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ABSTRACT 

This study investigated the effects of school leadership models on students‟ academic 

achievement in ward secondary schools in Dodoma, Tanzania. The specific objectives of 

the study were to identify the school leadership models practiced by heads of ward 

secondary schools to influence students‟ academic achievement, assess the extent to which 

the leadership models used by the school heads influence students‟ academic achievement 

in WSS in Dodoma, Tanzania; and explore the strategies used by heads of WSS to cope 

with the problems impacting upon the practices of their school leadership models. 

Concurrent mixed design was used whereby cross-sectional survey was used in obtaining 

quantitative data while multiple- case study was used for qualitative data. Methods of data 

collection were close - ended questionnaires, semi - structured interviews and documentary 

reviews. The study was carried out in seven districts of Dodoma region.  A total of 250 

respondents, consisting of 10 school heads, 120 teachers and 120 students in 10 well and 

lowly performing WSS were involved in the study. Qualitative data were analyzed by 

using content analysis while quantitative data were analyzed using inferential statistics. 

However, Pearson correlation coefficient was carried out using the Statistical Package for 

the Social Sciences (SPSS, Version 16) to determine the relationship between each school 

leadership model and students‟ academic achievement. The study emerged with three 

major findings. Firstly, the study identified six school leadership models among heads of 

WSS.. Secondly, the study found that transformational school leadership model mostly 

influenced students‟ academic achievement in the WSS. Finally, the study disclosed a 

plethora of common school leadership strategies which heads of WSS used to cope with 

leadership challenges.  Further, subsequent studies should replicate this study through 

private secondary schools to obtain a broader sample of school leadership models and 

students‟ academic achievement in secondary schools in Tanzania. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background to the Problem 

This study intended to investigate the effects of school heads‟ leadership models on 

students‟ academic achievement in the Ward Secondary Schools (WSS) in Tanzania. 

This study has been inspired broadly by the current serious concerns among 

education stakeholders about the role of school leadership regarding the questionable 

students‟ academic achievement in the WSS (Lwaitama & Galabawa, 2007; MoEVT, 

2010; Mosha, 2011). An investigation in this area would deepen the understanding of 

the significant effects school leadership models have on students‟ academic 

achievement in WSS in Tanzania. 

 

Secondary education is considered to be an important level in the education system 

as well as a basis for higher education in Tanzania. Inputs into higher education and 

the labour force in Tanzania depend on qualified outputs from the secondary schools 

(URT, 1995). It is further argued that secondary education has a contribution in 

achieving the overall development goal as well as improving the quality of life for 

Tanzanians (URT, 2000). In a similar line of argument, Palmer (2007), for example, 

takes the view that the benefits of education are higher to the individuals with post-

basic level of education and such achievements have positive effects on local 

communities. On this basis, secondary education has considerable private returns as 

it opens other future avenues in life (Wedgwood, 2005). The fact that secondary 

education is regarded as the hub of many life-long opportunities, it normally directs 

individuals to acquiring higher education and possibly better income. From this 



 

2 

perspective, some researchers have argued that the remittance from a member of a 

family with higher education is an example of the better private returns influenced by 

acquiring secondary education. In the long term, it can directly benefit the 

households (Palmer, 2007). 

 

The importance of secondary school education is also evidently stipulated in the 

Secondary Education in Africa Initiative (SEIA) report of 2008. In the report, interest 

in raising demand for secondary school education to accommodate children 

completing primary education is highlighted. It is, therefore, imperative that 

improving the quality of secondary school education is considered to be important in 

a bid to educate the needed workforce for various sectors in member countries, 

Tanzania being among them. 

 

On the basis of this background, secondary school education has recently risen in the 

awareness among Tanzanians and the demand for access to this education has grown. 

An increase in demand for secondary school education has created the need to build 

more schools and classrooms in order to expand access opportunities for school age 

children in Tanzania. According to MoEVT (2014), secondary schools have 

increased in number from 1,745 in 2005 to 4,576 in 2013. Also, enrolment in lower 

secondary schools (Form 1-4) has increased from 401,598 students in 2004 to 

1,728,534 in 2013. Mostly at the community level, a commendable development has 

been achieved in absorbing an increasing number of the disadvantaged groups of the 

primary school leavers who pass the Primary School Leaving Examination. This kind 

of massification of secondary education demanded effective school leadership 

models in order to enhance efficiency and effectiveness in the WSS. 
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A proper school leadership model is required in order to realize remarkable students‟ 

academic achievement. School leadership pursues desirable students‟ academic 

achievement by overseeing day-to-day teaching and learning activities to be attained 

and executes those activities. School leadership is expected to apply reinforcement 

characteristics like recognising and cheerleading of the teachers, observing terms and 

conditions of service, and building morale among staff, coercion and remuneration.  

 

However, a reciprocal quality-related relationship has been emerging where the 

number of secondary schools and enrollment are increasing while students‟ academic 

achievement is deteriorating, especially in the WSS. For example, statistics from 

2013 show that the average pass rate among the WSS was 48% as compared to 

59.7% in public ones (MoEVT, 2014). Statistics from 2014 Form Four Examination 

results also indicate that the average pass  rate  among the WSS was 63.56% as 

compared to 64.49% in public ones (MoEVT, 2015). In this regard, different 

stakeholders have argued that school leadership is inefficient, ineffective and 

showing little impact (Lwaitama & Galabawa, 2007; URT, 2008; Mosha, 2011). 

Indeed, without an effective school leadership model, leadership challenges facing 

the WSS, such as critical shortage of standard inputs; dilapidated school 

infrastructure and limited financial resources; ineffective teacher management skills; 

and lack of a quality-quantity financing strategies, may not be easily overcome. 

Eventually, these challenges are likely to translate into undesirable students‟ 

academic achievement. 

Effective school studies reveal that there is a significant leadership effect, not only 

on students‟ academic achievement but also, on an array of school conditions. 
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Leadership is perceived as a strong predictor of school performance (Leithwood & 

Jantzi, 2007). It is important first to begin with the meaning of some of the key terms 

as the global review unfolds. In the light of this study, student achievement refers to 

academic performance. Shannon and Bylsma (2002), for example, assert that 

effective school leadership is one component often found in high-performing 

schools. Principals charged with leading and managing schools are assessed by 

various indicators, including student performance in summative assessment or 

standardized examinations, student enrollment in advanced placement courses, and 

the attendance and graduation rates of students (Balcerek, 1999; Kaplan, 2005; 

Lashway, 2003). In view of these concerns, it makes sense to discuss the school 

leadership question and school achievement first at global level before the same is 

done in the context of Tanzania. 

 

Shannon and Bylsma (2000), in their review of high-performing schools, found that 

high-performing schools often demonstrate five or more of the eleven (11) 

characteristics, including: (1) student performance in summative assessment or 

standardized examinations; (2) student enrollment in advanced placement courses; 

(3) the attendance and graduation rates of students; (4) clear and shared focus; (5) 

high standards and expectations for all students; (6) high level of collaboration and 

communication; (7) curriculum, instruction and assessment aligned with standards; 

(8) frequent monitoring of learning and teaching; (9) focused professional 

development; (10) supportive learning environment; and (11) high levels of family 

and community involvement. 
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While Shannon and Bylsma (2002) identified characteristics often associated with 

highly performing schools, Kaplan et al. (2005), on the other hand, brought to light a 

strong case on characteristics of most lowly performing schools, including high 

teacher turnover; high percentage of impoverished children; and a less than positive 

school culture. On the basis of these findings, it suffices to establish that students‟ 

academic achievement is closely related to issues of school leadership as discussed 

next. 

 

Leadership has been differently perceived by various scholars. Hoy and Miskel 

(2008) view leadership as a process of social influence in which one person is able to 

guide and support others in the accomplishment of a common task. Furthermore, 

Northouse (2007) argues that leadership is a process whereby an individual 

influences individuals or a group of individuals to accomplish a task for the purpose 

of achieving a common goal. Similarly, Hersey and Blanchard (1992) see leadership 

as the process of influencing the activities of an individual or group in efforts 

towards goal achievement in a given situation. 

 

In the same vein, Armstrong (2004) links leadership with influence, power and 

legitimate authority. These qualities are acquired by a leader in order to be able to 

effectively transform the organisation through the direction and re-direction of the 

human resources, which are the most important organizational asset leading to the 

achievement of desired purpose. Translated in the school context, these achievements 

may be viewed in terms of the trends of student‟s academic achievement, teachers‟ 

morale and their instructional practices, as well as students‟ behavioural change. The 
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researcher also believes that leadership is an endowment that enables a person to 

work with and through other people in performing administrative task areas. 

