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Abstract: - High quality teaching staff is the cornerstone of a
successful educational system. To attract and retain quality
teaching staff sessional papers 12 of 2012 and 14 of 2012 urged
head teachers to establish strategies and practices that address
teacher’s needs in schools. The objective of the study was to
establish head teachers’ directive leadership practices in Nakuru
and Nairobi Catholic private schools. The study was guided by
the path goal theory. Path goal theory recognizes that the actions
of a leader (head teacher) have direct influence on the
subordinates (teachers). Mixed methods research approach was
used. The mixed method approaches combine quantitative and
qualitative data in a single study. This study adopted the
convergent parallel design. In this design quantitative and
qualitative research is conducted simultaneously in a single
study. The target population was 74 head teachers and 1184
teachers in the 74 primary Catholic private primary schools in
Nairobi and Nakuru dioceses. Stratified sampling was used to
categorize schools into two strata, the urban and rural schools.
From each stratum, 40% of the head teachers and 20% of
teachers were sampled. Simple random sampling was used to
sample two teachers from each of the 6 teaching subjects. The
study sampled 31 head teachers and 248 teachers. The
instruments for conducting the study were; questionnaire for
head teachers and teachers, interview guide for head teachers
and focus group discussion guide for teachers. Content validity
was determined by seeking expert judgment from specialist in
Educational Management. Cronbach alpha was used to ascertain
reliability of the instruments. Qualitative data was analyzed
thematically while Quantitative data was analyzed using
descriptive and inferential statistics. The study established that
the frequently directive leadership practices were concerned with
school processes while the least practiced were concerned human
relations. The study recommends induction courses and regular
in servicing of head teachers. Further research on Catholic
private secondary and tertiary institutions is recommended.

Key words: directive, leadership practices, head teachers
perception, teachers’ perception, performance standards,
targets.

I. INTRODUCTION

he concept of leadership has been in existence for

centuries. Its origin is traced to the works of Aristotle.
According to Aristotle leadership is a deliberate effort by
leaders to respond to the ethos (character), logos (reason) and
pathos (emotions) of the followers (Shay, 2000). Interest in
the study of leadership increased during the early twentieth
century. Scholars studied and classified leadership in various
ways. Northhouse (2010) observed that there are already over
sixty five (65) classifications of leadership. One of the earliest

leadership classifications in the 20™ century was the trait
approach (Draft, 2008). Although widely used in the 1930s
and 1940s, the approach traces its origin from the ancient
Greek and Romans. The focus behind trait approach was the
notion that leaders were born and not made. Some scholars
referred the traits approach as great- man theory. This is
because its focus was on qualities and characteristics
possessed by great social, political and military leaders.
Scholars have often cited the qualities possessed by Gandhi
and Lincoln as examples of leaders classified as being
endowed with special traits (Cole, 2004). Cole (2004)
continues to argue that behavioural approach to leadership
was developed as a critique of the trait approach between the
1940s and 1950s. Behavioral approach to leadership argued
that great leaders were made and not born. According to
behavioral approach, leadership is considered as an
observable process which determines the behaviours
associated with the leaders’ ideas. The leader-subordinate
relationship is characterized by mutual trust, respect and two
way communications. The approach focuses on the functions
and responsibilities of leadership, the actions of the leader and
the nature of the group(s). It assumes that leadership skills can
be learned, developed and perfected.

