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ABSTRACT
The study aimed at investigating the attitude of basic school mathematics
teachers towards instructional supervision in Cape Coast Metropolis. The
population for the study comprised the basic school mathematics teachers,
headteachers and circuit supervisors in the Cape Coast Metropolis. A total
sample size of one hundred ninety-eight (198) was used. This was made up of
168 teachers, 24 headteachers and 6 circuit supervisors. The sampling
techniques employed to select the schools and the respondents for the study
were stratified and simple random sampling methods. The stratified and
simple random sampling were used to select the schools from the various
school types (below average, average and above average achieving schools)
while purposive sampling was used to select the teachers, the headteachers and
the circuit supervisors. The instrument used for the study was questionnaire.
One set of questionnaire was for teachers and the other set was for
headteachers and circuit supervisors. A reliability coefficient of 0.87 and 0.81
were obtained for teachers and headteachers and circuit supervisors
questionnaires respectively using the Cronbach’s Alpha. The statistical tools
used for the data analysis were descriptive statistics such as mean, standard
deviation and frequency counts and “the One-way ANOVA inferential
statistics”. The study found that basic school mathematics teachers had
positive attitude towards supervision in all the various school types. Again it
was found that attitudes of teachers in the average schools were better than the
above-average schools. It is therefore recommended that supervision should be
continued and be geared towards professional development of teachers so as to

help improve and sustain their positive attitudes.
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CHAPTER ONE
INTRODUCTION
Background to the Study

Mathematics is one of the most important subjects in the school
curriculum. It is a requirement for a Ghanaian student to gain admission from
one level of education to another. For example mathematics is considered
before a student is admitted into senior high school and the tertiary institution
in Ghana. Furthermore, mathematics is the driving force towards
technological advancement. Its usage permeates most fields of study including
Physics, Chemistry, Geography, Engineering, Biology and Medicine. It is
accepted universally that a strong foundation in mathematics is a pre-requisite
for many careers and professions in today rapidly growing technological
society.

According to Fuson, Carroll and Drueck (2000) in order to be prepared
for potential success in the world today and in the future, knowledge of
mathematics and science is important. But the irony is that, the achievement in
the subject at the various levels has been generally low over years as
compared with the achievement in other subject areas such as English
language, Science, and Social Studies in Ghana (Ghana Education Service,
2012). There is evidence for a decreasing trend in average mathematics

performance (especially on task that require deep understanding of
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mathematics), accompanied by a significant decline of students’ interest in
mathematics during the course of the high school (Riordan & Noyce, 2001).

The implication for any country especially a developing country like
Ghana is that, progress in industrial and technological development calls for a
workforce that is well grounded in mathematics. However, the performance of
students in mathematics has generally not been good both locally and
internationally.

Locally, student performance in Mathematics in the Basic Education
Certificate Examination in Central Region has not been good for about three
consecutive years as compared to the other subject areas. In 2009 the
percentage pass in mathematics was 48.4%, 49.3% in 2010 and 49.7% in
2011. Although an increasing trend is observed, percentage pass in
mathematics had always been low as compared to other subjects. This has
drawn the attention of both written and electronic media in the country. The
situation is not different in the Cape Coast Metropolis in the Central Region of
Ghana. In 2009 the percentage pass in the Metropolis was 39.7%, 50.5% in
2010 and 40.5% in 2011(Ghana Education Service Cape Coast Metropolitan
Educational Directorate, 2012).

Internationally, the performance of Ghanaian students has not been as
good as it was expected. For example, Ghanaian basic school students’
performance in the Trend in International Mathematics and Science Study
(TIMSS) has not been good. Ghana placed 45" out of 46 participating
countries in the 2003 TIMSS examination at grade eight levels (JHS 2). The
results indicated that the average percentage correct answer on all the

mathematics test items for each participating Ghanaian student was 15%. The
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overall mean mathematics achievement score for Ghanaian student was 276,
far below the international average of 467; Ghana ranked 46™ on the
international benchmark for mathematics (Ministry of Education Youth and
Sports 2004). Similarly, in TIMSS 2007, Ghanaian students’ overall mean
achievement was 306, which was also far below international average of 500.
Ghana ranked 47" among 50 participating countries (Anamuah- Mensah,
Mereku & Ampiah, 2008).

Attitude and supervision are some of the variables that have been
identified as having the capacity to influence students’ performance. Attitude
IS a construct which has been defined differently by different authors. Eggen
and Kauchak (2001), for instance, define an attitude as psychological
tendency that is expressed by evaluating a particular entity with favour or
disfavour. Triandi (1971) defines attitudes as involving what people think
about, and feel about, and how they would like to behave towards an attitude
object. Attitudes are generally regarded as having been learnt, this predispose
an individual to action that has some degree of consistency and can be
evaluated as either positive or negative (Fishbein & Ajzen, 2010). Nisbet and
Warren (1997), linked actions to beliefs and for each belief, individual would
have corresponding attitudes. Attitudes have been linked to action and can be
categorised according to their focus. Thus behavioural attitudes indicate a
person’s judgement of performing the behaviour as good or bad or that the
person was in favour of or against performing the behaviour. Clearly, other
things being equal, the more favourable a person’s attitudes is toward a

behaviour, the more likely the person would intend to perform that behaviour.
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Again, attitude could be defined as a consistent tendency to react in
particular way- often positively or negatively- towards any matter. Attitude
poses both cognitive and emotional components.

“Attitudes are important in educational psychology because they
strongly influence social thought Fazio and Roskes (1994), the way
individuals think about and process social information”. According to Eggen
and Kauchak (2001), positive teachers’ attitudes are fundamental to effective
teaching and learning.

In this thesis, attitude is viewed from the perspective of Triandi’s
(1971). This is because Trandi’s (1971) perspective of attitude links the
attitude objects to thinking and behaviour. Thus, this definition takes into
consideration both the cognitive and the affective aspect of attitude object.

Literature suggests that the attitude of teacher towards supervise on
and the kind of supervision received by teacher affects the performance of the
students (Etsey, 2005). A growing body of literature has shown that teachers’
attitudes play a significant role in the formation of learner’s attitudes (Laridon,
Mosimege & Mogari, 2005). Other researchers have found that teachers’
attitudes towards supervision play a significant role in students’ performance,
including mathematics (Martin, Loch, Cooley, Dexter & Vidakovi, 2009).

The importance of supervision in schools cannot be overemphasized because
it is a process that contributes to the performance of students and teachers.
Studies supporting this assertion include Neagley and Evans (2004) who
defined supervision as any service that eventually results in improving
instruction and learning curriculum. Such supervision will go a long way to

inform the programmes of the mathematics teachers. Figueroa (2004) also
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mentioned that supervision involves motivating the teachers to explore new
instructional strategies. Figueroa (2004) reported a significant agreement
between teachers’ attitude towards actual and desired practices of supervision
of instruction and their instructional strategies in pedagogical and curriculum
context. From the perspective of Neagley and Evans (2004), supervision
should enhance the professional development of the mathematics teacher.

Institutionalisation of proper and appropriate supervision (clinical
supervision) promotes positive attitude of teachers towards supervision
(Sergiovanni & Starrat, 2002). On the other hand, according to Igwe (2001),
to supervise means to direct, oversee, guide or to make sure that expected
standards are met. Thus, supervision in a school implies the process of
ensuring that principles, rules, regulations and methods prescribed for
purposes of implementing and achieving the objectives of education are
effectively carried out. Supervision therefore involves the use of expert
knowledge and experiences to oversee evaluate and coordinate the process of
improving teaching and learning activities in schools.

Furthermore, supervision could be seen as an interaction involving
some kind of established relationship between and among people, such that
people influence people. Such interactions are greatly influenced by a
predetermined programme of instruction. In this regard, and according to
Armstrong (2006), the systematisation of the interaction of those responsible
for operating within the structure of administration is called supervision. Thus,
the supervisor is expected in the course of his duty, to initiate several activities
that will lead to a successful merging of these two contexts in order to achieve

harmony and satisfaction
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Statement of the Problem

The performance of students in some of the basic schools in Cape
Coast Metropolis has been high for about three consecutive years, from 2008
to 2011

In 2008 the percentage pass in mathematics in some schools A, B and
C were 62.5%, 80% and 47% respectively. Furthermore, the situation was
different in 2009 and 2010. For example in 2010 schools A, B and C had
66.67%, 75% and 100% respectively and many more whiles the performance
of other schools have been consistently low within the same period for
example in same year schools X, Y and Z had 12%, 5.8% and 27.27%
respectively ( GES Cape Coast Metropolitan Education Directorate, 2012).

In the study of attitude of teachers toward supervision and students’
performance, Etsey (2005) identified effective supervision as one of the main
factors that affect performance of students. The study did not report on the
attitude of basic school mathematics teachers’ towards instructional
supervision. And to the best of my knowledge, study is yet to be carried out or
published on this. It is against this background of paucity of research on
attitude of basic school mathematics teachers’ towards supervision that this
study is designed to explore the attitude of basic school mathematics teachers
towards instructional supervision.

Purpose of Study

The purpose of the study is to explore the attitude of basic school
mathematics teachers towards supervision in the Cape Coast Metropolis. It
also seeks to investigate how instructional supervision of mathematics

teaching and learning at the basic school level is done.
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Research Questions:

The study was guided by the following research questions

1. What are the attitudes of basic school mathematics teachers toward
instructional supervision?

2. What are the attitudes of basic school mathematics teachers toward
instructional supervision in the above average, average and below
average achieving basic schools?

3. What goes into instructional supervision mathematics teaching in the
above average, average and below average achieving schools?

Research Hypothesis:

There is no significant difference in the attitudes of basic school
mathematics teachers toward instructional supervision in above average,
average and below average achieving schools.

Significance of the Study

The Cape Coast Metropolis has serious teacher attitude towards
supervision that militate against the students’ performance in mathematics
(GES, 2012). The study will, therefore, sensitise mathematic teachers on the
benefit of instructional supervision. Based on the recommendations from the
study, basic school mathematics teachers may realize the benefit that accrue to
instructional supervision and will therefore make strenuous effort to avail
themselves for supervision.

It will also serve as a useful resource to educational administrators, the
government and Ghana Education Service to design appropriate policies that
will modify the perception about supervision and assist the basic school

mathematics teachers attain optimum education success.
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To researchers, the findings of the study will make it feasible for
similar studies to be carried in other parts of the country. The move will
supplement government effort at improving supervision in the basic school in
the country. In addition it will add to the existing literature and also provide
information for further research. Since the study is carried on attitude of
particular group of teachers in basic schools (mathematics teachers) towards
supervision. The finding will serve as authentic literature for the researchers.

The report from what goes into instructional supervision will aid
teachers and supervisors in general to insist on effective instructional
supervision through clinical supervision. Therefore circuit supervisors and
headteachers will institutionalize proper and appropriate instructional
supervision in their programmes for especially basic school mathematics
teachers. Ultimately, this should impact the academic performance of the
students in mathematics in more positive way.

Delimitation of the Study

The study was delimited to attitudes of basic school mathematics
teacher towards supervision. The study focused on attitude because research
has indicated that unless one has positive attitude towards what he/she is
doing or receiving, his/her performance will probably not represent the best
(Figueroa, 2004).

Secondly, the scope of the study was delimited to supervision that was
received by basic school mathematics teachers, because supervision is to
assist individuals to improve their performance.

This was confined to the Central Region of Ghana. It involved only the basic

School mathematics teacher in the Cape Coast Metropolis. The scope of the
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problem was limited to the attitude towards supervision such as what goes into
supervision at the basic level, the type of attitude supervisor carried out in the
basic schools and attitudes towards the supervision specifically on the side of
basic school mathematics teacher.
Limitations

The study made use of the descriptive survey design. Though this
research method is probably one of the best that the social scientist could use
to collect original data for studying a population that is large to observe
directly and make generalization, its major limitation is the over reliance of
structured items as found in the questionnaire. Some of the items in the
questionnaire used to collect data for this study were fixed set of items, with
predetermined responses and therefore the respondents might not be given
adequate opportunity to express their own views. The problem stated above
could affect the findings of the study. To reduce such effect some open ended
items were included in the instruments.
Organization of the Study

Chapter Two focuses on related literature. The themes covered include
the definition and characteristics of attitude, the teachers’ professional
background, the meaning of relevance of quality instructional supervision of
teachers. Benefit of effective instructional supervision in basic schools and
factors that inhibit effectiveness of supervising basic schools.

The Third chapter focuses on the research design and the rationale for
the design used. In addition, it indicates the weakness and strength of the
research design to obtain and analyse the data for the study. Specifically, it

captures the population, sample and sampling procedure, the research
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instrument, the piloting procedure, the date collection procedure and the data
analysis have been discussed.

The chapter four presents the results and discussion of the data.
The chapter five is the final part of the study. It gives the summary of the
study and draws conclusion to the key findings of the study. It also gives

recommendations based on the results of the data.

10
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CHAPTER TWO
REVIEW OF RELATED LITERATURE
Introduction

The chapter discusses what other authors have reported on
mathematics teachers’ attitude towards instructional supervision in the
classroom. Information collected from books, journals and magazines will be
discussed.

This chapter therefore, presents definitions of the concept of attitude
and supervision according to different authors and then discusses the attitude
of basic school mathematics teachers towards instructional supervision. The
chapter also presents some models of supervisory behaviour.

The Concept of Attitude

The study of attitude has become an accepted part of studies in
education. Thus, attitude toward various subjects of study and the effects of
attitudes on education had all been studied. Knowledge about the concept of
attitude is very vital in human endeavour and behaviour. According to Aiken
(2002), an attitude is an internal disposition to evaluate in positive or negative
terms of an object which is accompanied by affective, cognitive and
behavioural responses. The development of positive attitudes toward
supervision is a goal for many educational systems because they are seen as a
requisite for teacher development. It could be argued that attitude play a

critical role in an individual’s behaviour since attitude affects essentially

11
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everything that people do, or gives a reflection of what people stand for. How
people see the world and how they come to accept and integrate new
experiences cannot be disassociated from their attitude (Armstrong, 2006).
Another study has identified attitude to be one of the obstacles or impediments
to success or failure in mathematics performance and supervision (Aiken,
Clarke & Sloame, 2001). To organise supervision for the basic school
mathematics teacher, it would be important to ascertain the attitude of the
teachers towards supervision especially in the area of mathematics. According
to Glatthorn (2007), the major factor which influences the students’
performance is the teacher. The teacher must have positive attitude both
towards mathematics supervision to make the supervisory programme
meaningful and successful. Teachers need to have favourable attitude towards
relevant developmental educational supervision to be able to impart positively
on the students they teach (Schwartz, 2000).

The literature from Reepen and Barr (2010) has suggested that there is
a positive relationship between teachers’ attitudes toward supervision and
teacher development. Dixon (2005) maintained that attitudes are generally
regarded as having been learnt. This predisposes an individual to action that
has some degree of consistency. She added that experiences of teachers
influence the formation of attitudes and these in turn influence their classroom
practices and supervision.

Attitude can be regarded as the description of how people feel about or
react to other people, places, events, ideas or things (Kubiszyn & Borich,
2013). Thus, attitude is a manner of acting, feeling or thinking that shows

one’s disposition or opinion. It is really how one responds to and approaches

12

Digitized by UCC, Library



things. Of all the skills that one develops it is his/her attitude that influences
them. A bad attitude does not take one far in life.

Allport (1996) defined attitude as a mental and neural state of
readiness organised through experience exerting a directive or dynamic
influence upon the individual’s response to all objects and situations with
which it is related. Allport’s definition explains that, attitude is a state of mind
of readiness which leads an individual or one to perceive people and things
surrounding him/her in a particular way and that direct how that individual
responds to the situation or object related to it. Moreover, attitudes are not
innate they are learned, developed and organised through experience.

Furthermore, attitudes are dynamic and for that matter they are
therefore subject to change, Dube (1990) with similar opinion opined that an
individual’s attitude does not develop in a vacuum, but the group affiliations
of the individual helps to determine the formation of his/her attitude. Thus, the
type of group that one affiliates to would influence his/her attitude. That is, if
one affiliates to a group of teachers noted for bad or negative attitude then
such an individual is likely to develop the same attitude. Nitko (2000) sees
attitude as characteristics of a person that describe his positive and negative
feelings toward particular objects, situations, institutions, persons or ideas.

That is, attitude differs in both direction and intensity. In terms of
direction one’s attitude toward an object or person may be positive or
negative, favourable or unfavourable. In terms of intensity it refers to the
strength of the feeling or the degree of the magnitude.

Attitude is therefore seen as predisposition to respond favourably or

unfavourably toward a person, thing, event, place, idea or situation. In other

13
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words attitudes are thoughts and feelings that encourage one to act as though
he/she dislikes or like something. For instance, like or dislike for mathematics
supervision. A person’s attitude determines his behaviour and the success of
the programme. In this regard, favourable attitudes of mathematics teachers
toward supervision, school to mention but a few should be encouraged in
order to build a good foundation for the future. Reepen and Bar (2010) stated
that attitude is relative enduring orientations that individuals develop toward
various subjects and issues they encounter during their lives and which they
express verbally as opinions and issues. Thus, attitudes are therefore contained
elements of beliefs and values as well as varying degree of factual knowledge.

