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ABSTRACT
The coexistence of underperforming and high-performing public secondary schools raises critical
questions about the factors contributing to the persistent academic performance gap, particularly
the role of leadership styles in shaping academic outcomes. Despite various interventions by the
government of Zambia to address educational disparities, these gaps continue to persist,
highlighting the need for a deeper understanding of the leadership factors at play. Moreover, a
significant research gap remains in exploring the mechanisms through which leadership practices
influence academic disparities, especially in terms of school climate, teacher motivation, and
student engagement, which are vital for improving academic outcomes. Therefore, this study
sought to investigate the relationship between leadership styles and academic disparities in Lusaka

District, Zambia, with a focus on their influence on academic performance.

The study was guided by three objectives: To establish the main leadership styles used by the
headteachers in selected high-performing and underperforming public secondary schools,
determine the contribution of leadership practices toward the academic disparities between high-
performing and underperforming public schools, and identify potential areas for improvement in
leadership practices within underperforming public secondary schools in Lusaka District, Zambia.
Employing a mixed-methods approach, quantitative data was collected through standardised semi-
structured questionnaires administered to 80 teachers and 200 students, sampled through
systematic random sampling. While, qualitative data complemented the quantitative data,
including interviews with 8 headteachers and 8 deputy headteachers obtained by purposive
sampling. The data obtained by the qualitative method of data collection were coded by a thematic
approach, then categorised, tabulated, and arranged under themes and subthemes whereas the
quantitative data were analysed using using IBM SPSS Statistics version 27 (SPSS Inc., Chicago
IL).

The thematic analysis of the study data revealed key themes related to leadership styles and their
influence on academic disparities, including main leadership styles attributed by the headteachers
in high-performing and underperforming public secondary schools, contribution of leadership
practices toward the academic disparities, and potential areas for improvements in leadership
practices within underperforming public schools. The findings revealed that headteachers in these
schools employed different leadership styles, including instructional, democratic, servant,
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situational, and authoritative leadership. However, the leadership styles used varied between high-
performing and underperforming public secondary schools, influencing leadership practices and

academic performance.

The study further revealed that leadership practices played a crucial role in either mitigating or
exacerbating academic disparities. High-performing public secondary schools demonstrated
strong leadership practices, including effective communication of vision and strategic plans,
inclusive decision-making, delegation of tasks, instructional support and professional
development, and efficient resource management. In contrast, underperforming schools struggled
with weak leadership practices, limiting collaboration, teacher engagement, and student support.
Additionally, handling academic disparities was a major focus, with interventions such as remedial
programs, guidance and counseling, and extracurricular activities were effectively implemented in
high-performing public secondary schools while, headteachers in underperforming schools
struggled to implement these interventions effectively due to leadership challenges. Their efforts
were often hindered by resistance to change, the nature of students, and over-enrollment, further

widening academic disparities.

It could be concluded that leadership practices employed by headteachers in public secondary
schools contribute to academic disparities. In high-performing schools, headteachers demonstrated
leadership practices that fostered teacher development, collaboration, and adaptability, resulting
in improved academic outcomes. In contrast, underperforming schools were characterised by rigid,
autocratic leadership, which hindered teacher engagement, innovation, and student support,
ultimately contributing to ongoing academic challenges. It was recommended that leadership’s
knowledge and leadership practice should be closely integrated to mitigate academic disparities in
public schools effectively. Furthermore, gender roles in leadership and their impacts on academic

disparities should be assessed by comparing high-performing and underperforming public schools.

Keywords: Leadership style, leadership practice, academic disparities, high-performing and

underperforming.
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CHAPTER ONE

1.0 INTRODUCTION

1.1 Overview

This chapter presents the background of the study, statement of the problem, purpose of the study,
research objectives, and research questions that need to be addressed. It also includes the
significance of the study, theoretical and conceptual framework, scope of the study, delimitation,
and limitations. The chapter also contains the operational definition of key terms and ends with a
summary of the chapter.

1.2 Background of the Study

The global focus on achieving educational excellence has sparked debates on the appropriate
leadership styles for school administrators, teachers, and board members to implement curricula
and deliver high-quality education (Adlam, 2003). In acquiring quality education Ibrahim and
Orodho, (2014) further intensified these debates on the leadership styles that should be adopted to
implement curriculum to yield high-quality educational output. Hence, effective school leadership
is recognised as a key factor in delivering quality education, necessitating its significant impact on
school standards to underscore the correlation between poor leadership and underperforming
schools.

In both developed and underdeveloped countries, strong leadership skills in education are
consistently acknowledged as crucial for achieving successful educational outcomes. In United
State of America (USA), educational management is primarily delegated to individual states, and
these states have implemented standard-driven approaches to define the desired outcomes for their
education systems (Mbobola, 2014). Similarly, research in England by Day et al. (2016) suggests
that successful school leaders combine transformational and instructional leadership to enhance
job satisfaction by aligning shared educational values with the specific needs of their schools. This,
in turn, improves educators ‘engagement and effectiveness. Furthermore, research conducted in
selected Greek schools by Geraki (2014) concluded that school heads primarily focus on
monitoring, facilitating, and supporting teachers and students to achieve academic objectives. This
aligns with the findings of Day and Sammons (2016) in North America who found that talented

leadership was crucial for the success of schools. Therefore, tt is widely acknowledged that



leadership is essential for schools to achieve the best possible outcomes for students and

stakeholders.

The persistent gap between high-performing and underperforming public schools necessitates the
inquiry into the leadership styles that foster such coexistence. However, it is crucial to
acknowledge that existing comparative studies on school leadership provide limited
comprehensive insights into the national contexts that shape principal’s actions (Mbobola, 2014).
To further enrich the ongoing debate surrounding the contextualised adaptation of leadership style,
it is imperative to shed more theoretical and empirical light on the subject.

Research conducted in Pakistan by Ahsan-Ur-Rehman et al. (2019) revealed that school heads play
a crucial role in the success of schools and students. Successful principals in high-performing and
excellent schools utilise various leadership styles, indicating the importance of understanding the
diverse approaches employed by effective principals to enhance academic achievement and
address existing gaps. Similarly, in Malaysia, despite government initiatives like the Malaysia
Education Blueprint 2013-2025, disparities in academic achievement persist. As a result, the
Ministry of Education emphasises the necessity of high-performing principals with instructional
leadership skills (Chay Choy Mee, 2020). This underscores the significance of effective leadership

styles in reducing the disparities between underperforming and high-performing schools.

Many countries in Africa are paying attention to investing in education at the primary, secondary,
and tertiary levels. However, the main challenge of leadership in education leads to students’
ongoing poor academic performance (Miller and Yodar, 2002; Grissom et al. 2014). In Botswana,
despite efforts from the government such as free education and supports from primary to secondary
levels, which is reflected by a significant share of the country’s budget, academic performance has
been declining since 2010 and this decline has been attributed to the leadership styles employed
by the headteachers (Matambo, 2013). In Rwanda, a study by Kabatesi (2016) revealed that
despite all the efforts from the Rwandan government, there were still disparities in academic
performance in the Gasabo district in 2010, 2011, and 2012, and the problem found was the
headteachers’ leadership styles. Furthermore, the Ministry of Education in Eritrea plays a central
role in managing the educational system and strives to develop it (Mengesha and Tessema, 2019).
In 2005, the Ministry of Education implemented a transformation in the curriculum, shifting from

a teacher-centered approach to a student-centered and interactive pedagogy (Mengesha and



Tessema, 2019). However, despite these changes, the quality of education in Eritrea continues to
be largely inadequate. This problem is partially attributed to ineffective school leadership and the

presence of unqualified principals (Mengesha and Tessema, 2019).

The government of Tanzania initiated project clusters such as the National Strategy for Growth
and Reduction of Poverty (NSGRP), Education Sector Development Program (ESDP), Tanzania
Development Vision 2025, and Secondary Education Development Plan (SEDP 2004 and 2010)
to bridge the disparities in academic performance in public schools (Ministry of Education, 2023).
However, despite these endeavors, low transition rates and disparities in academic performance
exist among districts according to the results from the National Examinations Council of Tanzania
(NECTA) in 2022, These challenges are primarily attributed to significant challenges, particularly
in school management and leadership style implementation. An assertion supported by Musyoka
(2018) found that inadequate supervisory skills of headteachers, including the failure to review
teachers’ notes and provide confidential feedback after lesson observations, were identified as

contributing factors to the persistent disparities in academic performance in Kenya.

Education in Zambia is shaped by the Government’s Vision 2030, which aims to transform the
country into a prosperous, middle-income nation by 2030, and the Eighth National Development
Plan (8NDP) 2022-2026, focusing on improving education for human and social development.
Key sector plans include the Education Sector Strategic Plan (ESSP) 2017-2021 and the Early
Childhood Education and Skills Sub-Sector Plan (ECESSP) 2021-2025. These plans align with
international commitments under Sustainable Development Goals (SDGs) 4 and 5 (Rigole,

Sharma, and Bergmann, 2024).

Improving learning outcomes has been a key focus of the Zambian Ministry of Education (MoE)
and is a priority objective within its 2017-2021 Education and Skills Sector Plan (ESSP), which
also identifies the need to ‘ensure that education policy and practice is based on sound and
rigorously developed evidence’ (Zambia, MoGE and Ministry of Higher Education [MoHE]
2017). This emphasis on evidence-based policy to be carried forward in the subsequent educational
strategies under Vision 2030 and the 8NDP, ensuring that the foundational goals of improving
educational quality and access are continually reinforced and aligned with both national aspirations

and global commitments to sustainable development.



The Zambian government has made significant investments in national education development,
including increasing budgets from 2008 to 2010 and implementing various initiatives such as a
homework policy, feeding programs in schools, professional development programs for teachers,
Headteachers in Service Meetings (HIMS), and Teacher Group Meetings (TGM) (MoE, 2015).
Furthermore, according to Rigole, Sharma, and Bergmann (2024), since the change in government
in 2021, national education priorities in Zambia have been refined to include the implementation
of the free education policy and an overall increase in investment in education. Early Childhood
Education (ECE) and the expansion of opportunities for young people, including skills
development, have been identified as priority areas for increased focus and investment. To improve
education quality, the government’s manifesto includes instituting a curriculum review, hiring

30,000 new teachers, and addressing the teacher deployment imbalance.

However, despite the implementation of these interventions, disparities in academic performance
persist. The examination council of Zambia (ECZ), as reported in the National Survey Assessment
Report, revealed significant variations in academic performance across most schools (Phiri, 2022).
These disparities may be attributed to the lack of managerial skills, which can impact teachers’
morale and subsequently affect their performance (Andende, 2016). The role of headteachers in
providing leadership and establishing effective relationships with teachers also has a direct
influence on the teaching and learning process, ultimately impacting academic performance either
positively or negatively. Hence, it becomes crucial to examine important factor: the leadership

styles exhibited by the headteachers.

Academic performance ranking of schools is usually done based on the overall school certificate
pass regardless of the size and type of the school. However, academic performance can be
explained using various parameters which include procedural and declarative knowledge acquired,
achievement tests and the general certificate (Hara, 2022). The coexistence of underperforming
and high-performing public secondary schools raises important questions about the factors that
contribute to this persistent performance gap. Therefore, this study explored the leadership styles
and their influence on academic disparities by comparing high-performing and underperforming
public secondary schools in the Lusaka District, Zambia. The goal was to assess how these schools

differ in academic performance despite receiving similar support from the government.



1.3 Statement of the Problem

Despite the Zambian government’s continuous efforts to improve the education system, there is
an ongoing disparity in academic performance among public secondary schools. Some schools
consistently excel academically, while others struggle to achieve satisfactory results, even with
equal support and resources, which can be reflected in the variations of academic achievement
across. For example, despite having a remarkable 62729 students entering for examinations in
Lusaka, 4617 students still did not pass their examinations as can be seen from the 2022 general
certificate examinations results (Examinations Council of Zambia, 2023).

Many studies have been done in Zambia about education leadership (Andende, 2016; Chimunza,
2021; and Sompa, 2015). However, few studies were dedicated to exploring the influence of
leadership styles on academic performance (Yumba, 2020; Godwin & Kabeta, 2020; Malambo,
2012; Phiri & Chunda, 2022), whereas, in these few studies, there was less focus on the
comparative analysis between high-performing and underperforming public schools. Furthermore,
these studies did not specifically aim to determine how leadership styles and practices influenced
academic performance disparities in these public secondary schools. Therefore, it is imperative to
investigate the influence of leadership styles on disparities in academic performance by examining

both high-performing and underperforming public schools.

1.4 Purpose of the Study
The study aimed to explore leadership styles and their effects on academic disparities in Lusaka

District, Zambia.

1.5 Research Objectives

The specific objectives guided this research study were:

i. To establish the main leadership styles used by the headteachers in selected high-performing
and underperforming public secondary schools.

ii. To determine the contribution of leadership practices toward the academic disparities between
high-performing and underperforming public schools

iii. To identify potential areas for improvement in leadership practices within underperforming

public schools in Lusaka District, Zambia.



1.6 Research Questions

The following research questions were guiding this study:

i. What were the main leadership styles used by the headteachers in high-performing and
underperforming selected public secondary schools?

ii. How do leadership practices influence academic performance disparities between high-
performing and underperforming public schools?

iii. What were the potential areas for improvements in leadership practices within

underperforming public secondary schools?

1.7  Significance of the Study

The study aimed to contribute valuable insights that could aid in the development of existing
secondary education by examining leadership styles and the potential mechanisms resulting to
academic disparities. By exploring the relationship between leadership styles and academic
performance in high and underperforming public secondary schools, the study sought to add new
knowledge to the existing body of research on leadership styles. The findings were expected to
provide guidance and inspiration to headteachers in underperforming public secondary schools,
encouraging them to adopt and implement effective leadership skills demonstrated by high-
performing public secondary schools. Ultimately, the goal was to leverage leadership practices as
a means that may enhance the quality and outcomes of addressing academic disparities. Beyond
practical contributions, the study holds significant policy implications. Furthermore, the findings
could inform policymakers on the need to integrate structured leadership development programs
into national education policies, ensuring that headteachers receive mandatory training before

assuming leadership roles and continue professional development throughout their careers.

1.8 Delimitation of the Study

The study was limited to 8 public secondary schools, with an equal selection from both high-
performing and underperforming secondary schools in Lusaka, Zambia. These schools were
selected based on statistical data from the Examination Council of Zambia (ECZ), which showed

stable academic performance trends over the past three years.

Lusaka province was chosen because it provided target secondary schools with rich-information
sample groups. Lusaka was considered a good representative province with rapid socio-economic

and technological development. Ngoma and Chirwa (2018) argued that Lusaka had experienced

6



significant economic growth and development in recent years, driven by increased investment in
infrastructure, improved access to education and healthcare, and the growth of the service sector.
Given such development, Lusaka province is comprised of many people with different cultures
from various parts of Zambia and even other parts of the world. Thus, this province helped the
researcher obtain a sample with varying cultures and experiences, resulting in rich and holistic
leadership practices, making the study more global. Furthermore, this study focused on assessing
the leadership practices exhibited by the headteachers in selected secondary schools under the
contingency leadership theory and the theory of academic performance. The target population for

the study comprised headteachers, deputy headteachers, teachers, and students.

1.9 Limitations of the Study

Before the commencement of data collection, Lusaka Province experienced a cholera outbreak.
This public health crisis resulted in the delay of school openings, and even after schools reopened,
strict restrictions were imposed on external visitors. Consequently, the researcher was unable to
meet with respondents as planned, leading to delays in data collection. To overcome this challenge,
the researcher coordinated closely with school administrators to schedule data collection during
permitted times and adhered to all health and safety regulations to gain access to participants. This
adaptive strategy helped mitigate delays and ensured that sufficient data was collected for

meaningful analysis despite the constraints.

1.10 Theoretical Framework

This study focused on theories that emphasise the importance of the environment and situation in
managing organisations. According to Dunklee (2004), leadership in schools is a situational
phenomenon shaped by the collective perceptions of individuals, closely tied to established norms,
and influenced by the frequency of interactions among school members. Consequently, this study
was specifically guided by Fred Fiedler’s (1960) contingency theory as the primary framework,

supplemented by the theory of academic performance for the dependent variables.

The application of these two theories provided a comprehensive and contextually sensitive
approach to understanding the relationship between leadership practices and academic
performance. Furthermore, this approach helped address both personal and contextual factors that

influence academic performance.



1.10.1 Fiedler’s Contingency Theory

This study was guided by Fiedler’s contingency theory, which describes leadership as
predominantly influenced by the favorability of the situation, indicating the degree to which the
situation enables the leader to exert influence. Cheng and Chan (2002) propose that situational
factors moderate the relationship between leadership style and organisational outcomes, indicating

that predicting outcomes solely based on leadership style is knowing the situational variables.

The inclusion of contingency theory in this study enhanced the understanding of the complexities
of leadership practices and their impact on academic performance. Firstly, it recognised that
effective leadership is contingent upon specific circumstances and contexts. By selecting schools
with diverse contextual characteristics, such as different student populations, resource availability,
and community dynamics, the study captured variations in leadership practices and their effects

on academic performance across different school contexts.

Secondly, it provided a systematic approach to understanding the interaction between leadership
practices and situational factors through rigorous data analysis examining the fit or match between
a leader’s style and situational favorability. Additionally, contingency theory emphasises the
importance of considering multiple factors in assessing leadership effectiveness. This approach
encouraged the study to adopt a mixed-methods design, allowing for the collection of both
qualitative and quantitative data. The study fully understood leadership styles, situational factors,
and their effects on academic performance by combining different research methods, such as

questionnaires and interviews.

1.10.2 Theory of Academic Performance
The supportive underpinning theory in this study was the theory of Academic Performance by Don
Elger from the University of Idaho in the United States of America. Elger (2007) suggests that

performance can be improved through mindset, a productive environment, and self-evaluation.

This theory is relevant as it directly addresses the factors that contribute to academic performance.
By exploring various leadership practices and their impacts on academic performance, the study
investigated how specific leadership approaches influence the mindset that shapes students’ and
teachers’ beliefs, attitudes, and motivation toward learning in both high-performing and
underperforming schools. This investigation provided valuable insights into enhancing academic

performance. The study not only examined how specific leadership approaches influence mindset
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but also assessed how these styles contribute to creating a positive and conducive learning
environment in these schools. Additionally, the theory highlights the role of self-evaluation in
improving academic performance. By studying different leadership practices, the researcher
examined how these practices influenced the self-evaluation process of students and teachers in

both high-performing and underperforming schools.

The integration of the theory of Academic Performance and contingency theory provided a
comprehensive and contextually sensitive approach to understanding the relationship between
leadership practices and academic performance outcomes. The theory of Academic Performance
considers factors such as mindset, environment, and reflective practice, while contingency theory
emphasises the interaction between a leader’s characteristics and situational factors. By combining
these theories, the study understood how different leadership styles interact with performance
attributes and contextual factors that impact academic performance. This integrated framework
bridges the leadership-performance gap by empowering headteachers to align their leadership
practices with specific situational factors and address the achievement gap between high-
performing and underperforming secondary schools. Furthermore, the integrated approach
addressed personal and contextual factors that influence student performance. The theory of
Academic Performance highlighted the importance of considering mindset and the physical, social,
and intellectual environment, while contingency theory acknowledged the contingency of
leadership effectiveness in specific circumstances and contexts.

1.11 Conceptual Framework
The conceptual framework in this study examined the factors that impact academic performance.
The independent variables under investigation were the leadership styles exhibited by the

headteachers, while the dependent variable was academic performance.



Figure 1: Factors Impact Academic Performance

The conceptual framework of this study was designed to bring about order, unity, and a
relationship between the input (headteachers) that directly influence a variety of leadership
practices that tend to shape the undertaken teaching and learning environment in public schools

and the output (gaping academic disparities).

The above figure focuses on the headteachers’ leadership styles such as democratic, instructional,
situational, and servant that have direct implications on teachers’ instructional practices and
students’ learning experiences. For example, autocratic leadership may hinder collaboration and
responsiveness, potentially widening performance gaps, while instructional leadership can foster
support structures that aid in addressing individual student needs and narrowing disparities.
Situational leadership allows for flexibility in adapting to diverse challenges, potentially mitigating
disparities by tailoring interventions. Conversely, servant leadership encourages the welfare of the
subordinates prioritizing their needs and development leading conducive learning environment.