Koontz & Weihrich (2009) identified three categories of
leadership behaviours that facilitated satisfaction of job
among the followers. The first leadership behaviour is task
performance. The leader concerned with the quality and
quantity of output, accuracy, speeds and procedures. The
leader facilitates the performance of tasks by providing the
required resources. In the second leadership behaviour the
leader focuses on satisfaction of group members or team
maintenance needs. This leads to a feeling of comfort and
members feel appreciated. Lastly, the leader allows followers
participation in decision making. The leader values the ideas
and contributions of the followers. Embracing the three
categories of leadership behaviors was associated with
powerful teams. The contingency or situational approaches
emerged between 1960s and 1970s. The contingency or
situational approaches focus on the situational factors which
influence leadership. The proponents of contingency or
situational approaches argued that the leadership style adopted
by leaders interacts with characteristics of the situation to
determine leadership effectiveness (Lussier, 2010). Draft
(2008) affirms that a leader has to make certain considerations
about the existing situation before determining the leadership
behaviour to adopt. The leader’s behaviour varies from
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situation to situation and therefore leaders should analyze the
situation and decide on the right leadership style. Addressing
the concept of contingency approach to leadership, Cole
(2004) explained that a variety of forces determined the
leadership behaviour. These forces include personal forces
such as the leadership inclinations; forces of the followers
such as their willingness to be influenced and the forces in the
situation in which the group finds itself in terms of the
activities and time pressure.  Contingency/situational
approaches are prescriptive. They inform the leader what to
do in different situations and what not to do in other
situations. The stress of contingency approaches is on the
situation prevailing at the time and not limited to personality.
An effective leader responds to their subordinates’ needs and
change their styles as need arises (Leithwood and Reihl,
2003).

Another approach to leadership was path goal (House, 1971).
According to the path goal approach, the main function of a
leader is to set and clarify goals with the subordinates, and
then help them find the best path for achieving the goals by
removing foreseen obstacles (Robin, 2012). According to
House (1971) cited in Koontz and Weihrich (2009) the leader
assists followers attain their goals and provides necessary
direction and support. They therefore perceive desired goals
and that they embark on making it possible for their followers
to achieve them. Vijayaragan (2008) observes that the
proponents of the Path goal approach advanced that it leads to
four types of leadership approaches, first, directive leadership
in which the leader is expected to define tasks and
responsibilities, set performance targets, clarify rules and
regulations, provide guidance and monitor performance. The
second leadership approach is the supportive leadership in
which the leader is expected to establish healthy interpersonal
relationships with the group. He or she should strive to
understand and share in their aspirations and feelings while at
the same time showing concern to the welfare of the group
members and promoting group cohesiveness. The
participative leadership was the third leadership approach
where the leader is expected to keep the followers informed
on relevant tasks, goals and situations. The leader is also
expected to involve the followers in making decisions, which
implies consulting them often. Finally, the achievement-
oriented leadership advocates for the leader to develop and
utilize skills and talents of group members. Such leadership
gives the followers freedom to be innovative in performing
their duties. The path goal approach urges that by clarifying
the paths or the means by which followers perform their jobs,
and reducing frustrating obstacles, the leader increases the
followers’ job satisfaction (Vijayaragan, 2008).

From the 1970s there was leadership paradigm shift towards
an integrative approach (Luisser, 2010). Scholars viewed
leadership as an amalgamation of several approaches, that is,
the trait, behavioural and contingency/situational approaches.
They argued that a single approach would not adequately
explain the leader-follower relationships, a combination of
traits and bahaviours accounted for successful leadership. It

was observed that same leadership behaviours had different
effects on followers, depending on the situation (Luisser,
2010). Most classifications of leadership identify two
functions namely, exercising influence and setting directions
(Leithwood & Reihl, 2003). The leader influences how
followers interpret events, chooses the group’s objectives,
organizes work activities and maintains relationships within
the group. The leader motivates the followers and strives to
promote overall job satisfaction.  Northhouse (2010),
however, singled out influence as the most commonly
accepted component of leadership. He went ahead to elaborate
that influence is a process in which one individual influences
others towards attainment of group or organizational goals.
Lussier (2008) concurred with Northhouse and concluded that
leadership can only exist where there is a leader and
followers. The outcome of leadership is a purposeful and goal
directed change in followers’ behavior. Northhouse (2010)
brings out the fact that expert knowledge, values, structure,
and skills are essential for a leader. The leader is called upon
to inspire the followers to work together to achieve set school
goals. A leader’s focus is to get work done through people.