 

In addition, the issue of the effect of leadership on students‟ academic achievement 

can be associated with a more objective dimension, accomplishment of 

organizational goals, subjective dimension, and perceptional evaluations of 

significant reference groups and overall satisfaction of subordinates (Hoy & Miskel, 

2008). Seen from this view point, school leaders play important roles in improving 

students‟ academic achievement.  Research findings, such as from Bass (as cited in 

Hoy & Miskel, 2008), indicate that leadership is often regarded as a single most 

important factor in the success or failure of institutions. This is to say educational 

institutions, like the WSS in Tanzania, are not an exception. In fact, a wide and 

diverse growing set of stakeholders assumes that leaders make a difference and are 

largely responsible for school performance. The model (or quality) of leadership 

appears to determine the success or failure of a school. Such models include 

instructional model (Hoy & Miskel, 2008; Mulford, 2008), transformational model 

(Northouse, 2008), transactional model (Galabawa, 2000; Babyegeya, 2002), 

distributional model (Hoy & Miskel, 2008), situational model (Fullan, 2003), and 

pedagogical model (MacNeil, 2003).  

 

School leadership is important because it is charged with leading effective school 

improvement initiatives. School leadership plays a key role in improving school 

outcomes by influencing the motivations and capabilities of teachers as well as the 

school climate and environment and that leadership is central to the degree of success 

and failure of a school (Mulford, 2008). Emphasis on effective school improvement 
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initiatives should also be placed on creating a school climate conducive to effective 

teaching and learning. The teacher should be put at the centre of everything. Teacher 

involvement in decisions and parental involvement in schools are likely to determine 

higher students‟ academic achievement. 

 

The emphasis on the role of the teacher is inline with Sergiovanni‟s (2000) list of 

nine (9) characteristics of a good school, which clearly illustrates the importance of 

looking beyond management and administration to teacher leadership. The 

characteristics speak of influence-oriented practices based on pronounced agreement 

between the staff, including school centredness; academically rich programme; 

instruction for supporting students‟ growth; a positive school climate that supports 

learning; fostering of collegial interaction; extensive staff development; shared 

leadership practices; creative problem solving; and involvement of parents and 

community. 

 

The focus of this study was to find out school leadership models which affect 

students‟ academic achievement in the context of WSS in Tanzania. For example, 

how is school leadership influenced by a particular model in decision making and 

empowering both teachers and students for good school achievement? How are the 

school‟s vision, mission and sense of purpose influenced by a particular leadership 

model, in turning their schools into effective organisations? Equally important, how 

do the school leadership models influence instructional curriculum, modification of 

organizational structure and school performance evaluations? This discussion about 

the role of leadership in enhancing school performance is summarised in Table 1 

below. 
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Table 1: Sampled Behaviours of Models of Leadership 

Type of leadership model Main features of the model 

Instructional leadership 

(Hoy & Miskel , 2008; Mulford, 

2008) 

 Emphasizes the improvement of teaching and 

learning in the school‟s core. 

Transformational leadership 

(Northouse, 2008) 

 Focuses on the growth of staff and enhancing their 

commitment by elevating their goals. 

Transactional leadership 

(Galabawa, 2000; Babyegeya, 

2002) 

 Applies rewards and punishment to make the 

subordinates comply with orders and directives. 

Distributional leadership 

( Hoy & Miskel, 2008) 

 Relies on multiple sources of leadership across the 

organization to guide and complete numerous tasks 

that vary in size. 

Situational leadership 

( Fullan, 2003) 

 Engages diverse skills in the complexities of 

continuous improvement in ways consistent with 

deep value of human purpose. 

Pedagogical Leadership 

(MacNeil, 2003) 

 Draws attention to the improvement of both teaching 

and learning 

 

The WSS, under discussion in this study, are a result of the Primary Education 

Development Plan (PEDP) launched in 2001 and implemented from 2002-2006 as 

PEDP I, and PEDP II from 2007-2011. These initiatives brought about many 

successes, most importantly an increase of enrolment of pupils in primary schools 

through expansion of access to primary education. The increase in the number of 

children enrolled in primary schools has been highlighted in Table 2. 
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Table 2: Enrolment of Pupils in Tanzania Primary Schools, 2001-2013 

Year No. of children enrolled 

2001 4,842,875 

2006 7,959,884 

2008 8,410,094 

2009 8,441,553 

2010 8,419,305 

2011 8,363,386 

2012 

2013 

8,247,172 

8,231913 

Source: Adopted from MoEVT 2014 

In response to such an output, the government decided to put more concerted effort 

to the secondary education by introducing the Secondary Education Development 

Plan (SEDP) 2004-2009 in 2004, which was essential and a timely response to 

PEDP, in terms of primary school enrolment, retention and completion. SEDP 

addressed the government‟s policy on decentralization of the management of 

delivery of education. The government policy insisted that each Ward should have 

a secondary school, commonly known as Sekondari za Kata (Ward Secondary 

Schools). 

 

The Education and Training Policy (1995) guides the development and provision of 

education service in Tanzania. Its emphasis is on decentralizing education by 

empowering communities and education institutions to manage and administer 

education service delivery. The target of the policy is to place the delivery of 

education service under the authority and responsibility of schools and local 

communities. The policy provides that the role of the central institutions is to ensure 



 

10 

equity in distribution and allocation of resources for education provision in the 

localities 

 

For the purpose of this study, WSS are the community-government secondary 

schools established, run and largely managed through the efforts of community 

members with support from local and central governments (Hoppers, 2005). In 

other words, these schools are owned and maintained by the local community in 

cooperation with the government and local education authorities. The schools are 

built, financed and owned by both the government and the community. In these 

schools, the government hires and pays the teachers while the community 

participates in the building and maintaining of the required infrastructures such 

as teachers‟ houses, classrooms, science laboratories and toilets. According to 

Buchert (1994), the focus for the WSS is to integrate and bring ownership to the 

community and serve as an alternative provision secondary school education. In 

Tanzania the WSS are built to serve the needs of the people of the locality where 

they are sited (Wedgwood, 2005). 

 

The introduction of the WSS in Tanzania was meant to improve access to 

secondary school education and to people who cannot afford the conditions in 

other types of schools including other government secondary schools, special 

secondary schools and private secondary schools (Wedgwood, 2007).  In terms of 

selecting students, the WSS receive up to students who score the cut-off points. 

However, the contexts of the WSS vary depending on the economic capabilities 

and awareness of the people in the respective WSS, as social disparity is increasing 

among schools (Wedgwood, 2005).   
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In the light of the above, it can therefore be argued that, the WSS interventions led to 

an escalation in the transition rate from primary to secondary level. This expansion 

could lead to a massification of recruitment of heads of school without considering 

both their professional preparation and skills and management and administrative 

skills resulting into students‟ poor academic achievement. 

 

According to the Ministry of Education and Vocational Training (MoEVT) (2004), 

SEDP was a visionary plan with projections of up to year 2010 when the country 

would have achieved 50% primary-secondary transition rate that may translate into 

having over 500,000 Form I students in secondary school annually, which would be 

about five times the 2003 rate. That will dramatically change the outlook of 

secondary education in the country with forms 1-6 enrolment in our secondary 

schools reaching above 2,000,000 by 2010 compared to 345,000 in 2003. 

 

The increase in number of secondary schools and student enrolment, on one hand, 

and students‟ academic achievement, on the other hand, is likely to create a quality 

gap between the intentions of the government as stipulated in SEDP and the realities 

existing in the WSS. The gap has led to emerging criticism that the WSS are not 

effective as most students attain poor examination results (Mosha, 2000). According 

to a review by URT (2006) of PEDP I and PEDP II, it is revealed that little attention 

was given to quality and leadership aspects such as governance, staff development, 

monitoring and evaluation. This is ironic to the commitment and investment by the 

government, development partners and stakeholders in ensuring good students‟ 

academic achievement in Ward Secondary Schools. 
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These reform efforts have ranged in size and complexity, requiring varying levels of 

support and resources from the central government, local government and other 

stakeholders. Increase in equal access, mass participation and improvement of 

quality and efficiency require appropriate leadership so that the government achieves 

her objectives. In his or her pursuit to achieve good students‟ academic achievement 

a school head is expected to manage well classroom instruction, teachers, students, 

resources, and build good school-community relationship.  Indeed, attainment of 

high students‟ academic achievement in such schools could become difficult due to 

many contextual challenges.  