Headteachers who prioritise fostering a growth mindset, creating inclusive environments, and
promoting reflective teaching practices using their daily leadership practices attributed to their
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general leadership styles are more likely to narrow academic performance disparities by

empowering both teachers and students to thrive academically.

1.12 Operational definitions of key terms

i. Academic performance disparities: This is the situation of having the gap between high-

performing and underperforming secondary in academic performance.

ii. Completion rate: The number of learners who have completed a given grade (in a given year),

expressed as a percentage of the total number of learners of official school age for that grade.

iii. Continuous Professional Development (CPD): This refers to ongoing professional development

activities for teachers to enhance their skills and knowledge.

iv. Leadership practices: Refer to the leaders’ methods and behaviors when directing, motivating,

and managing others to achieve pre-determined goals.

v. Remedial Programs: These are targeted interventions designed to support students who are

struggling academically.

vi. Strategic Plans: These are formalised documents outlining the school’s long-term and short-

term goals and objectives.

vii. Transition rate: Percentage of students/pupils advancing from one level of schooling to the

next level.
1.12. Summary of the Chapter

This chapter presented the study’s theoretical and contextual background, statement of the
problem, purpose and significance of the study, objectives of the study, and research questions. It
also discussed the delimitations, limitations, conceptual and theoretical framework, and

operational definitions of terms.
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CHAPTER TWO

2.0 LITERATURE REVIEW

2.1 Introduction

This chapter delineates the literature review on leadership styles exhibited by the headteachers and
their concomitant influence on the academic performance of students, thereby, engaging with
broader constructs about educational leadership and management and functionality thereof within
the school settings. The review is predominantly directed toward pertinent studies on a global
scale, with particular emphasis on the African milieu, notably the Zambian context investigating
the leadership paradigms linked with people, tasks, and academic outcomes. Moreover, the review
highlights possible gaps in the existing literature, summarises key findings, and posits
recommendations to address these identified gaps, intending to foster practical knowledge useful

to society. Lastly, the chapter ends with a summary.

2.2 Leadership Effects on Academic Success

School leadership has always been a venerated issue when it comes to the success of a school, the
headteacher can lead either to the downfall or the success of the school. The strong ability to
continually lead to the school’s mission and vision and succeed in creating exceptional outcomes
and outputs has been a matter of investigation (Benjamin, 2014). Strategies and leadership skills
influence not only students ‘academic success but also play a key role in the overall management
of a school (Pinto, 2025). Barber, Clark, and Whelan (2010) conducted a study that compared
school leadership using a sample of 1,800 principals across high-performing schools in Europe to
determine the factors that influence pupils’ performance. Using an online survey to solicit
participation from respondents, they found out that apart from classroom teaching, nothing was
found to influence improvements in school standards more than the quality of headteachers’
leadership. It is paramount therefore to give schools strong leadership now that national
educational goals have been well articulated (AIDP & GoZ, 2015). Moreover, teacher leadership
and professional self-renewal have been reported as critical components to sustaining success

academically (Jacobson, 2011).

In Zambia, the Ministry of General Education (MOGE) faces challenges in adapting to the ever-
changing educational environment and is committed to enhancing existing systems to measure

performance effectively, a key objective for any organisation. The policy document “Educating
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Our Future,” enacted in 1996, addresses several critical issues, including the in-service training of
teachers. Lorraine (2014), highlights the need for Continuous Professional Development (CPD)
programs in Zambia, identifying several types of In-Service Education and Training (INSET)
programs that the country should develop and implement including demand-driven programs.
These programs focus on school needs and are based in schools and resource centers, cost-effective
programs and give an opportunity of learning to a large number of teachers and programs for

learning contents and methodologies together.

Surya and Yunus (2012) investigated principal leadership styles in high academic performance of
selected secondary schools in Kelantan Darulnaim in Malaysia and examined the perception of
teachers towards the principal leadership styles. The findings from the study showed that teachers
had positive perceptions of the principal’s leadership styles. The study also found that the role of
the principal is important in determining the high academic performance of students in
examinations. The study agrees with the study from Seashore, Karen, Dretzke, and Wahlstrom
(2010), and Robinson, Lloyd, and Rowe (2008) all found that there is a strong positive relationship
between headteachers and academic performance. Ultimately, good leadership is essentially
motivation. That is to say, in order to be an effective leader is to have the necessary attributes of
human motivation in learning and development as this propels a collective will towards a common
goal (Ford, et. al., 2020). Studies show that more and more teachers are quitting their jobs because
of underperforming school administrators, and some students and teachers are not receiving the
best education possible (Burkhauser, 2016). As a result, schools’ performance and academic
outcomes are suffering from a lack of effective leadership and qualified teachers. A study
conducted by Sompa (2015) revealed the responses from the teachers that communication
breakdown, ethical misconduct, and incompetence of the headteachers were causes of the conflicts
in schools. This study supported by the study aimed at exploring the role of school leadership in
the academic achievement of pupils using a survey strategy by Wallace (2014), found out that in
Malawi, 73% of headteachers who were superintendents and had been classroom teachers before,
had their pupils achieving better academic grades in public exams than the 27% who were
appointed headteachers without passing through the various stages of teaching experience. Even
though Wallace’s study reinforces the importance of the headteacher’s instructional experience,

the study, however, did not expand on how inexperienced teachers become headteachers in
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Malawi. However, it has been demonstrated that teacher leadership significantly predicts self-

efficacy and performance which subsequently transcend to student performance (Akman, 2021).

Through the practice of leadership, a person may solicit the assistance and backing of others in
achieving a common aim. Nwajiaku, Cheah, and Sakiru (2022) describe leadership as the
continuous interplay of supporters, peers, superiors, job setting, and ethos by developing a quality
attitude, which can prevent repeating mistakes of earlier leadership studies and the need for a
highly organised approach. The adhesion supported by the finding of Masnawati and Darmawan
(2022) revealed that the dynamic relationship between educational leadership and teacher
performance evaluation influences educational policies and practices in schools. However, some
studies suggest that principals’ activities are remarkably variable and that specific leadership
activities or changes in leadership activities over time, do not predict changes in student
performance (May, et. al., 2012). But even so, school principals should view themselves as leaders
of social justice, with the responsibility and capability to ensure that all students succeed,

regardless of their individual characteristics or backgrounds (Shaked, 2020).

2.3 State of Knowledge on Leadership/Performance Linkage.

Strategic leadership is the ability of the leader to anticipate, prepare, and position for the future; It
has also been observed to be the leader’s ability to anticipate, create a vision, empower others, and
exercise flexibility, to create a strategic and viable future for the organisation. Strategic leaders,
formulate the goals and strategies for the organisation. They do this by developing structures and
processes that affect the present and future performance of the organisation. They are experienced
leaders who are knowledgeable and can create a vision execute plans and make significant
decisions in a vibrant environment (Gakenia, Katuse, & Kiriri, 2017). This analysis is supported
by their study of schools in Kenya in ways of improving academic performance, though strategic
leadership on its own did not have much influence on academic performance without leadership

traits and the availability of resources to execute.

A leadership style combined with teacher induction, organisational culture, and teacher motivation
can positively influence the academic performance of students. Teachers groomed into the school
culture and coached and mentored into the system will be able to create an environment of

academic excellence. Headteachers are the ones who can decide what kind of environment they
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want to create for their schools and therefore devise strategies that promote academic excellence.
(Luke & Osoro, 2019).

The headteacher’s leadership styles affect the climate of the school; the attitudes that teachers have
toward leadership; the turnover rate of teachers and the academic achievements of students.
Therefore, Qiuyan (2022) investigated how transactional leadership and transformational
leadership affected student academic achievement. Using the Contingency or situational theory to
support the study, he encouraged further studies to be needed to investigate the different principal

leadership practices and what differences in leadership philosophies can affect student progress.

Servant leadership, as described by van Dierendonck (2011), focuses on leading through service
by empowering and developing others. It emphasises personal characteristics like humility,
authenticity, and stewardship while fostering trust and fairness in leader-employee relationships.
These dynamics support individual self-actualisation and positive job attitudes, leading to
improved organisational performance. Servant leadership also encourages a focus on sustainability
and corporate social responsibility, aligning leadership with ethical practices. This approach
balances the well-being of employees with long-term organisational goals, making it a sustainable
leadership model. The findings relate to the findings of Rashid and Shirima (2024), and Irving and
Longbotham, (2007) revealed that servant leaders successfully contributed to creating work
environments that foster fulfillment and dedication among teachers by prioritising empathy, active
listening, and support for professional development to them. This proved the necessitate of doing
the current study investigating the leadership styles and their attributes in how they contributed to
varied academic disparities in public secondary schools.

Bugyei and Aidoo (2022) also examined the leadership styles of the headteachers and how these
leadership styles influenced teacher motivation in the public basic schools in the Anomabo
Education Circuit of the Mfantseman Municipality in the Central Region of Ghana. Using the
quantitative approach of Cross-sectional survey design, the results revealed that most headteachers
in the Anomabo preferred autocratic leadership. This may have been because teachers in that area
did not feel motivated enough to do their tasks due to low remunerations. The headteachers did
not had. regular in-service training and some were not fully qualified for the job. This study tried
to investigate whether this might be the case in schools of interest that do not show improvement

in academic performance here in Lusaka. Research by Bugyei investigated the leadership style and
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teacher motivation dimension, but the purpose of this study was to investigate the influence of

leadership styles on leadership practices that contributes to academic performance disparities.

2.4 Leadership Style Vs Academic Performance

2.4.1 Global Perspective

In a study trying to understand the relationship between the headteacher’s demography, his
leadership style, and the school’s performance, Richard (2022), noticed that the longer the
headteacher stayed in the school, the more they resorted to democratic leadership styles, and the
better the school performance became. Most headteachers investigated were in their early tenures
and resorted to transformational and delegative leadership approach. However, in a multinational
study between Germany and China, Chen, Ning, and Bos (2022) wanted to establish which
principal leadership style produced better student performance in each country. Their results
revealed that instructional and integrated leadership produced high student performance in
Germany while both instructional and transformational leadership achieved student performance
in China. In conclusion, instructional leadership was the main form of leadership these two
countries employed to get results from the students, which is in contrast with other studies that
praise democratic leadership. It also shows that leadership is a situational act that needs to be

investigated for the improvement of the educational system in our countries.

Howard and Knight (2022) analysed leadership styles to discover which leadership style had the
most significant positive and negative impact on student academic performance. This study done
in Alabama attempted to reveal if there was a significant difference in student academic
performance based on the school leader’s leadership style, years of leadership, and gender. The
results showed that transformational leadership had a positive effect on academic performance

regardless of age or years of experience.

The study conducted in Commonwealth, Virginia by Tina (2010) quantitively investigated using
a correlational design and employed descriptive data analysis techniques to examine whether or
not leadership style and school climate are significant predictors of student achievement. The
quantitative method was chosen because correlations between leadership style, school climate, and
student achievement were identified through statistical analysis. The data revealed that both
teacher and principal participants most often viewed their school’s dominant leadership style as

transformational, and the second as transactional with a 6% variance in scores accounted by
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leadership style. Not only the study done outside African contexts but also further investigation
needs to be done to examine the potential mechanisms that leadership styles influence school

climate and ultimately contribute to positive academic outcomes.

In Pakistan, Farooq, Mahmood and Igbal (2022) gathered that most headteachers preferred to use
democratic leadership styles, so that they may improve the student’s academic performance, even
though they sometimes resorted to autocratic leadership style. In their qualitative study that
intended to gather the opinions of the subjects, they unearthed the need for a mixed approach to
leadership. Their study was in support of a study done by Kapela, Kopoka, and Namusonge (2021)
who investigated how leadership styles affected all the educational stakeholders and improved
academic performance. Their study unearthed that no single style is perfect for all situations but
each style has its target group, thereby directly or indirectly affecting academic performance.
Democratic leadership style was most effective in the classroom setup where teachers had the
freedom to handle teaching material as they saw fit, though bureaucratic leadership affected the
acquisition of teaching and learning materials in the public schools under study. Their study
concluded that a mixed leadership style fits public schools rather than a monotonous modified
laissez-faire leadership style that at most does not hold teachers and other key players accountable

for the declining quality of education.

Litz, Juma, and Carroll (2017) examined the perceptions of two principals in the United Arabian
Emirates on how they saw their leadership styles. Their findings indicated that the principals were
satisfied with their leadership styles because they believed they were helping others, in other
words, they were practicing servant leadership. The leadership style practiced by a principal is one
fundamental factor that determines the success of any school. A principal with appropriate
leadership competencies can positively influence the way teachers undertake their duties which in

turn will determine the students’ academic performance.

2.4.2 African Perspective

In a study by Britwum, et al. (2022) which assessed the effectiveness of leadership styles and the
achievement of students, it was found that authoritarian and democratic were not significant
predictors of students’ academic achievement but laissez-faire was the only leadership style that
predicted students’ academic achievement in the Colleges of Education in Ghana. Using the

descriptive cross-sectional survey design and a self-developed leadership questionnaire to collect
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data, the study recommended that principals should make use of different combinations of
leadership styles to enhance the smooth running of the Colleges of Education in Ghana in further

contrast to suggestions of other studies to use democratic means to achieve performance.

In Rategos’ study (2015) to investigate the influence of various leadership styles on student
performance, using the contingency theory, she established that most principals (89%) had poor
communication skills when it came to decision-making, they did not involve other stakeholders.
The overall study showed that principals had poor democratic skills like communication, and
humility when in error (53%), or failure to listen to advice (45%). Her study gave a proposal that
the democratic leadership style had a great influence on students’ performance in public secondary
schools though a study done by Mbera (2015) recommended that a balance between autocratic and
democratic leadership should be maintained and taught in educational colleges because it produces

effective academic results.

Obama, et al. (2016) and Oyugi and Gogos’ (2019) studied on the effects of principals’ leadership
styles on students’ academic performance in public secondary schools in Kenya unearthed that
principals use diverse leadership styles from democratic to transactional or from autocratic to
laissez-faire. Regardless of this fact, they failed to produce a necessary environment in their
schools that can support effective teaching and student performance. Their study stands to prove
that there is a need for more investigation into the appropriate leadership styles that can be
employed in public schools. The same study done in Ghana by Gyasi, et al. (2016), established
that unless headteachers are equipped with the proper knowledge and skills for leadership they
would not influence change in the academic performance of their schools. Their study was mixed
research that further concluded that colleges should incorporate leadership skills in their

curriculum.

In an attempt to propose a standard leadership style for the schools of Nigeria, Yahya (2015) found
that most leaders use democratic and transactional types of leadership in their pursuit of student
academic achievements. They added that it worked well if it was combined with the principals’
academic qualifications and experience in the field of education. Paul and Toyin (2017) later
supported this assertion even though the schools perform moderately

A study by Osagie and Momoh (2016) investigated principals’ leadership styles in successful

secondary schools in Edo State, Nigeria. Using the transformational leadership model to
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conceptualise the leadership styles of the principals, the study showed that transformational
leadership is an important element of school improvement. The study concluded that for most
schools to be successful should hence use transformational leadership as the flagship method to
develop the teachers and not consider instructional or democratic ways of leadership as exhibited

in prior alluded to studies.

In Somalia, Jama (2023) explored which leadership style can lead to students’ academic
performance and intended to establish the relationship between school heads’ leadership styles and
students’ academic performance. His results established that democratic leadership styles
primarily influence students’ academic performance, though simultaneously discouraging the
laissez-faire leadership style because it produced negative results. His study used only
questionnaires, which might have caused some biases as the respondents might answer
‘appropriately’ to please the researcher. This study was in support of the study done in Tanzania
by Msofe, (2017) who insisted that a laissez-faire leadership style was leading in causing low
academic performance. Additionally, she added that the autocratic leadership style was less
preferred by the headteachers.

A study carried out by Kambambovu (2018) sought to identify major leadership styles employed
in running Secondary schools, to evaluate their influence on students’ performance. This mixed
research study revealed good leadership styles play an important role in improving academic
performance such as democratic and autocratic methods of leadership. The study further
recommends educational administrators be orientated in democratic leadership styles before they
are appointed as school heads.

In the Marakwet Sub- County of Kenya, a study conducted by Chepkonga et al. (2015) aimed to
assess the influence of headteachers’ democratic leadership style on students’ academic
performance in public secondary schools. The study revealed that democratic leadership style was
believed to have a positive impact on student achievement. However, it is important to note that
the study utilised a descriptive research design, which had limitations in terms of gathering
comprehensive information. The structured nature of the questionnaires employed in the study
constrained respondents to a predetermined set of questions and response options. As a result, their
ability to provide nuanced or detailed insights was limited. To address these limitations and bridge

the methodological gap, the current study incorporated a more comprehensive approach. In
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addition to utilising semi-structured interviews, open-ended and close-ended questionnaires were

employed as an additional data collection method.

The study conducted in Kigoma District explored the effects of various leadership styles on
students ‘academic performance, focusing on leadership styles such as democratic, autocratic,
laissez-faire, transformational, coach-style, and bureaucratic. It identified the impact of these
leadership styles on factors like job satisfaction, teacher motivation, and the overall school
environment. Additionally, it highlighted leadership challenges such as poor parental involvement,
overcrowded classrooms, and financial constraints. However, the study did not provide a
comparative analysis of how these leadership styles function differently in high-performing versus
underperforming schools. The gap lies in the lack of exploration into how leadership practices
contribute to academic disparities between schools with different levels of success. Moreover, the
study focuses primarily on the operational aspects of leadership without deeply examining how

leadership practices influence strategic decision-making and long-term school improvement.

Makgato and Mudzananis’ (2018) study in South Africa analysed how low-performing and high-
performing schools are affected by the leadership styles of their principals. Using a qualitative
approach, they uncovered that democratic and transformational styles of leadership contributed to
the high performance of the learners. The low-performing schools differed from the high-
performing schools because they were more permissive toward the behavior of their learners. The
study suggested that principals should practice more participatory and democratic styles of
leadership and improve their disciplinary measures by involving middle managers. This is in
contrast to the study done by Igwe, Ndidiamaka, and Chidi (2017) which proved that the autocratic
leadership style has better results than the democratic leadership style. This study was done
between public schools and mission schools in Enugu State, Nigeria, enabling the current study to
focus on public secondary schools in a comparative manner between high-performing and

underperforming public secondary schools.

2.4.3 Zambian Perspective

In an attempt to appraise the performance of a school to the headteachers’ leadership style in
Mpika, Chunda (2022) unearthed that headteachers’ leadership styles had an effect on learners’
academic performance and no single leadership style is effective unless they are combined. The

study recommended that headteachers should involve all the stakeholders in decision-making; this
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means the headteachers used more autocratic leadership styles or had poor communication skills.
This finding is supported by the research of Mwape (2013), who noticed that some headteachers
in Zambia used either laissez-faire or directive in daily operations, while most headteachers used
the participatory leadership style in problem-solving situations. The study further established that
school performance in secondary schools was positively related to democratic leadership which
was the style most used in Zambian Schools. He added for teachers to be motivated, democratic
leaders consult with subordinates on proposed actions and encourage participation. However, the
Zambian school systems are heavily laden with some uniquely African cultural values, beliefs and
practices with an adherence to authoritarianism (Matshakaile, 2019). For this is reason it important
to evaluate current leadership styles as this may have a trickle-down effect to student performance

as earlier alluded to.

Phiri’s (2022) study explored the influence of head teachers’ leadership styles on pupil academic
performance in grant-aided and public schools in Zambia. Using a case study, she established that
the headteachers from grant-aided schools exhibited democratic to autocratic leadership styles
while headteachers from public schools showed more of an autocratic to laissez-faire type of
leadership. Her study recommended that management training be mandatory for all school leaders
and that grant-aided and public-school principals should have a moment to share experiences on
improving their schools’ academic performance. The recommendation supported by Simunza’s
(2021) finding revealed that training and development were the salient ways to improve the
headteachers’ administrative roles. Even with such recommendations, there is still need for
reviews and studies on school leadership to be conducted and provide a clearer picture of the

national landscape will image (Kalabo, O. M. (2017).

