


Principals Instructional Leadership and Curriculum Supervision through Team Building: Insights from Secondary School in Garissa Sub-County, Kenya

[bookmark: _GoBack]ABSTRACT
The role of instructional leadership in curriculum supervision is a topic of global significance, recognized for its impact on the quality of education. Accordingly, this study investigated the intricate relationship between principals' instructional leadership and curriculum supervision through team building in secondary schools within Garissa Sub-County, Kenya.  The study adopted a survey research design, employing both quantitative and qualitative approaches to garner comprehension of the phenomenon. Drawing on a positivism paradigm, the study targeted the 11 public secondary schools in Garissa Sub-County. The unit of observation was the 11 Secondary School Principals, 11 Secondary School Deputy Principals, 11 Curriculum Coordinators and 294 teachers, translating to 327 trainers. The study, using purposive sampling obtained a sample size of 121. The research collected data through administration of questionnaires and interviews. The questionnaire was tested for validity using expert opinion and reliability was evaluated based on Cronbach’s alpha coefficient at 0.7 threshold. Data was analysed to yield descriptive statistics inferential statistics were obtained from correlation analysis. The study found out that team building in instructional leadership has a significant effect on curriculum supervision (r= 0.625; p<0.01). The study recommends that principals need to improve team building through instructional leadership, encourage collaborative lesson planning sessions, and group projects that align directly with curriculum goals. Ultimately, this research will inform educational policy and practice, fostering improved instructional leadership strategies tailored to the unique context of Garissa Sub-County secondary schools.
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INTRODUCTION
BACKGROUND OF THE STUDY
[bookmark: _j9hgnn784bcc]The role of instructional leadership in curriculum supervision is a topic of global significance, recognized for its impact on the quality of education. Globally, scholars have extensively explored the evolving nature of school leadership, emphasizing its crucial role in shaping educational outcomes (Bush, 2021). Issues such as curriculum development, teacher effectiveness, and student achievement have been central to discussions on instructional leadership worldwide (Leithwood et al., 2019). As education systems evolve globally, the focus on effective instructional leadership becomes increasingly vital.
In the African context, educational systems have faced diverse challenges stemming from historical legacies, socio-economic factors, and cultural dynamics. The post-colonial era witnessed efforts to redefine educational structures, with an emphasis on curriculum development and supervision (Kamunge et al., 2021). In recent years, African nations have grappled with issues of quality education, necessitating a closer examination of the role of principals in curriculum supervision (Akoojee & Nkomo, 2021). The African experience provides a unique lens through which to analyze the complexities of instructional leadership within the broader socio-cultural and historical context.
Within the Kenyan educational landscape, the government has been committed to enhancing the quality of education, as reflected in policy frameworks such as the Competency-Based Curriculum (CBC) (Republic of Kenya, 2021). However, the translation of policies into effective curriculum supervision practices requires a thorough examination of the role played by school principals. Kenya, as a nation, is at a pivotal juncture in its education system, making it imperative to investigate the historical and sociological factors influencing the instructional leadership provided by principals in curriculum supervision.
Garissa sub-county, situated in the northeastern region of Kenya, is characterized by unique socio-cultural dynamics. The population has historically faced challenges related to access to quality education, often influenced by factors such as nomadic lifestyles and regional economic disparities (Omar et al., 2024). Understanding the historical and cultural roots of the challenges in curriculum supervision is essential for designing interventions that align with the local context. The historical context of education in Garissa sub-county reflects a legacy of challenges, including insufficient infrastructure, limited resources, and disparities in educational opportunities. Sociologically, the region's nomadic traditions have influenced school attendance patterns, posing a challenge for consistent curriculum implementation (Omar et al., 2024). Culturally, the educational landscape is shaped by the values and practices of the local communities, necessitating an exploration of how team building intersect with instructional leadership in curriculum supervision.
