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ABSTRACT
This study investigated school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. Speficically, it examined quality assurance officers' practices, assessed quality assurance criteria used for enhancing learning achievements, examined strategies employed for enhancing learning achievements and determined how to enrich school quality assurance officers' practices. The study employed convergent research design and mixed methods approaches to collect data through interviews and questionnaires to 226 respondents. The findings revealed that quality assurance officers observed classroom activities, advised and evaluated school resources related to learning achievements. Moreover, awareness and utilization of quality assurance criteria enhanced learning achievements. It was learned that regular and follow-up visits, and timely feedback were positively linked to learning achievements. The study uncovered that insufficient funds, shortage of quality assurance officers and poor implementation of recommendations impeded quality assurance practices. Strategies to address the challenges included securing adequate funds, engaging teachers in quality assurance activities, implementing recommendations, and providing in-service training. The study concluded that the effective execution of school quality assurance practices is vital to learning achievements, as they guide and support teachers and pupils in developing their teaching and learning skills. The study recommended prioritizing observing and assessing classroom activities, and providing training on quality assurance criteria for teachers and officers.
Keywords: School Quality Assurance Practices, School Quality Assurance Officers, Quality Assurance Criteria, Quality Assurance Strategies.
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CHAPTER ONE

INTRODUCTION and BACKGROUND TO THE PROBLEM
1.1    Introduction
School Quality Assurance (SQA) supports teachers in improving their classroom teaching endeavours. Teachers can affect learning achievements in schools either positively or negatively as they are the ones to determine the quality of instructional delivery in schools. Teachers who are capable, well-equipped, and motivated play a crucial role in the learning achievements of pupils in primary schools. In this case, guiding and supporting teachers in developing their teaching skills is crucial for improving learning achievements. The study chapter investigates SQA practices for enhancing learning achievements in public primary schools in Arusha region. It has the following sections: the background to the problem, statement of the problem, the objectives of the study and research questions, scope, significance, limitations, and the operational definition of the key terms.
1.2    Background to the Problem
School Quality Assurance, as it is often used interchangeably with words such as school inspection and supervision practices, has become a priority for a long time for improving and maintaining educational standards worldwide (Mwinyipembe & Orodho, 2014; Mgaiwa & Ishengoma (2017). In many developed countries, for example, in Europe, SQA started in France at the end of the 18th century by Napoleon’s regime (De Grauwe, 2007). In England, it started in 1839 under the direction of Her Majesty’s Chief Inspector (HMI), which later was replaced by the Office of Standards in Education (OFSTED) (Wilcox, 2000; De Grauwe, 2007). Again, Sweden established SQA practices in 1860 and reintroduced them in 2003 (Lindgren, Hult, Segerholm & Rönnberg, 2012). Germany started to practice quality assurance in education in 1801 (Ehren & Honingh, 2011). Since then, SQA developed in size and scope in other European countries and later on, the European countries implanted them in their colonies (Wilcox, 2000; De Grauwe, 2001). Following the introduction of SQA, many countries have established quality assurance departments to oversee the quality of education delivery and achievements.

The departments of quality assurance have the legal mandate to carry out quality assurance activities in schools using the standard criteria and procedures that are regularly updated and focus on the quality of teaching, learning achievements, and school facilities and resources (Mathews, 2010; Ehren, Altrichter, McNamara, & O’Hara, 2013; Sallis, 2014). The SQAOs, often known as school inspectors/ supervisors, coach teachers to improve their teaching practices and facilitate quality learning. The word coach involves observing teachers in the classroom, providing feedback on their teaching methods and techniques and offering guidance and support on best teaching practices (Perry, 2013; Jones & Tymms, 2014). They also utilized supervision and professional development as interactive strategies to improve educational standards and quality (Apelis, 2008). However, in the pursuit of improving education, SQA did not stay stagnant; instead, it continued to develop and adjust to the dynamic educational environment.

According to Rosenthal (2004) and Dobbelaer, Godfrey, and Franssen (2017), in the late 1980s and early 1990s, numerous countries, including England (OFSTED, 1992) and Germany (Dutch Inspectorate, 2016), underwent significant educational reforms. These reforms prioritized decentralizing quality assurance practices, introducing School Self-Evaluation (SSE), and encouraging the active participation of education stakeholders, such as teachers and parents. Examples include the establishment of the OFSTED in England in 1992 and the Dutch inspectorate in Germany in 2016, which decentralized the activities of quality assurance practices and encouraged participation and collaboration among stakeholders (Rosenthal, 2004).

Furthermore, in the Netherlands, the quality assurance department, as outlined by Ehren and Honingh (2011), employs strategies such as conducting intensive and frequent visits to highly failing schools, encouraging school boards to formulate action plans, monitoring their implementation and taking action against underperforming schools. Studies by Ehren, Altrichter, McNamara, O’Hara (2013), Klerks (2013) and Zheng (2020) consistently highlight the effectiveness of SQA practices in improving schools (teaching delivery and learning achievements), particularly in Europen countries. This implies that implementing SQA strategies successfully has significantly enhanced education within these nations. Moreover, SQA has evolved into a global phenomenon, transcending borders and exerting influence on education systems worldwide.

In African countries, specifically Sub-Saharan countries such as Kenya, Uganda, Guinea, Nigeria and Tanzania, SQA is a heritage of the colonial era (Machumu, 2012). The functions, evaluation criteria and strategies have their roots in the colonial legacy. The core roles of SQAOs were to supervise, control and direct teachers and make them passive to perform their duties as expected (Grauwe, 2007). Classroom teaching and learning activities observation was a strategy of their supervisory role. The SQA gained more prominence after African countries gained independence and the introduction of formal public education (De Grauwe, 2001; 2007). For instance, in Kenya and Uganda, SQA practices date back to the 1920s during British colonial rule (Macharia & Kiruma, 2014). Nigeria established the Federal Inspectorate of Education for quality assurance activities in 1973 (Ezenwaji, 2012). Papua New Guinea introduced school inspection as part of quality assurance in the 1800s (Apelis, 2008). However, the success of SQA in Africa has not reached the same level as observed in their originating countries, as explained below.

School quality assurance, commonly known as school inspection at the beginning, implemented in African countries did not achieve the expected outcomes, as revealed in the literature. The failure was mainly due to the top-down approach strategy employed by SQAOs, previously known as school inspectors (Mwinyipembe & Orodho, 2014; Wanjiru, 2014). According to these authors, the SQA process was not participatory, creating a superior-subordinate relationship between teachers and SQAOs. They added that teachers perceived SQAOs as fault finders instead of professional advisors, leading to a negative attitude towards the SQA process. Also, the infeasible and rigid SQA criteria used by SQAOs in the school assessment did not suit the local African context (Haule, 2012). In such challenging scenarios, attaining success in SQA efforts becomes notably burdensome.

In response to this weakness, some countries in Africa, in recent years, have undertaken several transformations to make their education adapt to their needs and realities, as elucidated by Ward, Penny and Read (2006), De Grauwe (2007), Wanjiru (2014), and MoEST (2017). They re-examined the SQA criteria used in the school assessment to assist schools' improvements. Kenya and Uganda are among the countries which moved from a school inspection approach (top-down approach) to the SQA paradigm by involving other stakeholders in the education sector and community. Kenya established the Department of Quality Assurance and Standards (DQAS) in 2004 to replace the School Inspection Department (Wanjiru, 2014). Uganda established the Education Standards Agency (ESA) in 1998 and 2008. ESA underwent a subsequent transformation and evolved into the Directorate of Education Standards (DES) (Ward, Penny & Read, 2006). 
Notably, in these transformations, the titles of school inspectors changed to reflect their new roles, becoming Quality Assurance and Standards Officers (QASOs) in Kenya and Teacher Development Advisors in Uganda (De Grauwe, 2007; Wanjiru, 2014). Adaptability and changes in the SQA system in African countries further reinforce the idea that the SQA system did not stay still; it adapted and changed to confront the identified challenges, similar to practices in developed nations.
The concept of SQA in Tanzania, formally known as school inspection, like in other African countries, has a historical background that dates back to the German colonial period (1903-1919) and the British colonial period (1919-1961) (Mbwana & Onyango, 2021). During the colonial era, school inspectors, currently referred to as SQAOs, were given authority over the education system. Their duties included inspecting schools, directing and controlling teachers, selecting and training them, monitoring attendance and performance, maintaining discipline, and ensuring the curriculum aligned with the colonial objectives (De Grauwe, 2001; Haule, 2012; Kambuga & Dadi, 2015).

After gaining independence in 1961, Tanzania initiated various Plans, Laws, and Acts to support educational enhancements, as elucidated by MoEVT (2010), Kambuga and Dadi (2015), and Lyimo (2015). Notable initiatives include the Universal Primary Education Plans 1969-1974, the Decentralization Programme of 1972, the National Examination Council Act No. 21 of 1973, and the Musoma Resolution of 1974. Later on, the legal department for SQA that forms the context of this study was formulated under the Education Act No. 25 of 1978, as amended by Act No. 10 of the Education and Training Policy of 1995, under the Ministry of Education and Culture (MoEC). Later, the Ministry of Education and Vocational Training (MoEVT) replaced the MoEC in 2004, and in 2015, the MoEVT transformed into the Ministry of Education, Science, and Technology (MoEST).

Under the Education Act No 25 of 1978, the SQA department in Tanzania was recognized as an instructional improvement unit with increased powers to manage and ensure that schools were inspected according to rules and orders (MoEVT, 2010; MoEVT, 2015; MoEST, 2017). As asserted by the mentioned authors, the government mandated SQAOs to ensure that all children attained basic skills in Reading, Writing, and Arithmetic (3Rs). According to MoEST (2017), SQAOs were required to render supervision and advisory services to guide teachers on how to best teach through proper preparation of schemes of work, lesson plans and selection of teaching and learning materials, and organize professional development courses related to teacher-based needs and opportunities. They also advised schools on optimal resource use to promote quality learning achievements. Despite the presumed advantages of SQA practices, the reasons for the ongoing inadequacies in learning achievements remain unclear in Tanzania.
Like in other African countries, the implementation of SQA practices in Tanzania has been deemed ineffective in supporting public primary schools to attain set standards for quality learning. Literature shows that SQAOs failed to discharge their duties as required. De Grauwe (2001), Matete (2009) and Kambuga and Dadi (2015) pointed out that SQAOs visited schools as bosses rather than coaches, lacked supervisory skills, as they commanded and harassed teachers as their strategy to make teachers fear them instead of helping them solve their professional and school problems. Also, SQA practices in Tanzania suffered from shortages of SQAOs and financial constraints. The issues persisting in Tanzanian primary schools cast doubt on the effective implementation of SQA practices. Like in other countries, Tanzania is actively working to address challenges and improve quality assurance in primary education.

In the years after 1978, Tanzania experienced many other policy changes and reforms in education to assist the SQA department towards improving learning achievements, specifically in primary schools (Orodho, 2014; Suleiman, Yat & Iddrisu, 2017; Swai, 2019). As indicated by these sources, the reforms, including initiatives to achieve Education for All (EFA) targets, the Millennium Development Goals (MDGs), the Big Results Now (BRN) initiatives, the Tanzania Development Vision 2025 and the global agenda of Sustainable Development Goals (SDGs) for 2030 were some of the reforms that emphasized compulsory primary education and quality learning achievements of all pupils. All these indicate that Tanzania has been actively working towards improving the quality of education and ensuring that every child has access to quality learning opportunities in line with national and global education goals.

In 2016, the Tanzanian government reformed the SQA department, replacing school inspection with a more supportive approach to enhance school improvement (MoEST, 2017). Indeed, as emphasized by MoEST (2017), the aim was to improve supervision by bringing it closer to schools. As part of this reform, according to MoEST (2017), school inspectors were renamed SQAOs and instructed to guide teachers in a friendly manner and frequently monitor teaching and learning activities. The new approach emphasized collegiality and encouraged headteachers and Ward Education Officers (WEOs) to participate in SQA activities to increase accountability and address the shortage of SQAOs. The department also modified evaluation criteria to enhance transparency and focus on teaching quality, learning achievements, curriculum, leadership and management, school environment and community engagement (MoEST, 2017).
Despite the Tanzanian government's initiatives and reforms to strengthen SQA practices for education improvement, some public primary schools still struggle with low learning achievements. The literature demonstrates that some pupils complete primary education without mastering the 3Rs, as indicated by their consistent underperformance in the Primary School Leaving Examination (PSLE) (Ngussa & Mjema, 2017). Also, the study by Mmasa and Anney (2016) highlighted high illiteracy rates in Tanzania, with the highest rate recorded at 73% in 2013 and the lowest at 53% in 2012. MoEST (2018) reported a decline in arithmetic achievement from 82.3% in 2015 to 77% in 2017, decreasing from 12.6% to 11.0% respectively. Uwezo's (2019) assessment report revealed that 31% of pupils who graduated from public primary schools in 2017 lacked the 3Rs competencies. UNICEF (2018), cited in Doriye, Muneja and Ilomo (2020), found that education outcomes in public primary schools in Tanzania remain low, with 28% of standard seven leavers lacking the 3Rs ability. This scenario stimulated my interest in investigating the contribution of SQA practices to learning achievements.

The issue of poor learning achievements and low performance in the PSLE in public primary schools in Tanzania is a widespread problem, with no region unaffected. For, example, in Arusha alone, according to 3Rs reports (2013-2018),  the numbers were 344, 334, 165, and 194 in 2013, 2014, 2017, and 2018, respectively. Likewise, the Longido district had 49, 17, 44, and 45 pupils, while the Karatu district had 11, 9, 27, and 33 pupils in the corresponding years. In addition, the selected public primary schools in Longido and Karatu also demonstrated low levels of academic performance in the PSLE, as indicated by the data presented in Table 1.1. The pass rate for the PSLE in Tanzania's primary schools is determined by an overall average score ranging from 121 to 300 (MoEST, 2018). The fact that most selected public primary schools in Karatu and Longido Districts in Arusha, Tanzania, did not reach the minimum average level of 121 out of the maximum 300 for six consecutive years, and the reasons for this remained unclear.
Table 1.1: Overall PSLE Average Performance for 15 Selected Public Primary Schools, 2013–2018 
	School
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11
	12
	13
	14
	15

	Year
	Average Passed

	2013
	63.5
	77.5
	70.6
	74.3
	75.0
	61.8
	116.2
	82.7
	102.8
	81.3
	66.2
	64.8
	58.1
	83.0
	94.6

	2014
	56.1
	75.7
	68.8
	73.2
	67.1
	58.6
	78.0
	77.1
	75.5
	77.5
	65.0
	72.7
	56.4
	70.5
	69.3

	2015
	54.0
	117.5
	113.8
	82.5
	100.0
	49.2
	105.4
	76.2
	98.3
	100.9
	101.5
	78.5
	64.2
	108.5
	153.6

	2016
	52.3
	119.4
	77.2
	91.1
	88.8
	65.5
	88.8
	117.6
	121.4
	92.5
	77.0
	77.5
	74.4
	112.0
	96.1

	2017
	49.0
	105.4
	106.9
	115.3
	134.1
	75.3
	70.6
	107.0
	141.9
	104.3
	91.8
	78.6
	94.8
	125.4
	118.6

	2018
	68.0
	145.5
	109.8
	110.7
	114.8
	94.9
	121.3
	103.4
	149.4
	124.6
	126.2
	118.3
	107.1
	126.8
	102.8


Source: NECTA 2013-2018.
The existing evidence highlights the urgent need to address the problem of poor learning achievements, particularly in the 3Rs, among pupils in Tanzania. If not addressed, this problem will persist, resulting in public primary schools producing standard seven leavers with inadequate 3Rs, ultimately leading to poor performance in the PSLE. Studies conducted by Sumra and Katabaro (2014), Magoti (2016), and Mmasa and Anney (2016) underscore the correlation between low proficiency in the 3Rs and inadequate performance in the PSLE in Tanzania.

Some Tanzanian literature on SQA shows that SQA practices were inadequate to support the improvements in learning because of the limited budgets, poor transport facilities, and shortages of SQAOs, which affected the frequency of school visits. Studies by Nyahove (2014) in Morogoro Municipality, a study by Kambuga and Dadi (2015), Charles (2015) in Nyamagana Municipal, Bakar (2016) in Zanzibar, Jeremiah (2016) in Dodoma Municipality, Gobore (2017) in Babati district, Joseph (2018) in Tarime town, Lulu (2018) in Karatu district council and Sebastian (2020) in Dodoma City suggest that irregular school visits by SQAOs have contributed to inadequate support for teachers and pupils, resulting in ineffective teaching and learning improvements in schools.
However, these authors mainly focused on the overall school improvements, teachers' perceptions of SQA practice, challenges of SQA, the influence of SQA on curriculum implementation, changing teachers' practices in primary schools, and not giving sufficient attention to learning achievements. Again, these studies primarily focused on urban areas, leaving a gap in understanding how SQA practices contribute to learning achievements in poor-performing schools in rural areas, particularly in Arusha. Thus, there is a need for further research to investigate SQA practices for enhancing learning achievements in rural primary schools in Tanzania, particularly in the Arusha region.

Furthermore, these studies did not provide sufficient information on the school assessment criteria and strategies used by SQAOs for enhancing learning. This study aimed to address these gaps by incorporating the SQA criteria and strategies to investigate their contribution to learning achievements in public primary schools in Tanzania, specifically in rural areas, to address the persistent poor learning achievements and low PSLE performance observed.

Why is it relevant to study SQA practices focusing on primary education, specifically public schools? The justification for conducting this study in primary education was motivated by many reasons: primary education imparts essential skills in the 3Rs, which are critical for learners' future success. Primary education also serves as the foundation upon which the success or failure of the entire education system is built (Etor, Mbon & Ekanem, 2013). The authors' argument implies that the success of other levels of formal education, such as secondary and tertiary education, depends on the achievement of primary education. Failure to support learning at the primary level may have significant repercussions throughout the education system.

Primary education is also considered a fundamental right of every child, as stated in the Universal Declaration of Human Rights (UDHR) of 1948 (Willmore, 2004). The UDHR emphasizes that every child has the right to receive a high-quality education appropriate to their needs and abilities (Sindhu, 2014). For this reason, it was imperative to undertake this study because its findings can provide valuable information to SQAOs on how best to support pupils' success.

Moreover, the investigation of SQA practices in public primary schools is driven by concerns among educational stakeholders about low learning achievements and poor performance in the PSLE, particularly in rural areas where most primary-aged pupils attend public primary schools. It is worth exploring SQA practices that can improve learning achievements to benefit many pupils.

The choice of this topic was also driven by the assumptions that supervision of classroom instructions affects learning achievements in public primary schools, as supported by the findings of Sarfo and Cudjoe (2016), who concluded that well-implemented SQA practices contribute to enhanced learning achievements in schools. Ahmad, Said, Khan, Yassin, Tahir, Bukhari and Ali (2013) pointed out that improvement in learning achievements depends on quality supervision and how capable teachers perform in the classroom, guided and motivated. Ofojebe and Ezugoh (2010) and Mupa and Chinooneka (2015) found that inadequate support and guidance for teachers and pupils can result in low levels of learning achievement.

This study assumes that improving learning achievements will result in raised levels of pupils' performance in PSLE. The overarching question is: to what extent do SQA practices contribute to learning achievements in public primary schools? This study investigated SQA practices on learning achievements focused on poor-performing public primary schools in rural areas in the Arusha region, Tanzania.
1.3    Statement of the Problem

Despite the government initiatives, for example, the establishment of the SQA Department, efforts to achieve the Education for All, Millennium Development Goals, and the implementation of Big Results Now (BRN) to improve the quality of teaching and learning achievements still the performance in some public primary schools is not satisfactory. Some pupils complete primary education without achieving the basic 3Rs. Evidence indicates a rise in illiteracy rates from 53% in 2012 to 73% in 2013, coupled with a decline in 3Rs achievements, falling from 82.3% in 2015 to 77% in 2017. Moreover, 31% and 28% of primary education graduates lacked 3Rs competency in 2017 and 2018. From 2013 to 2018, Arusha witnessed 344, 334, 165, and 194 pupils completing standard seven with poor 3Rs performance, and their performance level in PSLE was also consistently low. 
Poor performance in 3Rs among primary school pupils raises concerns about the effectiveness of SQAOs, who are required to promote learning achievements by evaluating and monitoring the quality of school inputs, processes and output in the country. Studies dealt with SQA focused on the teachers' perceptions of SQA practices, curriculum implementation, changing teachers' practices, and challenges with limited attention to learning achievements (Nyahove, 2014; Kambuga & Dadi, 2015; Gobore, 2017; Joseph, 2018). They focused on urban areas and did not extensively cover poor-performing public primary schools in rural areas. This underscores the urgency of investigating SQA practices in public primary schools in the Arusha region to address the persistently low learning achievements.

1.4    Objectives of the Study

1.4.1    General Objective
This study investigated the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania.
1.4.2    Specific Research Objectives
The specific objectives of the study were to:

(i) Examine the school quality assurance officers’ practices for enhancing learning achievements in public primary schools;
(ii) Assess school quality assurance criteria used for enhancing learning achievements in public primary schools;
(iii) Examine strategies employed by school quality assurance officers for enhancing learning achievements in public primary schools;
(iv) Determine how to enrich the school quality assurance officers’ practices for enhancing learning achievements in public primary schools.
1.5    Research Questions
(i) What are the school quality assurance officers’ practices for enhancing learning achievement in public primary schools?
(ii) To what extent school quality assurance criteria enhance learning achievements in public primary schools?
(iii) To what extent do school quality assurance officers employ strategies for enhancing learning achievements in public primary schools?
(iv) To what extent can the practices of school quality assurance officers be enriched to enhance learning achievement in public primary schools?
1.6    Scope of the Study
The study was generally centred on the Arusha region and specifically confined to 15 public primary schools in the Karatu and Longido districts. The study targeted only schools whose performance in PSLE was low and frequently appeared in the last tenth positions in the PSLE ranking results regional-wise. The study confined itself to headteachers, academic teachers, DSQAOs, DCSQAOs, District Education Officers (DEOs), class teachers and standards Five, Six and Seven pupils, who played crucial roles in curriculum implementation.
1.7    Significance of the Study

This study is relevant in multiple ways: From a practical standpoint, the research findings provide SQAOs valuable insights into effective ways of monitoring and supporting education delivery and learning achievements in public primary schools. This information could empower them to concentrate on observing and evaluating classroom activities during school visits, ensuring that this crucial aspect of their work receives the attention it deserves.

This study adds to the body of knowledge by providing insights into how SQA criteria could enhance learning achievements. When SQAOs are familiar with SQA criteria, it could help to give accurate judgments on schools' resources, services and performance. Furthermore, when teachers understand SQA criteria, they are more likely to accept, value and implement SQA issues and align their teaching practices with the desired standards.

The findings may serve as a benchmark for government, Policymakers and SQA departments to emphasize regular and follow-up visits and timely feedback by advocating for sufficient funding, endorsing the employment of an adequate number of SQAOs, and promoting the active involvement of teachers in SQA practices who were the first implementers of curriculum to increase accountability and address the shortage of SQAOs to maximize learning achievements.

The study's findings shed light on the opportunities and challenges that SQAOs encounter while implementing SQA practices. This information guides the prioritization of resources to strengthen SQA practices. With a strategic allocation of resources, SQAOs can enrich their practices, playing a pivotal role in improving learning achievements in public primary schools. This information is crucial not only for SQAOs but also for policymakers and planners involved in educational initiatives.

The study findings could contribute to bridging the existing knowledge gaps in this area. Addressing the gaps in understanding SQA practices would help improve and develop SQA practices in Tanzania's educational context. The study may also serve as a valuable reference for future research endeavours, providing insights, data, and evidence that may stimulate further investigations in SQA practices.
1.8    Limitation of the Study
During the execution of this study, the researcher encountered some limitations. One of these limitations was the use of the English language in the study, as in public primary schools in Tanzania, teachers and pupils primarily use Swahili for classroom instruction. However, the researcher was aware of this limitation and took steps to address it by translating the interviews and questionnaires designed in English into Swahili. The researcher and the participants used both English and Swahili during the interview sessions by switching between the two languages to facilitate a better understanding and involvement of the respondents in the topic. Finally, the researcher translated the data into English to communicate the findings.

During the data collection process, the researcher faced further challenges as some interviewees were busy with official responsibilities and did not have enough time to respond to questionnaires and interviews. Also, some headteachers and DCSQAOs were unavailable in their offices. So to address this, the researcher took proactive measures by adding an extra week for follow-up. Even though it impacted the original schedule, the planned accomplishment procedures remained unchanged, and the researcher completed the data collection process in alignment with the research objectives.

Accessing some selected public primary schools for data collection posed challenges due to their remote and isolated locations, which made it difficult for the researcher to reach them. To overcome this challenge, the researcher utilized motorcycles as a mode of transportation to travel from one school to another. Lastly, the researcher did not find it easy to administer the interviews because of the COVID-19 (CORONA Virus) pandemic. This pandemic also affected data collection, as some respondents were uncomfortable being interviewed. The researcher resolved this challenge by assuring all respondents wore face masks and kept social distancing, prioritizing the safety and well-being of both the respondents and the researcher. This highlights the researcher's adaptability and commitment to conducting the research activities while taking necessary precautions during the pandemic.
1.9    Operational Definition of Key Terms
This section provides the operational definitions of key terms used in the study for better understanding.

School Quality Assurance Practices: refer to a set of activities carried out by SQAOs, which include advising, guiding, monitoring, and evaluating the quality of school services, resources, facilities and performance.

School Quality Assurance Officers: connote the external official persons designated by the responsible authority, such as the MoEST, tasked with ensuring the quality of education in schools. They oversee curriculum delivery, learning achievements, teachers' professional development, and compliance with education policies, laws, and regulations. These officers are also known as school inspectors or supervisors.

Learning Achievements: in this study, learning achievements refer to the level of mastery demonstrated by pupils in the 3Rs and their academic performance after engaging in a learning activity for a specified duration.
Learning Enhancement: refers to the deliberate process of change that aims at continuously improving learning achievements by providing expert guidance and support to teachers to enhance their teaching methods and techniques.

Primary Education: involves a seven-year formal education cycle for children aged 6 or 7 to 12 or 13 and focuses on building competencies in foundational skills (3Rs).
Teaching Activities: in this study, teaching activities refer to the practices performed by professional teachers to facilitate learning. These activities include the preparation of a scheme of work, lesson plans, lesson notes, teaching and learning materials, delivering instruction using various strategies and assessing learning activities.

Learning Activities: in this context, encompass a range of tasks and exercises designed to facilitate the acquisition of knowledge and skills, including reading, writing, arithmetic, quizzes, tests, assignments, and exams.

1.10    Organization of the Study

This study consists of five chapters. Chapter one includes the background of the problem, a statement of the problem, research objectives, research questions, scope, significance, limitations, and operational definitions of the key terms. Chapter two focuses on theoretical and empirical literature reviews where gaps are identified and conceptual frameworks presented. Chapter three covers the research methodology, including the research philosophy, approaches, design, area, population, sample size, data collection methods, validity and reliability, data analysis procedures, and ethical considerations. Chapter four presents data presentation, analysis, interpretation and discussion. Chapter five summarizes the study findings and provides conclusions, recommendations, and suggestions for further research. The study also includes lists of references and appendices.
CHAPTER TWO

LITERATURE REVIEW

2.1    Introduction
This chapter consists of sub-sections which discuss both theoretical and empirical literature reviews. The theoretical literature review highlights the Clinical Supervision Model (CSM). Then it discusses concepts of SQA, the SQA structure in Tanzania, types of SQA, roles and procedures of SQA, SQA criteria, SQAOs’ strategies, SQA challenges and enrichments factors. The study also discusses perceptions of SQA practices by headteachers and academic teachers, the primary education system in Tanzania, teaching and learning activities and the status of teaching and learning in public primary schools. Empirical studies discuss previous studies conducted worldwide and in a local context related to SQAOs’ practices, SQA criteria, SQAOs’ strategies, challenges and enrichments to identify the knowledge gap. Then the chapter presents the knowledge gap and the conceptual framework that informs this study.
2.2    Theoretical Literature Review

The section covers clinical supervision model, concepts of SQA, the SQA structure in Tanzania, its types, roles, procedures, and criteria. It also includes the strategies, challenges, and enrichments of SQAOs' practices.

2.2.1    Clinical Supervision Model
Supervision is to guide individuals towards achieving organizational objectives within their workplace (Gallacher, 1997). Supervision in the school system is the art of overseeing the activities of teachers, providing professional assistance and advising teachers on how to teach for effective learning (Obiweluozor, Momoh & Ogbonnaya, 2013; Sarfo & Cudjoe, 2016; Kayikçi, Yilmaz & Sahin, 2017). School supervision also involves monitoring, advising, guiding, and encouraging teachers to improve their teaching skills to enhance instruction delivery (Kotirde & Yunos, 2014; Ikegbusi, Eziamaka & Nonye, 2016; Lyonga, 2018).

Over time, supervision in education has undergone significant changes, and this study explores three primary approaches - traditional, democratic, and clinical supervision that influence supervision practices in education worldwide.

The traditional inspection approach, in many countries, originated in the nineteenth century between 1830 and 1920 (Sergiovanni & Starratt, 2002, cited in Lyonga, 2018; Glanz, 2018). During this period, curriculum directors, principals, and laypeople who lacked formal training in supervision ethics and practices conducted classroom inspections without notifying teachers beforehand (Onoyase, 1991, cited in Genesis, Edho, 2010; Sullivan & Glanz, 2000; 2004; Panigrahi, 2012; Mensah, Esia-Donkoh & Quansah, 2020). Supervisors utilized methods of control and direction to ensure that teachers met their responsibilities and obligations as required (Sarfo & Cudjoe, 2016; Kayikçi et al., 2017). They viewed teachers as passive instruments of management who required close supervision and direction to meet organizational needs (Thakral, 2015). These methods made teachers feel inferior in front of SQAOs (Bencherab & Al Maskari, 2020).
In traditional era, SQAOs did not fully acknowledge the value and effort put in by teachers, leading to a decline in their commitment to effective teaching (Mwinyipembe & Orodho, 2014; Kayikçi et al., 2017). To address these deficiencies and discontentment with the traditional approach, the democratic model emerged.

The emergence of the democratic approach/model during the 1930s, 1940s, and 1950s aimed to liberate teachers from dependence, fear, and control (Zepeda, 2014; Kayikçi et al., 2017). The approach focused on guidance and support, with supervisors (SQAOs) utilizing various mechanisms such as classroom visits, seminars, meetings, and conferences to enhance teaching skills (Sullivan & Glanz, 2005; Thakral, 2015). Despite principals and curriculum directors continuing to oversee supervisory duties, the democratic model emphasizes strong interrelationships between supervisors and teachers. However, this approach was not entirely successful, as teachers did not perceive the model as a motivational factor and lacked trust in the new supervision mechanisms, leading to ineffective teaching practices and limited learning achievements in schools (Thakral, 2015; Kayikçi et al., 2017; Bencherab & Al Maskari, 2020). As a result of the limitations associated with the traditional approaches, there was a recognized need to develop a new model known as the clinical supervision model.
The clinical supervision model is a well-known and comprehensive approach to supervision developed by Goldhammer (1969) and Cogan (1973) as modified by Glanz (2018) and Bencherab and Al Maskari (2020) as an alternative to traditional and democratic models, which found to be inadequate (Bouchamma, 2005; Sarfo & Cudjoe, 2016). This technique, implemented in education, aims to enhance learning achievements by improving teaching practices through direct interaction between SQAOs and teachers within authentic teaching settings. It emphasizes the establishment of supportive and collaborative relationships between supervisors and teachers, offering ongoing professional development and assistance to enhance teaching skills and promote professional growth (Bouchamma, 2005; Zepeda, 2013; Kalule & Bouchamma, 2014; Chidobi, 2015; Bencherab & Al Maskari, 2020). It involves promoting a sense of collegiality where there is a shared commitment to the common goal of improving teaching and learning (Glanz, 2018). Collaboration and collegiality involve open communication, trust, and a willingness to work together to support professional growth, share ideas, and enhance instructional practices.

The CSM proposes five cyclical stages for SQAOs to follow when observing classroom activities (Bulunz, Gursoy, Kesner, Baltaci Goktalay & Salihoglu, 2014; Sarfo & Cudjoe, 2016; Kayikçi et al., 2017). (1) pre-observation conference whereby both the SQAO and the teacher plan the lesson, define its objectives and propose ways of achieving them; (2) classroom observation conference whereby the SQAO observes how the teacher can implement the lesson and then records all teacher’s behaviours based on the agreed criteria generated during the pre-observation conference; (3) analysis stage whereby the SQAO analyses the observed events, and later on, assess the lesson in terms of the teacher’s lesson objectives and pedagogically accepted criteria; (4) supervisory conference whereby the SQAO gives feedback about teaching performance which includes strengths and weaknesses of the lesson for improvement; (5) post-conference analysis whereby the SQAO reflects upon self-performance in observing the teacher and generates a plan to improve the teacher’s effectiveness, instructional practices, and pupils’ learning achievements.

The study opted for the CSM because it has features suitable for studying SQA practices and learning achievements. The CSM serves as a comprehensive guide for SQAOs, offering strategies to implement SQA activities effectively. It fosters collaboration and collegiality, encourages systematic observation of classroom activities by SQAOs, inspires positive interactions between teachers and SQAOs, supports continuous professional growth for teachers and SQAOs to enhance confidence in their supervision and teaching abilities and stresses constructive feedback, self-direction, and self-awareness.

The CSM proves to be worthwhile in increasing teachers’ teaching performance and making learning more effective. However, it faces some challenges, as observed by Veloo, Komuji and Khalid (2013), Sarfo and Cudjoe (2016) and Bencherab and Al Maskari (2020). Implementing all CSM stages is tough for SQAOs due to managing multiple schools, administrative burdens, poor facilities, and strained relationships. Ndebele (2013) argues that SQAOs with many teachers fail to have the extra time to pay attention to individual teachers. The CSM model requires considerable time, which is unavailable for teachers and SQAOs.
Despite the challenges arising from limited time and personnel, the value of CSM in improving teaching and learning remains. The researcher believes that face-to-face interaction provides a platform for SQAOs and teachers to collaboratively invest more time in discussing classroom dynamics and devising strategies to address teaching challenges, thereby enhancing overall classroom practice.
2.2.2    The Concepts of Quality Assurance

Quality assurance was initially developed and implemented in the industrial sector to guarantee that products met specific quality standards before reaching consumers. Since businesses are experts in quality assurance, non-business organizations like educational institutions can learn valuable lessons from them to improve the quality of education they provide (Friend-Pereira, Lutz & Heerens, 2002).

Quality assurance in education has a long history, and as education systems become more complex, the terminology used to describe it has also evolved. The SQA, school inspection, and school supervision terms are synonyms, as are SQAOs, school inspectors, and school supervisors. However, most authors use these concepts interchangeably because they share similar meanings to improve teaching and learning activities (Thakral, 2015). The terms SQA and SQAOs are currently in use in Tanzania, and this study maintains consistent usage of these terms throughout its context. The study recognizes the relevance and applicability of these terms within the specific educational framework under investigation. By using these terms consistently, the study ensures clarity and alignment with the terminology employed in the Tanzanian education context. However, on some occasions, the study also utilized other terms like inspections, inspectors, supervision, and supervisors to provide a clear understanding of the roles and responsibilities involved in SQA at different times in different countries.

To effectively understand quality assurance, one has to conceptualize the meaning of quality before determining how to assure it. There are various perceptions of what is meant by the term quality. Scholars such as Harvey and Green (1993), Gandhe (2010) and Elassy (2015) distinguished five broad categories of defining quality that are relevant to the issue of quality assurance. These categories are: quality as value for money, fitness for purpose, transformation, excellence, and perfection.

The first category considers quality as value for money: it focuses on accountability, efficiency, effectiveness and returns on investment or expenditure. It measures inputs against outputs. It focuses on ensuring that customers acquire the maximum value for their investment. In this study, "inputs" refer to the resources invested in the educational process and "outputs" refer to the learning achievements of pupils. Measuring inputs against outputs means evaluating the effectiveness of the teaching process by comparing learning achievements with invested resources. The study expects SQAOs to be accountable for quality supervision of teaching delivery and learning achievements. By holding accountability for education supervision, they can identify areas for educational improvement and ensure that pupils receive the best possible education.

Scholars have identified a second view of quality, which defines it as fitness for purpose. Achieving quality under the fitness-for-purpose perspective involves meeting the desired educational goals. For example, primary education aims to equip children with 3Rs competencies, and the quality of education is determined by how effectively pupils learn these competencies. Since pupils are the customers of primary education, SQAOs need to support the delivery of education that meets the standards set and satisfies the needs of pupils as customers. By doing so, SQAOs can ensure that the educational product aligns with the intended goals, thereby achieving quality in the fitness-for-purpose category.

The third category defines quality as transformation, emphasizing the importance of empowering learners with new knowledge and skills that enable them to acquire new behaviour, adjust and adapt to their environment. In this context, the study expects education delivery to enhance relevant knowledge, skills, attitudes, and values, thereby increasing the possibility of the school achieving educational goals and objectives for all pupils.

In the fourth category, scholars view quality as excellence which focuses on ensuring that resource inputs and transformation processes produce high-quality outputs that meet educational standards and societal expectations. The term excellence refers to outstanding performance in both inputs and outputs.

The fifth perception of quality is exceptionalism, which emphasizes on perfection, consistency, and adherence to established standards. It implies that the learner has achieved a level of academic excellence that is above the average or expected level. The study anticipates that achieving exceptional learning requires regular monitoring of teaching and learning activities.

From these perspectives, quality assurance in education can generally be defined as those actions, policies, procedures, and practices designed to maintain and improve quality in education delivery and ensure the achievement of quality learning (Eya & Chukwu, 2012; Kahsay, 2012; Kisanga, 2014; Akareem & Hossain, 2016). Richards (2001) defines quality assurance in education as a process that involves observing works in schools, collecting evidence from various sources, making judgments about their worth, and giving feedback. Likewise, Ayeni (2012) considers quality assurance as ensuring that the quality of teaching and learning, teachers' development programmes, and utilization of learning resources is maintained to meet the set standards of education. Still, other scholars view quality assurance as embracing effectiveness, efficiency and accountability in education (Gandhe, 2010; Ehren et al., 2013; Komba, 2017).

According to this perspective, the study proposes that SQA involves ongoing and comprehensive efforts to assess school inputs (such as teachers, pupils, facilities, and curriculum) and process (teaching and learning activities) to achieve high-quality outputs (learning achievements) (Helen & Idrus, 2004; Ayeni, 2011; MoEST, 2017). The ultimate goal of SQA is to improve learning achievements by ensuring high-quality outputs, which requires the involvement of educational experts (SQAOs) to observe, assess, guide, and support education delivery.

2.2.3    School Quality Assurance Structure in Tanzania
The SQA department functions within a hierarchical structure, spanning various levels. This structure extends from the ministerial level within the Ministry of Education, Science, and Technology (MoEST) to regional, district, ward/village, and school levels, as detailed by MoEVT (2015) and MoEST (2017) here below:

The school quality assurance at the ministerial level: at this level, the Chief School Quality Assurance Officer (CSQAO) is the head (director) of the department, supported by the assistant directors who usually deal with pre-primary, primary, adult, special, secondary, college, and technical education. In principle, they are responsible for the administration and ensuring adherence to the educational policies, laws and regulations at the ministerial level.

The school quality assurance at the regional level: the Regional Chief School Quality Assurance Officer (RCSQAO) is the head at the regional level, assisted by the Regional School Quality Assurance Officers (RSQAOs) and District School Quality Assurance Officers (DSQAOs). They conduct external SQA at secondary schools and teachers’ colleges and ensure compliance with educational policies and standards at the regional level.

The school quality assurance at the district level: the head of the district level is the District Chief School Quality Assurance Officer (DCSQAO), assisted by the Deputy District Chief School Quality Assurance Officer (DDCSQAO) and the DSQAOs. They conduct external SQA at pre-primary, primary, special and adult education and non-formal and training centres at the district level.

The school quality assurance at the ward level: the Ward Education Officer (WEO) plays a crucial leadership role in overseeing SQA practices, with the assistance of the Ward Development Committee (WDC) and parents. They guide headteachers and teachers on strategies to enhance learning in schools.

The school quality assurance at the school level: headteachers are the heads of this level, assisted by the school committee, school board and teachers-parents association. Headteachers oversee the provision of quality education at the school level. They are sometimes involved in internal SQA practices.
2.2.4    Types of School Quality Assurance Visits
The type of SQA visits varies based on the visit's objective, the level of support required by schools, and the issues SQAOs need to address. The visit can be routine, special, or follow-up, as Tanah (2010), Ezenwaji (2012), MoEVT (2010) and MoEST (2017) described.