The study conducted by Kanchele (2021) attempted to find out the influence of headteachers’
leadership styles on learner academic performance in selected secondary schools in the Munyinga
district of North Western Province, Zambia. Through interviews and focal discussions, the study
revealed that headteachers’ leadership styles had an effect on learners’ academic performance and
no single leadership style is effective unless they are combined. The finding aligns with Mulonga,
Meki-kombe, and Kabeta (2024) in their study exploring managing practices and leadership styles
of female headteachers in high-performing secondary schools in Kabwe Urban Zambia. The study

involved only high-performing schools allowed the current study to thoroughly investigate the
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other side of the school category which is underperforming schools and compare it to high-
performing schools investigating the leadership practices and their impacts on academic
disparities. According to Kabeta, et. al., (2015) instructional leadership from headteachers may
have a positive effect on the teaching and learning process and that its inadequacy can impact

negatively the teaching and learning process leading to poor pupil performance.

Despite government efforts to boost teacher’s performance in schools, secondary schools still face
several challenges. The study of Chibomba (2024) aimed to investigate the environmental factors
that affect teachers ‘performance in public secondary schools. A mixed-methods case study design
was used, which involved purposive and multi-stage sampling of research participants from four
public secondary schools in Lusaka. The study revealed that social-environmental factors that
positively affect teacher performance were established as the relationships between teachers,
learners, and supervisors in various forms. These forms include; friendliness, the ability of a
teacher to command respect, punctuality of teachers, and allowing questions during lessons by
teachers. The findings further suggest that explaining to slow learners, the presence of standard
leadership styles, good relationships between teachers and their supervisors, and among teachers
positively affect teachers ‘performance. Chibomba’s study aimed at checking the environmental
factors affecting teachers’ performance left for this current study to investigate the causes of these

factors if related to leadership styles and their influence on academic disparities.

2.5 Contribution of leadership practices on academic performance

Educational change requires collective effort from the entire school community, with teachers
playing a pivotal role. A study by Lucia Lomba-Portela et al. (2022) found that excessive
workloads contributed to resistance to change from teachers depending on their ages and
experiences. However, the link between this resistance and academic performance remained
unclear, warranting further investigation in Zambia to determine its impact on public school
performance. Similarly, Kimeu et al. (2015) examined how instructional resources affected student
performance in Makueni County, Kenya. This study concluded that the access to quality teaching
materials significantly influences academic success. Uchendu, Ekanem, and Jonah (2013)
supported this by emphasizing that proper resource maintenance is a factor in achieving better
academic outcomes in Nigeria. Oluwatoyin (2014) further stressed the importance of school

leaders prioritizing proper maintenance strategies to improve academic buildings, enhancing
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overall educational quality. While these studies highlight resource as important, there is still need

to explore leadership’s role in providing teaching materials, especially within the Zambian context.

Mfangavo (2015) investigated student enrolment and resource availability in community
secondary schools, identifying overcrowding and insufficient materials as major challenges.
However, the study overlooked the role of leadership in managing these issues. Furthermore,
Mulonga, et. al., (2024) analysed high-performing schools in Kabwe District, identifying key
management strategies such as teacher discipline, regular evaluations, and consistent meetings.
However, the study focused mainly on female headteachers and high-performing schools,
highlighting the need for a more inclusive comparative study between high- and underperforming
schools. However, according to Ogbu (2018) headteachers can utilise instructional practices to

organize seminars and workshops in order to enhance teacher knowledge.

Some leadership practices like delegation of tasks were examined by Ahumuza and Ntiradenkura
(2022), who found that assigning responsibilities increases teacher job satisfaction and
performance. Similarly, Amos, Siamoo, and Ogoti (2022) emphasised that shared leadership
enhances teacher accountability and commitment. However, the study in Tanzania revealed that
delegated teachers usually lacked decision-making power, raising the need to explore leadership

delegation and its influence on students’ academic performances in Zambia.

A comparative study by Maluma Phioer and Banja Madalitso (2019) in Zambia’s Southern
Province found that high-performing schools normally benefited from proprietor support, strong
administrators, and adequate infrastructure, whereas underperforming schools suffered from
inconsistent leadership and this resulted in resource shortages. The study signalled the need for
further comprehensive research into factors driving academic performance and disparities between

high-performing and underperforming schools in Zambia.

The role of instructional leadership in schools was examined by Amei, Sr. Dr. Piliyesi, and Dr.
Anyona (2020) in Kenya, who found that principals positively impact student performance through
regular teacher observations, mentorship, and in-service training. Similarly, Salfi (2010)
highlighted successful leadership practices such as collaboration, distributed leadership, and

community involvement in Pakistan but focused solely on high-performing schools. It is important
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to investigate how such leadership styles and practices can affect both high- and underperforming

schools in Zambia.

Kakupa (2014) explored the effectiveness of rural secondary schools in Zambia’s Western
Province, identifying strong leadership, positive learning environments, and academic policies as
key success factors. However, the study did not compare high- and underperforming schools, nor
did it examine how leadership practices influence academic disparities seen in these schools. The
current study aims to address such information by exploring the role of leadership in mitigating
academic disparities across different public-school contexts. By analysing leadership behaviours,
resource management, teacher motivation, and student support structures, it will provide a
comprehensive understanding of how leadership styles shape educational outcomes in Zambia’s

public schools.

2.6 Research Gaps

Numerous studies [Richard, (2022); Howard, and Knight, (2022); Chen, Ning, and Bos, (2022);
Farooq, Mahamoud, and Igbal, (2022); Kapela, Kopoka, and Namusange, (2021); Litz, Juma,and
Carroll, (2017); Paul and Toyin, (2017); Osagie and Momoh, (2016), Robinson, (2010)] have
successfully established a link between leadership styles and academic performance. However,
these studies were done outside the African continent, whereby the educational contexts of those
countries might be quite different from the educational contexts of African countries, more

specifically the Zambian context, thus the current study is imperative.

In the African context, several studies [Rategos, (2015); Britwum, (2022); Obama, (2016); Oyugi
and Gogos, (2019); Gyasi, (2016); Yahya, (2015); Jama, (2023); Kambambovu, (2018); Msoffe,
(2017); Chepkonga, Ogoti, Jepkoech, and Momanyi, (2015)] have examined the relationship
between headteachers’ leadership styles and academic performance. However, these studies have
not specifically explored the connection between leadership styles and academic disparities,
particularly in comparative studies. Despite the research conducted by Igwe, Ndidiamaka, and
Chidi (2017) and Makgato and Mudzananis (2018), which compared private schools and public
schools in Enugu, Nigeria, as well as low-performing and high-performing public schools in South
Africa, there was still a need to investigate academic disparities within the educational context of

Zambia, specifically.
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Meanwhile, there have been limited studies that specifically link leadership styles with academic
performance in the Zambian educational context. Some of these studies have focused on
comparing private schools against public schools (Phiri, 2022), while others have examined
leadership styles and academic performance in a general sense [Yumba, (2022); Kanchele, (2021);
Muyunda, (2022); Chunda, (2022)]. Consequently, there exists a scarcity of information regarding
academic disparities among public schools when considering the influence of headteachers’
leadership practices. Specifically, there is a need to compare the performance of high-performing
and low-performing public schools, as these schools receive equal support from the government

Furthermore, despite the studies that have examined the influence of leadership styles on teacher
motivation teacher performance, and student engagement [Chafwa, (2012); Mumba, (2022);
Mwape, 2013)], there remains a significant gap in research exploring the potential mechanisms
through which the leadership practices influence academic disparities through school climate,
teacher motivation, and student engagement. This research gap highlighted the need for further
investigation into the intricate connections between those factors and leadership practice, relating
to academic outcomes, to gain a comprehensive understanding of the factors contributing to
academic disparities. Additionally, there was a need for more investigation that considers the role
of leadership practice in conjunction with other factors, such as school resources, teacher quality,

and student characteristics.
2.6. Summary of the Chapter

This study reviewed relevant literature aligned with its set objectives. It explored the concept of
leadership in fostering academic success and examined the relationship between leadership and
academic performance. The review provided insights into the global, African, and Zambian
contexts, highlighting the impact of leadership on academic outcomes. Additionally, the chapter
identified research gaps, underscoring the distinctions between prior studies and the current

research.

25



CHAPTER THREE

3.0 METHODOLOGY

3.1 Introduction

This chapter discusses the research methodology used to explore leadership practices and their
impacts on academic performance by comparing high-performing and underperforming secondary
schools. The researcher illuminated the research approach, research design, population, sample
size, sampling procedures, research instruments, and data collection procedures employed to
obtain the pertinent data needed to answer the research questions. Lastly, the chapter presents the

trustworthiness of data, data analysis, ethical considerations, and summary of the chapter.

3.2 Research Approach

This study was guided by a mixed-method approach. This approach was useful in this study as it
helped in combining both qualitative and quantitative data sets to produce more meaningful
insights than either method could achieve independently. By integrating diverse data sources and
multiple approaches to examine the phenomenon, the approach aimed to corroborate or validate
findings through convergence or agreement between sources (Creswell, 2014). Since this approach
promotes triangulation by comparing and contrasting findings from different methods to enhance
the study’s validity and reliability (Creswell, 2014), the researcher was able to reduce the bias,
provide a more robust interpretation, and strengthen the credibility, dependability, and

confirmability of the findings.

The qualitative method involves an interpretive, naturalistic approach to its subject matter, it
attempts to make sense of or interpret, phenomenon in terms of the meaning people bring to them
(Frankfort-Nachmias and Nachmias, 2008). Therefore, qualitative methods were appropriate for
this investigation as they produced detailed data from a small group of participants while exploring
feelings, impressions, and judgments (Best and Kahn, 1989). On the other hand, the researcher
utilised quantitative methods to gather statistical data, which enabled the researcher to capture
measurable variables and perform statistical analyses, by revising and tabulating the data
numerically, allowing for characterisation through statistical analysis (Martyn, 2008), to identify
patterns and relationships, enhancing the overall robustness and generalisability of the findings.
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3.3 Research Design

According to Ugwuanyi (2022) and Pandey and Pandey (2015), a research design provides a layout
for conducting the research in which data collection methods and data analysis are identified. It
performs as the roadmap by specifying ways through which pertinent data to answer the research
questions would be collected and analysed. Therefore, this study adopted a mixed-methods
approach. This allowed participants to express their perspectives on leadership styles and their
influence on academic performance disparities in both high-performing and underperforming
public secondary schools. Information such as enrollment, number of extracurricular and remedial
programs, challenges faced, and involvement in decision-making and resource management were
analysed both qualitatively and quantitatively. The integration of these two types of data provided
a comprehensive and multidimensional understanding of the phenomenon under study, allowing

for more informed conclusions and recommendations.

3.4 Target Population

The target population is the actual and large group of elements to whom the researcher would like
to generalise the findings of the study (Ary et al, 2010); Fraenkel et al., 2012). This is an ‘ideal
choice’ of the researcher (Fraenkel et al., 2012), though it is not always easily attainable during
the research study. The study focused on critical education stakeholders in the Lusaka district
familiar with the rich information about leadership practices and their impacts on academic
disparities. The study deployed its target population from 8 public secondary schools, dividing the
number equally between high-performing and underperforming schools following the 2022/23
school calendar examination results (MOE, 2022). Therefore, in this study headteachers, deputy
headteachers, teachers, and students, from high-performing and underperforming schools selected

were targeted.

3.5 Sample Size
The total number of respondents who participated in this study was 296. This was arrived at using
the following formula;

11=ZZ><Pq
d2

Where;
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n = expected sample size

Z=1.96 using 95% Confidence level

P = assumed 26.1% presence of the targeted public secondary schools
q =1—P or 100 — P for decimal or percentage is respectively

d = 5% margin of error

This included 8 headteachers and 8 deputy headteachers from the selected public secondary
schools. Additionally, 200 students and 80 teachers from the same public secondary schools were
selected for participation. Each school selected, provided an equal number of participants in each

category of the respondents.

Table 3.1: Distribution of Respondents Selected from Each School

School Types of the | Headteachers | Deputy Teachers Students
Name School Selected Headteachers | Selected Selected
Selected
A High Performing 1 1 10 25
B High Performing 1 1 10 25
C High Performing 1 1 10 25
D High Performing 1 1 10 25
E Underperforming 1 1 10 25
F Underperforming 1 1 10 25
G Underperforming 1 1 10 25
H Underperforming 1 1 10 25

Table 3.2: Gender Distribution of Headteachers and Deputy Headteachers in High-Performing

and Underperforming Schools
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School Performance Male Female Male Deputy | Female
Name Category Headteachers | Headteachers | Headteachers | Deputy
Headteachers

A High Performing - 1 1

B High Performing 1 - - 1
C High Performing - 1 - 1
D High Performing 1 - - 1
E Underperforming - 1 - 1
F Underperforming - 1 - 1
G Underperforming - 1 - 1
H Underperforming 1 - - 1

3.6 Sampling Technique

A combination of purposive sampling and simple random sampling was used to select the public
secondary schools. Public secondary schools with consistently high and low academic
performance over three years in the Lusaka district were identified and chosen purposefully by the
District Education Board Secretary (DEBS) before providing those 10 schools selected to the
researcher. Subsequently, 8 secondary schools were randomly chosen to access the target
populations. Purposive sampling was used to select headteachers and deputy headteachers from
the chosen public secondary schools, while teachers and students were randomly selected to

participate in the study.

Due to the ongoing nature of the lesson, the researcher waited for the teachers in the staff room.
Teachers were randomly selected as they finished their classes and arrived in the office. In contrast,
teachers from other schools were found in the office and were chosen by skipping one teacher
before selecting another. On the other hand, students were systemic randomly selected from the
target population to maintain the study’s fairness and impartiality. Students who were found in the
class at that time by the researcher were provided with the two letters, A and B, and allowed to

pick any. Then students who picked letter A were allowed to participate in the study.
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3.7 Research Instruments
The research instruments employed in this study for data collection were interviews and semi-

structured questionnaires.

3.7.1 Interviews

Interviews are believed to be quite helpful in qualitative research on account of the level of
interaction that they allow between the researcher and the interviewee. Hence, Interview guides
were specifically employed for knowledgeable informants, headteachers, and deputy headteachers,
to gather first-hand detailed information directly from them, facilitating a comparison of reactions
among participants. The interviews served as the primary source of qualitative data. The interview
guide was constructed based on the set objectives of the study including both open-ended and
closed-ended questions. This technique aimed to generate in-depth information, providing a
comprehensive understanding of the issue (Meeks, 2005). The researcher scheduled physical
meetings with these rich informants in their offices on an appointed day. Permission was obtained
to record the conversations. Furthermore, the consent form was provided to them to ensure the
confidentiality of their responses.

3.6.2 Semi-structured Questionnaires

Semi-structured questionnaires were administered to both teachers and students. Student
questionnaires were collected during class time, as students filled them out since the researcher
was granted permission to use one class period for this purpose. For teachers, questionnaires were
distributed to each selected teacher, and the researcher collected from them privately and
individually based on prearranged appointments. This instrument provided no bias, saved time,
and ensured uniformity in question formulation, resulting in greater comparability in the process.
According to Amin (2005), the questionnaire’s disadvantage is a low return rate. To deal with this
problem for those teachers who failed to fill it at school, the researcher trained research assistants
who were responsible, for amongst other responsibilities reminding the teachers to fill out the

guestionnaires and to return them in the required timeframe.

3.8 Instrument validity and reliability
Validity is the degree to which an instrument measures what it purports to measure. In other words,
validity is the degree to which results obtained from the analysis of the data accurately represent

the phenomena under study (Flick, 2006). Therefore, validity has to do with how accurately the
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data obtained in the study represents the variables of the study. On the other hand, reliability is a
measure of the degree to which an instrument yields consistent results or data after repeated trials
(Mugenda and Mugenda, 2003).

Johnson and Turner (2003) described triangulation as the practice of collecting data from multiple
sources in an investigation to deepen understanding. To enhance the validity of the instruments
being used, the researcher employed triangulation. Different methods of data collection were
ensured to be employed due to the adoption of triangulation. Therefore, interviews and semi-
structured questionnaires employed, were able to complement each other, thereby enhancing the
validity and reliability of the data. This was ensured through observing the consistency of
responses from the respondents.

3.9 Data Collection Procedure

The researcher submitted the permission letter from the District Education Board Secretary
(DEBS) to the headteachers. Subsequently, the headteachers signed the letter and then met with
the researcher and his assistant researcher. They were introduced to senior teachers who acted as
facilitators to the responsible teachers in charge of classes during the data collection periods
followed by the researcher interacted with the teachers without the influence of the senior teachers
or any other administrator. The researcher spent a maximum of five days in each school.

The qualitative and quantitative data were collected consecutively from the field; qualitative data
were collected from the headteachers and deputy headteachers through interviews, meanwhile,
quantitative data were obtained from the teachers and students through semi-structured

questionnaires.

3.10 Data Analysis

The data obtained by the qualitative method of data collection were coded by a thematic approach,
then categorised, tabulated, and arranged under themes and subthemes based on the research
questions demonstrated by the researcher before starting to collect the data. A description of each
theme is analysed and interpreted critically and objectively to ensure the data’s uniformity,
accuracy, and completeness, considering its validity and reliability. Additionally, quantitative data
were entered, cleaned, and validated in Microsoft Office Excel 2016. The descriptive statistics

were analysed using IBM SPSS Statistics version 27 (SPSS Inc., Chicago IL). The Chi-square test
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was used to find any association between parameters. All statistics were assumed significant at p
< 0.05.

3.11 Ethical Consideration

Ethical clearance for this study was sought from the University of Zambia Humanities and Social
Sciences Research Ethics Committee (UNZA HSSREC) (Appendix F). Permission to conduct this
study was further obtained from the Ministry of Education through the District Education Board
Secretary (DEBS). Additionally, the researcher sought approval from the headteachers before

conducting the study within the school premises.

One of the important considerations in conducting a research study is to ensure the study meets
the requirements for ethical investigation. This involves keeping the confidentiality of the
respondents. Therefore, in this study, adequate procedures were provided and used by the
researcher to safeguard the interests of the participants and their institutions to assure the
participants that their responses would be kept confidential and that no one known to them would
have access to the information and no one could link the data to their names. This was observed in
the reporting of the study’s findings in which letters A, B, C, D, E, F, G, and H were used to refer
to the selected schools allowing the researcher to give the title to refer to the specific respondents
of the certain study area.

Furthermore, the researcher explained the purpose of this study to all participants to promote
voluntary participation and informed consent. For headteachers and deputy headteachers after this
explanation, they were given a consent form to fill out while for teachers and students, the consent
form was included in the questionnaire provided and the participants were supposed to read it
before filling out the questionnaire, aimed to ensure a clear understanding and reassurance that
their contributions were solely for academic purposes. Participants were also informed of their
option to withdraw from the study if they felt uncomfortable. Utmost respect for their responses,

as well as confidentiality and anonymity, was ensured.
3.11. Summary of the chapter

This chapter outlines the research methodology employed in the study, detailing the mixed-
methods approach and research design. It provides an overview of the target population and

discusses the sampling methods, sample size, and techniques used. Additionally, it addresses the
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research instruments, along with their validity and reliability, and describes the data collection
procedures. The chapter also covers the data analysis methods and ethical considerations. Overall,

it serves as a comprehensive guide for data generation in the study.
CHAPTER FOUR

4.0 PRESENTATION OF RESEARCH FINDINGS

4.1 Overview

This chapter presents the study’s findings on leadership practices and their impacts on academic
disparities by comparing 8 public schools i.e. high-performing and underperforming public schools
in Lusaka District, Zambia. The investigation of the phenomenon under study was conducted by
interviewing headteachers and deputy headteachers through semi-structured interviews together
with the data from the teachers and students through semi-structured questionnaires. The themes
identified from the data include leadership styles, different leadership practices i.e communication
of vision and strategic plans, involvement in decision-making, instructional support and
professional development, and resource management, and the challenges encountered by the heads
of schools in gaping academic disparities, with specific sub-themes that answered the following

research questions that guided this study:

a) What are the main leadership styles used by the headteachers in high-performing and
underperforming selected public secondary schools?

b) How do leadership practices influence academic performance disparities between high-
performing and underperforming public schools?

c) What are the potential areas for improvements in leadership practices within underperforming

public secondary schools?

