



The Influence of Internal Quality Assurance-Driven Professional Development Program on Teachers’ Autonomy in Tanzania: Evidence 
from Public Secondary Schools in Morogoro Region
ABSTRACT
:  The Internal Quality Assurance (IQA) system is a cornerstone for improving educational quality, thereby strengthening PD to enhance teacher autonomy, which is the bedrock for instructional innovation and professional competence. Grounded in Self-Determination Theory, this study examines the influence of Internal Quality Assurance (IQA)-driven professional development (PD) on enhancing teacher autonomy in Public Secondary Schools (PSSs) in Morogoro Region, Tanzania. The study employed a mixed-methods, convergent design approach, guided by a pragmatist research philosophy. The sample size for this study comprises 371 respondents, including 225 teachers from 25 public secondary schools, 100 Internal Quality Assurance Team (IQATs) members, 7 Chief District Quality Assurance Officers (CDQAOs), and 7 District Secondary Education Officers (DSEOs) from the 7 districts in Morogoro region. Questionnaire instruments were administered to teachers for quantitative data collection, and structured interviews were done with CDQAOs and DSEOs for qualitative data, as well as Focus group discussions (FGDs) with Internal Quality Assurance Teams. Quantitative data were analyzed using descriptive statistics in SPSS version 20, presented in frequency and percentages, as well as thematic analysis procedures for qualitative data. The study found that effective IQA practices, specifically those emphasizing reflective teacher training and peer learning, significantly enhance teachers’ instructional freedom and increase their ability to make decisions. It is concluded that the IQA framework with integrated teacher-centered PD enhances both the quality of education and teachers’ autonomy in PSSs. The study recommends sufficient funding, consistent PD delivery, and the IQA policy review to reform the hierarchical framework of the IQA framework that limits the full realization of teacher autonomy in PSSs. 
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1. INTRODUCTION