The whole school visit: the whole school visit is a routine visit, which may take a week or longer depending on the number of SQAOs involved and the school size. Under this type of visit, SQAOs focus on school management, organization, and the surrounding environment; they also observe classroom teaching and learning processes and activities, schemes of work, lesson notes and lesson plans. Moreover, SQAOs examine the availability of school resources such as teaching and non-teaching staff, pupils, water, toilets, teaching and learning materials, classroom facilities, and the library.

They further evaluate various aspects related to pupils' admissions, health and sanitation, examinations and progressive reports, curricular activities, pupils' discipline, punctuality and attendance, and academic qualifications and personalities of teachers. They assess the strengths and weaknesses and suggest appropriate interventions for school improvements, including learning achievements. They also communicate education policies to school members, which is an essential part of their role in ensuring the quality of education in schools.

Follow-up school visit: a follow-up SQA visit is conducted in a previously inspected school to check whether the school has implemented the recommendations made during the previous visit. The focus is on reviewing the progress made by the school in addressing the areas identified for improvement and providing support if needed.

Special school visit: the SQAOs conduct a special SQA visit when specific problems or concerns need to be addressed, such as school registration, teacher probation confirmation, settling disputes within the school and chronic low academic performance. The goal of this type of visit is to provide support to the school and help identify any challenges that may be impacting learning achievements.
2.2.5    Roles and Procedures of School Quality Assurance Officers
School quality assurance officers’ practices fall under three roles: supervisory, advisory and development, as described by MoEC (2000), MoEVT (2010), Haule (2014), Kambuga and Dadi (2015), MoEST (2017) and Ruga (2017).

Advisory role: under this role, SQAOs act as external auditors to advise and support headteachers and teachers on school administrative activities and pedagogical issues to ensure the effective delivery of teaching geared toward improving learning achievements. The SQAOs identify and organize professional training for teachers and headteachers. These training opportunities help teachers to effectively implement the curriculum within schools, thereby improving instructional practices and learning achievements.

Supervisory role: in this role, SQAOs act as colleagues to help schools improve their performance by encouraging schools’ owners, administrators, committees, and teachers to build a team-working spirit. They are concerned mainly with monitoring, supervising, and controlling the implementation of the curriculum, including ensuring that teachers are using appropriate teaching methods to help pupils learn the required content.

Developmental role: under the developmental role, the SQAOs initiate and support school projects, take part in book writing and reviewing various academic issues and act as liaison agents between the top of the education system, where rules are set and the schools where implementation takes place. They also write up all relevant reports about the states of the schools.
The SQA department has established interconnected procedures that SQAOs adhere to when implementing their core functions. These procedures provide a step-by-step framework for activities conducted before, during, and after school visits.

Pre-school visit: before carrying out SQA practices, the team leader informs headteachers about the visit (Aiyepeku, 1987; Ehren, Leeuw & Scheerens, 2005; MoEVT, 2010; Kiruma, 2013). The team leader can use a telephone conversation or a written letter to set up arrangements. The letter may indicate the number of SQAOs expected to visit the school, the kind of visit and the number of days of their stay in the particular school. Headteachers have to prepare the necessary information like the school timetable and a list of available staff and pupils in a school.

Sometimes SQA practices are conducted without any prior written notice to the school. But when this happens, the lead officer informs the headteacher a few minutes before arriving on-site and explains the purpose of their mission (MoEVT, 2010; OFSTED, 2016; MoEST, 2017). On this, Haule (2012) in Tanzania and Aiyepeku (1987) in Nigeria argue that prior information encourages teachers and headteachers to prepare manipulated documents to impress SQAOs, which could lead to inflated ratings or inaccurate assessments. On the other hand, Wilcox (2000), in his study in France and Kiruma (2013) in Uganda, found that a prior visit notice would reduce psychological tension and fear, which commonly happen among teachers during visits. The prior notice could lead to a more relaxed and accurate assessment, allowing teachers to demonstrate their routine teaching practices without feeling overly anxious or stressed (MacBeath, 2006).

During the school visit: according to MoEC (2000), Nkinyangi (2006), Matete (2009), MoEVT (2010), Haule (2012), and Kambuga and Dadi (2015), SQAOs pay close attention to observing classrooms during actual school visits. This is a significant activity for SQAOs, as it allows them to assess how pupils are managed and taught, evaluate their competencies, and focus on the 3Rs competencies in primary schools. During classroom visits, SQAOs check pupils' exercise books, quizzes and assignments, teachers' schemes of work, lesson plans, notes, teaching and learning materials, and teaching presentation.

However, De Grauwe (2001) and Bagaya, Ezati, Wafula and Rasmussen (2020) found that classroom observations are often not carried out as required, and some SQAOs focus more on administrative issues than pedagogical ones. Black and William (2010) describe a classroom as a "black box" where one cannot see what happens inside until someone goes in. Neglecting to check classroom activities during school visits may result in SQAOs failing to provide teachers with necessary feedback for improving teaching and learning quality. Matete (2009) suggested that for the SQA to bear fruits, classroom observations should be a central focus of the SQAOs. MoEST (2017) stated an expectation that SQAOs would spend more than 80% of their school visits observing teaching and learning. They should prioritize classroom observations over other administrative tasks during school visits to ensure that this essential aspect of their job receives sufficient attention. However, it is unclear how SQAOs allocate their time for observing and assessing classroom lessons during school visits, given the large number of schools they need to visit.

After the school visit: literature found that after the SQA practices, SQAOs have the responsibility to provide written and verbal feedback/reports on the weakness and strengths of the school, on various issues such as school management, teaching and learning activities, school resources, and the environment to teachers, headteachers, school boards, school owners (government), and education officials like DEOs for school improvement (De Grauwe, 2001; Ehren et al., 2013). However, not all types of feedback enhance learning achievements in schools, as many schools fail to respond to SQAOs reports because they are not linear with their capability (Hattie & Timperley, 2007).
2.2.6    School Quality Assurance Officers Criteria
In the review of related literature, for example, MoEVT (2010), Haule (2012), Chidobi and Eze Thecla (2016) and Kosia and Okendo (2018) consider SQA criteria as guidelines or principles that SQAOs use to evaluate the overall efficiency and appropriateness of education delivery and its achievements and the availability and utilization of school resources, including school buildings, syllabuses, funds, books, and teaching and learning materials. The SQAOs utilize SQA criteria to evaluate the quality of school inputs, processes, and output.

The criteria term can be used interchangeably with several synonyms, such as benchmarks, checklists, standards, guidelines, aspects, features, or domains. According to Vlăsceanu, Grünberg and Pârlea (2007), criteria are benchmarks or task lists. Haule (2012) and Santiago, McGregor, Nusche, Ravela, and Toledo (2012) define criteria as guidelines or standards, Kahsay (2012) as aspects or features, and the MoEST (2017) as a set of domains. The MoEST (2017) also notes that the SQAOs use SQA criteria as their basis for information gathering, grading a school, and report writing. In Tanzania, SQA criteria are stipulated in the SQA handbook (MoEST, 2017), while in other countries like England, the criteria are summarized in OFSTED and the framework for SQA documents (OFSTED, 2016). Despite the different terms used to refer to criteria, their purpose remains the same, to provide a framework for objective evaluation and improvement based on evidence rather than subjective judgment. This study uses the term criteria to maintain consistency throughout.

The MoEST (2017) in Tanzania recommends that the SQAOs use six criteria to assess school resources, facilities, services and performance. These include learners’ achievement, the quality of teaching and learning, the quality of the curriculum, school leadership and management, the school environment, and community engagement. The following explanations are based on the guidelines provided by MoEST (2017).
Achievement of learners: in this criterion, SQAOs in primary schools evaluate pupils' achievements by gathering evidence on their knowledge, skills, and competencies in the 3Rs and other areas such as class work, assignments, and quizzes. They also assess how well the school achieves its educational goals and objectives.

The quality of teaching: in this criterion, SQAOs assess the effectiveness of teachers in implementing the curriculum and ensuring that learners acquire relevant skills in this study, the 3Rs. They evaluate various aspects of teaching, such as the ability of teachers to implement learner-centred teaching methods, develop appropriate lesson plans, and provide effective teaching and learning materials. Their evaluation involves providing recommendations for improving teaching methods, techniques and materials to enhance the overall quality of education in the school.

The quality of the curriculum: in this criterion, SQAOs evaluate the worth of the curriculum in meeting pupils' needs. They assess the accessibility and effectiveness of the curriculum in catering to the various needs and abilities of pupils. They also evaluate whether extracurricular activities offered by the school meet the needs and interests of pupils. This criterion helps SQAOs identify areas for improvement and adaptation.

School management and leadership: from this perspective, SQAOs assess the quality of school leadership and management by evaluating how well they work together as a team to use available resources for school improvement. This assessment includes evaluating their accountability, creativity, and effectiveness in achieving the desired learning achievements. It provides insights into the strengths and areas for improvement in school leadership and management.

The school environment and its impact: in this criterion, SQAOs assess the impact of the school environment on learning by evaluating how well it supports pupils' development of self-knowledge and self-confidence. This assessment includes examining the physical aspects of the school environment, such as classrooms, libraries, laboratories, and instructional resources.

Community engagement: in this perspective, SQAOs evaluate the relationship between the school and the community as part of community engagement. This includes assessing whether school management involves the community in various activities such as teaching, cleaning, and cooking. They also evaluate whether there are regular meetings with pupils’ parents and the community to enhance teaching and learning activities. De Grauwe (2001) suggests that parents should be actively involved in the education system through parent meetings, parent-teacher associations, and the school board.

Generally, SQA criteria play a critical role in providing consistency in judgments across different SQAOs and enhancing the transparency of the SQA process. They provide a clear guide for SQAOs to follow when evaluating schools, allowing them to know what to look for and the type of advice and corrections to give (Akareem & Hossain, 2016; MoEST, 2017). The criteria for assessing schools' resources, facilities, services and achievements based on quality indicators such as excellent, very good, good, satisfactory and unsatisfactory, providing an objective and reliable evaluation of schools' functions (MoEST, 2017).

However, Haule (2012) found that the SQA criteria are not shared openly with teachers, as headteachers treat them as confidential documents. This raises doubts about whether teachers are aware of how the grading system operates and whether they can implement the advice given by SQAOs. The question in this study is: how do SQA criteria enhance learning achievements in public primary schools?
2.2.7    School Quality Assurance Officers’Strategies
In this study, SQA strategies are methods employed by SQAOs to support teaching delivery and ensure learning improvement in schools. There is no doubt that SQA is an essential tool to drive schools’ achievement (Lyimo, 2015). However, the impact of SQA depends on how SQAOs conduct SQA practices, how the SQA report is communicated and implemented and how educational stakeholders perceive SQA practices. The related literature reviewed revealed that SQAOs use several strategies to improve learning. In this regard, the reviewed strategies include mutual relationships between teachers and SQAOs, supporting professional growth for teachers, regular school visits, and providing immediate feedback.

The cordial relationship between SQAOs and teachers: this strategy brings harmonious interaction and understanding and makes schools more open about their strengths and weaknesses and more receptive to implementing suggestions provided by SQAOs that can result in school improvements (Aguti, 2015; Chepkuto, 2019). 

However, some researchers have indicated that some SQAOs are less friendly to teachers and are more judgmental (Matete, 2009; Titanji & Yuoh, 2010). Some SQAOs criticize teachers for mistakes and thus fail to appreciate their work (Sullivan & Glanz, 2005; Ahmad et al., 2013). This situation disheartened teachers in their teaching practices. To enhance learning achievements in schools, Ndebele (2013) suggests that SQAOs should treat teachers friendly to promote trust that improves the free sharing of information. Positive working relationships between SQAOs, teachers, and stakeholders are crucial for effective collaboration and communication during inspections. They foster trust, open dialogue, and mutual understanding, enhancing the evaluation process (Apelis, 2008).

Continuous professional development for teachers: knowledge of pedagogy is about how teachers deliver the content prescribed in the curriculum. It serves as a means of pedagogical renewal. Professional development is essential for effective curriculum delivery as it improves teachers' knowledge, skills, and understanding of pedagogy, enabling them to deliver content effectively (Amusan, 2016). Workshops, seminars, subject panels, and short courses can improve teachers' knowledge and skills (Wanjiru, 2014). The SQAOs should provide professional advice to teachers to work hard and not abscond from schools and shift to other businesses (Obiweluozor et al., 2013); they should not dictate what teachers do; but support and guide them (Badau, 2014). The question is: how often does the SQA department in Tanzania organize professional development courses that are related to teachers-based needs and opportunities?

Teacher professional development programs in Tanzania have been given less attention due to limited funding, resulting in a lack of regular workshops and seminars. As a result, some SQAOs lack the appropriate skills to provide professional advice to teachers (Machumu, 2012; Kambuga & Dadi, 2015). Also, De Grauwe (2001) found that the career development practices for teachers were unsatisfactory as the government had insufficient funds to have regular workshops and seminars. The SQAOs should endeavour to be as professional as possible in their activities if schools are to benefit from their services.

Regular school visits: scholars revealed that for SQA practices to be helpful, the SQAOs need, therefore, to conduct regular visits to schools to offer advice to teachers (De Grauwe, 2001). Schools with higher frequencies of quality assurance visits increase academic performance compared to those visited rarely (Lyimo, 2015). Regular school visits ensure compliance with rules and regulations; encourage teachers and pupils to work hard (Ikegbusi et al., 2016).
Some literature highlights that school visits, especially in remote areas, are limited in developing countries like Tanzania due to financial and transportation constraints (De Grauwe, 2001; Kambuga & Dadi, 2015; Komba, 2017). Also, Ngunjiri (2012) pointed out that when schools are rarely visited, teachers and pupils may become lax in academic matters, thus negatively affecting learning. It also implies that teachers have a style of being lazy and carefree if there are no regular checks of their work, this quest for frequent visits to the schools.

Providing constructive feedback: in this study, feedback refers to written or verbal comments on the strengths and areas for improvement; derived from the evidence collected during the visit. Previous studies recommended that SQAOs provide feedback immediately after school assessment to help schools to work on it (De Grauwe, 2001; Ehren et al., 2005; Chepkuto, 2019). Prompt feedback with specific comments that identify strengths and areas for improvement build the teacher’s confidence and commitment (Ehren et al., 2013). According to Jones and Tymms (2014), schools improve when using feedback that indicates their strengths and weaknesses. But if SQA feedback is not specific, it may be difficult for teachers to implement recommendations (Ehren & Visscher, 2008). Some SQAOs fail to give clear and helpful feedback because they lack supervisory skills (Gaertner, Wurster & Pant, 2014). The question is: how far SQAOs provide thorough feedback with specific comments?
2.2.8    School Quality Assurance Practices Challenges and Enrichments
The evidence from related studies revealed that SQA practices in developed countries are highly effective in improving schools (Ehren et al., 2013; Klerks, 2013). However, in developing countries, including Tanzania, studies by De Grauwe (2001), Matete (2009), Ahmad et al. (2013) and Kambuga and Dadi (2015) found that SQA practices were inadequate. According to the authors, SQA practices do not meet the needs of schools because of incompetence and lack of professional experience among SQAOs, lack of support from the government and schools, characterized by insufficient budgets, inadequate transport facilities, heavy workloads among SQAOs, low motivation for SQAOs and a negative attitude toward SQA practices. Previous literature proposed care in the recruitment and selection of SQAOs, training and retraining of SQAOs and other motivation factors such as fringe benefits and recognition for SQA practices enrichment. Below are some explanations:

Recruitment and selection criteria: as is the case, the primary SQAOs are generalists charged with evaluating all curriculum areas without regarding their specializations and experience. Studies by Wilcox (2000) and Obiweluozo et al. (2013) suggested that the recruitment and selection procedures need to consider experience, the subject’s expertise and qualifications. De Grauwe (2001) and Matete (2009) added that for SQA practices to be supportive in improving learning achievements, there should be enough SQAOs who are competent in the subject they assess and must have a degree in education and be able to teach. Enaigbe (2009) found that SQAOs with higher educational qualifications are likely to display more confidence and perform better in their work than their counterparts with lower qualifications. However, through experience, the selection of SQAOs in Tanzania is based on available vacancies; working experience and knowledge of the subject matter are less considered.

Training and retraining: continuous training and retraining for SQAOs are vital for ensuring their effectiveness in assessing teachers and providing professional advice, as evidenced in the literature. In Tanzania, SQAOs are teachers by profession; before being appointed, an officer must have had teaching experience of at least seven to ten years (WEST, 2017). However, qualifications and experience alone may not be enough to equip them with the necessary skills to assess teachers and provide professional advice. All SQAOs need specialized training in the subjects they assess to overcome the challenges they may encounter during classroom visits, as noted by Wilcox (2000), De Grauwe (2001) and Matete (2009). Moreover, regular seminars and workshops can help them update their professional skills and keep up with the latest teaching methodologies and technologies. Failure to provide SQAOs with the necessary training and retraining can hinder their ability to provide the required professional advice to teachers, ultimately affecting the quality of teaching for teachers and learning for pupils.

Motivation factors: motivation factors such as fringe benefits, transportation facilities, accommodation, and public recognition can enhance the job satisfaction, commitment, and confidence of SQAOs in any country. Ahmad et al. (2013) and Obiweluozo et al. (2013) emphasize that these factors are crucial for enhancing the effectiveness of SQAOs in providing professional advice to teachers. Supervision of instruction can only succeed if SQAOs are motivated (Eya & Chukwu, 2012). Jeffrey and Craft (2004) observed that poor facilitation and motivation could adversely impact the effectiveness of SQAOs, resulting in reduced performance. In real situations, SQAOs who are not adequately motivated may not perform effectively and could engage in other activities to earn additional income to meet their basic needs. Providing adequate motivation to SQAOs is crucial to enhance their effectiveness in improving learning achievements.
2.2.9    Perceptions on School Quality Assurance Practices by Teachers
The literature on SQA practices and their impact on school improvement reveals a lack of consistency in perceptions. While some teachers hold positive views, others have negative perceptions. Teachers with positive perceptions believe that school visits by SQAOs foster a culture of hard work among teachers and pupils. Also, some teachers and headteachers perceive SQA practices as motivating factors that encourage teachers to strive for high teaching standards. Indeed, according to Lyimo (2015), Podgornik and Mazgon (2015), and Sadler (2017), SQA practices are perceived as beneficial in terms of providing valuable advice on lesson preparation and teaching methodologies. Teachers and headteachers appreciate the support and guidance offered by SQAOs during their visits, as it helps them improve their teaching practices and enhance the quality of instruction. These practices contribute to professional development and foster continuous improvement among educators.

Despite the critical role of SQAOs in ensuring the quality of education in Tanzania, some teachers view the SQA practices negatively. These teachers have expressed concerns about the failure of some SQAOs to provide professional advice to teachers, irregular school visits, and lack of follow-ups (De Grauwe, 2001; Kiruma, 2013). These issues make it difficult for SQAOs to provide the necessary support to teachers, which could result in poor teaching quality. Moreover, SQAOs have failed to address the challenges facing public primary schools including pupils completing primary education without mastering the 3Rs alongside declining PSLE performance (Uwezo, 2015; Kambuga & Dadi, 2015). Uwezo (2015) argues that SQA practices can only be effective if they can address issues of poor-learning achievements in schools. Effective SQA practices should prioritize addressing challenges that affect public primary schools' learning achievements.
2.2.10    The Primary Education System in Tanzania

The education system in Tanzania has a 2-7-4-2-3+ structure. It means two years of pre-primary school, seven years of primary, four years of ordinary secondary level, two years of advanced secondary level, and at least three years of higher education. The Tanzania national curriculum stipulates the aims and objectives of education at different levels, including primary education.

According to the Tanzania Education Training Policy (TETP) of 2014, primary education is the second stage of formal education provided to children aged 6 or 7- 12 or 13 after pre-primary education (TETP, 2014). The policy outlines that the core objective of primary education is to provide children with essential skills such as the 3Rs (Sumra & Katabaro, 2014; Mugo, Ruto, Nakabugo & Mgalla, 2015). Mastery of the 3Rs is crucial for children pursuing other higher education levels and achieving success in the future (Mmasa & Anney, 2016; MoEST, 2019; TIE, 2019).
2.2.11    Teaching and Learning Activities in Primary Schools

The core premise of this study is that the supervision of classroom instruction affects the achievement of the core goal in public primary schools in Tanzania. Achieving the quality of the 3Rs in primary schools requires sufficient support and guidance for teachers and pupils and regular supervision of teaching and learning activities. Conversely, inadequate supervision in teaching and learning activities can lead to poor achievement of the 3Rs. Several studies emphasize the importance of supporting teachers in addressing quality assurance issues, achieving quality teaching, and promoting quality learning achievements (Ofojebe & Ezugoh, 2010; Kahsay, 2012; Ahmad et al., 2013; Ndebele, 2013; Okanlawon, 2014; Ruga, 2017). Supervision of teaching is the backbone of determining successful learning in schools as it involves activities that aid, direct and inform teachers on what to do (Sarfo & Cudjoe, 2016). 
Teaching and teaching activities: teaching is the process whereby a teacher imparts knowledge, skills, attitudes and values to learners that respect the intellectual integrity and capacity of the learners to change their behaviour of the learners (Frimpong, 1990, as cited in Ababio, 2017). Teaching involves how information gets from the teacher to the learner and how the learner uses and interacts with it.

Teaching activities are practices that professional teachers perform both inside and outside the classroom to facilitate learning (Alexander, 2001). These activities encompass preparing a scheme of work, lesson notes, and lesson plans, selecting appropriate teaching methods and strategies, and conducting assessments to evaluate learning (Ababio, 2017). The teaching methods can include questions and answers, storytelling, songs, games, demonstrations, and study visits. Teaching strategies can be encouraging pupils to ask and answer questions, participating in group discussions, providing extra exercises to learners to practice learning activities, and giving feedback to enhance learning outcomes (Mnyanyi, 2014).
Learning and learning activities: learning is an intentional act that enables learners to acquire new behaviour and meet personal, social, and economic requirements (Kahsay, 2012). Learning activities are planned actions the pupils carry out to learn content about the subject matter presented to them by the teacher. The activities include classroom activities (reading, writing, listening, speaking, counting, doing quizzes, tests, examinations, and assignments) and extra-curricular activities (subject clubs, sports, and games).
2.2.12    Status of Teaching and Learning in Primary Schools

The status of teaching and learning in public primary schools in many countries, Tanzania included, has been criticized as ineffective because some pupils complete primary education without mastering the 3Rs. Previous studies conducted by Sumra, Ruto and Rajani (2015) in Tanzania, Mohammed and Amponsah (2018) in Ghana, and Raymond (2019) in Nigeria found that some pupils complete primary education without mastering the basic skills (3Rs). Sumra and Katabaro (2014) and Mmasa and Anney (2016) in Tanzania found that low ability to read, write and count is among the sources of poor performance in PSLE.

Researchers have reported possible factors causing pupils learning ineffectiveness, such as inadequate professional support for teachers, overcrowding classrooms and insufficient desks and chairs. Inadequate professional support for teachers can lead to poor learning achievements for pupils due to ineffective teaching skills. Overcrowding classrooms can make it difficult for teachers to monitor the class and give attention to each pupil, which can negatively impact their learning achievements. Insufficient desks and chairs can lead to discomfort, distraction, and poor concentration among pupils, resulting in poor performance in learning (Adeniji & Omale, 2010; Kambuga & Dadi, 2015; Michael, 2015; Ngussa & Mjema, 2017).

2.3    Empirical Studies
This section reviews empirical studies both within and outside Tanzania on SQAOs' practices, SQA criteria, strategies, challenges, enrichment practices and learning achievements.

2.3.1    School Quality Assurance Officers’ Practices
De Grauwe (2001) conducted a study on school supervision in four African countries (Botswana, Namibia, Tanzania, and Zimbabwe), utilizing interviews, focused group discussions, and questionnaires with 135 participants. The research findings indicate that SQAOs held responsibility for various tasks, including observing classroom activities, overseeing and evaluating school resources and facilities, and providing guidance to headteachers and teachers on administrative and pedagogical matters. Also, they prepared reports for schools, school boards, education officers, and the government to facilitate the implementation of SQA recommendations.

The author claimed that SQA practices played roles in school improvements, especially in teaching and learning; however, they were uncertain because officers were few; inadequate funds for SQA practices and poor transport facilities like vehicles and roads and poor implementation of the SQA recommendations. De Grauwe's (2001) study shared the objective of the present research; however, it differed in terms of context, participants, the number of case studies, and the research questions addressed. De Grauwe conducted a comparative study involving government and private secondary and primary schools in urban and rural in four African countries. However, this study focused only on public primary schools in Karatu and Longido districts in Arusha region, Tanzania.

Similarly, Onuma and Okpalanze (2017) assessed quality assurance practices in secondary schools in Enugu State, Nigeria. The study used a descriptive cross-sectional research design. The instrument of data collection was questionnaires. The study involved 383 respondents. Findings show that supervisors devoted their time and effort toward school improvements by assessing and managing the availabilities of school resources and facilities, advising on the proper use of facilities in schools and monitoring teaching and learning activities and output (learning achievements). However, the shortage of support from school teachers and the government, inadequate funds, and school infrastructural decay slowed down SQA activities. Again, this study is closely relevant to the current research as it addresses the same issue. However, the study differs from the present study, as Onuma and Okpalanze (2017) conducted their study in secondary schools in Nigeria using questionnaires with school principals only. The current study used a concurrent design with questionnaires and semi-structured interviews involving headteachers, teachers, pupils, DSQAOs, and DEOs.

Furthermore, Ayeni (2012) used a descriptive survey design and a sample of 600 to assess principals' quality assurance practices in improving academic performance in secondary schools in Ondo State, Nigeria. The author used interviews and focus group discussions. Findings show that principals monitored the attendance of teachers in the classroom; they checked and ensured adequate preparation of lesson plans, the scheme of work, lesson notes, the presentation of teaching and academic performance. This study differs from the present one, as the study of Ayeni (2012) used public secondary schools, principals and teachers as case studies, while the current study used public primary schools, headteachers, academic teachers, class teachers, pupils, DSQAOs and DEOs. While, Ayeni (2012) focused on the work of internal school supervisors, particularly principals (heads of schools), in monitoring curriculum delivery at the school level, this study examined external SQA practices undertaken by SQAOs.

Again, Joseph (2018) studied the influence of SQA practices on curriculum implementation in public primary schools in Tarime town, Tanzania. The study used a mixed research approach, a descriptive cross-sectional survey and 94 participants (teachers, headteachers, DSQAOs, DEOs and pupils) with questionnaires and interview guides. The author found that SQAOs observed teaching and learning activities such as checked teaching presentations, scheme of work, lesson plans, lesson notes and pupils’ exercise books and reported on education progress to school stakeholders and the government while serving as liaison agents between the government and schools. The study is similar to the present study regarding the participant and school categories (teachers, headteachers, DSQAOs, DEOs and pupils. However, it differs in context, design, the number of schools and participants specific objectives and the type of questions addressed. The previous study by Joseph (2018) in Tarime town utilized a descriptive survey research design unsuitable for a mixed-method approach. The study lacked a comprehensive exploration of SQA criteria and strategies, and it gave limited attention to learning achievements. In contrast, the present study in Arusha employed a concurrent research design, aligning with the requirements of a mixed method to study SQA criteria and strategies.
2.3.2    School Quality Assurance Criteria
Chidobi and Eze Thecla (2016) conducted a quantitative study in Nigeria on the utilization of SQA handbooks in the supervision of instruction in secondary schools. The study employed a descriptive survey design with questionnaires and a sample of 220 participants, including internal and external supervisors. The findings indicated that SQAOs did not adequately utilize the SQA handbooks because they lacked the necessary training on the assessment guidelines during school assessments. The study is similar to the present study as it addressed the same issue. However, this study differs from the present one in context and research instrument and design used: Chidobi and Eze Thecla (2016) conducted their study in secondary schools in Enugu State, Nigeria, while the current study used public primary schools in Arusha region, Tanzania. Also, their study used only a descriptive survey design with questionnaires, while this study used a concurrent research design with questionnaires and semi-structured interviews.

Ehren, Eddy-Spicer, Bangpan and Reid (2017) reviewed Four case studies and 11 Journal Papers on the impact of SQA on teachers’ behavioural change, school improvement and student achievements in low-and middle-income countries: the case of Ethiopia. The authors found that many SQAOs visited schools without official guidelines and conducted SQA practices according to what they thought was correct, which resulted in inconsistencies in the evaluation of schools and affected the uniformity of SQA findings. Also, the lack of SQA guidelines hampers quality assessment by SQAOs and impedes teachers' effective implementation of recommendations, hindering SQAOs’ efforts to improve education delivery and achievements. While the present study is related to the research conducted by Ehren et al. (2017), it is worth noting that these studies differ in terms of contextual factors and the specific research questions addressed.

Zheng (2020) studied stakeholder perceptions of the role of school inspection criteria in demonstrating education quality in China. This study used an explanatory sequential mixed-methods design with an equal weight of the quantitative phase to the qualitative phase. About 365 participants from 10 schools responded to questionnaires and 13 interviews. Zheng (2020) found school inspection criteria unrealistic in the local context, encompassing compliance with legal regulations, school organization and administration, teaching and learning, and outcomes. The author suggested improving school inspection criteria to support learning achievements. This study shares a focus on SQA criteria with Zheng (2020). However, Zheng employed an explanatory sequential mixed-methods design, while the current study uses a concurrent design. Also, the geographical contrast between China and Tanzania underscores the contextual distinctions. Zheng’s study did not address the specific research questions of the present study, justifying the necessity of conducting this study.

Mathews (2010) conducted a case study to examine the evaluation practices in Irish post-primary schools. The study utilized various data collection methods, including interviews, focus group discussions, peer observations, and questionnaires, to gather information from teachers, parents, pupils, and school board members. The study revealed that criteria for evaluating schools had become more structured, and some school members perceived them as rigid and did not consider the school context. Furthermore, the study found that some teachers lacked awareness of how judgments about their work operate. Likewise, Haule (2012) conducted a mixed research approach to explore the perceptions of school teachers and leaders towards school inspections in Tanzanian secondary schools in Arusha municipality. The study found that some teachers were unfamiliar with the SQA criteria, indicating a lack of awareness and understanding of the SQA issues, which could affect the quality of teaching and learning.
Empirical studies by Mathews (2010) and Haule (2012) found that unawareness of SQA criteria among teachers and SQAOs impacted learning achievements negatively. The authors suggested that schools should have clear guidelines for inspection, encourage a close relationship between SQAOs and teachers, and foster discussions to transform schools into learning institutions with a culture of learning. Such kind of recommendations indicated limiting clarity and awareness of SQA criteria. The authors didn't clearly outline how to communicate SQA criteria to teachers and SQAOs. As such, the present study aims to bridge this gap by identifying strategies for effectively communicating SQA criteria to teachers. While Mathews (2010) employed a survey design and Haule (2012) utilized a cross-sectional research design, the current study adopts a concurrent design to offer a comprehensive approach to addressing the communication of SQA criteria to teachers.
Ladden (2015) investigated the impact of SSE on teaching and learning practices in Irish post-primary schools. The study used a mixed-method, case-study design with questionnaires, interviews, and a focus group discussion with 33 participants. Authors found a range of SQA criteria such as learning progress and attainment, quality of teaching, quality of assessment, parental and community involvement, leadership and management and development of teachers used for the school assessment. Findings further show that during the school assessment, SQAOs focused on a narrow check listing items rather than evaluating what was happening in the school, leading to dissatisfaction among school members. The Author recommended clear evaluation criteria to guide principals in making quality judgments about teaching and learning activities. However, the previous study dealt with internal SQA by teachers and principals in Irish Post-Primary schools. The present study dealt with external SQA by SQAOs in public primary schools in Tanzania. However, Ladden’s (2015) study formed the basis for assessing SQA criteria in this study.
2.3.3    School Quality Assurance Officers’ Strategies
Ehren et al. (2013) researched the impact of school inspections on improving schools in six European countries such as the Netherlands, England, Sweden, Ireland, Austria and the Czech Republic. They employed a causal design with interviews and document analysis as research methods. They found that SQAOs used various strategies such as observing the classroom activities, providing feedback that explains strengths and areas for improvement and providing sanctions, rewards and interventions to motivate schools to improve. The authors concluded that acceptance of SQA feedback by school teachers contributed to school improvement because it allowed them to identify areas for improvement, adjust their teaching practices, and align their curriculum to meet the needs of their pupils.

Kemethofer, Gustafsson, and Altrichter's (2017) study in Austria and Sweden found similar results to Ehren et al.'s (2013) study, suggesting that accepting and using SQA feedback by schools improves learning. The study used a comparative longitudinal design, interviews, documentary reviews, observations, and group discussions for data collection. While the studies by Ehren et al. (2013) and Kemethofer et al. (2017) found that observing the classroom activities and accepting and using SQA feedback by schools improved learning, it is vital to note that these studies were conducted in different settings with different socio-economic and political contexts and used causal and longitudinal research designs. The current study sought to ascertain the implementation and efficacy of these strategies in fostering learning achievements in Tanzanian public primary schools, employing a concurrent design with mixed methods.

Using a mixed-method approach, Kosia and Okendo (2018) conducted a study about the effects of SQAOs’ feedback on improving teaching and learning in secondary schools in Arusha City, Tanzania. The study used questionnaires, interviews and focus group discussions. Their study found that SQAOs provided feedback just after classroom observation as a strategy to improve teaching and learning activities. On the other hand, they revealed that when teachers perceived that the feedback comments did not reflect the school context, they were less likely to implement them. These findings suggest that feedback that does not communicate teaching and learning practices has fewer impacts on school performance.

Likewise, Maghonda (2015) studied the influence of external school inspections in enhancing curriculum implementation in public secondary schools in the Kwimba district, Tanzania, using a mixed-methods approach with questionnaires, interviews and documents with 192 respondents. The author found a range of strategies SQAOs could implement to improve teachers’ teaching skills, for instance, thoroughly checking teachers’ lesson notes and schemes, classroom observation, sharing ideas between SQAOs and teachers and preparing a lesson together during the school assessment. The study also found that SQAOs fail to adequately implement these strategies in schools, thus making the intended learning remains with no further improvements. However, Kosia and Okendo (2018) and Maghonda (2015) conducted their studies in secondary schools, while the current study was in primary schools with a slightly different school management structure.

Matete (2009) conducted a qualitative study in public primary schools in Mbeya City, Tanzania, using Scientific Management and Human Relations theories. Findings revealed that teachers acknowledged the usefulness of SQA reports on teaching and learning improvements. The study also noted positive relations between inspectors and teachers. The study pointed out that SQAOs primarily concentrated on administrative matters, with minimal focus on classroom observations. Echoing this, Aguti's (2015) research in Uganda, framed within Human Relations and Scientific Management Theories, explored the influence of SQA on inclusive education practices. Through thematic data analysis and interviews with six participants, including school inspectors and teachers, the study revealed that SQA feedback, positive teacher-supervisor relationships, and frequent school visits were instrumental in enhancing overall education quality.

Both authors Matete (2009) and Aguti (2015) emphasized the necessity of implementing SQA strategies effectively to enhance the quality of teaching and learning activities. Although Matete's and Aguti's studies are closely related to this research, they utilized Scientific Management, Human Relations, and Critical theories and employed qualitative methods to investigate the influence of SQA on teaching and learning in Mbeya, Tanzania and Kumi district, Uganda. The current study used CSM as a distinctive approach within mixed-methods approaches to explore SQA practices and learning achievements in Arusha.
2.3.4    School Quality Assurance Practices Challenges and Enrichments
Titanji and Yuoh (2010) examined the adequacy of supervision of instruction by SQAOs in Cameroon. They used a survey design with questionnaires to collect data from 306 participants. The findings revealed that the SQAOs lacked adequate support from schools. They also found that SQAOs lacked appropriate supervisory competence because they had no professional training regarding supervision skills. The authors recommended capacity-building opportunities as a strategy for SQAOs to strengthen supervision activities. This kind of recommendation implies that there were limited professional development training programs among officers, a challenge that the present study needed to address to enrich SQAOs' practices. While Titanji and Yuoh (2010) used only SQAOs of the English language and teachers in the same discipline, the current study involved DSQAOs and teachers of all subjects.

Machumu (2012) conducted a study in Bunda district council, Tanzania, to investigate secondary school teachers' attitudes toward school inspection. The study employed a cross-sectional survey and case study designs with interviews and questionnaires addressed to 97 participants. The study revealed that some SQAOs were harsh, discouraged teachers, provided unfeasible advice and made unfair judgments about teachers and school performance. This behaviour promotes a negative relationship between schools and SQAOs. The findings support Titanji and Yuoh (2010), who discovered a poor relationship between teachers and SQAOs that led to a lack of respect, trust and collaboration, consequently challenging the implementations of SQA practices as supervisors fail to provide pedagogical advice to teachers. Both studies emphasized the significance of fostering cooperative and amicable relationships between SQAOs and teachers to enhance the effectiveness of SQA practices. However, the two studies differ from the current one in context, cases studied, and questions addressed.

The study by Mutabaruka, Kazooba & Kemeza (2018) assessed the influence of school inspection on quality teaching and learning in primary schools in Uganda. They employed a survey design, with questionnaires using 103 participants. The results indicated that inadequate funds and unreliable means of transport limited effective quality assurance practices. The authors recommended enough budget allocation and transport facilities to improve SQA practices. These findings are consistent with the purpose of the current study, which seeks to enrich SQAOs' practices. However, the two studies are contextually and methodologically different as the former study was conducted in Uganda using questionnaire guides, while the current research used a mixed-method approach with questionnaires and semi-structured interviews for data collection in Tanzania. Despite these differences, both studies emphasized the need for effective SQA practices to improve learning.

Nwakpa (2005) conducted a study on the problems of school supervision in Nigeria using a descriptive survey with questionnaires. The study involved 220 participants randomly selected from eleven South East and the South-South states of Nigeria. Findings indicated that poor implementation of SQA recommendations was among the challenges discouraging SQAOs' efforts in executing their duties. The Nwakpa (2005) study echoes the findings of De Grauwe (2001), who observed poor implementation of SQA recommendations by teachers. Both studies suggest that financial constraints and the lack of follow-up school visits are key factors contributing to this problem. However, these constraints may not fully explain why most schools fail to implement SQA recommendations. It is crucial to consider other constraints within schools that could hinder the implementation of SQA recommendations. Despite contextual disparities, the findings of these studies served as a foundation for the current study's examination of the difficulties encountered by SQAOs when implementing SQA practices.

Charles (2015) investigated the impact of supervision on academic performance in Tanzanian primary schools in Nyamagana Municipal. The study employed a mixed-methods approach, utilizing purposive and systematic sampling to gather data from 114 respondents, including the Municipal Education Officer, chief inspector, inspectors, headteachers and teachers. Data collection methods included interviews, questionnaires, and documentary reviews. The research utilized both descriptive and content analysis for data analysis. Findings revealed that infrequent visits and lack of funds hindered SQA's success.

Likewise, Nyahove (2014) explored the perceptions of pupils, teachers, and school heads regarding the roles of SQAOs in primary schools within Morogoro Municipality. The research employs a qualitative approach, utilizing interviews, focused group discussions, and document reviews for data collection. The sample size comprises thirty-nine participants. Nyahove (2014) found that poor relationships between teachers and SQAOs could hinder SQA success.
Charles (2015) and Nyahove (2014) are closely related to my research. While these previous studies shed light on the roles of SQAOs, they have given limited attention to learning achievements. Also, they do not delve into the SQA criteria utilized by SQAOs in school assessments to improve pupils' learning. Moreover, these studies predominantly focused more on primary schools in urban settings, overlooking the underperforming public primary schools in rural areas. Charles (2015) excluded pupils' perspectives in his study. However, their studies formed the foundation for further exploration of SQA practices and learning achievements.

Lulu (2018) investigated the influence of school inspection on PSLE performance in nine public primary schools in Karatu District Council, Tanzania. The study employed a case study design to collect data from 85 respondents through questionnaires, interviews, and document reviews. The study utilized purposive and random sampling to select respondents, such as school committee members, teachers, and non-teaching staff. The study discovered a significant impact of school inspection on primary school students' performance. However, there was irregularity in the visits, with some schools inspected by SQAOs and others not. Lulu (2018) recommended regular school visits. The previous study excluded pupils from data collection, limiting the richness of the data. In contrast, the current study incorporated multiple cases, including pupils, as participants, ensuring comprehensive and accurate findings by considering all stakeholders.