Building vision and setting directions is one of the core
functions of successful leadership. Leaders have therefore to
mobilize and work with others to achieve the organization’s
goals. It is important to note that leaders do not merely impose
goals on followers, but work with others to create a shared
sense of purpose and direction. Leaders also work through and
with other people to establish the conditions that enable others
to be effective. Therefore, Ileadership affects the
organization’s goals either directly or indirectly (Leithwood
and Reihl, 2003). Karp (2013) viewed leadership as a social
process where someone assumes leadership by taking and
earning a right to lead. Uncertain situations in organizations
create a need for leadership and provide a context for
leadership. A leader is therefore not a title but a process of
influencing others to understand and agree about what needs
to be done and how to do it, and the process of facilitating
individuals and collective efforts to accomplish shared
objectives. Some characteristics of leadership include:
developing the organizational vision, setting direction and
strategic thinking (Yulk, 2006).

Effective leaders exhibit exceptional abilities and high
principles of ethical and moral conduct. The followers are
influenced by the leaders’ behaviour (Lussier, 2010). They
provide a vision for their organization and prioritize
subordinates’ needs as compared to their own needs. Such
leaders inspire subordinates by offering appealing visions of
the upcoming circumstances, enriching subordinates’ aims
and stimulating passion and optimism.  These leaders
motivate team spirit among the subordinates, convey clear
expectations and express dedication to objectives and a
collective vision (Bass & Riggio, 2006). Involvement
according to Amin, Shah & Tatlah (2013) is a major
ingredient of successful leadership. The leader strives to have
a consensus on the organizational goals and the procedures of
attaining such objectives. The leader seeks the followers’
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agreement on the aims of the organization, rewards for
achievement of those aims and compensation when
performance of the objectives is fulfilled. Failure to reach a
consensus, coercion is used (Northouse, 2010). Northhouse
(2010) asserted that an effective leader strives to provide
conducive working environment while at the same time
recognizing the unique potential of each member. To
accomplish assigned tasks, the leader inspires creativity and
innovativeness and encourages them not only to challenge
their viewpoints, but those of the leaders and the institution.
Effective leaders understand the work that needs to be done
and can relate to the people who help to do the job.

A great leader makes a conscious effort to understand the
subordinates, how they feel, their thought processes, and
device the most effective way to influence them. Effective
leaders operate under three levels namely: their visible
behaviour, their conscious thought and their values,
assumptions, beliefs, and expectations about the way the
world either is or should be (Clawson, 2009). According to
Osland, Turner, Kolb, & Rubin (2007), a leader has to build
an organizational foundation of purpose, vision and core
values by which his and her subordinates operate under. The
leader takes on the mantle of teacher, mentor, and steward
who empowers people to create new mental models of reality.
Mental models are the deeply ingrained assumptions,
generalizations, or even pictures or images that influence how
we understand the world and how we take actions. Meadows
(2008) referred to mental models as the mindsets of the
organization of society. Successful leaders exhibit common
personal traits that explain their effectiveness. Those traits are:
open minded and willing to learn from others; flexible;
persistent particularly in pursuit of high expectations and
achievement for all; resilient; and optimistic (Leithwood,
Harris and Hopkins, 2008).

School  leadership is therefore a complex and
multidimensional tasks that the leader either performs or
delegates to others to promote teaching and learning in the
school (Hupati, 2009). According to Leithwood & Reihl
(2003), building vision, setting standards, providing of
direction, setting directions are main functions of an effective
school leader. It is however important to note that effective
school leaders do not impose goals on the staff, instead they
work with teachers to create a shared sense of purpose and
direction for the school. They establish conditions that
facilitate teacher’s effectiveness. Commonly agreed elements
of an effective leader include Setting directions, redesigning
the school and developing people (Davis, Darling-Hammond,
LaPointe and Meyerson, 2005). One of the main activities
when setting directions for the school is to develop shared
goals and visions for the school. Locke & Latham (2002)
defined a goal as the objective or aim of an action. A goal
therefore refocuses on a persons’ purpose. Goals guide the
magnitude of performances, quality standards required and
rate of performance of activities in the institution. Bandura
(1997) put it clearly that goal setting affects our level of
motivation, our beliefs about what we are capable of learning