 

This study is set to find out what perceptions can be found from school heads, 

teachers and students about the role that school leadership plays in attaining desirable 

student academic achievement in the WSS. This observation is widely agreed by 

reformers and indicates that, for a focused school improvement to be successful, the 

school leader is key (Fullan, 2003; Mc Neal & Christy, 2001; Snowden & Gorton, 

2002). Leadership is central to the degree of success with which their favourite 

solutions actually work in schools. Many parents have come to believe that unless 

they have the ear of the school leaders; concern about their child‟s schooling raises 

concerns. In the same way, members of business community assume that the 

shortcomings of schools coincide with the shortcomings in their leadership. 

 

Thus, it is imperative that school heads do not only possess the knowledge, skills, 

understanding and corresponding leadership models, strategies and practices for such 

pursuits, but also have sufficient preparation and training, and have been 

appropriately selected and recruited. These expectations are illustrated in the 
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Tanzania Education and Training Policy (1995). Unfortunately, the WSS have been 

experiencing the worst performance in National Examination results over the period 

under SEDP 2004-2008 (URT, 2008) as indicated in the Table below.  

Table 3: Pass Rate in CSEE in Ward Secondary Schools, 2009-2014 

Year Division Total 

I (%) II (%) III (%) IV (%) 0 (%) 

2009 0.73 2.93 9.23 54.79 32.33 161,277 

2010 0.46 1.58 4.97 36.06 56.93 266,731 

2011 0.23 1.11 4.57 36.63 57.46 249,838 

2012 0.18 1.23 3.90 30.08 64.60 274,807 

2013 0.58 3.24 9.45 34.92 51.80 226,634 

2014 0.87 6.29 14.44 41.95 36.44 132,635 

Source: Adopted from URT, 2015 

The performance of the WSS in the national form four examinations has never been 

good. Most students fall in divisions IV and 0. According to URT (2015) students 

who attained Division Zero in form four examinations in 2012 were 64.60% in 2013 

were 51.80% and in 2014 were 36.44%. Compared to the performance in 

government secondary schools, the condition is worse in the WSS. Table 4 below 

indicates that the performance of the WSS in the national form four examinations 

from 2008-2013 dropped by 38.34%.  The 43.01% pass rate was below the national 

average pass rate of 54.4%. 
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Table 4: Comparison of Student Performance in CSEE between WSS and 

Government Secondary Schools, 2008-2014 

Year Performance of WSS 

(%) 

Performance of Government Secondary 

Schools (%) 

2008 81.35 91.61 

2009 67.67 82.16 

2010 43.07 71.01 

2011 42.54 64.27 

2012 35.40 51.21 

2013 48.20 59.71 

2014 63.56 64.49 

Source: Adopted from URT, 2015 

Statistics from 2013 show that secondary Form 4 candidates taking Form 4 

examination increased from 63,487 in 2004 to 352,614 in 2013. Their pass rate has 

fluctuated with a downward trend from 91.5% in 2004 to 57.1% in 2013. The 

average pass rate among the WSS was 48% as compared to 59.7% in public ones 

(URT, 2014). With regard to the general performance in form four examinations, the 

researcher is of the view that, there could be many factors. Specifically, the critical 

issue, this study seeks to address is the significant effect of school leadership models 

on students‟ academic achievement of the Community Secondary Schools in the 

Certificate of Secondary Education Examinations. What is controversial about this 

view is just how a particular school leadership model has influenced this kind of 

performance.  

 

1.2 Statement of the Problem 

Despite the commitment, efforts and investment made by the government with the 

help of development partners and other stakeholders in terms of providing teachers, 

appointing heads of schools and orientation of heads of schools, there are still myriad 
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of problems related to leadership among heads of secondary schools in Tanzania. In 

this regard, there have been evidences from different stakeholders that school 

leadership is inefficient, ineffective and showing little impact (Lwaitama & 

Galabawa, 2007; URT, 2008; Mosha, 2012).  

 

Understanding that there are limited resources within the ward secondary schools; for 

example, limited and outdated text books, limited funds, few teaching and learning 

aids, few supplementary materials and non-existent technology, all of which are to 

assist mutually, both the teacher and the student in the teaching and learning process 

(Komba, Hizza & Jonathan, 2013). Even if these schools would have all the required 

instructional materials and financial resources, it would be difficult for the schools to 

use them effectively, if the students are not directed in their use, or if the teachers 

who guide in their usage are not properly clinically supervised and well mentored to 

implement the use of the resources effectively. It was, therefore, very inspiring and 

of interest for the researcher to find out how the effects of school leadership models 

really matter in making a difference among the WSS. 

 

Contrary to the above revelations, the issue at stake is, how have some heads of ward 

secondary schools managed without these resources while others have failed to reach 

students‟ achievement standards as set by the National Examinations Council of 

Tanzania (NECTA)? The assumption is that all the ward secondary schools almost 

started at the same pace and conditions, such as lack of support and resources, 

ultimately resulting in less than desired national examination results. However, by 

the time this study was conducted, some ward secondary schools were performing 

well while others were performing poorly as evidenced by the National Examinations 
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Council of Tanzania (NECTA) official school ranking as per 2012 and 2013 the 

Certificate of Secondary Education Examinations (CSEE) performance.  The 

existence of this two-party situation, whereby both type of schools were sometimes 

served by the same local authority, raised many questions. These questions seemed 

to have no straight forward answers. Thus, a need and justification for a thorough 

research undertaking like the one conducted by this researcher. 

 

Studies on the status of school leadership in these schools are still sparse in Tanzania.  

Lwaitama and Galabawa (2007) for example, found out that school leadership 

matters in improving students‟ performance. However, the study is less clear on the 

specific leadership models employed by heads of ward secondary schools to 

intervene and make a difference in students‟ academic achievement. Furthermore, 

similar studies on WSS focused on community support (Seni, 2008); school 

effectiveness (Matekere, 2003); effect of funding on performance (Makene, 2004); 

and financing (Kasandeko, 2006). Little has been done to reflect the influence of 

school leadership models on students‟ achievement in ward secondary schools. This 

study therefore focused on investigation and identification of effective leadership 

models employed by heads of ward secondary schools that are capable of influencing 

student achievement. It was thought that an investigation in this area would shed 

light on the significant effect of school leadership models on students‟ academic 

achievement in ward secondary schools. 

 

1.3. Objectives of the Study 

In the light of the background and statement of the problem, the general objective of 

this study was to investigate the influence of effective leadership models in 
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improving students‟ academic achievement in WSS in Dodoma, Tanzania. Within 

this broad objective, specific objectives of the study were to:  

1) Identify the school leadership models practised by heads of WSS to influence 

students‟ academic achievement; 

2) Assess the extent at which the leadership models used by of the school heads 

influence the students‟ academic achievement in WSS in Tanzania; and; 

3) Explore the strategies used by heads of WSS to cope with the problems 

impacting upon the practices of their school leadership models. 

In short, the first research objective focused on identification of leadership models 

used by heads of WSS. The second research objective focused on assessment of each 

of the school leadership models and how they impact students‟ academic 

achievement in WSS. The third research objective was about the specific strategies 

employed by heads of WSS for the purpose of making an impact on students‟ 

academic achievement. 

 

1.4 Research Questions 

On the basis of the background, statement of the problem and the objectives of this 

study, questions to guide this study were: 

1. What school leadership models are practiced by heads of WSS to influence 

students‟ academic achievement? 

2. To what extent do the school leadership models used by the heads of WSS 

influence students‟ academic achievement? 

3.  What strategies are used by heads of WSS to cope with the problems 

impacting upon the practices of their school leadership models? 
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Overall, the first research question sought answers on the type of leadership models 

while the second research question intended to establish the significant effect of 

school leadership models on students‟ academic achievement. The third research 

question was meant to solicit answers on specific strategies to address impact related 

challenges.  

1.5. Significance of the Study 

This study has theoretical and practical relevance to knowledge gap, policy 

contribution as well as management practice. For this reason, it makes sense to 

suggest a few applications. In terms of knowledge contribution, the findings of the 

study would first deepen the understanding of various leadership models and related 

challenges and the various strategies of appropriate school leadership approaches. 