In 2020, Sebastian investigated teachers' perspectives on internal SQA in Dodoma City, Tanzania. The study employed a multiple case study design with 168 respondents, including committee members, headteachers, teachers, WEOs, and teachers. Data collection involved semi-structured interviews, focus group discussions, questionnaires, and document reviews, with thematic and descriptive analysis. Identified challenges encompassed a lack of skills among supervisors. The present study and Sebastian's research differed in contextual factors, research questions, design, and respondent inclusion. Sebastian's study focused on internal SQA in Dodoma city public primary schools, whereas the current study explored external SQA in Karatu and Longido districts. Sebastian's study excluded pupils, limiting data richness and overlooking crucial aspects of SQA criteria and strategies. The present study included pupils and expanded the research scope by examining SQA criteria and strategies for enhancing learning achievements.

2.5    Research Gaps
Existing literature both within and outside Tanzania, revealed gaps in knowledge, context and methodology. Regarding knowledge and contextual gaps, most studies on SQA concentrated on secondary levels rather than primary (Machumu, 2012; Maghonda, 2015; Kosia & Okendo, 2018). The few studies that explored SQA at the primary level focused on urban areas and overlooked underperforming rural schools. Also, SQA criteria and strategies for enhancing learning received minimal attention in studies by Nyahove (2014), Charles (2015), Joseph (2018), and Sebastian (2020). These studies proposed solutions like increasing SQAOs and funding, which proved insufficient to address persistent poor learning achievements. In filling these gaps, the current study extended the research by examining SQA criteria and strategies to enhance learning achievements in poor-performing public primary schools in rural areas. This study advocated for the practical involvement of teachers in SQA activities to support the improvement of SQA practices.

Methodological gaps were also evident in previous studies, where many relied on a single instrument, either interviews or questionnaires, potentially limiting the depth of understanding (Ayeni, 2012; Onuma & Okpalanze, 2017; Lulu, 2018). Many studies employed descriptive statistics for data analysis, offering valuable insights into the data but failing to demonstrate how variables are interconnected (Chidobi & Eze Thecla, 2016; Charles, 2015; Joseph, 2018). Also, previous studies solely used purposive sampling, potentially undermining result accuracy by not fully representing the entire population's characteristics (Matete, 2009; Lulu, 2018). Studies by Lulu (2018), Charles (2015) and Sebastian (2020) excluded pupils from data collection, potentially limiting the accuracy of findings. Excluding pupils neglects their essential role in sharing personal experiences on how SQA practices influence their learning achievements.

In addressing these gaps, this study utilized a mixed-methods approach, incorporating interviews and questionnaires for data collection, employed stratified, purposive, and simple random sampling techniques to ensure a representative participant sample, included multiple cases, including pupils, class teachers, academic teachers, headteachers, DSQAOs and DEOs and applied the ordinal regression model alongside thematic and descriptive statistics in data analysis to explore variable relationships for comprehensive insights.

A notable gap in the existing literature, exemplified by Matete (2009), Aguti (2015) and other previous authors exploring SQA practices, was the predominant use of Scientific Management and Human Relations theories. In addressing this gap, the current study adopted the CSM as a distinctive approach to probe into SQA practices and learning achievements. This choice was motivated by CSM's emphasis on collegiality, positive interaction between teachers and SQAOs, systematic classroom observation and professional growth for teachers and SQAOs.
2.6    The Conceptual Framework

This section presented a conceptual framework for investigating SQA practices on learning achievements in public primary schools. The framework was designed based on insights from literature reviews, which helped to determine the variables for examination. It guided and facilitated data collection, analysis, and presentation. It assumed that the effective implementation of SQA practices, in conjunction with the intervening variables, is expected to contribute positively to the overall learning achievements in public primary education settings (Figure 2.1).
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Figure 2.1:Conceptual Framework of the Study
Source: Researcher’s insight (2019)
Figure 2.1 depicts the interconnectedness of the variables examined in this study. The study operates under the presumption that SQA practices have the potential to contribute to learning achievements directly or indirectly with the support of intervening variables.
On the first theme, the premise is that effective monitoring, advising and guidance in schools by SQAOs directly plays a significant role in contributing to learning achievements, as they could help teachers and pupils improve teaching and learning activities, nurture a dedication to teaching and learning, foster the implementation of SQA recommendations in schools, cultivate a positive attitude on SQA practices. Conversely, the study assumes that inadequate guidance and monitoring may lead to a lax approach in academic matters by teachers and pupils, potentially jeopardizing learning achievements in public primary schools.

The second theme of the study highlights the importance of effectively utilizing SQA criteria, alongside factors such as understanding and awareness, as crucial elements for contributing to learning achievements. Under this theme, the study assumes that when SQAOs and teachers are familiar with SQA criteria and effectively employ them in school assessment and teaching, it could likely improve the quality assessment process by SQAOs and help teachers recognize the importance of SQA practices and accept given advice, which, in turn, contributed to improved learning achievements. Conversely, if SQAOs and teachers were unaware of SQA criteria or did not fully understand its role in the assessment process, it could affect quality assessment by SQAOs and prevent teachers from valuing and accepting SQA issues, potentially impacting teaching and learning achievements in public primary schools (see also Haule, 2012; Chidobi & Eze Thecla; 2016).

In the third theme, the study assumes that regular school visits, follow-up visits, and timely feedback are essential for enhancing the commitment levels in teaching and learning among teachers and pupils. When teachers get feedback from SQAOs immediately after an assessment, they could be motivated to improve their teaching practices. Additionally, regular and follow-up school visits could foster the acceptance and implementation of SQA recommendations and develop a positive attitude towards SQAOs. It is evident from the literature that timely feedback, frequent visits, and follow-up visits increased teachers' confidence, commitment, and innovation (Ehren et al., 2005; Klerks, 2013; Ikegbusi et al., 2016).

The fourth theme of the study underscores the significance of adequately employing, equipping and developing SQAOs to enable them to fulfil their responsibilities effectively. Under this theme, the researcher assumes that if SQAOs are adequate and possess the necessary skills and knowledge, they could provide appropriate advice and support to teachers, thereby promoting the acceptance of SQA advice and fostering dedication to teaching and learning. Conversely, if SQAOs are not professionally updated, they may encounter challenges in carrying out their duties effectively, resulting in a lack of support for teaching and learning activities. The literature supports this notion, emphasizing the importance of the professional development of SQAOs to ensure their effectiveness in supporting teaching and learning activities (Wilcox, 2000).

Regarding the indirect role of SQA, the study suggests that its influence on positive learning achievements is not immediate or straightforward. Many factors beyond its control can affect learning achievements. Factors such as teaching and learning environments (quality and availability of school resources), commitment levels of teachers and pupils, cooperation from school members on SQA issues, the attitude of teachers and pupils on SQA issues, and external factors such as support from the government play a significant role in determining learning achievements.
CHAPTER THREE

RESEARCH METHODOLOGY

3.1    Introduction

This chapter outlines the methodological procedures used for data collection, analysis, and presentation, including the research philosophy, approach, design, areas of study, target population, sample size, sampling techniques, data collection methods, validity, reliability, data analysis procedures, and ethical considerations.
3.2    Philosophical Paradigms

In educational research, the research philosophical paradigm is an integral aspect of a research methodology, whether in natural or social sciences (Sheffield, 2004). Philosophy refers to the commonly held beliefs/assumptions about how the world is perceived and how it can be studied (Anania, 2019). According to Johnson and Onwuegbuzie (2004), philosophy guides researchers in selecting their study focus, determining appropriate methodologies, and interpreting their findings. The dominant philosophical paradigms include positivism, constructivism, and pragmatism (Neuman, 2014; Creswell, 2014). These paradigms can have different assumptions about the nature of reality (ontology), how one gets to know about it (epistemology), the procedures of studying it (methodology), and the values and priorities that the researcher holds about what is real (axiology) as explained here under:
The positivist paradigm assumes that reality is objective and independent of the researcher's perceptions and that the best way to understand it is through scientific methods and empirical evidence (Denzin & Ryan, 2007). Researchers adopting this paradigm aim to be objective and unbiased in their work and keep their personal beliefs and values out of their research as much as possible. They separate the knower (the researcher) from the known (the researched) (Kincheloe & Tobin, 2015). Constructivism proponents believe in the subjective point of view that reality is multiple, socially constructed, and holistic; the knower and known are interactive and inseparable (Denzin & Ryan, 2007). Pragmatists balance subjectivity and objectivity aspects of reality throughout the inquiry (Shannon-Baker, 2016).
Pragmatists argue that the best way to understand reality is to consider subjective experiences and objective facts (Maarouf, 2019). They hold that truth and knowledge of a phenomenon are the functions of human perceptions, experiences, beliefs, the interaction between participants and researchers and their environment, practical experiments and interpretations shaped by one’s past experiences (Duranti, 2010; Brierley, 2017; Kaushik & Walsh, 2019). Pragmatists prioritize practical work methods to discover, understand, and solve problems. Pragmatism holds that the basis of truth lies in what works best (Sundin & Johannisson, 2005). Pragmatist researchers tend to be flexible in their approach, using various methods, such as quantitative and qualitative, depending on the needs and goals of the research hence, reducing personal bias and prejudices.
This study used mixed methods approaches, and pragmatism was considered an appropriate paradigm. Pragmatists' stance in this study allowed for flexibility in selecting the research design, data collection methods, and analysis procedures that best met the research objectives instead of following a fixed set of techniques (Creswell, 2014; James, 2001; Adeleye, 2017). Using a pragmatic approach, the researcher visited various participants in their natural settings to gather diverse and truthful information about SQA practices and learning achievements. The researcher believed that each individual had unique perspectives, so interactions with participants in rural public primary schools were relied upon to generate rich information about SQA practices and their impact on learning achievements in Arusha region.

The researcher utilized pragmatism as a comprehensive framework to grasp the nature of reality (ontology), methods of acquiring knowledge (epistemology), and values (axiology) required for conducting the research and making valuable interpretations of the SQA practices and learning achievements.
Ontological assumptions: it is an area of philosophy concerned with questions about the nature of reality and the existence of entities within the world, such as objects, properties, events, and processes (Arenhart & Arroyo, 2021). As stated earlier, Pragmatists believe reality exists on an intersubjective dimension, determined by practical usefulness in solving real-world problems, and this criterion holds for both subjective experiences and objective observations in understanding reality and determining practical effectiveness. They argue that the truth of a phenomenon is determined by what works best and practically solves a problem. In this view, reality is constructed and reconstructed through human experiences and interactions and verified through testing (Nyirenda & Ishumi, 2004; Morgan, 2014a; Adeleye, 2017; Kivunja & Kuyini, 2017; Al-Ababneh, 2020).

The researcher in this context adopts an ontological assumption because this perspective recognizes the objective and subjective nature of reality, emphasizing the inseparable link between the observer and the observed. At the same time, the researcher acknowledged the importance of testing and validating this reality through scientific procedures. To holistically understand SQA practices and learning achievements, the researcher used qualitative and quantitative methods, including semi-structured interviews and open and closed-ended questionnaires, to gather subjective and objective perspectives from participants in natural settings, prioritizing a comprehensive understanding of the participants and their context.

Epistemological assumptions: concern with the nature of knowledge, how knowledge is created, interpreted, justified or validated, communicated and understood (Scotland, 2012; Neuman, 2014; Al-Ababneh, 2020). The epistemological position of the researcher holds that knowledge of a phenomenon is a product of human experiences, actions and interactions with the environment and can be tested and validated through data triangulation. Therefore, the researcher constructed knowledge by categorizing, analyzing, and interpreting data from semi-structured interviews and open and closed-ended questionnaires, looking at different perspectives of subjective experiences, beliefs, practices, and interactions from diverse participants, including headteachers, academic teachers, class teachers, pupils, DSQAOS, DCSQAOs, and DEOs in natural settings. The researcher relied on natural settings and interactions with participants to create knowledge about the topic (Al-Ababneh, 2020).
Axiological assumptions: axiology deals with values that guide the selection of research topic, the research design and the interpretation of research findings (Anania, 2019). Pragmatism recognizes that values, beliefs, and biases are inseparable from the research process. Researchers unavoidably bring their perspectives and beliefs to the research, which can impact how they conduct the study, interpret the data, and report their findings (Corlett & Mavin, 2018). As a result, researchers need to be mindful of their own biases and consider them when designing and executing their research to guarantee the credibility and dependability of their findings. The researcher in this study adopted a reflexive approach to overcome preconceived ideas and biases that could impact the research.

Reflexivity is an essential component of the research process. It requires researchers to acknowledge and be conscious of their biases, assumptions, and perspectives and take steps to minimize their impact on the research process and findings (Cain, MacDonald, Coker, Velasco & West, 2019). Reflexivity promotes self-awareness and self-evaluation, helping researchers limit the influence of prior knowledge, experience, and biases in all stages of the research process.
The researcher employed a triangulation approach, using qualitative and quantitative methods across multiple cases, and acknowledged all information sources. The researcher openly acknowledged the factors influencing the research process, such as assumptions, beliefs, and values. This transparency encompassed the selection of the study topic, approaches, design, data collection and analysis methods, and participant choices.
Furthermore, the researcher used member checking and peer review to ensure that personal experiences do not overly influence the interpretation of the data and that the research is as accurate and credible as possible.
The researcher fostered rapport and equal partnership with participants, creating an open and comfortable atmosphere for sharing experiences. By being honest and authentic, the researcher aimed to gain the participants' trust and accurately represent their experiences in the research findings.

Rhetorical assumptions: rhetorical research focuses on language usage and its role in the research process (Tahira & Haider, 2019; Modu, Sapri & Muin, 2022). When writing a thesis or dissertation, researchers may be required to use a specific language style, such as British English or American English, a citation format like American Psychological Association (APA) or Harvard Referencing Style and personal pronouns like first or third-person pronouns. However, these requirements may vary depending on the regulations set by the researcher's institution. Some institutions may prefer the use of the first person pronoun ("I" or "we"), while others prefer the use of the third person ("the researcher" or "this study"). While first-person pronouns convey ownership of the research, which is subjective, third-person pronouns indicate objectivity and impartiality.
Being aware of these regulations, the researcher adhered to the postgraduate guidelines of the Open University Tanzania, which stipulate that candidates should use the standard British English language and APA style in writing this thesis. Again, to ensure practical (pragmatic) objectivity and impartiality while also maintaining clarity and consistency in the research communication, the researcher used gender-neutral language (the researcher or this study) instead of personal pronouns (I or We) where appropriate.
Methodological assumptions: refer to the beliefs and principles that guide the research process and shape how data is collected, analyzed and interpreted (Dawadi, Shrestha & Giri, 2021). A pragmatic methodology is a flexible approach that allows the researcher to choose the methods based on their suitability for answering the research questions rather than adhering to a predetermined methodology theoretical framework (Kelly & Cordeiro, 2020). In this context, the researcher's philosophical stance is on mixed methodology, given that they use quantitative and qualitative methods to collect and analyze data. The mixed methodology allowed the researcher to use the strengths of quantitative and qualitative that provided a holistic understanding of the SQA practices and learning achievements in public primary schools in Arusha, Tanzania.

To pragmatism, actions and experience have positive implications in enhancing learning achievements in public primary schools. What works best is imperative for SQAOs to find various appropriate supervision techniques to assist teachers in teaching activities. Teachers should prioritize teaching relevant content and selecting appropriate methods based on pupils' experiences, focusing on problem-solving activities rather than mere learning. This approach implies that as truth is not constant and the pupils' backgrounds are not always the same, SQAOs should help teachers to be ready to change and be flexible in their teaching (Adeleye, 2017).

Pragmatists prioritize active learning through practical experiences, underscoring the significance of constructing knowledge through learning by doing (Miovska-Spaseva, 2016; Adeleye, 2017; Chaovanapricha, 2021). Learning occurs through active participation in teaching and learning activities that stimulate interactions and creativity in the classroom (Msonde, 2011; Miovska-Spaseva, 2016; Williams, 2017). Officers can assist teachers in tailoring classroom activities to pupils’ experiences and encouraging active class participation.
3.3    Research Approaches
This study adopted mixed-methods approaches to harness the flexibility of blending qualitative and quantitative methods and validate findings from different sources by using the strengths of one method to complement the weaknesses of the other. By incorporating qualitative and quantitative approaches, the researcher triangulated data, compared and analyzed information from various sources, and gained a more holistic and accurate understanding of the topic. Dawadi et al. (2021) have noted the flexibility and benefits of mixed methods research in providing a holistic understanding of a topic.

The nature of the research objectives and questions, which involved both description and explanation, promoted the selection of mixed methods approaches. The research questions in this study were designed to gather qualitative data on experiences and perspectives and quantitative data, such as numerical data essential for testing variables and measuring their relationships. Questions that asked "what," "how," and "why" required a multi-perspective understanding, hence stimulating the use of qualitative and quantitative methods to understand the study topic because they elicited different types of information. According to Creswell (2014) and Almalki (2016), Mixed methods approaches enable the researcher to address various aspects of the research questions and gather data that may not be fully attainable through a single method alone.
Also, the researcher employed mixed methods approaches due to the philosophical stance of pragmatism adopted in this study. Pragmatism values the mixed methods approaches. These approaches enabled the incorporation of multiple perspectives from various participants, resulting in rich and valuable information about the contribution of SQA practices to learning achievements. They allowed the researcher to gather diverse perspectives and provide a comprehensive understanding of the research topic(see also Terrell, 2012).

The researcher used the qualitative approach to explore the respondents' inner experiences, opinions, perspectives and attitudes in a natural setting. Through a thematic approach, qualitative analysis identified patterns and themes, contributing to a richer understanding of the studied phenomenon. Similarly, the quantitative approach, via structured surveys, captured numerical data, including Likert Scale Ratings (1-5) and yes/no responses, simplifying analysis. This dual-method strategy enriched the study with comprehensive qualitative and quantitative perspectives on SQA practices and learning achievements.

Although these combined approaches offer strengths, the process can be time-consuming, as researchers need to collect, analyze, and integrate data from diverse sources and methods before presenting comprehensive findings (Taherdoost, 2022). However, the researcher addressed this challenge by carefully planning the research design, including the data collection methods, determining the sample size, clearly defining the research objectives and questions, data analysis procedures, reporting stages and integrating the data and findings from different sources.
3.4    Research Design

This study adopted a convergent/concurrent research design under mixed methods approaches to study SQA practices and learning achievements. The design is appropriate because it has attributes related to the nature of this study. It enabled the researcher to collect qualitative and quantitative data simultaneously within six months using different methods, such as interviews and questionnaires. Using mixed methods concurrently, the researcher compared and integrated results from diverse sources, considering qualitative and quantitative data equally valuable. This design provided significant insights and perspectives, resulting in a holistic understanding of the research topic and cross-validated findings (Caruth, 2013; Creswell, 2014).

3.5    Area of the Study

The researcher conducted this study in the Arusha region with 552 public primary schools from seven districts. Only two Karatu and Longido districts with 155 public primary schools were involved in the research. It is worth noting that the issue of poor learning achievements and low performance in the PSLE is prevalent not only in Arusha but throughout Tanzania, particularly in rural areas. Therefore, Arusha was chosen randomly from Tanzanian regions based on the rationale of a shared crisis in low academic performance and inadequate competencies in the 3Rs. Also, the study selected the Arusha region based on the assumption that all public primary schools in Tanzania operate under the same government and follow the same curriculum, rules, and regulations. Additionally, the researcher assumed that these schools use similar teaching and learning materials and the same standards for SQA practices.

The researcher used simple random sampling to select the Arusha region for the study by following these steps. Initially, the researcher identified all 26 regions of Tanzania-mainland. Next, the researcher wrote the names of every region on small pieces of paper, which were folded and mixed thoroughly in a bowl. The researcher then randomly selected one piece of paper, which determined the study sample area. This technique was used based on the rationale that the issue of poor learning achievements affects all regions, particularly in remote areas. In this case, each of the 26 regions of Tanzania-mainland had an equal chance of being selected through the random process, increasing the representativeness of the selected region for the study. Peter, Kothari and Masood (2017) argue that simple random sampling is considered the best for reducing sampling bias and achieving the highest level of representation.
The researcher utilized 3Rs reports and PSLE results from public primary schools from 2013 to 2018 as criteria to select Karatu and Longido districts for the study. The high prevalence of pupils struggling with the 3Rs, coupled with the frequent occurrence of worst-performing schools in the bottom tenth positions of the regional PSLE ranking results and consistently low average scores (as shown in Table 1.1), led to the recognition of these districts in Arusha as among the leading ones. The data from 3Rs reports spanning 2013-2018 revealed that in Longido, 49, 17, 44, and 45 pupils, respectively, completed standard seven without having 3Rs competencies in 2013, 2014, 2017, and 2018. Similarly, in Karatu, the numbers were 11, 9, and 27 for the corresponding years. The substantial presence of pupils lacking 3Rs skills in both districts highlighted the pressing need for intervention, justifying their inclusion as an ideal and appropriate sample for the study.
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Figure 3.1: Map of Arusha Region

Source: https://en.wikipedia.org/wiki/Arusha_District
3.6    Target Population

The target population for the study encompasses a broad spectrum of individuals crucial for obtaining relevant information, as indicated by Asiamah, Mensah, and Oteng-Abayie (2017) and Robinson (2014). The target population in this study encompasses a diverse group from 15 sampled public primary schools in Karatu and Longido districts, including all class teachers, standard Five, Six and Seven pupils, headteachers, academic teachers and DSQAOs and DEOs, as summarised in Table 3.1. The inclusion of these various stakeholders was crucial as they played a significant role in curriculum implementation and were beneficiaries of quality education. Also, their diverse perspectives could provide valuable insights into the contribution of SQA practices to learning achievements.
3.7    Sample Size

The sample size in this study was 226 participants, which included 45 class teachers, 135 pupils, 15 headteachers, 15 academic teachers, 12 DSQAOs, 02 DCSQAOs and 02 DEOs. The sample was obtained using a combination of purposive, simple random and stratified sampling techniques on a population of 1,605 individuals based on the recommendations from various researchers. For quantitative studies with populations over 100 people, Mugenda and Mugenda (2003) suggested a sample size of 10%-30%, Arikunto (2010) proposed a sample size of 10%-15% or 20%-25%, and Nworgu (2015) recommended a sample size of 10%-80% to ensure generalization.
Unlike quantitative research, which often adheres to predetermined formulas for sample size determination, qualitative studies operate without such fixed guidelines (Adam & Kamuzora, 2008). Instead, the sample size is often guided by the concept of saturation (the point at which no new information or insights are being gained from the data), the research design, the type of research questions and the diversity of the population (Arikunto, 2010; Baker & Edwards, 2017). The sample size should be enough to answer the research questions and ensure accurate, credible and representative results. The commonly recommended sample sizes in qualitative research can range from 10 to 60 participants. For example, Morse (2000) recommends between 30 and 60 participants; Marshall, Cardon, Poddar and Fontenot (2013) propose 10 and 30; Hagaman and Wutich (2017) suggest 20 and 40; Hennink, Kaiser, and Marconi (2017) suggest 25 participants, Chitac (2022) suggests and Daher (2023) proposes 60 participants.
The sample size recommended in this thesis was within a range that the previous authors found acceptable. The researcher employed a 10% sampling approach to select 15 schools out of a total of 155 public primary schools, and this method also entailed choosing 135 pupils (10%) and 45 class teachers (22%) for participation in both closed-ended and open-ended questionnaires. The pupil sample size, determined by Yamen's (1967) formula with an 8% margin of error, aligns with the accepted margins of error (5% to 10%) commonly used by many researchers (Dillman, 2007; Suresh & Chandrashekara, 2012). A smaller margin of error often necessitates a larger sample size, a factor that may be impractical for achieving a comprehensive understanding in this study. Therefore, a margin of error of 8% was deemed suitable. Yamane (1967) provides the formula in the following manner:
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Whereby: n=sample size, N=total population, e=margin of error (e=8%=0.08). The sample size for pupils is calculated based on the above formula as follows:
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The intended sample size for pupils was 140, but only 135 respondents completed the questionnaire. Five pupils did not fill out the questionnaires. Therefore, the study utilized 135 pupils, constituting 10% of the total pupil population of 1,353.

The study used a percentage-based formula to determine the number of class teachers. With a population of 206, the aim was to select 03 class teachers from each of the 15 schools, totalling 45, constituting 22% of the total class teachers. Stratified sampling was employed to capture diversity and ensure representation.
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Also, the study included all 46 participants for qualitative interviews, comprising headteachers, academic teachers, DSQAOs, and DEOs. It is important to note that the qualitative data in this study was not subjected to statistical analysis. The selection of individuals for interviews was purposeful, as indicated in Table 3.1.
Factors such as the purpose of the study, the research design, the nature of research objectives, the sampling techniques and the number of questions per participant influenced the sample size in this study for effective data collection, manageable analysis and comprehensive understanding. Therefore, having 226 participants in two districts was manageable and considered sufficient for the study because it met the requirements of this thesis. Daniël (2022) observed the nature of the specific objectives, questions formulated and the type of design adopted as the determinants of the sample size. In research, the sample size is crucial for the validity and reliability of findings (Lakens, 2022). It should not be too small that it is hard to reach saturation, nor should it be too large that it is difficult to achieve an in-depth analysis of each case (Malterud, Siersma & Guassora, 2016).
Table 3.1: Composition of the Sample
	Category 
	Target population
	Percentage
	Sample size
	Methods

	Schools 
	155
	10
	-
	-

	Headteachers
	15
	-
	15
	Interviews

	Academic teachers 
	15
	-
	15
	Interviews

	DCSQAOs
	02
	-
	02
	Interviews

	DEOs
	02
	-
	02
	Interviews

	DSQAOs
	12
	-
	12
	Interviews & questionnaires

	Class teachers
	206
	22
	45
	Questionnaires

	Pupils 
	1,353
	10
	135
	Questionnaires

	Total 
	1605
	
	226
	


Source: Researcher’s identification of the study sample, 2019
3.8    Sampling Procedures

As indicated earlier, this study utilized a combination of purposive, simple, and stratified random sampling techniques to select schools and respondents for the study. While the selection of schools was based on their academic performance, participants were chosen based on various factors such as their positions, expertise, responsibilities, work experiences, and length of time spent working at a particular school or district.
The selection of schools: purposive and simple random sampling techniques were employed to select 15 (10%) out of 155 public primary schools. The researcher first used purposive sampling to identify two districts with 155 public primary schools based on academic performance using the 3Rs reports obtained from the office of the Regional Education Officer in Arusha and the PSLE results from 2013 to 2018. The study targeted schools whose performance in PSLE was low and frequently appeared in the last tenth positions in the PSLE ranking results regional-wise. To ensure representativeness, the researcher used a simple random sampling procedure to get 15 public primary schools from the targeted group. Ten (10) schools out of 107 that had appeared more than two times in the last ten (worst-performing) schools in PSLE ranking results from 2013 to 2018 were selected randomly from Karatu, and five (5) out of 48 schools in Longido.

The study analyzed the performance of PSLE and 3Rs since 2013, coinciding with the launch of the Tanzanian Government's Big Results Now (BRN) programme. The programme aimed to improve education delivery, enhance teachers' capacity, and help pupils master the 3Rs in primary schools while improving PSLE results. These efforts undoubtedly supported SQAOs in improving learning achievements (Sumra & Katabaro, 2014; Swai, 2019).
The study focused on underperforming public primary schools based on the assumption that supervision of classroom instruction affected learning achievements. Supervisory services in this study refer to the provision of pedagogical guidance (such as advising teachers on best teaching practices), monitoring teaching and learning activities (such as observing classrooms and assessing pupils' academic progress), and in-service training for teachers (such as participation in professional development programs to enhance their teaching skills and knowledge). Teaching activities comprised the lesson notes, plans, teaching resources preparation and the assessment of pupils' achievements. Learning activities involve reading, writing, counting, tests, examinations, assignments, and homework. Previous studies such as Enaigbe (2009), Eya and Chukwu (2012), Ekpoh and Eze (2015), and Asia-Donkoh and Baffoe (2018) have reported that effective monitoring of classroom instruction delivery promotes the quality of learning of pupils.

The selection of participants: before commencing the research, the researcher obtained necessary approvals from the Directorate of Postgraduate Studies at the Open University of Tanzania, as well as DED offices in Karatu and Longido to collect data from 15 public primary school institutions, 02 SQA departments, and 02 DEOs offices in Karatu and Longido Districts. Once the permit letters were accepted, the researcher contacted the headteachers, DCSQAOs, and DEOs to request their consent and participation. After the permit letters were accepted the researcher arranged appointments with them by agreeing on dates, times, and venues for the interviews and questionnaires administration. Also, the researcher sought the assistance of these participants in connecting with other targeted potential participants, such as academic teachers, class teachers, pupils, and DSQAOs, who met the selection criteria for data collection. The researcher adhered to the required bureaucratic procedures in each district, securing permit letters for both the pilot and main study.
The nature of the information required and the qualities of participants with that information determined the selection of participants using multiple sampling procedures such as purposive, stratified and simple random sampling. To collect adequate information from relevant participants, the researcher established criteria that guided the selection of participants. These criteria include participants' positions, responsibilities, knowledge, experience, or expertise related to the study topic, working experiences and length of stay working in a particular school or district.

Key informants such as headteachers, academic teachers, DSQAOS, DCSQAOs and DEOs were selected using purposive sampling based on their experience, expertise, positions, and responsibilities related to supervision of education delivery and learning achievements in schools. These individuals were believed to have knowledge and insights to provide in-depth and relevant information on the topic.

Class teachers and pupils were selected using simple random and stratified sampling strategies based on their position as class teachers and length of stay in a current school. These sampling techniques allowed the researcher to ensure that the sample was representative of the population and diverse, enhancing the validity and reliability of the results (Cohen & Morrison, 2007). The selection of multiple cases (participants) was based on the assumption that each case would provide unique information from their specific local environment, thus allowing for a deeper understanding of SQA practices in enhancing learning achievements. Below are details of each group participant.

Headteachers: the study used purposive sampling to select 15 headteachers, one from each sampled school, for interviews. The researcher got permission from the DED in Karatu and Longido to meet with headteachers of the selected public primary schools for data collection. The researcher scheduled appointments with the headteachers before visiting each selected school, ensuring their participation in the study. Headteachers were selected based on their position as school administrators and their responsibility for supervising learning in their schools. They were assumed to have the experience necessary to provide information on the influence of SQA practices on learning achievements in public primary schools.

Academic teachers: the study used a purposive sampling method to select 15 academic teachers, one from each of the 15 sampled public primary schools. The researcher sought permission from the headteachers' offices in each school to interview the academic teachers. The study focused on academic teachers because of their key positions and responsibilities in monitoring learning progress in their respective schools. Given their expertise and roles, academic teachers were considered a valuable source of information on the contribution of SQA practices to learning achievements in public primary schools.
The district chief school quality assurance officers: the researcher used purposive sampling to include 02 DCSQAOs in the study. The participants were selected because they were the only individuals in their position as DCSQAOs, responsible for administering SQA practices at the district level. This position can make them knowledgeable and experienced in SQA issues, and therefore, the researcher expected the participants to provide valuable information based on their experiences, expertise and perspectives.

District education officers: all 02 DEOs were directly involved in this study because they were the top leaders responsible for all issues related to education provision in their respective areas. The researcher believed that the DEOs had extensive knowledge and information regarding the progress of education and learning, particularly in public primary schools in their districts. Therefore, the researcher expected them to provide valuable insights based on their experiences and expertise.

The district school quality assurance officers: the study selected 12 DSQAOs through purposive sampling in the two sampled districts. The researcher obtained permission from the DCSQAOs in each district to conduct interviews and administer questionnaires to DSQAOs. The study included DSQAOs due to their responsibility for implementing SQA practices in primary schools, and they were considered experts in this area. Therefore, the researcher expected them to provide valuable insights into the study. All 08 DSQAOs in Karatu and 04 in Longido were involved in the study.

Class teachers: the study utilized stratified and simple random sampling techniques to select 45 (22%) class teachers out of 206. The researcher sought permission from the headteachers' offices in each sampled public primary school to administer questionnaires to the class teachers. The stratified sampling technique was used due to the diverse nature of class teachers, with the position as class teachers, experience and length of stay teaching in their workstations being considered factors.
The study employed stratified sampling for class teachers in the following manner: first, the researcher categorized them into three strata based on teaching experience and tenure at the current school (1-10 years, 11-20 years, and 21-30+ years). Second, the researcher prepared small pieces of paper based on the number of class teachers in every stratum. Each school had at least one class teacher with five years and above of experience in all three strata. Third, the researcher labelled small pieces of paper with YES and NO. Three pieces were marked 'YES' while the rest were marked 'NO'. Fourth, after mixing, a random selection of three class teachers per school, ensuring representation from each stratum, each with five years and above, was done by inviting them to pick a piece of paper. Teachers who picked a YES piece of paper were included in the study.
Class teachers were involved in this study because they were accountable for pupils' learning progress and achievements, and they were assumed to be informed about how quality assurance practices influence learning in their schools. Combining simple random and stratified procedures ensured an equal chance of selection within each stratum, which enhanced representation and diversity in the sample (Etikan & Babtope, 2019).
Pupils: the study adopted stratified and simple random sampling to obtain 140 out of 1,353 pupils as respondents by following these steps: The researcher used stratified random sampling to identify pupils based on their length of stay in the school by including those in standards Five, Six and Seven. The researcher obtained permission from the headteachers’ office in every sampled public primary school to meet with pupils in the selected classes. At least nine pupils from each school were chosen using simple random sampling. The researcher prepared small pieces of paper based on the number of pupils in the respective class. At least nine pieces of paper were labelled ‘included’, while others were labelled ‘not included’. The researcher put them into three boxes labelled ‘standard Five’, ‘Six’, and ‘Seven’. Every box had three pieces of paper written ‘included’. After mixing pieces of paper thoroughly, the researcher invited all pupils in each class to pick one piece of paper in their respective boxes. Those who singled out a piece of paper written ‘included’ were involved in the study.

The selection of Standards Five, Six, and Seven was based on the assumption that pupils in these higher levels could offer valuable insights into the contribution of SQA to their learning achievements. The study used simple random sampling to ensure that every pupil in the selected classes had an equal chance of being chosen, minimizing bias (Kothari, 2004).
The decision to select these categories of respondents followed the criteria recommended by Miles and Huberman (1994), which are:

i. Choose samples with detailed knowledge or experience relevant to the research topic.
ii. Choose respondents who can communicate their experiences and opinions in an articulate, expressive, and reflective manner.
iii. Select participants that enhance the generalizability of the study findings, thus ensuring the trustworthiness and efficiency of the information collected.
Trustworthiness in research refers to the quality and accuracy of collected data, ensuring reliable results (Onwuegbuzie & Johnson, 2006).
3.9    Data Collection Methods
This study employed secondary and primary sources to gather information on the contribution of SQA practices to learning achievements. The researcher obtained secondary data through a literature review of various sources like books, journals, research reports, and official reports. Primary data were collected through semi-structured interviews and closed and open-ended questionnaires with participants, such as headteachers, academic teachers, DCSQAOs, DSQAOs, DEOs, class teachers and pupils. Utilizing both interviews and questionnaires allowed the researchers to cross-check the consistency of the information gathered and provided more comprehensive data that would not have been possible using only one method.
Interview guide: the study employed semi-structured interviews to gather qualitative data, on the four main research objectives, from headteachers, academic teachers, DCSQAOs, DSQAOs and DEOs. The semi-structured format allowed for a mix of open-ended, closed-ended and follow-up questions based on previous answers (Cohen, Manion, & Morrison, 2013; Creswell, 2014, Newby, 2014). During interviews, the respondents shared their experiences, perceptions and opinions on SQAOs’ practices, criteria, and strategies for enhancing learning achievements. They also shared their perspectives on the challenges facing the effective execution of SQA practices and suggestions for their improvement.

The interviews lasted between 40 to 60 minutes after reaching saturation. Interviews were one-to-one and used both open and closed-ended questions, which were a valuable source of in-depth data because they allowed participants to express their experiences, knowledge, thoughts, preferences, dislikes, and beliefs on the contribution of SQA practices to learning achievements (Creswell, 2014). The one-to-one interviews enabled the researcher to enter the participant's world and explore their experiences and understanding of the phenomenon through probe questions (Newby, 2014). The researcher used probing questions to guide the conversation and gather accurate information without interrupting or influencing the participants' responses.

The researcher used research skills and experience to build rapport with the participants during the interview. This rapport-building helped to gather more detailed information as the participants were more comfortable and willing to share their personal experiences and perspectives. The researcher recorded all interviews with the consent of the interviewees. The researcher transcribed interview responses into computer files immediately after the session. However, interviews according to Creswell (2014) consume lots of time which affected the timely completion of the study [appendices 1, 2, 3, 4, and 5].

Questionnaires: in the study, the researcher used questionnaires to collect data from 192 respondents, which included 135 pupils, 45 class teachers, and 12 DSQAOs. Questionnaires consisted of both open and close-ended questions. The closed-ended questionnaires comprised 49 items alongside 01 open-ended questions presented in three parts (Appendices 6, 7, and 8). The closed-ended section of the questionnaire encompassed two parts. The first part inquired whether SQAOs practised SQA and whether respondents were aware of and understood SQA criteria, alongside their utilization in the school assessment, sharing, feasibility and flexibility. Respondents also questioned whether SQAOs conducted regular and follow-up visits and provided immediate feedback. The questionnaires also collected respondents' perspectives on the challenges associated with implementing SQA practices. Part two of the questionnaires investigated the potential impact of implementing SQAOs' practices, awareness, utilization, flexibility and feasibility of SQA criteria, as well as the implementation of SQA strategies and the enrichment of SQAOs' practices on learning achievements. Also, the open-ended questionnaires sought information on the status of learning achievements.

The closed-ended questionnaires were measured using 5 Likert scale statements with (1) strongly disagreed, (2) disagreed, (3) neutral, (4) agreed, and (5) strongly agreed for independent variables and (1) excellent, (2) very good, (3) good, (4) satisfactory and (5) unsatisfactory for the dependent variable. This scale allowed the respondents to indicate their level of agreement with the independent variables and the quality of the dependent variable. According to Kothari (2009), using a five-point Likert scale in questionnaires allows participants to provide more nuanced responses and reduces subjectivity, making quantitative analysis easier.

Ample time was provided to each respondent by the researcher to complete all 50 items in both open and closed-ended questionnaires. A total of 9,600 questionnaires were collected from 192 respondents. The inclusion of open-ended questions allowed respondents to provide more detailed information regarding their feelings and perspectives, while the closed-ended questions provided structured data that facilitated analysis.

Questionnaires also captured demographic information, such as sex, level of education, working experience and length of time spent working at a particular school or district. These details helped provide context and better understand the respondents' perspectives.
The researcher administered questionnaires in two phases with the same participants.

In the first phase, the researcher administered questionnaires in part one, which went concurrently with interviews. Two weeks later, the second phase of the questionnaires was conducted to verify the consistency of the responses obtained in the first phase and to assess the relationship between SQA practices and learning achievements (Appendices 6, 7, and 8). The results of the second phase of questionnaires supported the findings from the first phase of interviews and questionnaires. They provided valuable information for the validity and reliability of the results from the first phase. Generally, questionnaires are a cost-effective data collection method as researchers can administer many questions to multiple respondents at once. Respondents were free from the researcher's bias and had adequate time to think about their answers (Kothari, 2004).
Given that Swahili is the primary language in Tanzanian public primary schools, the researcher prepared the interview and questionnaire items in English to encourage participation and for easy administration. Participants were free to communicate in either language, increasing their comfort level and the validity of the findings. Translating the research items into Swahili made them more suitable for data collection since Swahili was a familiar language to the respondents. After collecting the data, the researcher translated it into English for recording and processing. Qualitative and quantitative data were used complementarily, where data collected from questionnaires enriched the data collected from interviews.
3.10    Validity and Reliability of the Instruments
For the research findings to be reliable, it was unavoidable to determine the validity

and reliability of the instruments used in data collection.

Validity: validity is an essential aspect of research as it enhances the credibility of the findings and conclusions and helps to ensure that the results are accurate and reliable. It refers to the degree to which a sample of the research instruments represents the content intended to measure (Mugenda & Mugenda, 2003). The extent to which the findings of a study accurately portray the studied phenomenon (Abowitz & Toole, 2010). In this study, the researcher observed the following to ensure the validity:
The researcher ensured validity by triangulating data. To achieve triangulation in this study, the researcher employed qualitative and quantitative data collection techniques to gather data from a wide range of respondents. In this way, the researcher cross-checked the results and ensured were accurately reflect the experiences and perspectives of the participants and were not biased by the researcher's perspective, hence maintaining the objectivity and credibility of the research findings.
Again, the researcher ensured validity by comparing the study objectives with the interview and questionnaire items to ensure their alignment. This process involved carefully analyzing the research objectives to identify the essential concepts and variables that required measurement. By carefully aligning the research objectives with the questions in the data collection instruments, the researcher ensured the study measured the variables of interest and produced valid and reliable results.