STATEMENT OF THE PROBLEM
Effective curriculum supervision plays a crucial role in ensuring quality education by supporting teachers' professional development and improving classroom instruction (Bush, 2021). However, in Kenya, despite government initiatives to improve education quality, challenges in curriculum supervision persist (KNEC, 2021).. Curriculum supervision hurdle hinders effective implementation of Competency-Based Curriculum (CBC) in Kenya The challenges of curriculum supervision are particularly acute in Garissa Sub County. This region faces unique contextual complexities, including cultural sensitivities, limited resources, a high teacher turnover rate, and infrastructure challenges (GOG, 2021). 
Past studies offer that instructional supervisory practices could be the main hindrances to curriculum supervision. Nzabonimpa (2011) carried out a study on influence of secondary school head teachers’ general and instructional supervisory practices on teacher work performance and indicated that limited instructional and general supervision was commonplace in secondary schools in Uganda inhibiting curriculum delivery. Muriithi (2014) carried out a study to investigate the influence of head teachers’ instructional supervision strategies on curriculum implementation in public schools in Imenti South district. The findings were that internal instructional supervision helped teachers to improve in assessment and evaluation. Akyeampong(2021) study cincluded that inadequate training for school leaders and curriculum supervisors contributed to ineffective implementation and monitoring of curriculum reforms (Akyeampong, 2021). This, in turn, negatively affects student performance and exacerbates inequalities in educational access and outcomes (UNESCO-IICBA, 2021).
These factors further exacerbate the challenges of effective curriculum supervision and contribute to disparities in student learning outcomes compared to other regions in Kenya. research suggests that curriculum supervision practices are often inadequate, leading to inconsistencies in curriculum implementation and hindering student learning outcomes (UNESCO, 2021). The previous studies have highlighted contextual and conceptual gaps. This study sought to fill these gaps by focusing specifically on team building in instructional leadership and influence on curriculum supervision in the context of Garissa Sub-County. 
RESEARCH OBJECTIVE
[bookmark: _Hlk207278055]The objective of the study was to establish the extent to which principals’ team building in instructional leadership relate to curriculum supervision in secondary schools in Garissa Sub-County.
RESEARCH HYPOTHESIS
H0: There is no significant relationship between principals’ team building and curriculum supervision in secondary schools in Garissa Sub-County
THEORETICAL REVIEW
The theoretical framework of this study was Transformational Leadership Theory. Transformational Leadership Theory, as proposed by Bass and Riggio (2006), is particularly relevant to understanding the role of principals in curriculum supervision. This theory emphasizes the leader's ability to inspire and motivate followers by fostering a shared vision, promoting intellectual stimulation, providing individualized consideration, and exhibiting idealized influence. In the context of this study, the Transformational Leadership Theory provides a lens through which to analyze how principals' team building in instructional leadership practices contribute to the transformation of educational processes, positively impacting curriculum supervision..
[bookmark: _fbbwjbjcumoy] EMPIRICAL LITERATURE
[bookmark: _g140m2svojj2]Team Building and Curriculum Supervision
Effective curriculum supervision in secondary schools is contingent upon collaborative efforts, and the role of principals in fostering cohesive teaching teams is central to this dynamic. The literature underscores the intricate relationship between team building by principals and the successful implementation of curriculum supervision practices. Globally, scholars emphasize the pivotal role of effective teamwork in educational leadership. Hargreaves and Fullan (2012) contend that collaborative efforts among educators are essential for meaningful curriculum development and supervision. Within this framework, the leadership of principals in team building becomes crucial. Principals who prioritize team building contribute to the development of a positive and collaborative school culture, fostering an environment conducive to effective curriculum supervision (Leithwood et al., 2019).