Second, the knowledge and skills generated by the study would inform the 

government on the need for continuous reform and improvement of the WSS 

leadership. 

 

With respect to policy reforms, the study would help to educate policy makers, the 

public and education practitioners on promising specific leadership models which 

could support the devolution of authority to school communities. On the side of 

managerial application, first, the study would provide a useful basis for designing 

more effective training for school heads and for ongoing professional support and 

motivation for teachers in the WSS. Second, it would inform the community on the 

relevance of community participation in the provision of support to the WSS 

leadership. 
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1.6. Scope and Delimitations of the Study 

The study was delimited only to Dodoma region and to ten WSS in seven districts of 

Dodoma region, namely; Bahi, Chamwino, Chemba, Dodoma, Kondoa, Kongwa and 

Mpwapwa. In Dodoma region, private and other public government secondary 

schools were not investigated in this study to establish the influence of effective 

leadership models on students‟ academic achievement and teachers‟ instructional 

practices in WSS.  Therefore, the findings of this study might not be applied to other 

schools in other regions, since different geographical areas may have their own 

peculiar characteristics in terms of location, social economic status of students and 

the culture of school. The target population of the study comprised only school 

heads, teachers and students. Other stakeholders such as parents, ward education 

officers and district education officers would have been involved in the study, had it 

not been time constraint. 

1.7. Limitations of the Study 

This study was constrained by four major factors. One of the factors was that the 

study used NECTA standardised examination results as a measure of students‟ 

academic achievement in WSS. The results as a measure of student‟s academic 

achievement does not account for the other characteristics of student achievement 

such as attendance and graduation rates as well as postsecondary going rates. 

Another factor was that studies on WSS were sparse. Most of the locally available 

research literature was not related to the effects of leadership models on students‟ 

academic achievement in WSS. The researcher integrated current foreign data on the 

direct effects of school leadership models on students‟ academic achievement and 

some indirect effects school leaders might have on students‟ academic achievement 

to the current study. 
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Another factor was that the researcher would not have control over the self-reporting 

integrity of the student and teacher participants who submitted the filled in 

questionnaire responses. Lastly, inclusion of private and public government 

secondary schools would have been useful in order to obtain a broader understanding 

of the influence of effective leadership models on students‟ academic achievement 

and teachers‟ instructional practices in WSS in Tanzania. In this study, it was not 

possible due to time constraint. As a result, only ten WSS from Dodoma region were 

sampled for data collection. 

 

1.8. Definitions of Key Terms 

In the context of the present study, several key terms were used. The terms included 

school leadership models; ward secondary schools and students‟ academic 

achievement; Definitions of these key terms are operationally provided to ensure 

uniformity and understanding of these terms throughout the study.  

1.8.1 School Leadership Models (SLM) 

School leadership model is used to refer to constructs or behaviours an individual use 

to influence or manipulate the thoughts and actions of another‟s behavior 

(Northhouse, 2007). Leadership models also refer to approaches that a school leader 

adopts in order to extract more efficiency and effectiveness from his or her team 

members. 

 

1.8.2 Ward Secondary School (WSS) 

Another conceptual term used in this study is ward secondary schools. These are the 

community-government secondary schools established, run and largely managed 

through the efforts of community members with support from local and central 
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governments (Hoppers, 2005). Broadly, the WSS are those schools whose 

registration is initiated by the communities and local councils. These schools are 

built from funds raised by the relevant communities and local councils with little 

financial assistance from the central government. 

 

According to Tanzania Secondary School Master Plan (2000), the operation of 

secondary schools in Tanzania is influenced by the concept of ownership. The 

ownership of secondary schools in Tanzania is classified into government secondary 

schools and non-government secondary schools. Government secondary schools 

consist of two categories, namely, the traditional national secondary schools and the 

ward secondary schools. The latter are the result of the education decentralization 

initiative. Though the ward secondary schools are built by the local communities, on 

the basis of the two broad categories of secondary school ownership in Tanzania the 

ward secondary school are operated and managed by the government. The non-

government secondary schools, on their part, are privately owned by individuals, 

non-government organizations and church based organizations. The private 

secondary schools are also operated and managed by their respective owners 

1.8.3 Students’ Academic Achievement (SAA) 

Lastly, the conceptual term students‟ academic achievement is defined by a 

predetermined scale that indicates the cut-off point established to determine the 

passing or failing on an individual student assessment used in the NECTA 

examinations. Generally, Students‟ academic achievement is taken to mean the 

excellence measured in grades or divisions by agreed standards. In Tanzania, 

examinations are used as standards meant to fairly evaluate the realization of the set 
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aims and objectives of education and curricula. National examinations are prepared 

by NECTA as external accreditation authority. 

 

1.9. Organisation of the Study 

This study intended to investigate on the effects of school heads‟ leadership models 

on students‟ academic achievement in the ward secondary schools (WSS) in 

Dodoma, Tanzania. This study is organized into six chapters.  Chapter One presents 

the overview of the study. The areas addressed in this chapter include background 

information and the point of departure for of the study. This is followed by the 

statement of the problem and the general purpose of the study, the specific research 

objectives, the main research questions investigated, the significance of the study, the 

scope and delimitations of the study, and limitations of the study. The chapter ends 

with a list of operational definition of key terms used in the study in order to allow 

for general understanding. Chapter Two introduces the relevant literature covering 

theoretical stances and empirical studies regarding school leadership models and 

students‟ academic achievement, followed by a summary and synthesis of the key 

attributes of focus. Chapter Three describes the methodology used to investigate how 

school leadership models affect teachers‟ instructional practices and ultimately 

students‟ academic achievement. Approach and design issues are explored, presented 

and discussed. The chapter also clarifies instruments used for collecting the data as 

well as the statistics used for analyzing the collected data. Chapter Four presents the 

data and outlines the findings and the analysis of the data according to the main 

themes derived from the key research questions of the study. Chapter Five provides 

the discussion of the study results. Chapter Six provides a summary of the results and 

discusses the significance of the data, while providing implications and 
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recommendations for policy and future studies on how school leadership models 

affect students‟ academic achievement. The chapter is then, followed by the study 

references organized according to the APA referencing style. 
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.1 Introduction 

In the light of the background and objectives of the study, this part of the study deals 

with literature related to school leadership models and students‟ academic 

achievement. The discussion is important in order to illuminate the study and will be 

extended to how leadership supports or enhances students‟ academic achievement 

first at global level and then in the context of Tanzania. In order to achieve this, the 

following themes are discussed.  

 

First, the theoretical framework in order to position the study and establish a 

conceptual framework of the study. Second, the review of empirical studies first at 

global level then within Tanzania in order to establish the context and the knowledge 

gap between the previous studies and the current study. The review of empirical 

studies  includes leadership models, student achievement, school leadership models 

and student achievement, Tanzanian education system and the role of secondary 

school heads in Tanzania. Third, the conceptual framework which binds the main 

variables of the study. 

 

2.2 The Theoretical Framework 

This study about the effects of school leadership models on students‟ academic 

achievement is about the investigation on how both efficient and inefficient school 

leadership influence students‟ academic achievement as an aspect of school 

performance, and the theories that describe this phenomenon. Consequently, this 
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study is guided by two theories that clarify the relationship between school 

leadership models and student achievement. The two theories and their applications 

are discussed next.  

 

Review of studies indicate that models of leadership may overlap and a leader can 

combine several of them to accomplish institutional goals. It is possible also for a 

leader to shift from one model to another at different times depending on the needs 

and expectations of the organisation. Heck (1996), for example, contends that the 

investigation of leadership models across settings is potentially a rich area for 

empirical exploration, in that it may both broaden and deepen our understanding of 

how cultural context may impact the theory and practice of school administration. It 

can be concurred here, that there is no universal theory of educational leadership and 

management that is valid in all school contexts.  In this study, the Contingency 

Theory of Leadership and McClelland‟s Acquired Needs Theory of Motivation 

guided this study and finally helped to establish its conceptual framework. 

 

2.2.1 The Contingency Theory of Leadership  

The contingency theory focuses on applying management principles and processes as 

determined by the unique characteristics of each situation (Galabawa, 2000). It 

further emphasizes that there is no one best way to manage and that it depends on 

various situational factors, such as the external environment, technology, 

organizational characteristics, characteristics of the manager, and characteristics of 

the subordinates. Contingency theorists often implicitly or explicitly criticize the 

classical school of thought for its emphasis on the universality of management 
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principles; however, most classical writers recognize the need to consider aspects of 

the situation when applying management principles (Prasad, 2007). 