Attitude is a tendency to make a response of either avoidance or
approach to an object or group of objects. Thus, the way one approaches an
object or avoids it is determined by his\her attitude towards that object. For
the purpose of this study the concept and definition of attitude by Nitko
(2000) and Triandis (1971) were adopted. These were preferred because they
talk about the characteristics of a person that describe his/her positive or
negative feelings toward particular objects, situations, persons or ideas and
also talk about the affective, cognitive and behavioural responses.

From the discussion the following features were highlighted. That is,
attitude refers to beliefs, manner of feeling, reacting or thinking that shows
one’s disposition or opinion. Attitude describes one’s positive or negative
feeling to towards objects or activities. Attitudes are learned, and a particular
group one is affiliated determines the formation of his/her attitude. However,

since learned they are therefore subject to change (Allport, 1996).

14
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Judging from the foregoing definitions and concept of attitudes one
may say that every individual reacts to his environment, object, people or
subject in terms of beliefs, values, interests, opinion and sentiments. However,
there are other factors such as the decisions supervisors make, and the
strategies they use, also influence the attitude of teachers towards supervision
(Glanz, 2000). It is often declared that the attitude of a teacher could influence
their actions in the classroom as well as towards instructional supervision,
which becomes critical to student learning. In other words, a teacher’s attitude
regarding mathematics is relative to attitudes towards the teaching of
mathematics and supervision, which in turn, has a powerful impact on the
atmosphere for supervisory activities (Edmunds & Edmunds, 2008).

In addition, attitudes of teachers and perception they have towards
supervision are complexly affected by the beliefs, emotions, social context,
and content knowledge of the teacher. Teachers’ beliefs, or emotions, are
acknowledged as underlying constructs which affect their attitude; yet, it is
important for the supervisor to create friendly atmosphere for the supervision
practices to be carried out (Glatthorn, 2007). Although pre-services
mathematics teachers bring well-established views of teaching to their teacher
education programs, Bolton (2010) claimed that it is possible for supervisors
to amend teachers’ views. Pre —service teachers portrayed the learning of
teachers as a negotiation and interactive process rather than as one that is
predetermined by supervisor’s prior experiences. Therefore, this presumes that
there is possibility for change to take place with prospective teachers’

attitudes towards supervision.

15
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Going into the classroom, supervisors have to stop viewing teachers as
not doers and begin to see themselves as the agents of positive desired change.
It becomes crucial that supervisors guide and empower the mathematics
teachers, encouraging them to rethink of what they can do to bring about
desired outcomes for their students, specifically during supervision (Gibson et
al, 1999). Their knowledge, beliefs, and attitudes are intertwined and
demonstrated through their practice, that is, the pedagogical and curricular
knowledge. Supervisors have to be more than just willing; they have to be
purposeful in engaging basic school mathematics teachers in supervision. In
this way, we are constantly reminded to encourage a culture of thinking and
rethinking, and constructing and reconstructing the processes and ways of
thinking during the preparation of supervision.

Thus, it has been widely reported that teachers’ beliefs also influence
their classroom practices and their attitude towards supervision.

Research evidence suggests that teachers’ beliefs relate to their
classroom practices. Dube (1990) and Fraser (2000), attest that a better
understanding of teachers’ belief systems or conceptual base will significantly
contribute to enhancing educational effectiveness.

Harris (1985) noted that the beliefs teachers hold influence their
perceptions, conceptions and judgements which in turn affect their behaviour
and attitude towards the supervision.

Hammond, Ingalls, and Lawrence (2003) opined that beliefs play an
important role in shaping teachers’ characteristic patterns of instructional
behaviour. Wentzel (1997) notes the following key belief components of the

mathematics teachers. That is, the teachers’ view or conception of the nature
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of mathematics, view on the nature of supervision of mathematics teaching
and the view of the process of learning mathematics.

These beliefs or views affect classroom teachers’ instructional
behaviour. These views also determine individuals’ attitudes toward
supervision. Hickey (1997) confirmed a strong influence of beliefs about the
nature of mathematics supervision and teaching styles among basic school
teachers.

Teachers’ beliefs and attitudes influence their teaching and pupils’
achievement in mathematics. In view of this, Riodan and Noyce (2001)
suggested that to teach mathematics effectively teachers must gain
competence and understanding of the subject. They therefore recommend
teacher development services and regular supervision for teachers. Langton,
Robbins and Judge (2011) attest to the view that teachers’ attitude and belief
influence actions in the classroom and how they perceive supervision. Fuson
et al (2000) is of a similar view by stating that, teachers’ beliefs about
mathematics influence how they teach and therefore the learning activities
pupils will experience. However supervisors have the ability to shape these
believe through proper supervision to yield positive result in the organisation.

Considering the beliefs of mathematics teachers, Erickson and
Gutierrez (2002) contended that, teachers’ beliefs about their abilities in
mathematics determine their achievement and hence affects their attitude.
Besides, teachers’ attributions for achieving objectives and failure in

mathematics may be influenced by the attitude they are held.

17
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From the discussion it is clear that teachers’ views or conceptions of
the nature of supervision, teaching and learning of mathematics influence their
attitude towards supervision practices and behaviour.

Definition of Supervision

Supervision has been given many interpretations by various authorities
who seem to agree to the view that it is a service which is directed towards
improving the factors that go into ensuring growth and development in the
educational process. Supervision may be seen as a positive force for
programme improvement. Cogan (1973) contends that supervision is
primarily concerned action taken to ensure the achievement of instructional
objectives. It is a consciously planned programme for the improvement and
consideration of instructions in the schools. Wile and Lovell (1975) described
supervision as consisting of all activities leading to the improvement of the
instruction and curriculum development.

According to Marquez and Kean (2002), supervision is a process of
directing and supporting staff so that, they effectively perform their duties.

This implies that the quality of work of staff is an establishment
enhanced largely through the guidance and support they received as a result of
supervisory activities that the organization has put in place.

Sergiovanni and Starrat (2002) defined supervision as a “set of
activities and role specifications designed to influence instruction”. Moreover,
Sergiovanni and Starrat (2002), supervision of instruction is directed towards
both maintaining and improving the teaching-learning processes of the school.
Wiles and Lovell (1975) have defined supervision of instruction as “an

additional behaviour system formally provided by the organization for the
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purpose of interacting with the teaching behaviour system in such a way as to
maintain, change and improve the provision and actualization of learning
opportunities for pupils”. Furthermore, Glickman, Gordon, and Ross Gordon
(2009) also see supervision as related directly to helping teachers with
instruction, which consequently affects the teacher attitude. Thus, in the
education sector, the support teachers receive from supervision does not only
enhance their competence and development, but it also benefits the students
who are direct beneficiaries of the teaching and learning. Neagley and Evans
(2004) contend that supervision is a positive dynamic and democratic action
designed to improve instruction through the continued growth of learners,
teachers, supervisors and administrators. Riordan and Noyce (2001) view
educational supervision as collective effort of some personnel whose duty is
to put in place some activities to bring about quality performance. Mankoe
(2002) considers supervision as a function whereby a person works with
others to contribute to the improvement of teaching and learning so as to
implement the school curriculum. School supervision therefore is an integral
part of education which seeks to provide school teachers with guidance and
the support they require in teaching and in enabling children to learn. This
also requires provision of support to the supervisors such as offering training
and giving incentives like transport to perform supervisory role.

From all these definitions it can be seen that supervision refers to the
improvement of instruction and also to teacher’s growth so as to improve
pupils’ learning activities. Wiles and Lovell (1975) stated that teachers may
view supervision differently. One may view supervision as a positive force for

programme improvement while another one may view it as a threat to the
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teacher’s individuality. A third may view it as a source of assistance and
support.

In Ghana Educational Service, supervision has taken different shape in
bringing about effective teaching and learning in schools. Ministry of
Education (MOE) (2002) puts supervision into two main types namely;
traditional supervision and modern supervision.

Types of Supervision
The traditional supervision

This image of supervision stands for dictatorial type of supervision.
Sergiovanni and Starrat (2002) describe this image as being autocratic in
nature. The supervisor dictates what is to be taught, how and when it should
be taught. In this image the teacher must follow what the supervisor does.

There are clear lines of superordinate and subordinate. The traditional
type of supervision a situation where the supervisors is focus and the
supervisee is just a recipient who had nothing to offer since the former is all-
knowing. The traditional concept of supervision is authoritarian and rigid and
does not include the element of professional guidance to teachers. The
teachers are viewed as ‘appendages and subordinates’. This image of
supervision is not favoured by many teachers because it is oppressive and
does not bring in the human relations element. There is no democracy in this
image. It is prescriptive in nature. Indeed this style is coercive; it therefore
demoralises the teacher and generates unfavourable attitude for teachers
towards supervision.

Again, the supervisor observes the classroom teaching, and counsels

the teacher in order to help him or her to improve upon the teaching skills.
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After the observation, the supervisor meets the teacher and gives him or her
suggestions. The supervisory conference then tends towards a pattern in which
the supervisor talks while the teacher listens.

This type of supervision is unproductive because it stresses teacher
defects, presenting the supervisor as superior to the supervisee (MOE, 2002).
Thus, traditional supervision tends to produce a teacher who is incapable of
performing on his own unless directed by someone. Traditional type
supervision does not highlight the importance of a teacher and the teacher’s
capabilities as an instructor of the learning programme. They lack trust and
faith in the teacher. This view gave rise to what Sergiovanni and Starrat
(2002) refer to as revisionist or unlighted supervision. This unlighted image of
supervision is called the human resources image of supervision.

This image can be seen in most supervisory programmes in the
schools. However, it has been criticised for being too permissive and focusing
more on winning friends than the improvement of instruction. It is still widely
advocated and practised today although its support has diminished. Human
relations promised much but delivered little. In this case teachers who are in
deficit of certain concept will definitely have negative attitude towards this
form of supervision.

This procedure confirms the Glickman et al (2009) thinking that the
exercise of control that characterized traditional supervision of teachers
should give way to one that encourages teachers to set their own standards and

improve upon their work.
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Clinical supervision

This is another model of supervision; where supervision emphasizes
teacher growth and it presupposes those teachers who are supervised have
within them what it takes to solve their own problems. Cogan (1973) said
modern supervision proves powerful enough to give supervisors and the
teachers a reasonable hope of accomplishing significant improvement in the
classroom instruction”. Clinical supervision also refers to face-to-face contact
with teachers with the double intention of improving instruction in the
classroom and of improving professional growth, which is a form of staff
development”. This practice considers every individual involved in the
process. MOE (2002) asserts that in clinical supervision, the supervisor and
the teacher are both assumed to be instructional expert with the teacher
identifying his concern while the supervisor helping in analysing the lesson to
develop improve lessons.

The focus of clinical supervision is on formative evaluation, which is
intended to increase the effectiveness of ongoing educational programmes.
This type of supervision is more acceptable and productive than the traditional
type. Glatthorn (2007) said most teachers prefer clinical supervision to
traditional one and believe that the techniques of clinical supervision are
worthwhile. However, the phases will depend on the nature of classroom
activities, the time factor and the beliefs of the teacher and of the supervisor.
Cogan (1973) also talks about the Johari Window where the supervisor must
get to know the teacher thoroughly including the inner self of the teacher.
Actually, this model is called ‘clinical’ in the sense that everything is done in

greater detail. Thus, Supervision is viewed as an end towards which teachers
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might desire to work. This end can be achieved by doing meaningful work,
which is an important aspect in effective supervision. There is shared
decision-making by the supervisor and the teacher. The teacher is involved in
the preparation and planning of the supervisory programme. This provides the
needed integration between persons and organisation as well as personality
and accomplishment.

However, the problem with this model is that there may be insufficient
time such that the supervisor might have problems in getting to know the
teacher’s behaviour very well. Also, the supervisor might have problems in
protecting the teacher’s dignity when dealing with the teacher’s inner self and
outer self. Nonetheless, this model is very effective, especially for beginner
teachers.

Clinical supervision involves eight phases as was being identified by
Cogan (1973) ranging from namely; establishing supervisory relationship;
planning lesson and the unit with the teacher; planning the observational
strategy; observing in class instruction; analysing the observational data;
planning the conference strategy; conferring to analyse data; and resuming the
planning. Ghana Education Services (G.E.S.) on the other hand, prescribes a
five-step process in clinical supervision, which aims at helping the teacher
identifies and clarifies problems, receive data from the supervisor, and
develop solution with the aid of the supervisor. The five stage or steps from
G.E.S. are: Step 1: Pre-observational conference; Step 2: Observation; Step 3:
Analysing and Strategy; step 4: Supervisory or Post- Observational

Conference; Step 5: Post-conference Analysis.
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Phase One — Pre-observation Conference

Before the observation, the supervisor meets the supervisee to
establish rapport leading to friendly atmosphere. The supervisor acclimatizes
himself with the class with help of the teacher to get to know the ability of the
learners. Both the supervisors and the supervisee set targets and decide on
what aspects of the teaching will be commented on. During the pre-
observational conference, the objectives for the exercise are set by both
parties. According to Neagley and Evans (2004), the conditions under which
observations are made are very important to the teacher. Most teachers prefer
the supervisor to notify them of the visit so that they can prepare their lessons.
Cogan (1973) recommends actual planning and preparation of the lessons with
supervisors when considering clinical supervision. The struggle to resolve
potential conflicts during collaborative activity result in development of
higher levels of understanding (Reepen & Barr, 2010). All parties must work
together to establish goals, criteria and procedure if the evaluation process is
to be effective (Glatthorn, 2007). The teacher must be involved in the
supervision process, which would make term more likely to follow the
recommendations of the principal and the supervisor. Again, supervisors are
to work with teachers to create a risk free environment, in which decision
regarding learning is made collaborative.
Phase Two — Observation

This stage deals with the observation itself. The supervisor enters the
classroom in such a way that he will hardly be noticed. He should record
exactly what occur and avoid subjective interpretation. According to MOE.

(2002) the supervisor should avoid correcting the supervisee during this
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period of observation. MacNelly and Isbro (2001), teachers prefer supervisors
who enter the classroom as unobtrusively as possible and that the supervisor
should not participate in any of the activities in progress.
Phase Three — Analyses and strategy

At this stage of clinical supervision, the supervisor reviews the notes
written during the observation in the targets agreed upon between him and the
supervisee. He tries to look for concrete incidents in the notes that relate to the
target items, then analyses the items in the contract to make sure that the
recorded note reflect exactly what took place during the observation. It is after
analysis that the supervisor can proceed to review his note for significant
teacher patterns and critical incidents.
Phase Four- Supervisory or Post —Observational Conference

This stage begins with a review of the supervisee’s own objectives and
stresses the need for the supervisor to be sensitive to the feeling and the needs
of the supervisee in order to bring about a successful conference and ensure
effective results. The supervisor should then begin with positive comments
and then offer suggestion for improvement. It is worthy to note here that for a
successful and hopeful post-observation conference, the supervisor is to
provide mostly positive feedback to the highly defensive supervisee and a
balance of positive and negative feedback to the more stable one. As a final
step in this conference, the supervisor may assist the supervisee to plan his or
her next lesson, incorporating the improvements identified by both of them for

better results.
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Phase Five- Post —Conference Analysis

This is the final phase of the clinical supervision of instruction, which
represents self-evaluation for the supervisor. At this stage, the supervisor
reviews the just ended conference and evaluates its strength and weaknesses.
In doing this, the supervisor asks certain questions as a guide. Example of
such questions could be whether he respected the supervisee’s professional
integrity, was time for discussion balanced between him and the supervisor?
Thus, clinical supervision is considered as any service for teachers that
eventually result in improving instruction, learning and curriculum. It consists
of positive, dynamic and democratic actions designed to improve instruction
through the continued growth of all concerned individuals.

Post-Instructional Supervision Conference or Discussion

After the classroom visit and observation, the supervisory conference
is the most direct procedure for assisting the teacher. This obviates teacher’s
anxiety to know the outcome and how the supervisor felt about what had been
observed. Teachers frequently worry about this conference; some may be
fearful that the supervisor was not pleased. On the other hand, some teachers
who may be confident that the lesson observed was a good one will be eager
for words of praise.

However, MacNelly and Isbro (2001) said that most teachers prefer a
few words about a lesson observed immediately after that particular lesson.
He says that there is little to gain and little to lose if nothing is said about the
lesson in passing until when the actual conference takes place. This can only
happen if the conference takes place. Whether teachers like these conferences

or not depends largely on the way they are conducted. Estey (2005), at times
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in our Ghanaian schools the conference never takes place. If the supervisor is
the head of the school he/she may not have the time to discuss with the
teachers.