or the level at which we are capable of performing, and our
own self-evaluation and therefore our job satisfaction.
According to Robinson et al (2008) goals in a school setting
motivate and satisfy when people affected understand and
value the goals. The goals should therefore be specific and
unambiguous and they can be easily assessed and evaluated:;
perceive to have the capacity to meet the goals. That implies
that they believe current resources can sufficiently steer the
achievement of the goals and are confident they would be
facilitated and supported to achieve the goals. The school
leader therefore does not only ensure that the vision is clearly
articulated, shared, understood and acted upon by all, but also
demonstrates the vision and values in everyday work and
practice. The leader likewise motivates and works with others
usually staff members to create a shared culture and positive
climate. According to Onyango (2001), the school leader sets
the tone of the school, the climate for learning, the level of
professionalism and the morale of teachers. Any success or
failure is attributed to the school principal. Onyangos’ view
supports the assertion that the head teacher is responsible for
teachers’ motivation and job satisfaction. Robinson (2010),
summarized the leadership functions in a school into two,
namely: direct and indirect functions. The direct functions
include setting goals and leading teachers, teaching and
instruction. The indirect activities are organizing instructional
program and protecting instructional time. A study by
Jakuback (2017) in Catholic diocese of Baton Rouge,
Louisiana parochial schools examined teachers’ perceptions
that influenced their job satisfaction and retention decisions.
According to the study, teachers’ satisfaction in their jobs and
their retention decisions were influenced by their experience
of collaborative support among the teachers. Further, their job
satisfaction emanated from the head teachers strong leadership
that created an environment of trust and respect for one
another. Sessional papers No. 12 of 2012 and 14 of 2012
called on policy makers and school heads to put in place
strategies for addressing teacher motivation and job
satisfaction at the school and national levels (Republic of
Kenya, 2012). Concern on leadership influence has equally
been questioned in private schools. Makokha’s (2014) study
in schools offering British curriculum in Nairobi, Kenya
revealed that most teachers were not satisfied with their jobs.
Teachers expressed dissatisfaction with school policies on
career progression, promotion, reward and management which
are primary roles of the school head. Teachers in these schools
also expressed dissatisfaction with the school’s working
conditions which squarely depends on the head teacher.

An earlier study by Mueni (2005), in Catholic private
secondary schools in Nakuru found that school heads were
engrossed in managing instructional processes while teachers’
needs were put into oblivion. Although the structures and
learning seemed to be in place, teachers demotivation and job
dissatisfaction was evident. Consequently, the schools
recorded high teacher turnover rates. Similar phenomenon
was experienced in Meru Catholic Diocese, through a study
by Njeru (2009) in Catholic Church managed secondary
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schools. The study established that failure of school heads to
create favourable working environment coupled with lack of
teacher motivation and incentives accounted for massive
teacher turnover experienced in the schools, a clear indication
of job dissatisfaction. Information provided in the background
has revealed undeniable consensus that teachers are the
cornerstone of a successful educational system. Attracting
and retaining high caliber of teachers is a primary requisite for
all learning institutions. Although the government has put in
place measures of increasing teacher job satisfaction through
salary and other benefits increments,  schools continued to
report cases of high teacher attrition rates, bringing to
question the levels teacher job satisfaction (MOEST, 2012).

It is evident from the background review that school heads in
private schools have more powers to formulate and implement
school policies. However, it is disturbing to note that even in
these schools teacher job satisfaction levels are questionable.
Notably, most of the research in Catholic private schools has
concentrated on secondary schools, creating a need to focus
on primary schools which is the foundational base for
learning. The explored background has therefore motivated
the investigation on head teachers’ leadership practices in
Nairobi and Nakuru Catholic private primary schools.

Il. METHODOLOGY

The study adopted convergent parallel design (Creswell &
Clark (2008), which is also referred the QUAN-QUAL design

Quantitative
data collection
and analysis

Qualitative
data collection
and analysis

Compare or
relate

(Gay et al., 2009). Cresswell and Plano (2011) advocated for
convergent parallel design when there is a need to collect and
analyze qualitative and quantitative data for better
understanding of the problem. In the endeavor of establishing
the influence of head teachers’ leadership practices on teacher
job satisfaction in Catholic private primary schools,
Convergent parallel design was the most appropriate due to
the unique management structures of these schools and the
neatly closed nature of these schools management, one type of
data source could not have presented a true picture of the
problem. Creswell and Clark (2011) points out that in
convergent parallel mixed methods design contradictory
views on a research problem are easily revealed and clarified.
Convergent parallel mixed methods design enabled the
researcher to collect different but complementary data on the
same topic. It also facilitated a better understanding of the
problem. Convergent parallel mixed methods design therefore
enabled the researcher to look for convergence, divergence,
contradictions or relationships of two sources of data
(Creswell and Clark, 2011). Using the convergence parallel
design qualitative and quantitative data was collected at the
same time; data was analysed separately and then merged
during interpretation (Barbour, 2011). Figure 1 shows
graphical representation of data collection, analysis and
interpretation in convergence parallel mixed methods design.