There are different types of leadership styles practiced by headteachers in public schools. This
chapter divides the cases to examine the styles present in high-performing schools and compare

them to the leadership practices observed in underperforming schools.

4.2 Leadership Approaches
4.2.1 Instructional Leadership Style

School leaders have a high level of responsibility to students and teachers, and require them to be

supportive, motivating, and knowledgeable. The headteachers in high-performing schools
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frequently employ an instructional leadership style directly in guiding and supporting the teaching
process to ensure the school achieves its educational objectives. They support teachers in their
practice by facilitating professional development opportunities including coaching and mentoring,
to ensure that best practices are utilised effectively. When asked why she prefers an instructional

leadership style, the headteacher B commented;

“It is very important because | believe there is no human being who is perfect even as a
leader | may have shortcomings. Because of this, | tried to develop my people as much as
| can in different areas like professionalism, and creating a good learning environment so

that everyone is happy including students.”

When asked how the headteacher supports him in his role as a deputy, the deputy headteacher B

responded;

“Since she stayed for so long as deputy, she is helping and supporting me by providing
feedback and guidelines and collaboration in decision-making. She always tells me, she
sees more of the deputy than the head even if she is there as the head, | must be able to see

her as deputy more than as the head”

He added:;

)

“She shows me a lot of the areas.’

Additionally, they provide an orientation program like in school B, for the new academic calendar
and sometimes for the new teachers about school responsibility in general. They rely on creating
an atmosphere of openness and trust in conversation to improve teachers’ teaching practices. They
believe this approach has significant importance in contributing to the success of students’
academic performance. This has been notable in how the headteacher effectively communicates

the goals and plans to the teachers and students, as commented by teacher 1B;

“There are orientation sessions, and she is incorporating the visions and goals into the

curriculum for better understanding.”

In contrast, the headteachers in both schools, headteacher E and headteacher H, exercise strict
supervision by focusing on rigorous supervision and inspections. Besides, observing frequent

inspections of ongoing lessons, the headteachers insist that teachers submit their lesson plans.
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Additionally, the headteachers emphasised the supervision of ongoing lessons unannounced to
ensure compliance. When asked about how she monitors the effectiveness of the teaching methods,

the headteacher H replied;

“I visit classes without notifying the teachers or students, about if the methods are effective,

| would say some are not that effective because in most classes I find students sleeping.”

The study found that lacking enough time for instructional tasks, headteachers in these schools
feel uncomfortable and reluctant to have difficult conversations about how teachers can improve
their teaching practices. Headteachers believe teacher autonomy is one of the drawbacks in
providing instructional support since teachers always believe their practice or way of doing is the
best way. Generally, the study found that in high-performing schools, the administration rendered
support services to teachers in managing workload (Figure 4.1). This was seen less in
underperforming schools failing to eradicate the academic disparities. This study shows a
statistically significant association between administration support and academic performance (p
<0.001) (X%0.47, 95% ClI: 6.1-19.1).

Overall Support Provided by the School Administration

= High performing = Under performing

Figure 4.1. Showing overall support provided by the school administration
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4.2.2 Democratic Leadership Style

Democratic leadership style was among the leadership styles discovered during the study.
Headteachers believe in the capabilities and skills of the teachers. In high-performing schools,
teachers are intensely involved in many organisation activities. When asked about why he prefers

democratic mostly to the other styles of leadership, the headteacher A responded,;

“The world is evolving and you can look at Zambia at some point was a British colony that
was more of authoritarian leadership but now we have more of the influence of America
and so if you go by these other leadership styles aaah there is usually resistance because
you have to make to understand rather than using force. It is an understanding that makes
people comply. Democratic leadership ensures that before you do something there is

consensus in understanding this direction.”

Deputy headteachers in these schools were found to adopt similar approaches in their day-to-day
duties. For example, the deputy headteacher B collaborates with the other teachers to inspect the

ongoing learning process. He commented,

“With me, | don 't prefer observing teachers alone. Let’s say I am a mathematics teacher
and | am going to observe a teacher of English; I will be biased. I would rather go with
one language teacher. My concentration will be observing the learners and that one will

be observing the teachers, contents, and if there is a plan for the lesson.”

Similarly, the influence of democratic leadership style extends beyond classroom observation. For
instance, the deputy headteachers A and D include teachers and students in the decision-making
process. The headteachers underlined that this approach minimises opposition and ensures actual
engagement from everyone reaching an open consensus among team members. When asked about

challenges in addressing academic disparities, headteacher A commented that:

“Leadership style has a part; if a leadership style is poor, there is usually resistance.

People may pretend to do work while they are not working.”
He added that:

“It usually finds that, if the leadership style is wrong, the leader works alone; others pull

down, but they pull down in a style you may not know. The Democratic is the best one as
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it ensures everybody is motivated and there is no pretending, as you know if people are not

happy, they will voice up.”
Headteacher D also stated:;

“It’s not just about managing tasks but about bringing everyone together to think
creatively. When teachers collaborate, they combine their strengths and insights, leading
to more effective and innovative solutions to the challenges we face. This way, we not only

2

solve problems but also improve the overall learning experience for our students.
He further explained;

“By working together, we find new ways to tackle issues that might have seemed impossible
individually. The collective creativity that comes from collaboration is what drives our

school forward.”

Besides the fact that headteachers E and H exclude students from the decision-making process,
there is limited staff involvement in decision-making. Policies are communicated top-down,
creating a hierarchical structure discouraging open communication and collaboration. Teachers
observed resisting new initiatives imposed hindering the implementation of new strategies.
Teachers not only resist changes but also restrain creativity and innovation, as they feel their ideas

are not valued or considered.
Regarding the approach to school management strategy, headteacher H noted;

“Well, our mission is for the learners to feel safe in the learning environment. Previously
we 've had cases where our students wouldn't feel safe on the school premises, but we are

getting closer to our goal since we started becoming strict with rules and punishment.”
However, teacher H1 commented on this issue, saying,

“The headteacher uses strict guidelines and penalties.”
Another teacher (teacher H2) added,

“The problem is that the headteacher wants to do everything on her own, and she doesn’t

believe in teachers’ opinions. Even if you come up with better ideas, she is always crushing
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and commanding to follow what the Ministry of Education insists. So sometimes you feel

no need to stress yourself just do the way she wants.”
He continued,

“Teaching is an art. We are supposed to be trusted whichever ways and methods we want
to use unless they are against the teachers’ guidelines rather than sticking with the old
methods.”

According to the results of this study, more teachers in underperforming schools admitted to
having conflicts/challenges in addressing academic disparities as compared to teachers in high-
performing schools (Figure 4.2). This study reveals that there is a statistically significant
association between having challenges in addressing academic disparities and the academic
performance of the school (p < 0.003) (X2:0.01, 95% Cl: 5.2-17.4).

30
25
20
15

10

o1

High performing Under performing

Figure 4.2. Teachers admitted if there were any challenges in addressing academic performance
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4.2.3 Situational Leadership Style

It was observed from this study that leadership is impacted by environmental changes both within
and outside the school. For example, recently the deputies of schools B and C have been promoted
and relocated to the new sampled school.

Both headteachers in high-performing schools emphasised the necessity of situational leadership,
adapting their leadership practices to the context and needs of the moment. Headteachers in these
schools believe any leader must be able to implement different approach since some approach may

not work for a given situation. Headteacher A gave his opinion about this approach, he responded,

“Depending on the situation sometimes you may need to use authoritarian because you
may see the work requires some authority so if you are biased on one style of leadership in

some situations you may find yourself stuck.”

This resonated with the view of headteacher C who believes in motivating and maintaining the

morale of the teachers whenever she decides to implement any new ideas. She alluded,

“When introducing a new initiative, especially one that may disrupt normal routines, it is
important to approach with enthusiasm and confidence. | make it necessary to highlight
the benefits and long-term positive impacts, and | personally engage with my staff, making
them understand the importance of the changes, and showing them that | believe in the
change we are about to undertake. By doing so, | can foster a sense of shared vision and
commitment, which is essential for the smooth adoption of any new policy or practice.”

This view was supported and appreciated by the teachers, as reflected in the response from teacher
C1 when asked about the unique qualities of the headteacher, she described:

“Very flexible, adapting to the environment, and using dialogue for mutual

understanding.”

In contrast, the headteacher F maintains a rigid and authoritarian leadership style, showing little

adaptation to changing needs or contexts, as the voice raised by one of its teachers says,

“The headteacher relies on fear and authority to motivate staff to align with the school’s

vision and goals.”

Supported by teacher F1 who added,
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“The headteacher uses an authority approach as she imposes decisions on the staff.”

The headteacher isn’t open-handed and transparent intimidating the teachers, which results in
teachers stopping to bring bad news or any news for fear of getting blamed for it, and the morale

of the teachers is deprived. Teacher F2 commented on this issue saying

“The problem is the headteacher wants to do everything on her own; she doesn’t believe
in teachers’ opinions. Even if you come up with better ideas, she always crushes and
commands you to follow what the Ministry insists. Sometimes you feel no need to stress

yourself.”

Another teacher (teacher F2) supported this statement, and suggested the best way to bridge

academic disparities, saying;

“Good teaching needs creativity and flexibility. We should be free to use different methods

to meet our students’ needs, as long as we follow the basic rules of education.”

Additionally, in high-performing schools, headteachers involvement in the academic performance
of students was rated high as compared to that in underperforming schools (Figure 4.3). This
involvement was significantly associated with academic performance (p < 0.002) (X?:1.37, 95%
Cl: 2.1-16.8). This involvement contributes to better management of academic disparities by
ensuring that students receive the support they need to succeed, while in underperforming schools,
a lack of such involvement may contribute to widening the gap between high- and low-achieving

students.
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m High performing = Under performing

Figure 4.3. Showing teachers’ admittance to headteacher involvement as high

4.2.4 Servant Leadership Style

The study observed that not only are teachers excluded in decision-making, but there is negligence
of their welfare in most schools. However, there were exceptions. For example, despite being
instructional the headteacher D prefers servant leadership as he commented;

“You see, with the servant leadership style, it’s all about putting others first and listening
to what they need. The leader is there to support and uplift everyone, not just to boss people
around. It’s about helping people grow and succeed, so they feel valued and motivated.
This way, the whole team works together more smoothly, and everyone feels they 're playing

a crucial role in the success of the group.”

The headteacher B necessitates the needs of the teachers and students, ensuring their well-being,
and fostering a supportive and caring school environment. This has been reflected in the teachers’
comments when asked about the unique practices of the headteacher. One of the teachers (teacher
B2) responded,

“The good relationships and caring for the welfare of the subordinates”.
Another teacher (teacher B3) supported this by adding that:

)

“Knowing and understanding the welfare of the teachers.’
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Additionally, the study found that in high-performing schools, both headteachers and deputy
headteachers are empowering and developing their teachers by demonstrating humility,
authenticity, interpersonal acceptance, and stewardship. Unlike, underperforming schools, school
leaders in high-performing acknowledge mistakes leading to openness to feedback. For example,
the deputy headteacher C described the way she addressed teachers’ mistakes that may lead to
challenges or conflicts in addressing it; she said,
“Teachers make their argument but there are no challenges or conflicts only they fall into
the way of reasoning, | engage them and share different opinions and drawbacks through
questions and discussions and they conclude this is the best way to do it.”
She also added,
“Even for the case of the lesson plan, | look at it, and based on that | ask teachers
concerning the lesson plan can someone be able to teach when they are absent? What do

you think you should do to improve your lesson?”

In contrast, there is a noticeable absence of servant leadership elements in underperforming

schools. When asked about how she managed the school, headteacher E responded:;

“Hmm, that’s a tricky question, but I would say I am more of a transformational leader

since | want to transform the school and groom tomorrow’s leaders.”

The focus remains on compliance and performance metrics rather than the holistic welfare of
teachers and students. The teachers in these schools believe the headteacher is demanding the
output of the teachers and neglecting their welfare and the situation. Teacher G2 says,

“Needs to balance between the welfare of the students and teachers matters”

The response was emphasised by teacher G3 who believed the headteacher doesn’t pay much

attention to students than to teachers. He says,

“He is focusing too much on teachers' mistakes and shortcomings and leaving behind the

welfare of the students.”
Teacher H1 stated,

“I think the headteacher here faces many problems about the teachers than academics.”
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The study established that the well-being and morale of teachers were seen to be supported more
by the headteachers in high-performing schools compared to underperforming schools where this
support was less (Figure 4.4). This study revealed that there was a signification between support
of students' well-being and overall school performance (p < 0.001).

12%

88%

High performing Under performing

Figure 4.4 Shows the number of teachers who rated the headteacher’s support for the well-

being and morale of teachers as high.

Further on, according to the responses of the students who participated in this study, in high-
performing Schools, 40 students indicated that they are always feeling motivated to learn, 16 often,
30 sometimes, while 14 of respondents indicated that they are rarely motivated. On the contrary,
in Underperforming Schools, 23 of students indicated that they are motivated, 10 often, 42
sometimes, and 25 rarely motivated to learn at school. This study revealed that there was a
signification between support of students’ well-being and overall motivation to learn at school (p
<0.011).

4.3 Contribution of Leadership practices toward the Academic Disparities between High-
performing and Underperforming Public Schools

4.3.1 Communication of Vision and Strategic Plans

One teacher from school F (teacher F1) stated when asked about the way the headteacher

communicates the goals and strategic plans to teachers, he says,
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“The headteacher’s communication about the school’s goals and plans is not always

timely, leading to delays in implementation and confusion among the staff.”
Teacher H2 supports this sentiment, saying;

“There is a lack of opportunities for two-way communication between the staff and the
headteacher, which hinders our ability to provide feedback and suggestions.”

When asked about the challenges in addressing gaping academic disparities in school E, teachers
believe the way school leaders communicate the vision and goals, hinders the efforts in eradicating
the performance gaps. One teacher highlighted the challenge of resolving, academic gaps, stating
that,

“The headteacher's communication about the school ’s goals and plans is often unclear and

inconsistent, making it difficult for us to understand what is expected of us.”
Teacher H3 added,

“The headteacher relies on fear and authority to motivate staff to align with the school ’s

vision and goals.”

In contrast, school A addresses these challenges through smooth effective communication as
explained by the deputy headteacher A, she elaborated,;

“You have to talk to a person calmly to make them understand with the world revolving
now, there is a need to update the teaching methods. If you keep the old method, sometimes

you lose the children.”

Furthermore, teachers in school G are seeking further improvement in communication that can
avoid misunderstandings between teachers and the administration. One of the teachers believes

that teachers are also problematic. She commented;

“Seems there is no clear understanding between teachers and the administration. Teachers

also complain about everything.”

Meanwhile, the study found a noticeable smooth flow of information in high-performing schools
from the administrative office to teachers and students (Figure 4.5). When asked about how she

ensures an effective communication network, the headteacher of school B responded that;
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“First of all, I don’t rely on myself to do that. The deputy and I make sure information is
reaching the people using different methods like staff meetings monthly and briefings
depending on the nature of the information and whether it is urgent or not. The deputy also
supervises department meetings and this | encourage to be done weekly but you know
sometimes teachers are busy or have problems it can go 2 weeks or monthly, and on some

occasions, those meetings are held by the HODs.”

Teachers in high-performing schools are satisfied with the way the school leaders feed the

information to them. One teacher (teacher A3) in school A commented,

“The headteacher communicates the school's vision by making sure that all members of

staff have the vision in their teaching files which acts as a reminder of the school vision.”

The deputy headteacher in this school also responded by stating the frequency of discussions with
the headteacher regarding MOE agendas and directives, revealing,

“Yes...all the time. I am fully engaged and updated in every decision that is made.”
A similar response was noted from the deputy headteacher C who said;

“She ensures that all staff are actively involved in the decision-making process and that

the school s strategic plans are communicated clearly during regular meetings.”
In addressing the issue of how she provides feedback to the teachers, the deputy headteacher noted;

“Of course, even just in the corridor, we discuss with the teacher to be able to see if what
he/she doing is making sense to the learners. I don’t even take long in one class. I am very
mobile. | can just for the lesson for 5 minutes and be able to tell. This teacher is just
offloading or this teacher is giving learners time.”

The headteachers in high-performing schools attributed to facilitating two-way means of
communication priortising teachers in getting rich information from them. This was reflected in

the response of teacher D2 alluding;

“Our headteacher is very open to communication, he involves us in decisions and clearly

explains the school ’s vision and strategies in staff meetings. ”
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When asked about how he resolves disagreements or conflicts in decision-making, the deputy

headteacher of school B responded,;

“We usually talk about it the two of us in a calm manner. We exhaust everything in one

sitting.”

Head Teacher Communication of Vision & Strategic Goals to

the Staff
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Figure 4.5 Teachers Rating Headteacher Communication Effectiveness

A clear disparity emerged in teacher perceptions of headteacher communication efficacy between
high-performing and underperforming schools. High-performing schools exhibited significantly
higher rates of teacher satisfaction with leadership communication regarding school vision and
strategic goals. The data reveals a significant contrast in teacher perceptions of headteacher
communication effectiveness between high-performing and underperforming schools. In high-
performing schools, a substantial majority of teachers (75.6%) rate the communication of vision
and strategic goals as ‘Highly Effective’, with no teachers deeming it ‘Ineffective’ or ‘Very
Ineffective’. Conversely, in underperforming schools, only 9.8% of teachers view the
communication as ‘Highly Effective’, while a notable 34.2% of teachers consider it either
‘Ineffective’ or ‘Very Ineffective’. The responses in underperforming schools are more varied,
with a significant portion (26.8%) rating the communication as ‘Normal’, indicating a less
consistent and less favorable perception of leadership communication in these schools. High-
performing schools predominantly employed staff meetings as a highly effective method for

communicating the school's vision and goals. Additionally, orientations and workshops were
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commonly utilised to reinforce these messages. Conversely, underperforming schools relied
heavily on staff meetings, brief meetings, and memos, which were perceived as less effective

communication channels (Figure 4.5).

There was a significant association between effective communication by leadership and academic
performance with a p-value (p < 0.001)) (X?:0.26, 95% CI: 6.3-54.2). More teachers from high-
performing schools knew about the school’s vision and strategic plans than those from
underperforming schools. Teachers from high-performing schools viewed head teacher
communication of the vision and strategic plans to be more effective than teachers from

underperforming schools (p = 0.035).

Further on, according to the responses of the students who participated in this study, in high-
performing Schools, 87% of respondents indicated that they are aware of the school’s goals and
objectives that have been set for academic performance, while 12% of respondents indicated that
they are not aware. Only 1% of respondents were uncertain. On the contrary, in Underperforming
Schools, 42.3% of respondents indicated that they are aware of the school’s goals and objectives,
whereas 56.7% of respondents indicated that they are not aware. Similar to High Performing

Schools, 1% of respondents were uncertain (Figure 4.6).
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Figure 4.6: Percentage of student awareness of goals and objectives for academic performance
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This indicates a significant disparity in the awareness of school goals and objectives between high-
performing and Underperforming Schools. In High-performing Schools, the majority of
respondents are aware of the academic goals, while in Underperforming Schools, there is a
considerable lack of awareness. According to the student’s responses, there was a statistically
significant association between students being knowledgeable of the goals and objectives of the
school and its performance (p < 0.001) ) (X%:0.49, 95% Cl: 5.1-18.5).

4.3.2 Frequent Meetings

The study found that school leaders in both high-performing and underperforming schools conduct
meetings but only differ in how often the meetings are undertaken (Figure 4.7). The headteachers
in high-performing schools conduct frequent meetings to ensure that the school’s vision and
strategic plans are successfully communicated to teachers. This approach signifies that all
members of the school community especially students are aligned with the school’s aim and

objectives, as explained by teacher A3, she says,

“Itis very rare that a week or a month passes without staff meetings. He used the meetings

to explain his agendas and sometimes to remind our responsibilities.”
Another teacher from school B (teacher B2) shared a similar statement stating;

“The regular meetings allow us to stay focused on our goals and provide feedback, which

’

helps in aligning our efforts with the school ’s strategic plans.’

