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Abstract
This study examined teachers’ perceptions of quality assurance feedback reports in public secondary schools in Morogoro Municipality, Tanzania. Currently, in the educational setting, QA feedback reports are vital tools to ensure improvements in teaching practice, lesson planning, and student outcomes. The convergent parallel mixed-methods design, which collected data from 83 teachers, 10 school heads, and 10 internal QA staff through questionnaires and semi-structured interviews, classified the study as pragmatic. The study had a total sample size of 103. Sampling techniques combined simple random sampling for teachers and purposive sampling for school heads and QA personnel.  Data analysis involved descriptive analysis of quantitative data using SPSS and thematic analysis for qualitative data. It was revealed that teachers do value QA feedback in professional development, classroom use, goal setting, and peer collaboration. Still, challenges such as inconsistent implementation of QA, limited administrative support, insufficiently disseminated reports, and insufficient resources impede the realization of full utilization of feedback. The conclusions drawn from this study are that QA feedback has considerable promise for the enhancement of the quality of teaching and learning, though its effectiveness does depend on supportive, systematic approaches, contextual relevance, and ongoing engagement of teachers. Recommendations include improving training, enabling collaborative practices, enhancing access to feedback, and ensuring administrative and resource backing.
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Introduction  
Quality assurance (QA) reports have been a major obstacle to the appraisal of teaching practices and improvement in teaching practices in this fast-evolving educational landscape (Ferdousi et al., 2022). It is believed that these reports were developed to help in the refinement of teachers’ instructional styles, to improve students’ learning, and to adjust classroom practices to national standards in education. The QA systems depend not only on the form of feedback delivered, but also on how teachers perceive, interpret, and engage with that feedback. 
Everywhere across the globe, teachers’ perceptions are perceived to be critical for determining the success of educational policy tools (EPTs), including QA feedback reports. The studies conducted in Estonia, Romania, Sweden, Switzerland, and Ukraine show that without adequate systemic support, teachers cannot fully benefit from the QA mechanisms (Janssens et al., 2022). UNESCO (2024) similarly emphasizes that reform cannot succeed unless teachers are fully involved, since they are the prime movers of change in the classroom. According to the OECD (2020), any positive perception on the part of teachers toward QA processes has had a corresponding positive effect on the quality of teaching and student outcomes; thus, trust and buy-in from teachers must accompany any worthwhile reforms in education.
Different studies from different contexts maintain that teacher attitude is a very important variable in ensuring the success of QA feedback. For example, Charalampous and Darra (2023) argued in Greece that constructive feedback enhanced the performance of students, while in Romania, Câmpean et al. (2024) found that affirmative feedback boosted students’ motivation and contributed to an enhancement of a healthy classroom climate. In contrast, the Thailand case study by Peungcharoenkun and Waluyo (2024) warned that formalized yet vague feedback impeded the enhancement of teaching, espousing that feedback should always be actionable and contextually sensitive. In Africa, teacher perception dynamics hold special importance. Despite the presence of certain QA mechanisms, their effectiveness is often hampered by challenges such as a lack of resources, disjointed inspection activities, and teacher fatigue (Toroma, 2024). Checks on teachers’ perception regarding the relevance and usefulness of QA processes, including their fairness, are then followed by discovering whether it is the recommendations from such assessments that find their implementation or their buried in silence. Teacher participation would be motivated by feedback that is perceived to be beneficial. Irrelevant feedback will be disregarded (Carter et al., 2021) in Rwanda. Testimonies about QA deemed punitive Ghanaian (Asamoah et al., 2024) undercut the model of growth in question and thus limit the transformative efficacy of the QA itself. Concomitant studies in Nigeria and Kenya also stated that ignorance, undertraining, and negative perceptions of teachers obstruct QA (Okafor et al., 2024; Mwaniki et al., 2018). 
In East Africa, some studies have given evidence concerning positive teachers’ perception of QA reports, yet challenges like scarcity of funding, in-service training, and poor flow of information have been cited (Muchanje, 2020; Kigozi, 2020). In Tanzania, research indicates both some rewarding and challenging experiences. Teachers acknowledged the QA officers’ contributions; however, they have been beset with issues of irregular school visitation, poor resource allocation to inspectors, and unfair comparison with better-resourced schools (Matete, 2021; Kissa & Wandela, 2022). Further limiting factors include quite weak internal QA mechanisms, poor communication generated by insufficient funding, and a lack of training on the use of QA reports (Kitosi, 2021; Ng’hoboko, 2024). Although valued for their ability to improve teaching practice, the efficacy of QA feedback reports is often diminished by systemic and contextual barriers (Todres & Alexander, 2024). 