Furthermore, the research supervisors appraised the research instruments and provided guidelines that improved validity. Then, the research experts appointed by the PhD coordinator in the Faculty of Education at the Open University of Tanzania reviewed the study instruments. Experts examined the items in the research instruments to ensure that they accurately represent the content measured and are free from ambiguity or confusion. They assessed the language, clarity, and potential ambiguities of the questions. Their comments helped me to make some changes, mainly to improve the instruments.

Moreover, the researcher translated interviews and questionnaire tools into Swahili (the familiar language for many participants) for easy administration. If the participants have difficulty understanding the questions, they may provide inaccurate or incomplete responses, which can affect the validity of the data collected. By translating the data collection instruments into Swahili, the researcher ensured that the questions were clear and easily understood by participants who were more comfortable with Swahili than English, thus reducing the chances of response bias due to language barriers.

Moreover, to validate the instruments, researchers conducted a pilot study in public primary schools with similar characteristics to the target population. The pilot study involved separate individuals and schools. The questions utilized in the pilot study closely resembled those employed in the main research. Pilot study interviews lasted between 50 to 100 minutes. The researcher selected 23 respondents from two public primary schools, which accounted for 10% of the total sample size of 226. Out of these, 15 received questionnaires, while 08 were interviewed. These two schools also represented 10% of the 15 public primary schools. The sample size of the pilot study was in line with recommendations from various researchers. For quantitative data, Mugenda and Mugenda (2003) and Mboya (2019) suggest that a pilot study with a sample size of 10% of the total sample with homogenous characteristics is acceptable. For qualitative data, Willis (2005) recommends a sample size of between 05 and 15 individuals, Hertzog (2008) recommends between 20 and 40 individuals, and Nnadi, Uzokwe, and Oguzie (2020) recommend 15 respondents.
Testing the research instruments on a small group of participants enabled the researcher not only to validate the clarity and suitability of the questions but also to evaluate the overall flow and sequence of the questions, assess the length of the questionnaire and determine whether it is too long or too short, and make necessary adjustments to ensure that research instruments are manageable for participants to complete, resulting in higher response rates and more accurate data. According to Yin (2009), the pilot study offers insights to refine data collection instruments and the analysis plan before the actual research. Furthermore, it helped the researcher make essential modifications to the study design, which increased their confidence in the study's results.

Reliability: the researcher used the Statistical Package for Social Sciences (SPSS) version 28.0.1 to compute a Cronbach Alpha (α) to test the reliability of the pilot study for the Likert-type scale questionnaires responses (appendicles 6, 7 and 8). The test produced a coefficient of .763 for 49 items (Table 3.2. This result was considered sufficient for data analysis and reporting. A correlation coefficient of at least .60 or higher, as recommended by Pallant and Manual (2010), is considered adequate for data analysis and reporting. So with a coefficient of .763, the pilot study results suggest that the research instrument used was reasonably reliable. However, these results helped the researcher review and modify the research instruments for the actual research. Reliability is the degree to which a research tool yields consistent results when administered several times (Mugenda & Mugenda, 2003; Kimberlin & Winterstein, 2008). If a research instrument is unreliable, then; its results may not provide meaningful information about the population.
Table 3.2: Reliability Statistics for Questionnaires
	Cronbach's Alpha
	Cronbach's Alpha Based on Standardized Items
	N of Items

	.798
	.763
	49


Source: Field Data (2020)
The researcher also determined the internal consistency of the questionnaire data collected from the main research using Cronbach's alpha. Based on standardised items, the test yielded Cronbach's alpha of .957 for all 49 questionnaire items, indicating high consistency in the questionnaire items. This result is acceptable for reporting the data and ensures that the data collected is reliable and of high quality (Sharma, 2016). A standardised questionnaire is a well-designed questionnaire where every respondent gets the same question, and the system of coding responses is uniform (Boynton & Greenhalgh, 2004). Standardised ensured consistency and comparability of responses across different individuals.
3.11    Data Analysis Procedures
Data analysis and data collection are two critical components of the research process, and they are interconnected. In this case, data analysis in this study started alongside data collection by typing field notes from documents and transcribing interviews and questionnaires. According to Creswell (2014) and Xu and Zammit (2020), analyzing data as soon as it is collected, the researcher gains insights and identifies patterns or themes that can guide further data collection to ensure that the data collected is comprehensive and accurate. The data collected for this study were analyzed using qualitative and quantitative approaches.

3.11.1    Qualitative Data Analysis
The study used a thematic approach to analyze qualitative data such as ideas, feelings and experiences from interviews and open-ended questionnaires. In performing thematic analysis, the researcher followed open coding and axial coding procedures, as described by (Douglas, 2003; Braun & Clarke, 2006; Deterding & Waters, 2021; Williams & Moser, 2019).
Open coding: in this stage, the researcher did the following: first, prepared the raw data (the interview transcripts and field notes including tape-recorded notes) and transcribed the tape-recorded interviews into a written text. Second, read and re-read the interview transcripts from each case to obtain the general meaning of the participants on the topic under study. Third, the researcher translated responses from interviews and open-ended questionnaires into English. Fourth, the researcher kept on reading the transcript from each case, line by line, made shorthand statements, coded the relative words and dropped the codes that were not significant to the study.
In the fifth step, relevant themes were identified, recorded, and labelled using keywords. For instance, theme 1 focused on SQAOs' practices with keywords such as observation and monitoring. Theme 2 centred on SQA criteria with keywords like awareness and utilization. Theme 3 delved into SQA strategies, featuring keywords such as frequent visits and immediate feedback. Theme 4 revolved around SQAOs' enrichments, with keywords including enough SQAOs and funds. Other keywords include lack of funds, poor transport and shortage of DSQAOs. Moving to the sixth step, the researcher tallied and grouped similar themes from different transcripts to create overarching themes aligned with research objectives. Finally, the researcher consolidated similar themes into major themes ready for discussion.
Axial coding: during this stage, the researcher refined the themes developed during open coding by revisiting them and examining their relationships. Throughout this stage, emerged themes were continuously reviewed, refined, and reorganized to ensure they aligned effectively with the study. The researcher also used participants' voices through direct quotes to support their points, adding depth and richness to the results. The direct quotes allowed the researcher to illustrate the perspectives and experiences of the participants and provide a more authentic representation of the data (Hallberg, 2006; Denscombe, 2014).
Thematic analysis is an appropriate method for understanding experiences, thoughts, or behaviours across data ( Kiger & Varpio, 2020). It is a flexible method that can be adjusted to fit specific research needs, making it a powerful approach for qualitative data analysis (Braun & Clarke, 2006). The thematic analysis method follows an inductive approach to analyzing data; it allows themes to emerge from the data instead of being pre-determined by existing theoretical frameworks (Anania, 2019; Kiger & Varpio, 2020). Thematic analysis was deemed appropriate for this study because it allowed for a detailed examination of participants' experiences and perspectives by identifying, analyzing, and interpreting emerging themes from the data. Thematic analysis facilitated a deep understanding of the data and helped the researcher draw meaningful conclusions that could inform decision-making.

3.11.2    Quantitative Data Analysis
The data collected through closed questionnaires were coded and analyzed using descriptive and ordinal regression statistics with the help of SPSS version 28.0.1. The selection of descriptive and ordinal regression statistics was based on the nature of the questionnaire items, which consisted of closed-ended questions with ordinal response options. Descriptive statistics were employed to describe, organize, summarize, and give meaning to the collected data. Subsequently, ordinal regression was used to determine the relationship between the independent variables (SQA practices) and the dependent variable (learning achievements) (Bryman & Cramer, 2002; Kaliyadan & Kulkarni, 2019). The quantitative data analysis entailed following a sequence of steps, as elucidated by Kothari (2004). The steps involved cleaning, editing, coding, organizing and classifying.

First, in the initial step of data cleaning, the researcher reviewed and examined all questionnaire responses to detect errors, make corrections when possible and check accuracy, completeness, and consistency. Following this, during the data editing phase, additional refinement was undertaken to address any remaining errors or inconsistencies that had the potential to be identified during the initial cleaning. Together, these two steps form a comprehensive approach to enhance the quality and reliability of the dataset, laying a solid foundation for subsequent quantitative analysis.

Second, after cleaning and editing, the researcher coded different responses and assigned numerical values. For example, the coding of educational levels was: '1' = certificate, '2' = diploma, '3' = degree and '4' = master. Likert scale responses were coded as: '1' = strongly disagree, '2' = disagree, '3' = neutral, '4' = agree, and '5' = strongly agree for independent variables and '1' = excellent, '2' = very good, '3' = good, '4' = satisfactory, and '5' = unsatisfactory for the dependent variable. ‘Yes’ or ‘No’ responses (Yes = '1', No = '2'. Coding the questionnaires enabled the researcher to ensure that data were structured and consistent across all respondents, making it easier to compare and analyze the data. Numerical codes streamlined data entry and analysis in later research stages, supporting statistical analysis, interpretation, and discussion by providing a standardized format for data processing.
In the third step, which is data organization and classification, the processed data underwent sorting and grouping according to similar concepts and research objectives. This method, emphasized by Kothari (2004), is crucial for ensuring accuracy in results, simplifying analysis, and facilitating the identification of significant patterns within the quantitative data.
In the fourth step, involving data transformation and presentation, the researcher inputted all coded data into SPSS version 28.0.1 after completing data editing, coding, organization, and classification. Using descriptive and ordinal regression statistics, the researcher analyzed within the SPSS platform, allowing for an analytical description and interpretation of the data. The SPSS windows enabled the researcher to offer an analytical description and interpretation of data. The researcher analyzed qualitative and quantitative data separately and then compared and synthesized them to interpret and discuss the final findings. The researcher presented findings in textual form and illustrated them using tables and charts (Thompson, 2009; Creswell, 2014). The results of the quantitative analysis were crucial in making the qualitative data more explicit.
As mentioned earlier, the researcher used ordinal regression to assess the relationship between the research variables. According to Bürkner and Vuorre (2019), using an ordinal regression model is a common and appropriate practice in many kinds of research when the dependent variable and one or more independent variables are ordinal. The researcher in this study preferred to use the ordinal regression model for the same reason. In this case, the dependent variable is learning achievement, measured on ordinal levels (1 = excellent, 2 = very good, 3 = good, 4 = satisfactory and 5 = unsatisfactory), and independent variables such as SQA practices measured on (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, and 5 = strongly agree) levels. Given that the dependent variable in this study was ordinal and the independent variables were also ordinal, utilizing the ordinal regression model was deemed appropriate and generally more suitable for the analysis. This approach allowed the researcher to identify factors that might contribute to higher or lower levels of learning achievements and to develop strategies for improvement.
Before using the ordinal regression model, the researcher ensured data fit by checking Normality, Model fit, Goodness-of-fit, chi-square tests and test of parallel lines. Results indicated that Normality and Model fitting were significant; Goodness-of-fit, chi-square and test of parallel lines were not. These findings suggest that ordinal regression fits the data well. If the opposite were true, linear regression or Pearson correlation might be more appropriate.
The ordinal regression formula employed in this study is:

L/As=ak+β1 X1+β2X2+β3X3+β4X4+β5X5+β6X6

In this context, L/As represent the ordinal dependent variable, specifically denoting Learning Achievements. The variable ak signifies the intercept for the k-th category, where k corresponds to one of the ordinal categories. Additionally, X1, X2, X3, X4, X5, X6 are independent variables, each associated with a respective coefficient β1, β2, β3, β4, β5, β6.

The study used a significant level of 95% or .05 to estimate the ordinal regression results. The researcher concluded that there was a statistically significant relationship between the two variables if the probability (p) value was .05 or less. Conversely, if the probability (p) value was more than .05, the difference was considered statistically insignificant (Das, 2019). The researcher used the correlation coefficient values (coefficient-β) and associated probability values (p-values) to determine the statistical significance of relationships between variables.
3.12    Ethical Issues Considerations
When planning and conducting social research, educational researchers adhere to research ethics, which encompass principles and guidelines. These ethical considerations are vital to safeguard the rights and privacy of research participants (Cohen et al., 2013; British Educational Research Association (BERA), 2011). The researcher maintained ethical principles, rules, and regulations throughout the research process, including data collection, analysis, and report dissemination. This involved adhering to the Open University of Tanzania's research ethical procedures, and complying with research laws and principles in Tanzania, like seeking permits and upholding participants' rights, privacy, confidentiality, consent, avoidance of deception, and scientific integrity.
Seeking research permission: before starting the research study, the researcher obtained permission and approval from their supervisors and a research permit letter from the Open University of Tanzania. The researcher then presented a letter to the District Executive Director (DED) offices in Karatu and Longido, who introduced the researcher to the DCSQAOs and the headteachers of the 15 selected public primary schools for data collection.
Informed consent: before the commencement of interviews and filling in questionnaires, the researcher sought voluntary informed approval from participants to be involved in the study. Those who volunteered to share their experience through interviews were requested to read and sign the participant consent form (appendices 9 and 10). The researcher asked permission for audio recordings and note-taking from all interviewees. All willing participants in the study consented to the recording of interviews and the taking of notes. The researcher obtained informed consent orally from those who volunteered for questionnaires. Again, participants were free to decide during the study whether to participate or not. The researcher further explained the research purpose, procedures, and benefits and why they were involved in the study. Participants were advised to contact the researcher whenever they wanted clarification about any aspect of the study. Obtaining research participants' consent is a crucial ethical principle that ensures that the research participant's autonomy, dignity, and privacy are respected and protected (Cohen et al., 2007).

Maintaining confidentiality: assuring confidentiality is a crucial ethical principle that protects the participants' privacy and prevents any potential harm or negative consequences that could arise from disclosing their identity. For this case, the researcher identified participants and schools with pseudonyms and anonymity by using alphabets X and Y for districts and One, Two, Three.....Fifteen for schools. Participants were labelled nicknames, for example, Akko, Alute, Dahati, Dede and Gedagew. The researcher assured the participants that any information they provided would remain confidential and strictly used for research study and not otherwise. The study avoided plagiarism by properly acknowledging all sources of information, such as books, journals, articles, dissertations and theses. Confidentiality is a promise not to disclose the identity of who provided the findings or indicate from whom the data were obtained (Wiersma & Jurs, 2005, as cited in Mtitu, 2014).
CHAPTER FOUR

DATA PRESENTATION, ANALYSIS AND DISCUSSION
4.1    Introduction

This chapter deals with the presentation, analysis and discussion of the findings on SQA practices and learning achievements in public primary schools in Arusha region. The chapter begins with the demographic characteristics of respondents and then proceeds with the presentation, analysis and discussion of the findings according to the research objectives and questions.
4.2    Demographic Characteristics of the Respondents

In this study, the researcher analyzed only the respondents’ demographic information on educational level, working experience, and working duration in a particular school or district. The study involved 226 respondents, including 135 pupils, 15 headteachers, 60 teachers (15 academic teachers and 45 class teachers), 14 DSQAOs (12 DSQAOs and 02 DCSQAOs), and 02 DEOs. Discussing the characteristics of the sample population helps researchers and readers contextualize the study and interpret findings. For example, a teacher with a higher level of education or who has worked or stayed in a particular school or district for several years might have more knowledge or familiarity with SQA practices and their contribution to learning achievements than those with a lower level of education or a new teacher. This information can help researchers identify potential areas for improvement in SQA practices. Findings are presented in sections as described hereunder (Table 4.1).
4.2.1    Respondents’ Educational Level

Results in Table 4.1 show that 46 (76.7%) teachers had a primary  education certificate, which counts as the minimum requirement for teaching in primary schools. The finding highlights the need for ongoing professional development to ensure the delivery of quality teaching that supports quality learning in schools. In the study about determinants of quality education in Bangladesh, Akareem and Hossain (2016) support the idea that teacher qualifications and professional competence are crucial factors in delivering quality teaching and learning achievements; this means that lack of these factors may affect learning achievements negatively.
In the case of headteachers, the study revealed that most of them, specifically 11 (73.3%), possessed the required academic qualifications (diploma level) for their administrative roles. It was fascinating to discover that some headteachers had made efforts to upgrade to a degree level, which could enhance their professional competence and contribute to the overall improvement of the education system. Investing in ongoing professional development and training programs for headteachers and teachers can help improve the quality of teaching and facilitate quality learning achievements by ensuring that teachers have the necessary knowledge and skills to create effective learning environments and support pupils' success (Altinyelken & Hoeksma, 2021).
Regarding DSQAOs and DEOs, most DSQAOs held a degree level, with a few having master's qualifications, while all DEOs held a master's level. These findings align with the requirement set by the MoEST (2017), which stipulates that SQAOs and DEOs should have at least a bachelor's degree or a higher level of education to discharge their duties well. Salmin (2016), in her study on school inspection in Zanzibar, observed that most educational leaders, including SQAOs and DEOs, generally have higher levels of education than that teachers. This may be because educational leadership positions often require higher levels of education and experience to manage and oversee the implementation of education curricula and initiatives, set policies and standards, and make strategic decisions that can impact the quality of education provided to pupils.
4.2.3    Respondents’ Work Experience and Length of Stay
The study also required respondents to indicate their work experience and the period they had stayed in their current workstation. It was interesting to see that most headteachers and DSQAOs had work experience ranging from 11 to 20 years, indicating valuable expertise in school administration and SQA practices. This expertise could potentially influence public primary schools’ learning achievements.

Regarding the period they had stayed in their current workstation, findings show that most respondents had less than ten years of working in their present workstations. During interviews, respondents claimed that newly employed teachers could not stay long at their working stations because of inadequate services like accommodation, electricity, water, and transport facilities. This issue can negatively impact the quality of education provided in public primary schools because such teachers may lack the morale to stay and work. In the case of DSQAOs and DEOs, half of the DSQAOs (7 50%) and all 2 (100.0%) of DEOs had stayed in their current workstation for 1-9 years. As noted in the MoEST (2017), DSQAOs and DEOs must first work as teachers for at least ten years before being appointed to their current positions. This requirement may explain why some of them were new in the present working place.

Table 4.1: Demographic Characteristics of Respondents 
	Variable
	Pupils

(N=135)
	Teachers (N=60)
	Headteachers

(N=15)
	DSQAOs

(N=14)
	DEOs

(N2
	Coefficient (β) and P value test

	Level of Education
	
	β=.7606, p=.0384*

	Primary 
	135(100%)
	-
	-
	-
	-
	-

	Certificate
	-
	46(76.7%)
	2(13.3%)
	1(7.1%)
	-
	-

	Diploma
	-
	12(20.0%)
	11(73.3%)
	
	-
	-

	Degree
	-
	2(3.3%)
	2(13.3%)
	11(78.6%)
	1(50.0%)
	-

	Masters
	-
	-
	
	2(14.3%)
	1(50.0)
	-

	Working Experience
	
	
	
	β=.073, p=.2048

	1-10
	-
	12(20.0%)
	-
	3(21.4%)
	-
	-

	11–20
	-
	27(45.0%)
	14(93.3%)
	6(42.9%)
	1(50.0%)
	-

	21–30+
	-
	21(35.0%)
	1(6.7%)
	5(35.7%)
	1(50.0%)
	-

	Length of Stay
	
	
	
	
	
	β=-.091, p=.2190

	1–9
	-
	38(63.3%)
	13(86.6%)
	7(50.0%)
	2(100.0%)
	-

	10 –16
	-
	16(26.7%)
	1(6.7%)
	5(35.7%)
	-
	-

	17–23
	-
	4(6.7%)
	1(6.7%)
	2(14.3%)
	-
	-

	24 above
	-
	2(3.3%)
	-
	-
	-
	-


Source: Field Data, 2020
4.3    School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
In this task, the study examined SQAOs’ practices for enhancing learning achievements in public primary schools. The researcher obtained information through interviews with the headteachers, academic teachers, DSQAOs, DCSQAOs, and DEOs and administered questionnaires to class teachers, pupils, and DSQAOs. Presentation, analysis and discussion of the findings are organized into sub-sections based on the research questions, as per objectives.
4.3.1    Understanding Practices of School Quality Assurance Officers
The first sub-section of the study needed interviewees such as headteachers, academic teachers, DSQAOs, DCSQAOs and DEOs to explain their understanding of the practices of SQAOs. Some interviewees conceived these practices as the totality of activities of SQAOs, which included supporting, monitoring, and evaluating the quality of schools' resources, facilities and services to improve teaching and ultimately improve learning achievements.
The general picture portrayed by the above responses is that some respondents understand what entails SQAOs’ practices in primary schools. In this study, supporting entailed giving pedagogical guidance that could help to improve the quality of teaching and learning in schools through appropriate preparation of schemes of work, lesson plans, and selection of teaching and learning materials and lesson presentations. The concept of pedagogy, as explained by Amusan (2016) in a study on cultivating pedagogical skills in in-service teachers in Ogun State primary schools in Nigeria and Alexander (2001) on culture and pedagogy in schools across England, France, India, Russia, and the United States both shed light on the concept of pedagogy. They define pedagogy as encompassing a teacher's knowledge, skills, experiences, abilities, and understanding of the curriculum, teaching and learning processes, and individual pupils, all of which contribute to effective instruction.
The SQAOs offer pedagogical guidance to teachers, providing support through instructional strategies, professional development, and mentoring to enhance teaching methods and improve pupils' learning.
Regarding monitoring, respondents explained that SQAOs observed and were aware of the state of inputs (such as teachers, pupils, and facilities), processes (teaching and learning activities and pupils' progress), and outputs (learning achievements). Studies by Kiruma (2013) in Uganda and Adegbesan (2011) in Nigeria support the idea that quality assurance includes monitoring teaching and learning activities and the quality of school resources and facilities. Through monitoring these aspects, SQAOs ensure the continuous improvement of education delivery, ultimately leading to enhanced learning achievements.

Again, in this study, interviewees regarded evaluation as judging what works well and what works wrong in a school. They reported that SQAOs assessed how well teaching cultivates a sense of commitment to learning achievements in pupils and evaluated the availability and effectiveness of school resources and facilities in supporting learning achievements. A study by Mandefro (2020) on improving supervision practices in Ethiopian primary schools describes evaluation as a judgment of the overall school performance, including the quality of schools' resources, classroom instructional practices, and administrative practices. By assessing different aspects of school life, SQAOs can identify areas that require additional support or improvement and develop strategies to address these areas, which can help to promote positive learning achievements.
To triangulate information from interviews, the researcher administered questionnaires to pupils, class teachers, and DSQAOs regarding the evaluation of schools’ resources and facilities. Responses indicated that 103 (76.3%) of pupils and 11 (91.7%) of DSQAOs agreed that SQAOs evaluated the quality and availability of school resources and facilities. However, 29 (64.4%) of class teachers disagreed. Based on the responses from the questionnaires, it appears that most class teachers disagreed that SQAOs evaluated activities, resources and facilities of schools, even though they are responsible for doing so. Teachers’ responses contradicted the views of most pupils, DSQAOs and interviewees.
The discrepancy in responses could indicate a lack of communication or understanding of the roles and responsibilities of SQAOs among class teachers. It could also suggest a lack of commitment from some SQAOs to evaluate the quality and availability of school resources and facilities. Total commitment to SQA practices was needed for all class teachers to be fully aware of the roles and responsibilities of SQAOs. Further investigation may be required to determine the root cause of the discrepancy and address any issues that may be affecting the effectiveness of SQA practices in public primary schools.
4.3.2    Types of School Quality Assurance Visits

Another sub-section dealt with the following questions: first, could you mention the types of SQA frequently carried out by SQAOs? Second, when was the last SQA carried out in a school? In the first question, through interviews, the study unveiled three types of SQA visits the SQAOs undertook. These were the whole school visit, special school visit, and follow-up school visit.
The whole school visit seemed to be a comprehensive evaluation that assessed various aspects of school life, including learning achievements, teaching and learning activities, quality of the curriculum, leadership and management, and the surrounding schools' environments. Moreover, respondents indicated that SQAOs conducted a special school visit on specific issues that required immediate attention, for instance, allegations of misconduct (excessive truancy among pupils, excessive alcoholism and absenteeism among teachers) and persistent low academic performance. Conducting special visits for prevailing needs can help SQAOs to identify the root causes of these issues and provide targeted support and recommendations to help schools address them (Uwezo, 2015).
Moreover, respondents claimed that follow-up visits took place after a whole school visit, whereby the SQAOs kept track of the actions taken by the school on the previous recommendations. They enabled SQAOs to track the school's progress in implementing the recommendations from previous SQA visits. By doing so, they can guide how to address any arising challenge. Respondents claimed that this kind of visit helped schools to stay on track with their improvement plans and make necessary changes to improve the quality of education provided to pupils.

However, while most respondents acknowledged the essential nature of SQAOs' practices, they also expressed uncertainty regarding their implementation. They claimed that the whole school visit was among the visits more generally carried out in schools than the other two, but it remained uncertain. This finding implied that follow-up and special-school visits were not commonly carried out in schools, even though they were considered essential tools for achieving better learning achievements, as highlighted by the two respondents:
Follow-up visits are required for SQAOs to monitor the progress made by schools since the previous visit and provide additional support and guidance where necessary. Lack of follow-up visits may result in missed opportunities to address ongoing challenges and to provide timely support to schools in need (Irunde, the DCSQAO from District Y).
A visit to special schools can serve as a potent strategy for tackling persistent issues such as high truancy rates that negatively affect learning achievements. For instance, poor teaching. By conducting this kind of visit, SQAOs can work with school teachers and headteachers to develop strategies to address these issues (Dahwa, the headteacher from School Fifteen).
These statements show that follow-up and specific visits seemed to be vital components of the SQAO's roles in supporting learning improvements. From the findings, follow-up visits provided valuable opportunities for SQAOs to observe the progress made by schools since the previous visit and provided targeted support and guidance where necessary. Similarly, during a special school visit, SQAOs could focus on areas where schools might be struggling and provide support to help them improve those areas. A comment by Dahwa highlights that the special school visit could provide a valuable opportunity for SQAOs to work with teachers and headteachers to identify and address issues that negatively affect learning achievements. Generally, during these visits, SQAOs observed classroom teaching and learning activities and offered feedback to teachers, identifying areas for potential improvement.
When SQAOs visited schools for the last time, was a further question asked to every respondent during the interview. As previously noted, interviewees mentioned that SQA practices were irregular. Schools One, Four, Eight, and Eleven reported their last whole school visit by SQAOs in 2020. Schools Two, Five, Six, Seven, Nine, Ten, Twelve, Thirteen, and Fourteen were visited in 2019, while schools Three and Fifteen received visits in 2018. Respondents highlighted that SQAOs were unable to visit all schools every year, as evidenced by schools Three and Fifteen not receiving visits in 2019 and 2020. They noted that schools with easy accessibility benefited from regular SQA practices, whereas others did not. Respondents cited the lack of funds, poor transport facilities and shortage of DSQAOs as factors that contributed to irregular school visits, as one officer confirmed:
However, the annual SQA plan includes all schools in the visit cycle in a year; some schools are not visited du to insufficient funds, which may affect the quality of teaching and learning, as teachers and pupils lack the necessary guidance (Takwenya, DSQAO from District Y).

This comment suggests that when visits by SQAOs to schools were irregular, the quality of education in the affected schools might suffer, ultimately affecting learning achievements. Remoteness, lack of reliable transport facilities, shortage of SQAOs, and inadequate funds were among the factors that caused irregularity. Irregularity in this study implies that some schools were visited once or twice a year, while others did not see SQAOs at all in a year.
4.3.3    Frequency of School Quality Assurance Visits
In this sub-section, the researcher asked about the frequency of SQA visits by SQAOs in a year. Most interviewees (52,17%) reported that SQAOs visited their schools once a year. These respondents expressed satisfaction with this frequency, which aligns with the recommendation by the MoEVT (2010) that SQAOs should visit schools at least once a year to provide guidance and support in teaching and learning. However, a significant minority of respondents indicated that visits occurred less frequently than recommended, as indicated by (30.43%) of respondents who reported that visits occurred once every two years. Other respondents (8.7%) said twice a year, while 8.7% said once every three years.
Findings in this study show that the availability of resources played a significant role in determining the frequency of school visits by SQAOs in Tanzania. Respondents declared that funding constraints, poor transport facilities, shortages of SQAOs, and school location were among the factors that resulted in less frequent visits. As a result, some schools had not received visits from SQAOs for some years, which compromised the provision of guidance and support to teachers and pupils and made it difficult for SQAOs to improve their learning achievements.
In contrast to Tanzania, a study by Ehren et al. (2013) shows that in European countries, such as Sweden, the Netherlands, England, Austria and Ireland, the performance of schools primarily determines the frequency of school visits. In these countries, schedule SQA practices once every four or five years to allow time for schools to implement given recommendations. However, low-performing schools receive more frequent visits (at least twice a year) and SQA departments apply
sanctions of closure for those schools that fail to improve within a specified period.

Understanding the factors that caused variations in SQA visits by SQAOs in Tanzania, the study suggests that policymakers, educational planners, and education officials must develop strategies to improve the quality and frequency of SQA practices and ensure that all schools in Tanzania receive adequate support and guidance. Figure 4.1 summarises respondents' responses on the frequency of SQA visits.
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Figure 4.1: Frequencies of School Quality Assurance Visits 

4.3.4    Quality Assurance Officers’ Activities at the School Site
In this part, the researcher wanted to know what SQAOs do during the site visit under the following questions: what do SQAOs look at when they visit a school? What are the issues that SQAOs emphasized during the assessment?
Through interviews with headteachers, academic teachers, DSQAOs, DCSQAOs, and DEOs, the study revealed that SQAOs do various activities during the school assessment to support learning improvement. Interviewees explained that classroom observation was the main activity of SQAOs. In the classroom, SQAOs focused on several aspects related to teachers' lesson preparations, including schemes of work, lesson notes, lesson plans, teaching materials, and teaching aids. They assessed the quality of lesson presentations and how effectively teachers engaged pupils in the learning process. Furthermore, SQAOs evaluated the availability and quality of school inputs (such as teachers, pupils, facilities, curriculum and school management). In addition, they provided feedback and advice to teachers to improve teaching and learning activities and supported headteachers with administrative tasks. The SQAOs conducted a comprehensive evaluation to achieve high-quality learning achievements. Two respondents provided illustrations under this aspect:

During classroom visits, I review teachers' schemes of work, lesson notes, lesson plans, teaching materials, and teaching aids and observe their teaching presentations. After the lesson, I engage in individual discussions with teachers, providing feedback on their teaching strengths and areas for improvement. When time allows, I also talk to pupils, requesting them to share their learning experiences and overall school life (Mnyeke, DSQAO from District X).

The SQAOs advise teachers on how they can best teach. They also assess the availability of text and reference books, classrooms, chairs, desks, and pupil-teacher ratio (Muleu, the headteacher from School Six).

The findings proved that SQAOs did their activities to support learning improvement in public primary schools. It is crucial for SQAOs to directly observe how teaching and learning take place in the classroom to identify areas that need improvement and advise teachers on how to teach for learning improvements. Similarly, based on the questionnaire results presented in Table 4.2, there was general agreement among class teachers, pupils, and DSQAOs regarding the roles of SQAOs at the school site. Most class teachers, pupils and DSQAOs agreed that SQAOs observed the classroom teaching activities, supported administrative activities and evaluated the quality and availability of schools’ resources, facilities and performance.

The level of agreement among these different groups provided insight into the level of trust and confidence in the ability of SQAOs to support learning achievements. In London, Black and William (2010) found that a classroom is a black box where someone may not see what occurs inside until one enters. In this case, classroom observation is a significant component of the SQAO’s supervisory role. By observing classroom activities, SQAOs can gain insights into how effectively teachers teach and how well pupils learn. Though the prime concern of SQAOs is to improve learning achievements in primary schools, the level of dedication of SQAOs to observing classroom activities remains a critical question. How far do they dedicate themselves to the classroom activities assessment?
However, the findings were not entirely positive, as there were some areas of disagreement. For example, while all DSQAOs reported that they advised teachers on how to teach, most class teachers 30 (66.7%) disagreed with this statement. These class teachers complained that sometimes SQAOs demoralized teachers through harsh comments instead of politely advising them. Respondents further reported that some SQAOs ignored checked pupils' learning activities, such as classroom exercises, quizzes, reading, writing, counting and assignments, as indicated by 18 (40.0%) class teachers, 130 (96.3%) pupils and 3 (25.0%) DSQAOs. Again, about 26 (57.8%) class teachers, 103 (76.3%) pupils, and 5 (41.0%) DSQAOs remarked that some SQAOs had no time to sit and discuss with pupils about their school life after the assessment (Table 4.2).

Ignoring checking pupils' learning activities was deemed a severe issue as it undermined the value of the assessment process. Ignoring discussions with pupils and checking learning activities negates the MoEST (2017) requirement that SQAOs need to discuss with learners, on the whole, school life during class visits. Discussing with pupils can help SQAOs to know the learning problems. It is a pity that some SQAOs fail to consult with pupils since it can provide opportunities for them to identify issues that may affect the pupils' learning experience and provide support where necessary. Matete (2009) established that since learning is a two-way process, discussing with the pupils is a meaningful way of involving pupils in solving learning problems.
These findings are also in line with the study findings by Aguti (2015), Bagaya et al. (2020) in Uganda, Matete (2009) and Jeremiah (2016) in Tanzania, which found that SQAOs do not conduct classroom observations at the level required. Authors established that some SQAOs in the classroom concentrated on the availability of teachers' scheme of work and lesson plans and gave little priority to how teachers teach and pupils learn. Studies in Turkey (Kayikci, Sahin, and Canturk, 2016) and Pakistan (Ahmad et al., 2013) found that school supervisors often overlooked classroom observation due to their excessive administrative workload. Matete (2009) argued that for the SQA to bear fruits, classroom observations should be a central focus of the SQAOs.

The totality of these problems could affect learning achievements negatively, which, in turn, would have slowed down the level of performance in PSLE, as SQAOs missed opportunities to understand teaching and learning needs and challenges. The study suggests that all SQAOs should work as advisors and counsellors to support the implementation of the curriculum and improve learning achievements in schools.

Regarding issues that SQAOs tend to emphasize during school assessments, the study found that SQAOs prioritized and encouraged quality teaching through a learner-centred approach, as reported by one of the respondents.
The SQAOs indeed emphasise and encourage quality teaching through a learner-centred approach. However, it brings little improvement because learning environments in most public primary schools are not friendly due to factors such as large class sizes and shortages of teachers (Irunde, the DCSQAO from District Y).

This quotation shows that the focus of SQAOs was on improving teaching and learning activities in schools through a learner-centred approach. However, an unconducive learning environment in schools limited SQAOs' efforts. Most respondents in this study complained about the shortage of teachers with large class sizes. For instance, School Fifteen had only five teachers to accommodate 649 pupils, with some classrooms being overcrowded with more than 70 pupils. This number of teachers and the large class size made it difficult for teachers to provide individual attention and use interactive teaching methods. Respondents in the study noted that this challenge could restrict SQAOs in improving classroom activities despite their emphasis on a learner-centred approach.
Not all SQAOs prioritized interactive learning; some focused more on ensuring that teachers had proper documentation, such as schemes of work and lesson plans, believing they were crucial for improving teaching and learning, as one academic teacher commented:
In my experience, SQAOs tend to emphasize the availability of lesson plans and schemes of work, with minimal attention to how teachers best teach and how pupils best learn. They judge the performance of the schools versus lesson plans and schemes of work. But having such documents by teachers does not necessarily guarantee high-quality teaching and learning (Mwaduda, from School Fourteen).
This comment shows that sometimes SQAOs emphasised the availability of schemes of work and lesson plans, but how teachers teach and how pupils learn was not given priority. Mwaduda stressed that, however, having a well-developed scheme of work and lesson plans provided a framework for effective teaching but did not guarantee quality teaching and learning. This implies that observing the schemes of work and lesson plans alone was insufficient for improving learning achievements.

This finding contradicts the framework developed by MoEVT (2010), which emphasizes the importance of SQAOs spending ample time and effort on observing and guiding teaching and learning activities. De Grauwe (2001) instructed that teachers must be competent and confident in lesson preparation and teaching presentation. In this instruction, SQAOs should shift their focus from merely assessing the availability of lesson plans and schemes of work to actively assisting teachers in improving their teaching skills to enhance learning achievements effectively. SQAOs should strive to balance between promoting learner-centred approaches and ensuring that teachers have a scheme of work and lesson plans. Observing how teachers teach and how pupils learn is a critical aspect of evaluating the quality of education in a school.
4.3.5    Evaluating Classroom Teaching and Learning Activities

This section focused on how SQAOs evaluate classroom activities during their school assessments. During the interviews, respondents mentioned that SQAOs used a grading system with quality indicators such as 'excellent' for exceeding expectations, 'very well' for areas needing improvement, 'satisfactory' for deficiencies, and 'unsatisfactory' for severe dissatisfactory. These grading criteria align with the guidance in the SQA handbook (MoEST, 2017). On the same coin, MoEST (2017) concludes that the teaching and learning activities cannot be excellent if they are below very good. This assessment approach assists in identifying areas for enhancement and supporting the overall improvement of teaching and learning practices.
In this study, the preparation of schemes of work, lesson plans, lesson notes, teaching and learning materials/aids, and the presentation of the lesson and learning assessments were teachers' activities. Classroom learning activities included reading, writing, counting, questioning, assignments, tests, and examinations.
4.3.6    Teachers’ Emotions During the School Assessment
The section explored teachers' emotional experiences and responses during the assessment process conducted by SQAOs. It focused on understanding how teachers feel and react to the assessment activities facilitated by SQAOs. The question asked was: are you happy about being assessed by SQAOs? While some teachers and headteachers commented that they felt pleased with the quality assurance assessment, others said they were uncomfortable. Those who indicated satisfaction with the SQAOs assessment believed that the quality assurance practices by SQAOs were necessary for improving the quality of teaching and learning in their schools, as one confirmed:

I am sure that when you have all the documents like schemes of work, lesson plans, and lesson notes, and you attend classes regularly, I tell you, you will not hate SQAOs visits anymore (Dahwa, the headteacher from School Fifteen).

I like the present inspection because SQAOs provide valuable support and guidance to improve my teaching activities. The SQAOs help me to set clear lesson objectives, choose effective teaching methods and strategies and evaluate the lesson effectively (Mwagili, an academic teacher from School One).

I feel more comfortable with the SQA because SQAOs make me understand and communicate my strengths and rectify my weaknesses associated with classroom activities. Thus, my teaching skills are improved (Mwalolo, the academic teacher from School Twelve).
Teachers' feelings about being assessed or evaluated may depend on their level of preparation, confidence, and the perceived usefulness of the evaluation process. The quotations above suggest that committed teachers had positive attitudes towards assessments because they added value to their teaching profession. Dahwa believed that if teachers had all the necessary documents, such as schemes of work, lesson plans, and lesson notes, and if they attended the classes regularly, they would accept SQAOs’ assessments. Also, Mwalolo was happy with SQAOs’ visits because they helped her identify strengths and weaknesses and improve their teaching skills through feedback. The results support the findings of Haule (2012) and Machumu (2012), who concluded that teachers who demonstrate extra effort in enhancing their teaching possess a positive attitude towards SQAOs and are willing to be assessed.
On the other hand, some teachers expressed their discomfort with the SQA practices. These teachers said they were not fully happy with the SQAOs' assessments, stating that the assessment process was excessively demanding and necessitated additional effort and resources to meet the expectations set by SQAOs. They felt that these assessments did not help them improve their teaching and instead added stress to them. Two respondents had this to say:

We are only seven with 481 pupils; I teach mathematics classes One to Seven, each with 02 streams. In total, I teach 14 streams. Then you are told to prepare a scheme of work and lesson plans for each stream and period respectively. This work is tedious. But if I hear that officers are coming, I do my best to prepare all lesson plans for them in advance and sometimes use outdated ones. Because of this, I feel uncomfortable with SQA visits (Lima, the academic teacher from School Ten).
Sometimes when SQAOs visit my school, I am not happy to be criticized for my work performance. I am sure after the inspection, SQAOs will report my weaknesses to my employer, so I feel anxious about their assessments (Dede, the headteacher from School Nine).
As can be seen from the quotations, some teachers and headteachers felt uncomfortable with the assessment because SQA practices were too demanding, leading to stress because of the workload that demanded their time and energy. These headteachers and academic teachers hated preparing lesson plans and notes because they had huge teaching workloads. For instance, in the case of Lima, having to create lesson plans for 14 streams posed a significant challenge in catering to the needs and abilities of each student. In some cases, teachers resorted to using past or irrelevant lesson plans to please SQAOs, rather than focusing on providing effective teaching and learning for their pupils.
Again, some teachers indicated they were uncomfortable with the SQA visits because they failed to meet the demand of SQAOs, especially in overcrowded classes, as it was hard to let learners interact. Respondents further remarked that they felt stressed and fearsome when the SQAOs carried out lesson observations, especially when they harassed and criticized them in front of the pupils or fellow teachers.