Reepen and Bar (2010) criticise supervisors for inadequate planning
and dealing with abstract and theoretical problems when teachers actually
want more help from the supervisors. Experienced teachers want help related
to teaching methods, while inexperienced teachers want help with discipline
problems. All teachers want supervisory activities that promise real assistance.
Supervision of instruction takes place in classrooms and more widely in a
school environment, which is an organisation. The classroom is an
organisation as well. As a result both the supervisor and the teacher can find
themselves faced with problems that accompany the life of a formal
organisation like a school. The success of the supervisory programmes
depends on the realisation by both the supervisor and the teacher that
supervision does not take place in a vacuum but in an organisation. The school
is a complex and unique organisation, which has the characteristics of both
bureaucracy and professionalism. So it is very important for a teacher to be
very aware of these issues so that if certain supervisory activities are done in
the name of bureaucracy they can understand that it is all part of the official
and accepted supervisory programme.

Nature of Supervision

Supervision usually takes the form of internal or external. The internal
supervision deals with supervision done by supervisors in the school whilst
the external has to with the supervisors who come from the outside supervise

teaching and learning. Neagley and Evans (2004) admonish that schools
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should have both internal and external supervision to ensure effective teaching
and learning in the school.
External supervision

External supervision is the practice of supervision where education
officer from national, regional or district offices visit schools to supervise
teaching and learning activities. In Ghana education Service, the responsibility
of external supervision rest on the Inspectorate Division of Headquarter
headed by the Director with a team of supervisors under him/her. At the
regional level, it is the regional level director of education with his/her
supervisory team who is responsible for the coordination of teaching and
learning activities of the schools within the region. The District Director, on
the other hand, takes care of the external supervision in the district with his
team of circuit supervisors headed by the Assistance Director in charge of
supervision and inspectorate who eventually reports to the Directors (MOE,
1994).

At the school level the circuit supervisor as an immediate external
supervisor, is supposed to assist the headteacher to improve school
administration, manage supervision and monitoring and assess teacher
performance (MOE, 2002). According to Neagley and Evans (2004), the
activities of the external inspector or supervisor include individual
conferences, group meetings with teachers, school visits, caring and guiding
the headteacher and teachers to learn how to use instructional materials and
exchange idea with them. These activities are intended to improve the

teachers’ professional development.
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It could be deduced that external type of supervision is one undertaken by
outsiders, who are not part of the particular learning environment.
Internal supervision

This form of supervision is organised by the officers within the school
setting. This supervision is mostly performed by the headteacher of the
school. This deals with all activities performed by teachers and headteachers
in the school to enhance teaching and learning. The supervision is basically
done by the headteacher, who sometimes delegate some of his/her supervisory
roles to teachers and student leaders of the school. The head as internal
supervisor ensure that the instruction in the school is improved. This can only
be possible, according to Figueroa (2004), if the head takes the initiative in
providing a pleasant, stimulating and wholesome environment in which
teachers will wants to work and feel secure. The internal supervision therefore
demands opportunity to share ideas and to work together effectively as a team
so as to achieve the goals of the school. A research conducted by Armstrong
(2006) indicates that effective supervisors played their supervisory role well
by managing teachers and ensure teacher professional development towards
attainment of the goals of the school.
Purpose of Supervision

The main purpose of supervision is to bring out a continuing
improvement in the instructional programme. Kapfunde (1990), for instant
contended that supervision serves the following functions: staffing and staff
development, motivation and stimulation, consultation and programme
development. The staffing and staff development function includes

recruitment, selection and placement, promotion and dismissal of teaching and
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non-teaching staff as well as training and re-training them so as to help them
develop new knowledge and skills to enhance their performance. The
motivation and stimulation function is concerned with providing a challenging
environment, giving professional leadership, creating job satisfaction and
boosting morale as well as ensuring teacher participation in formulating
policies which will enhance their own task performance. Reepen and Bar
(2010) argue that even well qualified and efficient teachers could be frustrated
and thereby lose some of their enthusiasm and effectiveness if they lack
adequate motivation. He advises that supervision factors should be used to
obviate obstacles to good teaching and at the same time provide the stimulus
for creative work. Reepen and Bar, (2010) continued to explain the function of
consultancy as provision of supervision for continuous professional
development, that is, in-service training. This kind of function is usually
performed by specialist supervisors like counsellor, the technical skills and
from the field of study. The programme development function of supervision
deals with adaption of local situation, variation in subject control,
modification and method of presentation. Here, the supervisor designs or
redesigns the material to be taught by whom, when, where and what pattern.

Mankoe (2002) also focuses on supervision in education as having six
areas of operation; namely administration, curriculum, instruction, human
relation, management and leadership. He concludes by saying that supervision
of instruction is directed towards both improving and maintaining the teaching
learning process of the school.

Sergiovanni and Starrat (2002) postulate that the purpose of the

supervision is to ensure that standards certain standards are set and met and
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make sure that teachers are faithful to the overall aims of education for which
the school is established. It also includes assisting teachers to develop as
persons and professionals. They group the purposes into the following
categories: supervision for quality, supervision for professional development
and supervision and supervision for the teacher motivation.

According to Sergiovanni and Starrat (2002), supervision is to ensure
quality control. Here, the supervision becomes responsible for monitoring and
seeing to it that effective teaching and learning go on in the school. This is
done by visiting classes, dialoguing, thereby familiarizing himself with the
learners, entire learning situation and the environment. Also the supervision
should aim at professional development. The supervisor helps the teacher to
grow and develop. The supervisor is also to guide the supervisee to improve
upon his teaching skills and in expanding and using his knowledge and
techniques in an appropriate professional manner. Not all, supervision should
lead to teacher motivation. Thus, supervision in schools aims at building and
nurturing of teachers’ motivation and commitment to teach in such a way that
as to achieve the general aims of education as well as the specific for which
the school was established.

The attainment of this purpose, according to Reepen and Barr (2010)
will depend on how effective supervision is practiced in the school. Thus, the
ultimate purpose of supervision is to promote overall development of the
teacher or the supervisee which will eventually lead to improvement of the
society. This is in line with Mankoe (2002) contention that the general
purpose of supervision is to provide leadership in order to ensure continuity

and dynamism in the educational programmes. Supervision clearly involves
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provision of support for teachers to enable them become the best they can be.
This is the exercise that helps teachers to improve instruction for students
(Glickman et al, 2009). Without instructional support and professional
supervision, it is unlikely that teachers can provide the desired quality of
teaching and learning.

The above evidently show that the scope of supervision is very broad;
therefore, all the activities which have to do with teaching and learning in the
school are in the area of supervision. Thus, it is necessary to note that having
acquired the needed material and equipment, staff and other facilities that can
promote effective teaching and learning; it is expedient to ensure adequate
supervision so that educational objectives can be attained.

Effective supervision as opined by Glickman et al (2009) therefore,
requires knowledge, interpersonal skills, and technical skills, which are
applied through the supervisory tasks of direct assistance to teachers,
curriculum development, staff development, group development and action
research

An increase in the numbers of basic school pupils and the scope of
basic school mathematics education has brought with it instruction problems
which provide strong evidence of the need for supervision of instruction. The
basic school mathematics teacher of today has more difficult instruction
problems to deal with in such matters as the method and material of
instruction for widely different pupils. Therefore there is a need for
supervision of instruction. This means that the increasing complexity and

difficulty of teaching problems of basic school teachers and the need for a
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supervisory programme will be of assistance to the teacher in carrying out the
teaching activities.

Teachers sometimes transfer from different schools; there is then the
need to supervise and orientate these teachers when they come into a new
school. This also applies to newly qualified teachers who need as much help
as possible from the supervisor.

However, supervisory activities must be ongoing in the school.
Supervision helps teachers to see the real ends of education, to provide them
with specific skills in lesson delivery and to help them develop a positive
attitude about professional development through appropriate and effective
supervision.

Supervision seeks to improve methods of teaching and learning. It
aids, inspires and leads the security that liberates the creative spirit.

Harris (1985), states that supervision has the purpose of influencing the
teaching process, promoting pupil learning and the teacher development.

The practice of supervision has evolved over time. Sergivanni and Starrat
(2002) identified four models and theory of images of instructional
supervision. These are the traditional scientific management image, the human
relations image, the ‘neoscientific management’ image and the human
resources image of supervision. Cogan (1973) gives the clinical supervision
image. These images can be practised in schools and for basic school

mathematics teacher as well during supervision process.
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Teachers’ Attitudes toward Supervision

The way individuals develop attitudes toward objects, places, things
and people is the same way they tend to develop attitudes toward supervision.

Attitudes toward supervision of mathematics teaching to some extent
determine an individual’s willingness and readiness to study and benefit from
the subject. The development of positive attitudes of basic school mathematics
teachers toward instructional supervision in general is necessary for all. In the
light of the critical role attitude play in supervision, much effort must been
devoted to find the variables which could work towards developing positive
attitude towards supervision of basic school mathematics teachers. Research
has shown that instructional supervision requires essential factors to improve
teachers’ attitude towards supervision (Aiken, 2002). Further studies have
revealed that improvement of teachers’ attitude could be achieved through
properly carried supervisory programme especially in the area of mathematics
(Acelajado, 2001). The study has been supported by related contribution by
practitioner educators, Dessler, Munro, & Cole (2011); the reason is that
mathematics avoidance is known to be associated with anxiety and fear for the
subject. However, Acelajado (2001) and Glatthorn (2007), the supervision can
be used as an intervention or anxiety reduction technique to counter the dislike
for mathematics. Research literature has indicated that supervisors need to
work on their attitude side by side those of their supervisee in order to deal
effectively with anxiety encountered in supervisory programmes. Schwartz
(2000) also sees supervision as related directly to helping teachers with
instructions, which consequently affects teachers’ attitude. The negative

belief and anxiety about mathematics and supervision have traceable to poor
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or ineffective teaching shyness, influence of the mathematics anxious teacher,
siblings or peer, lack of confidence when working in mathematics situations
(Sergiovanni & Starrat, 2002). Teachers can be inhibited by the presence of
the supervisor in the classroom. Some teachers feel that they will not do their
best if a stranger is in the classroom, especially education officers who come
in once in a while to the unsuspecting teacher. However, there are teachers
who can go on with their work as if there is no visitor in the classroom. Thus,
these will influence the attitude of the individual teachers differently towards
supervision.

Aiken (2002) in a study reported that teachers possessed negative
attitudes towards supervision. Reepen and Barr (2010) suggested that most
teachers prefer a few words of a lesson- observed immediately after a
particular lesson. This underlines the importance of informing the teacher
about his/her performance as quickly as possible to ease any fear that the
teacher may have about the lesson observed.

Burke and Sutherland (2004), basic school teachers also have negative
attitude towards supervision. Langton, Robbins and Judge (2011) also
reported that more teachers have negative attitudes toward supervision in the
field of mathematics. Glanz (2000) indicated that more teachers would have
negative attitude towards supervision in mathematics if the process seems to
be fault finding instead of sharing of idea.

A teacher’s attitudes toward supervision include his liking, enjoyment,
enthusiasm and interest or their opposites. Besides, the teacher’s confidence,
his/her own mathematical abilities, mathematical self- concept and his/her

valuing of variable are determinants of his/her attitude toward it, (Fraser,
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2000). Thus, if a teacher likes and enjoys supervisory processes or activities,
he may hold favourable attitude towards it. Besides, when the teacher feels
enthusiastic and confident toward supervision and how is being organised,
thus, they are important contributors to the teacher’s make up and approach
and will greatly affect the attitude they have toward supervision (Aiken,
2002). If the objectives of organisation are adequately pursued, then stake
holders in education should be getting the value from their investment which
according to Oslon, Colasanti and Trujillo (2006), is what the society whose
members are being educated perceive as worthwhile. But proper
administration and management of the school is attainable part through
continuous monitoring and supervision of performance of schools and regular
supervision to ensure the schools are following the laid down objectives of
education.  This is because the major duty of both the external and internal
supervisor of education is stimulating growth and helping teachers to achieve
excellence in teaching (Hart & Bredeson, 1996). It is disheartening to note the
observation by Glickman et al. (2009), supervision or mentoring of schools
has not been taken seriously and so has been called to question within and
outside the profession. Eggen (2001) identifies some of the reasons for this
laxity as inappropriate and inadequate number of supervisors.

Hammond, Ingalls and Lawerence (2003), found from their study
majority of the few supervisors lord over supervisee instead of sharing idea
with them. Again Hammond et al. said qualification has no significant
influence on the attitude of teachers towards instructional supervision.

But Mark (1985) identified that qualifications of the supervisor and

supervisee count a lot and have the capacity to influence teachers’ attitude
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towards supervision. Studies on basic school teachers’ attitudes toward
mathematics are very important due the potential influence they have upon the
supervision. Research has argued that positive attitude of teacher towards
mathematics contribute to the formation of positive attitude towards its
supervision (Olson et al, 2006). Other studies have shown that elements in
supervision turn to influenced teachers’ attitudes towards supervision (Glanz
2000).

Schwartz (2000) also observed that teachers unconsciously pay more
attention to male students than female students. This goes a long way to affect
the attitude of female teacher towards supervision especially in the field of
mathematics.

Davis and Ampiah (2011) contended that teachers with positive
attitude toward supervision would welcome variety of teaching techniques and
instructional methods that courage independence. The decision supervisor
made in supervisory activity can influence teachers’ perceptions as well as the
teachers’ attitude. Everard and Morris (1990) likewise the type of supervision
the supervisor carry out with teachers have the capacity to influence the
attitude of teachers towards supervision.

Cooperative learning experiences promote more positive attitude
toward the instructional experience than competition or individualistic
methodology (Fraser, 2000). Therefore supervisors liaising with supervisee
would create harmonious environment that would influence the attitude of
basic school mathematics teacher towards supervision and vice versa. The
difference between the experience of the supervisor and the teacher influence

the attitude of the teacher towards supervision.
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Supervisors should participate in teacher supervision training so that
they would be more aware of appropriate supervision method, which is,
identifying the most appropriate supervision modal that will engage more
effective supervision process. Teacher education programmes on supervision
must be incorporated to generate and promote higher qualified teachers who
will supervise and assist teachers in improving their instructional practices,
(Reepen & Barr, 2010). Competent supervisors take advantage of positive
attitudes to raise expectations for the supervision process.

Generating positive attitudes towards supervision is an important goal
for basic school mathematics teacher. For basic school mathematics teacher to
persist in advanced mathematics, supervisors need to assist them to develop
positive attitudes towards supervision which lead to great height in concept
and skills development. Developing positive attitudes create fertile grounds in
which teachers can plants the seed of deeper mathematics learning teaching
strategies and cultivate independent advanced mathematics teacher.

Marquez and Kean (2002) advocated that teachers’ attitude is
responsible for assuming that multicultural issues that have received attention
in supervision.

However, mathematics teachers are to view supervision as part of the
supervisor’s regular workload and not extra circle activities (Fullan, 1998).
Supervision is the nervous system of an organization as school and its main
function is to improve the learning situation of children and teacher
effectiveness in our educational Institution. The degree of efficiency and
effectiveness in the school system has long been dashed out because of

different attitudes of teachers’ towards supervision of classroom instruction.
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Zepeda (2003) therefore placed emphasis on the need for regular
supervision in order to improve the attitude of the teacher towards
supervision. Fullan (1998) concludes that a profound feature of successful
school is that someone somewhere is responsible for and committed to the
process, function and tasks of supervision, especially when effectively and
appropriately organised.

The problem of poor attitudes towards supervision can be particularly
acute in the case of primary or basic school teacher (particularly those who are
not mathematics specialist), (Zepeda & Ponticell, 1998). The success of
supervision could be achieved if the style of supervision is changed to
adversary and motivating, where supervisors respect the teachers. In this case
teachers expect supervisors to carry their duties more professionally. The
attitudes toward supervision as a tool for enhancement of educational
effectiveness have been ranked low for a long time (Hart & Bredeson, 1996).

Although all teachers need support in all the various subject area, the
difference in their delivery in teaching implies and demands supervisor with
experience.

The standard view of the supervisor’s relationship is often negative,
when supervision is seen as overseeing and criticizing, perhaps in a hostile
manner. Thus, Marquez and Kean (2002), posit that if supervisor fails to offer
important professional assistance and motivation to teacher during new
entrants who need them; it will have the tendency to influence the attitude of
the teacher negatively.

The supervisor provides professional and emotional support,

information, advice and a connection to the larger organization passing on
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concerns, helping the supervisee to work on some problems he/she faces in
teaching learning processes.

As contended by Figueroa (2004) supervision of instruction involves
“motivating the teacher to explore new instructional strategies.” The teacher
must be made aware of the educational goals and standards to be
implemented. The observer must be objective during the observation process
and maintain confidentiality. It is also important for the observer to provide
positive feedback and appropriate resources for the teacher to utilize.

