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Abstract
This study examined the influence of headteachers’ leadership reinforcement practices on teachers’ job performance in public basic schools in the Lambussie District of Ghana’s Upper West Region. The study was motivated by persistent concerns about teacher effectiveness in rural schools and the limited empirical evidence on how school leadership practices shape teacher performance in such contexts. A descriptive cross-sectional survey design was adopted, involving teachers and headteachers selected through stratified random and census sampling techniques. Data were analyzed using descriptive statistics, correlation, and regression analysis with SPSS version 25. Findings revealed that clinical supervision and participatory decision-making were the dominant leadership reinforcement practices used by headteachers. Teachers also demonstrated relatively high levels of lesson preparation and punctuality. The study further established a significant positive relationship between leadership reinforcement practices and teacher job performance. The findings suggest that supportive instructional leadership contributes significantly to improved teacher effectiveness in rural schools. The study concludes that strengthening leadership reinforcement practices, particularly clinical supervision and collaborative governance, could improve instructional quality and educational outcomes in rural Ghanaian schools. It therefore recommends continuous leadership training for headteachers and the institutionalization of participatory leadership structures within the Ghana Education Service.
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Introduction
Leadership in education is globally recognized as a cornerstone for improving teaching quality and student outcomes. Across different education systems, effective leaders are not confined to administrative duties but are instrumental in setting direction, motivating teachers, and reinforcing instructional practices that directly shape student achievement (Leithwood et al., 2020; Hallinger, 2018). In many advanced contexts, leadership reinforcement through supervision, mentoring, and participatory decision-making has proven to enhance teacher effectiveness and accountability.
In Africa, the significance of leadership in strengthening educational outcomes has become increasingly evident, particularly within sub-Saharan contexts where resource constraints and systemic challenges persist. Research demonstrates that strong instructional leadership, especially at the school level, contributes to reducing teacher absenteeism, improving pedagogical practices, and fostering commitment to school goals (Bush & Glover, 2016; Oduro, 2020). However, leadership reinforcement mechanisms remain uneven, with rural schools often receiving limited attention compared to their urban counterparts.
In Ghana, headteachers are central actors in the educational delivery system, serving as both instructional leaders and administrative managers. Beyond policy implementation, they play a vital role in reinforcing teacher behaviors through clinical supervision, motivation, monitoring, and shared decision-making (Asare, 2025; Abdul-Jaleel, 2016). Despite these expectations, many headteachers, particularly in rural settings, face systemic barriers such as inadequate training in leadership reinforcement, scarce teaching resources, and weak monitoring structures (Badu et al., 2022). These challenges often translate into inconsistent teacher performance, undermining broader national efforts to raise the quality of basic education.
The Lambussie District in Ghana’s Upper West Region presents a compelling case of these challenges. Public basic schools within the district continue to grapple with teacher absenteeism, inadequate lesson preparation, limited instructional materials, and weak educational outcomes. While national and regional educational policies recognize the role of school leadership in improving teacher performance, empirical studies focusing specifically on leadership reinforcement practices in deprived rural districts such as Lambussie remain limited. Existing studies largely focus on urban or mixed settings, thereby creating a contextual gap in understanding how supportive leadership functions in rural educational environments characterized by infrastructural deficits and teacher shortages.
Theoretical Framework
This study is underpinned by Instructional Leadership Theory and Reinforcement Theory. Instructional Leadership Theory emphasizes the role of school leaders in improving teaching and learning through supervision, monitoring, curriculum coordination, and professional support (Hallinger, 2018). Effective instructional leaders influence teaching quality by creating supportive learning environments and promoting teacher development.
The study is also grounded in Reinforcement Theory advanced by Skinner (1969), which posits that behaviour can be strengthened through consistent feedback, encouragement, recognition, and supportive monitoring. Within educational settings, leadership reinforcement practices such as clinical supervision and participatory decision-making may positively shape teachers’ professional attitudes and instructional performance. The integration of these theories provides a useful framework for understanding how headteachers’ reinforcement practices may influence teacher job performance in rural schools.
Objectives of the Study
The study sought to:
1. Examine the dominant leadership reinforcement practices used by headteachers in public basic schools in the Lambussie District.
2. Assess the level of teacher job performance in public basic schools within the district.
3. Determine the relationship between leadership reinforcement practices and teacher job performance.
4. Examine the predictive influence of leadership reinforcement practices on teacher job performance.
Methodology