Nevertheless, there exists a gap in understanding the perception and utilization of QA feedback reports by teachers in Tanzania, especially in Morogoro Municipality. Most of the existing studies looked into the QA implementation hurdles at a macro level (Peter & Mkulu, 2022; Kissa & Wandela, 2022) and remain rather distant from the subjectivist views of teachers about these programs and to what extent their conception may influence their use of QA feedback. Teachers might consider QA to be unduly critical, resource-demanding, and extravagantly irrelevant, and these very notions could greatly curtail their willingness to adopt proposed teaching practices.
Therefore, this study seeks to examine teachers’ perceptions of quality assurance feedback reports in public secondary schools in Morogoro Municipality.
Theoretical Framework
This study was anchored in the Expectancy-Value Theory (EVT). This particular theory was introduced by Atkinson (1964) and later reformed within educational psychology by Eccles (1984) and Wigfield and Eccles (2000). EVT describes the motivation as the tendency of a person to engage in a task to achieve a goal. The theory assumes that people are really motivated to pursue a goal when the task is viewed as being difficult yet attainable. 
Expectancy beliefs are those beliefs that, personally, affect the individual about his or her ability to accomplish a task, including a sense of perceived competence and self-efficacy. Value beliefs, conversely, refer to the worth the individual places on the task; that is, whether it is fun, useful, or necessary to attain some greater goal (Atkinson, 1964). Cost beliefs include all the perceived negative aspects of doing the task, including the effort put in, time spent, and opportunity costs from doing something else or the possible social costs (Wigfield & Eccles, 2000). 
In the present study, the relevance of EVT lies in its explanation of teachers’ engagements with QA feedback reports. Teachers will probably act on QA recommendations only when they perceive that they have the capacity to apply them competently (expectancy) and that the feedback is contributing toward their own teaching and learning in a meaningful and practical way (value). Conversely, should they view the exercise as time-consuming, resource-demanding, or even irrelevant (costs), their motivation to put their QA feedback to good use would be diminished. Thus, understanding teachers’ perceptions of quality assurance processes, EVT allows us to identify both the motivational drivers and barriers toward this end within public secondary schools.
Research Methodology
This section describes the research methodology used in the study. A pragmatic convergent parallel research design was adopted to merge qualitative and quantitative approaches for a comprehensive study of the phenomenon. The study respondents were teachers, school heads, and internal QA staff from ten purposively selected public secondary schools. A sample size of 103 respondents was obtained (83 teachers, 10 school heads, and 10 internal QA staff). Sampling techniques combined simple random sampling for teachers and purposive sampling for school heads and QA personnel. 
Data were collected using questionnaires and semi-structured interview methods to provide information about the numerical trends and in-depth perspectives. In the determination of the validity and reliability of the instruments, experts reviewed the instruments, pilot testing was conducted, and Cronbach’s alpha (0.896) was computed for the assessment of internal consistency. Quantitative data were analyzed with descriptive statistics in SPSS; qualitative responses were thematically analyzed to yield major patterns and insights. Ethical issues regarding informed consent, confidentiality, and voluntary participation were considered throughout the research process to protect the participants and enhance the study’s credibility.



Findings and Discussions
This section discusses how teachers in public secondary schools located in Morogoro Municipality utilize feedback quality assurance reports. The 83 teacher results show consistent patterns in the significance and use of such reports in various teaching and learning situations. The majority of teachers were in agreement with the core statements surrounding the importance of the reports. To illustrate this, the feedback has been reported by the teachers as something that helps them improve their teaching, with the mode and median response being Agree (value 2.00). In a similar manner, teachers also said that the reports affect their lesson planning with Equal mode and median values of Agree.
[bookmark: _Toc207670346]Teachers’ Use of Feedback to Develop Teaching Practices
Many teachers agreed with the statement, “I use the reports to help improve my teaching.” This discovery underscores the importance of quality assurance feedback in improving instructional quality. To teachers, such reports are viewed as helpful instruments that provide impartial feedback on their strengths and weaknesses as educators. As a result, they modify their teaching methods, adopt better pedagogies, and fix areas of weakness. This demonstrates an embedded professional reflective and growth culture for teachers to learn and change with structured feedback.