Interpretation

Integration stage

Figure 1: Data collection, analysis and interpretation process

Source: Adapted from Creswell and Clark, 2011

I11. SAMPLE AND PROCEDURE

The researcher used stratified random sampling to categorize
the schools into two strata’s, the schools from urban and rural
areas. Gay et al., (2009) recommends a sample size higher
than 20% for smaller populations. The same proposition is
supported by Orodho (2009) who asserts that for a sample to
be representative, it should have close approximation of the

target group. To have a close approximation of the target
group in this study, 40% of the schools in each stratum were
selected to participate in the study. This implied a total of 31
schools, which is 17 schools from urban and 14 schools from
rural areas, were sampled for the study. Simple random
sampling was used to select the schools which participated in
the study. Names of schools in each stratum were written on
pieces of paper and mixed in a basket. The researcher picked
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randomly the names of schools until the required number was
arrived at. Head teachers from all thirty (31) sampled schools
participated in the study. In convergent parallel designs,
Creswell and Plano (2011) recommends that the individuals
who participate in qualitative study be drawn from the same
individuals who participated in the quantitative study.
Criterion sampling was used to sample the head teachers who
participated in qualitative study. Criterion sampling enables
the researcher to select a sample that represents the range of
potential participants in a setting (Gay et al., 2009). The study
sample for qualitative data was drawn from each of the four
strata’s (areas), Nairobi Diocese (Urban and Rural) schools
and Nakuru Diocese (urban and rural) schools. Gay et al.,
(2009) further recommends conducting an in depth interview
with a sample of between 4 to 10 when the population under
study is small. Simple random sampling method was used to
sample four head teachers and six teachers from one school in
each stratum.

IV. RESEARCH INSTRUMENTS

Three instruments were used for data collection; a
questionnaire for head teachers and teachers, interview guide

for head teachers and focus group discussion guide for
teachers. Data collected was both quantitative and qualitative.
Quantitative data was analyzed using descriptive and
inferential statistics. Descriptive statistics helped the
researcher know the essential characteristics of each data set
(Tanner, 2012). While inferential statistics allowed the
researcher to infer to the characteristics of the population from
a given sample.

V. RESULTS AND DISCUSSION

Head teachers’ perception of their directive leadership
practices

In determining head teachers’ perception of their directive
leadership practices, the head teachers were required to
indicate the frequency in which they executed ten (10)
directive leadership practices. The responses were determined
on a 5- point Likert rating scale as follows: 5- Always 4-
Often3- Undecided, 2- Rarely, and 1- Never. The results are
presented in Table 1.1

Table 1.1: Head teachers’ perception of their directive leadership practices

(n=31)
The head teachers directive leadership Always Often Undecided Rarely Never
n % n % n % n % n %
o Provides teachers feedback on their 13 41.9 18 58.1 0 0.0 0 0.0 0 0.0
performance ' ' ' ' .
o Explains teachers the expected levels of 17 54.8 14 45.2 0 0.0 0 0.0 0 0.0
performance ' ' ' ' .
. Remin(_js teachers to follow set rules and 25 80.6 5 16.1 0 0.0 1 3.2 0 0.0
regulations ' ' ' ' .
. ;Shﬁws teachers how to perform difficult 7 226 13 41.9 2 6.5 8 25.8 1 3.2
asks
e Provides teachers with clear 20 64.5 10 323 0 0.0 1 3.2 0 0.0
performance standards ' ' . ' .
* Encourages teachers to inform me issues 21 67.7 8 25.8 0 0.0 2 6.5 0 0.0
hindering performance ' ' . ' .
* Actively monitors teacher's performance 18 58.1 12 38.7 1 3.2 0 0.0 0 0.0
of their duties ' ' . . .
o Gives teachers clear deadlines of 25 80.6 6 19.4 0 0.0 0 0.0 0 0.0
completing allocated tasks ' ' ' ' '
¢ Educates teachers on methods of 9 29.0 17 54.8 1 32 4 12.9 0 0.0
improving performance ' ' ' ' '
e Reward teachers who achieve set targets 12 38.7 13 41.9 1 3.2 4 12.9 1 3.2