The study was conducted in the Lambussie District of the Upper West Region, Ghana (approx. 10.95° N, 2.68° W), one of the most rural and least urbanized districts in the country. According to the Ghana Statistical Service (2021), the district has a population of approximately 51,654, with a dispersed density of about 32 persons per km². Settlements are largely nucleated villages with limited access to basic infrastructure, reflecting a predominantly agrarian economy. The district forms part of the Guinea savanna ecological zone, characterized by open grassland interspersed with drought-resistant trees such as shea, dawadawa, and baobab. The terrain is generally flat to gently undulating, with altitudes ranging between 180–250 meters above sea level. The dominant soils are savanna Ochrosols derived from weathered sandstone and alluvium, typically sandy loam with moderate fertility but highly vulnerable to leaching and erosion during peak rainfall (Adu, 2022; FAO, 2019).
Climatically, Lambussie experiences a unimodal rainfall regime common to the northern savanna belt, with rains stretching from May to October and a prolonged dry season lasting nearly six months. Mean annual rainfall ranges between 900 mm and 1,200 mm, with peak precipitation in August and September (GMet, 2021). Temperatures remain high throughout the year, averaging between 28–36°C, with harmattan winds from December to February drastically lowering humidity and intensifying water stress. This seasonal climatic rhythm strongly influences agricultural practices, with farming concentrated in a single rainy season. Maize, millet, sorghum, groundnuts, and cowpea dominate cropping systems, complemented by small-scale livestock rearing. Shea nut collection and processing also play a crucial role in household economies, especially among women, providing a vital source of income and resilience during the lean season (World Bank, 2020; WFP, 2022).
Socio-economically, Lambussie remains one of Ghana’s most deprived districts, with limited access to healthcare, potable water, and formal employment. Roads are mostly unpaved and become impassable during heavy rains, hampering trade, access to education, and delivery of essential services. Electricity coverage is expanding but remains uneven, and many rural households rely on traditional biomass fuels for cooking. Education in the district faces systemic challenges including inadequate school infrastructure, high pupil-to-teacher ratios, shortages of qualified teachers, and inadequate supply of instructional materials (Lambussie District Assembly, 2023; UNICEF, 2021). 
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Research Design
The study adopted a descriptive cross-sectional survey design. This design was appropriate because it enabled the researcher to collect data from respondents at a single point in time while examining perceptions regarding leadership reinforcement practices and teacher performance (Creswell & Creswell, 2018).
Population of the Study
The target population consisted of 246 teachers and 12 headteachers across public basic schools in the Lambussie District. The sampling frame comprised all headteachers and teachers listed on official staff registers obtained from the District Education Directorate.
Sampling Procedures and Sample Size
The study adopted a descriptive cross-sectional survey design, which is appropriate for capturing perceptions and practices at a single point in time (Creswell & Creswell, 2018). The target population consisted of 246 teachers and 12 headteachers across all public basic schools in the Lambussie District. The sampling frame comprised all headteachers (one per school) and teachers listed on current staff registers obtained from the District Education Directorate.
To ensure adequate representation across the district’s diversity, a stratified random sampling approach was employed for teachers, complemented by census inclusion of headteachers and limited on-site convenience access to manage field realities. Stratified random sampling is particularly effective in educational studies because it guarantees that subgroups are proportionally represented (Etikan & Bala, 2017; Cohen, Manion, & Morrison, 2018). Schools were first stratified by education level (Kindergarten, Primary, JHS) and settlement location (rural vs. peri-urban) to reflect contextual variations that may influence leadership practices and teacher performance. Within each stratum, school-level staff lists served as subframes for teacher selection, consistent with stratified proportional allocation guidelines (Kothari, 2004).
Given the small number of schools and the central role of leadership, all 12 headteachers were included (census) to maximize analytical strength and avoid gatekeeper bias. For teachers, a sample of 234 was proportionally allocated to strata using: 
Where is the number of teachers drawn from stratum h, is the number of teachers in stratum h, N is the total number of teachers in the frame, and n= 234. This proportional-to-size (PPS) allocation preserved each stratum’s weight in the overall population (Yamane, 1967; Saunders, Lewis, & Thornhill, 2019).
For each selected school, teachers were chosen by simple random sampling from the staff list (computer-generated random numbers). Where multiple teachers shared identical roles or subjects, selection proceeded without replacement to avoid clustering by department. Because teacher availability can be affected by timetables and official duties, on-site convenience access was used only to schedule respondents already selected by random procedures (Acharya et al., 2013). If a preselected teacher was unavailable after two callbacks, a within stratum random replacement was drawn from the same staff list to limit selection bias (Kumar, 2019).
Included were full-time teachers on post for at least one term and the current headteacher of each school. Excluded were national service personnel, student-teachers, teachers on long leave, and non-teaching staff. Anticipated nonresponse was managed through oversubscription at the stratum level (about 5–10%), callbacks, and response tracking logs. Enumerators followed a standardized protocol and cross-checked completed questionnaires daily to minimize item nonresponse and ensure data quality (Fowler, 2014; Bryman, 2016). 
Research Instrument
Data were collected through structured questionnaires developed from literature on instructional leadership and teacher performance. The questionnaire comprised two main sections: Leadership; reinforcement practices and teacher job performance indicators. The questionnaire used a five-point Likert scale ranging from strongly disagree (1) to strongly agree (5).