The contingency theory was established in the 1960s. It has been applied primarily to 

management systems such as organizational design, job design, motivation, and 

leadership style. For example, optimal organizational structure has been theorised to 

depend upon organizational size, technology, and environmental uncertainty; optimal 

leadership styles, meanwhile, has been theorised to depend upon a variety of factors, 

including task structure, position power, characteristics of the work group, 

characteristics of individual subordinates, quality requirements, and problem 

structure, to name a few. According to Lawrence and Lorsch (1967), this way of 

analyzing management settings refers to the Contingency Theory. These scholars 

argued that different environments place different requirements on organizations. It 

is possible to add here that environment is conceived as uncertain and unstable, and 

Fiedler (1967) one among the prominent scholars, suggested a contingency theory of 

leadership which is known as Fiedler‟s Theory in 1967. The theory implies that 

leadership is any process in which ability of a leader to exercise influence depends 

upon the group task situation and the degree to which the leader‟s style, personality 

and approach fit in the group. (In some situations relationship motivated leaders 

make performance better, while other conditions make it more likely that task 

motivated leaders will be most effective).  

 

This researcher‟s afterthought is that the school heads in the WSS may be focusing 

on teachers‟ task completion while others may prefer to build relationship among 

staff in order to succeed. Generally, Fiedler (1967) argued that it is not meaningful to 
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talk of an effective or ineffective leader, but who tends to be effective in one 

situation and ineffective in another.  This theory suggests that leaders should be 

trained not only to be effective but also how to build an organizational environment 

in which the leader can perform well. However, leadership skills and knowledge can 

be acquired implicitly through practice. It is to the expectations of this researcher that 

heads of school in the WSS have sufficient preparation and training, and have been 

effectively recruited and selected as stipulated in the Tanzania Education and 

Training Policy (1995). 

 

The leadership implication of the contingency theory of leadership crucial to this 

study is that heads of school in the WSS studied have no one single best model to 

apply in their schools (Tosi, Rizzo and Carroll, 1986). It is also assumed that, on the 

one hand, heads of school in the WSS do use the contingency theory of leadership 

knowingly or unknowingly to run their schools effectively. Second, it is also logical 

to assume that a deficit in knowledge of the contingency theory could make these 

heads vulnerable to uncertain environmental variables. 

 

This study also intended to find out whether knowledge of leadership models by 

heads of the WSS can influence leadership situations and account for failure or 

success of their schools. The key assumption in this study is that differences in 

students‟ academic achievement can be attributed to the practices of both the school 

head and the teachers. The general view is thus, effective school heads are those who 

anticipate environmental challenges, exploit opportunities and improve students‟ 

academic achievement. Based on these situations and conceptions it would therefore 

be interesting to unfold by means of this study the extent to which the school heads 
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and the teachers intended for the present study are coping up with the challenges 

posed by the insights advocated in the contingency theory. 

2.2.2 McClelland’s Acquired Needs Theory 

The Acquired Needs Theory as advanced by McClelland (1961) proposed that an 

individual‟s specific needs are acquired over time and are shaped by one‟s life 

experiences. It is a motivational model that attempts to explain how the needs for 

achievement, power, and affiliation affect the actions of people from a managerial 

context. McClelland (1961) classified these needs as need for achievement (n/ACH), 

need for affiliation (n/AFF), and need for power (n/PWR). McClelland believed that 

the need for achievement is a distinct human motive that can be distinguished from 

other needs, and it can also be isolated and assessed in any group. Secondly, 

McClelland suggested that people with high need for affiliation usually derive 

pleasure from being loved and tend to avoid the pain of being rejected. They are 

concerned with maintaining pleasant and harmonious social relationship, enjoy a 

sense of intimacy and understanding and enjoy consoling others in trouble. Finally, 

McClelland advocates that people with a high power need have a great concern for 

exercising influence and control. Such individuals generally seek positions of 

leadership. They involve in conversation, they are forceful, outspoken, hard-headed 

and demanding (Jones & George, 2003). 

 

In the context of this study, the following insights could be derived from 

McClelland‟s Needs Theory. First, heads of WSS, with or without an understanding 

of a particular leadership model, could still attain high or adequate students‟ 

achievement provided they work with and through teachers and support staff with 
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high affiliation and achievement needs for achieving school goals. Secondly, in the 

light of McClelland‟s Need Theory, school heads in WSS should perceive their 

teachers and support staff with high need for power as desirable. Teachers and 

support staff, if they need institutional power can be effectively used to organise the 

efforts of others to further the goals of their schools. Thirdly, it can equally be 

suggested that because all workers including school heads and teachers have the need 

to achieve, or to succeed, and to feel accepted by others, WSS heads and their 

teachers, if given the opportunity and support could impact upon the overall school 

improvement and students‟ academic achievement in particular. 

 

However, school heads and their teachers may have only limited or unlimited effects 

on substantive students‟ academic achievement because of other factors outside their 

control that may impinge upon them, and therefore limit their resolve to achieve 

better students‟ academic achievement. Such factors can be social economic status of 

the school community, stakeholders‟ understanding and support to student academic 

achievement, government policies, difficult living conditions, lack of educational 

resources and decisions made by previous school authorities. In this way, it is to be 

expected that the school heads in some situations may have the most effective school 

leadership models but may end up not being efficient due to the constraints of other 

systems that are not supportive or assistive. On this basis, this study intends to 

understand other key factors beyond school leadership models which affect student 

academic achievement in WSS. 
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2.3 Review of Global Studies and a Review of Studies in Tanzania 

This section encompasses a review on various issues related to the study such as; 

Leadership models, Student achievement, School leadership models and student 

achievement, Tanzanian education system and the role of secondary school heads in 

Tanzania. For the purpose of consistency a discussion of studies related to school 

leadership models at global level will come first, followed by the same within 

Tanzania. 

2.3.1 Leadership Models 

According to Northhouse (2007), leadership models are constructs or behaviours an 

individual use to influence or manipulate the thoughts and actions of another‟s 

behavior. Depending on the different school contexts and due to the contingency 

nature of many of the decisions the school heads have to make, secondary school 

heads, knowingly or unknowingly have at their disposal a wide range of school 

leadership models they can  use to address the diverse sets of issues and challenges 

they face. The ways in which school heads behave, and the specific acts by which 

they play out leadership roles and responsibilities are based on certain assumptions 

they have about human nature. Consciously or unconsciously, school heads will tend 

to operate on the basis of some personal theory or beliefs of human behavior, a 

perception of what their subordinates are like as people. 

Hoy and Miskel (2008) reveal that over a long period of time, a debate over what is 

the most suitable leadership role for school leaders has been dominated by six 

conceptual models which are instructional, transformational, transactional, 

distributional, and situational as well as pedagogical leadership models. These 

models are discussed next. 
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Instructional Leadership (IL) 

 Instructional leadership model is perceived to be a particular form of leadership that 

emphasizes on the improvement of teaching and learning in the school‟s core.  

Instructional leadership model attempts to improve such school factors as curricular 

content, teaching methods, assessment strategies and cultural norms for academic 

achievement.  The instructional leadership has three dimensions which are defining a 

school‟s mission that comprises framing the school goals, and communicating the 

school‟s goals to teachers and students; managing the instructional programme which 

comprises  three functions that are supervising and evaluating instruction; 

coordinating curriculum and monitoring students‟ programme; and promoting a 

positive school learning which comprises five functions such as protecting 

instructional time, promoting professional development, maintaining high visibility, 

providing incentives for teachers and developing high expectation and standards, 

providing  incentives for learning ( Hoy & Miskel 2008; Mulford, 2008).  

 

Gupton (2003) defines instructional leadership as direct or indirect behaviours that 

significantly affect teacher instruction and, as a result, student learning. It has also 

been emphasized by Leithwood and Jantzi (1999) that instructional leadership 

emphasises the behaviours of teachers as they engage in activities directly affecting 

the growth of learners and include activities that improve and increase teacher‟s 

knowledge of the academic subjects they teach, and enable them to affect student 

learning. 