The quest for educational quality in the modern education system relies on the structured IQA mechanisms that govern institutions and instructional evaluation systems. Globally, the IQA serves as a tool for monitoring and evaluating institutional performance against regulatory standards, as well as a reflective mechanism for enhancing the instructional process through strategic PD programs (Asuamah et al., 2024). According to the OECD (2025) review, teachers’ PD, such as continuous training, peer evaluation, and mentoring integrated in IQA mechanisms, arose as an important strategy for empowering teachers with the autonomous ability for self-instructional decision making, reflective practices, and curriculum implementation. Chung (2023) asserted that teacher autonomy lays a foundation for an efficient instructional process, including teachers’ ability to make decisions on instructional activities, adjust the curriculum to the local context, and participate in independent professional learning. The evidence shows that PD fosters autonomy by lifting teachers from a hierarchical-oriented model to participatory approaches when structured and integrated within a school-level IQA framework. For instance, the report published by Boeskens et al. (2020) on the teaching and learning international survey, which benchmarks global performance and trends in education, indicates that countries like Singapore, Japan, and Finland have prioritized IQA initiatives for teachers’ continuous learning to enhance teacher-led evaluations, curriculum design and implementation, as well as assessing their own teaching strategies. The report noted that teachers develop a stronger sense of ownership, professional autonomy, and reduced administrative dependence directives when they actively and meaningfully participate in IQA processes. Thus, IQA-driven PD programs are mechanisms for quality improvement and drivers of teachers’ empowerment through collaboration and reflective practices in the school’s context.
Similarly, across Africa, the PD on teachers’ autonomy have gained an increase for the need to align with 21st-century pedagogy which emphasizes the demand for educational reforms to enhance institutional accountability and teachers’ professional growth (Shafiee & Ghani, 2022). The IQA mechanism, with integrated structured self-assessment, continuous monitoring, and data-driven practices, becomes instrumental in fostering PD opportunities that enable teachers to restructure their instructional knowledge and make decisions. In South Africa, for example, Motlhabane (2022) observed that the structured school-based peer learning communities were seen to improve teachers’ competence to adapt curricular and innovative classrooms, indicating an improved culture of PD self-direction.  However, the evidence from Kadio (2025) highlights that the implementation efficacy of IQA-driven PD in Many African countries remains uneven and inconsistent due to externally imposed compliance-oriented policies that limit teachers’ autonomy and undermine the IQA-driven PD programs as a developmental mechanism for teachers’ empowerment. 
Public Secondary schools in Tanzania, where the educational authority is often structured, regulated, hierarchical, and externally enforced, IQA becomes a strategic mechanism for upholding accountability and fostering professional growth among teachers (Mpeshe & Chaula, 2023). The effort is amplified through the shift from a compliance culture of school inspections to quality continuous improvement that promotes teaching-learning quality, evidence-based decision making, school self-evaluation, and teachers’ PD opportunities (URT, 2023). The National School Quality Assurance Framework (NSQAF) and the School Quality Assurance (SQA) Handbook articulate the national standards and operational guidelines that guide schools to practice IQA in daily school routine in pedagogical planning, monitoring, assessment, evaluation, and professional development (URT, 2017, p. 15; URT, 2023). The IQATs are the main implementers of IQA mechanisms at the school level. Their key roles include the monitoring of ongoing professional development programs at the school-level, such as peer mentoring, reflective learning, and curriculum-aligned in-service training aimed at strengthening teachers’ autonomy in taking ownership of teaching methodologies, content planning, and mastering teaching-learning classroom environment, as well as institutional performance (URT, 2017). These initiatives align with the autonomy-driven PD model, in which internal school structures led by HoS and IQATs facilitate reflective practices. The approach is adapted from Finland's teacher autonomy model, taking IQA as an instrument for teacher agency in curriculum delivery and learner outcomes. Despite the efforts, a gap persists in empirical evidence linking IQA-driven PD to tangible enhancements in teacher autonomy across PSSs in Tanzania, particularly in Morogoro. While the government efforts emphasize structural reforms, they overlook the significant interplay between IQA implementation and contextual barriers such as resource constraints and teachers' perceived autonomy, leading to superficial PD uptake and persistent instructional stagnation. This study addresses the gap by employing a mixed-method research approach to unveil how IQA-driven PD influences teacher autonomy in Morogoro, offering evidence to refine national PD polices and bridge the theory-practice divide in Tanzania education system
This study is grounded on Self-Determination Theory (SDT) by Deci and Ryan, which theorizes PD as optimal when it fulfills teachers' psychological basic needs for autonomy, competence, and relatedness (Ryan & Deci, 2024). SDT views PD as an intrinsic motivation process that enhances teacher agency. Within this lens, this study examines how IQA-driven PD can enhance autonomy.  Thereby inform innovative, autonomy-supportive intervention in Tanzanian PSSs

1.1 Research Question 
i. How do professional development programs enhance teacher autonomy in PSSs?
2. Literature Review 

The theoretical and empirical were reviewed regarding the theme of the research question. The Self-Determination Theory guided the study.
2.1 Self-Determination Theory 

