
experiences with supervision and what itieal supervisionshould be. A definition for
each type of supervision is included in each itBfease, keep in mind that you are asked to
respond to these questions accordingdw you feel at this timein your career.
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For each of the following statements about typesupfervision, pleasercle the number
that indicates the frequency of supervisory apgreadorboth real and ideal

Never Seldom Ocaasally Often Alway
(N)=1 (S5)=2 0Q) =3 (0) =4 (A) =5

Real indicates the frequency with which these approadmsally occurred in your
teaching experience.

Ideal indicates the frequency with which you think thepproacheshould occur.

TYPE OF SUPERVISION REAL IDEAL
1.Clinical supervision 1 2 3 4 5 1 2 |3]4]|5

Is a process for the improvement of professionaivgn, which usually consists of several
phases, such as conference, observation by a ssmeand post-conference.
2. Peer coaching 1 2 3 4 5 1 2 |3|4]5

Is a process of supervision in which teachers weotlaboratively in pairs and small teams|to
observe each others’ teaching and to improve ottt
3. Cognitive coaching 1 2 3 4 5 1 2 |3|4]5

Is a nonjudgmental process built around a plannorgerence, observation, and a reflecting
conference, in which supervisor attempts to fat#itteacher learning through a problem
solving approach by using questions to stimulagetéacher’s thinking.

4. Mentoring 1 2 3 4 5 1 2 |3|4]5

Is a process that facilitates instructional improeat wherein arexperienced educator
(mentor) works with aoviceor less experiencedeacher collaboratively and nonjudgmental
to study and deliberate on ways instruction indlassroom may be improved.

5. Self-directed development(reflective 1 2 3 4 5 1 2 |3|4]5

coaching)

Is a process by which a teacher systematicallysplanhis or her own professional growth|in
teaching.

6. Portfolios 1 2 3 4 5 1 2 |3|4]|5

Is a process of supervision with teacher-compiletlection of artifacts, reproductions,
testimonials, and student work that representsetheher’s professional growth and abilitigs.
7.Professional growth plans 1 2 3 4 5 1 2 |3|4]5

Refers to individual goal-setting activities, lotegm projects teachers develop and carry put
relating to the teaching.

Section 3: REACTIONS TO INSTRUCTIONAL SUPERVISION
Instructional supervision is a process in education, which focuses on geelasupport, and

continuous assessment provided to teachers farghefessional development and improvement
in the teaching-learning process. It is a planragebbpmental process that is intended to support
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the career-long success and continuing professigraith of each teacher. For each of the
following statements about professional developmplgase circle the number that indicates
your level of agreement.

Strongly Disagree Disagree Neutral Agree Strongly Age
(SD)=1 (D)=2 (N)=3 (A)=4 (SA)=5
1. I am convinced of the need for instructional supsown. 1 2 3 4 5
2. Every teacher can benefit from instructional suseon. 1 2 3 4 5
3. Supervision should be a collaborative effort betwee
teacher and supervisor. 1 23 4 5
4. Supervision should promote professional growth
among the teachers 12 3 4 5
5. Supervision should promote trust among the teacher 1 2 3 4 5
6. Supervisory choices should be available to begmnin
teachers. 1 2 3 4 5
7. Beginning teachers should receive adequate suprvis 1 2 3 4 5
8. Time should be given to the implementation of any
instructional supervision method. 1 2 3#A 5
9. Teachers should be involved in the planning of the
supervisory process prior to supervision. 1 2 34 5
10. Supervisory practices should consider the develogpahe
stages of individual teachers. 1 23 4 5
11. Supervision should focus on the needs of the teache 1 2 3 4 5

Section 4: INSTRUCTIONAL SUPERVISION AND PROFESSIONAL DEVELOPMENT

For each of the following statements about protessi development, please circle the number
that indicates your level of agreemdrdised on your own experience.

Strongly Disagree Disagree Neutral Agree Strongly Age
(SD)=1 (D)=2 (N)=3 (A)=4 (SA)=5

1. Supervision has clear connection with professional

development. 12 3 4 5
2. Supervisors have the knowledge and ability to $elec

professional activities for teachers. 1 2 34 5
3. Beginning teachers patrticipate in professional

development activities as a result of supervision. 1 2 3 4
4. Professional development opportunities should be

chosen by the teacher. 1 23 4 5
5. My classroom instruction has improved as a redult o

supervision. 12 3 4 5
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Suggest ways in which instructional supervisionlddage improved.