In Africa, the relationship between team building and curriculum supervision is influenced by diverse cultural and contextual factors. Akoojee and Nkomo (2021) highlight the importance of educational leaders understanding and incorporating local values into team building efforts. In this continent, where community dynamics are integral to educational practices, principals play a significant role in building teams that align with local aspirations and contribute to effective curriculum supervision. Principals who engage in team building activities that embrace cultural diversity create an environment conducive to effective curriculum supervision.
In the Kenyan educational landscape, recent reforms such as the Competency-Based Curriculum (CBC) have heightened the importance of collaborative approaches to curriculum supervision. Kamunge et al. (2021) emphasize that principals, through team building, can enhance the capacity of teaching teams to navigate the complexities of the CBC. A well-built team is better positioned to align curriculum goals with the changing educational landscape and address the diverse needs of students. In relation to this, in Garissa sub-county, the literature suggests that team building is particularly critical. (Omar et al., 2024) research work highlights the unique sociocultural challenges in Garissa, emphasizing the need for principals to build teams that are adaptive and sensitive to local contexts. In such settings, effective team building becomes a prerequisite for successful curriculum supervision, considering factors such as nomadic traditions and linguistic diversity.
RESEARCH METHODOLOGY
This study adopted a survey research design as it employed mixed research methodology (Bryman, 2018). Mixed research combines elements of both qualitative and quantitative research methodologies. It aims to leverage the strengths of each approach to provide a more comprehensive understanding of a research question than either method could achieve on its own. In combining quantitative surveys and qualitative interviews, this design allowed for a triangulation of data, enriching the study with diverse perspectives. 
The study targeted 11 public secondary schools within Garissa Township Sub-County where the unit of analysis was the 11 Secondary School Principals, 11 Secondary School Deputy Principals, 11 Curriculum Coordinators and 294 teachers. Using purposive sampling, the study chose all the 11 principals, 11 deputy principals, 11 curriculum coordinators as respondents, To ensure comprehensive representation and objectivity, the study, using simple random sampling techniques, obtained 30% of the teachers, translating to 88 respondents (Mugenda & Mugenda, 2013). Thus, the sample size was 121.
While questionnaire was used to collect quantitative data, qualitative data was obtained from the principals, using in-depth interviews
 The data analysis methods for this study involved a combination of quantitative and qualitative approaches. For quantitative data, descriptive statistics including measures of central tendency and variability were employed to summarize and present key quantitative data obtained from questionnaires. This included calculating means, standard deviations, and frequencies to describe the central features of the dataset. Inferential statistical technique was conducted by use of correlation analysis. Qualitative data analysis was done using thematic analysis. This method involves identifying recurring themes, patterns, and meanings within the qualitative data. Themes were derived both deductively, based on predetermined research objectives, and inductively, allowing for the emergence of unanticipated themes.
RESEARCH FINDINGS
This researcher distributed 88 questionnaires to the teachers out of which, 74 were filled and returned. This represents gave a response rate of 84.09% which was good. Mugenda and Mugenda (2013) guides that a response rate at least 70% is good. 
Descriptive Analysis
The descriptive statistics on the various components of team building were done and are as presented in the Table 1.
[bookmark: _40a9mncesaql]Table 1: Components of Team Building
	