Validity and Reliability
The questionnaire items were reviewed by experts in educational administration and research methodology to ensure content validity. A pilot study was conducted in a neighbouring district; Nandom District with similar characteristics. Cronbach’s alpha reliability coefficients of 0.81 for leadership reinforcement practices and 0.84 for teacher job performance demonstrated acceptable internal consistency reliability.
Ethical Considerations
Permission to conduct the study was obtained from the Lambussie District Educational authorities in the Lambussie District. Respondents were informed about the purpose of the study and assured of confidentiality, anonymity, and voluntary participation. Informed consent was obtained from all participants before data collection.
Data Analysis
Data were analyzed using the Statistical Package for Social Sciences (SPSS) version 25. Descriptive statistics such as means and standard deviations were used to analyze leadership reinforcement practices and teacher job performance indicators. Pearson correlation analysis was employed to determine relationships between variables, while multiple regression analysis was used to examine the predictive influence of leadership reinforcement practices on teacher performance.




Result 
Table 1
Leadership Reinforcement Practices
	Leadership Practices
	Mean
	SD

	Clinical Supervision
	4.35
	0.78


Participatory Decision-Making 	4.10	0.85

Table 1 presents the mean scores and standard deviations of leadership reinforcement practices among headteachers in the Lambussie District. Clinical supervision recorded the highest mean score (M = 4.35, SD = 0.78), suggesting that respondents generally agreed that headteachers actively engaged in supervisory roles. This indicates that headteachers frequently monitored instructional delivery, provided feedback, and guided teachers toward improving classroom practices. The relatively low standard deviation reflects a high level of agreement among respondents, pointing to consistency in supervisory practices across schools. Participatory decision-making also recorded a high mean score (M = 4.10, SD = 0.85), showing that teachers perceived their headteachers as encouraging collaboration and inclusiveness in school governance. The slightly higher standard deviation, compared to clinical supervision, suggests more variation in teachers’ experiences with participation in decision-making processes. This implies that while participatory practices are widely recognized, their implementation may vary across schools.


Table 2
Regression Analysis of Leadership Reinforcement Practices on Teacher Performance
	Predicator                                                     B               SE B           β          t          P

	Clinical Supervision                                       0.62             0.11        .52       5.64    <.001


  Participatory Decision-Making                      0.48           0.14            .40      3.43    .001

	


R² = .65, Adjusted R² = .63, F(2, 243) = 112.56, p < .001.
 