This differs from school E, where communication is top-down and uncommon. Meetings are held
solely to handle present challenges, lacking a strategic emphasis. Nevertheless, on certain
occasions, there is a delay in conducting the meetings and the efficiency as teacher E1 stated,

“The headteacher rarely communicates the school’s Vision and goals to the staff, we

always stack with the confusion and lose direction.”

The approach to communication by the headteacher in school H was seen as problematic, as she
sometimes resorts to publicly accusing the teachers without any clear reason. Instead of fostering
a supportive and motivating environment for teachers, the headteacher undermines the teachers’

authority and morale, leading to a negative atmosphere that can further hinder academic
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performance. This was noted from the teacher's comment about the means of communication

provided by the headteacher. She said,;

“The headteacher sometimes might come to school instead of motivating and assisting

teachers, but he may start accusing teachers in front of students for no reason.”

The study found that the headteachers in high-performing schools managed to conduct the staff
meetings every week regardless of the challenges encountered in a week or otherwise. This was

noted from the response by one of the teachers in school D. One teacher (teacher D3) commented,;
“Having staff meetings every Monday and reminding teachers of their job purpose.”
Another teacher B3 remarked;

“We have staff meetings weekly to ensure that everyone is updated and focusing on the

school’s objectives.”
However, teachers in school H noted seeking further communication improvement saying that;

“The headteacher communicates the school's vision and goals through occasional staff
meetings and emails, but | feel there is a need for more concrete actions to support these

goals”.
Teacher H4 pointed out;

“Emails and memos are not enough; we need more direct engagement and follow-up to

ensure we are all working towards the same objectives.”
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Frequency of Meetings with School Head Teacher on Academic
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Figure 4.7 Teachers describing the frequency of meetings with the school head

The table above illustrates the frequency of meetings with the school head about academic
performance in different school categories. In high-performing schools, 19 respondents had
monthly meetings, 5 had occasional meetings, and none reported 'rarely or never' or weekly
meetings. In underperforming schools, 4 respondents met monthly, 31 occasionally, 6 ‘rarely or
never,” and 6 weeklies. This highlights a significant disparity in meeting frequency between high

and underperforming schools

4.3.3 Regular Briefings and Assemblies

It is found in this study that high-performing schools believe in different ways of conducting
meetings not relying solely on staff general meetings. The deputy headteachers in high-performing
schools usually conduct regular briefings through short meetings with teachers or class by class,
bringing togetherness. They also explain in assemblies, whenever the matter needs more attention.
For example, the deputy headteachers at schools B and D utilise daily assemblies and regular staff
briefings to communicate goals and strategic plans. This continuous communication reinforces the
school’s mission and ensures everyone is on the same page. This has been seen from the teachers
who confirmed that there are different meetings done by the school heads.

One teacher from School B (teacher B4) highlighted the effectiveness of this approach:
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“Several staff meetings, Department meetings, and sometimes one-to-one meetings. Which

helps keep everyone informed and on track.”
A teacher from School D (teacher D3) echoed this sentiment, stating:

“The regular briefings and assemblies are crucial for maintaining a consistent

’

understanding of our goals and expectations.’

In contrast, deputy headteachers in schools F, G, and H reported that due to time constraints, they
failed to hold frequent meetings, and briefings, and provide feedback on time, and instead relied
on occasional meetings to provide general feedback. The headteacher F recorded saying;

“We try to observe lessons and give feedback. But with time constraints and varying
degrees of staff cooperation, it’s not always thorough. Some teachers are more open to

feedback, which affects how well our strategies work overall.”

Based on the high number of students leading to less teachers-student ratio, school leaders believe
that they are too much supposed to deal with the administrative tasks in the office leaving less time
in direct contact with the teachers and students. This sporadic approach leads to less consistent
communication and alignment with the school's strategic objectives compared to the practices at

schools B and D.
Teacher G4 expressed frustration with this approach:

“We rarely have time for proper meetings, and when we do, it's usually to address

2

immediate issues rather than long-term goals.
Another teacher from School E (teacher E4) added:

“The lack of regular briefings makes it hard to stay connected with the school’s vision and

what we need to achieve.”

This sporadic communication in underperforming schools’ contrasts sharply with the more

structured and frequent interactions in high-performing schools.

4.3.4 Involvement in Decision-Making
There are apparent differences between high-performing and underperforming schools in how the

school leaders involve and consider them in any decision undertaken at school. In high-performing
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schools, there is clear inclusion of the teachers and students in discussing the opinions, feedback,
and structural formulation of plans whereas the heads in underperforming schools, teachers’ and

students’ opinions are often massively neglected (Figure 4.8).

The headteacher C emphasised this alignment by ensuring the necessity of involving all
stakeholders, including teachers and students in the input of strategic plans, as highlighted by one
of its teachers asked about how teachers are involved in the decision-making, he said,

“Through proper involvement in decisions and strategic plans and clear stating all the

plans through meetings.”

Similarly, headteacher A strongly involves his deputy in all decision-making ensuring a

collaborative approach. She reported when asked about the involvement of the head, she said;

“Whenever the head comes back from the heads’ meetings we sit down as a school and

discuss how are we going to implement the agendas. We agree together and move on. ”

Furthermore, school E’s decision-making is centralised with minimal involvement of the teachers
or students leading to a lack of engagement and commitment to the decisions made, as noted by
teacher E3,

“We have Staff meetings but they are dominated by the school head’s opinions, we don'’t

have enough room for collaborative discussion or feedback”
Another teacher (teacher E5) commented;

“The school head does involve me in decision-making processes, but | feel there could be

)

more transparency and collaboration.’
The same response was noted by other teachers in schools G added,;

“Communication from the head is often one-sided, with little room for the input of

discussion from staff”

Also, teachers in school G noted suggesting the best ways in resource management based on the

inclusion of the teachers in decision making. They commented,;

“Before budgeting, there should be engagement of subject teachers.”
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Another teacher (teacher G5) added:;

“Teachers must be listened to since they are the ones who know the demand of the

resources rather than the school head. ”
The statement was supported by the teacher in school H (teacher H2) who said;

“Teachers not involved in the decisions concerning the welfare of the students, especially

academic performance.”

It was further found that the deputy headteachers A and D strongly involve students in the decision-
making process through planning and student council meetings. The deputy headteachers believed
the student council is too effective to include the opinions of the students rather than rely only
upon the class teachers compared to school C which occasionally involves student councils as
emphasised was put to use class teachers collecting the opinions from the students. The deputy

headteacher in school A, says;

“Student council, in particular, allows us to hear directly from the students, ensuring their

voices are fundamental to our school’s development.”
The sentiment was supported by the deputy headteacher D, who said,

“The student council meetings provide a platform for students to express their ideas and

concerns, which we might miss if we only consulted teachers or class teachers.”

Meanwhile, the headteacher B when asked about how she seeks the opinions of the students, she

commented that;

“l can declare it is hard to be involved but we are trying our best. For instance, we use
student government whenever necessary but assurance is from the class teachers. Each
class teacher has to come up with their opinions because there are specific meetings

between class teachers and the dean of students here.”

In high-performing schools, most teachers (73.6%) reported that the school head involves them in
decision-making processes. This suggests that teachers in these schools feel more engaged and
invested in the school’s success. However, in underperforming schools, a vast majority of teachers

(93.1%) said that the school head does not involve them in decision-making. This lack of
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involvement could contribute to disengagement among teachers, which may impact student
achievement. This study reveals that teacher involvement in decision-making was higher in high-
performing schools than in underperforming ones. Additionally, there was a significant association
between the participation of teachers in decision-making and academic performance (p < 0.001))
(X?:1.07, 95% CI: 4.7-33.6).

Furthermore, the study found that more students in high-performing schools indicated that they
felt involved in decision-making in their schools than students from underperforming schools. This
study reveals that there is a significant association between students’ involvement in decision-

making and the performance of the school (p < 0.001).

= High performing = Under performing

Figure 4.8. Students who felt they were involved in decision-making at school

4.3.5 Delegation of Tasks
The headteacher A frequently delegates tasks, empowering staff and promoting a collaborative
environment. When asked about why other school leaders don’t entertain the delegation of tasks,

the deputy headteacher A commented;

“Sometimes leaders feel that delegation reduces their authority. If the delegated tasks are

completed efficiently, the importance of the leaders in the work setting would decrease.”

She further added,
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“Some leaders still believe, it takes too long to explain the task. Utilising the time taken to

explain the task can rather be used to complete it themselves.”

The deputy headteacher C commented on the best way to delegate the responsibilities, as she

commented;

“Based on teachers’ strengths and interests we match their expertise and professional
development goals. This happened previously we allocated some teachers to supervise
some extracurricular activities but at the end of the none did anything. So, interest is also

important in doing so.”

Conversely, the deputy headteachers B and D involves subject teachers in supervising and
monitoring the other teachers’ teaching methods through class observation. Similarly, at schools
A and C, apart from the department, some teachers are assigned specific tasks such as supervising
clubs. The deputy headteacher believes that school administrators can develop their teachers’

leadership skills by purposefully sharing ownership of the work.

It was further found that some head teachers are reluctant to delegate. The headteachers get stuck
with tasks, that are way below their abilities, and more important tasks are left behind. For instance,
the headteacher H, connoted teachers are not willing to be assigned the tasks resulting in delays in

the accomplishment of the tasks.

Additionally, the headteachers E and F, believe that lack of enough time, a smaller number of
teachers, and teachers’ skills, hinder the school from empowering most of the duties to the teachers.
The deputy headteacher F responded to the question asked about how she handles delegation of
duties, she replied,;

“We try to delegate tasks, but with the high teacher-student ratio and teachers being so
busy, it’s challenging. Many tasks end up incomplete because there’s just not enough time

or manpower.”
The statement was echoed with the reply from headteacher G, who commented,

“We do try to delegate duties among staff, but the teacher-student ratio is quite high. This
matkes it challenging to provide individual attention or conduct remedial classes. We don’t

have enough facilities or classrooms, especially with the need for afternoon classes. So,
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incorporating these services effectively becomes difficult. It’s something we wish we could

improve, but the constraints make it a tough situation.”

On the other hand, teachers complain that their school leaders do not entrust them with different
duties and responsibilities reflecting when the teachers suggest ways to improve the efficiency in

learning resource provision, one teacher in school H (teacher H1) added,

“There should be a delegation of duties administration cannot do everything on its own.”
Supported by the other teacher in school E (teacher E1), he alluded that,

“The responsibility should be left to the head of the department, not the headteachers.”

The researcher found that teachers in underperforming schools seek improvement in the delegation
of tasks for improvement in resource management. This was reflected in the comment from the

teachers in school G commented,
“Budget should be prepared by the department, not the academic office.”
Another teacher (teacher G2) added;

“In our school, the headteacher takes on everything themselves, leaving us with little

responsibility. It’s frustrating because we feel disconnected from the school’s progress.”

The collaboration with head teachers in high-performing schools was rated highly by teachers than
in underperforming schools (Figure 4.9). This study reveals a significant association between
collaboration between headteachers and teachers, and academic performance (p < 0.001) )
(X2:0.34, 95% CI: 5.7-49.8).
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Figure 4.9 Teachers who highly rated the level of collaboration and teamwork with the

headteacher

4.3.6 Instructional Support and Professional Development
This study’s findings indicated that headteachers in high-performing schools rely on giving rights
to teachers to innovate unique teaching methods to enable exciting learning processes. Teacher A

commented,

“Our leaders encourage us to use innovative and effective teaching practices to engage

students and enhance outcomes.”
Another teacher (teacher A4) added,

“They encourage innovative teaching practices.”
Similarly to teachers in school D commented;

“The school leadership supports us in adopting innovative approaches to boost student

achievement and participation. ”
This was supported by another teacher (teacher A6) stated;

“We’re encouraged to implement creative strategies in the classroom, which makes

learning more engaging for our students. ”
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When asked about strategies for bridging the gap between high-performing and struggling

students, one teacher in a high-performing school C, teacher C5, responded,

“To remove the gap between students with low and high academic performance, | use

differentiated instruction and provide targeted support to struggling students.”
Another teacher (teacher C6) added,

“To encourage students to take an active role in their education, I use a variety of teaching

methods, including group work, discussions, and hands-on activities.”
Additionally, another teacher in school A, teacher A8, mentioned,

“Peer teaching helps students teach each other, building a sense of confidence and

motivation.”

This sentiment was echoed by teacher B3 from another high-performing school B, who

commented,
“We influence and use other students to motivate their peers through teaching each other”.

In contrast, there is a lack of systematic approach to providing instructional support to the teachers
in underperforming schools. Unlike the structured CPD meetings and seminars organised by the
headteachers in high-performing schools, underperforming schools fail to offer professional
development opportunities consistently. There is formality and straightforwardness in the teaching
methods demanded by the school leaders due to fearing failure, leaving behind no room for new

methods innovated by teachers.

In high-performing schools, there was frequent support for the professional development of the
teachers (Figure 4.10). However, this growth support was occasional or not seen in under-
performing schools, with a significant association between growth support of the teachers and
academic performance (p < 0.002)) (X?:0.17, 95% CI: 4.3-26.1)..
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Figure 4.10. Shows teachers who admitted to being professionally supported by the headteacher

4.3.7 Continuous Professional Development (CPD)

Despite both schools, high-performing and underperforming, employing CPD programs, there are
differences in managing and implementing the program resulting in varying levels of efficiency
among schools. High-performing schools have the CPD every week in the timetable. The
challenges and weaknesses encountered during the class observation, and teaching files are solved
through CPD programs. Schools B and D for instance, do their CPD program weekly as each
department has a different day for it. This was noted by the deputy headteacher B when asked if

there is ongoing professional development. She responded;

“Yes of course. Every week teachers in each department undergo CPD and it is in the

timetable.”

Similarly, the deputy headteacher A responded with the same question admitting;

“CPD is conducted in each department, and for the external professional development if

there is enough budget, we also take the head of the department with a teacher.”

Additionally, it was observed that in school B, during that program expertise in each topic

especially those challenging topics teaches fellow teachers how to teach those topics easily
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whereas schools A and C, also have a fixed timetable for CPD, where teachers learn different ways
of developing professionally. Furthermore, the study found that in high-performing schools, HODs

also participate diligently in monitoring the program to ensure its effectiveness.

In contrast, in underperforming public schools, CPD opportunities are undertaken generally not
departmental-wise, and are sometimes limited and sporadic. There is a lack of structured programs
to support teacher development. Nevertheless, headteachers in underperforming schools believed
that it is difficult to sharpen the teachers’ teaching methods because of their reluctance to develop

new skills. The headteacher F stated;

“It is quite a struggle. We try to discuss the benefits of new methods with them, but some
still hold onto the old ways. This resistance slows down progress and makes it harder to

implement changes.”

4.3.8 Resource Management
The Ministry of General Education procures materials and equipment for all subjects and
distributes them in secondary schools. Although the government is willing to provide necessary

resources to her schools, there are ongoing challenges in resource management in public schools.

The study found that the key factors hindering school leaders in public schools from delivering the
necessary resources are; lack of proper budgeting, improper utilisation, and the way resources are
maintained (Table 4.1). Despite some other school leaders trying to follow all those factors
effectively in eradicating the causes of ineffective delivery of resources, the study further revealed
that a high number of students still strains available resources, making it difficult to meet the
demands of all learners adequately. This was recorded by the headteacher of the school F stated

about the challenges in resources management; she stated,;

“Yes, managing materials has been a challenge. With our limited resources, we try to
distribute them fairly, but it doesn’t always go as planned. This can affect how well students
learn and the support they get.”
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Table 4.1 A showing students' responses about resources provided

High 14 27 55 2 2 100
Performing
School
Underperformin 35 0 8 37 20 100
g school

Total 49 27 63 39 22 | 200

The table above shows a distinct difference in the availability of study materials between high-
performing and underperforming schools. In high-performing schools, 27% of students rated the
availability of books and study materials as ‘Excellent” and 55% as ‘Good’, highlighting effective
resource support that likely contributes to their success. On the other hand, underperforming
schools had no students rating the availability as ‘Excellent’, and only 7.7% rated it as ‘Good’. A
significant portion rated it as ‘Poor’ (37.5%) or ‘Very Poor’ (19.2%). Students from high-
performing schools reported better availability of resources (Table 4.2) like books and study
materials, with a significant association between resource availability and school performance with
p-value (p < 0.001)) (X2:0.07, 95% CI: 1.1-29.8). Conversely, more students from underperforming
schools faced challenges accessing study materials, which was significantly associated with
overall school performance with p-value (p < 0.001)) (X2:0.03, 95% Cl: 3.9-16.5).

Table 4.2 A table showing the responses from students on whether they face any challenges in

accessing books and other study materials.

School Category Student | Response Total

No Yes
High Performing School 71 29 100
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Underperforming school 9 91 100

Total 80 ‘ 120 ‘ 200

The table above represents students' responses concerning whether they face any challenges with
their access to books and other study materials. It reveals a significant disparity in access to books
and study materials between high-performing and underperforming schools. In high-performing
schools, 71% of students report no challenges in accessing these resources, whereas 29% do face
challenges. In contrast, only 8.7% of students in underperforming schools do not encounter
difficulties, with a substantial 91.3% facing challenges.

The headteachers in high-performing schools strongly believe in strategic planning as each
department needs to structure their budgets stating all the required materials annually. For
example, the headteacher A involves careful planning to ensure the optimal use of government-

provided resources similar to School B.

Schools C and D managed to overcome a lack of enough materials concerning over-enrollment
and limited materials through the usage of strategic resource allocation to maintain school facilities

and support the teaching process, as the headteacher C adhered,;

“We regularly review resource allocation with the HODs based on needs because each
department has different needs, we create enough budgets and strategically fit into the

plans.”

Meanwhile, in schools G and H, resource planning is too reactive rather than strategic. The school

struggles with resource shortages and lacks a clear plan to address these issues.

Teachers in underperforming schools believe that the administration is accountable for improper
management of resources, as they are not involving teachers in planning resources fairly and in

terms of budgeting. One teacher in school E (teacher E6) commented
“Before budgeting, there should be an engagement of subject teachers”
The statement was supported by another teacher in school F (teacher F2) who said,

“I think before budgeting and providing the materials, teachers should be asked” .
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Another teacher in school G, teacher G1, added;

“Teachers must be listened to since they are the ones who know the demand of the

resources rather than the school head”
Other teachers believe that the school leaders do not trust them as teacher H4 complained;
“Trustful to the teachers and understanding the demand from them”

In high-performing schools, resources such as books are managed by departments, allowing
students to borrow them whenever necessary. This structured approach ensures resources are used
effectively to support student learning while in underperforming schools, there is a clear poor
allocation of resources caused by improper management. There is no structured system for
distributing resources, leading to shortages and inefficiencies. This ineffective allocation of

resources has raised complaints from teachers. One teacher in school G, teacher G7, commented,;

“The school must be transparent in terms of allocation, budget, and spending of the

resources”
Teacher G1 added:;

“Should be equal and fairly distributed and this could be done better by the HODs, not

the administration”

Meanwhile, other teachers discussed the distribution based on the nature of the subjects, with

teacher E2 saying,

“Emphasise should be given to subjects that need more materials like labs, scientific tools

as science cannot be the same with the other subjects”

Some teachers believe the task of distributing and planning should be done by the HODs, not the
administration as teachers from school G recorded saying;

“Giving funds to departments to buy resources”.
Another teacher, teacher G8, in the same school added,;

“The responsibility should be left to the head of the department, not the headteachers”
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This statement is supported by teacher G2 who goes deep into challenging the academic office

saying;
“Budget should be prepared by the department, not an academic office”

The study established the strategies employed by headteachers included: recording all materials
and equipment in the stock books, collecting the department budgeting before finalised by the
financial committee for the general school budget to procure materials or equipment; monitoring
the use of resources in schools and proper interaction with teachers; support staff and pupils. When
asked about how they maintain the resources, the headteachers in high-performing schools give

different opinions. The deputy headteacher A stated,;

“It is necessary to record and monitor these materials. They aren’t mine. it is for the
Government. | record all the materials and equipment in the stock books and whenever
someone wants to get the materials or equipment there must be stages to follow; first
authorisation needs to come from the head of a department and then either me or the head.