Effective supervision should result in growth and learning by the
teacher (Dube, 1990). Without growth and learning there is no benefit for
being observed. Glatthorn (2007) found that in order for instructional
improvement to occur there must be a relationship of trust between the teacher
and the supervisor. Teachers must then be encouraged to engage in reflective
thinking based upon the feedback they receive from the observer. According
to Cramer (1999), “successful teachers are fully engaged in the reflective
process.” This contributes to their continuous growth as teachers.

In addition, a study by Alghazo and Gaad (2004), supervisor should
communicate effectively with the supervisee and remove perception of
superiority over the supervisee in order to create conducive atmosphere for
supervision to be carried out. In a study of supervision and teacher
satisfaction, Fraser (2000) said “the improvement of the teaching—learning
process was dependent upon teacher attitudes toward supervision”. He says
that unless teachers’ perceived supervision as a process of promoting
professional growth and student learning, teachers will not have the desired

effect and hence have negative attitude towards the supervisory exercise.
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McGregor and Forlin (2005) indicated that many teachers preferred
experienced supervisors, taught in high schools that are highly qualified to
supervise them. Most teachers preferred discussions with their supervisors
about the lessons observed. Again McGregor and Forlin (2005), supervisor
should be caring, understanding, helpful and overall knowledgeable in the
field of study. The relationship between teacher and supervisor was expected
to be collegial rather than authoritarian. Kapfunde (1990) says that teachers
usually associate instructional supervision with the rating of teachers. He goes
on to say that some teachers still perceive supervision as a form of “...
inspection and evaluation...” or more popularly “snoopervision”. Kapfunde
(1990), who says that “supervisors who emphasized indirect behaviour when
supervising teachers tend to receive high rating from teachers”. In Ghana
many teachers resent or even fear being supervised because of the history of
supervision, which has always been biased towards evaluation or inspection.

Acheson (1987) indicates that teachers’ anxieties are almost
universally aroused when a supervisor comes to classroom as a ratter or if the
purpose of the supervisors’ visits is unknown. These sentiments are of
relevance to our Ghanaian situation where supervision is usually done to rate
teachers.

Wiles and Lovell (1975) stated that teachers can perceive supervision
as a worthwhile activity, if the supervisor gives teachers security by
supporting their judgments especially when teachers’ judgments are wrong.
Teachers want to be treated fairly in these supervisory activities. Greenfield
(1987) says that teachers can perceive supervisors as people who control their

destiny. Teachers must feel that the supervisor is there to serve them and to
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help them to become more effective teachers and ensure professional
development of the teachers.

Cogan (1973; 9) says that one of the most important factors that affect
supervision effectiveness is the “unclarified, ambivalent relation of teachers to
supervisors”. Teachers seem to have ambivalence about supervision because
there is a “dramatic contrast between a strong commitment to the principle of
supervision and a stubborn, deep-seated distrust of direct supervisory
intervention in the classroom” (Cogan, 1973; 9)

However, Marks (1985) states that the concept of the educational
supervisor has changed over the years. Traditional supervisors were seen as
inspectors by the teachers, who came on a fault-finding mission to the
teachers’ classroom. Once this happens teachers will eventually have
unfavourable attitude towards to the supervisory (Mark, 1985). Historically,
teachers saw themselves as instruments that could be closely supervised to
ensure that they carried out methods of procedure determined by the
supervisors mechanically. Over the years this attitude has been noted and still
exists among teachers, but some teachers now see the more positive aspects of
supervision. For example, Cogan (1973) says that some teachers now view
supervision as part of the administration of the school and also as a necessary
activity, which must be done. Teachers also see the worthiness of the whole
programme if the supervisors are democratic and fair. Human relations and
human resources should be the key issue in a supervisory programme,
especially when supervising the teacher. Srgiovanni and Starrat (2002) said
that education officers, heads of schools, deputy heads and heads of

departments must supervise the teachers in the classroom. There is heavy
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reliance on local supervisors that is headteachers in the basic schools.

Headteacher being the immediate supervisor, it is the basic
responsibility of the headteacher to establish peer relationships with the
teachers and mostly new teachers posted to the school. If the supervisor is an
approachable person, teachers will not be inhibited when he/she comes into
the classroom. The workloads of the supervisor also affect the supervisory
role of the supervisor. At the basic school where most headteachers are
engaged in teaching find it difficult to carryout frequent supervision for their
teachers.

Some experienced teachers can resent suggestions from the supervisor
on teaching methods especially if the supervisor has fewer years of experience
in the teaching field. Corcoran and Leahy (2003) suggested that the supervisor
should capitalize on the experience of teacher by using the supervisor’s
leadership and older teachers to share his skills, information and abilities.

In a study of supervisory behaviour and teacher satisfaction by Fraser
(2000), several teachers indicated that they experienced anxiety, uneasiness or
resentment due the presence of a supervisor in their classroom. According to
Cogan (1973), others may experience a kind of productive stimulation
deriving from implicit communication with a colleague and the gratifying
opportunity to teach in the presence of a knowledgeable professional whose
praise would be a genuine reward”. Thus, some teachers can be constrained or

liberated while a few remain unaffected.
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Chapter Summary

Supervision of instruction is a very wide subject. Generally it is a
process and not an event. It consists of all activities leading to the
improvement of instructions, activities related morale, in-service education,
improving human relations and curriculum development. This implies that
quality of work of staff in an establishment is largely a result of supervisory
activities that organization has put in place. Supervision can broadly be
grouped into two main types namely, traditional supervision and modern
supervision. It however, a generally accepted views that traditional form of
supervision is often counter-productive. Therefore modern supervision
otherwise known as clinical supervision is what is widely accepted.
Supervision serves the following purpose: staffing and staff development,
motivation and stimulating, consultation and programme development.

Supervision of instruction ensures “motivating the teacher to explore
new instructional strategies.” Thus, teacher made aware of the educational
goals and standards to be implemented, whiles supervisor must be objective
during the observation process and maintain confidentiality. It is also
important for the observer to provide positive feedback and appropriate
resources for the teacher to utilize. In order for instructional improvement to
occur there must be a relationship of trust between the teacher and the
supervisor. Teachers must then be encouraged to engage in reflective thinking
based upon the feedback they receive from the observer.

Effective supervision should result in growth and learning of the

teacher. Without growth and learning there is no benefit to being observed or
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supervised. The attitude of teachers towards supervision is being characterized
by effectiveness of the supervision that is carried in the school.

Thus, to able asses effectively the attitude of teachers towards
supervision, these elements cannot be ignored. The above views throw more
light on the purpose of this research which aims at examining the attitude of

basic school mathematics teachers in the Cape Coast Metropolis.
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CHAPTER THREE
METHODOLOGY

This chapter presents how the study was conducted. The research
design, the population, sample and sampling procedure are presented. Also
presented in this chapter are the instruments used to collect data, validity and
reliability of the instruments, data collection and data analysis procedures.
Research Design

The design used was descriptive research. Descriptive research survey
is the one in which information is collected without changing the environment
(Leedy, 1993). A survey is used to collect original data for describing a
population too large to observe directly (Leedy, 1993). A survey obtains
information from sample of people by means of self —report that is the people
respond to series of questions posed to by the researcher (Polit & Hungle,
1999). Descriptive survey is used to obtain information concerning the state of
phenomena and again to select sample from a population afterwards
generalising the conclusion drawn (Creswell & Clark, 2007).

The descriptive survey design was preferred because it describes and
interprets what exists at present as a normal situation. (Creswell, 2007). The
usefulness of descriptive survey for this study is supported by Burns (2000)
who asserted that this design is useful in collecting data from members of
population in order to determine current status of that population with respect

to one or more variables
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According to Johnson (1994) there are distinct advantages in using a
questionnaire verses an interview methodology: questionnaires are less
expensive and easier to administer than personal interviews; they lend
themselves to group administration; and, they allow confidentiality to be
assured. Leedy and Ormrod (2001) indicate that surveys are extremely
efficient at providing information in a relatively brief time period at low cost
to the researcher.

For these reasons, | chose a descriptive research methodology and
designed a questionnaire survey instrument to find out the attitude of basic
school mathematics teachers towards supervision, and what goes into
supervision of the basic schools mathematics teachers, so as to find out what
informs the specific attitude of teachers of existing public school in the
research locale.

A descriptive survey was used because it provides an accurate
portrayal or account of the characteristics, for example behaviour opinions,
belief, knowledge and attitude of a particular individual, situation or group
(Gall, Borg & Gall, 2002). This was chosen to meet the objectives of the
study, namely to determine the attitudes of basic school mathematics teacher
toward instructional supervision, the attitudes of basic school mathematics
teachers in the various school type (below average, average and above
average) toward instructional supervision and the nature of supervision in the

various school types.
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Study Area
This study was carried out in the Cape Coast Metropolis in the Central Region
of Ghana.
Population

The study population consisted of all basic school mathematics
teachers, headteachers and circuit supervisors in the Cape Coast Metropolis.
The total number of 196 population was covered.
Sampling and Sampling Procedure

A sample of 24 out of 58 basic schools in the Cape Coast Metropolis
was selected for the study. The schools were selected from all the six (6)
circuits in the Metropolis. Teachers and headteachers were chosen from the
various school types. Eight schools were selected from each of the various
school types thus below average, average and above average achieving
schools. The sample size included 168 basic school mathematics teachers,
seven (7) from each school, 24 headteachers and six (6) circuit supervisors.

Available subjects were entered until a sample size 198 was reached.
Stratified random sampling was used to categorise the schools and simple
random sampling used to select the school and purposive sampling was used
to select the teachers and the supervisors.
Data Collection Instrument

In order to obtain the needed data to answer the research questions,
researcher made questionnaire was the main instrument designed for the data
collection for the study. The test items were based on the research questions
that guided the study. A questionnaire is printed self-report form, designed to

elicit information that can be obtained through the written responses of the
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subjects. The information obtained through the questionnaire is similar to that
obtained by an interviewer, but the questionnaire turns to have less depth
(Burns & Grove, 2009)

According to Leedy and Ormrod (2001), there are distinct advantages
in using a questionnaire versus an interview methodology: questionnaires are
less expensive and easier to administer than personal interviews; they lend
themselves to group administration; and, they allow confidentiality to be
assured.

Two sets of questionnaires were designed, one for the teachers thus (to
collect data on their attitude and what goes into supervision), and one set of
questionnaire was also designed for the headteachers and circuit supervisors to
collect data on quality of supervision. The questionnaires consisted of both
close-ended and open-ended items. In the open-ended questions, the subjects
were required to response in writing whereas in the closed-ended questions
the respondents were required to choose from the options provided by the
researcher, (Burns & Grove, 2009). The latter is also more efficient in the
sense that a respondent is able to complete more items in a given a period of
time (Polit & Hungle, 1999).

The teachers’ questionnaire consisted of sections A, B and C. Section
A was aimed at gaining background characteristic of the respondents such as
age, gender, educational/professional qualification and level at which they
teach and number of years of experience and this captured eight items. This
information assisted the researcher when interpreting the results. For example,
helped in knowing the level at which they taught. Section B aimed at

determining the nature of supervision. Section C also determined the attitudes
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of the teachers toward supervision. The teachers’ questionnaire contained 36
items in all (See Appendix A).

Items that were designed to elicit information on the nature of
supervision of mathematics teachers from the teacher respondents consisted of
six likert scale type and five short answers response type questions. There
were 14 likert scale type items that assessed the attitude of the teachers
towards supervision.

The questionnaire for headteachers and circuit supervisors consisted of
section A and B. The section A aimed at gaining information on background
characteristics such as sex, age, number of years as circuit supervisor,
academic/professional qualification with five items in all. The items consisted
of four likert scale type and a short answer type. The section B obtained
information on what goes into supervision and consisted of 19 items. It was
made up of 17 likert scale type and two short answer type items (Appendix
B).

Instruction guidelines attached helped the subjects to tick from the
likert scale responses questions and provided short answers to open ended
items.

Reliability and Validity
Reliability

Polit and Hungler (2001) defined reliability as the degree of
consistency with which an instrument measures the attribute it is designed to
measure. Creswell (2007) identified three types of reliability referred to in
quantitative research, which relate to: (1) producing the same results under

same measurement conditions (2) the stability of a measurement with respect
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to time; and (3) the similarity of measurements in a given time period
Creswell (2007) argued that reliability is the consistency with which an
individual's scores remain relatively the same and can be determined through
the test-retest method at two different times. He stated that a high degree of
stability indicates a high degree of reliability, which means the results are
repeatable.

The two sets of questionnaire that were answered by the teachers, and
the supervisors revealed consistency in responses. The instruments were pre-
tested to ensure their reliability. This was done through the administration of
the instruments to sample respondents from Abura Asebu- Kwamankese
District

The reliability coefficients of the instruments were completed using
Cronbach formula. Score obtained from pilot test revealed a reliability
coefficients of the teachers and supervisors questionnaires were 0.81 and be
0.87 respectively. According to Thumb rule suggested by Bryant and Graham
(2002) reliability of a test for research purpose should be at least 0.70 and
preferably higher, therefore it is considered acceptable.

Validity

Ofori (2006) defined the validity as “the degree to which the evidence
supports that the interpretations of the data are correct and the manner in
which interpretations used are appropriate. According to Creswell (2007)
there are several threats of validity that proves or raises issues about the
accuracy of the data or results or application of statistical tests to conclude the
effects of an outcome. They are internal threats, external threats, statistical

conclusion threats, and construct validity threats. Bryant and Graham (2000)
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state that the basic requirement to interpret an experiment is to clearly define
internal validity. Internal validity threats are experimental procedures,
treatments, or experiences of the participants that threaten the researcher's
ability to draw correct inferences from the data in an experiment. These are
raised due to usage of inadequate procedures like changing the instrument or a
tool during an experiment, changing the control group participants under
study etc. Because of these inadequate procedures, the experimenter should
find whether the experiment make a difference in this instance or not.

External validity threats arise when the researcher concludes incorrect
inferences from the sample data to make generalisation. It addresses the
question of generalizability that to whom can we generalize the obtained
results. A statistical conclusion validity threat arises when experimenters draw
inaccurate inferences from the data because of the violation of the
assumptions of the statistical test being used for the collected data. Construct
validity threat arises when investigators use inadequate definitions and
measure variables based on those inadequate definitions. The validity of an
instrument is the degree to which an instrument measures what it is intended
to measure (Polit & Hungler, 1999). Content validity refers to the extent to
which an instrument represents the factors under study. To achieve content
validity, the questionnaires included a variety of items that found the attitude
of basic school mathematics teachers’ attitude towards supervision, and what
goes into supervision.

Items were based on information gathered during the literature review
to ensure that they were representative of what mathematics teachers knew

about supervision (Polit, Beck & Hungler, 2001). The items were formulated
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in simple language for clarity and easy understanding. Clear instructions were
given to the subjects.

To ascertain the validity of the questionnaires, they were submitted to
my supervisor and some colleagues to read through, corrected critique and
offered suggestions. This suggestions made from the exercise were used to
restructured some of the items found to be irrelevant and those unrelated to
the research questions were removed.

Data Collection Procedure
Pretesting of the questionnaire

To check the validity and the reliability of the research instruments a
pre-testing was done. The researcher pre-tested the questionnaire on 16
respondents to meet the set criteria at Abura Asebu Kwamankese District. The
District shares common boundary with Cape Coast Metropolis and also had
almost similar characteristics as Cape Coast Metropolis. Ten teachers, three
headteachers and a circuit supervisor were randomly selected for the pre-test.
Based on the outcome of the pre-test, it was determined some questions were
to be restructured or changed.

| went back to interview the respondents to ascertain whether the
questions elicited the valid responses. After interrogating the respondents’
verbal on the individual items, some items were found not performing their
function as intended; therefore the necessary changes were made to fulfil the
required responses.

Written permission to conduct the study was obtained from the
department of Basic education, University of Cape Coast. Subjects consent

was obtained before they completed the questionnaires. Permission was also
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sought from the Metropolitan Directorate of Education to conduct research
within the Metropolis. After the permission was granted, time table was drawn
for the visit to the selected schools. The instruments were administered
personally to the respondents in their respective schools and offices. | made a
personal contact with the respondents in order to administer the instruments.

Average of two visits was made in each school. Burns and Grove
(2009) defined informed consent as the prospective subject’s agreement to
participate voluntarily in a study, which is reached after assimilation of
essential information about the study. The subjects were informed of their
right to voluntarily consent or to withdraw participation at any time without
penalty.

Subjects were informed about the purpose of the study; the procedures
that were involved to collect the data. They were assured that there were no
potential risks or cost involved. Again subjects were promised of
confidentiality; it means that the information provided would not be publicly
reported in a way which identifies them (Creswell, 2002). In this study,
confidentiality was maintained by keeping the collected data confidential and
not revealing the subject identities when reporting or publishing the study.
The will of the Subject were treated as autonomous agent by informing them
about the study and allow them to voluntarily choose to participate or not.