As shown in Table 4.3, most 25 (80.6%) of the head teachers
indicated that they always reminded teachers to follow set
rules and regulations. In response to further probing during an
interview with some head teachers on why it was important to
frequently remind teachers to follow set rules and regulations,
one head teacher explained:

... I want to achieve set targets; therefore, the only
way of ensuring | achieve them is to frequently
remind teachers the school rules and regulations,

which facilitate the achievement of these targets. |
also give them specific timelines of finishing
allocated tasks. This ensures teachers complete their
tasks on time.

Another head teacher noted:

As a head teacher | have to follow to ensure that
duties are performed accordingly. | resolved to
always remind teachers to follow set rules and
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regulations when | found that failure to remind them
led to activities not being executed as expected.

A total of 25 (80.6%) indicated that they always, gave
teachers clear deadlines for completing allocated tasks. Asked
when they were likely to give deadlines of completing
allocated tasks during the interviews one head teacher said:

| tell teachers the expected deadlines for completing
allocated tasks as soon as | allocate them. Telling
them the expected deadlines enables teachers to plan
work accordingly in order to beat the deadline.

The study found that 21 (67.7%) head teachers said that they
always encouraged teachers to inform them on issues
hindering their performance. In response to further probing on
how head teachers encouraged teachers to inform them on the
hindrances to their performance, one head teacher pointed out:

I always inform the teachers of my availability to listen
to them anytime they have an issue that would hinder
their performance. ... When a teacher comes with any
concern that would deter his or her performance | act
on it without delay.

The head teachers who said that they always provided
teachers with clear performance standards were 20 (64.5%).
During the interviews, head teachers were asked to elaborate
on ways they provided teachers with performance standards.
One head teacher explained:

I give teachers the expected performance standards at
the beginning of each school term. To ensure that
they (teachers) do not forget, I post them on teachers’
notice boards in the staffroom to act as a constant
reminder.

The head teachers 17 (54.8%), said that they often educated
teachers on methods of improving their performance. A total
of 8 (25.8%) head teachers acknowledged that they rarely
showed teachers how to perform such tasks. In response to
further probing on the reasons for not showing teachers how
to perform difficult tasks during the interview, one head
teacher explained,

I let teachers discover how to perform any difficult
tasks. Furthermore, I can’t claim to know all things

and I don’t fear to admit when I do not know how to
perform some tasks, even when | expect teachers to
perform them.

The response to further probing during interviews on how
rewards were offered to teachers revealed that not all teachers
were rewarded for achieving set targets. The interviewed head
teachers anonymously agreed that it was not possible to
reward all teachers who achieved set targets. Asked for
clarification on teachers who were likely to be rewarded for
achieving set targets one head teacher said:

Because of the high competition among schools,
there is the need to motivate class eight teachers to
work harder. Therefore, teachers in class eight are
rewarded a lot more. However, each teacher gets
something little at the end of the year.

Another head teacher commented:

Only teachers with a subject in class eight are
rewarded on meeting the agreed upon targets. There
is a tradition in this school to reward class eight
teachers with an agreed upon amount of money for
each grade ‘A’ the teacher gets.

In a school where the head teacher acknowledged to rarely
offering material reward to teachers who achieved their set
targets observed that:

It’s not possible to offer material rewards whenever a
teacher achieved set targets, | sometimes comment
the teacher for the good work and encourage the
teacher to exceed set target.

Teachers’ perception of the head teachers directive leadership
practices

The study sought to establish teachers’ perception on their
head teachers’ directive leadership practices. The teachers
were required to indicate the frequency their head teachers
executed ten (10) directive leadership practices. The responses
were determined on a 5- point Likert rating scale as follows:
5- Always, 4- Often, 3- Undecided, 2- Rarely, and 1- Never.
The results are presented in Table 1.1.