 

Moreover, Leitner (1994) asserts that instructional leadership can be defined in terms 

of its three dimensions; (1) Instructional leadership defines and communicates shared 
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goals: meaning that the school head works collaboratively with staff to define, 

communicate, and work towards data-driven shared goals of the school. Goals are 

used in making organizational decisions, aligning instructional practice, purchasing 

curricular materials and providing targets for progress. These goals focus the staff 

around a common mission to achieve (2) Instructional leadership monitors and 

provides feedback on the teaching and learning process: This dimension describes 

the activities of an instructional leader around the academic curriculum. These 

activities include being visible throughout the school, talking with students and 

teachers, providing praise and feedback to teachers, students and community 

regarding academic achievements, and ensuring that the instructional time of the 

school is not interrupted (3) Instructional leader promotes school- wide professional 

development: this dimension encourages behaviours of the leader that are consistent 

with life-long learning. The instructional leader encourages teachers to learn more 

about students‟ achievement through data analysis, provides professional 

development opportunities that are aligned to school goals, and provides professional 

literature and resources to teachers. Instructional leadership adopts a top-down 

approach and it is established on direct management and supervision of teaching. 

 

The concept of instructional leadership theory‟s empirical origin studies came about 

during the 1970‟s and 1980‟s in poor urban communities where students had 

succeeded despite the odds. According to Robinson, Lloyd and Rowe (2008) these 

schools had typically instructional leadership, which included a climate free of 

distraction, a system of clear teaching objectives and high teacher expectations for 

students. The researcher performed a meta- analysis in which they looked at 22 of the 

27 studies involved in the comparison of transformational and instructional 
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leadership model on students‟ academic achievement. The researchers found that on 

average, instructional leadership model on students‟ academic achievement was three 

to four times that of transformational leadership model. 

 

Transformational Leadership (TRFL) 

Transformational leadership is another model, and it is viewed by Northouse (2007) 

as a process whereby a person engages with others and creates a connection that 

raises the level of motivation and morality in both the leader and follower.  

According to Mulford (2008) transformational leadership is thought to provide a 

more powerful way for thinking about school leadership than competing approaches 

because it leads to an investigation of all workplace conditions that contribute to all 

school outcomes, not just instructional strategies.  

 

Koh, Steers and Terborg (1995) observe that in the school context, the school heads‟ 

transformational leadership strategies seem primarily aiming at expecting that the 

teachers‟ beliefs, efficacy, commitment to school mission and community 

partnerships will enhance significantly students‟ academic achievement. 

Transformational leadership is compatible with broadly based trends of teacher 

empowerment and multiple stakeholders‟ participation in school decisions  

 

This approach is also concurred by Barnett (2005) who insists that that a 

transformational leader motivates and educates subordinates towards making 

decisions without interaction with supervisor.  Followers experience a higher level of 

self-efficacy when experiencing such transformational leadership  
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Bandura (2000) summarises the direct link between collective teacher efficacy and 

achievement as follows: 

Self-efficacy affects behavior directly by impacting goals, outcome 

expectations, affective states, and perceptions of socio-structural 

impediments and opportunities. 

  

The transformational school heads‟ emphasis on collective teacher efficacy could 

therefore explain the positive strong relationship between transformational leadership 

and teachers‟ practices in teaching, and ultimately impacting students‟ academic 

achievement in the WSS. In support of this relationship, Leithwood and Jantzi (1999) 

assert that transformational leadership has strong direct effects on school conditions, 

which in turn have strong direct effects on classroom conditions.  On teacher 

empowerment, Martin, Crossland and Johson (2001) posit that: 

Teachers will be creative and productive if they are empowered; this 

productivity should improve school effectiveness. The end result 

should be improved student achievement. 

 

Leithwood and Jantzi (1999) contend that the essence of transformational leadership 

is the professional growth of staff and enhancing their commitment by elevating their 

goals. Conceivably, transformational leadership has strong direct effects on school 

conditions, which in turn have strong direct effects on classroom conditions  

 

Koh, Steers, and Terborg (1995) assert that transformational leadership is compatible 

with broadly based trends of teacher empowerment and multiple stakeholders‟ 

participation in school decisions. Bass and Avalio (1994) argue that transformational 
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leadership is a multidimensional construct that involves three clusters: Charisma; 

identifying and sustaining a vision of the organization, intellectual stimulation of 

members, and individual consideration.  It is further argued that transformational 

leadership enhances an organisation by raising the values of members, motivating 

them to go beyond self interest to embrace organizational goals, and redefining their 

needs to align with organizational preferences (ibid).  

 

 In almost the same way, Leithwood (1992) argues that transformational leadership 

pursues three goals helping staff collaborate, encourage teachers‟ improvement, and 

helping staff solve problem effectively. Transformational school heads develop a 

widely shared vision with the school and build a consensus regarding school goals 

and expectations, provide individual support and intellectual stimulation within a 

collaborative culture which manifests itself through shared values, beliefs and 

principles. In this context, school culture is perceived to be an embody of values, 

beliefs, assumptions ate facts, and symbols that define the way in which a school 

conducts itself to fulfil its goals and objectives.  

 

In looking at the effects of transformational leadership model on students‟ academic 

achievement, Ross and Gray (2006) discovered that school heads are often perceived 

as accountable for students‟ academic achievement. Ross and Gay re- analysed data 

from a database to test the link between transformational leadership and students‟ 

academic achievement. A total of 205 schools within two districts and 3,042 teachers 

in the USA were retained for research. Students‟ academic achievement was tested in 

grades three through six. Data collection was performed using Likert items with a 6- 

point response scale ranging from strongly disagree to strongly agree. Results 
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indicate that the principle effects on students‟ academic achievement primarily occur 

through transformational leadership contributions to teacher perception of capacities, 

commitment to professional values and collective teacher efficacy. The indirect 

effects of transformational leadership model impact on students‟ academic 

achievement were limited. 

 

Transactional Leadership (TRAL) 

Transactional leadership is the third model. According to Leithwood (1992), 

transactional leaders are obsessed with rewards and punishment, and tend to be too 

result-oriented, too demanding and very harsh resulting in some teachers 

experiencing a high level of job stress and low job satisfaction, which in turn, can 

have negative effects on classroom conditions such as teachers‟ performance and 

students‟ outcomes. In comparison, transactional leaders often try to accomplish 

organizational goals without attempting to elevate the motives of followers or human 

resources within the organization. Transactional leadership does not constitute a 

change in the culture of the organization, whereas transformational leadership 

requires a change in the culture of the organization in order to be effective. 

 

Distributional Leadership (DL) 

Distributional leadership is the fourth model and has been described by Hoy and 

Miskel (2008) as relying on multiple sources of leadership across the organization to 

guide and complete numerous tasks that vary in size, complexity and scope. Mulford 

(2008) further contends that, though, school principals do have significant 

responsibilities for school leadership, the task of leading a school is now too complex 

and demanding, to be a job for one person. This calls for distribution or division of 
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school responsibilities. In the contrast, Cheng (2002) found that it is teacher 

performance that directly affects students‟ academic achievement. 

The practice of distributional leadership (collective leadership) appears to be a shift 

away from conventional, hierarchical patterns of bureaucratic control of heads of 

school towards what is seen as a network pattern of control in which teachers are 

actively involved in the school‟s decision making, staff cooperation and collegiality 

supplant the hierarchy as a means of coordinating work flows and resolving technical 

uncertainties, and supportive forms of administrative leadership emerge to facilitate 

teachers‟ work. Distributional leadership would therefore seem to be directly related 

to variables such as motivation, capacity and work situations, which directly impact 

teachers, and might indirectly impact students‟ academic achievement due to the 

classroom teacher having the direct impact on student learning. 

Early research on school effectiveness of heads of school was performed using the 

direct- effect models, which postulated that a school leaders‟ practices will have a 

direct effect on the school‟s outcome. According to Kruger, Witziers and 

Sleegers(2007) some researchers have found school leadership matters ( Goldring & 

Pasternack, 1994; Sammons, Hillman & Mortimore, 1995). However, the empirical 

basis for this statement is rather weak. The researchers now suggest leadership is no 

longer proposed as having a direct influence on learning outcomes, but as having an 

indirect influence through the way it has an impact on instructional organization and 

culture. 

Situational Leadership (SL) 

Situational leadership is the fifth model and it is practised by those leaders who work 

intensively in their own school and at the same time connect with and participate in 
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the bigger picture of the system and its context (Mulford, 2008).  It seems that 

improving schools and school system will require leaders who have experience in 

linking to other parts of the system.  Fullan (2003) asserts that situational leadership 

is the capacity of an education system to engage diverse skills in the complexities of 

continuous improvement in ways consistent with deep value of human purpose.  