Lastly information was provided by the respondents to the researcher
in the event of further questions or complaints. Scientific honesty was
regarded as a very important ethical responsibility when conducting the
research. Dishonest conduct includes manipulation of design and methods,

retention or manipulation of data Clendon & White (2000). I tried as much as
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possible to avoid any form of dishonesty by recording truthfully the answers
of the subjects.
Data Processing and Analysis

The statistical methods used in analysing the data were descriptive
statistics such as simple percentage, frequencies, mean and standard deviation.
Percentages, frequencies, mean and standard deviation were calculated for
various items that answered the research questions. This was done through the
use ‘statistical package for social science’ (SPSS) 15.0 version.

In order to facilitate scoring and analysis of the data the completed copies of

the questionnaire were serially numbered, coded and tabulated with the aid of
15.0 versions of SPSS. The following values were given to the responses:
“strongly agreed”- 4, “Agreed”- 3, “Disagreed” — 2, and “Strongly
Disagreed”- 1. All the negative worded items were scored in the other way
round.

In the open — ended items, the responses were compared, and those
that reflected the same view were grouped together and coded accordingly.
The data were organized into tables of frequencies and percentages and
carefully calculated and analysed to answer the research questions
appropriately. The ‘one way Anova’ was used to analyse the difference in the
attitude of teachers in the three categories of schools towards supervision.

Table 1 presents how the research questions are analysed.
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Table 1: How the Research Questions are Analysed

Research Question

Source

Analyses

What are the attitudes of basic
school mathematics teacher
toward supervision?

What are the attitudes of
primary school teacher toward
supervision?

What are the attitudes of JHS
mathematics teacher toward
supervision?

What are the attitudes of basic
school mathematics teacher
toward supervision in below
average performing schools?

What are the attitudes of basic
school mathematics teachers
towards supervision in the
above average performing
school?

What goes into supervision of
basic school mathematics
teacher?

There is no significant
difference is below average,
average and above average
performing schools.

Questionnaire

Questionnaire

Questionnaire

Questionnaire

Questionnaire

Questionnaire

Questionnaire

Quantitative analyses,
present mean standard
deviation and
frequency counts
Quantitative analyses,
present mean standard
deviation and
frequency count.
Quantitative  analyse,
present mean, standard
deviation  frequency
counts.

Quantitative analyses,
present mean and
standard deviation,
frequency counts.

Quantitative  analyse,
present mean and
standard deviation,
frequency counts

Quantitative analyses,
present mean and
standard deviation and
frequency counts.

Quantitative analyses,
present mean, standard

deviation and
frequency counts
Qualitative  analyses,

present narrative with
illustrative examples
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CHAPTER FOUR

RESULTS AND DISCUSSION

This chapter presents the result from the analyses and discussion of the

data gathered from the respondents. The results are presented according to the

research questions and hypothesis that were posed to guide the study in

chapter one. The attitude of teachers towards supervision, attitude of primary

school teachers towards supervision, attitude of J.H.S. teachers towards

supervision, what goes into supervision in Above average, Average and

Below average performing schools and attitude of mathematics teachers

towards supervision in Above, Average and Below average performing

schools are therefore presented in this chapter.

Teacher respondents were required to indicate their gender. Table 2

presents the responses.

Table 2: Sex of the Teacher Respondents

Sex Frequency Percentage
Male 102 60.7
Female 66 39 3
Total 168 100

n=168, Source field data (2013)

Results from Table 2 show that majority 120(60.7%) of the

respondents were males. This results show that basic school mathematics

teachers were male dominated in study locale.
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The teacher respondents were asked to indicate the level they teach.
Table 3 gives the summary of the responses by the teachers.

Table 3: The Number of Teacher Respondents from Primary and JHS Level.

Level Frequency Percentage
JHS 24 14.3
Primary 144 85.7

Total 168 100.0

n= 168, Source field data (2013)

Table 3 shows that 24(14.3%) taught at J.H.S. level and 144(85.7%)
taught at the primary level.

The supervisors were asked to indicate their gender characteristics.
Table 4 shows the summary of the results.

Table 4: Sex of the Supervisor Respondents

Sex Frequency Percentage
Male 21 70

Female 9 30

Total 30 100

n=30, source field data (2013)

The results from Table 4 show that majority 21(70.0%) of the
supervisors were males and minority 9 (30.0%) was females. This implies that
supervisors were male dominated.

The teacher respondents were required to indicate their ages. Table 5

indicates their responses.
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Results from Table 5 show that majority of 152 (89.9%) were between
the ages of 20-39. This implies that majority of the teachers were young and
energetic and only few of them 16(2.4%) were above 50 years.

Table 5: Ages of the Teacher Respondents

Age in years Frequency Percentage
less than 20 1 6

20-29 73 43.5

30-39 78 46.4

40-49 12 7.1
50-above 4 2.4

Total 168 100

n=168, source field data (2013)

This indicated that majority of the basic school mathematics teachers
were youth,

The supervisors were required to indicate their ages range. Table 6
presents their responses.

Table 6: Ages of the Supervisors

Age Frequency Percentage
20-29 1 3.3

30-39 7 23.3

40-49 14 46.7
50-above 8 26.7

Total 30 100

n=30, source field data (2013)
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Results from Table 6 shows that majority 22(83.4%) of supervisor
respondents was above 40 years. This indicated that supervisors were
dominated by the old.

The teacher respondents were required to indicate the number Table 7
presents the number of years the teacher respondents had taught as
mathematics teacher.

Table 7: The Number of Years the Teacher Respondents had Taught

Years Frequency Percentage
less than 5 yrs. 71 42.3

5-10 70 41.7

11-15 18 10.7

16-20 3 1.8

21-25 5 3.0
26-above 1 0.6

Total 168 100

n=168, source field data (2013)

Results from Table 7 show that majority 141(84.0%) of the teacher
respondents had taught for 10 years and below, implying that majority had
less number of years of experience. Twelve point five (12.5%) had taught
between 11-20 years, and few of them 6(3.6%) had taught for 21 years and
above. This indicates that majority of the mathematics teachers had less
number of years of experience.

Another characteristic sought from the supervisor respondents was the

number of years the supervisors had been a supervisors. Table 8, therefore
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provides the distribution of the supervisors respondents number of years as
supervisor.

Table 8: Number of Years as a Supervisor

Years Frequency Percentage
less than 5 yrs 16 534

5-10 yrs 9 30
11-15yrs 3 10

16-20 yrs 1 3.3

21-25 yrs 1 3.3

Total 30 100

n=30, source field data (2013)

Results from Table 8 depict that majority 25(83.4%) had 10 years of
experience and below as supervisors, while minority 5(6.6%) had more than
10 years of experience as supervisors. This indicates that majority of the
supervisors were not experienced. This seems to contradict the literature
McGregor and Forlin (2005), supervisee preferred experienced supervisors,
taught for some number of years and highly qualified as well to supervise
them.

The teacher respondents were also required to indicate highest
professional qualification they had attained and their responses are displayed
in Table 9.

Results from Table 9 show that majority of the teacher respondents
141(84.9%) were graduates with minority 25 (15%) were undergraduate. This
implies that teachers have the ability and requisite skills to handle the

subjects. Again this means that schools under review had well qualified
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professional staff to impart quality knowledge, skills and values to the pupils
and students.

Table 9: Professional Qualifications of the Teachers

Professional qualification Frequency Percentage
SSCE 14 8.4
Cert A 11 6.6
Diploma 90 54.2
Degree 47 28.3
Masters 4 2.4
Total 166 100

n=166, source field data (2013)
This seems to be in line to literature Reepen and Barr (2010),
mathematics is a technical subject and therefore needs well qualified

professional teacher to teach it.

The supervisor respondents were required to indicate their professional

qualification and this is presented in Table 10.

Table 10: Professional Qualifications of the Supervisors

Qualification Frequency Percentage
Cert A 3 10
Diploma 6 20

Degree 15 50

Masters 6 20

Total 30 100

n=30, source field data (2013)
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Result from Table 10 shows that minority 3 (10.0%) of the supervisor
respondents had certificated while majority 27(90.0%) were degree holder
including master’s degree. This implies that supervisors were more
knowledgeable and possessed the requisite skills values and professional
qualification to carry effective supervision at the basic schools. This
development is in the line with the literature Reepen and Bar (2010),
competent and qualify supervisor takes advantage of positive attitude towards

supervision.

Research Question 1

What are the attitudes of basic school mathematics teachers toward

instructional supervision?

The first research question was posed to the general attitudes of basic
school mathematics teachers towards supervision. To know the attitude of the
teacher respondents towards supervision, the basic school mathematics
teacher were asked to state whether they agreed or strongly or disagreed to
certain statements which would reveal the attitude of the teachers in the
metropolis. Table 11 gives the summary of the responses by the teacher

respondents.

Results from Table 11 show that all the items (14) received favourable
responses. Eight out of the fourteen (8 out of 14) attitudinal items had mean
scores of above 3.0. The overall mean score for the item was 3.0 and standard
deviation of .66. The few items also had mean scores of above 2.5. These

indicating teachers had favourable attitude towards supervision as well. This
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shows that, generally basic school mathematics teachers had positive attitude

towards supervision.

Table 11:

Instructional Supervision

The Attitudes of Basic School Mathematics Teachers Towards

Variable SA
f (%)

A
f (%)

D
f (%)

SD Mea Std
f (%) n

| like being
supervised by
circuit supervisor
because he/she is
more
knowledgeable

| love to see the
circuit supervisors
because | gain a lot
when they supervise
my lesson.

| like to be
supervised by the
circuit supervisors
because they bring
a lot of development
to the teaching and
learning.

18(10.7)

28(16.7)

33(19.6)

| hate to be
supervised by
headteacher because |
have similar ability as

him/her. 51(30.4)

| hate to be
supervised by my
headteacher because
he/she always find
fault with everything

I do. 57(33.9)

110(65.5)

110(65.5)

104(61.7)

109(64.9)

108(64.3)

36 (21.4) 4(2.4)

28 (16.7) 2(1.2)

28(16.7) 3(1.8)

0(0)

0(0)

285 .63

298 .62

2.99 .66

8(48) 321 .67

3(1.8 330 .57
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Table 11 Continued

SA A
f (%) f (%)

Variable

f (%)

SD Std

f (%)

Mean

| hate to be
supervised by the
head teacher
because it is a
waste of time.

I love to be
supervised by the
headteacher
because I gain a
lot when he/she
supervises my
lesson.

| hate to be
supervised by the
circuit supervisors
because they
impose their
teaching method
on me.

| dislike to be
supervised by
circuit supervisors
because they carry
the supervision
activities as a fault
finding activities

| hate to be
supervised by the
circuit supervisor
because | have
similar ability as
the circuit
supervisor.

I dislike to be
supervised by
circuit supervisors
because it is a
waste of contact
hours.

55(32.7) 104(61.9)

26(15.5) 118(70.2)

37(22)  117(69.6)

27(16.1)  121(7.2)

36(21.4) 128(76.2)

29(17.3)  131(7.8)

20(11.9)

0(0)

0(0)

0 (0)

0(0)

0(0)

9(5.4) 322 .70

424) 299 61

14(83) 3.05 .74

20(11.9) 2.92 .80

424) 318 51

8(48) 307 .60
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Table 11 Continued

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I love to be

supervised by the

circuit supervisor

because they

appreciate the

little effort from

me. 35(20.8) 108(64.3) 19(11.3)  6(3.6) 3.02 .68
I love to be

supervised by the

headteacher

because he/she is

more

knowledgeable

than 1. 25(14.9) 71(42.3) 60(35.7) 12(7.1) 265 .82
I like to be

supervised by the

headteacher

because he/she

appreciate the

little effort I put.  41(24.4) 104(61.9) 21(125) 2(1.2) 310 .64
I love to be

supervised by the

circuit supervisor

because they

appreciate the

little effort from

me. 35(20.8) 108(64.3) 19(11.3) 6(3.6) 3.02 .68

Weighed 3.04 .66
/Overall mean

n= 168 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),

1=Strongly Disagree (SD)
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This development seems to confirm the literature Langton et al.
(2011), teachers have negative attitude towards supervision. Majority (76.2%)
disagreed to the item “I hate to be supervised by headteacher because I have
similar ability as him/her. This had mean score of 3.2 (Table 11).

Again majority of about (95%) disagreed to the items “I hate to be
supervised by the headteacher because it is waste of time”, and the item “I
dislike to be supervised by the circuit supervisors because it is waste of
contact hours”. These items had mean scores of about 3.0. Majority of about
(98%) disagreed to the items “I hate to be supervised by the circuit supervisor
because I have similar ability as the circuit supervisor” ”.and “I hate to be
supervised by circuit supervisor because he/she always finds fault with
everything I do. The above items had mean scores of 3.2.

Moreover, majority (86.3%) said they like to be supervised by
headteacher because he/she appreciate little effort he/she puts in. These items
had mean scores of 3.1.

Again majority (85.1) said they love to be supervised by the circuit
supervisors because they appreciate the little effort from him/ her. The mean
to this effect was 3.0. The rest of the items thus, (6 out of the 14) had mean
scores of above 2.7, also indicating favourable responses to the items.

The attitudes of primary school mathematics teachers towards
instructional supervision

The primary school mathematics teachers were asked to agree or
disagree to statement to find out their attitude towards supervision. Table 12

summarizes the responses given by the teachers.
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Table 12: Primary School Mathematics Teachers’ Attitudes Towards

Instructional Supervision

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I like being

supervised by circuit

supervisor because

he/she is more

knowledgeable. 15(10.4) 96(66.7) 29(20.1) 4(2.8) 2.85 .63
I love to see the

circuit supervisors

because | gain a lot

when they supervise

my lesson. 27(18.8) 92(63.9) 24(16.7)  1(.7) 3.00 .62
I like to be

supervised by the

circuit supervisors

because they bring a

lot of development to

the teaching and

learning. 29(20.1) 89(61.8) 23(1.6) 3(2.1) 3.00 .67
| hate to be

supervised by

headteacher because

I have similar ability

as him/her. 44(30.6) 92(63.9) 0(0) 8(.6) 319 .70
I like to be

supervised by the

circuit supervisors

because they bring a

lot of development to

the teaching and

learning. 29(20.1) 89(61.8) 23(1.6) 3(2.1) 3.00 .67
| hate to be

supervised by the

headteacher because

it is a waste of time.  48(33.3) 87(60.4) 0(0) 9(6.2) 3.21 74
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Table 12 continued

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I love to be

supervised by the

headteacher

because he/she is

more

knowledgeable than

l. 22(15.3) 61(42.4) 51(35.4) 10(6.9) 266 .82
| like to be

supervised by the

headteacher

because | gain a

lot when he/she

supervises my

lesson. 26(18.1) 96(66.7) 18(12.5) 4(2.8) 3.00 .65
| hate to be

supervised by the

circuit supervisors

because they

impose their

teaching method on

me. 31(21.5) 101(70.1) 0(0) 12(8.3) 3.05 .74
| hate to be

supervised by the

circuit supervisor

because | have

similar ability as

the circuit

supervisor. 31(21.5) 109(75.7) 0(0) 4(2.8) 317 .52
I dislike to be

supervised by

circuit supervisors

because they carry

the supervision

activities as a fault

finding activities. 24(16.7) 101(70.1) 0(0) 19(13.2) 2901 .83
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Table 12 continued

Variable SA A
f (%) f (%)

f (%)

SD Mean Std

f (%)

I dislike to be
supervised by
circuit supervisors
because it is a
waste of contact
hours.

I like to be
supervised by the
headteacher
because he/she
appreciates the
little effort I put.

I love to be
supervised by the
circuit supervisor
because they
appreciate the little
effort from me.

| hate to be
supervised by the
headteacher
because he/she
always finds fault
with everything |
do. 50(34.7)

26(18.1) 101(70.1)

36(2.5)

90(62.5)

30(20.8)  94(65.3)

91(63.2)

0 (0)

16(11.1)

15(10.4)

0(0)

19(13.2) 290 .83

311 .64

2(1.4)

5(35)  3.03 .67

3(21) 331 58

Weighed /Overall
mean

3.04 .67

n= 144 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),

1=Strongly Disagree (SD)

Results from Table 12 indicate all the items received favourable

responses. Thus majority of the attitudinal items (12 out of 14) had mean

scores of above 2.9. The overall mean score for the items was 3.0 and standard

deviation of .67. This indicated that, generally mathematics teachers at

primary school level had positive attitude towards supervision.
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However, items like “I love being supervised by circuit supervisor
because he/she is more knowledge” “I like to be supervised by the headteacher
because | gain a lot when he/she supervises my lesson.”, “I love to be
supervised by the circuit supervisor because they appreciate the little effort
from me.”, “I like to be supervised by the circuit supervisors because they
bring a lot of development to the teaching and learning.” and I dislike to be
supervised by circuit supervisors because the carry the supervision as fault
finding activity” had mean scores of 3.0 and standard deviation of .62.