Similarly, earlier researchers such as Matete (2009) and Haule (2012) in Tanzania and Macharia and Kiruma (2014) in Uganda found that SQA is a threatening activity to many teachers because it constitutes plenty of additional work for teachers, demands teachers’ time and energy, and exposes their weaknesses or deficiencies. Persistent dissatisfaction among teachers regarding SQA can obstruct quality teaching and consequently affect learning achievements. There is a need for the government to take a more active role in providing resources and support to teachers and promoting effective SQA practices to ensure that SQA is not a burden to teachers and a hindrance to learning achievements.
4.3.7    The Number of Primary Schools, Teachers, and Pupils versus DSQAOs
In this part, the researcher obtained information on the quantity of SQAOs, schools, teachers, and pupils in Districts X and Y by consulting DCSQAOs, DEOs, headteachers, and academic teachers. The DCSQAOs provided details on the number of DSQAOs, and then DEOs shared data on the number of primary schools, teachers, and pupils in their districts. Headteachers and academic teachers gave information on the number of teachers and pupils in their respective schools.
The study found that District X had 09 DSQAOs and 116 primary schools, of which 107 were public while the remaining 09 were private. The total number of primary school teachers was 1,016, of which 921 were in public primary schools. The total number of pupils was 58,758, of which 55,984 were in public primary schools. Likewise, District Y had 56 primary schools, of which 48 were public. The total number of primary school teachers was 423, of which 396 were in public primary schools. Moreover, the total number of pupils was 30,293, of which 2,009 were in public primary schools, whereas the number of DSQAOs was 05. In this study, the intention was not to look for private primary schools but rather to use the data to explain the study phenomenon.

When DCSQAOs were asked whether or not the number of DSQAOs was enough, all DCSQAOs said that the number of DSQAOs was inadequate compared to the number of schools, pupils, and teachers in their districts. The DCSQAOs mentioned that the discrepancy in the number of DSQAOs was attributed to two main reasons. Firstly, financial constraints prevented the government from hiring more DCSQAOs. Secondly, some DSQAOs refused to work under harsh conditions. Specifically, the study found that District X needed additional 06 DSQAOs, while District Y required at least 04 to cover the deficit. The findings suggest that increasing the number of DSQAOs may improve the learning achievements of pupils in these areas.

Equally, the researcher asked DEOs whether the number of public primary school teachers was adequate or not adequate. All DEOs said that almost all public primary schools did not have enough teachers to cater for large class sizes and many streams. Almost all visited public primary schools experienced a lot of pressure, with teachers carrying extraordinarily high teaching workloads. Teaching and knowledge delivery as a whole was highly constrained. The study found that Districts X and Y faced a shortage of 374 and 401 qualified teachers respectively.
Similarly, most headteachers and academic teachers reported a shortage of teachers in their respective schools, especially in schools with large class sizes. For instance, School Two had only 08 teachers to cater for 507 pupils; School Ten had 07 teachers and 481 pupils, and only 05 teachers and 649 pupils in School Fifteen. However, other schools had a relatively adequate number of teachers, with School Seven having 14 teachers to cater for 764 pupils and School Thirteen having 18 teachers to serve 952 pupils. These schools had teacher-pupil ratios of 1:63, 1:69, 1:130, 1:55, and 1:53, respectively. However, the study revealed that the teacher-pupil ratios in all schools were significantly higher than the recommended ratio of 1:40 by the MoEST, as stated in the research conducted by Kambuga and Dadi (2015).
In noting a deficit of teachers in Districts X and Y, two respondents said:
The situation in public primary schools is frustrating. We have a shortage of qualified teachers. For instance, School Two has only 08 teachers while pupils are 507. As temporary measures, the school hired part-time teachers who had just completed teaching college as teaching volunteers. Schools often face difficulty paying volunteers because they depend on parents' contributions (Gedagew, DEO from District X).
The shortage of qualified teachers in public primary schools is a chronic problem, particularly in rural areas. This situation impacts the quality of education that pupils receive. Pupils are taught by teachers who are not unqualified. In other schools, the available teachers take on additional responsibilities, combine classes to 140 pupils and teach subjects which are not their speciality (Akko, DEO from District Y).
These comments imply that the acute shortage of teachers affected not only the quality of education provided to pupils but also put significant pressure on the teachers themselves. With fewer teachers, the existing teachers combined two class streams into a single class of up to 140 pupils, leading to a heavy workload. Sometimes schools hired unqualified teachers to cover the deficit, a decision which could further exacerbate the problem. Some teachers took on a workload, such as teaching multiple subjects or teaching subjects in which they had no background.
The study findings imply that when teachers lacked expertise in a particular subject, they might not have been able to support pupils who needed extra help or guidance. Overwhelmed, overworked, and stressed teachers were unable to create a positive and supportive learning environment for their pupils, as they were less patient and less attentive to the needs of their pupils. The shortages of teachers also impeded the ability of SQAOs to adequately monitor and ensure the thoroughness of the teaching and learning process, as some of the lessons went missing.

The DEOs were further requested to indicate the reasons for the shortage of teachers in public primary schools in their districts. All DEOs described a few different factors that they believe contribute to this shortage, as they reinforced here:
The newly employed teachers refuse to report or stay long at their working stations because of insufficient services like teachers’ accommodations. The few available accommodations were not in good condition because they lacked necessary facilities like toilets and clean water. In some circumstances, teachers share washrooms with pupils (Gedagew, DEO from District X).
Some schools are in remote areas where transport facilities are insufficient. There are no health services. Teachers use high costs to get medical services. Generally, poor conditions threaten teachers, leading them to consider leaving their employment in public primary schools in rural areas and shifting to private or near-town schools (Akko, DEO from District Y).
Akko added that the shortage of teachers is due to overwhelming teaching workloads. Instead of the recommended 20 periods per week, a teacher is required to teach 48 periods and, at the same time, teach classes of over 130 pupils in one room where teaching and learning materials are inadequate. Apart from having a heavy teaching load, the same teacher is assigned other administrative activities. As a result, such a teacher has no time to prepare for the lessons. Due to these, the teacher may decide to quit the teaching job.

The responses indicate that shortage of necessary facilities, resources and overwhelming teaching workloads were the main factors contributing to the acute shortage of teachers in remote public primary schools. These difficulties made it challenging for qualified teachers to work in these areas, thus prompting them to either leave their teaching posts or seek job opportunities in more favourable conditions.
Moreover, DEOs asserted that, there were many recently-graduated teachers who, in some cases, had been unemployed since 2016. Schools looked for teachers as there were inadequate teachers posted to their schools. They said that the recruitment of teachers failed to catch up with the pace of pupils’ enrolment, thus, increasing the shortage of teachers in the public primary schools in some subjects. As stated earlier in this study, District X faced a deficit of 374 qualified teachers and 401 in District Y in 2020. The DEOs emphasized that insufficiency of teachers made it difficult for pupils to learn.

Not surprisingly, all DEOs emphasized that employing more teachers could help address their shortage in rural areas, but alone it is not enough. This finding implied that satisfactory working conditions were crucial for facilitating supervisory services and promoting teacher retention, thus improving learning achievements in public primary schools.

The perceptions of DCSQAOs, DEOs, headteachers and academic teachers regarding the shortage of DSQAOs and teachers in their districts seemed to contradict each other. The DEOs, headteachers and academic teachers attributed the shortage of teachers to a lack of qualified teachers compared to the number of pupils. On the other hand, DCSQAOs pointed to the lack of enough DSQAOs to serve many schools, teachers, and pupils. The shortage of DSQAOs might have been due to their numerous responsibilities, including classroom observations, attending to individual teachers and administrative tasks to support headteachers. This finding highlighted that the deficiency of teachers and DSQAOs was a significant challenge that adversely affected the quality of education received in public primary schools. Policymakers, educational planners, and other officials responsible for supporting public primary schools must have worked together to address this.

4.3.8    The Number of Public Primary Schools Visited versus Uvisited in 2019 
This section required DCSQAOs and DSQAOs to give the number of public primary schools visited and not visited, for example, in 2019. During the interview, the study found that 54 (50.5%) out of 107 public primary schools were visited in District X and 40 (83.3%) out of 48 schools in District Y. Furthermore, the researcher asked DCSQAOs and DSQAOs whether the number of schools visited was adequate or not. They indicated that visiting schools in a year were inadequate. For instance, in 2019, all departments in Districts X and Y planned to visit all public primary schools but failed to meet the requirements because of insufficient funds, transport facilities, and shortages of SQAOs in their districts. These results mirror studies by De Grauwe (2001) and Lyanga (2020), which found that schools in remote rural areas are less visited than peri-urban schools due to similar problems. This implied that inadequate school visits by SQAOs negatively affected pupils’ learning achievements, as teachers and pupils lacked guidance from SQAOs.

Table 4.2: Questionnaires’ Perceptions on the Implementation of SQAOs’ Practices (N=192)
	Response Item
	Respondent Category
	1 (n, %)
	2(n, %)
	3 (n, %)
	4 (n, %)
	5 (n, %)

	SQAOs observing teaching activities 
	Class teachers
	1(2.2)
	1(2.2)
	2(4.4)
	15(33.3)
	26(57.8)

	
	Pupils
	5(3.7)
	17(12.6)
	11(8.1)
	43(31.9)
	59(43.7)

	
	DSQAOs
	-
	3(25.0)
	-
	3(25.0)
	6(50.0)

	SQAOs advising teachers on how to teach 
	Class teachers
	4(8.9)
	26(57.8)
	-
	6(13.3)
	9(20.0)

	
	Pupils
	8(5.9)
	14(10.4)
	4(3.0)
	54(40.0)
	55(40.7)

	
	DSQAOs
	-
	-
	-
	4(33.3)
	8(66.7)

	SQAOs assessing the pupils’ work
	Class teachers
	3(6.7)
	15(33.3)
	-
	6(13.3
	21(46.7)

	
	Pupils
	78(57.8)
	52(38.5)
	-
	5(3.7)
	-

	
	DSQAOs
	-
	3(25.0)
	-
	3(25.0)
	6(50.0)

	SQAOs supporting administrative activities
	Class teachers
	2(4.4)
	3(6.7)
	-
	18(40.0)
	22(48.9)

	
	Pupils
	12(8.9)
	16(11.9)
	8(5.9)
	35(25.9)
	64(47.4)

	
	DSQAOs
	-
	1(8.3)
	-
	7(58.3)
	4(33.3)

	SQAOs discussing with pupils about school life
	Class teachers
	19(42.2)
	7(15.6)
	-
	5(11.1)
	14(31.1)

	
	Pupils
	62(45.9)
	41(30.4)
	-
	15(11.1)
	17(12.6)

	
	DSQAOs
	-
	5(41.7)
	-
	7(58.3)
	-

	SQAOs assessing schools’ resources and facilities
	Class teachers
	17(37.8)
	12(26.6)
	-
	9(20.0)
	7(15.6)

	
	Pupils
	12(8.9)
	11(8.1)
	9(6.7)
	53(39.3)
	50(37.0)

	
	DSQAOs
	1(8.3)
	-
	-
	5(41.7)
	6(50.0)


Sources: Field data, 2020

Key: 1=strongly disagree, 2=disagree, 3=neutral, 4=strongly agree, 5=strongly agree

Through questionnaires, the researcher asked respondents such as pupils, class teachers, and DSQAOs to provide their insights on whether SQAOs’ practices contribute to learning achievements. The results, analyzed through ordinal regression in Table 4.3), revealed that thoroughly observing teaching activities, politely advising teachers, assessing pupils' work, supporting administrative activities, friendly discussing with pupils, and comprehensively assessing schools' resources and facilities were positively correlated with learning achievements. These practices showed statistical significance, as their probability (p) values were less than the significant level of .05.

Table 4.3: Ordinal Regression Analysis on the Contribution of SQAOs' Practices to Learning Achievements (N=192)
	SQAOs’ Practices
	Coefficient (β)
	STD Error
	P-value

	Thoroughly observing teaching activities
	.987
	.299
	.001**

	Politely advising teachers
	.763
	.300
	.011*

	Thoroughly assessing the pupils' work
	1.144
	.309
	.000***

	Thoroughly supporting administrative activities
	.599
	.931
	.006**

	Friendly discussing with pupils about school life
	10.660
	.174
	.000***

	A comprehensive evaluation of schools’ resources and facilities
	.570
	.299
	.001**


Sources: Field data, 2020

Note: Significance level based on p value represents: most significant (***p<.001); very significant (**p<.01) and significant *p<.05

When comparing the effect of each activity on learning achievements, the coefficient values (β) and p-values in Table 4.3 showed that friendly discussion with pupils about school life (β=10.660, p=0.000) and thoroughly assessing pupils' classroom activities (β=1.144, p=0.000) were the most significant activities that positively influenced learning achievements. The study findings imply that for every unit increase in friendly discussion with pupils and assessing classroom activities, learning achievements improved by 10.660 units and 1.144 units, respectively. The p-values of 0.000 for both activities demonstrated that the relationship was statistically significant, suggesting that the probability of the relationship occurring by chance was very low. The study emphasized that these activities should not have been overlooked during school assessments, even though some SQAOs did not give them much attention. The study recommended that SQAOs should have prioritized all activities during the school assessment process to improve learning achievements.
4.4    School Quality Assurance Criteria for Enhancing Learning Achievements
Concerning task two, the study concentrated on the availability of SQA handbooks, awareness, utilization and importance of the SQA criteria, and their feasibility to the school context. The study also dealt with whether SQAOs shared SQA criteria with school teachers and the way SQA criteria are made clear to schools and views on the SQAOs’ judgements.
4.4.1    School Quality Assurance Handbook and Awareness of the Criteria
In implementing SQA, one should have the agreed stipulated guidelines outlined in the SQA handbook. This study investigated whether stakeholders, including headteachers and academic teachers, had SQA handbooks outlining assessment criteria. The focus was on determining their awareness of SQA criteria and adherence to stipulated guidelines in their assessment and appraisal practices. The study revealed that while most headteachers, DSQAOs, DCSQAOs, and DEOs had SQA handbooks and were familiar with SQA criteria that guided them for school assessment, there was a lack of accessibility and awareness among academic teachers. Some academic teachers said they had only one self-evaluation handbook in the headteachers' offices in their respective schools, and some were unaware of it. Such academic teachers asserted that they were unaware of the guidelines because SQA handbooks were not accessible to individual teachers, which implied that SQA handbooks were inadequate in schools.
Similarly, Haule (2012) found that SQA handbooks were inaccessible to individual teachers because some headteachers consider SQA handbooks as confidential documents to keep in their offices, which limits accessibility for individual teachers to be familiar with the criteria for monitoring education provision.
This study argued that if teachers were unfamiliar with the SQA handbooks and SQA criteria and were unaware of how SQA assessment criteria operate, it might affect the quality of teaching and learning in schools. Unawareness of SQA criteria can lead to not valuing SQA issues or rejecting SQAOs' advice teachers, which can challenge SQAOs in their efforts to improve learning achievements. This study noted that SQA criteria provided a comprehensive framework for assessing the quality of schools' resources, facilities, teaching and learning activities and were likely to be considered by SQAOs when making judgments about school performance. The study suggests creating awareness of SQA criteria which could help teachers realize the importance of SQA practices and accept given advice for school improvement. Teachers need to understand how judgments operate; otherwise, it would be difficult for SQAOs to supervise teaching and ultimately facilitate better learning achievements.

Interviewees who expressed awareness of the SQA criteria were requested to mention the SQA criteria. They identified several SQA criteria that guided SQAOs when assessing and judging overall school effectiveness. The criteria mentioned included learners' achievement, quality of teaching and assessment, quality of the curriculum, school leadership and management, school environment, and community engagement. These were consistent with the criteria commonly found in the literature.

In assessing learners' achievements, SQAOs observed how well pupils mastered fundamental skills such as reading, writing, and arithmetic. These skills provided the foundation for success in PSLE and other levels of education. By assessing the quality of teaching, SQAOs could identify areas where teachers needed support and provide recommendations for improving teaching practices. By evaluating whether the curriculum aligned with the needs of pupils, SQAOs could help promote high-quality teaching and enrich learning achievements in schools. The SQAOs also assess school administration based on their collaborative use of resources for school improvement, evaluating their accountability, creativity, and effectiveness in achieving desired learning achievements. In the community engagement benchmark, SQAOs assess the level of involvement and communication between the school and the community. They evaluate shared responsibilities, partnerships, and the frequency of meetings between teachers, parents, and community members to improve teaching and learning activities. Respondents indicated that by assessing these factors effectively, the SQAOs could identify areas where schools need improvements and provide support and guidance to help them achieve their goals.
4.4.2    Utilization of School Quality Assurance Criteria and their Importance
During the interviews, the researcher asked respondents whether SQAOs used SQA criteria during the school assessment. While some headteachers, DSQAOs, DCSQAOs, and DEOs expressed that the SQAOs employed a wide range of SQA criteria while judging the quality of schools' services, resources and facilities, some DSQAOs admitted that they were aware of the SQA criteria but failed to effectively apply them during assessments as they were not conversant with them. However, most academic teachers were hesitant if SQAOs used SQA criteria during the school assessment because they might not be familiar with the specific criteria used.

Through questionnaires, class teachers, pupils and DSQAOs were asked to rate whether SQAOs use SQA criteria during the school assessment. While 6 (50.0%) of DSQAOs agreed that SQAOs employed SQA criteria, a significant proportion of 15 (33.3%) class teachers and 62 (45.9%) pupils disagreed. About 22 (48.9%) of class teachers and 37 (27.4%) of pupils were uncertain about the use of these criteria. The responses from class teachers and pupils suggest that some of them were either unaware of the use of SQA criteria or did not fully understand its role in the assessment process (Table 4:4). This highlights the need for more training for SQAOs to effectively use SQA criteria and be able to share them to teachers to increase their awareness and understanding.
When asked about the importance of utilising SQA criteria during the school assessment, they stated that using SQA criteria by SQAOs was crucial for improving the consistency and transparency of the SQA process and results and providing reliable information on how schools function. Respondents highlighted that the uniformity of SQA findings across different SQAOs ensured that all schools were evaluated based on the same standards, regardless of the location or setting. Transparency in the assessment process fostered trust and reduced the risk of bias and subjectivity. This, in turn, enhanced positive attitudes toward SQA practices among SQAOs and schools, which ultimately could improve learning achievements. MoEST (2017) established that the SQA criteria increased the clarity and uniformity of actions and judgments of the quality of schools’ activities, resources and facilities observed during the assessment.
In the same vein, through questionnaires, the study revealed that 41 (91.1%) class teachers, 90 (66.7%) pupils and 10 (83.3%) DSQAOs agreed that the effective use of SQA criteria during the school assessment enhanced transparency on the SQA process. However, 4 (8.9%) class teachers and 13 (9.6%) pupils disagreed on that point (Table 4.4). This consensus suggests that SQA criteria were widely recognized as critical components of the assessment process and viewed as valuable tools for enhancing learning achievements through improving teaching practices.
4.4.3    Feasibility of School Quality Assurance Criteria to the School Context

In this study, the feasibility of SQA criteria in a school setting pertains to their potential for being achieved, their practicality, and their capability of successful implementation. In this section, the researcher asked respondents whether or not SQA criteria applied to all schools. In this question, the study revealed mixed views. While most headteachers, DSQAOs, DCSQAOs, and DEOs found them effective in evaluating the quality of schools' services, facilities, resources and performance, as they covered a range of aspects related to school life, most academic teachers and few headteachers felt that they did not adequately account for the unique characteristics of a particular school, indicating a lack of universal success in their implementation. Those who were satisfied with SQA criteria confirmed their effectiveness:
To my side, the SQA criteria apply to the school context because they cover almost all school life. If every officer abides by the set criterion during the assessment, schools will achieve highly regardless of their environment and location (Ithanga, the headteacher from School Fourteen).
The quotation suggests that respondents who had expressed satisfaction with the SQA criteria were pleased with the comprehensive coverage of different aspects of school life, including pupils' achievements, teaching and learning activities, school management and leadership, and the school environment. The statement also implies that SQA criteria had been designed to ensure that schools delivered high-quality education that met the needs of their pupils. Ithanga believed that if SQAOs had adhered to the set criteria during assessments, it could have helped teachers and pupils achieve highly in teaching and learning, regardless of their environment.
Those who had expressed dissatisfaction with the SQA criteria asserted that they did not fully consider the discrepancies between schools. According to these respondents, the SQA criteria failed to consider certain factors that could affect the quality of teaching and learning, such as the number of teachers versus pupils, teachers' teaching workload, school infrastructure, and teaching and learning facilities. In this regard, two teachers said:
The SQA criteria gauged all schools as equals, but in reality, schools differ in their environment, the number of pupils, teachers, and teaching facilities. For example, rural public primary schools often face shortages of qualified teachers more than urban schools, which significantly impacts the quality of teaching and learning and the overall performance of these schools. So, judging such schools as poor performers without considering their unique challenges can be unfair (Muheri, the academic teacher from School Six).

Every school has unique challenges and requirements. For example, some schools may require additional resources and support to improve teaching and learning. As such, SQA criteria are insufficient to address diverse needs. It is crucial to tailor SQA criteria to the specific needs of each school to ensure that teachers and pupils receive the best support (Dahwa, the headteacher from School Fifteen).

These quotations imply that SQA criteria did not apply to all schools as they did not consider the school-specific environment. Many schools in Tanzania operate under varying circumstances. Private or government schools and urban or rural schools differ in many things. Muheri argued that some schools had adequate infrastructure (teaching and learning materials, classrooms and qualified teachers) while others had not. The SQA criteria assumed that all schools were equal, which was not the case. Using the same criteria for all schools was deemed unfair, as different schools had unique challenges that affected their ability to provide quality education.

Similarly, Haule (2012) observed that the SQA criteria were somehow unfair as SQAOs graded schools as weak for not having adequate infrastructure, which was beyond their control. According to this study, the equalizing judgment demotivated teachers who felt that their efforts to facilitate learning achievements were not appreciated, subsequently impacting their commitment to quality teaching. In this case, the study proposes that SQA criteria should be flexible to accommodate the specific needs of each school instead of measuring all schools using the same criteria.
In addition, respondents said that the SQA criteria were unfair, as they were too rigid, only focusing on specific areas to judge the school performance instead of considering the broader context in which schools operate, as one of the academic teachers remarked:

The structured nature of the criteria provided a baseline for comparing schools across different contexts and ensuring that schools meet set minimum standards. However, they may not give enough flexibility for SQAOs to seek and address unique challenges that schools face. As a result, the advice and guidance provided may not be effective in improving the quality of teaching and learning (Mughenyi, from School Two).
This comment indicates that standardized criteria posed challenges in obtaining information beyond a mere checklist approach. The findings are similar to Haule's (2012) assertion that SQA criteria can help SQAOs collect valid data; however, they miss some parts of information because it is difficult for SQAOs to go beyond the defined criteria. MoEST (2017) recommends that the structured criteria should not be used word-for-word but should be flexible in their application. Findings indicate that the SQA criteria should be adaptable to different situations to ensure that the assessment accurately reflects the unique circumstances of each school.
According to the responses from the questionnaires, 9 (20.0%) class teachers, 17 (12.6%) pupils, and 6 (50.0%) DSQAOs agreed that SQA criteria were relevant to the school-specific context. However, 26 (57.8%) class teachers, 107 (79.3%) pupils, and 3 (25.0%) DSQAOs disagreed, while the remaining percentages were neutral (Table 4.4). Based on these findings, the study suggests that SQAOs needed to be flexible by going beyond the set criteria to follow up on other specific issues that emerged to gain a more comprehensive understanding of the school's situation.

4.4.4    Sharing School Quality Assurance Criteria with Teachers

The researcher asked interviewees whether or not SQAOs shared SQA criteria with teachers. Most DSQAOs, all DCSQAOs and some headteachers said that SQAOs shared SQA criteria with teachers. However, academic teachers indicated that SQAOs did not adequately share SQA criteria with teachers. This finding highlighted a potential gap in communication and collaboration between SQAOs and academic teachers. Those who appreciated sharing of SQA criteria shared this:
I think SQAOs share assessment criteria with headteachers. But some headteachers believe that stipulated criteria are confidential documents to keep in their offices. They do not openly share them with teachers because they compare them to marking schemes. We wish every teacher to have an SQA handbook (Ifaghaa, an academic teacher from School Nine).

The comment indicates that SQA criteria were not yet explicitly communicated to all teachers. According to Ifaghaa, SQAOs did not share the SQA criteria with them adequately and directly. Headteachers were the ones who were given SQA handbooks by SQAOs but failed to share them with their teachers. Also, responses through questionnaires show that 8 (66.7%) DSQAOs and 110 (81.5%) pupils agreed that SQAOs shared SQA criteria with teachers. Contrary to this, about 36 (80.0%) class teachers disagreed that SQAOs shared SQA criteria with teachers (Table 4.4). Haule (2012) found that SQAOs did not confidently communicate SQA criteria with teachers directly; they handled SQA handbooks to headteachers who kept them in their offices.
With these results, the study highlighted the importance of sharing SQA criteria with all teachers to improve their understanding of SQA criteria. Respondents' responses demanded that SQAOs disseminate SQA criteria to teachers by providing enough SQA handbooks. Understanding SQA criteria could raise the chances of acceptance of SQA advice by school teachers. Respondents thought that if teachers understood the assessment criteria, they might value SQA practices and act responsibly on SQA issues, thus improving their teaching skills and learning achievements. Jones and Tymms (2014) assert that providing teachers with criteria and descriptors regarding performance expectations leads to their active efforts to meet those expectations for improvements. In contrast, the absence of clear guidelines outlining performance expectations can result in schools facing challenges in attaining the desired level of performance.

4.4.5    Views on the School Quality Assurance Officers’Judgments
In this subtask, the researcher asked interviewees whether or not they were comfortable with the SQAOs’ judgments regarding resources, facilities, services and performance of schools. The study found mixed views regarding the comfort level with the judgments. While most headteachers, DSQAOs, DCSQAOs, and DEOS expressed appreciation for the judgements, citing their objectivity, fairness, and effectiveness in identifying areas for improvement, academic teachers showed dissatisfaction, suggesting that they were not entirely comfortable with the process.

Those who appreciated the SQAOs' judgments saw them as a valuable part towards learning improvements in schools. They acknowledged that SQAOs judged schools as either good or poor performers, intending to help the latter improve and support the former to maintain their high standards. These individuals felt that the decisions made by SQAOs were justifiable because the SQAOs collected information through various means, such as observations, documentation, and discussions with school members before or during their visits. As a result, they felt that SQAOs' judgments were transparent and fair, contributing to their acceptance among school teachers.
Again, respondents claimed that the primary focus of SQAOs' judgments was to support teachers and promote continuous improvement in teaching and learning rather than solely evaluating and grading schools. Schools with excellent grading were valued and acknowledged by SQAOs. Conversely, SQAOs also issued warnings and conducted special visits to schools that did not meet expected standards, indicating that there was accountability for schools that were not meeting the required standards.
The previous study by Van Bruggen (2010) found that those schools that receive dissatisfactory grading get additional support or sanctions. For instance, SQAOs may intervene by increasing monitoring and support to weaker schools or sometimes fines or closure of a school. This finding implies that improving learning achievements need not be in isolation of awards for exceptional achievements or penalties for failing schools to incentivize them to maintain high standards and continuously improve their performance. However, SQAOs need to provide schools with the necessary resources and support to achieve high standards, and SQAOs can play a critical role in facilitating this process.
For those headteachers and academic teachers who did not appreciate the SQAOs’ judgments, their concerns were related to the bias in ratings and inadequate time spent on classroom observation.

Bias in rating: some headteachers and academic teachers claimed that some SQAOs based their judgments on the availability of scheme of work and lesson plans to grade schools, for example, as bad or good performers with little support on how teachers should teach. On this, one of the respondents said:
I am not pleased with some SQAOs’ judgments because they base their decisions on the scheme of work and lesson plans rather than on how well teachers teach to meet educational goals. If SQAOs only assess these documents, they may fail to identify underlying issues that affect the quality of learning in public primary schools (Sese, the academic teacher from School Eleven).
The quotation above indicates that SQAOs placed more weight on the schemes of work and lesson plans and assumed that their quality alone guaranteed good teaching with rare guidance on how best teachers should teach. As stated earlier, lesson plans and schemes of work were considered essential aspects of delivering instruction effectively but were insufficient in themselves. The study urged that effective teaching went beyond just having lesson plans and schemes of work. Judgment of school performance should not only focus on the availability of these documents but also on the teacher's ability to implement them effectively.

Less time spent in classroom observations: in this point, the study revealed that some respondents were uncomfortable with SQAOs' judgement because they spent a few minutes on lesson observations, which might have resulted in a narrow focus on specific aspects of teaching and learning, leading to incomplete evaluations of teaching and learning effectiveness. In this, one respondent had this say:

I felt disappointed by some SQAOs because they may sometimes spend 15 minutes observing classroom activities while guidelines require them to spend at least 30 minutes assessing classroom teaching and learning activities. Spending only 15 minutes in the classroom could result in a narrow focus and an incomplete assessment (Dede, the headteacher from School Nine).
The concern raised by Dede regarding the insufficient time spent in the classroom by some SQAOs to assess teaching and learning activities was not only a personal observation but also a concern supported by the literature, as pointed out by Lyimo (2015) that spending less time on classroom observation could result in an incomplete assessment of the teaching and learning process, which was unfair to both teachers and pupils. Also, the comment implies that spending less time checking schemes of work, lesson plans, pupils' exercise books, teacher-pupil interaction, teaching and learning materials and teaching presentations disappointed teachers as they might not have been thoroughly assessed but graded. Moreover, this finding suggests that SQAOs were required to adhere to guidelines and spent at least 30 minutes observing classroom teaching and learning activities to make fair judgments.

Through questionnaires, 12 (100%) of DSQAOs indicated that SQAOs provided fair judgments. However, 24 (53.3%) class teachers and 128 (94.8%) pupils disagreed. This significant discrepancy in perceptions between DSQAOs, class teachers, and pupils underscores the importance of SQAOs being more transparent and comprehensive in their assessment processes.
4.4.6    Ways School Quality Assurance Criteria are Made Clear to Teachers
Some interviewees proposed that providing the SQA handbooks and conducting meetings, seminars, and short courses could effectively clarify the criteria to teachers. However, others were sceptical about the effectiveness of these methods. They worried that teachers did not attend SQA criteria workshops and short courses, and those who attended might not take the information seriously, as explained below:
The SQA handbook: the researcher found a copy of the SQA handbook available in the headteachers' office in every 15 selected schools, but it was not accessible to individual teachers. Although some headteachers informed teachers about the SQA process and procedures, they failed to provide individual teachers with copies of the handbooks at the school level, as they were not adequate. The finding suggested that the accessibility of the SQA handbooks was crucial for ensuring teachers had access to the information and guidelines necessary for teaching and learning improvement. Without access to the SQA handbooks, teachers might not have been fully aware of the SQA criteria and the guidance provided by SQAOs, which could have harmed learning achievements.
Meetings: the study found that teachers get informed and reminded of the SQA criteria through teachers-WEOs meetings. However, some respondents commented that communication through this method was not adequate. Respondents explained that during the meeting, headteachers and WEOs read for teachers the SQA guidelines without thorough clarifications. Headteachers told, in summary, the necessary documents teachers were required to prepare for the classroom assessment. The study also revealed that in some public primary schools, the SQA criteria were not communicated to teachers, resulting in unfamiliarity with those criteria. Haule (2012) recommends that SQAOs should sufficiently inform the assessment criteria to teachers so that the basis for judgment is known to the teachers.

Seminars and workshops: the study revealed that while SQAOs conducted workshops and seminars as part of their teaching support to orient teachers on SQA criteria, many teachers couldn't attend due to a lack of sponsorship from schools. Limited attendance raises concerns about teacher awareness of SQA criteria, potentially impacting teaching quality.
Table 4.4: Questionnaire Perceptions on the SQA Criteria (N=192)
	Response Item
	Respondents 
	1(n, %)
	2(n, %)
	3(n, %)
	4(n, %)
	5(n, %)

	SQA criteria are clearly understood
	Class teachers
	29(64.4)
	-
	12(26.7)
	4(8.9)
	-

	
	Pupils
	26(19.3)
	74(54.8)
	19(14.1)
	11(8.1)
	5(3.7)

	
	DSQAOs
	-
	3 (25.0)
	-
	4(33.3
	5(58.3)

	SQAOs utilize the SQA criteria thoroughly
	Class teachers
	11(24.4)
	4(8.9)
	22(48.9)
	3(6.7)
	5(11.1)

	
	Pupils
	42(31.1)
	20(14.8)
	37(27.4)
	26(19.3)
	10(7.4)

	
	DSQAOs
	-
	3(25.0)
	3(25.0)
	6(50.0)
	-

	SQA criteria enhance  transparency in SQA process
	Class teachers
	3(6.7)
	1(2.2)
	-
	14(31.1)
	27(60.0)

	
	Pupils
	6(4.4)
	7(5.2)
	30(22.2)
	75(55.6)
	17(12.6)

	
	DSQAOs
	-
	-
	2(16.7)
	7(58.3)
	3(25.0)

	SQA criteria are feasible to the school-context
	Class teachers
	7(15.6)
	19(42.2)
	10(22.2)
	7(15.6)
	2(4.4)

	
	Pupils
	41(30.4)
	66(48.9)
	11(8.1)
	9(6.7)
	8(5.9)

	
	DSQAOs
	-
	3 (25.0)
	1(8.3
	2(16.7)
	4(50.0)

	SQAOs share the SQA criteria with teachers
	Class teachers
	14(31.1)
	22(48.9)
	5(11.1)
	3(6.7)
	1(2.2)

	
	Pupils
	7(5.2)
	11(8.1)
	7(5.2)
	67(49.6)
	43(31.9)

	
	DSQAOs
	-
	4(33.3)
	-
	-
	8(66.7)

	SQAOs provide fair judgments
	Class teachers
	19(42.2)
	5(11.1)
	3(6.7)
	8(17.8)
	10(22.2)

	
	Pupils
	61(45.2)
	67(49.6)
	2(1.5)
	1(1.5)
	4(2.9)

	
	DSQAOs
	-
	-
	-
	7 (58.3)
	5 (41.7)


Sources: Field data, 2020
Key: 1=strongly disagree, 2= disagree, 3=neutral, 4= strongly agree, 5= strongly agree

The ordinal regression analysis was used in the study to examine the relationship between the respondents’ perceptions of SQA criteria and learning achievements in public primary schools. Table 4.5 demonstrates positive correlations between awareness, thorough utilization, transparency, feasibility, and sharing of SQA criteria, as well as fair judgments and learning achievements. Most respondents highly valued the contributions of these factors led by thorough utilization, sharing and understanding of SQA criteria, as evidenced by their higher coefficient values (β) and lower probability values (p). The findings suggest that if SQA criteria were well-understood by both teachers and SQAOs, they could lead to improved learning achievements in schools.
Table 4.5: Ordinal Regression Analysis of Perceptions on Criteria for Learning Achievements (N=192)
	Response Items 
	Coefficient (β)
	Std error
	P-value

	Clearly understanding of SQA criteria
	3.922
	.586
	.000***

	A thorough utilization of SQA criteria
	4.499
	.600
	.000***

	Transparency in the SQA process
	.819
	.325
	.012*

	Feasibility of SQA criteria
	.567
	.232
	.015*

	Sharing the SQA criteria with teachers
	4.159
	.7512
	.000***

	Fair judgments by SQAOs
	.633
	.176
	.000***


Source: Field data, 2020

Note: Significance level based on p value represents: most significant (***p<.001); very significant (**p<.01) and significant *p<.05
4.5   School Quality Assurance Strategies for Enhancing Learning Achievements
Task three of the study sought to examine strategies used by SQAOs in enhancing learning achievements. Strategies in this study refer to the specific approaches or methods that SQAOs can employ to support educational delivery and ensure successful learning achievements. Through interviews, headteachers, academic teachers, DSQAOs, DCSQAOs and DEOs were asked to explain strategies the SQAOs could employ to support learning achievements in public primary schools. The strategies found in this study were not different from those found in the previous literature. However, the current study revealed additional strategies, indicating that there is always room for innovation and improvement in education. The identified strategies include regular school visits, timely feedback, close follow-up visits, friendly language, continuous professional support for teachers and headteachers and involving teachers in SQA practices.
Furthermore, the study sought whether these strategies were implemented in public primary schools and whether they had a potential impact on learning achievements when put into practice. The findings provided valuable insights into the effective implementation of those strategies in real-world educational settings and informed future efforts to improve learning achievements.
4.5.1   Regular School Visits
The study found that frequent monitoring of schools by SQAOs could have been an effective strategy to improve learning achievements across public primary schools if implemented well. During the interviews, respondents claimed that regular school visits could help teachers increase their commitment to lesson preparation and teaching, thus improving the quality of their educational delivery and learning achievements. On this point, two respondents asserted:
When SQAOs come frequently, every teacher prepares the lesson carefully. However, in the absence of SQAOs, teachers become less diligent in their work, lacking thorough lesson preparation and even attending classes without lesson notes. Therefore, regular visits from SQAOs can serve as a crucial means to prevent laxness among teachers in public primary schools (Lima, the academic teachers from School Ten).

The comment implies that the frequency of visits by SQAOs played a crucial role in motivating teachers to perform better. Irregular visits might lead to decreased attentiveness and less effective teaching, potentially leading to less effective lesson delivery and lower learning achievements. However, when teachers were aware of frequent monitoring of their performance, they felt more accountable, which motivated them to take their work more seriously and strive for improved teaching activities. Findings further imply that teachers' careful lesson preparation and delivery of high-quality teaching can improve pupil learning achievements. One headteacher added;
I suggest that SQAOs visit schools regularly, at least twice a year, to make teachers more serious and effective in their teaching (Dahati from School Four).
This suggestion implies that regular school visits by SQAOs could help teachers maintain focus on teaching by ensuring that they follow the proper procedures while presenting lessons in the classroom setting. Respondents believed that regular visits, which should happen twice a year, could lead to better learning achievements among pupils. Similarly, Lyimo (2015) and De Grauwe (2001) contended that regular school visits improved pedagogical knowledge and skills and ensured accountability in education by teachers and headteachers.
When respondents were asked whether SQAOs conducted regular visits in public primary schools, the findings revealed that this strategy was limited, especially in rural schools, due to inadequate numbers of SQAOs, transport facilities and the vast distance between schools. This situation was particularly challenging during the rainy season when the roads became slippery and more difficult to navigate.
Responses through questionnaires showed that 27 (60.0%) class teachers, pupils 95 (70.4%), and DSQAOs 8 (66.7%) disagreed that SQAOs visited schools frequently, suggesting irregular school visits (Table 4.6). The study found that a lack of regular visits by SQAOs in rural areas stagnated teaching practices, as teachers lacked adequate professional support. This stagnation could potentially affect learning achievements. This is consistent with the findings of other studies, including De Grauwe (2001), Mulkeen and Chen (2008) and Lyanga (2020) in Tanzania, and Oloruntoyin (2011) in Nigeria, which also found that schools in remote areas are less visited due to poor accessibility.
4.5.2   Timely School Quality Assurance Feedback/Reports
During the interview, most respondents reported that SQAOs provided written and verbal feedback to various education stakeholders, including headteachers, teachers, school boards, MoEST, the Teaching Service Commission (TSC), District Executive Directors (DED), and DEOs. The report provided by SQAOs covered various issues related to school management, teaching and learning activities, school resources, and the environment. They gave SQA reports to all these members so that everyone could work on their capacity for implementation.
Regarding the immediacy of feedback, responses from the questionnaires showed that most 25 (55.6%) class teachers, pupils 73 (54.1%), and DSQAOs 7 (58.3%) agreed that SQAOs provided verbal feedback just after the school observation. However, a significant minority of respondents disagreed with this statement, as indicated by 16 (35.6.7%) class teachers, 39 (28.9%) pupils and 5 (41.7%) DSQAOs. The remaining number was neutral (see Table 4.6).
While most respondents appeared satisfied with the provision of immediate verbal feedback, there were some complaints about delays in receiving written reports. The study found inadequate secretarial resources, such as computers for typing reports and inaccessible internet for sending/communicating reports, as the main reasons for the delay. These findings are consistent with previous research conducted by De Grauwe (2001) that inadequate equipment and secretarial resources delayed the provision of SQA reports in most developing African countries. These delays in receiving written reports could have potentially impacted the quality of teaching, as teachers might not have understood what they were supposed to do without clear guidance from the SQA reports. One headteacher remarked:

Sometimes, we fail to understand what we are supposed to do because the written reports arrive at schools with delay. Teachers may fail to meet their obligations if they do not receive written feedback on their strengths and weaknesses on time (Mughunda from School Two).