SDT was pioneered by the psychologists Ryan and Deci in the mid-1970s, in their seminal book, articulated in 1985 on Motivation and Self-Determination, posits three innate psychological needs: autonomy, competence, and relatedness, which are human motivation to fulfillment, which shift behavior from extrinsic control to internalized self-regulation (Ryan & Deci, 2024). The theory emphasizes how intrinsic motivation and psychological well-being are enhanced through need-supportive environments. In this lens, SDT operates by framing IQA-driven PD, such as in-service training, peer discussions, and subject department discussions, as enhancing autonomy in building skills, fostering competence, and strengthening relatedness through collaboration, thereby improving instructional quality, job satisfaction, and student learning outcomes.
2.1.1 Strength of the Self-Determination Theory
The theory offers a scientific framework for IQA-driven PD for teachers by exposing the psychological mechanisms that foster intrinsic motivation, autonomy, competence, and relatedness among teachers. Its strength lies in its ability to amplify teacher motivation and instructional competence when autonomy-supportive elements are integrated.
2.1.2 Application of the Self-Determination Theory
By framing IQA through the lens of the SDT, the study assessed whether PD fulfills the three human psychological needs: autonomy, competency, and relatedness through IQA practices such as participatory peer discussions, reflective feedback, and school-based training as a volitional support rather than a top-down mandate. The study postulates that IQA-driven PD supports autonomy through intrinsic motivation, fostering self-initiated pedagogical innovation in the Morogoro region.
3. The Review of the Related Empirical Literature
This section describes prior empirical findings on how IQA-driven PD influences teachers’ autonomy in public secondary schools. It aims to identify existing evidence, highlight research gaps, and establish the foundation for understanding the relationship between IQA-driven PD and teacher autonomy in the Morogoro region, Tanzania.
Ostinelli and Crescentini (2024) conducted a comparative study of teachers’ PD in five developed countries, namely Italy, Germany, France, England, and Finland, to examine approaches to teachers’ professional learning and development. In their study, document analysis of national PD frameworks, focusing on policies, culture, and practices in teacher professional development, was used, drawing on prior studies as key features of education systems. The findings revealed disparities in the effectiveness of teachers’ professional learning and development in developed countries. For instance, in countries with decentralized education systems, such as Finland, participatory PD, including workshops and peer learning communities within schools, enhances teacher agency, generates innovative professional competencies, and extends analytical skills in instructional delivery. By contrast, in centralized countries such as France, the education system is constrained by a top-down structure that limits teachers’ professional autonomy through strict administrative protocols and procedures, thereby making teachers’ instructional focus depend on guidelines and directives. Their work provided a valuable contribution to PD; however, their focus overlooked how the IQA mechanism in non-Western, resource-constrained settings influences PD and teachers’ autonomy, a gap addressed in the current study using 371 respondents under a mixed-methods research design, which provided a lens on IQA-driven PD, which was not presented. 
Subsequently, Amponsah et al. (2023) employed a cross-sectional survey design to examine the effects of PD among in-service teachers, motivational factors, pathways, and coping strategies in Ghana.  Using 45 trained students who were enrolled in the MA education program, data were collected from 352 in-service teachers in 310 secondary schools using a semi-structured questionnaire and analyzed in descriptive and inferential statistics. The results show that teachers were motivated to know their teaching subject matter, understand the curriculum, and conduct assessments independently as the key factors for participating in PD. However, there was no institutional support for them. The mentorship program was seen as an exchange program that had little impact on teachers’ instructional activities. While Amponsah et al. (2023) focused on schools’ in-service teachers on the motivational factors, pathways, and coping strategies in Ghana, their findings could not be generalized to the IQA-driven-PD in Tanzania public secondary schools’ teachers. Addressing this gap, the current study employed a convergent research design under a mixed-method research approach focusing on IQA-driven PD on teachers’ autonomy.
Building on this, Sakani and Otieno (2024) investigated the effects of PD programs on teachers’ performance in public secondary schools in Arusha city. The study employed a convergent mixed-method design guided by Bacon’s theory of performance. The study’s targeted population was 1962, including 850 teachers from 35 public secondary schools, 35 heads of schools, 27 ward education officers, and one DSEO. Stratified simple random techniques were used to sample teachers, while head of schools, ward education officers, and DSEO were purposely sampled. The study used questionnaire instruments administered to teachers for quantitative data collection and analyzed descriptively, presented in tables, while an interview guide was used for qualitative data and analyzed thematically and narratively presented. The finding revealed that teachers’ demand for PD programs is influenced by mastering subject competence. Teachers reported PD correlates with highly academic performance, guiding the effective curriculum delivery, ensuring teaching and learning quality in public secondary schools. However, Sakani and Otieno’s (2024) insights from Arusha city overlooked teachers’ autonomy; their focus concentrated on effectiveness factors without showing the autonomous role in empowering teachers. The current study bridges the gap by concentrating on teacher autonomy in the Morogoro region.
4. RESEARCH METHODOLOGY 

4.1 Research Philosophy 

The study adopted the pragmatist research philosophy, which emphasizes that the value of knowledge lies in its utility and ability to solve problems rather than adhering to fixed ideologies. It emphasizes practical outcomes and real-world applications. 
4.2 Approach and Design
The study employed a convergent research design under a mixed-methods research approach, combining quantitative and qualitative data to allow a better understanding of the research problem. By collecting data in a structured and organised manner, the study reduced bias and ensured the reliability and validity of the study findings.
4.3 Targeted Population

The population of the study was 2,652, consisting of 2,250 teachers from 250 public secondary schools, 125 school internal quality assurance team members, 09 CDQAOs, and 09 DSEOs from 09 Districts of the Morogoro Region, Tanzania.  
4.3.1 Sample size and Sampling techniques 