Moreover, 6 of the items, like “I hate to be supervised by my
headteacher because I have similar ability as him or her.”, “I hate to be
supervised by my circuit supervisors because they impose their teaching
methods on me.” I hate to be supervised by my circuit supervisor because [
have similar ability as the circuit supervisor”, I dislike to be supervised by the
circuit supervisor because it is waste of contact hours and “I like to be
supervised by headteacher because he/she appreciate the little effort I put” had
mean scores of 3.1.

Again the responses of the remaining items were also favourable.
Thus obtaining mean scores greater than 2.5. This development is in line with
the view of Figuerro (2004), who said teachers always feel motivated when
supervision of instruction involves motivating the teacher to explore new
instructional strategies and again helps to bring development to the teaching

profession.
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The attitudes of JHS mathematics teachers towards instructional
supervision

The JHS Mathematics teachers were thus to agree or disagree to
certain statement which will portray their attitude towards supervision. Table
13 presents the attitudes of JHS school mathematics teachers toward
supervision.

Results from Table 13 show that all the items (14) received favourable
responses, showing mean scores of above 2.5.

Again majority (8 out 14) of the items had a mean score of above 3.0
(Table 13). The weighted mean for all the items was 3.0 and the standard
deviation of .58. Generally, this indicates that JHS mathematics teachers had
positive attitude towards supervision. McGregor & Forlin (2005), teachers
turn to hold favourable attitude towards supervision when the teacher likes and
enjoy the supervisory processes or activity.

Furthermore, majority (90.0%) disagreed the items “I hate to be
supervised by my headteacher because he/she finds fault with everything I do”
“I hate to be supervised by the headteacher because it is waste of time.” and
disagreed. This had mean score of 3.3 and standard deviation was .46 (Table
13).

All the respondents disagreed to the item “I hate to be supervised by
the circuit supervisor because I have similar ability as the Circuit supervisor”
is not far different from the earlier discussed results. The mean score to the
responses was 3.2 and standard deviation was .41 (Table 13). This seems to

confirm the literature that Aikens (2002), if a teacher likes or enjoys
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supervisory process or activities he/she may hold favourable attitude towards

it.

Table 13: JHS Mathematics Teachers’ Attitudes Towards Instructional

Supervision

Variable SA
f (%)

f (%)

f (%)

SD Mean Std
f (%)

I like being
supervised by circuit
supervisor because
he/she is more
knowledgeable.

I love to see the
circuit supervisors
because | gain a lot
when they supervise
my lesson.

I like to be
supervised by the
circuit supervisors
because they bring a
lot of development to
the teaching and
learning.

| hate to be
supervised by
headteacher because
I have similar ability
as him/her.

| hate to be
supervised my
headteacher because
he/she always find
fault with everything
| do.

| hate to be
supervised by the
headteacher because
it is a waste of time.

3(12.5)

1(4.2)

4(16.7)

7(29.2)

7(29.2)

7(29.2)

14(58.3)

18(7.5)

15(62.5)

17(70.8)

17(70.8)

17(70.8)

7(29.2)

4(16.7)

5(20.8)

0(0)

0(0)

0(0)

0)0) 2.83 64

1(42) 279 59

00) 296 .62

0(0) 329 .46

00) 329 .46

0(0) 329 .46
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Table 13 continued

Variable SA
f (%0)

A
f (%)

D
f (%)

SD Mean Std
f (%)

| hate to be
supervised by the
headteacher because
it is a waste of time.
| love to be
supervised by the
headteacher because
he/she is more
knowledgeable.

I like to be
supervised by the
headteacher because
| gain a lot when
he/she supervises my
lessons.

| hate to be
supervised by the
circuit supervisors
because they impose
their teaching
methods on me.

| hate to be
supervised by the
circuit supervisor
because | have
similar ability as the
circuit supervisor.

I dislike to be
supervised by the
circuit supervisors
because they carry
the supervision
activities as fault
finding activities.

| dislike to be
supervised by circuit
supervisors because
it is a waste of
contact hours.

7(29.2)

0(0)

0(0)

6(2.5)

5(20.8)

3(12.5)

3(12.5)

17(70.8)

22(91.7)

22(91.7)

16.(66.7)

19(79.2)

20(83.3)

19(79.2)

0(0)

2(8.3)

2(8.3)

0(0)

0(0)

0(0)

0(0)

0(0) 258 .83

0(0) 292 .28

0(0) 292 .28

2(83) 3(0.8) .78

00) 321 .41

1(42) 3.04 55

28.3) 296 .69
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Table 13 continued

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

| hate to be

supervised by the

head because he/she

appreciates the little  5(20.8)  14(58.3)  5(20.8) 0(0) 3.00 .66
effort | put.

Weighted/Overall
mean

3.01 .58

n= 24 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),
1=Strongly Disagree (SD)

In addition, the item “I hate to be supervised by the circuit supervisors
because they impose their teaching methods on me” had majority (91.7%)
disagreed. The mean of the item was 3.1 and standard deviation was .78. The
item “I dislike to be supervised by circuit supervisors because they carry the
supervision as fault finding activities” majority (95.8%) Disagreed. This had a
mean score of 3.0 and standard deviation of .55. The item “I like to be
supervised by the headteacher because he/she appreciate the little effort | put”
had substantial number of teachers (79.2%) Agreed. The mean of the
responses to the item was 3.0 whiles the standard deviation was .66.

Research Question 2
What are the attitudes of basic school mathematics teachers toward
instructional supervision in the below average, average and above
average achieving schools?

Table 14 presents the attitude of basic school mathematics in the
below average performing school in the metropolis.

Results from table 14 show that all the items had favourable responses.
Majority of the items (8 out 14) had mean scores of 3.0 and above. The

overall mean score of the items was 3.0 and standard deviation of .62. This
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shows that generally teachers in the below average achieving schools had
positive attitude towards supervision. The item “I hate to be supervised by
headteacher because I have similar ability as him/her”, majority (96.4%)
disagreed. The mean score was 3.2 and the standard deviation was 0.62.

Table 14: Attitudes of Mathematics Teachers Towards Instructional

Supervision in Below Average Achieving Basic Schools

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I like being

supervised by circuit

supervisor because

he/she is more

knowledgeable. 3(5.4)  41(73.2) 10(17.9) 2(3.6) 280 .59
I love to see the

circuit supervisors

because | gain a lot

when they supervise

my lesson. 5(8.9) 43(76.8) 7(125) 1(1.8) 292 .53
I like to be

supervised by the

circuit supervisors

because they bring a

lot of development

to the teaching and

learning. 6(10.7) 41(73.2) 7(125) 2(3.6) 291 61
| hate to be

supervised by my

headteacher because

I have similar ability

as him /her. 16(28.6) 38(67.9) 0(0) 2(3.6) 321 .62
| hate to be

supervised by my

headteacher because

he/she always find

fault with everything

| do. 19(33.9) 37(66.1) 0(0) 0(0) 3.33 .48
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Table 14 continued

Variable SA A D SD Mean Std
f (%) f (%) f (%) f (%)

| hate to be

supervised by the

headteacher because

it is a waste of time.  15(26.8)  38(67.9) 3(5.4) 0(0) 3.16 .68
I love to be

supervised by the

headteacher because

he/she is more

knowledgeable. 8(14.3)  28(5.0) 18(32.1) 2(3.6) 275 .75
I like to be

supervised by the

headteacher because

| gain a lot when

he/she supervises

my lessons. 10(17.9) 40(71.4) 4(7.1) 2(3.6) 3.03 .63
| hate to be

supervised the

circuit supervisors

because they impose

their teaching

method on me. 10(17.9) 43(76.4) 0(0) 3(5.4) 3.07 .63
| hate to be

supervised by the

circuit supervisor

because I have

similar ability as the

circuit supervisor. 10(17.9) 46(82.1) 0(0) 0(0) 3.18 .39
| dislike to be

supervised the

circuit supervisors

because they carry

the supervision

activities as a fault

finding activities. 8(14.3) 0(71.4) 0(0) 8(14.3) 285 .84
| dislike to be

supervised by circuit

supervisors because

it is a waste of

contact hours. 9(16.1)  46(82.1) 0(0) 1(1.8) 3.13 .47

77

Digitized by UCC, Library



Table 14 continued

Variable SA A
f (%) f (%)

D SD
f(%)  f(%)

Mean Std

I like to be
supervised by the
headteacher because
he/she appreciates
the little effort I put.
I love to be
supervised by the
circuit supervisor
because they
appreciate the little
effort from me.

16(28.6) 29(51.8)

10(17.9)  35(62.5)

9(16.1) 2(36) 3.05 .77

9(16.1) 2(36) 295 .69

Weighted/Overall
mean

3.02 .62

n= 56 Scale:

4=Strongly Agree (SA), 3=Agree (A), 2=Disagree
(D),1=Strongly Disagree (SD)

As shown in Table 14, all the respondents (100%) disagreed to the
item “I hate to be supervised by headteacher because he/she finds faults with

2

everything I do.” The mean score was 3.3 whiles the standard deviation was
0.48. The item “I hate to be supervised by the circuit supervisor because I have
similar ability as the circuit supervisor”, also had all the majority (100%)
disagreed to it. this had a mean score of 3.2 and the standard deviation of 0.39.
Thus, Teachers gained knowledge after supervision unlike Hammond et al
(2003), who in their view said teachers feel insulted when they are supervised
as the supervisors exercise their superiority over them.

Moreover, the item “I hate to be supervised by headteacher because it
is a waste of time”, majority (94.6%) was agreed. The mean score was 3.2 and
deviation of 0.68. This implies that teachers considered supervision as

important activities which bring development to teaching learning in
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mathematics. This contradicts, Zepeda and Ponticell (1998, p.69), “resentment
between teachers and the supervisors that make teacher feel supervision itself
is waste of time”. A significant number of the teachers (89.3%) Agreed to the
item “I like to be supervised by headteacher because I gain a lot when he/she
supervises my lesson”. The mean of the item was 3.0 and the standard
deviation was 0.63.This confirms the literature, Hart and Bredeson (1996) that
supervision brings about development rather than witch haunting.

However, the item “I hate to be supervised by the circuit supervisor
because they impose their teaching methods on me”, had majority (84.6%)
disagreed to it. The mean score to the item was 3.1 and the standard deviation
was 0.63. Most of the teachers see and receive supervision as an interactive
activity more than imposition of activity and knowledge. Again teachers role
are viewed with utmost care and concern throughout the process as discovered
by (McGregor & Forlin, 2005).

Again, the item “I dislike to be supervised by the circuit supervisor
because it is waste of time”, majority (98.2%) disagreed. The mean score was
3.1 while the standard deviation was 0.47. This implies that teachers in the
study locale viewed supervision by the circuit supervisor as an activity
worthwhile.

The response to the item “I like to be supervised by the headteacher
because he/she appreciate the little effort I put”, shows that majority (80.4%)
agreed. The mean score to the item was 3.1 and the standard deviation was
0.77. The teachers are sometimes praised for the effort they put in. This
affirms the view of Figuerro (2004) who said supervision of instruction

involves motivating the teacher to explore new instructional strategies but this
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seems to contradict the view of Cogan (1973) who said teachers always feel

insulted when they are supervised.

Attitudes of the basic school mathematics teachers in the average

achieving school towards instructional supervision

The teachers in average performing schools were thus to agrees or
disagreed to certain statements to find out their attitudes towards supervision.

Table 15 presents the summary of the results.

Table 15: Attitudes of Mathematics Teachers Towards Instructional

Supervision in Average Achieving Basic Schools

Variables SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I like being

supervised by circuit

supervisors because

they are more

knowledgeable. 8(14.3) 36(64.3) 10(17.9) 2(3.6) 2.89 .68
I love to see my

circuit supervisors

because | gain a lot

when they supervise

my lesson. 13(23.2) 35(62.5) 8(14.3) 0(0) 3.09 61
I like to be

supervised by the

circuit supervisors

because they being a

lot of development

to the teaching and

learning. 19(33.9) 30(53.6) 6(10.7) 1(1.8) 3.20 .70
I love to be

supervised by

headteacher because

I have similar ability

as him/her. 21(3.5)  34(60.7) 0(0) 1(1.8) 3.34 .58
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Table 15 continued

Variables SA A D SD Mean Std
f (%) f (%) f (%) f (%)

| hate to be

supervised by

headteacher because

he/she finds fault

with everything 1 do. 21(37.5) 35(62.5) 0(0) 0(0) 338 .49
| hate to be

supervised by the

headteacher because

itisawaste of time  22(39.3) 33(58.9) 0(0) 1(1.8) 3.35 .59
I like to be

supervised by the

headteacher because

| gain a lot when

he/she supervises my

lesson. 11(19.6) 38(67.9) 7(12.5) 0(0) 3.07 .56
| hate to be

supervised by the

circuit supervisors

because I have

similar ability as the

circuit supervisor. 20(35.7)  33(58.9) 0(0) 3(5.4) 325 .72
| hate to be

supervised by the

circuit supervisor

because they carry

the supervision

activities as a fault

finding activities. 17(30.4) 39(69.6) 0(0) 0(0) 3.30 .46
I dislike to be

supervised by circuit

supervisors because

it is a waste of

contact hours. 14(2.5) 40(71.4) 0(0) 2(3.6) 3.17 .61
I like to be

supervised by the

headteacher because

he/she supervised

the little effort | put.  15(26.8) 34(60.7)  7(12.5) 0(0) 3.14 .62
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Table 15 continued

Variables SA A D
f (%) f (%) f (%)

SD Mean Std
f (%)

I love to be
supervised by the
circuit supervisors
because they
appreciate the little
effort from me.

| dislike to be
supervised by circuit
supervisors because
they carry the
supervision activities
as a fault finding
activities.

I love to be
supervised by my
headteacher because
he/she more
knowledgeable than

| 9(16.1)

15(26.8) 33(58.9)  4(7.1)

13(23.2) 41(73.2)  0(0)

21(37.5) 17(30.4)

47.1) 305 .80

2(36) 3.6 .60

9(16.1) 253 .95

Weighted /Overall
mean

3.13 .64

n= 56 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),

1=Strongly Disagree (SD)

Results from table 15 show that majority of the items (12 out 14)

received favourable response. The mean score of each of the 12 items was

above 3.0. The overall mean for all the item was 3.1. Generally, this shows

that teachers in the average performing schools have positive attitude towards

supervision. Thus, the item “I love to be supervised by the circuit supervisor

because I gain a lot when he/she supervises my lesson,” majority (85.7%)

agreed. The mean score to the item was 3.09 and the standard deviation was

0.61.
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In addition, majority (87.5%) of the respondents said “I like to be
supervised by circuit supervisors because they bring a lot of development in
the teaching and learning”. The mean score and standard deviation were 3.2
and of 0.70 respectively.

Furthermore, majority (98.2%) disagreed to the item “I hate to
supervise by headteacher because | have similar ability as him/her. The mean
score was 3.3 whiles the standard deviation was 0.58. Teachers recognize the
intellectual ability of the supervisors and expect something worthwhile from
their supervisors after the supervision process.

Moreover, all the respondents (100%) disagreed to the statements “I
hate to be supervised by the headteacher because he/she finds fault with
everything I do” and “I hate to be supervised by the circuit supervisor because
I have similar ability as the circuit supervisor The mean score to the item was
3.3 and the standard deviation was 0.58.The item “I hate to be supervised by
my headteacher because it is waste of time”, majority (98.2%) disagreed. And
this had mean score of 3.4 and the standard deviation of 0.59.

However, majority (87.5%) agreed to the item “I love to be supervised
by the headteacher because I gain a lot when he/she supervises my lesson”.
This had a mean score of 3.1 and standard deviation was 0.57. The items “I
hate to be supervised by the circuit supervisor because he impose his/her
teaching methods on me”, and “I dislike to be supervised by circuit supervisor
because it is waste of contact hours” had majority (94.6%) disagreed. The
mean score was 3.3 whiles the standard deviation was 0.7. The items “I dislike
to be supervised by the circuit supervisors because they carried the

supervision as fault finding activities”, had the majority (96.4%) been
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disagreed. Again this had mean score of 3.2 and the standard deviation was
0.60.Again majority (87.5%) agreed to the item “I like to be supervised by the
headteacher because he/she appreciates the little effort I put”. The mean to
this effect was 3.1 whiles the standard deviation was 0.62.

Furthermore the item “I love to be supervised by the circuit supervisor
because he/she appreciate little effort from me”, majority (85.7%) agreed. The
mean to this effect was 3.1 and the standard deviation of 0.80.