 

The situational leadership theory of leadership presupposes that an analysis of 

leadership not only involves the individual traits and behavioural approaches to 

leadership, but also focuses on the situation (Chandan, 2004). The focus is on the 

situation and not the leader. Different kinds of situations demand different 

characteristics and behavior, because each type of leader focuses different situations. 

The head of school is required to size up the situation and choose the appropriate 

leadership style that will be effective for a situation, rather than try to manipulate 

situations to fit a particular leadership style. Oyetunyi (2006) claims that leadership 

in schools is a situational phenomenon as it is based on the collective perception of 

people working in the schools, linked to the norms and is affected by the rate of 

interaction among members of the school. A successful head of school under one set 

of circumstances may be unsuccessful and/or a failure in another. 

  

Pedagogical Leadership (PL) 

Finally, pedagogical leadership model is about leading the improvement of student 

learning, and this requires facilitating the professional development of teachers. It is 

a more comprehensive and holistic approach which embraces other stakeholders in 

school improvement strategies. Continuous school improvement should be viewed 

both in terms of improving the intellect of student and teachers, which is a concern of 
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Pedagogical Leadership (MacNeil, Cavanagh & Silcox, 2003). More so, pedagogical 

emphasizes professional and intellectual development of teachers by creating a 

community of practice. A community of practice refers to shared, implicit 

understandings and operations developed by participants, adhering to common 

guidelines but, more importantly defining and shaping those practice (Lave & 

Wenger, 1991). Pedagogical leadership is also concerned with leading improvement 

of student learning, and this requires facilitating the professional development of 

teachers (Fulan, 2003). 

In looking at the perception of teacher college principals in Tanzania about 

pedagogical leadership, Binde (2012) discovered patterns of pedagogical leadership 

characteristics among principals. In his study, six principals; one from each of the 

seven educational zones in Tanzania was asked to write a narrative story of their life 

as principals. The statements were subjected to content analysis and revealed patterns 

of pedagogical leadership features or characteristics. The study found that principals 

attempted to establish collegiality, recognition of research to inform practice, 

motivation to teacher educators. The study further revealed that there were signals to 

establish college- based teacher development professional support and the strong 

desire to shift from too much administrative work to pedagogical leadership. 

 

In the light of preceding discussion about school leadership models, the leader who is 

effective is the one who accepts constructive students‟, teachers‟, administrators‟ and 

parents‟ and other stakeholders‟ opinions, and take action up on. It is very important 

for a leader to accept others‟ views concerning school improvement because 

sometimes students or other members within the school may have good ideas on the 
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ways of running a school, and hence better achievement can be attained.  So, an 

effective leader tends to accept views of others although he or she does not have to 

accept everything that is proposed by members of the school organization. 

 

In addition, school leaders more often than not set a clear sense of direction. School 

leaders help to develop among their staff members, a shared understanding of the 

organization and its goals and activities. This understanding becomes the basis for a 

sense of purpose or vision.  So, having such goals help people to make sense of their 

work and enable them to find a sense of identifying themselves with their work.  

School improvement plans can be a means of setting direction. It is difficult for 

school to make progress without something to focus their attention, without goals.  

Therefore, effective school leaders and other staff included in identifying goals are 

much more likely to be motivated to achieve the set goals. 

 

Furthermore, it comes to light that; school leaders are there purposively in turning 

their schools into effective organizations.  Some school leaders try to make their 

school be effective by developing and counting on contributions from others in their 

organizations to strengthen school culture.  School leaders articulate clearly and 

consistently high expectation for all students including sub groups that are too often 

marginalized and blamed for school not making adequate yearly progress. 

 

It can also be logical to say that school leaders also modify organizational structure, 

for instance by changing schedule to ensure that teachers share common planning 

time and use that time to discuss on improving instructions.  So this kind of 

restructuring reinforces the use of collaborative process among teachers. 
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Likewise,  Hoy and Miskel (2008) sum it up by writing  that perceived evaluations of 

performance are important; subjective assessment or self-evaluation of the leader by 

himself or herself, subordinates, peers and superiors within the school and by 

members of the public outside the school yield measurement of effectiveness. The 

big question posed here is, in schools are opinions for example, respect, 

administration and commitment held by students, teachers, administrators and 

patrons Significant? 

 

2.3.2 Students’ Academic Achievement 

In the light of this study, student achievement refers to academic performance. 

Armstrong (2004) asserts that performance refers to both behaviour and results, and 

adjusting organisational behaviours and actions of work to achieve results or 

outcomes. It appeals to the understanding of the researcher that behaviours are 

outcomes in their own right and reactions to the product of mental and physical effort 

applied to tasks. In the school environments therefore, performance should not only 

be measured in terms of test scores, examination results, students‟ ability to socially 

apply what is learnt, and the rate at which students transit to next levels of education, 

but should also consider the achievements of the school in other areas like equipping 

the learners with requisite skills for survival. 

 

Although the researcher concurs with the view that school performance should not 

only be considered from the point of view of academic outcomes only, but should 

also focus on other learning outcomes such as affectivities and psychomotor skills, 

this study was interested in students‟ academic achievement in the context of the 

intentions of the WSS in Tanzania. In this context, students‟ academic achievement 
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is defined by a predetermined scale or standard that indicates the cut-off point 

established to determine the passing or failing on an individual student assessment 

used in the NECTA examinations.  

 

In the context of this study, students‟ academic achievement in national examinations 

can be a measure of the effectiveness of school leadership. In case of Tanzania, the 

national examinations are centrally organized and administered by the National 

Examinations Council of Tanzania (NECTA). Tests and examinations results are one 

of the powerful indicators of standards of education that are used to make judgement 

about the quality of students, teachers and school leadership. The examinations are 

also useful indicators of the extent to which students have learned and they are a 

useful source of information for parents on making decisions about the future of their 

children. Building on this understanding, it makes sense to further explore the 

significant impacts a particular leadership model has, on students‟ academic 

achievement in WSS in Tanzania. 

 

2.3.3 School Leadership Models and Student Achievement 

Research findings from different countries and diverse school contexts have revealed 

the powerful impact of leadership in attaining school improvement (Hopkins 2001, 

West, Jackson, Harris & Hopkins, 2000). Findings also indicate the centrality of 

transformational and instructional leadership practices in achieving students‟ 

achievement in schools facing challenging circumstances. Existing literature also 

indicates that the most popular theories are located in the transactional and 

transformational models identified more than 20 years ago (Burns, 1978; Hoy & 

Miskell, 2008) and lately reinvented through such terms as „liberation‟ (Tampoe, 
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1998),„educative‟ (Duignan & McPherson, 1992),„invitational‟ (Stoll & Fink, 1996) 

and „moral‟ leadership (Sergiovanni, 1992). According to Brenninkmeyer and 

Spillane (2008) past research paints a picture of a school  principal as someone who 

spends a lot of time solving instructional problems in the school, and whose 

performance in solving those problems has a tangible effect on the results of the 

students at the school. 

 

What is clear from these, and from  the literature on effective schools, is that, 

successful leaders not only set direction but they also model values and practices 

consistent with those of the school, so that “purposes which may have initially 

seemed to be separate become fused” (Sergiovanni, 1995).  More so, Hoy and 

Miskell (2008) posit that effective leaders are proactive and seek help that is needed. 

They also nurture an instructional program and school culture conducive to learning 

and professional growth. Nevertheless, effective instructional and administrative 

leadership is required to implement change processes (ibid).  

 

However, today‟s school environments have become more complex and diverse 

where all children are expected to learn and where high learning standards set the 

vision of educational success for all students. In a rapidly changing and more 

technologically oriented society, students will need to acquire the knowledge and 

skills that will help them achieve success in school and in life. The evolving nature 

of school environments has placed high demands on educational leaders. Where 

knowledge of school management, finance, legal issues and state mandates was once 

the primary focus for the preparation of school leaders, education reform has created 
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an urgent need for a strong emphasis on development of instructional leadership 

skills to promote effective teaching and high level learning.  

 

Moreover, educational leaders must recognize and assume a shared responsibility not 

only for students‟ intellectual and educational development, but also for their 

personal, social, emotional, and physical development. The increasing diversity of 

school communities places a premium on school leaders who can create a vision of 

success for all students, and use their skills in communication, collaboration and 

community building to ensure that the vision becomes a reality. 