Appendix B.1
Respondents According to Gender, Years of Experiand Type of School

Government Schools(=100)

Years of Private Schools(=100)
Experience Male Female Total Male Female Total
N % N % N % N % N % N %
1-2 years(Beginners) 26 531 24 471 50 50 27 50 23 50 50 50
3-6 years 7 143 10 196 17 17 6 111 11 239 17 17
7-10 years 3 61 5 98 8 8 7 13 7 152 14 14
More than 10 years 13 265 12 235 25 25 14 259 5 109 29 29
Total (N=200) 49 100 51 100 100 100 54 100 46 100 100 100
Appendix B.2
Respondents’ Perceptions of the Frequency with RVhiey Are Supervised and Evaluated
Supervision Evaluation
Frequency _ . - .
Beginner Experienced Beginner Experienced
N % N % N % N %
0 times per year 5 5 2 2 9 9 0 0
Once per year 41 41 31 31 51 51 32 323
2-4 times per year 51 51 58 58 39 39 60 606
5 or more times per year 3 3 9 9 1 1 7 7.1
Total (N = 200 10C 10C 10C 10C 10C 10C 98 9g
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Appendix B.3
Individuals Most Frequently Identified as Supervssand Evaluators

F Supervisor Evaluator
requency Beginner Experienced Beginner Experienced
N % N % N % N %
Principal 6 61 18 18 10 108 19 192
Vice principal 26 263 26 26 52 559 35 354
Department heads 60 60.6 48 48 26 28 36 36.4
Assigned supervisors 5 5.1 7 7 4 4.3 9 9.1
Othel 2 2 1 1 1 1.1 0 0
Total (N =200 99 10C 10C 10C 93 10C 99 10C
Appendix B.4

Respondents’ Perceptions of the School PolicieSugervision

Beginner Experienced
M SD M SD
The school policies allow me to choose my2.75 .92 3.01 .88
supervision
Appendix B.5

Respondents’ Perceptions of the Importance of Sigien (N =200)

Beginner Experienced
M SD M SD
Importance of supervision 3.62 .78 3.84 A7
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Appendix B.6

Frequency of Supervision for Beginning Teacherstande Experiencing Difficulty

Supervision of
Beginning Teachers
with Difficulty

Supervision of
Beginning Teachers

Frequency

Beginner Experienced Beginner Experienced

N % N % N % N %
0 times per year 1 1 1 1 3 3 1 1
Once per year 10 10 7 7 8 8.1 11 111
2-4 times per year 58 58 55 55 57 57.6 46 46.5
5 or more times per year 31 31 37 37 31 313 41 441.
Total (N=200) 100 100 100 100 99 100 99 100

Appendix B.7

Respondents’ Perceptions of the Time a Supervisaul8 Spend in the Classroom

Beginner  Experienced

Time
N % N %
One quarter or less class period 20 20.2 5 5.1
One half class period 34 34.3 25 25.3
One full class period 40 40.4 65 65.7
More than a full class period 5 5.1 4 4
Total (N=198) 99 100 99 100
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Appendix B.8

Teachers’ Perception on the Frequency of Real Sigaty Approaches

Perception CS PC CC M RC P PGP

N % N % N % N % N % N % N %
Almost never 109 545 94 47 126 63 82 41 66 33 78 39 85 42.5
occurred

Less frequently 76 38 56 28 38 19 39 195 61 30.5 41 20.5 56 28
occurred

More frequently 15 75 46 23 36 18 78 39 73 36.5 81 40.5 59 29.5
occurred

Missing 0 0 4 2 0 0 1 5 0 0 0 0 0 0

Total 200 100 200 100 200 100 200 100 200 100 2000 1200 100

Note: CS = Clinical supervision, PC = Peer coach@®@ = Cognitive coaching, M = Mentoring,
RC = Reflective coaching, P = Peer coaching, anB B@rofessional growth plans

Appendix B.9

Teachers’ Perception on the Frequency of Ideal 8upary Approaches

Perception CSs PC CcC M RC P PGP

N % N % N % N % N % N % N %
Almost never 31 155 17 8.5 46 23 21 105 24 12 15 7.5 23 11.5
preferred

Less frequently 47 235 33 16,5 61 305 20 10 58 29 29 145 59 295
preferred

More frequently 122 61 146 73 92 46 158 79 118 59 156 78 118 59
preferred

Missing 0 0 4 2 1 5 1 5 0 0 0 0 0 0

Total 200 100 200 100 200 100 200 100 200 100 2000 1200 100

Note: CS = Clinical supervision, PC = Peer coach@®@ = Cognitive coaching, M = Mentoring,
RC = Reflective coaching, P = Peer coaching, ang P@rofessional growth plans
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Appendix B .10
ANOVA of Teachers’ Perceptions of Real Frequen®&ugplervisory Practices In terms of
Teaching Experience