Attitudes of basic school mathematics teachers in the above average
achieving school towards instructional supervision

The sixth question was posed to find the attitude of basic school
mathematics teachers in the above average achieving school towards
supervision. The teachers in the Above Achieving Basic Schools were then
asked to express their option on certain statements to reveal their attitude
towards supervision. Table 16 summarises the responses given to the
attitudinal items by the teacher respondents
Table 16: Attitudes of Mathematics Teachers Towards Instructional

Supervision in Above Average Achieving Basic Schools

Variables SA A D SD Mean Std
f (%) f (%) f (%) f (%)

I like being

supervised circuit

supervisors because

they are more

knowledgeable. 7(12.5) 33(58.9) 16(28.6 0(0) 2.84 .63
I love to see the

circuit supervision

because | gain a lot

when they supervise

my lesson. 0(17.9) 32(57.1) 13(23.2) 1(1.8) 291 .69
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Table 16 continued

Variables SA A D
f (%) f (%) f (%)

SD Mean Std
f (%)

I like to be supervised
by the circuit
supervisors because
they bring a lot of
development to the
teaching and learning.
| hate to be supervised
by headteacher
because | have similar
ability as him/her.

| hate to be supervised
by my headteacher
because he/she always
finds fault with
everything | do.

| hate to be supervised
by the headteacher
because it is a waste of
time.

I love to be supervised
by the headteacher
because he/she is more
knowledgeable than I.
I like to be supervised
by the headteacher
because I gain a lot
when he/she
supervises my lesson.
| hate to be supervised
by the circuit
supervisors because
they improve their
teaching method on
me. 7(12.5)

8(14.3) 33(58.9) 15(26.

1(2.5) 37(66.1)  5(8.9)

17(30.4) 36(64.3)  3(5.4)

18(32.1) 33(58.9) 5(8.9)

8(14.3) 22(39.3) 25(44.6)

5(8.9) 40(7.14)  9(16.1)

41(732)  0(0)

0(0) 288 .63

00) 307 .78

0(0) 320 .69

3.14 .82

0(0)

1(1.8) 266 .75

2(3.6) 285 .62

8(143) 28 .83
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Table 16 continued

SA
f (%)

Variables

A
f (%)

D
f (%)

SD
f (%)

Mean Std

| hate to be
supervised by the
circuit supervisor
because | have
similar ability as the
circuit supervisor.

| dislike to be
supervised by circuit
supervisors because
it is waste of contact
hours.

| dislike to be
supervised by circuit
supervisors because
they carry the
supervision
activities as a fault
finding activities.

I like to be
supervised by the
headteacher because
he appreciates the
little effort | put.

I love to be
supervised by the
circuit supervisor
because they
appreciate the little
effort from me.

9(16.4)

6(10.7)

6(10.7)

10(17.9)

10(17.9)

43(78.2)

45(80.4)

40(71.4)

41(73.2)

40(71.4)

0(0)

0(0)

0(0)

5(8.9)

0(0)

10(17.9)

0(0.0)

3(55) 3.05 .62

5(8.9) 293 .68

275 .88

3.09 51

6(10.7) 3.07 .53

Weighted/Overall
Mean

295 .69

n= 56 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),

1=Strongly Disagree (SD)

Results from table 16 show that all the items received favourable

responses. The mean scores of about half of the items were above 2.9. And

the overall mean score for the items was 3.0. The mean scores for the each of
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remaining items were also greater than 2.6. This indicated favourable
responses to the items. Generally, this shows that basic school mathematics
teacher in the above average achieving schools had positive attitude towards
supervision.

Majority (75.0%) agreed to the item “I love to see the circuit
supervisors because [ gain a lot when they supervise my lesson”. The mean
score of the item was 2.9. This seems to confirm the literature Haris (1985),
teachers hold supervision as an important assert that is geared toward
profession development.

In addition, majority (91.1%) disagreed the items “I hate to be
supervised by headteacher because it is waste of time”, “I dislike to be
supervised by the circuit supervisors because it is waste of contact hours”, “I
hate to be supervised by the headteacher because | have similar ability as
him/her”, and the same majority (91.1%) agreed to the item “I like to be
supervised by the headteacher because he/she appreciates little effort I put”.
The mean scores of the items were 3.1.

Furthermore, majority (94.6%) disagreed to the item “I hate to be
supervised by my headteacher because he/she finds fault with everything |
do”. The mean score of the item was 3.2. Moreover, majority  (94.5%)
disagreed to the item “I hate to be supervised by the circuit supervisor because
I have similar ability as the circuit supervisor”. This had mean score of 3.1.
Majority (82.1%) said “circuit supervisors do not carry the supervision
activities as fault finding activities”. The mean score to this effect was 2. 8.

Again majority (89.3%) agreed “I love to be supervised by the circuit
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supervisors because they appreciate the little effort from me”. This had a
mean score of 3.1.

Research Question 3
What goes into instructional supervision of basic school mathematics
teaching in the above average, average and below average achieving
school?
The teachers were asked to indicate the frequency of supervision they
received from their supervisors within the term. Their responses are

summarised in Table 17.

Table 17: Frequency of Instructional Supervisions by the Supervisors

Variable VF S R N
f (%) f (%) f (%) f (%)

How often do you receive

supervision from your

supervisor? 16(9.5)  90(53.6) 58(34.5) 4(2.4)
How often do circuit

supervisors

organise pre- supervisory

conference with you? 6(3.6) 34(20.2) 84(50) 44(26.2)
How often do you receive

pre- conference

discussion from your

headteacher? 16(9.5) 67(39.9) 58(34.5) 27(16.1)
How often do you receive

post supervision

conference from your

supervisor? 20(11.9) 66(39.3) 58(34.5) 24(14.3)
How often do you receive

post conference

discussion on supervision

from your circuit

supervisor? 9(5.4) 71(42.3) 55(32.7)  33(19.6)

n = 168, VF= Very Frequent, S= Sometimes, R= Rarely, N= Never, f=

frequency
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Results from Table 17 show that the majority 106(63.1%) of teachers
said they received supervision from their supervisors either very frequent or
sometimes.

However, about half of them said this was frequently done without
pre-supervisory conference while about quarter of them said they never
receive pre-supervisory conference from their circuit supervisors. On other
hand 88(52.3%) said supervision was concluded without post-supervisory
conference. Moreover about one fifth of them said they never receive post-
supervisory conference from the circuit supervisors. This development seems
to contradict Cogan (1973), supervision must involve the teacher and
supervisor in the entire supervisory process.

The teachers were asked to indicate the average number supervision
they received from circuit supervisors within the term for the mathematics
teacher. The responses are shown in Table 18.

Table 18: Distribution of Instructional Supervisions from the Circuit

Supervisors’ in a term

Supervision Frequency Percentage
1 32 20.8

2 53 34.4

3 39 25.3

4 12 7.8

5 12 7.8

6 3 1.9

7 1 6

11 2 1.3

Total 154 100

n=154, source field data (2013)
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Results from Table 18 show that majority 148(96.2%) received 1-5
supervisions on the average from the circuit supervisor within the term with
6(3.8%) received 6-11 on the average from the circuit supervisors. The
responses show that teachers did not receive enough supervision from the
circuit supervisor. The results show that supervision is common to most the
teachers within the study locale and this have great influence on teachers
attitude towards supervision. This seems to contradict Glatthorn (2007), who
placed emphasis on the need for regular supervision in order to improve the
attitude of the teacher towards it.

The teachers were asked to indicate the number of supervision they
receive from the headteacher. The responses are displayed in Table 19.

Table 19: Distribution of Instructional Supervisions from the Headteachers in

aterm
Supervision Frequency Percentage
1 16 10.3
2 22 14.2
3 37 23.9
4 19 12.3
5 13 8.4
6 16 10.3
7 10 6.5
8 5 3.2
9 1 6
10 11 7.1
11 2 1.3
12 1 6
13 2 1.3
Total 155 100

n=155, source field data (2013)
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Results from Table 19 show that majority 107(69.1%) received an
average of 1 -5 supervisions within a term, with the minority 48(30.9%)
averagely received 6- 13 supervision within the term from the headteacher.

This implies that supervision was not frequently organized at the basic

level for the mathematics teachers by internal supervisors.

Teacher Respondents views on what Circuit Supervisors do when
supervising Teachers’ Lesson

Inspect lesson plan

Check class attendance

Observe the teaching process

Ask problems of the class

Appreciate teacher’s effort on lesson delivery

Inspect exercise books of pupils

The results indicate that supervisors were only concentrated in the
classroom activity without engaging the teacher in effective clinical
supervision. This can be observed from the comments like inspect lesson plan,
check class attendance and observe teaching process, by the respondents. This
seem to contradict the literature, Cogan (1973), who indicated that many times
teachers expect their involvement in planning of supervision prior to actual
visit of headteacher or circuit supervisors.

Again unfavourable attitude is likely to be sustained if pre-supervisory
activity which is very essential tool to drive away any unfavourable attitude

towards supervision is missing (Sergiovanni & Starrat, 2002).
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Teacher Respondents Views on what Headmasters do when Supervising
Teachers’ Lesson

Vet lesson note

Check class attendance

Observe lesson quietly as teacher interacts with pupils

Again teachers’ involvement at beginning of the supervisory activity was
missing on the part of the headteacher too. Kupfunde (1990) indicated that
teachers usually associate instructional supervision with rating of teachers and
inspecting and evaluating or more popularly supervision. This can be
observed from the following comments like Inspection of lesson note,
unaware visit of circuit supervisors for supervision and commenting on the

lesson note, by the teacher respondents.

Teacher Respondents Views on What Supervisors do after Supervising
Teachers’ Lesson

Discusses teacher’s strengths and weaknesses and appropriate solutions

suggested.

Visit the head teacher at his/her office before leaving the school

He /she also comments on the lesson note especially if it is not detailed

The responses from the teacher respondents show that supervisors mostly
carry out the post-supervisory conference with teachers. This can be deduced
from the comment like discusses my weakness and strength with me.

Table 20 presents the supervisors’ views on what goes into supervising of

mathematics teaching at the basic school.
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Table 20: Supervisors Views on What Goes into Supervising Mathematics

Teaching at the Basic Schools

SA
f (%)

Variables

A
f (%)

D
f (%)

SD Mean Std

f (%)

Supervision is about
inspection of lesson
note.

There is limited on
time for me to carry
out pre-conference
discussion for the
lesson.

There is limited time
for me to carry out
post conference
discussion with the
teacher.

Most teachers are of
the found unprepared
for supervision.

| often inform the
teacher before.
supervision session
| often tell teachers
to do what | ask them
because | am more
knowledgeable.
Supervision is
identified as fault
findings and
shortcomings.

There should be pre
conference
discussion towards
the classroom
supervision.
Teachers are to be
made aware of the
activity only on the
day of supervision.

2(6.7)

2(6.7)

2(6.7)

3(1.0)

5(16.7)

2(6.7)

3(1.0)

6(2.0)

2(6.7)

10(33.3)

18(6.0)

16(53.3)

19(6.3)

7(23.3)

3(1.0)

6(2.0)

20(66.7)

10(33.3)

10(33.3)

4(13.3)

7(23.3)

7(23.3)

15(5.0)

12(4.0)

9(3.0)

3(1.0)

10(33.3)

8(26.7)

6(2.0)

5(16.7)

1(3.3)

3(1.0)

13(43.3)

12(4.0)

1(3.3)

8(26.7)

2.20 .92

2.53 .89

2.50 .86

2.80 .66

2.46 .89

1.80 87

200 1.01

3.03 .67

2.20 .92
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Table 20 continued

Variables SA
f (%)

A
f (%)

D
f (%)

SD

Mean Std

f (%)

Supervisors are to
inform the teacher on
what they would be
expecting.

I usually enter the
class after the lesson
has started.

Clinical supervision
Is a waste of time
therefore I find it
demanding to carry it

6(2.0)

1(3.3)

9(3.0)

2(6.7)

10(33.3)

17(56.7)

5(16.7)

10(33.3)

253 101

1.80 71

0(0) 5(16.6) 11(36.7) 14(46.7) 165 .72

n= 30 Scale: 4=Strongly Agree (SA), 3=Agree (A), 2=Disagree (D),
1=Strongly Disagree (SD)

The results from table 19 show that majority (60%) of the supervisors
disagreed item “‘supervision is about inspection of lesson note”. The mean
score to the item was 2.2. The above analysis indicates that supervisors were
aware of the supervisory processes. Thus the same significant number of
supervisor respondents said they do not inform teachers before supervision
session. This resulted in getting more teachers unprepared for supervisory
activities. Thus majority (73.3%) said “most teacher are often found
unprepared for supervision”. The mean of the responses to the item was 2.8

For instance, majority (66.7%) of the respondents were Agreed that
there is limited time for me to carry out pre conference discussion for the
lesson. The mean of the responses to the item was 2.5. Furthermore, majority
(60.0%) said “there is limited time for them to carry to carry post conference
discussion with the teacher”. The mean of the responses to the item was 2.5.

Majority 70.0%) disagreed that “Supervision is identified as fault
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findings and shortcomings, but they have limited time to organize pre-
supervisory activity with the teachers. This had a mean score of 2.6. This
indicated that supervisors carry out supervisory activities to support and
ensure teacher development. In addition half of the teachers agreed that
“supervisors are to inform the teacher on what they would be expecting”. The
mean of the responses to the item was 2.5. Again majority (83.4%) Disagreed
that “clinical supervision is waste of time; I find it daunting to carryout”. The
mean of the responses to the item was 1.7.

The supervisors respondents were asked to indicate the number of time
they organise supervision with basic school mathematics teachers. The result

is summarised in table 21.

Results from table 21 show about majority (53.3%) of the supervisors
said they supervised the mathematics teacher either very frequently or
sometimes. However, the same number of supervisors said this is sometimes
done without pre-supervisory activity. Exactly half of the supervisors said
they frequently organized post- supervisory activity with the teachers. The
result also indicated that majority (60%) of the supervisors either very
frequently or sometimes organized classroom supervision with the

mathematics teacher.
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Table 21: How Often do Supervisors Organise Instructional Supervisions for

Basic School Mathematics Teachers

Variables VF S R N
f (%) f (%) f (%) f (%)

How often do you supervisee the

mathematics teachers in your

schools? 3(1.0) 13(43.3) 13(43.3) 1(3.3)
How often do you organise pre

conference discussion with

mathematics teachers in your

circuit? 2(6.7)  12(4.0) 12(14.0) 4(13.3)
How often do you organise post

conference discussion with

mathematics teachers after the 4(13.3) 11(36.7) 11(36.7) 4(13.3)
Supervision?

How often do you carry out

classroom supervision with the

mathematics teacher? 3(1.0) 15(5.0) 11(36.7) 1(3.3)

What do you do as Circuit Supervisor When Supervising?

Report at headmaster’s office to announce my presence.

Sit at the back of the classroom and watch the teacher while teaching.

Read teachers lesson plan to find out if they are teaching what was written in
the plan.

Discuss strength and weakness of teacher after lesson delivery

Check punctuality and regularity of teacher through the time book
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What Supervisors Look for When Supervising?
Subject matter knowledge of teacher

Skills in adopting teaching methods

Art of self in the teaching skills

How motivated the teacher in teaching

Lesson note preparation

Sitting arrangement of students

Effective use of teaching and learning materials
Proper blackboard management

Evenly distribution of questions

Class control and management

TLM’s relevant to lesson objectives

Clearly and appropriately stated core points which are related to lesson

objectives
Language level of teacher
Involvement of pupils in lesson

Lesson evaluation

Results from the above questions show that majority of the indicated

that supervisors don’t organize pre-supervisory conference. It shows that the

supervisors were concentrated on what happens in the classroom and ignore

the post- supervisory conference. Supervisors do not involve the teachers in

the supervision activity. This contradicts the assertion made by Glatthorn

(2007), the teacher must be involved in the supervisory process, which would

make term more likely to follow the recommendation of the principal and the

supervisor.
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Research Hypothesis
There is no significant difference in the attitudes of basic school
mathematics teachers toward instructional supervision in the below
average, average and above average achieving school towards
supervision.

The research hypothesis sought to find out if there was significant
difference in the attitudes towards supervision in the various school types.
One way Analysis of variance (ANOVA) between groups was computed to
test whether statistically significant differences exist among the means of the
three categories of schools. The results are presented in Table 22.

Table 22: One-Way ANOVA Showing Differences in the Attitude of Teachers

in the Three Categories of Schools Towards Instructional Supervision

Categoriesof N Mean  Sd F Sig Eta

schools squared

Below average

56 3.027 .3096
school .06

Average school 56  3.139 3445 4976 .008

Above average
56 2.949 .3081
school

P< 0.05, Source: field data (2013) n= 168
It was found from Table 22 that generally there was significant
difference in the attitude of teachers within various school types. (P= 0.008),
which is less than 0.05.
To identify the appropriate post hoc multiply to used levenes Test of

Homogeneity of Variance conducted. The result is displayed in Table 23.
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Table 23:  Levene’s Test of Homogeneity of Variances

Levene’s Statistic Sig.