The sample size of the study consisted of 371 respondents, comprising 225 teachers, sampled using proportional simple random sampling from 25 public secondary schools. The 10% - 30% criterion of the targeted population was used for the big population (teachers) to obtain representations and reliability of the findings (Bullen, 2021). The study sampled 100 ISQATs using homogenous purposive sampling; the 25 other members were involved in the pilot study. The technique was preferred because where a group has a similar understanding of the topic, it is acceptable to include 4-8 members in the FGDs to express the ideas clearly without unnecessary noise (Lichtman, 2023). The 7 CDQAOs and 7 DSEOs were obtained using expert sampling as the head of monitoring and evaluation of IQA educational practices to ensure compliance with the set standards and regulations (URT, 2023). It should be noted that the remaining 02 officers in 02 district were involved in the pilot study; hence, they were excluded from the main investigation. 

Table 1: The Summary of the Sampling Matrix
	SN
	        Categories
	Targeted Population
	Sample Size

	1.
	District
	              09
	           07

	2.
	Schools
	            250
	           25

	3.
	Teachers
	         2,250
	         225

	4.
	School Interna Quality Assurance Teams
	            125
	         100

	6.
	CDQAOs
	             09
	           07

	7
	DSEOs
	             09
	           07

	         TOTAL
	          2652
	         371


Source: Researcher (2025)
4.4 Data Collection Instrument

The Questionnaire instrument was administered to teachers for data collection. Two experts from the education department at Jordan University College and one Quality Assurance expert validated the study tools. The reliability of the study tools was established using Cronbach's coefficient technique to calculate the dependability of the pilot results, yielding a grand mean reliability coefficient of 0.904. Qualitative data were collected through structured interviews with CDQAOs, while focus group discussions were conducted with ISQATs. 

4.5 Data Analysis

Quantitative data were analyzed using descriptive statistics in frequency and percentages, using the Statistical Package for Social Sciences (SPSS) version 20, while the qualitative data were analyzed using thematic analysis procedures. 

5. RESULTS 
AND DISCUSSIONS

The researcher issued 225 questionnaires to the respondents, and 201 questionnaires were returned, which accounts 89.3% return rate. The objective sought to examine the influence of IQA-driven PD programs on teachers’ autonomy in public secondary schools in the Morogoro Region, Tanzania.
Table 2: Teachers' responses on how professional development programs enhance teacher autonomy in PSSs. (n=201)
	 S/N
	Statement
	Responses (F & %)  

	
	
	SD
	D
	N
	A
	SA

	
	
	F
	%
	F
	%
	F
	%
	F
	%
	F
	%

	1
	Training sessions have improved my skills in creating assessment strategies that align with classroom learning objectives
	54
	26.8
	 32
	15.9
	 05
	2.5
	56
	27.9
	54
	  26.9

	2
	Training sessions have improved my understanding of formative and summative assessments
	28
	13.9
	 54
	26.9
	 02
	1.0
	74
	36.8
	43
	21.4

	3
	Training sessions have enhanced my ability to manage classroom student behaviors
	 38
	18.9
	 30
	14.9
	 04
	2.0
	93
	46.2
	36
	  17.9

	4
	Peer discussions with staff members enhanced my ability to master teaching subjects in the classroom
	13
	 6.5
	 73
	36.3
	 02
	1.0
	63
	31.3
	50
	  24.9

	5
	Working with colleagues in the subject department has improved my assessment design strategies
	23
	11.4
	41
	20.3
	03
	1.5
	80
	39.9
	54
	26.9

	
	
	
	
	
	
	
	
	
	
	
	


Key: Strongly Disagree (SD), Disagree(D), Neutral (N), Agree (A), Strongly Agree (SA) 