Thereafter, a memo should be given to the store officer for issuing.”

The headteacher B believes in the cooperation and sharing of responsibility with each subordinate

in the school in maintaining the school’s resources. She said;

“I believe I can’t be able to move all over the school alone. | together with the deputy
normally educate teachers and students on the importance of taking care of the school
properties. Also, class teachers are involved in reporting broken or missing equipment and
they, are getting the information from the students and | encourage compensation for the

students who break the equipment carelessly.”
The statement echoed by the response from the headteacher D, stated that;

“Managing the entire school requires teamwork. I collaborate with the deputy and class
teachers to instill responsibility in students, ensuring they take care of our school’s

resources and understand the importance of reporting any issues.”

Meanwhile, the headteacher C delegates the responsibilities fully to the head of departments. She

said;
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“Heads of departments need to check the materials and equipment every day. In the
morning and afternoon before knocking they have to check the cupboards and other
equipment and if there is missing something, the specific teacher in a department will be

called for more clarification.”
She also added,

“Sometimes to make the job easy on the HODs we encourage the teacher on duty to

cooperate with the HOD whenever something happens on school property.”

Teachers in high-performing schools indicated that there was sufficient resource support provided
as compared to teachers in underperforming schools who indicated that there was little or no
support (Figure 4.11). This study reveals a significant association between sufficient resource
support in helping students achieve their academic goals and school performance (p < 0.001))
(X2:0.01, 95% CI: 6.1-19.7).

w
[6) e}

No. Teachers
R NN DN
(62 @]

[EY
o1 O

High performing Under performing
Resource support

o

Figure 4.11 Showing resources support

4.4 Potential areas for improvements in leadership practices within underperforming
public schools

4.4.1 Handling Disparities in Academic Performance

Public schools are often faced with the challenges of differences in understanding among their

students, this is due to the nature of students to have different understandings arising from the

environments and various factors such as health, economic, social, and nature of the students. This
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leads to different results in schools just because there are different ways to fight these reasons. In
this study, it has been successfully accepted that among the reasons that lead schools to different
results is a way to fight struggling students. The following are ways that have flourished in high-
performing schools that lack or have inconsistent programs for underperforming students that lead

to disparities in academic performance.

4.4.2 Remedial Programs

This method has been observed and is widely used in these high-performing schools. The study
observed that deputy headteachers are the champions in this program as they encourage teachers
to be able to identify students with various challenges in studies, especially students who are in
exam classes. School A has implemented remedial programs and parent-teacher meetings to
address academic performance disparities. These initiatives support struggling students, helping
them improve their performance. These students who are found to have various academic problems
are given their special time and the parents have to give a small amount of money to cover the

extra time used by the teachers to cover the patches that the students have.

Similarly, the headteacher C actively engages parents in addressing student academic performance
issues through discussion with them after teachers identified challenging areas for their children.
Also, the headteacher invites parents to discuss their child’s progress and collaborates with them
to implement remedial classes outside normal school hours. Unlike School A, the study found that

parents in School C don’t opt to pay any extra money for these remedial programs.

Unlike schools A and C, Schools B and D have been seen to use the method of the whole class in
doing this program instead of a few students. Each class has its extra time day where the students
get time to study and teach each other, and also the teachers use the time to finish their topics
where there are challenges, in exam classes such as grade 9, it is compulsory to stay all days of the
week to match the pace of studies.

This method has been seen to be more successful in these schools than in underperforming schools
because many classes are empty in the afternoon due to the absence of afternoon sessions. Also,
good communication between the leadership and the teachers makes both the teachers and students

realise the value and importance of this program.
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Various reasons lead to underperforming schools not having a strong remedial program. Having
many students leads to afternoon sessions that limit classes for remedial. For example, headteacher
E believes that high-performing schools are successful in performance because of low student
enrollment. She said,

“OK, our schools are not performing well, but the students we are admitted to unlike other
schools are creamy and all students in this area are ambitious to go to those schools, we
remain only with low students. Also, for my school | have the highest enrollment as you
can see from this chart every year | receive more students, tell me how can | have remedial

while all classes full from morning to afternoon”?
She added,

“And there is also a time when we are trying to have remedial programs but the nature of
our students also does not value it so we are left with a few students who have more goals

and we are trying fighting to make sure they are successful.”
A similar comment was noticed by headteacher F, who said,;

“Ah, we do want to provide remedial and guidance services for those who need extra
support. But you see, the teacher-student ratio here is quite high. This means it’s hard for
us to give individual attention or run effective remedial classes. Plus, we don’t have enough
facilities or classrooms. The need for afternoon classes just adds to the problem. So,
incorporating these services properly is a real challenge. It’s something we wish we could

improve, but the constraints make it quite difficult.”

Also, the study found that in underperforming schools, generally remedial programs are minimum
held and the emphasis is placed on exam classes only. These students receive special preparation
and remedial programs meanwhile regular classes do not benefit from such initiatives. For example
at school F, students in the exam class get a chance in a different place from the school although

it was not made clear whether it is for payment or not.

4.4.3 Guidance and Counseling
A higher proportion of students from high-performing schools indicated that they received support

to improve their academic performance as compared to students from underperforming schools
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(Figure 4.12). As indicated in the graph, 74% of students in high-performing schools receive
additional support, such as counseling and special education, indicating effective support systems
that likely contribute to their success. In contrast, only 17.3% of students in underperforming
schools receive similar support, with 81.7% lacking these services. This disparity suggests that the
absence of adequate support in underperforming schools may be contributing to their lower
academic performance. The current study revealed that there was a significant association between
student academic support and the school performance p-value (p < 0.001)) (X?:0.11, 95% CI: 5.1-
23.1).
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Figure 4.12 Students receiving additional support

Generally, this study has observed that high-performing schools have close monitoring of students,
especially the close cooperation of teachers, class teachers, and the guidance and counseling
department. For example, in school C, observed that there is an implementation of a mentorship
program in which a struggling student is paired with a senior student or senior teacher.
When asked about how he ensures that students from diverse academic backgrounds have equal
access to advanced courses, extracurricular activities, and enrichment programs, deputy
headteacher B, commented,

“They undergo guidance and counseling, and rules and regulations are attached to the

acceptance letter”
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He also encourages teachers to know the welfare of the students in and out. Through this, teachers
and students are supposed to arrive earlier, and then teachers assess the welfare and situations of
the students before starting the class to figure out if there will be any problems that may hinder the
learning of the students in the class.
In school, A and D, guidance and counseling are mostly on a large scale rather than a few students
but whenever needed struggling students are taken to the guidance and counseling department for
more guidance. The deputy headteacher A commented on how they motivate students in academic
performance. She said,
“The school brings in old students and most of them are prominent people to motivate
students”
She added,
“In assembly, we talk to the students and tell them the importance of studying, we
encourage them whatever they want to be a doctor is a doctor you won’t be labeled as a
doctor from a poor family, you are all doctors.”
The situation has been different in underperforming schools, the study observed there is a lack of
emphasis on guidance and counseling, treating it as an optional rather than integral. Students lack
support and motivation due to the absence of structured support and counseling services making
these schools fail to address numerous challenges faced by the students, impairing their ability to
understand and succeed both inside and outside the learning environment. This results in a lack of
motivation and ineffective in whatever programs are implemented contributing to low academic

performance, especially for those struggling students.

4.4.4 Extracurricular programs

It is revealed that the biggest motivation for students in public schools is to have different programs
out of the class. This makes students love being at school and increases the competition between
them and when it happens, they go to compete with other schools. They continue carrying the
loyalty of competition for their schools that may bring results in their studies. Figure 4.13 depicts
the count of responses from teachers regarding the presence of extracurricular programs/support
services in high-performing and underperforming schools. 41 teachers from high-performing
schools reported the presence of extracurricular programs/support services while only 7 out of 41

teachers from underperforming schools did the same. This indicates a significant gap in the
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provision of such services, with 34 teachers indicating the absence of these programs. The study
revealed that there were more extracurricular activities or support services to enhance student

learning experience in high-performing schools as compared to underperforming schools.

= High performing = Under performing

Figure 4.13: Showing the responses from the teachers concerning the presence of

extracurricular programs

Moreover, the statistical analysis supports this observation. There is a significant association
between the presence of support services for students and school performance, with a p-value (p <
0.001)) (X?:1.01, 95% CI: 2.6-13.4).

The study found that there are many extracurricular programs such as jets, sports, chess, production
unit, NASAZ, drama, debate, arts, agriculture, music, etc. being held in public schools, although
the problem is a difference in emphasis in the implementation among these schools. In the study,
it was discovered that there is less emphasis on the implementation of these programs. For
example, school E is only “history” it's no longer working. Similarly in school F where there is no
follow-up of these programs, despite being on the timetable. In school G, there is confusion
concerning the role of the teachers in extracurricular programs. Teachers believe only a few
teachers are the ones involved and responsible for the programs but they fail to manage the

programs. The teacher G3 commented;
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“It is only said that we have clubs, but it is not true. | have never seen those programs take

place. We don’t even have time for these clubs, but the timetable is there.”
The statement was disagreed by the other teacher (teacher G4) who said,
“The teachers are the ones who don’t want to do the program.”

Conversely, in high-performing schools, extracurricular programs are implemented according to
timetables, ensuring regular participation and engagement from students. For example, in school
B, the researcher observed students actively participating in programs like fine arts during
designated club times. Similarly, in school A, there are well-organised sports activities and drama
clubs that run smoothly, demonstrating a high level of student involvement and enthusiasm.
Schools C and D also exemplify the effective implementation of extracurricular activities, with

vibrant chess and debate clubs that foster critical thinking and teamwork among students.

The structured and consistent approach to these activities in high-performing schools fosters a
sense of community, encourages student involvement, and enhances their overall school
experience. This engagement not only boosts students’ motivation but also positively impacts their
academic performance as they develop diverse skills and a strong sense of school pride. Such a
comprehensive approach to extracurricular activities sets a standard that, if emulated by

underperforming schools, could help bridge the gap in academic disparities.

4.45 Challenges in Addressing Academic Disparities

4.4.6 Resistance to Change

The study found that both high-performing and underperforming schools encountered resistance
to change from the teachers but the means to address this challenge differ from school to school.
In the case of school A, the study noted teachers resisting new teaching methods implemented by
the deputy headteacher. They believe their methods work better than the new ones advised. For
example, there is an issue about notes being written by the students instead of the teachers during

class and sometimes notes are provided later after the teaching period.

This approach is supported by the observation done in school B in which the deputy headteacher
believes only engagement and discussion could end the resistance to change from the teachers.
When asked about how he overcomes challenges in implementing the directives from MOE, he

said,
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“Whenever I find challenges in implementing the directives, | encourage teachers to sit and
check on themselves like what’s wrong because all directives aren’t made to jeopardise
academic performance. Why am | finding the challenges? why my learners don ’t fit in the
directives because we have to fit on the directives and not directives fit on us. Interpret the
directives wisely and then decide how you are going to implement them wisely.”

Teachers in school C have been seen to be compatible with any changes required for their presence,
especially in teaching methods. This is due to the good professional relations that exist between
the school leaders and them influenced by a good system of information delivery and coordination
of mistakes encountered by teachers, different in school F, where teachers believe school heads
mistreat them during daily inspections.
One teacher commented,

“The head interferes too much with the work of the teachers”
while another teacher added,

“Scientific ruling demoralises the willingness to work in various cases. ”

Teachers believe school leaders criticise rather than construct. On the other hand, in school E,
teachers feel left alone in improving academic performance as one teacher commented,

“l am a team of one, my administration really couldn’t care less what I teach. They only
come when receive proposals from the MOE. My problem is | do feel alone on an island
with nobody to work or collaborate with.”

Meanwhile, teachers in school E were accused of disrupting the implementation of new programs
aiming to address academic performance. This has been made clear by the deputy headteacher
explained;

“Most of the teachers here are so rigid to their teaching methods and whenever you advise
them to make changes, we end up disagreeing. They always blame and label students that

us administration taking low students instead of finding new ways to help the students.”

The same challenge was addressed by the deputy headteacher in school F who said;
“Well, there’s been a few issues. One big challenge is staff resistance. Not everyone is
quick to accept new methods or changes. And then, we also have limited resources. With

not enough resources, it’s tough to keep things running effectively. So, while we try our

best, these challenges make it difficult to be consistent.”
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The same response was heard from the headteacher in school E alluded to the comment that;

“The main problems are staff resistance to new methods and inconsistent application of
changes. We also have issues with resource allocation, which impacts how well our

strategies work.”

The statement was disagreed by one of the teachers who believes that the administration failed to
build the bridge between the new changes, success, and the teachers. He commented,
“There is a disconnect between the administration’s vision and the reality of our daily

challenges in the classroom.”

4.4.7 Nature of the students and over-enrollments.
When discussing the challenges faced by the school, the headteachers highlighted several key
issues affecting the management of students and the overall learning environment including over-

enrolments. The headteacher E remarked;

“There are so many factors as | said before. Sometimes enrollment of students is high in
number compared to the number of teachers so this makes it difficult to manage them,
especially during teaching and learning for example you can see the class can
accommodate 45 students but in ours, we keep 78 students to minimise the stream so as we

can reduce the number of streams to make easy for teachers to manage.
She added;

“We have few numbers of teachers compared to the number of students, and other students
are coming from a difficult environment where sometimes they cannot afford three meals

per day and you can see we don’t offer even lunch at our school so this makes learning so

difficult.”

Contrary to the allegations suggesting that high-performing schools exclusively admit ‘cream’
students only, both deputy headteachers in high-performing schools have refuted this assertion.
They underscore that their students originate from diverse backgrounds, necessitating the school
to build the same school culture to accommodate every student. The comment from deputy
headteacher of school A clarified this by saying;
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“We receive a mix of students; it’s not just smart students coming here. The target is not to
blame the child. As a teacher, whether a student is good or bad, you must find a way to
help the child progress to the next level.”

She added,
“We assess the weaknesses and strengths of each child, and based on that assessment, we
assign subjects that we believe they will eventually excel in.”

The same comment noted by the deputy headteacher C, says;
“Of course, what’s so special about us we do receive mixed students though for grade 9 we
tried ourselves to get creamy students, but yeah, we have a mix of them.”

She also added a comment on the ways her teachers ensure the uniformity in delivery of the

learning process, she said,;
“Teachers don’t rely on blaming or labeling their students but cooperate with the school
leaders in identifying the students’ challenges, the goal is to free them from a bad academic

situation. ”

The deputy headteacher B concluded about some schools being favoured by being allocated with

the creamy students, he concluded;

“No, it is not true. As far as | know, it is a fair game.”
This has been different in school H where teachers believe that the nature of their students’
drawback their success in education. They believe high-performing schools are favored with bright
students. They were heard saying,
“We have problems coping with the syllabus because of our students sometimes. It takes
time for them to catch up with the lesson.”
Another teacher also commented,
“Other schools favored the bright students but look at us our students are the ones who
failed to be admitted at those big schools”
These comments from these teachers disagreed with the deputy headteacher B, who believes there
is fair game, he echoed these sentiments, saying
“I believe there is no dumb or dull learner. There is always a way for a teacher to develop
the best solution for each student. ”
He also added,
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“We do receive struggling students but I believe there is no child who can’t learn. Give
me any child and I will give you the smart student with his/her smart results”.
The deputy has got the child who failed the exam 3 times but once he started dealing with him, he
gave the outstanding results. When discussing how she encourages teachers to help struggling
students rather than labeling and ignoring them, the deputy headteacher C noted:;
“It is not the role of the teacher to make someone get the knowledge? That’s our role
nothing else. A teacher must not expect only good students but yeah of course as human
beings we don’t want stress or difficulty that can’t make us deviate from our natural role.
So, we do encourage them the necessity of helping children, recognise their efforts, and

reward them whenever necessary.”

Similarly, the deputy headteacher D, believes the nature of the students and environment can’t
limit the success of the students instead school leaders need to create an environment that fosters

engagement and motivation through recognition and rewards. She added,

“l came from the rural area and we were doing better and you can be shocked they are

doing things better as teachers than in town. The problem is our job is too monotonous.”

In contrast, underperforming schools E and F face different challenges. Teachers often complain
about student behavior, which hampers their ability to take ownership of their learning. One

teacher in school F, teacher F1, stated,

“We struggle to get students to take ownership of their learning when there’s a lack of

discipline in the classroom.”
Another teacher in school G, teacher G9, added,

“It is very difficult to do that when there are constant disruptions in class, like talking out
of turn or not following instructions. These disruptions make it challenging to maintain a

productive learning environment.”

Furthermore, students’ backgrounds were also found to be an additional challenge. Noted by one

teacher in school H, teacher H3, commented,
“Students ‘backgrounds are also a challenge.”

On the other hand, another teacher, teacher H6, concluded that;
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"It's challenging to encourage students to take an active role in their education when they

don't see the value in learning.”

Different from underperforming schools, teachers in high-performing schools take the challenges
of students’ diverse issues and fully focus on addressing the challenges rather than relying on
blaming and labeling the students. This supports and motivates struggling students resulting in

improvement in academic performance.
4.4. Summary of the Chapter

The chapter presented the findings on leadership approaches and their influence on academic
disparities in high-performing and underperforming public schools. The main leadership styles
employed by the headteachers were identified, along with the various leadership practices
attributed to them, illustrating their influence on academic disparities. Additionally, the chapter
discussed the specific strategies used by headteachers to address these disparities. Lastly, it
highlighted the challenges faced by headteachers in tackling academic inequalities and how their

approaches to overcoming these challenges varied.
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CHAPTER FIVE

5.0 DISCUSSION OF FINDINGS

51 Overview

This chapter discusses the findings from data collection and their relation to the theory, and
literature review. The study investigated the leadership practices in public schools in comparison
between high-performing and underperforming public schools in Lusaka District, Zambia. The
discussion was conducted based on the findings established in each theme and subtheme about the

research objectives, which sought to answer the following research questions.

a) What are the main leadership styles used by the headteachers in high-performing and

underperforming selected public secondary schools?

b) How do leadership practices contribute to the academic disparities in high-performing and
underperforming public secondary schools?

c) What are the potential areas for improvements in leadership practices within underperforming

public secondary schools?

5.2 Main leadership styles attributed by the headteachers in high-performing and
underperforming schools
It was evident that despite headteachers facing challenges in eradicating academic disparities in
public schools, their leadership styles are the most significant obstacle in addressing the issue. This
finding of leadership style playing a major part in academic discrepancies, the majority of the
headteachers who participated in the study strongly agreed that leadership styles determine the
academic performance of the school because it will either create a friendly environment for
teaching and learning or will not create a friendly environment at all. For example, the instructional
leadership style at some schools, emphasised support and professional development, and appeared
to create a more positive school climate and improve teacher morale. Teachers felt valued and
supported, which likely contributed to higher student performance. Conversely, the strict
supervisory approach at other schools, highlighted by frequent inspections and formal reports
fostered a more tense atmosphere. Teachers at these schools felt less autonomy and support,
potentially negatively impacting their teaching effectiveness and student outcomes. The findings
concur with the conclusions of the studies of Chunda (2022); and Howard and Knight (2022), who
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found a strong correlation between leadership styles and academic performance. Similarly, the
study of Mumba (2022) established that whether democratic or autocratic, leadership styles had
both positive and negative effects on the teacher’s performance that were likely to influence
academic performance directly. However, the findings contradict the findings of Bugyei and Aidoo
(2022), who reported that despite the headteachers performing above average in terms of their
leadership skills, and with highly motivated teachers, the academic performance of the pupils in
the Anomabo Education Circuit was not promising. Furthermore, the study by Gyasi, et al. (2016),
added that even though respondents agreed that a leadership style can affect academic
performance, unless the headteachers are well equipped with knowledge and skills in leadership,
they would not know if they have any influence on academic performance. This study observed
that the role of the deputy headteachers in their daily monitoring of teaching methods through
ongoing classroom observation, and providing individual feedback and support showed a direct
extension of the headteachers’ commitment to high-quality instruction and professional
development. This alignment contributed to the school’s overall academic performance as this
addressed individual teacher needs. Hence, a lack of knowledge about leadership skills among
headteachers in public schools stimulates the ongoing academic disparities. The theory of
academic performance emphasising that teachers’ and students’ beliefs, attitudes, and motivation
are critical components in driving learning outcomes. Therefore, there is a great need for
headteachers in public schools to have broad knowledge of leadership, integrating it into the usage
of different leadership practices aims to gaping disparities in academic performance and foster

ongoing student growth.