Table 1.2: Teachers’ perception of their head teachers’ directive leadership

(n =248)

The head teachers directive Always Often Undecided Rarely Never
leadership n % n n % n % n %

¢ Provides teachers feedback on their 93 375 107 431 9 36 3 125 8 32
performance ’ ’ : : :

 Explains teachers the expected levels 143 577 76 306 4 16 2 85 4 16
of performance ) : : : .

o Reminds teachers to follow set rules 170 68.5 66 26.6 oy 08 9 36 1 04
and regulations ’ : : : .

* Shows teachers how to perform 34 137 89 35.9 31 125 63 25.4 31 125

difficult tasks
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o Provides teachers with clear

performance standards 120 484 69
e Encourages teachers to report issues 129 520 59
hindering performance '
o Actively monitors teacher's duty 144 581 75
performance '
* Gives te_achers clear deadlines of 159 641 50
completing allocated tasks
 Educates teachers on methods of
improving performance 60 24.2 80
* Rewards teachers who achieve set 50 20.2 52

targets

27.8 25 10.1 22 8.9 12 4.8
23.8 10 4.0 33 13.3 17 6.9
30.2 14 5.6 10 4.0 5 2.0
21.0 8 3.2 11 4.4 18 7.3
32.3 23 9.3 50 20.2 35 14.1
21.0 20 8.1 56 22.6 70 28.2

Table 1.2 shows that 170 (68.5%) teachers said that their head
teachers always reminded them to follow the set rules and
regulations. A total of 159 (64.1%) teachers reported that they
were always given clear deadline for completing allocated
tasks. In focus group discussion, the researcher sought a
clarification about the deadlines teachers are given. One
teacher explained:

We have clear deadlines for completing schemes of
work preparation, and even deadlines for handing
over our lesson plans every week. Personally I like
it because as a human being | would tend to relax if
such reminders were not made regularly.

The teacher’s comment on tendency to relax if frequent
reminders were not made concurred with an observation made
by a head teacher during an interview. A total of 143 (57.7%)
teachers indicated that they were always explained the
expected levels of performance. At the focus group
discussion, teachers were asked how often their head teachers
explained expected performance levels. One teacher
commented:

Once the head teacher explains the expected
levels of performance, she does not keep
repeating, the head teacher has confidence that we
will meet the performance targets without being
constantly reminded.

Most 144 (58.1%) teachers indicated that their head teachers
always actively monitored their duty performance. A total of
107 (43.1%) teachers reported that head teachers often
provided teachers with feedback on their performance, while
93 (37.5%) teachers indicated that such feedback was always
provided. This was in line with TSC (2016) directive that
teachers be provided with frequent feedback on their
performance through performance appraisals. At the focus
group discussion teachers were asked to elaborate on the
methods that were used in monitoring teachers’ performance,
one teacher explained:

The head teacher normally walks around and sometimes
comes into the classes. The head teacher also checks lesson
plans and students books on weekly basis... When not in a
position to do it, the deputy head teacher is delegated to
monitor.

A total of 50 (20.2%) and 35 (14.1%) teachers said that their
head teachers rarely and never, respectively educated teachers
on methods of improving performance. In focus group
discussion some teachers said that their head teachers did not
possess the capacity to educate them on methods of
performance improvement. Asked to expound one teacher
observed:

The head teacher does not have much experience
either as a teacher or head teacher. We cannot
assume that being appointed as a leader has
transformed the head teacher be an expert on
improving performance. But even if the head
teacher had the knowledge on improving
performance | would prefer to be taught by a
resource person who is not my head teacher.

The teachers observed that they were more comfortable with a
resource person since they did not feel intimidated and were
freer to seek for clarifications on issues they did not
understand. A total of 56 (22.6%) and 70 (28.2%) teachers
indicated head teachers rarely or never respectively, rewarded
teachers who achieved set targets. On being probed on the
prospect of proposing the implementation of some reward
system during the focus group discussion, a teacher expressed
apprehension of such a move by saying:

Even suggesting its implementation is seeking for
trouble. You start your exit the moment you
mention it.