Type O{RSeu;;;ervision Source of VVariance Sum of df Mean E Sig.
Squares Square
Clinical supervision Between Groups 6.254 3 2.085 2.325 .076
Within Groups 175.746 196 .897
Total 182.000 199
Peer coaching Between Groups 1.018 3 .339 .259 .855
Within Groups 251.283 192 1.309
Total 252.301 195
Cognitive coaching Between Groups 6.820 3 2.273 1520 .211
Within Groups 293.175 196 1.496
Total 299.995 199
Mentoring Between Groups 5.299 3 1.766  .898 443
Within Groups 383.485 195 1.967
Total 388.784 198
Reflective coaching Between Groups 7.275 3 2425 1.558 .201
Within Groups 305.120 196 1.557
Total 312.395 199
Portfolios Between Groups 1.096 3 .365 .199 .897
Within Groups 358.904 196 1.831
Total 360.000 199
Professional growth plar Between Groups 7.817 3 2606 1.826 .144
Within Groups 279.703 196 1.427
Total 287.520 199
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Appendix B.11

Beginner and Experienced Teachers’ Perceptionb@tdeal Use Supervisory Practices

Supervisory Practices iﬁg?;(;r Ex(r;e:rilzrz)c;ed df Sig.
M SD M SD
Clinical supervision 2.5 .67 2.36 .81 180 19746 .073
Peer coaching 1.68 .50 43 .53 1.05 196.57 .298
Cognitive coaching 2.28 .81 1.17 51 1.09 198 277
Mentoring 2.77 .60 1.59 52 1.16 198 .249
Reflective coaching 2.45 .64 2.49 .76 40 198 .688
Portfolios 280 51 2.61 .67 126 197.92 .025*
Professional growth plans 2.41 .73 2.54 .66  1.32 198 .186

Note: *p < .05
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Appendix B.12

ANOVA of Teachers’ Perceptions of Ideal Frequericyupervisory Practices In terms of

Teaching Experience

Type of Supervision

Sum of

Mean

(Ideal) Source of Variance Squares df Square Sig.
Clinical supervision Between Groups 9.572 3 3.191 2.524 .059
Within Groups 247.783 196 1.264
Total 257.355 199
Peer coaching Between Groups 3.271 3 1.090 1.047 .373
Within Groups 199.994 192 1.042
Total 203.265 195
Cognitive coaching Between Groups 2421 3 .807 .698 .554
Within Groups 225.347 195 1.156
Total 227.769 198
Mentoring Between Groups 9.333 3 3.111 2.732 .045*
Within Groups 222.034 195 1.139
Total 231.367 198
Reflective coaching Between Groups .934 3 311 287 .835
Within Groups 212.661 196 1.085
Total 213.595 199
Portfolios Between Groups 4.895 3 1632 1.611 .188
Within Groups 198.500 196 1.013
Total 203.395 199
Professional growth Between Groups 4.309 3 1436 1.296 .277
plans Within Groups 217.286 196 1.109
Total 221.595 199

Note: *p < .05
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Appendix B.13

Scheffe Multiple Comparison Test for Ideal Frequyewé Mentoring in terms of Yearsf
Experience

95% Confidence

Mean
Years’ of . Std. . Interval
. N M Difference Sig.
Experience (1-J) Error Lower Upper
Bound Bound
1-2 years 100 2.77 4.86 1.68 -041* 14 9.59
3-6 years 34 2.50 27 1.41 .998 3.71 4.25
7-10 years 22 2.09 4.59 1.95 139 .90 10.08
More than 10 years 44 2.73 23 1.63 999 4.35 4.81

Note: *P < .05

Appendix B.14

Male and female teachers’ perceptions of the idesal of selected supervisory practices

Male Female
Supervisory Practices (n=1C3) (n=97) t df Sig.
M SD M SD
Clinical supervision 2.45 75 2.46 75 16 198 871
Peer coaching .38 .53 1.69 51 1.02 198 .307
Cognitive coaching 2.19 .82 1.23 .50 .95 198 344
Mentoring 1.64 49 2.75 .60 1.09 198 278
Reflective coaching 2.50 .68 2.43 72 72 198 470
Portfolios 2.67 .60 2.74 .60 .85 198 .395
Professional growth plans 2.45 .70 2.51 .69 .60 198 552
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Appendix B.15

Government and Private School Respondents’ Pemeptiof the Ideal Use of Selected
Supervisory Practices