Headteachers in high-performing schools embraced instructional leadership by monitoring
teaching methods through structured and informed ongoing classroom observation, providing
workshops, and orientation programs, and adhering to one-on-one coaching and mentoring
sessions in shaping teaching practices resulting in gaping academic disparities. This agreed with
the findings of Ahsan et al. (2019), Kanchele (2022), Luke and Osoro (2019), and Phiri (2022)
which showed that regular supervision through monitoring and evaluating the teaching methods
was the pillar of enhancing learners’ academic performance. Meanwhile, headteachers in
underperforming schools were often found to be reluctant to engage in consistent monitoring. In
cases where supervision was enforced, it tended to be strict and inspection-driven, rather than

formative. This suggests a more rigid approach that may lack the developmental aspect necessary
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to improve teaching quality. Relating to the theory of academic performance and Fielder’s
contingency theory, the lack of enough and consistent instructional support in underperforming
schools is believed to be the cause of unexcited teaching methods resulting in an unpleasant
learning environment. Hence, headteachers in public schools need to stressing in providing

consistent instructional support.

Despite the finding that some of the headteachers in underperforming schools claimed to use the
democratic style, they failed to embrace it in practice. In contrast, the analysis found that the
majority of the headteachers in high-performing schools embrace the practices of the democratic
style of leadership even if some of them are not democratic. The teachers expressed beliefs that
the world is evolving and democratic leadership ensures that there is a consensus before you do
something or take a particular direction. For the success of the schools’ programs, headteachers in
these schools, exercise collaborative efforts with the teachers in different school activities such as
monitoring the ongoing classroom observation and other school activities. The findings were
consistent with the findings of Chepkonga et al. (2015), who pointed to the conclusion that
headteachers who employed a democratic leadership style had their schools perform above average
because they were supportive of all school programs. This collaboration creates a supportive
structure in the success of school programs resulting in student achievement in academic
performance. Furthermore, the headteachers in high-performing schools underlined that this
approach minimises opposition and ensures actual engagement from everyone reaching an open
consensus among team members rather than just a few seeming to cooperate. This participative
approach proved to increase teachers’ morale and effectiveness in work which in turn contributes
to academic performance. The findings agreed with the findings of Kapela et al. (2021) and
Mumba (2022), which revealed that leaders who involve others in decision-making promote
teamwork, accountability, and creativity, which in turn allows teachers to fully engage in the
teaching and learning process to enhance pupils’ expectations. These elements are critical
components of the theory of academic performance, which posits that positive beliefs, attitudes,
and motivation among both teachers and students are essential for enhancing student expectations
and academic success. By fostering an environment where collaboration and collective decision-
making are prioritised, headteachers in high-performing schools create a culture that not only

motivates teachers but also inspires students to achieve higher academic standards. Therefore,
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headteachers in underperforming schools have to emphasis the strong collaboration and inclusion

of the teachers’ and students’ voices.

The finding that the headteachers in high-performing schools believing bias on one type of
leadership style makes headteachers in underperforming schools stuck on their management
practices relates to Fielder’s (1960) contingency theory of leadership suggesting that headteachers
need to stress adapting their leadership practices to the current needs and context to ensure
effective management and avoid reliance on a single leadership approach. The findings of Chunda
(2022), Igwe et al. (2017), and Jama (2023) who concluded that there is no single leadership style
that is effective unless they are combined and work depends on the situation concur with the
finding of the current study. The monotonous approach of the headteachers seen in this study,
fostered ongoing academic disparities in underperforming schools. To address significant
academic disparities, headteachers in underperforming schools must adapt their managerial
practices by strategically blending leadership styles. Kanchele (2021), reported that situational
leadership styles yielded mixed results, both high and low, leading to teacher dissatisfaction due
to difficulties in adapting to the approach. However, Jama (2023) advised that when applied
effectively, situational leadership can lead to improved outcomes. This agrees with the results of
this study which observed that schools with low performance yield, employed a single mode of

leadership style.

It was evident that in high-performing schools, both headteachers and deputy headteachers are
empowering and developing their teachers by demonstrating humility, authenticity, interpersonal
acceptance, and stewardship. This results in a strong sense of togetherness and understanding of
each measure within the school. Furthermore, such approaches foster a collaborative school culture
as teachers feel valued as expressed by various teachers interviewed. This then has a positive
impact on student performance, and the overall school environment becomes more conducive to
learning and innovation. The findings of this study relate to the findings of Rashid and Shirima
(2024) and Van Dierendonck, (2011) revealed that servant leaders successfully contributed to
creating work environments that foster fulfillment and dedication among teachers by prioritising
empathy, active listening, and support for professional development to them. Also, the tendency
of the headteachers in underperforming schools to focus on compliance and performance metrics

rather than the holistic welfare of teachers and students always creates resistance that slugging
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behind the learning process affects academic performance. As seen from the results, the
headteachers in underperforming schools often prioritised short-term academic targets and
compliance with regulations over the broader well-being of their teachers and students. The result
of this rigid focus on performance metrics could have led to increased pressure, stress, and lack of
cooperation among teachers. Because the teachers felt unsupported, they may have resisted new
initiatives (even though good) and this may have ultimately affected student outcomes. The finding
correlates with the findings of Mulonga et al. (2024), who found that headteachers managed to
have high performance because they worked on the teachers’ welfare for them to deliver
maximally. Therefore, the ongoing teacher resistance in public schools resulted mainly from the
negligence of the teachers’ welfare. Based on the theory of academic performance, headteachers
in public schools should necessitate the provision of humility, authenticity, interpersonal
acceptance, and stewardship.

The finding that headteachers in underperforming schools exercising an authoritative leadership
style, emphasising a hierarchical structure where they oversee the entire school operation and
delegate tasks to teachers in a specific, controlled manner in disagreement with the theory of
academic performance, minimises confusion and ensure uniformity by having all teachers follow
a standardised teaching approach. Despite these efforts, they always face challenges from the
teachers which in turn affects student academic achievements. The finding disagreed with the
findings of Mulonga et al (2024), and Igwe et al (2015) who found that headteachers in high-
performing schools minimally used an authoritative style in certain situations where direct
guidance is necessary, particularly with inexperienced or unruly teachers, outlining tasks and
providing strict oversight to ensure tasks are completed correctly. Meanwhile, the studies of
Chafwa (2012) and Oyugi and Gogo (2016) strongly agreed with the current study and concluded
the impact of the authoritarian management style on teacher performance was described by
respondents as negative, contributing to poor working relations, poor performance, and work
dissatisfaction because it demanded immediate compliance, and lack flexibility and motivation.
Based on the findings of this study, authority is believed to be the cause of unpleasant academic
performance due to its leadership practices outcome. Therefore, there is a need to careful practicing

of this approach in public schools.
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5.3 Contribution of Leadership practices toward the Academic Disparities between high-
performing and underperforming Public Schools
It was evident that the top-down flow of information relying on fear and authority by the
headteachers in underperforming schools hinders collaboration, strategic planning, and proactive
measures needed to address long-term academic disparities, ultimately reinforcing the
performance gaps. According to Britwum et al. (2022), Chafwa (2012), Msoffe (2017), Mwape
(2013), and Oyugi and Gogo (2016) this approach creates antagonistic headteacher relations,
demoralised and frustrated teachers at work. Usually, a rigid authoritarian leadership style can
discourage open communication, innovation, and shared decision-making among teachers. The
reliance of headteachers on fear and authority, may undervalue and disempowered teachers as seen
from the teachers’ perspectives. Most teachers from underperforming schools revealed that they
were reluctant to voice concerns or suggest improvements. As a result, this approach reinforces

existing challenges which leads to declining performance seen in underperforming schools.

However, the revelation of a noticeable smooth flow of information involving two-way from the
administrative office to teachers and students in high-performing schools involving different ways
of conducting meetings not relying solely on staff general meetings compared to underperforming
schools reinforced the school’s mission and ensured everyone was on the same page. The effective
dialogue and collaboration in high-performing schools, fosters a more inclusive decision-making
process which enhances overall school performance These findings concur with the findings of
Yumba (2022) suggesting that improving communication between the headteachers and the
teachers would greatly improve teachers’ motivation to a large extent resulting in high academic
performance achievements. Consequently, communication means by the headteachers of public
schools resulting in different challenges in schools that foster academic disparities. According to
the theory of academic performance, effective communication fosters positive beliefs, attitudes,
and motivation among both teachers and students, all of which are critical components for
academic success. Therefore, for better accomplishment of gaping academic performance
disparities, headteachers need to overlook their communication skills, and structuring to ensure
the effective communication of complex important information. Persistent communication
challenges hinder efforts to bridge academic performance gaps. The lack of shared information

and clarity about a school’s direction, therefore, obstructs progress and academic success.
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On the revelation that most teachers (73.6%) reported being involved in decision-making processes
in high-performing schools, resulting in teachers feeling engaged and invested in the school’s
success compared to underperforming schools in which the majority of teachers (93.1%) believed
not included in decision-making procedures. On this finding, lack of involvement in
underperforming schools contributed to disengagement among teachers, which impacts student
achievement. This was supported by the conclusion from the study of Luke and Osoro (2019)
alluded that the leadership style of headteachers affects academic performance through non-
participatory decision-making. These findings are supported by the finding of Phiri (2022) who
found that negligence of teachers in decision-making in public schools was among the factors that
contribute to the academic disparities compared to grant-aided schools. The findings concur with
the findings of Chepkonga et al (2015), Chunda (2022), Kanchele (2021), and Kapela et al (2021).
Additionally, it was evident that students in high-performing schools (73%) indicated that they felt
more involved in decision-making in their schools than students (27%) from underperforming
schools. On this finding, lack of involvement in underperforming schools contributed to
disengagement among teachers and students, which impacts academic performance. According to
the contingency theory of leadership, the headteachers’ ability to adapt their leadership styles to
include participatory decision-making in high-performing schools fosters an environment where
teachers and students feel valued and engaged. Hence, headteachers in underperforming schools
should adopt a more flexible leadership approach that emphasises collaboration and inclusivity in
decision-making processes.

The finding that headteachers in high-performing schools frequently delegate tasks, empowering
staff and promoting a collaborative environment not only improving efficiency but also
encouraging professional growth among teachers leading to teaching effectiveness. According to
the results of this study, headteachers, especially in underperforming schools, need to find a
balance between taking total control and maintaining a grip on decision-making. By supporting
departmentalisation, delegating responsibilities, and empowering teachers with decision-making
authority, headteachers promote a more collaborative environment. This approach ensures that
teachers develop the necessary skills to enhance their efficacy, ultimately leading to more effective
teaching methods that address academic disparities. The studies of Andende (2016); Amos,
Siamoo, and Ogoti (2022), and Seth and Ntirandekura (2022) strongly agree with the finding of

the current study stating that increased teacher involvement in responsibilities and allocation of
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activities enhances job satisfaction, leading to improved performance, greater effort, and a stronger
sense of belonging. By the theory of academic performance, teachers’ mindsets, and productive
environments are crucial in academic performance improvement. Hence, headteachers can
improve student outcomes by cultivating their leadership skills in their staff by intentionally
sharing responsibility and ownership of tasks. Since decisions impact teachers differently based
on their subject areas, it is crucial to ensure policies and school plans, are well-suited to support
every teacher. From their views, teachers are critical because of their firsthand classroom
experiences. These unique perspectives provide valuable insights that decision-makers must

consider when developing effective education policies and strategies.

It was evident that headteachers in high-performing schools provide frequent support for the
professional development of the teachers. This results in a confident teaching staff, as professional
development opportunities help teachers stay updated on best practices while improving their
teaching methods, and addressing the needs of their students. It also fosters a culture of continuous
learning, enhancing teacher satisfaction, retention, and overall school performance. This
subsequently contributes to better student outcomes and a more positive school environment. In
supporting Fiedler’s (1960) and Elger’s (2007) theories, this supportive environment in high-
performing schools enables teachers to use various teaching methods rather than relying on a single
approach, creating an exciting learning environment leading to a high level of understanding from
the students. Corroborating this fact, the study of Osagie and Momoh (2016), and Yumba (2022)
found that this attitude was instrumental in developing the teachers’ and students’ self-efficacy
which in turn enhanced student performance in external public exams. The challenges and resisting
adapting new teaching methods were evident due to the lack of structured programs to support
teacher professional development resulting in monotonous teaching methods resulting in ongoing
academic disparities in underperforming schools. Therefore, to sharpen and combat outdated
teaching methods there is a need for the headteachers in public schools to provide continuous
professional development to their teachers in the schools. However, resistance to educational
change among teachers is a significant problem contributing to academic disparities in public

schools which seems to create one of the challenges to successfully implementing the change.

From this study’s findings, it was evident that key factors hindering headteachers in public schools
from delivering the necessary resources are; lack of proper budgeting, improper utilisation, and
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the way resources are maintained. These findings supported by the study of Uchendu et al. (2013),
showed that maintenance culture in both public and private secondary schools is poor; the school
physical resources were not regularly done and maintained using the preventive, emergency,
routine and fixed time management strategies. Despite some other headteachers trying to follow
all those factors effectively in eradicating the causes of ineffective delivery of resources, the study
is evident that over enrollments strains available resources, making it difficult to adequately meet
the demands of all learners. From this study, there is a significant disparity which reveals that
students in underperforming schools are 62.3% more likely to face challenges accessing
educational materials compared to their peers in high-performing schools. This highlights a crucial
issue that could affecting academic performance under-performing schools and is a key in the
overall classification of schools. The finding concurs with the finding of Malambo (2012) stated
that over enrollment leads to a high book-student ratio causing inadequacy availability of books in
non-grant aided schools. This suggests that the lack of adequate study materials in
underperforming schools may be a major factor in their lower academic performance. The findings
were consistent with the findings of Kimeu et al (2016), Mfangavo (2015), and Mgozi (2021) who
revealed that the inadequacy of books and study materials was the key source of low academic
performance in the schools under study. The headteachers in high-performing schools strongly
believe in strategic planning as each department needs to structure their budgets stating all the
required materials annually and strategic usage of resource allocation to maintain school facilities
and support the teaching process. The practice supported by the findings of Masnawati and
Darmawan (2022) stated that educational leaders need to do careful planning to allocate resources
appropriately. In contrast, resource planning is too reactive in underperforming schools rather than
strategic. The school struggles with resource shortages and lacks a clear plan to address these
issues. Therefore, to mitigate these shortages, the headteachers in underperforming schools need

to exercise a proactive resource management plan, involving teachers and leveraging partnerships.

5.4 Potential areas for improvements in leadership practices within underperforming
public schools.

It was evident that factors such as having many students which leads to afternoon sessions limit

the availability of class time for remedial activities in underperforming schools. This logistical

challenge, combined with the unwillingness of the teachers and students due to motivation issues,

and lack of proactive parental involvement, contrasts with high-performing schools in which
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deputy headteachers play a central role in guiding teachers to identify and support students facing
academic challenges. The numerous challenges that students face hinder their ability to
comprehend lessons in the classroom, and the situation worsens when alternative interventions,
like remedial programs, fail to provide the necessary support. This underscores the importance for
schools to go beyond traditional classroom teaching and also emphasise guidance and counselling
to address the broader needs of students. These findings align with Salfi’s (2011) findings, which
highlight the critical role of school leadership in involving parents and the community to foster
academic success. The implementation of remedial programs similar to the findings of Kanchele
(2021), and Maluma and Banja (2019), and regular parent-teacher meetings in high-performing
schools not only targets struggling students but also reinforces the collaborative dynamic between
schools and parents, as observed in Salfi’s (2011) and Msoffe’s (2017) studies. The lack of
structural programs and engagement issues among teachers is vital in slugging behind improving
remedial support to struggling students and overall academic outcomes in underperforming
schools. Therefore, headteachers should not wait to implement remedial programs, there should
be ongoing remedial programs before it is too late for the struggling students. For the large class-
size schools, there should be structured remedial programs on weekends or during holidays.

This study observed that in most schools, guidance and counselling lacks ambitious continuity and
motivation for teachers in its implementation. However, the revelation that the majority of the
students in high-performing schools receive additional support such as counseling and special
education compared to less support or not all in underperforming schools, indicates that the
effective support provided in high-performing schools likely contributes to their success in
academic performance. This approach in high-performance schools helped students to break free
from the cycle of misunderstanding and brought forward a sense of purpose in achieving the
school’s goals. In contrast, underperforming schools which placed less emphasis on activities like
guidance and counselling seemed to miss a critical component of student development. This
finding supported by Edger’s (2007) theory of academic performance highlights that deficits in the
support system directly impact learning and performance, reinforcing a holistic approach to student
development. Generally, this study has discovered that high-performing schools have close
monitoring of students involving close cooperation of teachers, class teachers, and the guidance
and counseling department, assessing and identifying students’ welfare before class to identify

potential learning obstacles and mentorship programs, similar to the studies by Banda (2016),
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Ahsan et al. (2019), Chibomba (2023). The finding also aligns with the studies of Phiri (2022),
and Malambo (2012) stipulated that the close supervision in grant-aided schools was the pioneer
factor that made these schools outshine the public schools academically. Unlike the
underperforming schools, there is less emphasis on guidance and counseling, treated as optional,
leading to a lack of structured support for students. This absence hinders student motivation and
prevents schools from effectively addressing challenges, contributing to poor academic
performance, particularly among struggling students. Hence, to gap academic disparities in
underperforming schools, there is a need for the headteachers to encourage psychological support

to students rather than academic oriented.

Despite having various extracurricular programs in underperforming schools, the study discovered
less emphasis on the implementation of these programs. Most of the schools lack follow-up of
these programs, despite being on the timetable. This study found a correlation between school
performance and extracurricular activities suggesting that schools offering more extracurricular
programs and support services generally achieve better academic performance. It stresses the role
these services play in creating a more enriching learning environment and promoting student
success. However, the confusion concerning the role of the teachers in extracurricular programs
was also evident prompted by the teachers’ perception that only a few teachers are responsible and
accountable similar to the finding of Andende (2016), resulting in less participation from most of
the teachers. This is likely to contribute to an unpleasant learning environment, as students feel
less motivated resulting in low academic performance. The study of Kochchar (2011) concurs with
this finding and connotates that lack of participation in co-curricular activities can lead to low
morale and performance of both teachers and learners in academic work. Conversely, in high-
performing schools, extracurricular programs are implemented according to timetables, ensuring
regular participation and engagement from the teachers and students. The structured and consistent
approach to these activities in high-performing schools fosters a sense of community, encourages
student involvement, and motivation, and enhances their overall school experience. The studies of
Andende (2016), Mumba (2022), and Kakupa (2014) associate with this finding concluding that
Co-curricular activities develop school spirit and morale which applies to both teachers and
learners. As Edgar’s theory (2007) suggests, this engagement not only boosts students ‘motivation
but also positively impacts their academic performance as they develop diverse skills and a strong
sense of school pride. Hence, to gap academic disparities in underperforming schools, the
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headteachers should motivate their students through strong follow-up and monitoring of these

extracurricular programs.

It was evident that teacher resistance is among the challenges encountered by the headteachers in
public schools in gaping academic disparities. Teachers opposing to adoption of new teaching
methods believing their methods work better than the new ones advised. This contradicts the
headteachers and deputy headteachers’ efforts to improve academic performance in public schools.
A similar factor was raised in the studies of Ahsan et al. (2019), and Lomba-Portela et al. (2022)
confirmed that bringing changes in schools is a stressful and challenging task as the headteachers
are often faced with stressful issues from the teachers. The methods of eradicating these challenges
differ between high-performing and underperforming schools. In high-performing schools was
evident addressing this challenge by the deputy headteachers engaging teachers calmly concurring
with the finding of Andende (2016), and emphasising the need for modern teaching practices to
keep up with changing educational demands in contrast to underperforming schools in which
teachers believe school leaders criticise rather than construct correspondingly to the finding of
Andende (2016) lack of involvement in problem-solving leads to high unsolved complaints and
strikes thereby encumbering teachers’ and school performance at large. Similarly, the study of
Lomba-Portela et al. (2022) concluded it is indisputable that it is how changes are introduced that

can generate greater resistance.