1.545 216

P<0.05 Equal variance assumed

Levene’s test of homogeneity of variance was also conducted to
determine the appropriate post hoc multiple comparison to be used to
determine where significant differences actually existed among the categories
in view of the fact that the F-test showed significant differences. The results
showed that the variances that existed among the three categories of schools
were statistically not significant (.216) at 0.05 alpha level (Table 23). This
implies that equal variances assumed among the three schools.

Since equal variances were assumed Least Significant Difference
(LSD) was chosen as the appropriate post hoc multiple comparison technique
for the comparison of the mean differences among the three categories of

schools. The results are presented in Table 24.

The results from Table 24 show that the mean score for below average
school (M=3.027, SD=.309) was not significantly different from the average
school (M=3.139, SD=.345) and above average school (M=2.949, SD=.308).
However, the mean score of the average school (M=3.139, SD=.345) was
significantly different from above average school (M=2.949, SD=.308). The
actual difference in mean scores between the three categories of schools was

medium. The effect size, calculated using eta squared, was 0.06 (Table 24)
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Table 24: Least Significant Difference (LSD) Post Hoc Multiple Comparison

of Categories of Schools

I J mean Std. Sig.

df(1-J) Error

Below Average Average school
-.11224 .06069 .066
school

Above Average
.07820 .06069 199
school

Average school Below Average
11224 .06069 .066
school

Above Average N
19044 .06069 .002
school

Above Average Below Average
-.07820 .06069 199
school school

Average school -.19044"  .06069 .002

P< 0.05, Source: field data (2013) n= 168
Therefore the null hypothesis that stated there is no significant
difference between the attitude towards supervision of basic school
mathematics teachers from above average, average, and below average
achieving schools is rejected. This seems to confirm the literature, Figueroa
(2004) the difference in attitude of basic school teacher towards supervision in

high performing school and low performing school is significantly high.
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Discussion

The results from the study revealed that teacher considered
instructional supervision as professional development activity and again see
the supervisors as more knowledgeable. Thus, this has positively influence
their attitudes toward supervision. Generally the study revealed that of the
teacher respondents had positive attitude towards instructional supervision no
matter the level and the school type. Instructional Supervision was not
frequently organised at that the basic school yet the few supervisions
organised was often done without pre-supervisory conference.

It was revealed that teachers in all the various school types have
positive attitudes instructional supervision. Besides the attitude of basic school
mathematics teachers in the average achieving school was better than the
attitude of basic school mathematics teachers in above average achieving
school. This might be that teachers in the average achieving schools
considered instructional supervision as an activity that helped and promoted
their professional development (Sergiovanni & starratt 2002). But there was
no significant difference between the attitudes of basic school mathematics
teachers in above and below average achieving schools; and below and

average achieving schools.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This chapter presents the summary of the findings of the study,
conclusion drawn and recommendations made for practice. The chapter also

presents areas for further research.

Summary

The purpose of the study was to explore the attitude of basic school
mathematics teachers towards supervision in the Cape Coast Metropolis. It
also sought to investigate how supervision of mathematics teaching and
learning at the basic level is done.
The following questions and null hypothesis were posed to guide the study;

1. What are the attitudes of basic school mathematics teachers toward
instructional supervision?

2. What are the attitudes of the basic school mathematics teachers in the
above average, average and below average achieving school toward
instructional supervision?

3. What goes into supervision of mathematics teaching in the above

average, average and below average achieving schools?

Ho:  There is no significant difference in the attitude of basic school
mathematics teachers towards instructional supervision in below average,
average and above average achieving school.
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The population for the study comprised the basic school mathematics
teachers, headteachers and circuit supervisors in the Cape Coast Metropolis.
The sampling techniques employed to select the schools and the respondents
for the study were stratified and simple random sampling methods. A total
sample size of one hundred ninety-eight (198) was used. This was made up of
168 teachers, 24 headteachers and 6 circuit supervisors. The stratified random
sampling was used to categorise the schools, simple random sampling was
used to select the school from the various school types (below average,
average and above average achieving schools) while purposive sample was

used to select the teacher and the supervisors.

The instrument used for the study was questionnaire. A reliability
coefficient 0.87 and 0.81 were obtained for teachers and headteachers and
circuit supervisors questionnaires respectively. These were indications that the
instruments were reliable. The statistical tool used for the data were
descriptive statistic such as mean and standard deviation and frequency
counts. Again Inferential statistics thus, “One-way ANOVA was used to

analyse the null hypothesis.

Summary of the Main Findings

1. Generally basic school mathematics teachers had positive attitude towards
instructional supervision. Eight out of the fourteen (8 out of 14) items that
tested the attitude of basic school mathematics teachers towards
instructional supervision had a mean score of above 3.0. The overall mean
for the items was 3.04. This implies that majority disagreed to the negative

items and agreed to the positive items. Majority (95.3%) of the teachers
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either disagreed or strongly disagreed to the item “I hate to be supervised
by my head teacher because I have similar ability as him/ her”. Again,
(98.2%) also disagreed or strongly disagreed to the item “I hate to be
supervised by headteacher because it is waste of time”. majority, (86. 3%)
either agreed or strongly agreed to the item “I like to be supervised by my
headteacher because he/she appreciate the little effort I put.”

. The study also revealed that generally, primary school mathematics
teachers had positive attitude towards instructional supervision. Eleven out
of fourteen (11 out of 14) of the items that tested the attitude of primary
school mathematics teachers towards instructional supervision had a mean
score of not less than 3.0. The overall mean for the items was 3.0. This
indicates that majority of the teachers either agreed or strongly agreed to
the positive items and disagreed or strongly disagreed to the negative
items. Majority (94.5%) either disagreed or strongly disagreed to the item
“I hate to be supervised by my headteacher because he/she always finds
fault with everything I do”. Again majority (97.2%) either disagreed or
strongly disagreed to the item “I hate to be supervised by my circuit
supervisor because | have similar ability as the circuit supervisor.”
Moreover, majority (95.9%) either disagreed or strongly disagreed to the
item “I dislike to be supervised by circuit supervised because it is waste of
contact hours”.

Generally, the JHS mathematics teachers had positive attitudes toward
instructional supervision. Majority of the items (10 out of 14) that tested
the attitudes of JHS mathematics teachers towards instructional

supervision had a mean score of 3.0 and above and overall mean score of
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3.0. This implies that the majority either agreed or strongly agreed to the
positive items and disagreed or strongly disagreed to the negative items.
All the respondents either disagreed or strongly disagreed to the items “I
hate to be supervised by headteacher because | have similar ability as
him/her”, “I hate to be supervised by my headteacher because he always
finds fault with everything I do” and “I hate to be supervised by the
headteacher because it is a waste of time”.

Generally, basic school mathematics teachers in the below average
achieving school had positive attitude towards instructional supervision.
Majority (9 out of 14) of the attitudinal items had a mean score of 3.0 and
above. The items had overall mean score of 3.0. This implies that they
agreed or strongly agreed to the positive items and disagreed or strongly
disagreed to the negative items. All the respondents either disagreed or
strongly disagreed to the items “I hate to be supervised by headteacher
because he/she finds fault with everything I do” and “I hate to be
supervised by the circuit supervisor because | have similar ability as the
circuit supervisor”. Again majority (94.6%) either disagreed or strongly
disagreed to the item “I hate to be supervised by my headteacher because
it is waste of time”.

It emerged from the study that generally, basic school mathematics
teachers in the average achieving school had positive attitude towards
instructional supervision. Twelve out of the fourteen (12 out of 14) items
that tested the attitude of basic school mathematics teachers in average
achieving schools had a mean score of above 3.0. This implies that

majority either agreed or strongly agreed to the positive items and
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disagreed or strongly disagreed to the negative items. All of them either
disagreed or strongly disagreed to the items “I hate to be supervised by my
headteacher because he/she finds fault with everything I do”” and “I hate to
be supervised by the circuit supervisor because I have similar ability as the
circuit supervisor. Majority (98.2%) either disagreed or strongly disagreed
to the item “I hate to be supervised by headteacher because I have similar
ability as him/her”.

Generally basic school mathematics teachers in the above achieving
schools had positive attitude towards instructional supervision. Majority
(10 out of 14) of the items that tested the attitude of basic school
mathematics teachers in the above average achieving schools had a mean
score of 3.0 and above. The overall mean score for the items was 3.0. This
implies that they generally agreed or strongly agreed to the positive items
and disagreed or strongly disagreed to negative items. Majority (91.1%)
either disagreed or strongly disagreed to the items “I hate to be supervised
by the circuit supervisor because it is waste of time” and “I hate to be
supervised the headteacher because I have similar ability as him/her”.
Again, majority (94.5%) either disagreed or strongly disagreed to the item
“I hate to be supervised by the circuit supervisor because I have similar
ability as him/her”.

. The study revealed that instructional supervision was either very
frequently or frequently held at basic schools. Majority (63.1%) of the
teachers’ respondents said they either very frequently or frequently receive
supervision. However, majority (76.2%) said this was frequently done

without pre- supervisory conference from their supervisors. Yet most
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teacher said instructional supervision was geared toward professional
development.

8. Mean score for below average school (M=3.027, SD=.309) was not
significantly different from the average school (M=3.139, SD=.345) and
above average school (M=2.949, SD=.308). However, the mean score of
the average school (M=3.139, SD=.345) was significantly different from
above average school (M=2.949, SD=.308). The actual difference in mean
scores between the three categories of schools was medium. The least
significant difference (LSD) was chosen as appropriate Post Hoc Multiple
Comparison technique for the comparison of the mean differences among
the three categories of schools. The mean score of above average
achieving schools was significantly different from the average achieving
schools (P=0.002). The effect size, calculated using eta squared, was 0.06.
Therefore the null hypothesis that stated there is no significant difference
in the attitude of basic school mathematics teachers towards instructional
supervision in above average, average, and below average achieving
schools was rejected.

Conclusions

The following conclusions are made based on the findings of the
study;

The basic school mathematics teachers had positive attitude towards
instructional supervision. Both primary school and Junior High School

mathematics teachers had positive attitude towards instructional supervision.

Basic school mathematics teachers in the various school types (Above

average, average and below average achieving schools) had positive attitude
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towards instructional supervision. Supervision of teachers appears to be
frequently organized. Supervision appears to be organised without pre-

supervisory conference.

The attitude of teachers in the average achieving schools was
significantly different from the above average achieving schools. Thus, the
attitude of basic school mathematics teachers in the average achieving school
was better than those in above average schools.

Recommendations

Based on the findings and conclusions drawn from the study, the

following recommendations are made for policy and practice.

1. The study recommends that Ghana Education Service must design a
well-planned programme of instructional supervision which will
involve pre-supervisory conference. This will help promote and
sustain quality of instructional supervision at the basic schools level.

2. Ministry of Education and Ghana Education Service should ensure that
haedteachers and the circuit supervisors engage teachers in proper
clinical supervision and go beyond the inspection of lesson notes. This
will help improve the professional development of the teachers and
ensure sustained favourable attitude towards instructional supervision.

3. Ministry of Education should equip Supervisors and teachers with
supervisory processes in the execution of their roles as supervisor and
supervisee to improve and sustain healthy environment and positive

attitude of the teacher towards instructional supervision.
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Recommendations for Future Research

1. Basic school mathematics teachers seem to have positive attitude
towards instructional supervision in the study locale, to have a clearer
picture of the situation it will be recommended that further study
should be conducted to find out if it reflects in the other disciplines at
the basic level.

2. The research should also be conducted in the same area to find out
factors that influence the positive attitude towards instructional
supervision.

3. Research on the topic should be extended to other districts and

municipals within the region to have broader picture of the topic.
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APENDIX A
Teachers Questionnaire
University of Cape Coast
College of Education Studies
Department of Basic Education

Dear Sir/Madam,
This questionnaire seeks information about attitude of basic school
mathematics teacher towards supervision. Your response to this will be much
appreciated and would be held confidential. Your honest response will go a

long way to improve the supervision of mathematics teaching and learning in
the basic schools in Ghana.

Section A: background characteristics
L. Name of SChool ...

Instruction: Tick (V) and supply where applicable
2 Sex: Male [ ] Female [ ]

3. Age: less than 20
20- 29
30-39
40 -49
50 and above
4. Level at which you teach:
Lower Primary
Upper Primary
JHS
5. Qualification
S.S.C.E
Diploma
Degree
Masters
6. Professional Status
Trained

Untrained

OO0 oooo goo bbb
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7. Number of years taught as mathematics teachers
Less than 5 years
5—10 years

11 — 15 years

16 — 20 years

21 — 25 years

26 and above

NN

Section B: Supervision of Mathematics Teachers

8. On the average, how many supervisions do you obtain in a term from your
CIFCUIT SUPEIVISOI? ..ttt ettt et et be et e nras

9. On the average, how many supervisions do you receive from headteacher

VI T < 0 00 ¥ A

10. What does your Circuit Supervisor do when he/she supervise your lesson?
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13. What does the headteacher do after classroom supervision?

Statement Very frequent | sometimes | Rarely | Never

14. How often do you receive
supervision from your

supervisors?

15. How often do circuit
supervisors  organize  pre
supervisory conference with

you?

16. How often do you receive
pre conference discussion from

your headteaher?

17. How often do you receive
post supervision conference

from your headteacher?

18. How often do you receive
post conference discussion on
supervision from your circuit

supervisor?
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Section C. Attitude towards Supervision

Statement Strong Strongly
Agree | Agree | Disagree | Disagree

19. | like being supervised by circuit
supervisor because he/she is more

knowledgeable.

20.1 love to see the circuit supervisors
because | gain a lot when they supervise

my lesson

21. | like to be supervised by circuit
supervisors because they bring a lot of

development to the teaching and learning

22. | hate to be supervised by headteacher
because I have similar ability as him/her.

23. | hate to be supervised by my
headteacher because he/she always finds

fault with everything I do.

24. | hate to be supervised by the

headteacher because it is a waste of time.

25. | love to be supervised by the
headteacher because he/she is more
knowledgeable than I.

26. | like to be supervised by the
headteacher because | gain a lot when

he/she supervises my lesson.

27. | hate to be Supervised by circuit
supervisors because they impose their

teaching method on me.
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Statement

Strongly
Agree

Agree

Strongly

Disagree | Disagree

28. | hate to be supervised by the circuit
supervisor because | have similar ability

as the circuit supervisor.

29. | dislike to be supervised by circuit
supervisors because they carry the
supervision activities as fault finding

activities.

30. I dislike to be supervised by circuit
supervisor because it is a waste of

contact hours

31. I like to be supervised by the
headteacher because he appreciates the
little effort I put.

32. | love to be supervised by the circuit
supervisors because they appreciate the

little effort from me.

Thank you
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APPENDIX B:
Questionnaire for the Circuit Supervisor and Headteachers
University of Cape Coast
College of Education Studies
Department of Basic Education
Dear Sir/Madam,
This questionnaire seeks information about attitude of basic school
mathematics teacher towards supervision. Your response to this will be much
appreciated and would be held confidential. Your honest response will go a
long way to improve the supervision of mathematics teaching and learning in
the basic schools in Ghana.
Background Characteristics
L. Circuit ....oooviiiii i
2.Sex: male [ ] Female [ ]
3. Age:
Less than 20 years []
20 -29years |:|

30 — 39 years |:|

40- 49 years |:|

50 and Above |:|
4. Number of year as circuit supervisor or headteacher
Less than 5 years
5—10 years
11- 15 years
16- 20 years
21- 25 years
26 and above
5. Qualification
Cert A
Diploma
Degree
Masters

Do Dbydo

Other SPECIEY ...t
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Section B: what goes into supervision?

Statement

Strongly
Agree

Agree

Disagree

Strongly
Disagree

6.Supervision is  about

inspection of lesson note

7. There is limited time for
me to carry out pre
conference discussion

before the lesson

8. There is limited time for
me to carry out post
conference discussion with

the teacher

9.There is enough time for
me to organize pre
conference discussion

before the lesson

10. Most teacher are often
found  unprepared for

supervision.

11. | often tell teachers to
do what | ask them
because | am more

knowledgeable.

12. I don’t inform teachers
before  embarking  on

supervisory activities
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Statement Strongly | Agree | Strongly | Disagree

Agree Disagree

13. Supervision is identified as fault

findings and shortcomings

14. There should be pre conference
discussion towards the classroom

supervision

15. Teachers are to be made aware of
the activity only on the day of

supervision

16. I don’t inform teachers on what I

will be expecting during the lesson

17. Clinical supervision is a waste of
time; therefore | find it daunting to

carry it out.

18. | usually enter the class before the

lesson commence

19. What do you do as circuit supervisor when supervising?
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Statement

Very
frequent

Sometimes

Rarely Never

20. How often do you supervise
the mathematics teachers in

your schools?

21. How often do you organize
pre conference discussion with
the mathematics teachers in

your circuit?

22. How often do you organize
post conference discussion with
the mathematics after the

supervision?

23. How often do you carry out
classroom supervision with the

mathematics teacher?

24. What do look for when you are supervising?

Thank you.
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