Supervisory Practices Go(\r/]irlnorr(l)t)ant ;rzivla(l)tg) t df Sig.
M SD M SD

Clinical supervision 2.41 .82 2.50 .67 .85 191.06 397.
Peer coaching 2.67 .64 1.42 .53 1.04 197.20 .044*
Cognitive coaching 2.15 .80 1.30 .50 .83 198 405
Mentoring 2.78 .58 1.58 52 1.18 198 241
Reflective coaching 2.45 .69 2.49 72 .80 198 .688
Portfolios 2.80 49 2.61 .68 1.63 196.41  .025*
Professional growth plans  2.42 72 2.53 .66 1.12 198 .264

Note: *p < .05

Appendix B.16
Correlation of real and ideal supervisory approashwith attitude scale

Real Supervisory Ideal Supervisory

Approaches Approaches
Attitude toward Correlation -.015 341
supervisory  sjg. .840 .000
processes N 182 181

Note: ** p< .01
Appendix B.17
Correlation of real and ideal supervisory approasheith satisfaction scale

PRSA PISA

Satisfaction with Correlation 311 .005
supervision Sig. .000 .949
N 192 191

Note: PRSA = Perception of Real Supervisory Apphneac PISA = Perception of Ideal
Supervisory Approaches
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Appendix B.18

Respondents’ Perceptions of the Relationship betvBegervision and Professional
Development (N = 200)

Perception Beginner Experienced
M SD M SD
Supervision has clear connection with professional 4. 26 91 407 92

development (PD)
Supervisors have the knowledge and ability to selec 2.97 126 3.68 1.04

professional activities for teache
Beginning teachers participate in PD activitiegas 300 129 368 1.03

result of supervision
My classroom instruction has improved as aredulto 3.21 1.21 345 1.03

supervision

Appendix B.19
Correlations between Perceived Professional Devalemt and Each Actual Supervisory
Approaches (N = 200)

PD CS PC CC M RC P PGP
PD Correlation 1 .16* .10* 9% .36%* 14> 23 25
Sig. .026 .046 .006 .004 .018 .002 .003

Note: *p < .05, **p < .01, PD = Professional Development, CS = Clingugpervision, PC =
Peer Coaching, CC = Cognitive Coaching, M = MemgrRC = Reflective Coaching, P =
Portfolios, and PGP = Professional Growth Plans
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Appendix B.20

Regression Model of Predicting Professional Dewvelept Using Four Predictors while
Controlling for Teacher and School Covariates

Using Actual Supervisory Approaches

Model B SE B B P values
Constant 2.62 .30 .000
Gender -.18 A1 -11 .105
Years of experience A2 .04 .18 .008
School type .05 A1 .03 .655
Actual supervisory approaches .25 .07 .25 .000

Note: R = .112,A R® = .061; Significant variables bold printed
Using ldeal Supervisory Approaches

Constant 2.40 37 .000
Gender -.22 A1 -.14 .082
Years of experience 13 .04 .20 .005
School type -.02 A1 -.02 .828
Ideal supervisory approaches 27 .08 .23 .001

Note: R = .104,A R* = .054; Significant variables bold printed

Using Attitude toward Supervisory Practices

Constant 1.72 .39 .000
Gender -.25 A1 -.16 .062
Years of experience A1 .04 .16 .017
School type -.10 A1 -.06 .356
Attitude toward supervisory practices 46 .09 .36 .000

Note: R = .188,A R® = .124; Significant variables bold printed

Using Satisfaction with Supervision

Constant 2.18 .26 .000
Gender -11 .10 -.07 267
Years of experience A1 04 17 .008
School type .04 .10 .03 .660
Satisfaction with supervision .36 05 42 .000

Note: R = .232,A R“ = .170; Significant variables bold printed
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Appendix B.21

Respondents’ Suggestions for Improvement of Irtsbnal Supervision

Category Frequency

Instructional Supervision Process

Supervision should be done by professionals whee e knowledge and 20
Supervision should be collaborative, focus on mgj@nd supporting teachers 15
Supervision should geared toward enhancing teadbarging and professional 13
Immediate feedback should be given for teachers afassroom observation 12
Attitude of teachers

Supervisory choices should be should be availaislestichers 10
Teachers should be willing to accept comments gbxetiheir supervisors 8
Teachers should have positive attitude or thinkibgut inst. supervision 10
Supervision should promote trust and commitmentragrieachers 13
Time should be given to the implementation of instional supervision 11
Supervisors’ behavior

Supervisor should be collaborative and friendlyhvigachers (supervisee) 15
Supervisor should be free from prejudice, faultliing, and control 13
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