Source: Field Data (2025) 
5.1 Teachers' ability to create assessment strategies
The statistics in Table 2 indicate 54.8% of the teachers’ respondents agreed that IQA-driven professional development training enhanced their skills for designing assessment strategies that align with classroom learning objectives, while the minority, 42.7%, disagreed. This finding suggests that such PD unevenly succeeded in nurturing the three psychological needs: autonomy, competency, and relatedness as postulated in the SDT. In alignment with the SDT perspectives, promoting skills in designing assessment strategies are direct indicator of enhanced competence through PD in which teachers gain greater autonomy in instructional decisions and assessment strategies. The evidence shows that when teachers perceive themselves as competent in assessment design, their sense of control, motivation, and job satisfaction over instructional processes improve performance outcomes.
Qualitative information from the focus group discussions with the IQATs reinforces this quantitative evidence, illustrating how teachers feel more confident and professionally empowered after participating in IQA-driven training sessions. The group was asked how the PD program promotes teacher autonomy, including classroom management and designing assessments in their teaching and learning. One participant expressed,

 “Among us science teachers, we received training for the new 2023 curriculum implementation that greatly supported our teaching, especially in methods and strategies that enable students to understand concepts quickly and easily through participatory approaches.” (FGDs E, personal communication, March, 2025). 
These findings are supported by Lyamtane and Mosha (2024) in Moshi, who highlighted that high-quality PD enhances teachers’ instructional capacities and decision-making autonomy, leading to improved classroom outcomes. Similarly, a study by Smith and Mensah (2024) in Ghana emphasizes that context-specific PD fosters teacher agency by aligning training with local educational needs. 

However, a substantial minority of teachers in the Morogoro region do not experience the training benefits, which points to misalignment between IQA practices and autonomy supportive indicators as described in the SDT. This strategic challenge was raised, where one member was quoted as saying: 
“PD programs sometimes depend on official events, for instance, exam moderation and invigilation, where the only participants eligible are those selected for such events, while others are left behind. I argue that the educational authorities should review the process to ensure equitable access for all, as everyone needs to be empowered with new professional skills.” (FGDs K, personal communication, May, 2025)
The member’s remark reflects challenges in the provision of PD training, contradicting the SDT, whereby when discrimination among teachers occurs, they feel frustrated with a lack of autonomy. This situation may hinder the achievement of the IQA objectives for improving the quality of education and institutional performance as stipulated in the National School Quality Assurance Framework and School Quality Assurance guidelines (URT, 2023). This calls for an intervention on the policy review for inclusive regulations to ensure equal access to PD training for all teachers across schools.

5.2 Teachers’ formative and summative assessment understanding
From Table 2, the data indicate that 58.2% of respondents agreed that IQA-driven PD training sessions have enhanced their understanding of formative and summative assessment, compared to 40.8% who disagreed. From SDT perspectives, the findings suggest that the enhanced assessment literacy is perceived and interpreted as a meaningful gain of the pedagogical competence among teachers in public secondary schools in the Morogoro region. This implies that training clarified the distinction between formative and summative assessment, enabling teachers’ efficacy in assessment practices, which fosters instructional autonomy in making independent decisions on students’ evaluation. It signifies self-regulated professionalism empowerment, where the IQA mechanism enhances teacher agency to internalize quality standards and reduce follow-up oversight in the classrooms, thus exercising greater autonomy in their teaching strategies. 
An interview with DCQAO further reinforced the findings when he was asked how PD programs enhance teacher autonomy in his district. His testimony was: 

“We are no longer operating as we did in the past by directing the teachers on what to do exactly; instead, we engage them in a dialogue on the most effective approaches to teaching and assessment. Also, we often emphasize the importance of collaborative reflection during department meetings and through MEWAKA, which is a Swahili abbreviation for (In-service Teacher Continuous Professional Development), so they can collectively share expertise and knowledge” (CDQAO F, interview, May 2025)
These perspectives cement the understanding that IQA frameworks, with integrated PD programs, serve an important role in enhancing teacher autonomy. This is evidence of the shift from compliance-based control to dialogic capacity-building in the school-level IQA mechanism, which emphasizes participatory supervision, peer feedback, encouragement, engagement, and the joint development of assessment instruments (URT, 2023). The findings are supported by Lawrent (2025), who demonstrates that PD programs support teachers’ skill development, foster greater confidence and independence in classroom decision-making, thereby improving teaching quality and student outcomes. 
However, a substantial 40.8% minority who remain uncovered indicate that the IQA practices may still be experienced by some teachers as a procedurally controlling, primarily focused on accountability and inspection, rather than a dialogic professional learning.
5.3 Teachers’ independent Classroom Management of student behaviors
Data in Table 2 revealed that 64.1% of the respondents agreed that training sessions have enhanced their ability to manage classroom student behaviors independently. While 33.8% disagreed. This suggests that IQA-driven PD is beneficial to a clear majority, but a sizeable minority finds limited outcomes. The high proportion of agreements implies that training equips teachers with confidence in classroom management strategies, which reinforces self-directed professional efficacy in maintaining conducive learning environments. The findings are supported by Mathias et al.’s (2025) study in the Kwimba district of Mwanza, who demonstrated that sustained PD positively influences teachers’ self-regulation and instructional independence skills, which promote autonomy and supportive teaching practices to enhance both teacher motivation and student engagement. 