The comment highlights the negative impact of the delay of SQA written reports on education delivery and learning achievements. Mughunda believed that immediate feedback was essential for teachers to understand their strengths and weaknesses and improve their teaching practices and learning activities accordingly. Without this feedback, teachers might not have known what areas they needed to focus on, which could have hindered their ability to make necessary improvements in learning. According to De Grauwe (2001), reports from visits enable schools to identify areas for improvement and take necessary measures to enhance education delivery. Therefore, there is a need for SQAOs to consider providing reports on time to respective agents to make adjustments in areas that need improvements. Addressing underlying issues such as inadequate secretarial resources such as computers and internet access is crucial for enhancing the quality of education delivery.
During interviews, the researcher further asked headteachers, academic teachers, and DEOs whether they were comfortable with comments provided by SQAOs through reports. The study revealed mixed opinions on this, as some respondents found SQAOs’ comments valuable while others had concerns or criticisms. Most headteachers, all DEOs and a few academic teachers acknowledged the quality of SQA reports and found them practical. They believed that the SQA reports acted as stimuli for learning achievements as comments that SQAOs gave enhanced teachers' abilities to articulate strengths and rectify the weaknesses relating to classroom activities. They also appreciated the concrete descriptions provided through reports which helped teachers to understand what they needed to do to improve the learning atmosphere.
On the other hand, some academic teachers and a few headteachers said they did not feel comfortable with some feedback comments. They claimed that some SQAOs gave unfeasible advice to teachers and that they used impolite language. Similarly, previous scholars De Grauwe (2001), Matete (2009) and Machumu (2012) in Tanzania observed that some SQAOs are harsh and insulting to teachers and that they give unfeasible advice and recommendations. The study found that unfeasible feedback undermined the purpose of feedback, leading some teachers to devalue SQA reports. This devaluation could negatively impact teaching delivery and learning achievements if teachers choose not to follow the advice provided. The study emphasized the importance of constructive feedback from SQAOs to help teachers understand and appreciate its role in improving learning achievements.
Furthermore, the researcher asked respondents whether SQA feedback provided by SQAOs could support learning achievements. Respondents acknowledged that SQA reports could contribute to learning improvements. However, they emphasized that the school's capability to implement suggestions, the quality of teaching and learning materials, commitment from both teachers and pupils and external factors such as support from the government or donors might affect learning achievements. Three respondents expressed the following perspectives:

SQA reports play a role in school performance, yet their impact is not standalone. For example, this school had 07 pupils who completed standard seven with 3Rs deficiency in 2018 before a visit by SQAOs, but the number rose to 11 in 2019 after school visits. Many factors can affect learning achievements. For instance, some pupils walk up to 16 kilometres to school, making them tired and reducing their readiness to learn, resulting in high levels of absenteeism (Mujengi, the academic teacher from School Thirteen).
The SQAOs suggest participatory teaching techniques to improve learning achievements. Some teachers can implement these changes based on SQAOs' advice, but high teaching workloads can limit potential learning improvements for some teachers (Sunguli, headteacher from School Twelve).

We see the difference in results before and after SQAOs’ visits; however, the difference may not always be significant. Before SQA visits, the average mean score was 74.3929 in 2016 and 94.7857 in 2017. After school visits, the average mean score increased to 107.0500 in 2018 but decreased to 78.8679 in 2019 (Mwajibu, headteacher from School One).
The comments above suggest that the positive effects of an SQA report on learning achievements might become apparent in a short period, may not be immediately evident, or, in some cases, may not be noticeable. The respondent (Mujengi) noted that the number of pupils who completed standard seven with 3Rs deficiency was 07 before and rose to 11 after the SQA visits. Also, there was an improvement in PSLE performance in 2018 after the SQA visits. Unfortunately, in 2019, the percentage slowed down to 78.8679. Respondents believed that enhancing learning achievements through SQA feedback required sustained effort and commitment from all education stakeholders, including the government, teachers, headteachers, parents, and pupils. Schools should use feedback comments to develop targeted interventions and address obstacles, such as teaching workload and excessive absenteeism among teachers and pupils.
Findings support the earlier research by Rosenthal (2004) that the examination results sometimes are worse after quality assurance visits than the results of the year before. Also, a study by Wilcox (2000) found a decline in learning achievements during the year of SQA visits. Ehren and Visscher (2006) demonstrate that SQA contributes to school improvements but plays no direct role in its contribution.

4.5.3   Follow-up School Visits
The study found that follow-up school visit was among the strategies that could improve learning achievements. Under this strategy, the researcher asked individual respondents whether SQAOs conducted follow-up visits and the impact of these visits on learning achievements. The questions posed were: do SQAOs come back to see the implementation of their recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If no, give reasons. On the first question, while most respondents said there were no follow-up visits, few claimed SQAOs did follow-up visits to a minimum degree. This claim implies that while some schools benefited from follow-up visits, others did not. One respondent noted:

We conduct follow-up school visits to a minimum degree because some schools are scattered and difficult to reach, and the department has a small budget. For example, we received only 20% of the SQA activities budget for three consecutive years (2018, 2019, 2020,) and we have limited staff - only 05 DSQAOs available to conduct visits - despite having many schools to cover in a year (Irunde, the DCSQAO from District Y).
According to the comment, the SQAOs conducted follow-up visits to a minimum extent due to various factors. The scattered nature of the schools made it challenging for the 05 SQAOs to reach all of them, especially with limited transportation facilities and poor road infrastructure. Moreover, a limited budget for SQA practices restricted the number of follow-up visits, as there was insufficient funding to cover all necessary expenses for visiting all schools and providing needed support to all teachers and pupils. As mentioned earlier, District Y had 56 primary schools, 48 of which were public, with 423 teachers and 30,293 pupils requiring their services in a year.
Similarly, responses from the questionnaires indicated that 36 (80.0%) class teachers, 96 (71.1%) pupils and 8 (66.7%) of DSQAOs disagreed that there were follow-up school visits. Only 3 (6.7%) class teachers, 30 (22.2%) pupils and 4 (33.3%) of DSQAOs showed agreement (see Table 4.6).
The results are consistent with the findings of earlier research by De Grauwe (2001), which also highlighted financial constraints and remoteness as factors that limited the number of follow-up visits. Follow-up visits were generally inadequate in rural public primary schools, and this inadequacy scarred learning achievements because teachers and pupils received little support. The study by Ahmad et al. (2013) found that few follow-up visits created a sense of alienation among teachers, which affected their ability to teach effectively. Lyimo (2015) suggests that when follow-up visits are rare or absent, it undermines the intended purpose of SQA practices in supporting learning achievements.

Regarding whether follow-up visits could improve pupils' learning achievements, respondents indicated that well-implemented follow-up visits by SQAOs could promote accountability among teachers, create a sense of commitment to teachers and pupils, inspire teachers' creativity, and facilitate the implementation of SQA recommendations.

Accountability: the study revealed that follow-up visits by SQAOs fostered teacher accountability. Accountable teachers were more driven to achieve excellence, self-reflect on their teaching practices, collaborate with colleagues, and prioritize effective instructional strategies, ultimately leading to enhanced learning achievements.
Commitment: respondents in the study believed that follow-up school visits could have made teachers more committed to the teaching profession and more sensitive to supporting learning achievements. They argued that dedicated teachers were those who thoroughly prepared their lessons, were always willing to perform their teaching responsibilities, were willing to work with limited resources, and were ready to sacrifice their own time to support their pupils' success in any way they could, even working outside of their regular working hours. A study by Celik and Yildiz (2017) at Ishik University, Erbil, Iraq, also recognized committed teachers as caring, dedicated, and selfless individuals who take their jobs seriously and put learners first in everything they do. Committed teachers are passionate about teaching and have a strong bond with their school, learners, and the teaching profession.
Creativity: respondents stated that ongoing support and feedback provided during follow-up visits from SQAOs inspired teachers to be more creative and innovative in their teaching practices. They also appreciated that continuous checking of pupils' learning progress by SQAOs could help teachers explore new teaching strategies and techniques that better engage their pupils and promote learning achievements. The study results imply that teachers who exhibited creativity in their teaching practices could potentially cultivate learning curiosity in their pupils, which was essential for achieving learning objectives.
The implementation of the recommendations: the study found that SQAOs were responsible for observing and supporting schools to implement SQA recommendations. During interviews, respondents claimed that re-visited schools had fostered the implementation of SQA recommendations, including proper lesson preparation, regular class attendance, and thorough monitoring of pupils' progress. The implementation of these recommendations, according to the respondents, could lead to improvements in learning.
The study also examined the common recommendations made by SQAOs to schools for improvement and their implementations. During the interviews, the study found that SQAOs recommended improvements in various aspects of school functioning based on observations after school assessments. They recommended continuous professional development for headteachers and teachers, along with regular checks on the attendance registers of teachers and pupils. They also advised teachers to use participatory teaching methods and optimize the utilization of scarce school resources and facilities to support learning. They recommended various measures to address the issue of truancy and absenteeism among pupils and teachers and the shortage of professional teachers. They further suggested that schools renovate and repair buildings, including classrooms and teachers' houses, to provide a conducive teaching and learning environment. They also sent recommendations to the MoEST regarding the infrastructural needs of schools to further improve the overall teaching and learning environment. However, the implementation of these recommendations seemed to be problematic in most public primary schools.
During the study, the researcher interviewed respondents to determine whether schools implemented the recommendations made by the SQAOs. The findings revealed that teachers implemented SQA recommendations to some extent, with the level of implementation varying based on available resources, support, and the nature of the recommendations. They asserted that some suggestions were straightforward, while others required funding and external support. For instance, regular checks on teaching and learning materials, schemes of work, lesson plans, and lesson notes were easier to implement since they did not require external support.
Renovating or repairing school buildings and employing enough qualified teachers were more resource-intensive and challenging to implement. Schools needed enough funds from the government to meet requirements, without which they might not have had the capacity to do so. The results suggest that without sufficient funding and support, schools might not have been able to implement these recommendations effectively, resulting in wasted resources and unrealized improvements in learning.

The respondents in the study also mentioned several other factors that contributed to the failure of headteachers and teachers to implement SQA recommendations. These factors included poor communication among SQAOs to teachers, a lack of understanding of SQA issues by teachers, teacher shortages, overcrowded classrooms, and a lack of teacher commitment. These factors discouraged SQAOs from executing their duties effectively and could also have weakened the quality of teaching, leading to poor learning achievements.

4.5.4   Communication Style Used by School Quality Assurance Officers
Friendly language to teachers was another strategy noted that could enhance learning achievements. The study revealed that sometimes the communication style of SQAOs to schools made teachers and headteachers willing or unwilling to act on their recommendations. During the interviews, the study found that some SQAOs used friendly language when providing instructional advice to teachers, and this promoted a harmonious understanding between teachers and SQAOs. Teachers were more receptive to implementing suggestions provided by SQAOs when they felt respected and valued.
However, the study also revealed that a few SQAOs still used unfriendly language to command teachers to do what the SQAOs wanted, particularly those who failed to comply with SQA requirements. In this, two academic teachers reported experiencing the following type of communication.
Some SQAOs use harsh language towards teachers, causing anxiety and fear among teachers, which can also make teachers reluctant to implement suggestions for improvement (Alute, from School Three).

The use of impolite language by some SQAOs created distance between them and the teachers. This distance can make it difficult for teachers to adopt new teaching techniques, leaving them at risk of using outdated methods that may not be as effective in improving learning achievements (Yale, from School Eight).

Comments suggest that the use of command language by some SQAOs led to the dismissal of their recommendations by teachers. The study revealed that such language caused psychological anxiety and fear, leading to a social distance between schools and SQAOs. As a result, teachers encountered challenges in collaborating with SQAOs and embracing new teaching techniques, potentially causing detrimental effects on learning achievements.
Similarly, questionnaire results showed that most class teachers (28, 62.2%) and pupils (106, 78.5%) perceived that some SQAOs did not use polite language. However, it was worth noting that a significant number of DSQAOs (8, 66.7%) and few class teachers (17, 37.8%) and pupils (15, 11.1%) agreed that SQAOs used polite language with teachers, which suggested that not all SQAOs might have used unfriendly language Table 4.6).

The study observed similar findings in the previous studies by Matete (2009) in Tanzania, Titanji and Yuoh (2010) in Nigeria, and Ahmad et al. (2013) in Pakistan. These studies found that some SQAOs tend to be less friendly to teachers, are more judgmental, and criticize teachers for mistakes, leading to a lack of appreciation for teachers' work, thus disheartening teachers in their teaching practices.

The study results suggested that using respectful language was an effective strategy for SQAOs to enhance learning achievements. By adopting a friendly communication style, SQAOs were able to build positive relationships with teachers and headteachers, thereby increasing the likelihood of successful learning in schools. In this case, effective learning requires cooperative and amiable relationships between teachers and SQAOs.
4.5.5    Professional Support for Headteachers and Teachers

During the interviews, respondents highlighted the importance of professional support to teachers and headteachers as a strategy to enhance learning achievements. In this strategy, the researcher sought to obtain perspectives from DCSQAOs, SQAOs, and DEOs regarding whether or not SQAOs provide professional support to headteachers and academic teachers and the nature of support they provide. Simultaneously, the headteachers and academic teachers were questioned whether or not they had received any form of professional aid from the SQAOs.
Responses by DSQAOs, DCSQAOs, and DEOs had shown that they appreciated the managerial and pedagogical knowledge and skills provided by SQAOs to teachers and headteachers. The SQAOs had advised them on the importance of various aspects of teaching and learning, such as the scheme of work, lesson plans, lesson notes, teaching aids, and assessment. They also encouraged teachers and headteachers to undertake in-service training and attend workshops that supported creativity and innovation in improving teaching and learning.

In schools, the study discovered differing opinions among headteachers and academic teachers regarding the professional support provided by SQAOs. Some headteachers and academic teachers had been comfortable with the help provided by SQAOs, while others had been dissatisfied. Those who had been pleased with the assistance offered by SQAOs had similar responses to those of DSQAOs, DCSQAOs, and DEOs.
Pedagogical skills: as mentioned before, respondents acknowledged the valuable role of SQAOs in equipping teachers with pedagogical skills, which are essential for facilitating effective learning. They recognized that these skills empower teachers with the knowledge and abilities to develop lessons that cater to the diverse needs of their students.
Classroom management skills: some respondents stated that the guidance provided by SQAOs to teachers could improve their classroom management skills, which enabled teachers to create an effective teaching and learning environment in schools. Respondents emphasized that although teachers possessed the required teaching qualifications, they still needed support to implement teaching practices successfully. In support of these findings, Emmer and Stough (2001), in their study on classroom management in Texas, found classroom management skills as a teacher's ability to use teaching methods and techniques to create a successful teaching and learning environment where each pupil could learn without disturbance.

This finding aligns with previous studies, including Wilcox's (2000) and De Grauwe's (2001), which emphasized the significance of professional support in developing pedagogical skills for teaching improvement.
On the other hand, those headteachers and academic teachers who expressed dissatisfaction indicated that SQAOs had rarely supported them professionally. One academic teacher claimed:

From my experience, I had never attended workshops and seminars on pedagogical skills organized by the SQA department, except for one workshop sponsored by World Vision, because the SQA department faced financial constraints, as we always informed, and therefore did not organize such workshops frequently (Mughenyi, from school Two).

This comment implied that due to financial constraints, the SQA department had failed to provide sufficient opportunities for professional development for headteachers and teachers in the form of short courses and in-service training on pedagogical issues. This lack of professional development opportunities could have posed a significant challenge for teachers who had sought to continuously improve their teaching methods and remain current with the latest teaching practices.
Results of the questionnaires show that while 34 (75.6%) class teachers, 90 (66.7%) pupils, and 9 (75.0%) DSQAOs disagreed with the statement that SQAOs provided professional support for headteachers and teachers, a smaller percentage, 6 (13.3%) of class teachers, 27 (20.0%) of pupils, and 4 (33.3%) of DSQAOs indicated agreement (Table 4.6). De Grauwe (2001) established that although professional support services for teachers have been existing in almost every country for a long time, they have been overlooked due to inadequate funding. Furthermore, De Grauwe (2001) and Namamba and Rao (2017) argue that the quality of primary education has deteriorated in many contexts, as teachers have not received adequate professional development and support to improve their teaching practices.
Through questionnaires, the study discovered a significant percentage of DSQAOs disagreed with the statement that SQAOs provided professional assistance for headteachers and teachers. However, during interviews, many of these DSQAOs acknowledged the availability of professional support in schools. The inconsistency in results could be attributed to DSQAOs feeling more comfortable expressing honest opinions during interviews or questionnaire completion. The interaction and rapport-building with the researcher likely created a relaxed atmosphere, facilitating the open sharing of views. Conversely, SQAOs might have felt less comfortable during the interviews, resulting in potential variations in their responses and perceptions.

Although some professional support was available, it was insufficient and not consistently accessible to all teachers. However, teachers who received support from SQAOs reported positive experiences and improved their teaching skills. The findings provided valuable information for improving future support for teachers and headteachers from the SQA department.
4.5.6    Involving Schools in School Quality Assurance Practices
Involving teachers in SQA issues was another strategy that emerged during interviews. Respondents believed that involving teachers and headteachers in SQA issues as equal partners with SQAOs could increase awareness and understanding of the assessment procedures commonly used and foster appreciation for the importance of SQA issues. Findings heightened that awareness and skills of SQA practices were expected to result in more effective implementation of SQA recommendations in schools, ultimately leading to improved learning achievements.

When asked whether SQAOs involved schools in SQA practices, respondents indicated that SQAOs did not involve headteachers and teachers in SQA practices as much as they should have. One respondent expressed this sentiment:
In the real sense, headteachers were supposed to be involved in SQA practices in their schools. But, they were not fully involved. Their involvement seems artificial because they have no autonomy and power to make decisions as professional teachers; instead, they follow directives from SQAOs (Mwajibu, the headteacher from School One).
The comment above suggests that while headteachers were mandated to conduct SSE, their involvement in the process was less democratic, indicating a lack of executive power and autonomy to make decisions that could reflect their school contexts. This lack of authority left headteachers feeling disempowered, which could have impacted their motivation and ability to implement the recommendations effectively. The findings imply that involvement in the SQA process is essential for the effective implementation of recommendations and for improving learning achievements in schools. When headteachers and teachers are less involved in the SQA process, they may not have fully understood the assessment procedures commonly used or the value of SQA issues, which could have led to inadequate implementation of the SQA recommendations and failure to improve learning achievements in their schools. Another respondent remarked that: 

Headteachers and teachers who are most familiar with the day-to-day operations of their schools have direct contact with pupils daily, and they have an in-depth understanding of their schools' unique contexts, strengths, and challenges. Because of this familiarity, they were in an excellent position to be involved in SQA issues (Dahwa, the headteacher from School Fifteen).

The statement implies that SQA practices could not be effective in enhancing learning achievements without the input and involvement of headteachers and teachers, who were the ones on the ground interacting with pupils and experiencing the day-to-day operations of their schools, as well as the unique challenges and opportunities that came with it. Sebastian (2020), in his study on teachers’ perceptions of the implementation of internal SQA in public primary schools in Dodoma city, Tanzania, supported the notion of the necessity of involving headteachers and teachers in SQA practices.

Results from the questionnaires indicate that 10 (83.3%) of DSQAOs agreed that SQAOs involved headteachers and teachers in SQA issues. However, a significant proportion of 27 (60.0%) class teachers and 71 (52.6%) pupils disagreed with this statement, as shown in Table 4.6. These data highlight that the involvement of headteachers and teachers in SQA practices was insufficient.
Table 4.6: Questionnaire Perceptions on the Implementation of SQAOs’ Strategies (N=192)
	Response Item
	Respondent 
	1 (n, %)
	2 (n, %)
	3 (n, %)
	4 (n, %)
	5 (n, %)

	The SQAOs visit school regularly
	Class teachers
	5(11.1)
	22(48.9)
	1(2.2)
	13(28.9)
	4(8.9)

	
	Pupils
	58(43.0)
	37(27.4)
	-
	23(17.0)
	17(12.6)

	
	DSQAOs
	-
	8(66.7)
	1(8.3)
	2(16.7)
	1(8.3)

	The SQAOs provide feedback on time
	Class teachers
	4(8.9)
	12(26.7)
	4(8.9)
	23(51.1)
	2(4.4)

	
	Pupils
	8(5.9)
	31(23.0)
	23(17.0)
	70(51.9)
	3(2.2)

	
	DSQAOs
	-
	5(41.7)
	-
	4(33.3)
	3(25.0)

	The SQAOs conduct follow-up school visits
	Class teachers
	32(71.1)
	4(8.9)
	6(13.3)
	3(6.7)
	-

	
	Pupils
	80(59.3)
	16(11.9)
	8(5.9)
	28(20.7)
	2(2.2)

	
	DSQAOs
	8(66.7)
	-
	-
	4(33.3)
	-

	The SQAOs use friendly language
	Class teachers
	6(13.3)
	22(48.9)
	-
	16(35.6)
	1(2.2)

	
	Pupils
	20(14.8)
	86(63.7)
	14(10.4)
	12(8.9)
	3(2.2)

	
	DSQAOs
	-
	-
	4(33.3)
	8(66.7)
	-

	The SQAOs continuously provide professional support to teachers. 
	Class teachers
	5(11.1)
	29(64.4)
	5(11.1)
	3(6.7)
	3(6.7)

	
	Pupils
	16(11.9)
	74(54.8)
	18(13.3)
	20(14.8)
	7(5.2)

	
	DSQAOs
	-
	9(75.0)
	-
	4(33.3)
	-

	The SQAOs involve teachers in SQA practices.
	Class teachers
	14(31.1)
	13(28.9)
	3(6.7)
	2(4.4)
	13(28.9)

	
	Pupils
	71(52.6)
	-
	64(47.4)
	-
	-

	
	DSQAOs
	-
	2(16.7)
	-
	8(66.7)
	2(16.7)


Source: Field data, 2020
Key: 1=strongly disagree, 2= disagree, 3=neutral, 4= agree, 5= strongly agree

The study found that SQAOs did not adequately implement SQA strategies in public primary schools, which might have negatively affected learning achievements. Inadequate follow-up visits limited opportunities for support and guidance, delayed written reports led to failure to implement SQA recommendations on time by teachers, insufficient professional support for teachers left them without proper guidance and training, indecent language by SQAOs made teachers and headteachers reluctant to act on the recommendations and little participation of teachers in SQA practices that had limited their understanding of assessment procedures and SQA issues. Consequently, inadequate implementation of SQA strategies can impede teachers' ability to support learning achievements in their schools.
On the other hand, respondents recommended that effective implementation of these strategies could improve learning achievements in public primary schools. Specifically, if SQAOs visited schools regularly, made close follow-ups, and involved teachers in SQA practices, it could make teachers more committed to the teaching profession, sensitive to supporting learning achievements and hold teachers accountable for pupils' learning achievements. Also, respondents highlighted that timely provision of feedback after SQA practices could stimulate teaching effectiveness since the feedback identified strengths and weaknesses related to classroom activities. Furthermore, respondents considered friendly language to have strengthened interpersonal relationships between teachers and SQAOs. Providing continuous professional support to teachers was deemed essential as it enhanced pedagogical and classroom managerial skills among headteachers and teachers.

The study utilized questionnaires to collect the opinions of class teachers, pupils, and DSQAOs regarding whether regular visits by SQAOs, immediate feedback, follow-up visits, friendly language, continuous professional support to teachers, and involving teachers in SQA issues improve learning achievements in schools. Ordinal regression was performed to analyze data, which revealed a positive and significant correlation between SQA strategies and learning achievements, with the p-values ranging from .000 to .008 (Table 4.7). The findings indicated that successful execution of SQA strategies significantly contributed to learning achievements, as reported by most respondents.

Table 4.7: Ordinal Regression Analysis of SQAOs' Strategies on Learning Achievements (N=192)
	Response Items 
	Coefficient (β)
	Std error
	P-value

	Regularly visiting schools
	1.009
	.341
	.003**

	Immediate feedback
	5.249
	.631
	.000***

	Follow-up school visits
	5.859
	.659
	.000***

	Friendly language by SQAOs
	.453
	.140
	.003**

	Continuous professional support for teachers
	.502
	.184
	.006**

	Involving teachers in SQA practices
	.645
	.244
	.008**


Source: Field data, 2020

Note: Significance level based on p value represents: most significant (***p<.001); very significant (**p<.01) and significant *p<.05
Table 4.7 shows differing significance levels among SQA strategies, with some highly significant (p < .001) and others moderately so (p < .01). Follow-up school visits and immediate feedback stand out as the most influential, associated with improvements of 5.859 and 5.249 units, respectively, for every unit increase in their implementation. The results highlight varied contributions among strategies to learning achievements, emphasizing the need for a combined, holistic approach in education.
4.6    Enriching School Quality Assurance Officers’ Practices
In this task, the researcher analyzed and discussed the perceptions regarding the level of SQA practices among SQAOs, the procedures involved, whether SQAOs had ever received professional training since their initial appointment and the support they received from educational stakeholders. Also, the study examined the challenges faced SQAOs in implementing SQA practices and provided suggestions for improvement. The researcher used interviews and questionnaires to gather data from headteachers, academic teachers, DSQAOs, DCSQAOs, DEOs, class teachers and pupils.
4.6.1    School Quality Assurance Officers' Performance Level

In this part, the researcher asked headteachers, academic teachers, and DEOs about the performance level of SQAOs in carrying out SQA practices. Additionally, the researcher interviewed DSQAOs to gain insight into the procedures involved in conducting SQA practices. The results indicated that while some respondents expressed satisfaction with the performance level of SQAOs in implementing SQA practices, others reported dissatisfaction. The findings suggest that some SQAOs were effective, while others lacked the necessary skills for SQA practices implementation. The respondents who expressed satisfaction with the performance of SQAOs appreciated the advance notice they received before visits and the advisory skills provided by the SQAOs.
Prior visit notice: respondents who were satisfied with the prior visit notice provided by SQAOs believed that it allowed them to prepare and organize the documents needed by SQAOs during the assessment. The finding implies that the SQAOs followed official standard procedures for school visits and were well organized and prepared for school visits. Effective communication and consultation with SQAOs before visitation could also help to build positive relationships between SQAOs and teachers and improve the quality of SQA practices.
On a similar note, Wilcox (2000), De Grauwe (2001) and Kiruma (2013) have highlighted the benefits of prior notice to the actual SQA visits. According to De Grauwe (2001), giving schools advance notice of the visitation date helps headteachers and teachers prepare the necessary documents required by SQAOs, enabling them to identify areas that need assistance for improvements, enhance cooperation between teachers, and foster a positive attitude towards SQA practices. Wilcox (2000) also noted that prior information enables schools to organize their documents before the SQA visit, which is seen as a constructive improvement process that SQAOs can facilitate. Similarly, Kiruma (2013) found that providing prior knowledge about SQA procedures, the required documents and information, the areas of focus, and the duration of activities can reduce psychological tension and fear among headteachers and teachers during the assessment.
The study has found that providing schools with prior notice about school visits resulted in more efficient and effective visits, with more accurate and detailed information gathered. Due to having access to all necessary information and materials beforehand, the SQAOs could focus on gathering the most relevant and accurate information, thus improving their practices.

However, it is worth noting that in some cases, SQAOs visited schools without prior notice because giving advance notice could lead some headteachers and teachers to provide false information, as confirmed by other studies. For instance, in Nigeria, Aiyepeku (1987) found that schools tend to window-dress in preparation for visitation when given prior notification. As noted by De Grauwe (2001), the decision to provide prior notice of school visits by SQAOs should depend on the purpose of the school visit. If the aim of SQAOs is fault-finding, giving prior notification would be unproductive. However, if a visit is to gain a complete overview of the school’s functioning, notice before a visit is essential to allow headteachers and teachers to prepare the required information. With these observations, when SQAOs visit teachers to offer support, it is advisable to inform them beforehand to allow them to organise their resources and be more receptive to the support provided, leading to a more productive and effective interaction between SQAOs and teachers.
In advisory skills: as per respondents, some SQAOs offered valuable guidance to headteachers in managing school administrative issues and assisted teachers on curriculum planning, lesson preparation, and addressing pupils learning difficulties. The findings suggest that headteachers, teachers, and DEOs highly appreciated the advisory skills demonstrated by these SQAOs. Acknowledging and valuing these advisory skills can serve as a driving force for SQAOs to enhance their job performance, thus improving SQA practices.

However, the study has uncovered that some SQAOs lacked the required skills and attributes to effectively carry out SQA practices, resulting in inconsistencies in their effectiveness. It implied that some SQAOs were not consistently effective in carrying out their roles, leading to differing levels of success or quality in their work, potentially compromising the intended goals of the SQA practices. As a result, some headteachers and academic teachers expressed dissatisfaction with some SQAOs who exhibited unprofessional or arrogant behaviour and showed less commitment to their roles.
Arrogant behaviour: in this view, some respondents claimed that a few SQAOs exhibited arrogance by undermining the authority of headteachers and teachers. These SQAOs considered themselves more knowledgeable about teaching procedures than teachers, leading them to adopt an attitude of superiority and disregard. Consequently, this behaviour generated discomfort and resistance among headteachers and teachers towards their support, as emphasized by one academic teacher:
Some SQAOs may behave arrogantly and contribute to stress and frustration among teachers during SQA visits. Some SQAOs during classroom assessments focused on negativity from teachers rather than helping them resolve their challenges. This behaviour is detrimental to the SQA process because it can instil fear and mistrust among teachers (Mujengi from School Thirteen).

The comment suggests that there was a tendency observed among SQAOs to prioritize taking advantage of capitalizing on teachers' mistakes during assessments rather than offering them professional advice and support. According to the respondent (Mujengi), the superiority attitude exhibited by some SQAOs could have negative consequences, such as a lack of trust and respect and compromised SQA practices. The findings from Zachariah (2013) and Kayikci et al. (2016) shed light on a troubling trend where some SQAOs derive satisfaction from catching teachers' mistakes instead of offering guidance and support. Also, O'Sullivan (2006) discovered that some SQAOs resorted to threatening teachers when pointing out weaknesses or deficiencies during assessments, leading to stress and concern among teachers.
Less commitment among SQAOs: under this aspect, some headteachers and academic teachers felt that SQAOs had failed to devote their time and effort to perform their duties at the required level. The finding suggests that SQAOs had not adequately fulfilled their responsibilities because some SQAOs were not serious, which led to regarding SQA practices as less effective. According to Nwakpa (2005), lack of commitment is one of the serious impediments to effective SQA practices. In the study about accountability versus school development: self-evaluation in Hong Kong, Leung (2005) maintains that supervisors of classroom instruction require the willingness, commitment, and enthusiasm to devote time and effort to raise the effectiveness of their work.
When asked about the procedures involved in executing SQA practices, DSQAOs stated that before conducting SQA practices, the team leader (DCSQAOs) informed headteachers about the visit via telephone or written communication. The details shared include the number of SQAOs expected, the type of visit, and the duration of their stay. Headteachers were tasked with preparing necessary information, such as the school timetable and a list of staff and pupils. Although SQA practices were usually pre-planned, there were cases where they occurred without prior written notice. In such situations, the lead officer informed the headteacher shortly before arriving on-site and clarified the purpose of the mission.
4.6.2   Professional Growth of School Quality Assurance Officers
In this part, the researcher asked DSQAOs if they had received professional training since their initial appointment as SQAOs. The question posed to such respondents was: have you ever received professional training since the first appointment? Most DSQAOs reported rare opportunities to upgrade their supervision skills through professional training, as the MoEST did not have sufficient funds to sponsor their studies. When chances did arise, the SQAOs had to pay for their studies with their salaries. This lack of adequate support for their professional development demoralized SQAOs and negatively affected school supervision effectiveness.

4.6.3    Supporting School Quality Assurance Practices
During the interviews, all interviewees, including headteachers, academic teachers, DSQAOs, DCSQAOs, and DEOs, were asked by the researcher to identify the people responsible for assisting SQA practices and describe their specific supporting roles and how they provided such support. The study found that MoEST, on behalf of the government at the ministerial level, WEOs at the ward level, and school board members at the school level were identified as the key actors responsible for supporting SQA practices. One of the DSQAOs interviewed asserted that MoEST, on behalf of the government, had several responsibilities:

We know that the government, represented by the MoEST, is responsible for ensuring that SQAOs are adequate, well-trained and have enough resources such as transport facilities (vehicles and good roads). But it fails to meet this demand due to financial constraints (Takwenya, from District Y).
This respondent highlighted the responsibility of the MoEST in Tanzania to support SQA activities, which included ensuring that SQAOs were adequately trained, developed and equipped with sufficient resources to perform their duties effectively. However, due to limited funds, the MoEST failed to fulfil this responsibility leading to a lack of opportunities for SQAOs to upgrade their skills and missing adequate resources and facilities to perform their duties effectively. Specifically, the lack of transport facilities, such as vehicles and good roads, hindered SQAOs from reaching remote schools, posing a challenge in implementing SQA practices effectively. The results from the questionnaires further supported this, with 31 (68.9%) class teachers, 82 (60.7%) pupils, and 8 (66.7%) DSQAOs agreeing that there was limited government support for SQA practices (Table 4.8).
These findings are in agreement with previous research conducted by Nwakpa (2005) in Nigeria, Kairu (2010) in Kenya, and Maghonda (2015) in Tanzania, who found sometimes facilities provided by the government to the SQAOs were often inadequate, hindering their ability to work productively.

Furthermore, it was revealed by the respondents that school board members played a significant role in supporting SQAOs' practices by guiding and supporting the school administration, promoting professional development opportunities for teachers, and ensuring they had the necessary skills and knowledge to implement SQA practices effectively in their teaching.

The respondents also asserted that WEOs served as internal supervisors at the ward level, providing close support to SQAOs to ensure that headteachers and teachers delivered quality teaching and improved learning achievements through activities such as classroom observation, guidance, and advice. This information implies that SQA practices were not the responsibility of SQAOs alone, but rather WEOs were liable as well.
Furthermore, the researcher interviewed DEOs, headteachers, and academic teachers to determine their role in supporting SQAOs to improve their practices. All DEOs declared they offered support to SQAOs upon request but were not very helpful materially due to limited budgets for SQA activities. They provided SQAOs with a list of available public primary schools, teachers, and pupils in the district to help them perform their activities successfully. They ensured all teachers and pupils were punctual and attended classes through WEOs and headteachers. This information indicates that DEOs' roles could significantly facilitate school supervision, as they provide SQAOs with information and ensure teachers and pupils attend classes punctually, among other things.

Headteachers and academic teachers stated that they supported SQA practices, as per the requirements of SQAOs, both while they were present on the school premises and even after their departure. In this, some interviewees had this to say:
As a headteacher, I prepare all the necessary documents as per the requirements for SQAOs when they visit the school site. For instance, I provide them with the school calendar, timetable, a list of non-teaching and teaching staff and pupils, an attendance register, an allocation of duties and responsibilities for every staff member in the school, and a discipline record book. I also give them external examination results, information on the school committee/school board/parents, and minutes of different meetings (Sunguli, the headteacher from School Twelve).

Sometimes, I conduct internal quality assurance at the school level to assess classroom teaching and learning activities, encourage teachers to attend classes, and ensure that they prepare lesson plans and schemes of work according to the requirements of SQAOs (Dahati, the headteacher from School Four).
I support SQAOs by providing all the necessary documents, such as schemes of work, lesson plans, lesson notes, daily classroom attendance records, and information about teaching and learning materials, including teaching aids, texts and reference books. I also provide them with the pupils' progress reports from my office (Yale, an academic teacher from School Eight).

These comments suggest that headteachers and teachers were ready to support the SQA practices by responding to SQAOs' requests. Headteachers were willing to conduct internal SQA like observing classroom activities, indicating their recognition of the importance of SQA practices and commitment to supporting SQAOs. They actively supported the SQAOs in their work by providing necessary information about school life to make accurate judgments about their schools. However, the involvement of headteachers and teachers was inconsistent and depended on requests made by SQAOs rather than adhering to the required guidelines. This inconsistency suggests that some headteachers and teachers might not have fully understood the significance of SQA practices and might not have prioritized them accordingly. If headteachers and teachers are not fully aware of SQA concerns, it can be difficult for SQAOs to implement SQA practices effectively.
Despite the support of some headteachers and teachers for SQA practices, there was a general lack of adequate support, as reported by some DSQAOs. Some teachers exhibited uncooperative attitudes towards SQA, as discussed in the following subsection, which made it challenging for SQAOs to implement SQA practices effectively. Specifically, DSQAOs asserted that some teachers who lacked competence would find excuses to be absent from school during assessments. Also, some proud teachers would refuse to cooperate, arguing that they did not require an inspection. These DSQAOs argued that this behaviour hindered SQAOs' ability to gather sufficient evidence and make accurate judgments about the schools' services, facilities, and resources during their visits.
The general findings indicate that for the successful implementation of SQA activities, it is essential to have coordination and collaboration among different stakeholders operating at various levels.
4.6.4    Challenges Impeding the Implementation of School Quality Assurance Practices
During the interview, the researcher asked headteachers, academic teachers, DSQAOs, DCSQAOs and DEOs to reflect on the key challenges that restricted the effective implementation of SQA practices. The study revealed that irregular school visits, inadequate number of SQAOs, inadequate implementation of SQAOs’ recommendations, inadequate cooperation from schools, and lack of subject expertise confidence among SQAOs limited the success of SQA practices.
Irregular School Visits
Most interviewed cases claimed that problems such as insufficient funds, inadequate vehicles, and poor road conditions made it difficult for SQAOs to visit all schools under their jurisdiction. As a result, some schools received visits while others did not, creating inconsistent support for teachers and headteachers. This inconsistency could have hindered the success of SQA practices as not all schools received equal support and guidance. In this regard, three respondents insisted:
The lack of subsistence allowances for SQAOs has led to insufficient school visits, as officers require money for transportation and accommodation, particularly in far rural areas. The budget constraints have made it difficult to meet requirements, leading to inadequate visits (Takwenya, DSQAO from District Y).
Takwenya added that remote schools are less visited because of poor roads and long distances. We sometimes travel up to 120 kilometres to reach such schools. We have one Land Cruiser, which sometimes does not work.

Another respondent added that;
In 2019, we visited only 34 out of the 48 public primary schools, which accounted for 70.1% of the schools, due to inadequate and poor vehicles and bad roads. Despite planning to assess all schools in a year, the department failed to visit some hard-to-reach schools (Irunde, the DCSQAO from District Y).

Similarly, another respondent had this to say;
With only one car available, the department could not visit all public primary schools in the district every year. In 2019, only 54 out of 107 schools were assessed, representing 50.5% of total schools (Mughonjo, the DCSQAO from District X).

The comments suggest that limited funds and transport facilities challenged SQAOs in executing their duties effectively, especially in hard-to-reach rural schools. According to Takwenya, SQAOs had to travel long distances, up to 120 kilometres, on unfavourable roads, causing some to feel disheartened and unable to provide sufficient support to these schools. Respondents observed that limited resources and difficulties in reaching all public primary schools resulted in some not receiving the necessary attention, leading to ineffective SQA practices and hindering quality learning for some pupils.
Similarly, responses obtained through questionnaires indicated that 39 (86.7%) class teachers, 106 (78.5%) pupils, and 11 (91.7%) DSQAOs agreed that there were irregular school visits (Table 4.8). De Grauwe (2001) found that insufficient funds, vehicles and bad roads restricted the operations of SQA services. Running SQA practices in developing countries is difficult because of limited budget allocation and bad roads (Enaigbe, 2009). This study aimed to address these issues to ensure regular and effective SQA visits to all schools, regardless of geographical location.
Shortages of School Quality Assurance Officers
Most interviewed cases reported a shortage of SQAOs in their districts compared to the number of schools, pupils, and teachers. This shortage posed a potential challenge in ensuring that all schools received the necessary attention and support from SQAOs, as explained by two individuals during the interview:
The department has only 09 officers, making it challenging to attend to the needs of the school's population in a year. For instance, this year (2020), we have 116 schools, 1,016 teachers, and 58,758 pupils, which limits adequate support for SQA practices in all schools. We need additional 06 SQAOs to visit all schools annually to overcome this challenge (Mughonjo, DCSQAO from District X).