	N
	Minimum
	Maximum
	Mean
	Std. Deviation

	The principal actively fosters a collaborative culture among teachers.
	74
	1.00
	4.00
	2.9865
	.89891

	Team building activities organized by the principal positively impact curriculum supervision.
	74
	1.00
	4.00
	2.8108
	.87077

	The principal encourages and values input from different members of the teaching staff.
	74
	1.00
	4.00
	2.9189
	.85619

	Team building initiatives contribute to improved teacher collaboration in curriculum matters.
	74
	1.00
	4.00
	2.7838
	.89550

	Valid N (listwise)
	74
	
	
	
	



As shown in the Table 1, the statement "The principal actively fosters a collaborative culture among teachers" recorded a mean score of 2.99 (SD = 0.89891), which was the highest among the four items. This suggests that, on average, respondents moderately agreed that principals put deliberate effort into promoting collaboration among teaching staff. The relatively high standard deviation, however, indicates some variation in perceptions among the respondents. The statement "The principal encourages and values input from different members of the teaching staff" had a mean score of 2.92 (SD = 0.85619), indicating a general agreement that principals seek and appreciate contributions from teachers. This reflects positively on the inclusivity of leadership practices and may point to an open communication culture in some schools.
The item "Team building activities organized by the principal positively impact curriculum supervision" scored a mean of 2.81 (SD = 0.87077). This implies that respondents acknowledged a moderately positive influence of team-building activities on the effectiveness of curriculum supervision, though the slightly lower mean suggests that this impact might not be consistently strong across all schools. Finally, the statement "Team building initiatives contribute to improved teacher collaboration in curriculum matters" received the lowest mean score of 2.78 (SD = 0.89550). While the score is still relatively close to the other means, it reflects slightly lower confidence among respondents regarding the direct impact of team-building initiatives on curriculum-related collaboration.
Overall, the findings indicate that team building is generally viewed positively in the context of curriculum supervision, but the responses suggest room for improvement in the consistency and effectiveness of such initiatives across schools. The relatively similar standard deviations (ranging from 0.85 to 0.90) across all items suggest a moderate spread in responses, indicating differing experiences and perceptions among participants.
[bookmark: _8t0v4ztlkrms]Correlation Analysis
The null hypothesis of this study posited that 
H0: There is no significant relationship between principals’ team building and curriculum supervision in secondary schools in Garissa Sub-County
.To test this hypothesis, Pearson’s Correlation Analysis was conducted using SPSS software at a 95% confidence level. The decision criteria for this test were that a p-value greater than 0.05 would support the acceptance of the null hypothesis, while a p-value less than 0.05 would suggest no significant relationship and lead to the rejection of the null hypothesis. The results of the Pearson’s Correlation Analysis are presented in the Table 2.
Table 2.-Pearson’s Correlation Analysis of Team Building and Curriculum Supervision
	
	
	Curriculum Supervision
	Team Building

	Curriculum Supervision
	Pearson Correlation
	1
	.625**

	
	Sig. (2-tailed)
	