One Head of School supported this, stating, “Most of our teachers revisit the reports after inspections and try to address what was pointed out, especially areas related to teaching methodology and learner engagement.” (HOS2, Personal Communication, 12 March 2025). This demonstrates how the feedback from quality inspection inspires self-reflection and self-improvement amongst the teachers. Teachers are re-engaged with their practice by considering some of the reports in a manner that seeks to strengthen pedagogical approaches and teaching behaviours that are likely to improve student learning and classroom relations.
This observation accords with Miovský et al. (2023), who identified that structured feedback promotes self-organization among teachers and their engagement helps them grow professionally. Mganga and Lekule (2021) also similarly reported that teachers who intentionally implement the recommendations of quality assurance tended to have significant growth in lesson presentation and classroom control. Nevertheless, barriers to full use, such as uneven implementation (as reported in Mwaniki, 2017), can prevent this, with investments in support and follow-up required to ensure feedback reports lead to maximised shift in teaching practices.


[bookmark: _Toc207670347]Influence on Lesson Planning
The training feedback reports also affect how teachers prepare lessons. It was reported by the teachers that the suggested pointers in the reports became directing principles in framing their lesson plans. Such recommendations include fitting learning objectives to curricula, choosing appropriate text materials, and using student-centered teaching styles. If the feedback is internalised and used to fine-tune lesson planning, teachers can provide more coherent, challenging lessons informed by desired outcomes (Ferguson, 2011).  This routine and discipline are logical and directly lead to better student comprehension and results.
The diversity of responses reflects that of Liuye (2024), who observed that while some teachers modified their practices in response to feedback, some faced challenges to accessibility and/or pertinence. Mukhlisin et al. (2024) also emphasized that structured planning cycles, which were evident in the SPMI framework, could help when it comes to incorporating feedback with lesson design, however, as Iloh et al. (2024). Inconsistent practice in quality assurance policies at the leadership level can lead to variations in how teachers respond to feedback in planning.
[bookmark: _Toc207670348]Addressing Instructional Challenges
[bookmark: _Toc207670349]Teachers use feedback to target specific pedagogical challenges. Teachers found that feedback for quality assurance helps them to see and address issues in their classroom, such as working with heterogeneous students, timing issues, and focusing on inclusive instruction. It is a proactive measure that alleviates immediate teaching concerns and may dent the teacher’s confidence and competence in handling difficult classroom dynamics. This was affirmed by a Head of School, who added, "These reports are visited by our teachers after the visit, and we try to work on what is reflected, especially in teaching methods, and how common interest is generated in learners" (HOS7, Comm. Personal, March 24, 2025). It shows how feedback acts as a motivating force for teachers to reflect on their practices and make the needed changes. Tavares et al. (2017) emphasized that feedback creates such a constant culture of growth and sensitivity to the needs of educators and students by focusing on the highest-priority areas, like teaching methods and student engagement.
This corresponds to Kirenga et al. (2024), who indicate that the quality assurance feedback complemented with its interactive dimensions leads to direct benefits in pedagogy and higher student involvement; these constraints, as likewise included by Mzena (2020), include development patterns not followed linearly as development for student capacities and lack of funding, which possibly, will hinder universal acceptance and use of feedback; Ntege et al., 2023, further point out perhaps the greater capacity of collegial feedback in influencing teacher efficacy. Sound enabling support systems are likely closing gaps between feedback and resolution of some critical classroom situations.
Goal Setting and Professional Development
The study carried out has further gone to established whether teachers used the feedback report to show whether or not they set individual goals and professional goals. These reports would capture a weakness and maybe create a sufficient deficit in improvement goals for themselves and for their classrooms. Goal-oriented feedback use shows that assessing performance is not a passive exercise for the teacher but rather an active engagement in self-betterment and progress along their career path. This also matches the contemporary notion that education for life is long-term in professional education.
This study is further verified by Mukhlisin et al. (2024), who show that in most cases, schools, through explicit quality improvement cycles, formalize processes of setting goals derived from evaluation reports. Likewise, Assenga et al. (2024) argued that quality assurance frameworks, such as the inbuilt school quality assurance (QA) framework, instigate problem-solving and creativity as they allow for goal-oriented teaching. According to Medard and Mwila (2022), insufficient dissemination of feedback reports to all relevant stakeholders could inhibit goal congruence. That raises the importance of inclusive communication for coherent personal development.
[bookmark: _Toc207670350]Collaboration and Peer Engagement
Another very interesting example of using feedback is collegial conversations that revolve around discussions of feedback: Teachers also engage in feedback in quality-assurance reports with their colleagues, showing a strong collegial environment around professional discussion in schools. Conversations might build collaboration in handling common concerns, assist the management of change, and develop best practices across the domains. Peer feedback provides additional leverage for feedback since it engenders a sense of joint responsibility over the quality of instruction and student outcomes.