The qualitative data from the FGDs with IQATs further validated these findings; teachers consistently articulated that the structured training facilitated by the DSEO office provided reflective, context-specific strategies tailored to their classroom challenges, fostering a sense of ownership over behavioral management processes. One participant noted, 

“The new curriculum training has substantively empowered us to support students in developing self-awareness and fostering a positive attitude towards school from the onset of form one. We facilitate students’ understanding of their capabilities and the importance of early informed subject stream selection. Students developed a sense of presence within the school environment and classroom settings.” (FGDs G, personal communication, May 2025). 
The narrative illustrates how PD anchored in IQA cultivates an empowered teaching workforce capable of independently navigating school and classroom dynamics, thus advancing the practical discourse on teacher autonomy. However, the 33.8% who disagreed indicate the uneven PD training and disparities in public secondary schools, whereby, through FGDs done with IQATs, it was noted that science teachers receive more training opportunities than those in arts subjects, as one member explained. 

“The training is often provided to science teachers, even for the new 2023 curriculum policy; the priority was for the science teachers in our district. This is very discouraging because being invited to training, a teacher exchange, or gaining new knowledge, and it is a part of exposure and motivation, but we are neglected several times. This should be given serious consideration.” (FGDs J, personal communication, May, 2025).
In corroborating the findings, an interview with one of the DSEOs raised a systemic challenge when asked what PD programs are in place in the district. The response was, “We emphasize more on MEWAKA (In-service Teacher Continuous Professional Development) because we don’t have sufficient funds to run the training regularly” (DSEO C, interview, March 2025). The disparities and the inconsistent training led to the neglect of new knowledge on instructional skills among arts subjects’ teachers, which is against the SQA goal of emphasis on continuous professional training. The findings align with Mduma and Mkulu’s (2021) study in Nyamagana Mwanza, who found that the lack of regular training for teachers leads to instructional process stagnation and weak learning outcomes. This calls for immediate intervention and a serious concern, as it is against the guidelines of Tanzania’s school IQA framework. 
From an SDT standpoint, behavioral management training that is dialogic, participatory, and responsive to the environment should strengthen teachers’ sense of competence, which in turn promotes more autonomy in classroom practices and fosters learner-centered strategies, whereas training that is tightly with external accountability undermines autonomy by taking teachers as implementors rather than professional decision-makers. 
5.4 Teachers’ ability to master teaching subjects in the classrooms

The statistics in Table 2 indicate that 56.2% perceive peer discussions among staff members as a significant mechanism for enhancing their mastery of teaching content in the classroom, while 42.8% disagree. This suggests that PD practices centered on collaborative dialogue and knowledge exchange are experienced by a slight majority as instrumental in fostering teacher autonomy by empowering teachers to refine their subject expertise through collective engagement. The results are supported by Mwakabenga and Paine's (2023) study conducted in Dodoma and Dar es Salaam City, which found that professional learning communities and peer interaction foster teacher self-efficacy and instructional competence. This shows the critical role of the IQA framework that integrates structured peer collaboration as a strategy for continuous teacher development and quality improvement in PSSs. 
The FGDs discussion substantiated the results, with IQATs expressing that regular peer discussion provided content mastery and pedagogical insights, which collectively enhance their professional confidence and autonomy. One teacher noted during the focus group discussion,

“At our school, we conduct joint instructional sessions through the subject department meetings, during which we collaboratively share effective teaching methodologies, optimal approaches for preparing lesson plans and subject notes, among other pedagogical strategies. The activities significantly enhance our instructional capacity and foster greater creativity in our teaching practices.” (FGD J, personal communication, May 2025). 