	.000

	
	N
	74
	74

	Team Building
	Pearson Correlation
	.625**
	1

	
	Sig. (2-tailed)
	.000
	

	
	N
	74
	74


**. Correlation is significant at the 0.05 level (2-tailed).
The results show that the probability value (p-value was 0.000 (translated as p<0.01), implying as significant association between principals’ team building and curriculum supervision in secondary schools in Garissa Sub-County. Since the p-value (p<0.01) was less than the 0.05 threshold, the null hypothesis was rejected to mean that There is a significant relationship between principals’ team building and curriculum supervision in secondary schools in Garissa Sub-County. The Pearson’s correlation coefficient (r ) was 0.625. Since r =0.625 was greater than 0.6. then there was a strong positive association between principals’ team building and curriculum supervision in secondary schools in Garissa Sub-County. This indicates that as principals engage more in team-building activities, there is a corresponding increase in the effectiveness of curriculum supervision in schools. 
Based on these results, then principals’ team building in instructional leadership has strong significant effect on curriculum supervision in secondary schools in Garissa Sub-County. Thus, principals who foster a collaborative and team-oriented culture tend to have better success in supervising the curriculum. The results of this analysis support the view that team building is positively correlated with curriculum supervision. The significance of the correlation implies that principals’ efforts in creating a collaborative team environment contribute to better curriculum oversight and management.
Using interview guide, the principals were asked how they fostered a collaborative culture among teachers and in what ways they encouraged and valued input from different members of the teaching staff. Deputy principals and curriculum coordinators were also asked how their principals fostered a collaborative culture among teachers and in what ways they encouraged and valued input from different members of the teaching staff. In response, two principals said they hold regular departmental and staff meetings where teachers are encouraged to share ideas, teaching strategies, and challenges they face. These meetings promote teamwork and problem-solving. Another two said they encourage teachers to work in subject panels where they jointly plan lessons, prepare schemes of work, and develop teaching materials. This helps in building a sense of collective responsibility. Three principals organize professional learning communities (PLCs) and peer mentoring sessions. More experienced teachers support the less experienced ones, which enhances collaboration and mutual respect.”
From the other four principals, the responses were that 
“I promote team-teaching initiatives where two or more teachers co-plan and co-teach lessons, particularly in subjects with large enrolments or diverse learner needs” [KII1; June 2025]
“We celebrate team achievements in staff forums and during school functions to build a sense of unity and shared purpose” [KII2; June 2025], 
“I involve teachers in decision-making processes, especially in matters related to curriculum planning, resource allocation, and timetabling” [KII3; June 2025]
and that 
“We have an open-door policy that allows teachers to freely express their views and offer suggestions on how to improve teaching and learning in the school.” [KII4; June 2025]
From Deputy principals and curriculum coordinators, the most common answers on fostering a collaborative culture among teachers was through encouraging regular departmental and staff meetings where teachers can collaborate and share best practices. Principals also fostered a collaborative culture among teachers by establishing mentorship programs where experienced teachers’ mentor new or less experienced staff. In addition, principals organize team-building activities that promote trust and strengthen interpersonal relationships.  
DISCUSSION OF FINDINGS
The findings of this study put into perspective the significant contribution team-building initiatives by principals make toward curriculum supervision in secondary schools in Garissa Sub-County. Drawing from qualitative and quantitative data, as well as pertinent literature, the finding indicate that teachers are likely to perceive principals' efforts at instilling teamwork and collaboration in a positive light. The principals were fostering a culture of collaboration indicates that the majority of teachers appreciate efforts at creating a supportive, teamwork-based working environment. Similarly, the high rate of agreement that the principals appreciate and seek teachers' opinions reflects a participative and open style of leadership. However, there is some inconsistency in the implementation of such practices across schools. This would mean that collaborative leadership exists in some schools but is not felt everywhere. This fits with the view of Kamunge et al. (2021) that teamwork approaches enhance teaching capacity in schoolsif consistently applied.
Although all the teachers agreed that team-building exercises have a positive influence towards collaboration and curriculum implementation, the effect was only seen as moderate rather than strong. The lowest mean rating across the items in the questionnaire was recorded for the item of linking team-building activities to increased collaboration on curriculum matters. This just-about-falling confidence further reflects that the link between team-building exercises and collaboration on curriculum matters is not that strong or straightforward in practice. Yet, the generally positive attitudes do indicate that team building is seen to have a positive impact, but in need of more targeted focus when it comes to curriculum supervision. This echoes studies by Hargreaves and Fullan (2012), which highlight that the benefits of working together among teachers are most effective if they are directed towards improving teaching and curriculum alignment.