It was further evident that another challenge in addressing academic disparities in both high-
performing and underperforming public schools is the nature of the students themselves. Factors
such as students’ backgrounds, willingness to engage in their studies, and overall academic
preparedness have emerged as significant obstacles. These student-related challenges slow the
efforts to bridge academic gaps, as they directly impact how effectively schools can implement
strategies to reduce the disparities. The findings were similar to the findings of Maluma and Banja
(2019), and Ogbu (2018) reported that the nature of the students directly impacted their academic
performance. On further revelation, underperforming schools believed receiving students who are
not as “cream” or academically gifted compared to those in high-performing schools enroll the
brightest students, leaving them with a majority of average or underperforming learners, was the
attribute struggle in achieving academic disparities eradication. This was supported by the findings
of Maluma and Banja (2019), who found that cutting points in enrollment of the students and the
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general level of an understanding of the learner contribute to disparities in academic performance.
This perception creates a sense of disadvantage, with many underperforming schools believing
that their efforts to improve academic outcomes are hindered by the fact that the most capable
students often opt for high-performing institutions making the teachers even the headteachers
reluctant to provide measures to help students, resulting to ongoing academic disparities in
underperforming. Therefore, there is a need for underperforming schools to focus on tailored

interventions and student support rather than blaming and labeling students

5.5 Summary of the chapter

This chapter provided a comprehensive discussion of the study’s findings, guided by the three
major research questions outlined in section 1.5 or 5.0. The discussion was structured around the
key insights derived from the research, closely aligned with the study’s purpose and objectives.
The findings were examined about the existing literature and the theoretical framework that
underpinned the study. In doing so, the chapter highlighted areas of convergence and divergence
between the current study and previous research. Several findings from this study were consistent
with those of earlier studies, reinforcing existing knowledge and theories regarding leadership
practices and their impacts on academic performance. However, other findings revealed notable
differences, offering new perspectives and insights that contribute to the body of literature. The
chapter critically analysed these similarities and differences, providing a nuanced understanding
of how leadership styles, practices, and challenges affect academic disparities within the context

of high-performing and underperforming public schools.
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CHAPTER SIX

6.0 CONCLUSION AND RECOMMENDATION

6.1 Overview

This chapter presents the summary of the key findings, conclusions, and recommendations arising

from the findings of the current study. The findings of this study resulted from the investigation of

the leadership practices and their impacts on academic disparities by comparing high-performing

and underperforming public schools in the Lusaka District, Zambia. This chapter is organised into

two subsections: conclusions from key findings and recommendations.

6.2 Conclusion from key findings

This study observed that the main leadership styles used by the headteachers in
underperforming was authoritarian or autocratic leadership style which provoked
resistance by teachers and hampered collaboration and proactive planning. While, high-
performing schools seemed to adopt democratic leadership, servant leadership, and
situational leadership which embraced engaging teachers, and empowering them through
humility, authenticity, and adaptability.

This study also understood that leadership practices like flexibility, teacher development,
and effective communication, promoted a collaborative work environment in high-
performing schools. However, in underperforming schools poor resource management,
over-enrolment, and a lack of professional development programs, leading to monotonous
teaching and insufficient student support were observed. Furthermore, high-performing
schools ran structured remedial programs and guidance counselling which were not present
in underperforming schools.

This study found that the potential areas for improvements in leadership practices within
underperforming public secondary schools are embracing inclusiveness in decision-
making processes, a need for emphasis on mentorship programs, consistent monitoring and
frequent meetings for evaluation and feedback, and extracurricular activities enhance

student motivation.
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6.3

Recommendations

Headteachers in underperforming schools should prioritise instructional leadership by
investing in regular professional development programs for teachers. By providing targeted
training on modern teaching methods, these schools would possibly break free from old
practices and improve overall teaching effectiveness and student outcomes.

Headteachers should also adopt a more democratic and collaborative leadership style,
considering the welfare and development of the teachers, similar to those actioned in high-
performing schools. Engaging teachers in decision-making, and creating a collaborative
environment, reduces resistance to change from teachers. However, this approach must be
accompanied by regular feedback, open communication according to the needs of both
teachers and students.

Policy makers and schools as implementors should focus on creating strong support
structures for programs like remedial programs, guidance counselling, extracurricular
activities, and mentorship initiatives, especially in underperforming schools.

It will be beneficial to explore how the gender of a school leaders influence their
effectiveness, particularly in terms of decision making, conflict resolution, and team

management.
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APPENDICES
APPENDIX A: INTERVIEW GUIDES FOR THE HEADTEACHERS

Preamble

This research is meant for academic purposes. It will try to investigate the leadership styles of the
school heads and their impacts on academic disparities. Kindly answer these questions as honestly

and precisely as possible. Responses to these questions will be treated as confidential.
Kindly answer the following question.
1. Gender

2. 1) Which leadership style do you use frequently?

b) Have you noticed any specific leadership styles that have contributed to the success of
students’ academic performance? If yes, how often are you using it?

4. 1) How well is the level of awareness and understanding of the school’s vision and strategic

plans for teachers and students?

i1) How do you ensure that the school’s vision and strategic plans are effectively communicated
and understood by all members of the school community and that their efforts align with the goals
and objectives of the school?

iii) Do you involve deputy headteachers, teachers, and students in the decision-making process
to create a shared vision and ownership of academic success? If so, how often?

3. Do you receive directives from the MOE on how to improve academic performance
disparities? If yes, how often do you involve teachers and students in achieving those
directives?

4. What strategies do you use to motivate and engage the teaching staff in implementing the MOE
agendas and directives?

5. How do you seek feedback from the teaching staff regarding their understanding and alignment
with the MOE agendas and directives?

6. Do you encourage the delegation of tasks at different levels? If yes, what strategies or programs
do you employ to ensure that teachers receive ongoing professional development and support?

7. Do you meet with the deputy headteacher and teachers to discuss students' academic

performance progress? If yes, how often?
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8. How do you motivate your teachers and students to continue working hard for the success of
the school?

9. How do you manage the resources given by the Government in your school?

10. Are there any specific initiatives or programs you have implemented in your school to address
academic performance disparities? If so, can you mention those programs, what challenges
you encountered and how did you overcome them?

11. How does the school track and monitor students’ academic performance? How often?

12. How does the school address any student performance disparities identified through

assessments?
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APPENDIX B: INTERVIEW GUIDES FOR THE DEPUTY HEADTEACHERS

Preamble

This research is meant for academic purposes. It will try to investigate the leadership styles of the
school heads and their impacts on academic disparities. Kindly answer these questions as honestly

and precisely as possible. Responses to these questions will be treated as confidential.
Kindly answer the following questions:

1. Gender
2. 1) How often are you monitoring and evaluating teaching methods?
i) How do you assess and monitor the teaching methods used by the teachers in your school?
iii) Which criteria do you use to evaluate the effectiveness of teaching methods of your
teachers?
iv) How do you provide feedback to teachers based on your assessment of their teaching
methods?
V) In your opinion what are the key challenges in monitoring and improving teaching methods?
5. What steps do you take to ensure that the goals and objectives set by the headteacher are
effectively communicated and implemented among the teaching staff?
6. 1) How often does the headteacher discuss with you the MOE agendas and directives?

i) How do you ensure that the agendas and directiveness from the MOE are effectively

communicated to the teaching staff?
7.1) Do you get involved in the decision-making by the headteachers? If yes, how often?
i) How do you and the headteacher handle disagreement/conflicts in decision-making?

8. 1) How do you ensure that students from diverse academic backgrounds have equal access to
advanced courses, extracurricular activities, and enrichment programs?
i) How do you ensure that students and teachers are engaged and motivated to achieve
academic success?
9. How do you ensure that resources are allocated fairly and equitably among all students and
teachers?
10. Do you believe in the delegation of duties and responsibilities to teachers? If yes, how do you

allocate teaching assignments and responsibilities to teachers?
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11. Is there ongoing professional development for your teachers? If yes, which criteria you are
using to select teaching staff to receive ongoing professional development and training?

12. How does the headteacher support you in your role?

13. How would you describe the overall relations and cooperation between you and the
headteacher?

14. Can you provide an example of recent initiatives where you and the headteacher worked closely

together to improve academic performance disparities?
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APPENDIX C: SEMI-STRUCTURED QUESTIONNAIRE FOR THE TEACHERS

Preliminaries

Qs research is meant for academic purposes and intends to determine the relationship between

head teachers’ leadership styles and school academic performance. Kindly answer these questions

as honestly and precisely as possible. Responses to these questions will be treated as confidential.

1,
O
O

2.
O
O
O
O
O

0000 0O

O

Are you aware of the school's vision and strategic plans?

Yes

No

ii) On a scale of 1 to 5, how would you rate the effectiveness of the headteacher in
communicating the school’s vision and goals to the staff? (1 being ineffective, 5 being highly
effective) .......................

iii) Can you provide an example of how the headteacher communicates the school’s vision and
goalstothestaff? .........................

How often do you have meetings with the school head about academic performance?

Rarely or never

Occasionally

Monthly

Weekly

Daily

Does the school head involve you in decision-making processes to create a shared vision and
ownership of academic success?

Yes

No

If yes, how often are you involved in decision-making?

Extensively

Minimally

Moderately

Not at all

How would you rate the level of the heads of school involvement in the academic performance
of the students in your school?

High
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O

O
5.

O
O
O
O

O
6.

~

® O0O0

12.

Moderate

Low

How often does the school head support your growth and development as a teacher?

Rarely or never

Occasionally

Monthly

Weekly

Daily

In your opinion, are there any conflicts/challenges in addressing academic performance
disparities in the school? If yes, please describe. ...................

How would you rate the level of school leadership in effectively communicating academic
goals and expectations to teachers?

High

Moderate

Low

How do you encourage students to take an active role in their education and strive for academic
improvement? .....................

How do you assess students’ academic progress and identify areas where they may need
additional support? ...,

Do you feel that the school provides sufficient resources and support to help students achieve

their academic potential?

O
O

10.

O O

Yes

No

If no, could you advise and suggest the best way the allocations of the resources could be done
for effective teaching methods? ...............

Are there any extracurricular programs/support services provided by the school to enhance
students’ learning experiences?

Yes

No

If yes, could you please listthem .........................

106



11. How would you rate the overall support provided by the school administration interms of

O
O
O
O
O

ONONONON

13.

14.

15.

helping you manage your workload and resources?
Very supportive

Supportive

Neutral

Not very supportive

Not at all supportive

. To what extent does the headteacher support the well-being and morale of teachers?

Strongly supports
Moderately supports
Slightly supports

Does not support

How would you rate the level of collaboration and teamwork promoted by the headteacher

among teachers? (1 being very low, 5 being very high) .......................

What are the teaching methods you are using to remove the gap between students with low and
high-performing academic performance? ..........................
What unique things school heads are doing different from heads of the other schools either to

the teachers or students that facilitate high academic performance? ........................coo..
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APPENDIX D: SEMI-STRUCTURED QUESTIONNAIRE FOR THE STUDENTS
Preliminaries

Qiis research is meant for academic purposes and intends to determine the relationship between
head teachers’ leadership styles and school academic performance. Kindly answer these questions
as honestly and precisely as possible. Responses to these questions will be treated as confidential.
1. Do you know the school has goals and objectives that have been made for academic

performance?

O Yes
O No

If not, how do you think knowing these objectives and goals could improve your academic
performance?
Positive results

Negative results

O OO

No impacts

N

Do you feel that you are involved in decision-making at the school, such as setting academic
goals or planning activities?

Yes

No

How often do you feel motivated to learn at school?

O O

Q@

Always

O Often
Sometimes
Rarely

Never

>00O0

Do you receive additional support (eg. counseling, special education) to improve academic
performance?

Yes

No

o OO0

How would you rate the availability of books and study materials provided by the school for

your studies?

O

Excellent
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O Good

@ Average
O Poor

O Very poor

6. Do you face challenges in your studies due to access to books or study materials?

O Yes

O No

7. How do you rate the overall learning environment in your school?
O Excellent

O Good

O Average

O Poor

O Very poor

8. How do you describe the teaching methods used by your teachers?
@ Very effective ( | understood well)

O Normal (Sometimes I understood sometimes not)

O Ineffective (I don’t understand teachers)

9. Are there any teaching methods that you feel are not good for your learning?

O Yes
O No
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APPENDIX E: PARTICIPANTS’ CONSENT FORM
The University of Zambia, School of Education Dept of EPSSE

Dear Sir/Madam,
REF: REQUEST FOR CONSENT AS A RESEARCH PARTICIPANT

I am Kibwana Sultan, a student at The University of Zambia pursuing a Master of Education in
Educational Administration and Management. | am requesting you to take part in my research as
a participant. The research is about; “Leadership Styles and Their Impact on Academic Disparities:
A Comparative Study in High and Underperforming Public Schools Lusaka, Zambia”. Your
participation is going to help me come up with information regarding the matter mentioned above.
Be assured that the information you will share with me remains confidential and only for academic

purposes. Your consent to this request will go a long way.

Yours Faithfully,

....................................... Kibwana Sultan — Researcher/Student
Consent by participant

Having read or heard the information concerning this research, | hereby consent by virtue of
office/position/parent to be one of the participants. In this regard, | reserve the right not to answer

particular questions if necessary.
Name: .....ooooiiiiiiiiiiie
SIgNn: oo

Date: .o
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APPENDIX F: ETHICAL CLEARANCE CERTIFICATE

THE UNIVERSITY OF ZAMBIA
DIRECTORATE OF RESEARCH AND GRADUATE STUDIES

Great East Road Campus | P.O. Box 32379 | Lusakal0101 | Tel: +260-211-290 258/291
777 Fax: (+260)-211-290 258/253 952 | E-mail: director.drgs@unza.zm | Website:

www.unza.zm

APPROVAL OF STUDY

IORG No. 0005376
HSSREC IRB No. 00006464
REF NO. HSSREC-2023-AUG-009

28" August, 2023

Mr Kibwana Sultan

The University of Zambia
P.O. Box 32379
LUSAKA
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http://www.unza.zm/
http://www.unza.zm/
http://www.unza.zm/
http://www.unza.zm/

Dear Mr Kibwana

RE: “INVESTIGATING LEADERSHIP STYLES AND THEIR IMPACT ON ACADEMIC
DISPARITIES: A COMPARATIVE STUDY IN HIGH AND
UNDERPERFORMING PUBLIC SCHOOLS IN LUSAKA, ZAMBIA”

Reference is made to your submission of the protocol captioned above.

The HSSREC resolved to approve this study and your participation as Principal Investigator for a

period of one year.

Specific conditions will apply to this approval. As Principal Investigator it is your responsibility
to ensure that the contents of this letter are adhered to. If these are not adhered to, the approval

may be suspended. Should the study be suspended, study sponsors and other regulatory authorities

will be informed.

REVIEW TYPE

ORDINARY
REVIEW

APPROVAL NO.
HSSREC-2023-AUG-009

Approval and Expiry Date

Approval Date:
28" August, 2023

Expiry Date:
27" August, 2024

Protocol Version and Date Version - Nil. 27" August, 2024
Information Sheet, O  English. To be provided
Consent Forms and Dates

Consent form ID and Date Version - Nil To be provided
Recruitment Materials Nil Nil

Other Study Documents

- Questionnaire

- Interview Guide

Number  of  Participants

Approved for Study
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Conditions of Approval

. No participant may be involved in any study procedure prior to the study approval

or after the expiration date.

. All unanticipated or Serious Adverse Events (SAEs) must be reported to HSSREC
within 5 days.
. All protocol modifications must be approved by HSSREC prior to implementation

unless they are intended to reduce risk (but must still be reported for approval).
Modifications will include any change of investigator/s or site address.

. All protocol deviations must be reported to HSSREC within 5 working days.
. All recruitment materials must be approved by HSSREC prior to being used.
. Principal investigators are responsible for initiating Continuing Review

proceedings. HSSREC will only approve a study for a period of 12 months.

. It is the responsibility of the PI to renew his/her ethics approval through a renewal
application to HSSREC.

. Where the PI desires to extend the study after expiry of the study period, documents
for study extension must be received by HSSREC at least 30 days before the expiry date.
This is for the purpose of facilitating the review process. Documents received within 30
days after expiry will be labelled “late submissions” and will incur a penalty fee of
K500.00. No study shall be renewed whose documents are submitted for renewal 30 days

after expiry of the certificate.
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. Every 6 (six) months a progress report form supplied by The University of Zambia
Humanities and Social Sciences Research Ethics Committee as an IRB must be filled in

and submitted to us. There is a penalty of K500.00 for failure to submit the report.

. When closing a project, the P1 is responsible for notifying, in writing or using the
Research Ethics and Management Online (REMO), both HSSREC and the National Health

Research Authority (NHRA) when ethics certification is no longer required for a project.

. In order to close an approved study, a Closing Report must be submitted in writing
or through the REMO system. A Closing Report should be filed when data collection has
ended and the study team will no longer be using human participants or animals or
secondary data or have any direct or indirect contact with the research participants or

animals for the study.

. Filing a closing report (rather than just letting your approval lapse) is important as
it assists HSSREC in efficiently tracking and reporting on projects. Note that some funding
agencies and sponsors require a notice of closure from the IRB which had approved the

study and can only be generated after the Closing Report has been filed.

. A reprint of this letter shall be done at a fee.

. All protocol modifications must be approved by HSSREC by way of an application
for an amendment prior to implementation unless they are intended to reduce risk (but must
still be reported for approval). Modifications will include any change of investigator/s or
site address or methodology and methods. Many modifications entail minimal risk
adjustments to a protocol and/or consent form and can be made on an Expedited basis (via
the IRB Chair). Some examples are: format changes, correcting spelling errors, adding key
personnel, minor changes to questionnaires, recruiting and changes, and so forth. Other,
more substantive changes, especially those that may alter the risk-benefit ratio, may require
Full Board review. In all cases, except where noted above regarding subject safety, any
changes to any protocol document or procedure must first be approved by HSSREC before

they can be implemented.
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Should you have any questions regarding anything indicated in this letter, please do not hesitate

to get in touch with us at the above indicated address.

On behalf of HSSREC, we would like to wish you all the success as you carry out your study.

Yours faithfully,

Dr. J.I. Ziwa

DR. J. I. Ziwa

CHAIRPERSON

THE UNIVERSITY OF ZAMBIA HUMANITIES AND

SOCIAL SCIENCES RESEARCH ETHICS COMMITTEE - IRB

cc: Director, Directorate of Research and Graduate Studies

Assistant Director (Research), Directorate of Research and Graduate Studies

Assistant Registrar (Research), Directorate of Research and Graduate Studies
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In reply please quote
All correspondence should be addressed reply p q
to the District Education Board Secretary

Telephone: 0211-240250240249 958 623749
E-mail: desbsish @ yahooco.uk

DEBS/LSK/101/1/29

REPUBLIC OF ZAMBIA
MINISTRY OF EDUCATION

DISTRICT EDUCATION BOARD SECRETARY
P.O. BOX 50297
LUSAKA

12 October, 2023

The Headteacher

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH ON
INVESTIGATING LEADERSHIP STYLES AND THEIR IMPACT ON
ACADEMIC DISPARITIES: A COMPARATIVE STUDY IN HIGH SCHOOLS
AND UNDERPERFORMING PUBLIC SCHOOLS IN LUSAKA

I am pleased to forward to you self-explanatory minutes from the Provincial
Education Officer dated 21% September, 2023 informing you of your research
project in all students of Zambia.

1 am pleased to inform you that permission has been granted for you to
conduct a research in Public schools in your District.

Kindly welcome him and give him all the necessary support accordingly and
that the learners are not disturbed.

-

~

larr MivobagMr.)
DISTRICT EDUCATION BOARD SECRETARY
LUSAKA DISTRICT
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