The regression analysis examined the influence of leadership reinforcement practices on teacher performance. Findings revealed that clinical supervision significantly predicted teacher performance (β = .52, p < .001), suggesting that teachers who received regular and constructive supervisory feedback performed better in their instructional roles. Similarly, participatory decision-making also made a significant contribution (β = .40, p = .001), indicating that involving teachers in school-level decision-making processes enhanced their sense of ownership and commitment, which in turn improved classroom performance. The model explained 65% of the variance in teacher performance, R² = .65, F(2, 243) = 112.56, p < .001, demonstrating a strong relationship between leadership practices and teacher outcomes.
Table 3
Teachers’ Job Performance Indicators
	Job Performance Indicators
	Mean
	SD

	Lesson Preparation
	4.20
	0.82


Punctuality	4.15	0.88

The findings indicated that teachers in Lambussie District demonstrate strong levels of job performance. Lesson preparation (M = 4.20, SD = 0.82) was rated highest, suggesting that teachers prioritize adequate planning and delivery of lessons. Punctuality also received a high rating (M = 4.15, SD = 0.88), reflecting a general culture of commitment and discipline among teachers. The relatively small standard deviations imply consistency in teachers’ responses, showing shared perceptions of their performance behaviors.
Table 4
Correlation Between Leadership Reinforcement and Teacher Performance
Teachers’ Job Performance Indicators
	Variables
	r
	P

	Leadership Reinforcement × Teacher Performance
	0.52
	< .001



The correlation analysis revealed a significant moderate positive relationship between leadership reinforcement practices and teacher performance (r = 0.52, p < .001). This suggests that schools where headteachers engage more actively in reinforcement practices; such as clinical supervision and participatory decision-making; tend to record higher levels of teacher job performance.
Discussion
These findings from table 1, are consistent with prior studies that emphasize the importance of effective supervision and participatory governance in promoting teacher motivation and performance. For instance, Adu-Gyamfi and Donkoh (2020) found that clinical supervision contributes significantly to teachers’ professional growth and ensures adherence to instructional standards in Ghanaian schools. Similarly, Oduro and MacBeath (2019) argue that participatory decision-making enhances teacher commitment and fosters a sense of ownership in school development. Globally, Bush and Ng (2019) asserted that inclusive leadership practices strengthen trust between teachers and school leaders, ultimately contributing to improved teaching and learning outcomes. However, the variations in participatory decision-making suggest that while some headteachers are more inclusive, others may adopt a top-down approach, thereby limiting teachers’ influence in school governance. This is echoed by Ampofo (2021), who observed that decision-making processes in some Ghanaian basic schools remain centralized, which often discourages teachers from actively contributing to school improvement strategies.
These findings highlighted from table 2, are the critical role of leadership reinforcement practices in shaping teacher performance. Globally, effective leadership has been shown to be a key determinant of educational quality, with studies in OECD countries underscoring that schools led by principals who emphasize supervision and collaborative decision-making often record higher teacher productivity and student achievement (Leithwood et al., 2020; Hallinger, 2018). In the African context, research suggests that the lack of consistent instructional supervision and limited teacher participation in management decisions contributes to weak educational outcomes, particularly in Sub-Saharan Africa (Bush & Glover, 2016; Oduro, 2020). Where participatory structures exist, teacher motivation tends to increase, fostering better classroom engagement and improved student learning. In Ghana, studies continue to revealed that teacher supervision and inclusion in decision-making remain uneven across districts. For instance, Osei-Owusu and Sam (2021) found that schools with active supervision systems reported higher teacher adherence to instructional standards. Similarly, Nyamekye and Amponsah (2019) noted that participatory leadership styles in Ghanaian schools improved teacher morale, retention, and overall performance. The results from Lambussie resonate with these global and national trends. Clinical supervision and participatory decision-making emerged as strong predictors of teacher performance, demonstrating that headteachers who blend supportive supervision with inclusive management practices can significantly boost teacher effectiveness. This implies that strengthening supervisory structures and institutionalizing participatory governance at the basic school level in Lambussie could serve as a sustainable strategy for enhancing teacher performance and, ultimately, student learning outcomes.
From table 3, the results are consistent with studies highlighting those well-prepared teachers tend to enhance instructional quality and student learning outcomes (Opoku-Asare, 2021; Adjei & Tamanja, 2019). High levels of punctuality also reinforce school discipline and serve as positive role modeling for students (Adusei & Effah, 2020). The evidence therefore suggests that leadership reinforcement practices may be contributing positively to teacher performance in the Lambussie District.