In schools where teachers said that there was a reward system
some teachers expressed their frustrations that despite their
efforts, only teachers with subjects in national examination
classes were rewarded. In focus group discussion a frustrated
teacher remarked:

We work as hard as class eight teachers, we
actually prepare the learners for class eight yet the
school has never created a system where we are
rewarded for our hard work. Without our hard
work, the learners would never succeed within that
one year of national examination.

A total of 63 (25.4%) and 31 (12.5%) reported that their head
teachers rarely or never respectively, showed them how to
perform difficult tasks. In focus group discussion some
teachers said that it was not necessary for them to be shown
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how to perform difficult tasks. Asked to expound on why they
thought it was not necessary, a teacher explained:

I don’t expect a head teacher to come and show me
how to teach a difficult concept. Once you are given
a responsibility is up to you to find out how to do it.
The head teacher will not come and show you how to
do it. You have been trained.

Discussion

Head teachers and teachers were in agreement that the most
frequent directive leadership practices were explaining
teachers’ expected levels of performance and providing clear
deadlines for competing allocated tasks. The findings were in
congruence with Butcher (2014) study which found that
school head teachers in Arkansas explained teachers the
expected levels of performance and held them accountable for
their achievement. While head teachers perceived themselves
as frequently providing teachers with feedback on their
performance, teachers viewed their head teachers as
frequently monitoring their performance and reminding them
to follow set rules and regulations. The study findings
therefore concurred with Sancar (2014) and Wango & Gatere
(2012) studies that reminding teachers to follow set rules and
regulations, a practice that Vijayaran (2008) observed that was
a major characteristic of the path goal theory. According to
Butcher’s (2014) study which found that in addition to
reminding teachers the rules and regulations verbally, head
teachers’ in Arkansas schools gave teachers procedural
manuals of structure and order of when and how various
activities within the school are performed. In focus group
discussion teachers appreciated that such reminders made
them work harder to achieve set targets. Further, Sancar
(2014) study found that reminding teachers the set rules and
regulations maintained the desired standards of performance
in accordance with the laid down by-laws. The study found
that monitoring teachers’ performance was a common
leadership practice. In path goal theory monitoring
performance is a key feature of a directive leader (Robin,
2012). While the current study is in contrast, earlier studies by
Reche, Bundi, Riugu & Mbugua (2012) found that monitoring
was least common practice in Maara district schools, Kenya.
Therefore, the study findings concurred with Sancar (2014)
findings that school heads monitored teachers’ performance
through classroom observation, checking of teachers’ records
of work and performance appraisals. In contrast to findings of
a study by Lumbasi, K’Aol & Ouma (2016) which
established that there is a reward system in place for those
who attain the given goals, teachers concurred with head
teachers that rewarding teachers who achieved set targets was
a least common directive leadership practice. Interviews with
head teachers revealed that rewards were accorded to teachers
who achieved set targets in national examinations, while those
who achieved targets in internal examinations were not
rewarded. In focus group discussion with the teachers, they
expressed dissatisfaction with the discriminative nature of
awarding rewards to teachers. Further, teachers concurred

with head teachers that unlike in path goal theory in which the
leader provides support in performing difficult tasks (Koontz
and Wehhrich (2009), showing teachers how to perform
difficult tasks was another least common directive leadership
practice. In focus group discussion, teachers pointed out that
they did not expect the head teachers to show them how to
perform difficult tasks especially in their teaching subjects.

V1. CONCLUSIONS

Head teachers frequently practiced leadership practices
concerned with influencing and directing the school processes
while the leadership practices that were concerned with
human relations were least practiced.

Recommendations

The study recommends that:

1. Design and offer in-service or pre-service leadership
programs that will be tailored to offer knowledge and
skills for discerning the leadership practices to be adopted
at different times and encourage all head teachers to
attend.

2. Design induction courses to include leadership practices
for all head teachers being recruited in the Catholic
private schools

3. Head teachers attend leadership training programs to
enhance leadership competencies and increase awareness
on how to apply leadership practices on different
situations
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