This emphasizes the importance of peer feedback, which introduces innovative teaching methods and demonstrates how professional development within IQA practices drives meaningful instructional transformation in public secondary schools.
Conversely, the 42.8% sizeable group who disagree or strongly disagree indicate that the IQA-driven PD in some schools is perceived as a controlling evaluative condition that SDT emphasizes as a suppressive condition leading to resistance rather than promoting professional standards across schools. 
5.5 Teachers’ ability to improve assessment design 

The data show that 66.8% agreed that collaborative work within subject departments has improved their assessment design strategies in PSSs in the Morogoro region. This suggests that professional development through collegial collaboration promotes teacher autonomy by providing them with enhanced skills to create relevant and effective assessments. The collaboration facilitates the exchange of pedagogical expertise, helping teachers align assessments with curriculum goals and student needs, thereby enhancing their professional agency. The findings demonstrate the value of IQA practices such as peer collaboration in promoting reflective and autonomous teaching practices, which are vital for improving educational outcomes in resource-constrained settings like Tanzania.  The results are supported by Audrain et al (2023), who emphasize that sustained PD through collaborative structures enhances teachers’ pedagogical skills and autonomy. Similarly, Mwakabenga and Paine (2023, p. 448) highlighted that teacher collaboration within professional learning communities strengthens assessment literacy, enabling teachers to design assessments that are both valid and reliable. 
The qualitative data from the FGDs with IQATs cemented the findings by revealing that regular feedback within IQA frameworks helped teachers to enhance assessment strategies, as one member informed.
“In our school, for instance, we actively encourage heads of subject departments to evaluate the internally developed examinations within their departments to ensure alignment with established assessment criteria. In cases where a teacher has failed to conduct assessments appropriately, colleagues provide guidance on effective examination design and support the proper evaluation of students.” (FGD H, personal communication, May 2025).  

The findings from FGDs confirm that PD situated within the departmental collegiality strengthens teacher technical expertise and advances their professional autonomy, resonating with the broader objective of IQA practices for improving teaching and learning quality in Tanzania’s PSSs. 
6. CONCLUSION 
The results collectively concluded that the IQA framework with integrated teacher-centered PD significantly expands the three psychological foundations of the SDT, teachers perceived competence, autonomy, and relatedness in PSSs. The study observed that the IQA-driven PD strengthens teacher autonomy through reflective teacher training and peer learning communities that foster instructional freedom and increase teachers' ability to make independent decisions on instructional processes.  
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�The title reflects the central focus of the study, namely Internal Quality Assurance (IQA)-driven professional development and teacher autonomy in public secondary schools in Tanzania. However, it appears relatively long and could be refined to improve clarity and readability. The author is encouraged to simplify the wording while maintaining the key variables and context of the study so that the title becomes more concise, focused, and academically engaging for an international readership.


�The abstract generally presents the essential elements of the study, including the background, objective, methodology, and main findings. Nevertheless, the methodological description could be clarified, particularly regarding the use of a mixed-methods design and the techniques employed for quantitative and qualitative data analysis. The results section would also benefit from presenting the key findings more specifically rather than in general statements. In addition, the abstract should clearly highlight the contribution of the study to educational policy and teacher autonomy to emphasize the significance of the research.


�The introduction adequately outlines the importance of Internal Quality Assurance systems in improving educational quality and supporting teacher professional development. However, the argument could be strengthened by more clearly identifying the research gap that this study seeks to address. The author is also encouraged to incorporate more recent scholarly references on teacher autonomy and professional development to reinforce the theoretical and contextual foundation of the study.


�The methodology section explains the use of a mixed-methods approach with a convergent design and involves participants from schools and district education offices. While the overall design is appropriate, additional clarification is needed regarding the sampling procedures, instrument validity and reliability, and the data analysis techniques employed. Furthermore, the author should explain more explicitly how quantitative and qualitative data were integrated to strengthen the methodological transparency and credibility of the study.





�The results indicate that effective IQA practices, particularly reflective training and collaborative learning among teachers, can enhance teacher autonomy in instructional decision-making. However, the discussion could be expanded to provide deeper interpretation of the findings by linking them more explicitly to Self-Determination Theory and relevant empirical studies. The author is also encouraged to elaborate on the practical implications of the findings for school management and educational policy.
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