[bookmark: _Toc207670351]As one of the Heads of School noted: "We encourage teachers to sit and review inspection feedback together so they can learn from each other and find common solutions to shared challenges." (HOS9, Personal Communication, 28 March 2025). This suggests collaborative reflection and feedback; teachers responding to feedback together, learning from each other, and coming up with solutions to problems together. When their co-workers can collaborate in interpreting feedback, they contribute to building a culture that nurtures their professional growth and paves the way for a shared language for transformation in teaching.
Ntege et al. (2023) found, as a result of peer discussion, evidence that corroborates the benefits of collaborative reflection. Mzena (2020) noticed that the QA tools, when applied collaboratively, brought transparency and enhanced the confidence of teachers towards the output. Mwaniki (2017) warned that discussions need to be institutionalized avenues for collaborative feedback since, without the support of administration or plans for some follow-up, they will not be easily attested to tangible improvements. 
Application in Teaching Activities
[bookmark: _Toc207670352]Teachers equally mentioned using the feedback reports to adjust their in-class activities. This means that it is feedback not just on theory or that which is bureaucratic, but on that which is practical and can be directly applied. Some changes that a teacher would make include changing the approach to lesson delivery, introducing new materials prescribed for the teaching process, or changing tests aligned with the feedback given. This shows that indeed QA systems have a direct impact on what happens in the classroom. 
Changeful instructions and student learning will be brought about by QAF, according to Mganga and Lekula (2021), which will work in tandem with teachers. Barriers to its application by Liuye (2024) include insufficient training or decoupling of feedback, further advocating for a more comprehensive report that uses teachers' requirements to shape recommendations to have a greater impact.
Using Reports as Classroom Activities
Teachers also say they see the feedback having an impact in the classroom. These may be modifications to teaching methods, student involvement, or evaluation methods. The results suggest that QA feedback is not only a mere theoretical recognition, but also is practiced in day-to-day teaching. However, the variation in responses indicates that preparing and encouraging all teachers to use the suggested practices equally is necessary.
Similarly, Tarimo and Lekule (2024) stressed that cooperation and effective instruction supervision directly improved classroom procedures, supporting these findings. Similarly, Assenga et al. (2024) illustrated that quality assurance frameworks generated creativity and learning supportive environments. However, Iloh et al. (2024) found that there could be variations in the quality of feedback due to varying leadership in quality assurance implementation, which in turn means that systematic support would be required to ensure an even application of feedback in classrooms.
Conclusion
[bookmark: _GoBack]The study investigates how public secondary school instructors perceive and utilize QA feedback reports within Morogoro Municipality, Tanzania. It has been established that teachers believe the QA feedback reports are generally useful for enhancing teaching practices, lesson preparations, confronting instructional challenges, setting professional goals, and sharing peer engagement; reference feedback reflects the efforts of teachers to transform teaching models and incorporate such recommendations into classroom activities, showing a culture of continuous professional growth. However, there are several systemic problems-from inconsistency in the QA policy implementation, lack of administrative support, scanty distribution of feedback, to resource limitation-which constrain the full utilization and impact of QA feedback. According to the researchers, although theoretical QA feedback has the capability of improving teaching quality and making a difference in student outcomes, it should be fully adopted in a consistent, contextual, and winner-support mode before tangible results can be realized.
Recommendations
Based on the study findings, the following recommendations are proposed to enhance the effectiveness of QA feedback reports in public secondary schools:
i. School leadership should consistently follow up, guide, and resource to have teachers to implement QA recommendations effectively.
ii. Teachers and QA personnel should be regularly trained in interpreting and applying feedback reports for professional development and classroom improvement.
iii. Schools should institutionalize peer discussions and collaborative reflection sessions to address collective challenges and share best practices across teaching staff.
iv. QA reports need to be timely, contextually relevant, and link clearly to classroom practice to facilitate practical application by teachers.
v. Adequate resources-facilities, teaching materials, and time for follow-up activities should be provided so that comprehensive implementation of QA recommendations may be instituted.
vi. Systems for monitoring uptake of QA recommendations and assessing their impact on teaching quality and student learning outcomes for continuous improvement of QA systems should be created.
This would enhance the QA process as an effective tool for promoting the professional development of teachers, improving teaching practices, and enhancing student learning in public secondary schools.
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