Also, the study as indicated from table 4, aligns with global evidence that leadership reinforcement enhances teacher motivation and performance (Day et al., 2016; Leithwood & Sun, 2018). In Africa, studies emphasize that participatory and supportive leadership strategies are crucial for improving teacher effectiveness in resource-constrained contexts (Bush & Oduro, 2006; Wanjala, 2021). Ghanaian studies have also highlighted the importance of instructional supervision and collaborative leadership in sustaining teacher discipline and productivity (Osei & Owusu-Agyeman, 2017; Alhassan & Fuseini, 2020). In the Lambussie context, the significant correlation demonstrates that leadership practices remain a critical lever for enhancing educational quality, reinforcing the argument that headteachers’ active reinforcement strategies can drive sustained teacher commitment and performance.
Implications
The findings from this study carry important implications for educational leadership and teacher performance, both locally in Lambussie and more broadly within Ghana and SubSaharan Africa. First, the strong influence of clinical supervision underscores the need for the Ghana Education Service (GES) to strengthen supervisory structures at the basic school level. Consistent, supportive supervision not only ensures adherence to instructional standards but also promotes continuous professional growth for teachers. Headteachers should therefore be equipped with the requisite skills, training, and resources to conduct effective supervision that is developmental rather than punitive.
Second, the evidence on participatory decision-making suggests that inclusive governance practices can foster teacher commitment and morale. However, the observed variations indicate that participatory structures are not uniformly implemented. For policymakers and school leaders, this calls for institutionalizing frameworks that encourage teacher involvement in decision-making processes, thereby enhancing ownership and accountability in school improvement. This could be operationalized through school-based management committees or structured staff consultative platforms.
Third, the correlation between leadership reinforcement practices and teacher performance highlights that leadership is a critical lever for educational quality. In contexts like Lambussie, where infrastructural and resource constraints remain acute, leadership reinforcement can serve as a low-cost but highly effective mechanism to motivate teachers and sustain instructional quality. By embedding clinical supervision and participatory decision-making into routine school management, headteachers can create supportive environments that enhance both teacher job performance and student outcomes.
Finally, the findings align with global, African, and national research, reinforcing the universality of leadership as a driver of teacher performance. However, they also emphasize the need for contextual sensitivity; particularly in rural districts, where logistical challenges, resource deficits, and dispersed populations demand adaptive leadership practices that combine supervision with inclusivity.
Conclusion
The study established that leadership reinforcement practices, particularly clinical supervision and participatory decision-making, significantly influence teacher job performance in public basic schools within the Lambussie District of Ghana. The findings demonstrated that supportive and inclusive leadership approaches contribute positively to teacher effectiveness, especially in areas such as lesson preparation and punctuality. The study further confirmed that leadership reinforcement remains a critical determinant of instructional quality and educational improvement in rural school settings.
The study therefore reinforces the broader argument that effective school leadership extends beyond administrative control to include supportive supervision, collaborative governance, and teacher motivation. In resource-constrained rural contexts such as Lambussie, strengthening instructional leadership practices may provide a sustainable pathway toward improving teacher commitment, instructional delivery, and overall educational outcomes. Consequently, educational authorities and policymakers should prioritize leadership capacitybuilding programmes for headteachers and institutionalize participatory management structures within basic schools.

Limitations of the Study
This study is not without its limitations. First, because it adopted a cross-sectional design, the findings only reflect what was happening at the time of data collection. As a result, it is difficult to establish cause-and-effect relationships between leadership reinforcement practices and teacher performance.
Second, the study relied heavily on self-reported data from teachers through questionnaires. While this approach provided valuable insights, it also carries the possibility of response bias. Some teachers may have given socially desirable answers rather than an accurate account of their experiences. Including other data collection methods such as interviews or classroom observations could have strengthened the findings.
Third, the research was conducted in the Lambussie District. The unique socio-cultural and resource conditions in the district may not reflect those of other parts of Ghana. Therefore, caution should be exercised when attempting to generalize the results to broader educational contexts.
Fourth, the sample size, though adequate for the analyses conducted, limited the extent to which more advanced statistical techniques could be applied. A larger sample across multiple districts would have provided more robust evidence.
Lastly, the study focused mainly on clinical supervision and participatory decision-making as leadership reinforcement practices. Leadership, however, is a broad concept that includes other important practices such as instructional, transformational, and distributed leadership. Excluding these dimensions narrows the interpretation of leadership’s influence on teacher performance.
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