A shortage of SQAOs in our district makes it difficult to provide quality services to the 56 primary schools, 423 teachers, and 30,293 pupils. With only 05 officers available, visiting all schools within a year and attending to administrative roles in our offices becomes difficult. The district requires at least four additional officers to address this issue (Irunde, the DCSQAO from District Y).
The comments suggest that both districts faced a shortage of SQAOs, leading to heavy workloads for the available officers. The limited number of officers (09 in District X and 05 in District Y) made it difficult for them to visit all schools and attend to all teachers individually since they had to deal with private and public primary schools in their respective areas. According to the data, each officer had to supervise an average of 13 schools, 113 teachers, and 6,529 pupils in District X and 10 schools, 85 teachers, and 6,059 pupils in District Y per year. In addition to school assessments, the SQAOs had to attend to administrative duties assigned to them in their offices.
The questionnaire responses indicated that approximately 39 (86.7%) class teachers, 108 (80.0%) pupils, and 10 (83.3%) DSQAOs agreed that SQAOs were inadequate, particularly in rural districts. The study's findings suggest that SQA practices in Tanzania were insufficient due to severe shortages of SQAOs, resulting in some schools in remote areas not being visited for a year. The respondents' indication of a heavy workload hindering effective SQA services highlights the need to review staffing and workload levels.
The shortage of SQAOs is a widespread problem in many African countries, as indicated by earlier studies, including Enaigbe (2009), Okugbe (2010), Obiweluozor et al. (2013) in Nigeria, Chepkuto (2019) in Kenya, and Matete (2009), Maghonda (2015), and Salmin (2016) in Tanzania, where SQA practices are unable to meet the needs of schools due to acute shortage of SQAOs compared to the number of schools.

Implementation of School Quality Assurance Officers’Recommendations
The study revealed that inadequate implementation of SQAOs' recommendations was due to multiple factors, including the shortage of teachers, overcrowded classrooms, and a lack of teacher commitment. These factors collectively hindered the effectiveness of SQA practices, as elaborated below.
Shortage of teachers: during an interview, two respondents commented on the deficit of teachers in public primary schools, particularly in rural districts in Tanzania.
My school has only 08 teachers responsible for teaching 507 pupils, who are also preoccupied with multiple responsibilities such as being a school cleanliness supervisor, pupil counsellor, and academic teacher, in addition to a heavy teaching load of 40 periods per week. As a result, some periods are missing when such teachers have to attend to their other responsibilities (Mughunda, the headteacher from School Two).
The heavy teaching workload resulted in insufficient time for teachers to prepare comprehensive schemes for every subject and lesson plan for every period, as suggested by the SQAOs (Mwalolo, the academic teacher from School Twelve).

Comments highlight how the shortage of teachers in public primary schools resulted in a heavy teaching workload for the available ones who had to share the workload. This workload was so intense that teachers failed to execute some given recommendations, such as preparing schemes of work and lesson plans for all subjects and periods. As a result, some subjects were poorly demonstrated or not taught due to the workload, and sometimes teachers had to teach subjects they had no experience in. Consequently, this affected the effectiveness of SQA practices in supporting learning achievements.

Overcrowded classrooms: respondents indicated that overcrowded classrooms made it difficult for teachers to implement SQAOs' recommendations effectively. The MoEVT recommends a teacher-pupil ratio of 1:40 (Kambuga & Dadi, 2015), and any classroom with pupils exceeding this ratio is considered overcrowded. In an interview, one of the participants expressed concern regarding the difficulty of facilitating learners’ interaction in congested classes, as advised by SQAOs.

I teach classes of over 80 pupils in a single class. It is hard to let learners interact and give frequent assignments. So, I fail to comply with SQAOs advice (Sayu, an academic teacher from School Four).

The statement implies that the large class sizes made it difficult for teachers to comply with SQAOs' recommendations as providing frequent assignments, using interactive teaching methods, or addressing individual pupils' problems. Similarly, according to the responses obtained through questionnaires, a significant percentage of teachers, pupils, and DSQAOs agreed that the implementation of SQAOs' recommendations in public primary schools was not satisfactory, as indicated by 35 (77.8%) of class teachers, 110 (81.5%) of pupils, and 9 (75.0%) of DSQAOs (Table 4.8). The teachers were overburdened with multiple periods in overcrowded classrooms, which resulted in fatigue and a lack of motivation to attend classes regularly. As a result, pupils did not receive adequate support to achieve their learning goals. The consistency of overcrowded classes severely limited the effectiveness of SQAOs' practices.
According to research conducted by De Grauwe (2001), Matete (2009), Haule (2012), and Salmin (2016) in Tanzania, the primary reason for the inadequate implementation of SQA recommendations by teachers was teaching overload.
Inadequate Cooperation from Schools
Previously the study noted that in some cases, some headteachers and teachers claimed to cooperate with SQAOs, while others exhibited uncooperative behaviour. The study found that inadequate cooperation was due to various factors, such as teachers' tendency to mistrust SQAOs, teachers’ irresponsibility, teaching incompetency, and a limited understanding of SQA concerns. During the interviews, three respondents made the following comments on this matter:
Some teachers exhibit uncooperative behaviour during the assessment process by absenting themselves from the school to avoid criticism, as they do not have the required documents (Lima, an academic teacher from School Ten).
Experienced teachers often refuse to provide necessary documents like lesson plans and schemes of work to SQAOs during assessments. These teachers believe that their extensive teaching experience makes them more proficient in teaching methods than SQAOs and teach effectively without the need for such documents (Mnyeke, a DSQAO from District X).
Some teachers may have limited knowledge of SQA and what is expected of them during the assessment process. As a result, they may feel uncertain or hesitant about cooperating with SQAOs (Mwinga, the headteacher from School Three).
The comments made by the respondents suggest that some teachers who were not well-prepared for teaching would skip assessments because they were anxious about receiving negative feedback and criticism from SQAOs. Also, some teachers who believed they were highly knowledgeable would mistrust the advice of SQAOs, while others were hesitant to cooperate due to their limited understanding of SQA practices. Questionnaire results also showed a significant number of class teachers, pupils, and DSQAOs agreeing that some teachers exhibited uncooperative behaviour during classroom assessments, as indicated by 40 (88.9%), 69 (51.2%), and 11 (91.7%), respectively (Table 4.8).
The findings of this study align with some previous research. For example, Haule (2012) found that some experienced teachers may exhibit negative attitudes towards SQAOs, as they believe they are highly knowledgeable about teaching procedures and do not require inspections. Similarly, in Nigeria, Alade (2007) discovered that uncooperative behaviour towards SQAOs is not necessarily due to teachers' dislike of the assessment process but may stem from a natural aversion to being supervised. This implies that some teachers may demonstrate a general reluctance or discomfort when they are subject to monitoring or observation in their professional roles. Wanjohi (2005) in Kenya also noted that some teachers were unwilling to follow supervision guidance due to suspicion, fear and resentment. Matete's (2021) study found that SQAOs instilled fear among some teachers due to their inadequate preparation in advance. According to this, such behaviours hindered SQAOs from implementing SQA practices effectively, which, in turn, adversely affected learning achievements.

Lack of Subjects’ Expertise among School Quality Assurance Officers
The study has found that primary SQAOs were required to assess all curriculum areas, regardless of their specializations. However, the study discovered that not all officers were familiar with every subject, resulting in teachers being assessed by officers with no expertise in their respective areas of specialization. Consequently, this resulted in insufficient feedback provided to teachers, thus highlighting the ineffectiveness of SQA practices on learning achievements. One academic teacher expressed this concern during the study:
I feel uneasy and uncomfortable being assessed by a quality assurance officer who is not a specialist in the subject I teach (Ifaghaa, from School Nine).
The comment suggests that teachers needed specialized support and guidance from officers with expertise in their respective specializations to address specific issues. It also implies that if the SQAOs responsible for evaluating the teachers lacked academic qualifications in the subjects they assessed, it could have led to discouragement among teachers, potentially causing them to disregard their advice. Consequently, this would have jeopardized SQA practices and hindered the effectiveness of the evaluation process. The questionnaire results revealed a significant percentage of class teachers, pupils, and DSQAOs agreeing that some SQAOs lacked expertise in the subjects they assessed, as indicated by 33 (73.3%), 100 (74.1%) and 11 (91.7%) respectively (Table 4.8).

Panigrahi (2012) researched the implementation of instructional supervision in secondary schools in Ethiopia. In his study, he argued that it would be unfair for supervisors who have teaching experience in languages to assess the performance of mathematics teachers and provide them with the necessary professional support mathematics teachers anticipate. The author highlighted the importance of having officers with subject-specific knowledge and competence to provide needed support and guidance to teachers. Also, Wilcox (2000) emphasized the importance of competence and expertise in subject areas for SQAOs and suggested that the acceptability of SQAOs by teachers largely depends on their ability to demonstrate teaching professionalism. The author argued that SQAOs should be experts in their respective areas of specialization to improve SQA practices.
With this observation, SQAOs can play a crucial role in ensuring the effectiveness of SQA practices by providing professional guidance and support to teachers. However, to fulfil this role, they need to have the necessary knowledge and skills in their areas of specialization. Specialized training can help SQAOs enhance their subject-specific knowledge, provide meaningful feedback to teachers, and identify areas for improvement, ultimately leading to improved quality of learning.
Table 4.8: Challenges Facing the Implementation of SQAOs’ Practices (N=192)
	Response item
	Respondent Category
	1 (n, %)
	2 (n, %)
	3(n, %)
	4 (n, %)
	5 (n, %)

	Irregular school visits


	Class teachers
	-
	5(11.1)
	1(2.2)
	9(20.0)
	30(66.7)

	
	Pupils
	3(2.2)
	5(3.7)
	21(15.6)
	41(30.4)
	65(48.1)

	
	DSQAOs
	-
	-
	1(8.3)
	5(41.7)
	6(50.0)

	Shortages of DSQAOs


	Class teachers
	-
	7(15.6)
	-
	12(26.7)
	27(60.0)

	
	Pupils
	5(3.7)
	9(6.7)
	13(9.6)
	36(26.7)
	72(53.3)

	
	DSQAOs
	-
	2(16.7)
	-
	4(33.3)
	6(50.0)

	Inadequate implementation of SQA recommendations
	Class teachers
	2(4.4)
	8(17.8)
	-
	10(22.2)
	25(55.6)

	
	Pupils
	9(6.7)
	5(3.7)
	11(8.1)
	63(46.7)
	47(34.8)

	
	DSQAOs
	-
	3(25.0)
	-
	2(16.7)
	7(58.3)

	Inadequate support from the government
	Class teachers
	5(11.1)
	11(20.0)
	-
	17(37.8)
	14 (31.1)

	
	Pupils
	32(23.7)
	-
	21(15.6)
	43(31.9)
	39 (28.8)

	
	DSQAOs
	-
	-
	4(33.3)
	-
	8 (66.7)

	Inadequate cooperation from schools
	Class teachers
	2(4.4)
	3(6.7)
	-
	15(33.3)
	25(55.6)

	
	Pupils
	15(6.7)
	6(8.9)
	45(33.3)
	29(21.5)
	40(29.6)

	
	DSQAOs
	-
	1(8.3)
	-
	5(41.7)
	6(50.0)

	Lack of subject’s expertise among SQAOs
	Class teachers
	1(2.2)
	11(8.9)
	-
	23(51.1)
	10(37.8)

	
	Pupils
	-
	27(20.0)
	8(5.9)
	75(55.6)
	25(18.5)

	
	DSQAOs
	-
	1(8.3)
	-
	6(50.0)
	5(41.7)


Source: field data 2020
Key: 1=strongly disagree, 2= disagree, 3=neutral, 4= strongly agree, 5= strongly agree
4.6.5    Enriching School Quality Assurance Officers’ Practices
The study sought views from respondents on how to enrich the SQAOs’ practices. Respondents suggested several measures, such as providing sufficient funds, hiring an adequate number of SQAOs, supporting the implementation of SQAOs' recommendations, involving teachers in SQA practices, fostering positive relationships between teachers and SQAOs, and offering career development opportunities for SQAOs.

Providing Sufficient Funds
funds to the SQA Department to ensure the efficient and effective execution of their duties. The interviewees identified various essential areas that required financial support within the SQA department. These included purchasing equipment such as computers and photocopy machines to facilitate the production of high-quality assessment sheets and reports. Also, funding for the purchase of vehicles was necessary to ensure SQAOs could reach schools on time, which was crucial for accurate and comprehensive assessments. In addition, the interviewees emphasized that the SQA department required funds to disburse allowances for SQAOs, provide training and retraining to maintain their motivation and dedication to their roles and enhance their knowledge and skills in evaluating and ensuring education quality. The findings emphasized that SQAOs needed money to publish SQA handbooks for disseminating critical information and best practices.
Eya and Chukwu's (2012) study also emphasizes the importance of adequate funds for SQA exercises and in-service training of SQAOs, while De Grauwe's (2001) recommendation for the government to provide sufficient funds to facilitate school supervision practices is consistent with the findings of this study.
Employing Adequate School Quality Assurance Officers
During the interview, most respondents recommended that hiring more SQAOs was necessary for addressing the heavy workload faced by current officers to cope with the increasing number of schools, pupils, and teachers, especially in rural areas. They further advised the government to consider the location of schools, the number of teachers, and pupils when recruiting SQAOs. One officer of SQA who participated in the interview confirmed this recommendation.

I suggest the employment of SQAOs to consider the location of schools, number of pupils and teachers. Again, this employment should go hand in hand with the accommodation and transport facilities improvement to attract new officers and retain the old ones (Mughonjo, the DCSQAO from District X).

The statement implies that employers should consider various factors when hiring SQAOs, such as the location of schools, the number of teachers and pupils, and the availability of essential services like accommodation, water, electricity, transport, and health to motivate SQAOs to stay longer and perform their duties effectively. Similarly, a study by Matthew (2012) highlights the need to increase the number of SQAOs as the number of schools, pupils, and teachers grows. Matete (2009), in her study, has recommended employers improve the working conditions of SQAOs alongside their recruitment to attract and retain officers and enhance SQA practices.

Supporting the Implementation of Recommendations
During the interview, respondents remarked that for SQA practices to upgrade, schools needed to implement the recommendations provided by SQAOs. However, respondents emphasized that schools (headteachers and teachers) alone could not achieve this goal; the government and top educational management had to commit to their side. The respondents cautioned that inadequate implementation of the recommendations could hinder the success of SQA practices, resulting in adverse effects on learning achievements. The respondents suggested that everyone involved in education, such as teachers, headteachers, the government, and educational management, had to work together to ensure the success of SQA practices. The finding implies that by following the recommendations of SQAOs and implementing them effectively, the SQA practices would improve, leading to better learning achievements.
In the same line, several studies, including those by Maghonda (2015), Zuhairi and Suparman (2002), cited in Helen and Idrus, 2004), De Grauwe (2001), and Nwakpa (2005), have emphasized the importance of serious implementation of SQAO's recommendations in achieving successful SQA practices. Findings highlighted the need for total commitment from schools, top educational management, and the government to support effective implementation.
Involving Teachers in School Quality Assurance Practices
The study found that the participation of headteachers and teachers in SQA activities was vital for improving SQA. Participants noted that involving teachers could have helped alleviate challenges caused by the shortage of SQAOs and enhanced the familiarity of school headteachers and teachers with SQA practices. Furthermore, it could have increased teachers' awareness of and accountability for SQAOs' recommendations and helped them understand the significance of SQAOs and value SQA concerns. Consequently, such involvement had the potential to improve SQA practices, leading to enhanced learning achievements.

In their study on quality assurance practices at the University of Sains Malaysia, Helen and Idrus (2004) also emphasized the importance of involving headteachers and teachers in quality assurance practices in education. This study suggested that primary school teachers, being the first implementers of SQAOs’ recommendations, played a crucial role in a successful SQA. As a result, it was necessary to make their involvement in SQA practices mandatory to ensure their accountability and commitment to the process. Sebastian (2020), in his study, also emphasized this point.

Amicable Relationship between Schools and School Quality Assurance Officers
The interviewees emphasized the significance of mutual collaboration between SQAOs and teachers for the success of SQA practices. They noted that positive interactions between schools and SQAOs enabled teachers to identify their strengths and weaknesses and receive valuable recommendations for improvement. Respondents believed that this collaborative approach led to improved teaching activities and better learning achievements, which were critical indicators of the success of SQA practices. According to the findings, for successful SQA practices, a collaborative and cooperative approach between SQAOs and teachers was necessary. This approach could foster a culture of trust, respect, and openness, which plays a crucial role in the success of supervision and evaluation practices.
School quality assurance practices can achieve success through the establishment of positive and collaborative relationships between teachers and supervisors, as indicated by the studies conducted by Titanji and Yuoh (2010) on the supervision of instruction by SQAOs in Cameroon, Ehren and Visscher (2008) on the relationships between school inspections, school characteristics and improvements in Dutch primary schools and Leeuw (2002) on reciprocity and educational evaluations by European inspectorates in Holland. Indeed, a positive and collaborative relationship between teachers and supervisors is crucial for fostering trust, openness, and mutual respect and these indicators of success, ultimately leading to improved learning achievements.
Career Development for School Quality Assurance Officers
During the interviews, the respondents highlighted the importance of training and re-training for SQAOs to enhance their career development and improve quality assurance practices in primary schools. Professional development opportunities such as short courses, in-service training, workshops, and conferences were identified as crucial for SQAOs to remain updated with the latest advancements in their fields, understand the SQA procedures and criteria, and remain knowledgeable about their respective subjects. Respondents argued that to be effective in SQA practices, tailored professional development opportunities were crucial for SQAOs to build confidence and successfully execute SQA practices, as confirmed by one of the headteachers.
For SQAOs to win greater confidence in executing SQA practices, the SQA department should train SQAOs in their field of specialization (Ithanga, the headteacher from School Fourteen).

The suggestion implies that the SQA department should have provided tailored professional development opportunities, which aligned with the respective areas of specialization of SQAOs, to help them gain greater confidence in executing SQA practices, leading to improved SQA practices and ultimately contributing to improved learning achievements in public primary schools.

Earlier studies by Wilcox (2000), De Grauwe (2001), Kiruma (2013), and Obiweluozo et al. (2013) recommended that SQAOs receive in-service training focused on capacity building in respective subjects to build a sound school quality assurance system with professional knowledge and skills. Matthew (2012) suggested that well-informed SQAOs are essential for effective duty discharge.

The researcher used questionnaires to obtain the views of class teachers, pupils, and DSQAOs on whether the recommended measures for improving SQA practices, such as adequacy of funds, adequate SQAOs, implementation of SQAOs’ recommendations, the involvement of teachers in SQA practices, amicable relationships between teachers and SQAOs, and career development for SQAOs related to improving SQA practices. The results of an ordinal regression analysis show that all ratd items were significant at (p <.05) levels, with beta coefficients ranging from 4.752 to 0.457. This implies that the availability of these aspects could contribute to SQAOs’ practices improvement, although in varying degrees.
Table 4.9: Ordinal Regression Analysis on Enriching SQAOs' Practices (N=192)
	Enrichments Factors
	Coefficient (β)
	Std. Error
	P-Value

	Sufficient funds
	1.612
	. 404
	.000***

	Adequate number of SQAOs
	4.752
	. 463
	.000***

	Thorough implementation of SQA recommendations
	1.825
	.324
	.000***

	The participation of teachers in SQA practices
	.457
	. 222
	.040*

	Cordial relationships between teachers and SQAOs
	.881
	.445
	.048*

	Career development for SQAOs
	4.443
	. 560
	.000***


Source: field data 2020
Note: Significance level based on p value represents: most significant (***p<.001); very significant (**p<.01) and significant *p<.05

4.7    The Status of Learning Achievement in Public Primary Schools

The researcher collected data on the learning achievements in the 3Rs of public primary school pupils using open-ended questionnaires. The study utilized a five-point performance indicators scale to evaluate performance, with "excellence" representing the highest level of achievement, where pupils had demonstrated exceptional proficiency in the 3Rs, “very good" suggested a high level of achievement, "good" implied acceptable ability, "satisfactory" meant tolerable performance with room for improvement, and "unsatisfactory" indicated substandard achievement requiring intervention. These indicators provided a range of assessment categories to measure the proficiency and progress of pupils in the 3Rs.
In this sub-section, the researcher asked class teachers, pupils and DSQAOs if they had pupils who completed standard seven without achieving 3Rs. About 30 (66.7%) class teachers, 89 (65.9%) pupils and 7 (58.3%) DSQAOs responded 'yes', indicating the presence of pupils who completed standard seven without attaining the required learning skills. On the other hand, about 15 (33.3%) of class teachers, 46 (34.1%) of pupils and 5 (41.7%) DSQAOs replied 'no', indicating that they did not have such pupils in their schools. These findings imply that some pupils were performing at an unsatisfactory level of learning achievements and were not meeting expectations, which could have impacted their academic performance in PSLE and posed potential hindrances to their future academic success. Therefore, continuous monitoring and support from SQAOs are crucial in ensuring pupils' success in their learning journey to meet set expectations.

Additionally, class teachers, pupils and DSQAOs were asked to provide reasons for poor learning achievements among pupils in their schools. The commonly mentioned reasons included long distances to school, absenteeism, rare SQA visits, and lack of guidance and support from their teachers and parents.

Respondents in the study reported that some pupils in public primary schools had to travel long distances, sometimes from 10 to 16 kilometres, to reach their schools. This situation resulted in fatigue and reduced attention in the classroom, ultimately impacting their readiness to learn. The tiredness caused by these long travels hindered the pupils' ability to engage fully in classroom activities.
Again, some respondents perceived excessive absenteeism and lateness among teachers and pupils harmed pupils' learning achievements, as they reduced the time teachers had to interact with individual pupils. The study by Mulkeen and Chen (2008) found that absenteeism among teachers and pupils was more common in rural schools with infrequent visits from SQAOs, consequently affecting learning achievements. However, this study found irregular school visits from SQAOs in rural schools allowed for a lax attitude towards attendance and punctuality among teachers and pupils. Therefore, the study emphasized the importance of ongoing monitoring and support from SQAOs to foster a culture of attendance and punctuality, ultimately benefiting pupils' learning achievements.
Moreover, failure to achieve full potential in learning among pupils, as reported by some respondents, is often attributed to inadequate support from both teachers and parents. Teachers had expressed concerns about their lack of professionalism in teaching the 3Rs, as they did not receive adequate guidance in the area. Instead, they relied on their personal experience in teaching the 3Rs, which might not have been sufficient in meeting the diverse learning pupils' needs, thus hindering their ability to reach their full learning potential. The findings suggest that the absence of qualified teachers specialized in teaching literacy and numeracy skills may have contributed to lower learning achievements in public primary schools. As revealed in the study, SQAOs played a crucial role in facilitating the professional development of teachers by organizing seminars, workshops, and short courses that aimed at enhancing their skills in teaching learning skills to pupils.
Furthermore, the study found that some pupils faced challenges in their learning due to their parents' illiteracy and lack of education awareness, resulting in poor emphasis on school attendance. Respondents noted that parents lacking literacy skills encountered difficulties in monitoring their children's academic progress, negatively impacting the students' learning achievements. In light of this, the study recommended that SQAOs collaborate with parents to create a supportive learning environment at home and conduct follow-ups to ensure that children were learning effectively and acquiring the necessary skills.

The researchers sought inputs from class teachers, pupils, and DSQAOs to gather ideas for solving the problems identified. The suggestions provided by the participants included various measures such as visiting absent pupils, offering extra classes for struggling learners, enhancing teachers’ training on 3Rs competencies, and improving transport facilities. The respondents believed these initiatives could yield positive outcomes, including strengthening teacher-pupil relationships, boosting pupils' confidence, enhancing teaching capacities, addressing travel barriers, and improving attendance and punctuality. Consequently, these efforts had the potential to contribute to improved learning achievements; however, respondents noted that the implementation of some suggested solutions was a challenge without adequate funding.
Similarly, Mohammed and Amponsah (2018) and Raymond (2019) found that pupils in Ghana and Nigeria often leave primary school without adequate 3Rs competencies due to teachers’ skills deficiency. Thus, targeted teacher training and professional development that SQAOs can support are necessary interventions to address this issue and ensure pupils achieve quality learning during their primary education years.
The practices of SQA closely align with the principles of CSM used in this study. The study findings demonstrate a positive correlation between various SQA practices, such as observing and assessing teaching and learning activities, advising and supporting teachers, promoting awareness and understanding of SQA criteria, ensuring their utilization, feasibility, flexibility, and transparency, as well as fair judgments, involving teachers in SQA practices, and fostering positive relationships between teachers and SQAOs, regular visits, follow-up visits and continuous professional support for SQAOs and teachers with learning achievements. The study and the CSM emphasize the importance of ongoing professional support, guidance, advising teachers, collegiality, mutual respect, and positive interaction between teachers and SQAOs. They underscore the significance of valuing SQA criteria, integrating them into instructional practices aligned with students' needs, and promoting a non-judgmental atmosphere that empowers teachers to explore innovative teaching approaches. Regular visits, follow-up visits and continuous professional support further reinforce the CSM's focus on ongoing support, development and collaborative engagement in teaching and learning environments.

CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
5.1    Introduction

This chapter provides a summary, conclusions and recommendations related to the objectives of this study.
5.2   Summary of the Study
The study investigated SQA practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. The study was guided by four specific research objectives which were to:
i. Examine the school quality assurance officers’ practices for enhancing learning achievements in public primary schools;
ii. Assess the school quality assurance criteria for enhancing learning achievements in public primary schools;
iii. Examine strategies employed by school quality assurance officers for enhancing learning achievements in public primary schools;
iv. Determine how to enrich the school quality assurance officers’ practices for enhancing learning achievements in public primary schools.
The study chose the CSM developed by Goldhammer (1969) and Cogan (1973) as modified by Glanz (2018) and Bencherab and Al Maskari (2020) because of its proven ability to create a supportive and collaborative environment among SQAOs and teachers. This collaborative approach can help teachers and SQAOs work together as a team, foster a sense of collegiality and mutual respect and create a positive interaction between them. The model also encourages a non-threatening and non-judgmental approach to supervision, where teachers feel supported and empowered to take risks and explore innovative teaching practices.
The study examined studies from both within and outside Tanzania to gain insights into the practices of SQAOs, their criteria for quality assurance, strategies employed, challenges faced, and potential ways to enhance their practices for improving learning achievements.
The study utilized a concurrent design as part of a mixed research approach, which enabled the simultaneous collection of quantitative and qualitative data. This design facilitated cross-checking of information from both methods. The study utilized these methods to overcome the limitations of one and capitalize on the strengths of another, which improved the credibility of the results.

The researcher conducted the study in Arusha region, specifically in Karatu and Longido districts, with 155 public primary schools. The targeted population for the study consisted of 1,605 individuals with different roles in the education system, including 206 class teachers, 1,353 pupils, 15 headteachers, 15 academic teachers, 12 DSQAOs, 02 DCSQAOs, and 02 DEOs. The final sample for the study consisted of 15 schools, 135 pupils, 206 class teachers, 15 headteachers, 15 academic teachers, 12 DSQAOs, 02 DCSQAOs, and 02 DEOs. The samples were obtained using a combination of purposive, simple random, and stratified sampling techniques to ensure a diverse and representative sample for the study.

The study used semi-structured interviews and open and closed-ended questionnaires for data collection. Semi-structured interviews captured qualitative data from headteachers, academic teachers, DSQAOs, DCSQAOs, and DEOs. Closed and open-ended questionnaires collected quantitative data from 135 pupils, 45 class teachers, and 12 DSQAOs.
The qualitative data were analyzed using a thematic approach that involved transcribing, coding, exploring, organizing, comparing, and merging similar information to interpret and explain for report production. Quantitative data were analyzed using descriptive statistics and ordinal regression with the assistance of SPSS version 28.0.1. On the one hand, thematic analysis facilitated an in-depth exploration of the qualitative data, allowing for a rich understanding of the participants' perspectives and experiences. On the other hand, descriptive statistics provided quantitative summaries in frequency and percentages, while ordinal regression analyzed relationships between the research variables.

5.3    Summary of the Major Findings
5.3.1    School Quality Assurance Officers’ Practices
The first research question examined the activities implemented by SQAOs to improve learning achievements in public primary schools. The findings revealed that SQAOs engaged in various practices that involved observing the classroom activities (teachers' and pupils' activities). Teachers' activities included schemes of work, lesson notes, lesson plans, preparation of teaching and learning materials and aids and teaching presentations. Then, they assessed pupils' work, including writing, reading, counting, doing quizzes, assignments and exams. They further evaluated school resources, provided pedagogical guidance and support, and assisted headteachers in administrative activities.
However, some teachers expressed discomfort with certain aspects of SQAOs' practices. Specifically, they reported that some SQAOs were burdensome and did not provide constructive support for improving learning achievements through supporting teaching practices but instead demoralized teachers with harsh comments. Moreover, some SQAOs focused excessively on assessing schemes of work and lesson plans as the basis for judging school performance without giving sufficient attention to how teachers best teach and how pupils learn.
The questionnaire responses show that approximately 18 (40.0%) class teachers, 130 (96.3%) pupils and 3 (25.0%) DSQAOs reported that some SQAOs ignored checking learning activities. Additionally, 26 (57.8%) class teachers, 103 (76.3%) pupils and 5 (41.0%) DSQAOs said some SQAOs had no time to discuss with pupils about school life. This neglect in engaging with pupils and checking learning activities during the assessment process was viewed as undermining the assessment's value and was contrary to the requirements set by MoEST in 2017. It was also seen as a missed opportunity to understand their learning needs and challenges, contributing to poor learning achievements.
However, most respondents acknowledged the positive relationship between SQAOs' practices, such as observing teaching activities, advising teachers, assessing pupils' work, supporting administrative activities, assessing pupils' work and evaluating resources and facilities, and learning achievements. They commented and agreed that these practices could positively influence learning achievements if SQAOs took their job seriously.

5.3.2    School Quality Assurance Criteria
The study examined how SQA criteria contributed to improving learning achievements as the second research question. The study found several SQA criteria used during the school assessment. These include learning achievement, quality of teaching, curriculum, leadership and management, school environment, and community engagement.
The study revealed a significant knowledge gap among respondents regarding the use and awareness of SQA criteria. While some headteachers, DSQAOs, and DEOs had acknowledged that SQAOs adequately used SQA criteria, some DSQAOs had reported inadequate utilization of these guidelines, as they were not well trained on them. Furthermore, most academic teachers were unaware of SQA criteria and how they operated. These teachers had maintained that limited access to SQA handbooks and inadequate communication of SQA criteria to teachers had led to unawareness. This lack of familiarity might have hindered teachers from valuing or accepting SQA issues, potentially impacting teaching and learning achievements in public primary schools.
Regarding the importance, feasibility and flexibility of SQA criteria, headteachers, DSQAOs, and DEOs appreciated SQA criteria as effective in promoting uniformity, transparency, accessing reliable information, and reducing subjectivity and bias in school assessments. However, some academic teachers and headteachers expressed dissatisfaction stating that the guidelines were rigid and narrowly focused, lacking consideration for unique school challenges. They suggested the need for flexibility in applying SQA criteria for adaptability.

5.3.3    School Quality Assurance Officers’ Strategies
The third research question examined the strategies employed by SQAOs to enhance learning achievements. The study identified several strategies that have the potential to improve learning achievements in public primary schools when effectively implemented. These strategies include regular school visits, immediate feedback, follow-up visits, the use of friendly language, continuous professional support, and teachers’ involvement in SQA practices.
Effective implementation of SQAOs' strategies, according to the respondents' views, led to improved commitment among teachers and pupils, enabled schools to take necessary measures for education improvement, facilitated the implementation of SQAOs' recommendations, created a supportive learning environment, held teachers accountable for quality teaching and learning activities, enhanced pedagogical skills, and ultimately improved learning achievements. Results from ordinal regression analysis confirmed a significant and positive relationship between the implementation of these strategies and learning achievements (Table 4.7). These findings suggest that the execution of SQAOs' strategies is crucial for achieving positive learning achievements in public primary schools.
5.3.4    Enriching School Quality Assurance Officers’ Practices
The fourth research question focused on ways to enhance the practices of SQAOs. The study revealed that several factors, such as irregular school visits, shortage of SQAOs, inadequate implementation of their recommendations, inadequate cooperation from schools, and insufficient subject expertise and confidence among SQAOs, hindered the effectiveness of SQA practices. However, the respondents provided several suggestions to improve these practices. These included ensuring adequate funding, recruiting qualified and sufficient numbers of SQAOs, actively involving teachers in SQA activities, fostering positive relationships between teachers and SQAOs, and providing career development opportunities for SQAOs. These findings indicated that by addressing these challenges and implementing the recommended measures, there was the potential to enhance the quality of SQA practices. Likewise, results through ordinal regression analysis indicated a significant and positive correlation between the proposed measures and learning achievements.
5.4    Conclusions

The study drew four conclusions based on the findings presented according to research themes/objectives.
Firstly, the results revealed that SQAOs were responsible for various activities, such as observing classroom activities, providing pedagogical guidance to teachers, and supporting administrative tasks to enhance learning achievements. However, there were instances where some SQAOs neglected certain activities because they are perceived as being unimportant, and others poorly executed, which contributed to poor learning achievements. Effective implementation of SQAOs' practices could positively influence pupils' learning achievements, while negligence or poor execution may have impeded the quality of learning achievements.
Secondly, understanding, utilizing, feasibility and flexibility of SQA criteria were essential for learning achievements because they could result in accurate judgments by SQAOs, effective implementation of SQAOs' advice, and increased value and acceptance of SQA criteria by teachers. Findings implied that lack of awareness and familiarity might have prevented teachers from valuing or accepting SQA issues, potentially influencing learning achievements in public primary schools.
Thirdly, the effective implementation of SQA strategies, including activities such as regular school visits, timely provision of SQA reports, follow-up on recommendations, continuous professional support for headteachers and teachers, and the active involvement of school teachers in SQA matters, was found to have a significant and positive impact on learning achievements. These strategies proved instrumental in nurturing a sense of commitment among teachers and pupils, improving teachers' pedagogical skills, and cultivating a positive attitude towards SQA practices. Conversely, the insufficient implementation of these strategies by SQAOs resulted in inadequate support for teachers and pupils, leading to ineffective improvements in teaching and learning achievements within schools.
Fourthly, based on the findings, the study concluded that the success of SQA practices hinged on the presence or sufficiency of several factors. These included adequate funding for SQA practices, an appropriate number of SQAOs, the effective implementation of SQA recommendations, active participation of teachers in SQA practices, positive relationships between teachers and SQAOs, and career development opportunities for SQAOs. Conversely, the absence or inadequacy of these factors impeded the effectiveness of SQA practices in enhancing learning achievements.
5.5    Implications of the Study Findings
Based on the findings of the research, the study puts forth various implications:

The study findings indicate uncertainty in the practices of SQAOs with poorly executed tasks. This implies a need for SQAOs to intensify their efforts, focusing on crucial tasks that facilitate learning achievements in schools, particularly in observing and assessing classroom activities during visits.

Results have shown that SQAOs failed to effectively apply SQA criteria during the school assessment as they were not conversant with them, and most teachers were not familiar with SQA criteria. Also, the SQA criteria did not apply to the unique context of each school. The implication is that lack of awareness and familiarity with SQA criteria might have affected quality assessment by SQAOs and prevented teachers from valuing and accepting SQA issues, potentially impacting teaching delivery and learning achievements in public primary schools. So far, the tailored programs, workshops, seminars and handbooks on SQA criteria were inadequate to equip SQAOs and teachers with the necessary skills and knowledge for effectively executing SQA criteria in school assessments and teaching. Educational policymakers are likely needed to ensure that SQA criteria apply to various aspects of school life.

The study uncovered infrequent school visits, rare follow-ups, and delayed written feedback. The implication is that the quality of education in the affected schools might suffer, as teachers and pupils may become lax in academic matters if there are no regular checks of their work; this quest for frequent visits to the schools.

The study revealed inadequate implementation of SQAOs' recommendations, insufficient funds, and poor transport facilities like roads and long distances had multiple implications. These issues not only discourage supervisors in the execution of their duties but also compromise the thoroughness of assessments, leading to a heavy workload for SQAOs, some schools remain unvisited, lack of guidance for teachers and pupils, and insufficient professional development opportunities for both teachers and SQAOS. On the other hand, respondents accepted that adequate funding for SQA practices, an adequate number of SQAOs, the effective implementation of SQA recommendations, active participation of teachers in SQA practices and career development opportunities for SQAOs were essential aspects of improving SQA practices.
5.6    Recommendations of the Study
The study's results, discussions, and conclusions have led to the following recommendations.
5.6.1    Recommendations for Action
The SQAOs should focus on classroom observations over other administrative tasks during school visits. By doing so, they would have been able to focus on this crucial aspect of their job, allocating more time and attention to thoroughly assessing the quality of teaching and learning and giving valuable support. Also, the SQA department should have established collaborative partnerships with schools to actively monitor and appraise the quality of SQAOs' practices within the SQA framework for quality learning achievements.
The government and the SQA department should establish tailored training programs on SQA criteria to equip SQAOs, headteachers and teachers with the necessary skills and knowledge for effectively executing SQA criteria in the school assessments and teaching, ultimately leading to enhanced learning achievements.
The SQAOs should conduct regular SQA visits, make follow-up visits on their previous recommendations and provide timely written and verbal feedback. The feedback should include specific comments that highlight the strengths and areas for improvement observed during the visits. This feedback should be shared with relevant authorities, such as headteachers, teachers, school boards, and MoEST, to facilitate the effective implementation of the recommendations for improving learning achievements.
The government of Tanzania should increase investment in SQA practices by allocating adequate resources such as funds, qualified SQAOs, and improved transport facilities for school visits to ensure the effective implementation of SQA practices. Likewise, SQAOs should practically handle their responsibilities closely to teachers who were the first implementers and beneficiaries of SQA practices, thus improving the quality of their exercise.
5.6.2    Recommendations for Further Studies

After providing suggestions for improving SQA practices in enhancing learning achievements in public primary schools in Tanzania, the study proposes the following recommendations for future studies.
The current study involved only 15 public primary schools with poor performance in only two districts, Karatu and Longido, Arusha region. Consequently, it could not obtain findings from other areas. Therefore, similar future research could be conducted on a larger scale, involving both public and private, rural and town primary schools across the country to capture a more diverse representation of the education system.

This study focused on the perceptions of headteachers, academic teachers, class teachers, standards V, VI, and VII pupils, DSQAOs and DEOs. It would be valuable to conduct another similar study involving all teachers, pupils, parents, government officials and SQAOs at the regional level to get comprehensive information on the influence of SQA practices in enhancing learning achievements.
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APPENDICES

Appendix 1: Interview Guide for Headteachers

Dear participant;
I appreciate your cooperation in my study. I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. My research interest is to investigate the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. I kindly ask for your participation as a respondent in my research by taking the time to answer the following questions. Please be assured that the information you provide will remain confidential.

A. DEMOGRAPHIC INFORMATION
1. Name of the school:--------------------------------------------
2. Sex: (1) Female (2) Male [Circle the appropriate answer]
3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circle the appropriate answer]
4. Length of teaching experience:-----------------------
5. How long have you worked as a headteacher in this school?------------years.
B. SCHOOL QUALITY ASSURANCE PRACTICES FOR ENHANCING LEARNING ACHIEVEMENTS IN PUBLIC PRIMARY SCHOOLS IN ARUSHA REGION, TANZANIA
School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
1. Could you please help me explain what you understand by school quality assurance practices?
2. Could you mention the types of school quality assurance frequently carried out by school quality assurance officers? When was the last school quality assurance carried out in your school?
3. How often do school quality assurance officers visit your school for quality assurance practices? Once in a year ( ), once in 2 years ( ), once in 3 years ( ), once in 4 years ( ), others (please specify----).
4. (a) What do school quality assurance officers look at when they visit your school? Please mention.
(b) What issues do school quality assurance officers emphasize during school quality assurance practices? Please, explain.
5. (a) When school quality assurance officers conduct classroom observation, how do they assess teachers’ and pupils’activities? 
(b) Are you happy about being assessed by quality assurance officers? If yes or no, explain.