The analysis of correlation gives satisfactory statistical support to the qualitative tendencies discovered. It has a Pearson correlation coefficient of r = 0.625 with a p-value of 0.000 representing a strong, statistically significant positive relationship between principals' team-building practices and curriculum supervision. This means that the higher the leadership and team-building practices principals practice, the better the curriculum monitoring and management. Rejecting the null hypothesis suggests strongly that team-building activities not only help to ease collegiality but also strongly impact curriculum supervision in a positive way. These findings validate the case of Leithwood et al. (2019) that efficient instruction leadership is based on the culture of collaboration, shared goals, and joint responsibility.
The qualitative interviews with principal, deputy principals, and curriculum coordinators added context and richness to the quantitative findings. Principals described a variety of strategies for fostering collaboration, including regular staff and department meetings, subject panels, and professional learning communities (PLCs). The forums were seen as priceless forums for collaborative lesson planning, sharing of challenges, and crafting instructional reform. Some principals also emphasized team-teaching in combination classes or high-enrollment classes as a way of promoting co-teaching and collaborative planning. There was emphasized on recognizing team success in school meetings to foster harmony and morale. Interestingly, a number of principals mentioned involving teachers in decision-making regarding curriculum planning, budgeting, and timetabling, an initiative that promotes ownership and collective responsibility.  Some of the leaders also spoke of having an open-door policy, which instills trust and psychological safety among staff members, key ingredients for productive collaboration. These were echoed and reinforced by deputy principals and curriculum coordinators who indicated that such team-building practices resulted in improved interpersonal relationships and more productive collaboration in teaching curricula. These qualitative results mirror the postulations of Akoojee and Nkomo (2021), who advocate for responsive leadership practices to community and cultural dynamics. In regions like Garissa, where sociocultural factors like nomadism, language diversity, and limited resources influence education, such practices are all the more critical.
The findings of this study are particularly significant within the context of Garissa Sub-County, in which school life is shaped by singular cultural and social challenges. Omar et al. (2024) highlight that under such circumstances; principals must utilize culturally responsive leadership attuned to the demands of their constituencies. Team-building in such a case is more than just a leadership strategy, it is a mechanism for uniting staff from linguistic and cultural backgrounds within a shared concern for curriculum goals. Kamunge et al. (2021) also argue that effective team-building helps schools to cope with the challenges of Competency-Based Curriculum (CBC) by enabling collaborative planning and innovation. This comes at a time when teachers are changing into CBC implementation, which requires harmonized efforts and ongoing professional dialogue. Moreover, Hargreaves and Fullan (2012) and Leithwood et al. (2019) also demonstrate a sound theoretical support for the above results. According to them, teachers' collaboration is essential for teacher development and successful curriculum control. Principals, if they prioritize team building as their primary concern, create bases for long-term professional learning and consistent curriculum.
This study confirms that team-building initiatives by principals correlate with improved curriculum management in Garissa Sub-County secondary schools. Teachers appreciate team-based leadership approaches, and the statistical model confirms that team-building practice and curriculum management are significantly linked. While team building is impactful, it varies from school to school, implying a need for uniform and intentional deployment. The qualitative findings further demonstrate how inclusive leadership, frequent collaboration, and trust-building efforts lead to enhanced instructional practice. Such results not only find empirical support but also emphasize the centrality of culturally responsive leadership in complex and dynamic educational environments such as Garissa.
CONCLUSION
The study concludes that principals’ team building in instructional leadership has strong significant positive effect on curriculum supervision in secondary schools in Garissa Sub-County. While there was recognition of the importance of fostering a collaborative culture, the overall perception of the impact of team-building activities was moderate, with some variation in responses regarding the effectiveness of these initiatives. Principals were seen as actively fostering collaboration among teachers, but the extent to which team-building efforts translated into improved curriculum supervision varied.