6. (a) How many pupils are in your school?
(b) How many teachers are in your school? Are they adequate?
School Quality Assurance Criteria for Enhancing Learning Achievements

1. Do you have a school quality assurance handbook? If yes, are you aware of the quality assurance criteria used for the school assessment? If yes, please, mention them. If not, why?
2. Do school quality assurance officers use quality assurance criteria during the school assessments? If yes or no, why.
3. Are the school quality assurance criteria applicable to the unique context of each school? Whether yes or no, please, explain.
4. Some studies indicate that school quality assurance criteria are not openly shared with teachers because they are confidential. Do you agree? Whether yes or no, please, explain.
5. As a headteacher, are you comfortable with the judgments made by school quality assurance officers regarding schools' services, resources and performance? Whether yes or no, please, explain.
6. How are school quality assurance criteria made clear to teachers?
School Quality Assurance Officers’ Strategies for Enhancing Learning Achievements

1. What strategies can school quality assurance officers use to enhance learning achievements in public primary schools?
2. Do school quality assurance officers give you feedback after the school visit? If yes, what kind of feedback do they provide to you? Are you comfortable with school quality assurance officers’ feedback?
3. Do school quality assurance officers' feedback/reports improve pupils’ learning in your school? If yes or no, please, explain.
4. Do school quality assurance officers come back to see the implementation of their recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If not, please, give reasons.
5. (a) What kind of recommendations do school quality assurance officers provide for school improvements?
(b) Do teachers work on school quality assurance officers' recommendations? If yes, please, give examples of recommendations teachers can implement. If not, why?
6. Is there any professional support that school quality assurance officers offer to teachers? If yes, what kind of professional support do they provide? If not, why?
School Quality Assurance Officers’ Practices Enriched to Enhance Learning Achievements

1. How effective are school quality assurance officers in implementing school quality assurance practices?
2. Who are the individuals responsible for assisting school quality assurance practices?
3. If such individuals in question two exist, what are their specific supporting roles, and how do they provide their support?
4. Are you supporting school quality assurance officers? If yes, what kind of support do you provide?
5. What challenges do you think school quality assurance officers face in the whole process of school quality assurance practices?
6. What do you suggest as mechanisms to solve the existing challenges that can affect the effectiveness of the school quality assurance practices?
Thanks for your cooperation
Appendix 2: Interview Guide for Academic Teachers
Dear participant;
I appreciate your cooperation in my study. I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. My research interest is to investigate the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. I kindly ask for your participation as a respondent in my research by taking the time to answer the following questions. Please be assured that the information you provide will remain confidential.

A. DEMOGRAPHIC INFORMATION
1. Name of the school:--------------------------------
2. Sex: (1) Female (2) Male [Circle the appropriate answer]
3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circle the appropriate answer]
4. Length of teaching experience:--------------years
5. For how many years have you worked as an academic teacher in this school? [Please specify the number of years.].....
B. SCHOOL QUALITY ASSURANCE PRACTICES FOR ENHANCING LEARNING ACHIEVEMENTS IN PUBLIC PRIMARY SCHOOLS IN ARUSHA REGION, TANZANIA
School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
1. Could you please help me explain what you understand by school quality assurance practices?
2. Could you mention the types of school quality assurance frequently carried out by school quality assurance officers? When was the last school quality assurance carried out in your school?
3. How often do school quality assurance officers visit your school for quality assurance practices? Once in a year ( ), once in 2 years ( ), once in 3 years ( ), once in 4 years ( ), others (please specify ----).
4. (a) What do school quality assurance officers look at when they visit your school? Please mention.
(b) What issues do school quality assurance officers emphasize during school quality assurance practices? Please, explain.
5. (a) When school quality assurance officers conduct classroom observation, how do they assess teachers’ and pupils’activities?
(b) Are you happy about being assessed by school quality assurance officers? If yes or no,please, explain.

6. (a) How many pupils are in your school?
(b) How many teachers are in your school? Are they adequate?
School Quality Assurance Criteria for Enhancing Learning Achievements
1. Do you have a school quality assurance handbook? If yes, are you aware of the school quality assurance criteria used for the school assessment? If yes, please, mention them. If not, why?
2. Do school quality assurance officers use quality assurance criteria during the school assessments? If yes or no, why.

3. Are the school quality assurance criteria applicable to the unique context of each school? Whether yes or no, please, explain.
4. Some studies indicate that school quality assurance criteria are not openly shared with teachers because they are confidential. Do you agree? Whether yes or no, please, explain.
5. As an academic teacher, are you comfortable with the judgments made by school quality assurance officers regarding schools' services and performance? Whether yes or no, please, explain.
6. How are school quality assurance criteria made clear to teachers?
School Quality Assurance Officers’ Strategies for Enhancing Learning Achievements
1. What strategies can school quality assurance officers use to enhance learning achievements in public primary schools?
2. Do school quality assurance officers give you feedback after the class visit? If yes, what kind of feedback do they provide to you? Are you comfortable with school quality assurance officers’ feadback?
3. Do school quality assurance officers' feedback/reports improve pupils’ learning in your school? If yes or no, please, explain.
4. Do school quality assurance officers come back to see the implementation of their recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If not, please, give reasons.
5. (a) What kind of recommendations do school quality assurance officers provide for school improvements?
(b) Do teachers work on school quality assurance officers' recommendations? If yes, please, give examples of recommendations teachers can implement. If not, why?

6. Is there any professional support that school quality assurance officers offer to teachers? If yes, what kind of professional support do they provide? If not, why?
School Quality Assurance Officers’ Practices Enriched to Enhance Learning Achievements
1. How effective are school quality assurance officers in implementing school quality assurance practices?
2. Who are the individuals responsible for assisting school quality assurance practices?
3. If such individuals in question two exist, what are their specific supporting roles, and how do they provide their support?
4. Are you supporting school quality assurance officers? If yes, what kind of support do you provide?
5. What challenges do you think school quality assurance officers face in the whole process of school quality assurance practices?
6. What do you suggest as mechanisms to solve the existing challenges that can affect the effectiveness of the school quality assurance practices?
Thanks for your cooperation

Appendix 3: Interview Guide for Districts School Quality Assurance Officers

Dear participant;
I appreciate your cooperation in my study. I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. My research interest is to investigate the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. I kindly ask for your participation as a respondent in my research by taking the time to answer the following questions. Please be assured that the information you provide will remain confidential.
A. DEMOGRAPHIC INFORMATION
1. Name of the district:------------------------------

2. Sex: (1) Female (2) Male [Circle the appropriate answer]

3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circle the appropriate answer]

4. Your working experience:-----------years

5. How long have you worked as a school quality assurance officer in this district?------------years.
B. SCHOOL QUALITY ASSURANCE PRACTICES FOR ENHANCING LEARNING ACHIEVEMENTS IN PUBLIC PRIMARY SCHOOLS IN ARUSHA REGION, TANZANIA
School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
1. Could you please help me explain what you understand by school quality assurance practices?
2. Could you mention the types of school quality assurance practices that you regularly conduct? When was the last school quality assurance you carried out?
3. How often do you visit a school for quality assurance practices? Once in a year ( ), once in 2 years ( ), once in 3 years ( ), once in 4 years ( ), others (please, specify---------------).
4. (a) What do you look at during the school quality assurance practices? Please, explain.
(b) What issues do you emphasize during school quality assurance practices? Please, explain.

5. When you conduct classroom observation, how do you assess teachers’ and pupils’ activities?
6. (a) How many school quality officers are in the district? Is the current number sufficient to meet the needs? If not, why?
(b) What is the typical number of schools visited annually for quality assurance? Is it enough? If not, what reasons exist for not visiting all schools?
School Quality Assurance Criteria for Enhancing Learning Achievements
1. Do you have a school quality assurance handbook? If yes, are you aware of the school quality assurance criteria used for the school assessment? If yes, please, mention them. If not, why?
2. Do school quality assurance officers use quality assurance criteria during the school assessments? If yes or no, why.

3. Are the school quality assurance criteria applicable to the unique context of each school? Whether yes or no, please, explain.
4. Some studies indicate that quality assurance criteria are not openly shared with teachers because they are confidential. Do you agree? Whether yes or no, please, explain.
5. As a quality assurer, are you comfortable with the judgments made by school quality assurance officers regarding schools' services and performance? Whether yes or no, please, explain.
6. How are school quality assurance criteria made clear to teachers?
School Quality Assurance Officers’ Strategies for Enhancing Learning Achievements
1. What strategies can school quality assurance officers use to enhance learning achievements in public primary schools?
2. After conducting a school visit, do you provide a report or feedback on your findings? If so, who is the intended recipient?
3. Does your feedback improve learning in schools? If yes or no, please, explain.
4. Do you make follow-ups on your previous school visit recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If no, please, give reasons.
5. (a) What kind of recommendations do you provide for school improvements? 
(b) Do teachers work on your recommendations? If yes, please, give examples of recommendations teachers can implement. If not, why?

6. Is there any professional support that you offer to teachers? If yes, what kind of professional support do you provide? If not, why?
School Quality Assurance Officers’ Practices Enriched to Enhance Learning Achievements
1. (a) What procedures are involved in conducting SQA practices? Is there any mechanism for informing schools about the process?
(b) Have you ever received professional training since the first appointment? If yes, what kind of professional training did you get? Please, mention.
2. Who are the individuals responsible for assisting school quality assurance practices?

3. If such individuals in question two exist, what are their specific supporting roles, and how do they provide their support?

4. Is there any support that school teachers and headteachers offer to you? What kind of support do they provide? Are you comfortable with their support? Whether yes or no, please explain.
5. What challenges do you face in the whole process of school quality assurance practices?
6. What do you suggest as mechanisms to solve the existing challenges that can affect the effectiveness of the school quality assurance practices?
Thanks for your cooperation

Appendix 4: District Chief School Quality Assurance Officers’ Interview
Dear participant;
I appreciate your cooperation in my study. I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. My research interest is to investigate the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. I kindly ask for your participation as a respondent in my research by taking the time to answer the following questions. Please be assured that the information you provide will remain confidential.

A. DEMOGRAPHIC INFORMATION
1. Name of the district:----------------------------

2. Sex: (1), Female, (2) Male [Circle the appropriate answer]

3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circle the appropriate answer] 

4. Working experience:----------------years

5. How long have you worked as a Chief Quality Assurance officer in this district?---------years.
B. SCHOOL QUALITY ASSURANCE PRACTICES FOR ENHANCING LEARNING ACHIEVEMENTS IN PUBLIC PRIMARY SCHOOLS IN ARUSHA REGION, TANZANIA
School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
1. Could you please help me explain what you understand by school quality assurance practices?
2. Could you mention the types of school quality assurance you conduct in schools frequently? When was the last school quality assurance you carried out?
3. How often do you visit a school for quality assurance practices? Once in a year ( ), once in 2 years ( ), once in 3 years ( ), once in 4 years (  ), others (please, specify-------------).
4. (a) What do you look at during the school quality assurance practices? Please, explain.
(b) What issues do you emphasize during school quality assurance practices? Please, explain.

5. When you conduct classroom observation, how do you assess teachers’ and pupils’ activities?
6. (a) How many school quality officers are in the district? Is the current number sufficient to meet the needs? If not, why?
(b) What is the typical number of schools visited annually for quality assurance? Is it enough? If not, what reasons exist for not visiting all schools?

School Quality Assurance Criteria for Enhancing Learning Achievements
1. Do you have a school quality assurance handbook? If yes, are you aware of the school quality assurance criteria used for the school assessment? If yes, please, mention them. If not, why?
2. Do school quality assurance officers use quality assurance criteria during the school assessments? If yes or no, why.

3. Are the school quality assurance criteria applicable to the unique context of each school? Whether yes or no, please, explain.
4. Some studies indicate that quality assurance criteria are not openly shared with teachers because they are confidential. Do you agree? Whether yes or no, please, explain.
5. As a quality assurer, are you comfortable with the judgments made by school quality assurance officers regarding schools' services and performance? Whether yes or no, please, explain.
6. How are school quality assurance criteria made clear to teachers?
School Quality Assurance Officers’ Strategies for Enhancing Learning Achievements
1. What strategies can school quality assurance officers use to enhance learning achievements in public primary schools?
2. After conducting a school visit, do you provide a report or feedback on your findings? If so, who is the intended recipient?
3. Does your feedback improve learning in schools? If yes or no, please, explain.
4. Do you make follow-ups on your previous school visit recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If no, please, give reasons.
5. (a) What kind of recommendations do you provide for school improvements?
(b) Do teachers work on your recommendations? If yes, please, give examples of recommendations teachers can implement. If not, why?

6. Is there any professional support that you offer to teachers? If yes, what kind of professional support do you provide? If not, why?
School Quality Assurance Officers’ Practices Enriched to Enhance Learning Achievements
1. (a) What procedures are involved in conducting SQA practices, and is there any mechanism for informing schools about the process?
(b) Have you ever received professional training since the first appointment? If yes, what kind of professional training did you get? Please, mention.
2. Who are the individuals responsible for assisting school quality assurance practices?

3. If such individuals in question two exist, what are their specific supporting roles, and how do they provide their support?

4. Is there any support that school teachers and head teachers offer to you? What kind of support do they provide? Are you comfortable with their support? Whether yes or no, please, explain.
5. What challenges do you face in the whole process of school quality assurance practices?
6. What do you suggest as mechanisms to solve the existing challenges that can affect the effectiveness of the school quality assurance practices?
Thanks for your cooperation
Appendix 5: Interview Guide for District Education Officers

Dear participant;

I appreciate your cooperation in my study. I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. My research interest is to investigate the school quality assurance practices for enhancing learning achievements in public primary schools in Arusha region, Tanzania. I kindly ask for your participation as a respondent in my research by taking the time to answer the following questions. Please be assured that the information you provide will remain confidential.
A. DEMOGRAPHIC INFORMATION
1. Name of the district:-------------------

2. Sex: (1) Female, (2) Male [Circle the appropriate answer]

3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circle the appropriate answer]

4. Working experience:-----------years

5. How long have you worked as a District Education Officer in this district?-----------years.
B. SCHOOL QUALITY ASSURANCE PRACTICES FOR ENHANCING LEARNING ACHIEVEMENTSIN PUBLIC PRIMARY SCHOOLS IN ARUSHA REGION, TANZANIA
School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
1. Could you please help me explain what you understand by school quality assurance practices?
2. Could you mention the types of school quality assurance frequently carried out by school quality assurance officers? When was the last school quality assurance carried out?
3. How often do quality assurance officers visit a school for quality assurance practices? Once in a year ( ), once in 2 years ( ), once in 3 years ( ), once in 4 years ( ), others (please specify----).
4. (a) What do school quality assurance officers look at when they visit a school? Please, mention.
(b) What issues do school quality assurance officers emphasize during school quality assurance practices?

5.  When school quality assurance officers conduct classroom observation, how do they assess teachers’ and pupils’ activities?
6. (a) How many public primary schools are in your district?
(b) How many public primary school qualified teachers does your district have? Is the number sufficient to meet the needs? If not, what are the reasons for the insufficiency, and what are your suggested solutions?
School Quality Assurance Criteria for Enhancing Learning Achievements
1. Do you have a school quality assurance handbook? If yes, are you aware of the school quality assurance criteria used for the school assessment? If yes, please, mention them. If not, why?
2. Do school quality assurance officers use quality assurance criteria during the school assessments? If yes or no, why.

3. Are the school quality assurance criteria applicable to the unique context of each school? Whether yes or no, please, explain.
4. Some studies indicate that quality assurance criteria are not openly shared with teachers because they are confidential. Do you agree? Whether yes or no, please, explain.
5. As an educational officer, are you comfortable with the judgments made by school quality assurance officers regarding schools' services and performance? Whether yes or no, please, explain.
6. How are school quality assurance criteria made clear to teachers?
School Quality Assurance Officers’ Strategies for Enhancing Learning Achievements
1. What strategies can school quality assurance officers use to enhance learning achievements in public primary schools?
2. Do school quality assurance officers give you feedback after the school visit? If yes, what kind of feedback do they provide to you? Are you comfortable with school quality assurance officers’ feadback?
3. Do school quality assurance officers' reports improve learning in schools? If yes or no, please, explain.
4. Do school quality assurance officers make follow-ups on the previous school visit recommendations? If yes, do follow-up school visits have positive effects on learning achievements? If not, please, give reasons.
5.  (a) What kind of recommendations do school quality assurance officers provide for school improvements?
(b) Do teachers work on school quality assurance officers recommendations? If yes, please, give examples of recommendations teachers can implement. If not, why?

6. Is there any professional support that school quality assurance officers offer to teachers? If yes, what kind of professional support do they provide? If not, why?
School Quality Assurance Officers’ Practices Enriched to Enhance Learning Achievements
1. How effective are school quality assurance officers in implementing school quality assurance practices?
2. Who are the individuals responsible for assisting school quality assurance practices?
3. If such individuals in question two exist, what are their specific supporting roles, and how do they provide their support?
4. Are you supporting school quality assurance officers? If yes, what kind of support do you provide?
5. What challenges do you think school quality assurance officers face in the whole process of school quality assurance practices?
6. What do you suggest as mechanisms to solve the existing challenges that can affect the effectiveness of the school quality assurance practices?
Thanks for your cooperation

Appendix 6: Questionnaire for Pupils: Part One
Dear participant, I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. I am seeking information on school quality assurance practices for enhancing learning achievements in the Arusha region, Tanzania, specifically focusing on the school quality assurance officers' practices, school quality assurance criteria used, strategies employed and ways to enrich the school quality assurance officers' practices. I kindly request your participation in this study by responding to the following questions. Your responses will remain confidential. Please, do not write your name on this questionnaire.
1 Name of the school:----------------------------------------

1 Sex: (1) Female (2) Male [Circle one]

1 Your class (1) V, (2) VI, (3) VII [Circle one]
1 Number of pupils in your class:------------------

1 Please circlethe number that you consider to be the best answer in one of the boxes provided below to indicate your agreement or disagreement with the statements by choosing: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree and (5) Strongly Agree.
	ITEMS PART ONE
	SCALE

	School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers observe teaching activities
	1
	2
	3
	4
	5

	2) School quality assurance officers advise teachers on how to teach for effective learning
	1
	2
	3
	4
	5

	3) School quality assurance officers assess the pupils’ classroom works
	1
	2
	3
	4
	5

	4) School quality assurance officers support administrative activities
	
	
	
	
	

	5) School quality assurance officers discuss with pupils about overall school life
	1
	2
	3
	4
	5

	6) School quality assurance officers assess the availability of school facilities and resources
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) We clearly understood school quality assurance criteria
	
	
	
	
	

	2) School quality assurance officers thoroughly utilize quality assurance criteria during the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance criteria enhance transparency in the quality assurance process
	1
	2
	3
	4
	5

	4) School quality assurance criteria are feasible to the school context
	1
	2
	3
	4
	5

	5) School quality assurance officers share school quality assurance criteria with teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers provide fair judgments in all schools
	
	
	
	
	

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers visit our school regularly
	1
	2
	3
	4
	5

	2) School quality assurance officers provide feedback just after the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance officers conduct follow-up school visits
	1
	2
	3
	4
	5

	4) School quality assurance officers use polite language when giving teachers instructional advice
	1
	2
	3
	4
	5

	5) School quality assurance officers provide professional support to headteachers and teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers involve teachers in school quality assurance practices
	1
	2
	3
	4
	5

	Challenges Impede the Successful Implementation of School Quality Assurance Practices
	*
	*
	*
	*
	*

	1) There are irregular school quality assurance visits
	1
	2
	3
	4
	5

	2) There are shortages of school quality assurance officers
	1
	2
	3
	4
	5

	3) There is an inadequate implementation of school quality assurance officers' recommendations
	1
	2
	3
	4
	5

	4) There is inadequate cooperation for school quality assurance practices from schools
	1
	2
	3
	4
	5

	1) There is insufficient support for school quality assurance practices from the government
	1
	2
	3
	4
	5

	5) There is a lack of subject expertise competence among school quality assurance officers
	1
	2
	3
	4
	5


6. (a) Do you have pupils who completed standard seven without mastering reading, writing and arithmetic skills in your school? (1) Yes, (2) No (circle the appropriate).
(b) If yes, in question 6 (a) above, what do you think are the reasons? (Mention)………………………………………………………………………….......................................................................................................................................................................................................................................................................................................................................................
c) What measures do you take to address these problems? Mention)………………………………………………………………………………................................................................................................................................................................................................................................................................................................................................................
7. Please select the appropriate response to indicate the current status of learning in public primary schools: (1) Excellent (  ), (2) Very good (  ), (3) Good (  ), (4) Satisfactory (  ), (5) Unsatisfactory (  ). Please indicate your choice by ticking the corresponding box.
Thanks for your cooperation

Appendix 6: Questionnaire for Pupils: Part Two 
8. Please rate the extent to which the following aspects of school quality assurance practices contribute to learning achievements in public primary schools in Arusha region by selecting the appropriate response: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree, and (5) Strongly Agree.
	ITEMS PART TWO
	SCALE

	School Quality Assurance Officers’Practices for Enhancing LearningAchievements
	*
	*
	*
	*
	*

	1) Thoroughly observing teaching activities enhances learning achievements
	1
	2
	3
	4
	5

	2) Politely advising teachers enhances learning achievements
	1
	2
	3
	4
	5

	3) Thoroughly assessing the pupils' classroom works enhances learning achievements
	1
	2
	3
	4
	5

	4) Thoroughly supporting administrative activities enhances learning achievements
	
	
	
	
	

	5) Politely discussing with pupils about overall school life after assessment enhances learning achievements
	1
	2
	3
	4
	5

	6) A comprehensive assessment of schools' services, resources and facilities enhances learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Clearly understanding school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	2) Thoroughly utilizing school quality assurance criteria during the school assessment by the school quality assurance officers enhances learning achievements
	1
	2
	3
	4
	5

	3) Transparency in the school quality assurance process enhances learning achievement
	1
	2
	3
	4
	5

	4) Feasibility of school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	5) Sharing of school quality assurance criteria with teachers enhances learning achievements
	1
	2
	3
	4
	5

	6) Fair judgments by school quality assurance officers enhance learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Regularly visiting schools improves learning achievements
	1
	2
	3
	4
	5

	2) Provision of school quality assurance feedback immediately after the school assessment improves learning achievements
	1
	2
	3
	4
	5

	3) Follow-up school visits by school quality assurance officers improve learning achievements
	1
	2
	3
	4
	5

	4) Politely language by school quality assurance officers improves learning achievements
	1
	2
	3
	4
	5

	5) Continuous professional support for headteachers and teachers improves learning achievements
	1
	2
	3
	4
	5

	6) Involving teachers in school quality assurance issues improves learning achievements
	1
	2
	3
	4
	5

	Enriching School Quality Assurance Officers’ Practices
	*
	*
	*
	*
	*

	1) Adequate funds improves school quality assurance practices
	1
	2
	3
	4
	5

	2) Adequate school quality assurance officers improve school quality assurance practices
	1
	2
	3
	4
	5

	3) Thorough implementation of school quality assurance recommendations improves school quality assurance practices
	1
	2
	3
	4
	5

	4) The participation of teachers in school quality assurance issues improves school quality assurance practices
	1
	2
	3
	4
	5

	5) Cordial relationships between teachers and school quality assurance officers improve school quality assurance practices
	1
	2
	3
	4
	5

	6) Career development of school quality assurance officers improves school quality assurance practices
	1
	2
	3
	4
	5


Thanks for your cooperation

Appendix 7: Questionnaire for Class teachers: Part One
Dear participant, I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. I am seeking information on school quality assurance practices for enhancing learning achievements in the Arusha region, Tanzania, specifically focusing on the school quality assurance officers' practices, school quality assurance criteria used, strategies employed and ways to enrich the school quality assurance officers' practices. I kindly request your participation in this study by responding to the following questions. Your responses will remain confidential. Please, do not write your name on this questionnaire.

1. Name of the School:--------------------------------------
2. Sex: (1) Female (2) Male [Circlethe appropriate answer]
3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circlethe appropriate answer]
4. Teaching experience:--------------years
5. Please circle the number that you consider to be the best answer in one of the boxes provided below to indicate your agreement or disagreement with the statements by choosing: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree and (5) Strongly Agree.
	ITEMPART ONE
	SCALE

	School Quality Assurance Officers’Practices for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers observe teaching activities
	1
	2
	3
	4
	5

	2) School quality assurance officers advise teachers on how to teach for effective learning
	1
	2
	3
	4
	5

	3) School quality assurance officers assess the pupils’ classroom works
	1
	2
	3
	4
	5

	4) School quality assurance officers support administrative activities
	1
	2
	3
	4
	5

	5) School quality assurance officers discuss with pupils about overall school life
	1
	2
	3
	4
	5

	6) School quality assurance officers assess the availability of school facilities and resources
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) We clearly understood school quality assurance criteria
	1
	2
	3
	4
	5

	2) School quality assurance officers thoroughly utilize quality assurance criteria during the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance criteria enhance transparency in the quality assurance process
	1
	2
	3
	4
	5

	4) School quality assurance criteria are feasible to the school context
	1
	2
	3
	4
	5

	5) School quality assurance officers share school quality assurance criteria with teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers provide fair judgments in all schools
	1
	2
	3
	4
	5

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers visit our school regularly
	1
	2
	3
	4
	5

	2) School quality assurance officers provide feedback just after the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance officers conduct follow-up school visits
	1
	2
	3
	4
	5

	4) School quality assurance officers use polite language when giving teachers instructional advice
	1
	2
	3
	4
	5

	5) School quality assurance officers provide professional support to headteachers and teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers involve school teachers in school quality assurance practices
	1
	2
	3
	4
	5

	Challenges Impede the Successful Implementation of School Quality Assurance Practices
	
	
	
	
	

	2) There are irregular school quality assurance visits
	1
	2
	3
	4
	5

	3) There are shortages of school quality assurance officers
	1
	2
	3
	4
	5

	4) There is an inadequate implementation of school quality assurance officers' recommendations
	1
	2
	3
	4
	5

	5) There is inadequate cooperation for school quality assurance practices from schools
	1
	2
	3
	4
	5

	6) There is insufficient support for school quality assurance practices from the government
	1
	2
	3
	4
	5

	7) There is a lack of subject expertise competence among school quality assurance officers
	1
	2
	3
	4
	5


6. (a) Do you have pupils who completed standard seven without mastering reading, writing and arithmetic skills in your school? (1) Yes, (2) No (circle the appropriate).
(b) If yes, in question 6 (a) above, what do you think are the reasons? (Mention)…………………………………………………………………………........................................................................................................................................................................................................................................................................
c) What measures do you take to address these problems? Mention)………………………………………………………………………………..................................................................................................................................................................................................................................................................
7. Please select the appropriate response to indicate the current status of learning in public primary schools: (1) Excellent (  ), (2) Very good (  ), (3) Good (  ), (4) Satisfactory (  ), (5) Unsatisfactory (  ). Please indicate your choice by ticking the corresponding box.
Thanks for your cooperation

Appendix 7: Questionnaire for Class teachers: Part Two
8. Please rate the extent to which the following aspects of school quality assurance practices contribute to learning achievements in public primary schools in Arusha region by selecting the appropriate response: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree, and (5) Strongly Agree.
	ITEM PART TWO
	SCALE

	School Quality Assurance Officers’Practices for Enhancing LearningAchievements
	*
	*
	*
	*
	*

	1) Thoroughly observing teaching activities enhances learning achievements
	1
	2
	3
	4
	5

	2) Politely advising teachers enhances learning achievements
	1
	2
	3
	4
	5

	3) Thoroughly assessing the pupils' classroom works enhances learning achievements
	1
	2
	3
	4
	5

	4) Thoroughly supporting administrative activities enhances learning achievements
	
	
	
	
	

	5) Politely discussing with pupils about overall school life after assessment enhances learning achievements
	1
	2
	3
	4
	5

	6) A comprehensive assessment of schools' services, resources and facilities enhances learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Clearly understanding school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	2) Thoroughly utilizing school quality assurance criteria during the school assessment by the school quality assurance officers enhances learning achievements
	1
	2
	3
	4
	5

	3) Transparency in the school quality assurance process enhances learning achievements
	1
	2
	3
	4
	5

	4) Feasibility of school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	5) Sharing of school quality assurance criteria with teachers enhances learning achievements
	5) 1
	6) 2
	7) 3
	8) 4
	9) 5

	6) Fair judgments by school quality assurance officers enhance learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Regularly visiting schools improves learning achievements
	1
	2
	3
	4
	5

	2) Provision of school quality assurance feedback immediately after the school assessment improves learning achievements.
	1
	2
	3
	4
	5

	3) Follow-up school visits by school quality assurance officers improves learning achievements
	1
	2
	3
	4
	5

	4) Polite language by school quality assurance officers improves learning achievements
	1
	2
	3
	4
	5

	5) Continuous professional support for teachers improves learning achievements
	1
	2
	3
	4
	5

	6) Involving teachers in school quality assurance issues improves learning achievements
	1
	2
	3
	4
	5

	Enriching School Quality Assurance Officers’ Practices
	
	
	
	
	

	1) Adequate funds improve school quality assurance practices
	1
	2
	3
	4
	5

	2) Adequate school quality assurance officers improves school quality assurance practices
	1
	2
	3
	4
	5

	3) Thorough implementation of school quality assurance recommendations improves school quality assurance practices
	1
	2
	3
	4
	5

	4) The participation of teachers in school quality assurance issues improves school quality assurance practices
	1
	2
	3
	4
	5

	5) Cordial relationships between teachers and school quality assurance officers improve school quality assurance practices
	1
	2
	3
	4
	5

	6) Career development of quality assurance officers improves quality assurance practices
	1
	2
	3
	4
	5


Thanks for your cooperation

Appendix 8: District School Quality Assurance Officers Questionnaire: Part One
Dear participant, I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania. I am seeking information on school quality assurance practices for enhancing learning achievements in the Arusha region, Tanzania, specifically focusing on the school quality assurance officers' practices, school quality assurance criteria used, strategies employed and ways to enrich the school quality assurance officers' practices. I kindly request your participation in this study by responding to the following questions. Your responses will remain confidential. Please, do not write your name on this questionnaire.

1. Name of the District:-----------------------------------------
2. Sex: (1) Female (2) Male [Circlethe appropriate answer]
3. Educational level: (1) Certificate, (2) Diploma, (3) Degree, (4) Masters [Circlethe appropriate answer]
4. Working experience:-------------years
5. Please circle the number that you consider to be the best answer in one of the boxes provided below to indicate your agreement or disagreement with the statements by choosing: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree and (5) Strongly Agree.
	ITEM PART ONE
	SCALE

	School Quality Assurance Officers’ Practices for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers observe teaching activities
	1
	2
	3
	4
	5

	2) School quality assurance officers advise teachers on how to teach for effective learning
	1
	2
	3
	4
	5

	3) School quality assurance officers assess the pupils’ classroom works
	1
	2
	3
	4
	5

	4) School quality assurance officers support administrative activities
	1
	2
	3
	4
	5

	5) School quality assurance officers discuss with pupils about overall school life
	1
	2
	3
	4
	5

	6) School quality assurance officers assess the availability of school facilities and resources
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) We clearly understood school quality assurance criteria
	1
	2
	3
	4
	5

	2) School quality assurance officers thoroughly utilize quality assurance criteria during the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance criteria enhance transparency in the quality assurance process
	1
	2
	3
	4
	5

	4) School quality assurance criteria are feasible to the school context
	1
	2
	3
	4
	5

	5) School quality assurance officers share school quality assurance criteria with teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers provide fair judgments in all schools.
	1
	2
	3
	4
	5

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) School quality assurance officers visit schools regularly
	1
	2
	3
	4
	5

	2) School quality assurance officers provide feedback just after the school assessment
	1
	2
	3
	4
	5

	3) School quality assurance officers conduct follow-up school visits
	1
	2
	3
	4
	5

	4) School quality assurance officers use polite language when giving teachers instructional advice
	1
	2
	3
	4
	5

	5) School quality assurance officers provide professional support to headteachers and teachers
	1
	2
	3
	4
	5

	6) School quality assurance officers involve school teachers in school quality assurance practices
	1
	2
	3
	4
	5

	Challenges Impede the Successful Implementation of School Quality Assurance Practices
	
	
	
	
	

	1) There are irregular school quality assurance visits
	1
	2
	3
	4
	5

	2) There are shortages of school quality assurance officers
	1
	2
	3
	4
	5

	3) There is an inadequate implementation of school quality assurance officers' recommendations
	1
	2
	3
	4
	5

	4) There is inadequate cooperation for school quality assurance practices from schools
	1
	2
	3
	4
	5

	5) There is insufficient support for school quality assurance practices from the government
	1
	2
	3
	4
	5

	6) There is a lack of subject expertise competence among school quality assurance officers
	1
	2
	3
	4
	5


6. (a) Do you have pupils who completed standard seven without mastering reading, writing and arithmetic skills in your school? (1) Yes, (2) No (circle the appropriate).
(b) If yes, in question 6 (a) above, what do you think are the reasons? (Mention)…………………………………………………………………………........................................................................................................................................................................................................................................................................
(c) What measures do you take to address these problems? Mention)……………………………………………………………………………….................................................................................................................................................................................................................................................................
7. Please select the appropriate response to indicate the current status of learning in public primary schools: (1) Excellent (  ), (2) Very good (  ), (3) Good (  ), (4) Satisfactory (  ), (5) Unsatisfactory (  ). Please indicate your choice by ticking the corresponding box.
Thanks for your cooperation

Appendix 8: District School Quality Assurance Officers Questionnaire: Part Two

8. Please rate the extent to which the following aspects of school quality assurance practices contribute to learning achievements in public primary schools in Arusha region by selecting the appropriate response: (1) Strongly Disagree, (2) Disagree, (3) Neutral, (4) Agree, and (5) Strongly Agree.
	ITEM PART TWO
	SCALE

	School Quality Assurance Officers’Practices for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Thoroughly observing teaching activities enhances learning achievement.
	1
	2
	3
	4
	5

	2) Politely advising teachers enhances learning achievements
	1
	2
	3
	4
	5

	3) Thoroughly assessing the pupils’ classroom works enhances learning achievements
	1
	2
	3
	4
	5

	4) Thoroughly supporting administrative activities enhances learning achievements
	
	
	
	
	

	5) Politely discussing with pupils about overall school life after assessment enhances learning achievements
	1
	2
	3
	4
	5

	6) A comprehensive assessment of schools' services, resources and facilities enhances learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Criteria for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Clearly understanding school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	2) Thoroughly utilizing school quality assurance criteria during the school assessment by the school quality assurance officers enhances learning achievements.
	1
	2
	3
	4
	5

	3) Transparency in the school quality assurance process enhances learning achievements.
	1
	2
	3
	4
	5

	4) Feasibility of school quality assurance criteria enhances learning achievements
	1
	2
	3
	4
	5

	5) Sharing of quality assurance criteria with teachers enhances learning achievements
	10) 1
	11) 2
	12) 3
	13) 4
	14) 5

	6) Fair judgments by school quality assurance officers enhance learning achievements
	1
	2
	3
	4
	5

	School Quality Assurance Officers' Strategies for Enhancing Learning Achievements
	*
	*
	*
	*
	*

	1) Regularly visiting schools enhances learning achievements
	1
	2
	3
	4
	5

	2) Provision of school quality assurance feedback immediately after the school assessment improves learning achievements
	1
	2
	3
	4
	5

	3) Follow-up school visits by school quality assurance officers improve learning achievements
	1
	2
	3
	4
	5

	4) Polite language by school quality assurance officers enhances learning achievements
	1
	2
	3
	4
	5

	5) Continuous professional support for teachers improves learning achievements
	1
	2
	3
	4
	5

	6) Involving school teachers in school quality assurance issues improves learning achievements
	1
	2
	3
	4
	5

	Enriching School Quality Assurance Officers’ Practices
	*
	*
	*
	*
	*

	1) Adequate funds improve school quality assurance practices.
	1
	2
	3
	4
	5

	2) Adequate school quality assurance officers improve school quality assurance practices.
	1
	2
	3
	4
	5

	3) Thorough implementation of school quality assurance recommendations improves school quality assurance practices
	1
	2
	3
	4
	5

	4) The participation of teachers in school quality assurance issues improves school quality assurance practices
	1
	2
	3
	4
	5

	5) Cordial relationships between teachers and school quality assurance officers improve school quality assurance practices
	1
	2
	3
	4
	5

	6) Career development of school quality assurance officers improves school quality assurance practices
	1
	2
	3
	4
	5


Thanks for your cooperation

Appendix 9: Information Sheet for Participants

Research Topic: School Quality Assurance Practices for Enhancing Learning Achievements in Public Primary Schools in Arusha Region, Tanzania
Dear Participants;

I am Rosemary Makiya, a PhD candidate at the Open University of Tanzania, conducting research titled "School Quality Assurance Practices for Enhancing Learning Achievements in Public Primary Schools in Arusha region, Tanzania". The study is supervised by Dr Cosmas Mnyanyi and Dr Colletha Ngirwa and has received ethical approval from the Open University of Tanzania.

Research Invitation

This study investigates school quality assurance practices for enhancing learning achievements in public primary schools in the Arusha region. You were selected for participation because your views and experiences are valuable to the study. Your participation is voluntary, and you are encouraged to read the following information carefully before deciding whether or not to participate.
The Purpose of the Research

This study investigates school quality assurance practices for enhancing learning achievements in public primary schools. Your participation in this study is crucial as it will provide valuable knowledge on the activities of school quality assurance officers, criteria used for school assessments, and the strategies employed to support learning improvements. The study's findings will also offer valuable insights to educational stakeholders, including school quality assurance officers, headteachers, teachers, and curriculum planners, on the most effective practices to enhance learning achievements in public primary schools.

Requirements of the Participants

As a participant in this study, you will be asked to share your experiences and views on the contribution of school quality assurance practices to learning achievements in public primary schools through a 40 to 60-minute interview, and your consent will be sought for note-taking and voice recording, facilitating accurate transcription of the discussion.
Rights of the Participants

You have the option to participate in this study, and it is entirely voluntary. If you choose to take part, you can decide not to answer any of the questions, and you have the right to withdraw at any time if you prefer. You can also seek clarification on any aspect of the interview guide. For instance, you have the freedom to ask for the destruction of any information you provide at any point during the study.

Benefits and Risks

This study has the potential to enhance our understanding of the significance of school quality assurance practices in providing support to improve learning achievements in public primary schools. As this research has obtained permission from relevant authorities to access the research site, it is considered a minimal-risk study. I will also obtain your informed consent and handle your information with the utmost confidentiality.

Confidentiality and Anonymity

All information that you will give will be confidential. In case the results of this investigation are published in international journals or discussed at a conference, you will remain anonymous. Your information will be destroyed once it is no longer needed.

Thank you for reading this and accept to take part in this study.

Appendix 10: Consent Form for Participants
Please read the consent form, and if you agree to participate in this study, please sign it.
Research topic: School Quality Assurance Practices for Enhancing Learning Achievements in Public Primary Schools in Arusha region, Tanzania
Researcher: Rosemary Makiya

· I confirm that I have read and understood the participant information sheet, which outlines the purpose of this study, and I willingly consent to participate in it.
· I understand that I have the right to withdraw my participation from the research at any stage.
· I understand that my identity and results will be kept confidential even if the information gained during the study is published.
· I understand that as part of the research procedures, I will participate in an interview, and the researcher will record the interview.
· I understand that my privacy will be respected, and the researcher will store the data in a password-protected hard drive.
· I understand that I may contact the researcher or the supervisor if I require further information about the research and that I may contact the Research Ethical Coordinator of the Open University of Tanzania if I wish to make any complaint relating to my involvement in this study.
I have read and understood all written information given to me about the research, and I agree to participate in this research.

Signed ………………………………………………… (Research participant)

Print name …………….………………………………

Position………….……………………………………… Date……………….………
Contact Details
	Researcher:

Rosemary Makiya

Email: rosemary.makiya@out.ac.tz
Moble: 0767 539899
	Supervisors:

1. Dr. Cosmas Mnyanyi

Email: cosmass.mnyanyi@out.ac.tz
Mobile: 0764 736 330

2. Dr. Coletha Ngirwa

Email: coletha.ngirwa@out.ac.tz
Mobile: 0764 954 933


Thank you for considering and agreeing to participate in this study. Your willingness to take part is greatly appreciated.
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To: Head Teacher

- Endagesh Primary School

- Endabash Primary School
Basodawish Primary School
Shangit Primary School

- Hayedesh Primary School

- Midabin Primary School

- Aslin Primary School

- Chemchemi Primary School
Kibaoni Primary School
Changarawe Primary School

RE: RESEARCH PLACEMENT

Ms. Makiya, Rosemary is a student at The Open University of Tanzania University Dar es Salaam
pursuing Doctor of Philosophy (PhD).

She is now conducting a research entitled “ School Quality Assurance Practices for Enhancing
Learning in Public Primary Schools in Arusha, Tanzania". A case study of Karatu District, She will
collect data at your area from 3 February, 2020 to 21* March, 2020.

Please render her and necessary assistance in fulfilling her research Project.

Yours sincerely, &‘%L 8 A
@ &) N

. Sudi S
For District Executive Director_ wid "q\X
KARATU oot
\\*( \&* }\,\‘\\‘\J PQP
Copy: b ®
MS: Rosemary Makiya
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