The conclusions of the present study align with a range of available empirical research, validating the importance of team building in effective instructional supervision and leadership of curriculum. For instance, Kamunge et al. (2021) indicate that team-building exercises play a significant role in improving teachers' preparedness in implementing the Competency-Based Curriculum (CBC). This applies most to curriculum supervision, where group planning and shared responsibility are indispensable. Specific to the context of Garissa, Omar et al. (2024) also emphasize the need for culturally responsive leadership. Their study calls for inclusive team building within contexts with unique socio-cultural environments, such as nomadic societies and linguistic diversity. This is what is also reflected in the findings of the current study that principals in Garissa must build adaptive and inclusive teams to address such contextual challenges effectively. Similarly, Akoojee and Nkomo (2021) advocate for the internalization of indigenous values and contexts in local communities into school leadership practices. Their emphasis on grounding leadership in local contexts is evidently exemplified in qualitative data from this study, where principals were seen to foster collaborative teaching, collective decision-making, and open communication, practices that resonate with local cultural practices. Furthermore, Hargreaves and Fullan's (2012) and Leithwood et al.'s (2019) theory is a theoretical framework that explains why team leadership is important. They argue that teamwork is essential among teachers for improved delivery of curriculum and school performance as a whole. This theory is also supported by the findings of the present study, which recognize principals whose focus on team-building activities makes their contribution to the quality and coherence of curriculum supervision meaningful.
RECOMMENDATION
[bookmark: _3vctiwvkxxxw]This study recommends that principals should consider formalizing and expanding team-building activities to make them more structured and impactful. This could include regular team-building workshops, collaborative lesson planning sessions, and group projects that align directly with curriculum goals. Such activities would foster a stronger sense of unity and shared purpose among teachers, enhancing their collaboration in curriculum implementation. To strengthen the impact of team-building on curriculum supervision, principals should encourage peer collaboration and mentorship. Experienced teachers can mentor newer teachers, offering support in both instructional strategies and curriculum delivery. Principals can structure these mentorship programs to ensure that teachers collaborate regularly, share best practices, and discuss challenges in curriculum implementation.
Therefore, there is room for improvement in making these initiatives more effective. Principals should focus on strengthening collaborative efforts and ensuring that team-building activities lead to tangible improvements in curriculum implementation. This underpins the need for targeted leadership development in fostering teamwork among teachers to enhance overall school performance and curriculum delivery.
.
REFFERENCES
Akoojee, S., &Nkomo, M. (2021).Educational leadership and policy implementation in sub-Saharan Africa: Berlin: Springer.
Akyeampong, K. (2021). The state of education in Africa 2021: Missing voices.Global Education Monitoring Report.https://www.unesco.org/en/countries/ng
Bass, B. M., &Riggio, R. E. (2006).Transformational Leadership (2nd ed.).New York. Psychology Press.
Bryman, A. (2018). Mixed methods research: A review of recent developments. European Journal of Marketing, 52(9), 1477-1510.
Bush, T. (2021). Educational leadership and management: Theory, policy, and practice: California, USA Sage.
GOG (2021). Garissa County Education Sector Strategic Plan 2021-2025.Garissa County Government.https://garissa.go.ke/
Hargreaves, A. Fullan, M. (2012). Professional capital: Transforming teaching in every school. New York, U.S.; Teachers College Press
Kamunge, J., Gacathi, N., & Wanjohi, B. (2021).Educational Management and Leadership in Kenya.London:Routledge.
KNEC (2021).Competency-Based Curriculum (CBC) Implementation Guide.Kenya National Examinations Council.https://www.knec.ac.ke/
Leithwood, K., Harris, A., & Hopkins, D. (2019).Seven strong claims about successful school leadership revisited. School Leadership and Management, 40(4),1-18.
Mugenda, A. G., & Mugenda, A. (2013). Qualitative research methods. Applied Research and Training Services. Nairobi:Acts Press.
Muriithi,M.(2014).Influence of headteachers instructional supervision strategies on curriculum implementation in public primary schoolsinImenti South District. KenyaInformationPreservationSociety.
Nzabonimpa, B. J. (2011).Influence of head teachers‘ general and instructional supervisory practices on teachers‘ work performance in secondary schools in Entebbe Municipality, Wakiso District, Uganda. (Unpublished Masters Thesis). Bugema University.
Omar, A. Y. ., Gichohi, P. M. ., & Juma, I. . (2024). Information Needs of the Nomadic Communities in Improving their Livelihood in Garissa County. Journal of Information and Technology, 4(2), 33–43.
Republic of Kenya.(2021). Competency-Based Curriculum (CBC) Policy Framework.Ministry of Education.
UNESCO (2021). Sustainable Development Goal 4: Ensure inclusive and equitable quality education and promote lifelong learning opportunities for all.United Nations Educational, Scientific and Cultural Organization.https://www.unesco.org/sdg4education2030/en/sdg4
UNESCO-IICBA (2021). Education in Africa: Trends, challenges, and perspectives.UNESCO International Institute for Capacity Building in Africa.https://www.iicba.unesco.org/en



1


2