 

Within the school environment, the school heads are the actors in charge of 

translating policies into everyday practice. In particular, the quality of school 

leadership is one of the key factors in achieving high quality learning outcomes. This 

claim is recognised by The Birmingham City Council Education Service, which 

further defines the „core purpose of the head teacher as follows:  To provide 

professional leadership for a school which secures its success and improvement, 

ensuring high quality education for all its pupils and improved standards of learning 

and achievement. The head-teacher provides vision, leadership and direction for the 

school and ensures that it is managed and organized to meet its aims and targets. 

(Brighouse, 2000). 

 

Senge (1990) observes that traditional views of leaders are that leaders are perceived 

as special people who set the direction, make the key decisions, and energize the 

troops – are deeply rooted in an individualistic and nonsystemic world view. So long 
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as such myths prevail, they reinforce a focus on short-term events and charismatic 

heroes rather than on systemic forces and collective learning (ibid). 

 

The contemporary view of effective school leaders has since moved on, and is 

summed up by Riley and MacBeath (1998) that „Effective‟ school leaders are 

distinguished by their vision and passion and by their capacity to bring a critical 

spirit into the complex and demanding job of headship, whilst at the same time 

focusing on staff and pupil performance, and on classroom pedagogy. Du Quesnay 

(2003) for example believes that the key to successful school management involves 

distribution of responsibilities among staff. It is further contended that this involves 

building people's confidence and sense of value to the school. When you walk into a 

school where it happens, and there are too many where it doesn‟t, you can feel the 

buzz in the atmosphere. One way of adding a sense of value to the school is to 

nurture a shared vision amongst the school‟s stakeholders, since this provides the 

focus and energy for learning. It is further stated by Senge (1990) that: 

Today, „vision‟ is a familiar concept in corporate leadership. But 

when you look carefully you find that most „visions‟ are one 

person‟s (or one group's) vision imposed on an organization. Such 

visions, at best, command compliance –not commitment. A shared 

vision is a vision that many people are truly committed to, because it 

reflects their own personal vision. A shared vision translates itself 

into day-to-day practice through effective strategic planning and 

operational target setting. (p.206) 
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Day, Harris and Hadfield (2001) go further and argue that a school leaders‟ vision is 

continually tested by difficult day-to-day decisions: Continuing poor teaching by a 

member of staff, for example, creates a leadership dilemma, cutting across the head-

teachers‟ personal framework of values and beliefs, their ideological and educative 

commitments to the development of everyone in the school community. Engaging in 

dismissal procedures touches upon the culture of the school, staff morale, and the 

nature of the relationship between leader and led.  

 

Effective leadership is accepted by many as a central component in implementing 

and sustaining school improvement. It is highlighted that effective leaders exercise a 

direct or indirect but powerful influence on the school‟s capacity to implement 

reforms and improve students‟ levels of achievement (Bolam et al., 1993). Although 

it is teacher performance that directly affects student performance, quality of 

leadership matters in determining the motivation of teachers and the quality of their 

teaching (Cheng, 2002).  

 

Leithwood and Jantzi (1999) point to the role of transformational leadership and to 

the head-teacher capacity to build a “shared vision”. Involving teachers in a process 

of “shaping” their schools will cause them to be more motivated and to teach 

effectively and therefore make a difference to the learning and motivation of 

students. They further suggest that transformational leadership has strong direct 

effects on school conditions of learning, which in turn have strong direct effects on 

classroom conditions. Moreover, the more distributed the leadership is throughout 

the school community, in particular to teachers, the better the performance of that 

school in terms of student outcomes.  
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The existence of distributed leadership is crucial especially in case of shocks that can 

leave the school without its leader. To this respect, indicates that headteachers‟ 

departure could be followed by an unstable period of leadership detrimental to 

teacher cohesion and student results (Silins & Mulford, 2002). It is generally 

revealed that effective leadership is widely accepted as being a key ingredient in 

achieving school improvement. A highly effective school principal is not called to 

the job per se, but more importantly to the opportunity to make a difference in the 

school. The school head of today must continue to manage and lead.  

 

According to Lashway (2003), in addition to traditional managerial duties, today‟s 

school headship are expected to: serve as leaders for student learning; know 

academic content and pedagogical techniques; work with teachers to sharing the 

skills; collect, analyse and use data in ways that fuel excellence; rally students, 

teachers, parents, local health and family agencies, youth development groups, local 

businesses other community residents and partners around the common goals of 

raising performance, and have the leadership skills and knowledge to exercise the 

autonomy and authority 

 

In the context of the WSS, there clear efforts by the government to improve the 

quality of education in terms of attaining much in access and equity to secondary 

education. However, there are expected challenges such as poor infrastructure; 

shortage of laboratories and libraries, teachers‟ houses, classrooms and 

administration buildings and shortage of school furniture. Other challenges include; 

inadequate teaching and learning resources, and insufficient teachers for science 

subjects. These seem to be some of the school leadership challenges in the WSS 
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which could translate into poor students‟ academic achievement. It is therefore 

imperative that the emphasis by Lashway (ibid) could also mean a change in the 

educational landscape of the WSS, healing those ailing schools, or helping the school 

heads in the WSS to work for the concepts of greater accountability, equity and 

excellence.  

 

2.3.4 Tanzanian Education System 

Tanzania has a centralized curriculum which is common all over the country and 

this is due to the fact that the country comprises many ethnic and linguistic groups. 

If the country chose to have a decentralized curriculum, it would have too many 

curricula. 

 

The Structure of Tanzania Education System 

The current structure of education is divided into two-year pre-primary; seven-year 

primary; four- year ordinary Level (O-level) secondary education; two- year 

advanced level (A-level) secondary education; and 3/5 years of tertiary education 

(MOEC, 1995 ).This is summarized as 2:7:4:2:3+ (MOEC, 1995). While Kiswahili 

is the language of instruction at pre-primary and primary education, the medium of 

instruction in the post-primary education is English. According to the education 

policy of the country, primary education is compulsory while post-primary 

education is for those who pass the national examinations or those who opt to join 

Non-Government Secondary Schools. However, Tanzania like other countries in the 

world is committed in ensuring that secondary education becomes compulsory by 

the year 2015 (Wedgwood, 2007). 
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Access to Secondary Education 

According to the Ministry of Education standards, selection of students to enroll into 

O-level government secondary school is made on the basis of a pre-set national 

standard cut-off point of performance in the National Primary School Leaving 

Examination (PSLE) (URT, 1995). Students enrolled in WSS and „ordinary‟ 

secondary schools need to score a minimum of 100 scores in their PSLE. Students 

enrolled in „special‟ secondary schools need to score a minimum of 151 scores in 

their PSLE. On the other hand, selection and enrollment into upper levels of 

secondary education is based on prescribed performance achieved in the relevant 

upper level subject combinations in respective schools. The selection is done after 

students have attained appropriate credits in the final secondary examination. In all 

cycles the emphasis has been on development in terms of access and improved 

quality of the education provided (URT, 2004). 

 

In Tanzania, the efforts to develop and improve the quality of secondary school 

education began when the country became independent in 1961. At independence, 

Tanzania had only 41 secondary schools designed for the elite who were prepared to 

serve and assist in different social sectors (MoVT 2011). The number of secondary 

schools began to increase immediately after independence to educate people and to 

fill in the positions left by the colonialists and from the need to develop the 

country‟s economy. As the demand for more skilled people increased, the number of 

schools, students and teachers also increased. 

 

The Implementation of SEDP and Emergence of WSS 

The recent rapid increase of schools, students and teachers in secondary schools can 
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be interpreted as the result of SEDP (SEDP 2004-2009) aimed at increasing access 

to secondary school education in Tanzania. During the first phase of SEDP (2004-

2009), attention has been on increasing the number of schools to accommodate the 

growing demand to education.  In the rapid increase, the majority of the newly 

constructed schools are the WSS. The increasing community participation in the 

construction of schools is a sign of growing social demand and awareness for 

secondary education. However, the ability to construct the schools varies with the 

level of awareness and poverty among societies as the quality of the structures 

constructed also differ (Wedgwood 2007).  

 

Categories of Secondary Schools 

Furthermore, the perceptions of the quality of education also differ among 

stakeholders across different backgrounds and types of school in the country. The 

variations have rated secondary schools in Tanzania into three different categories 

namely „special‟, „ordinary‟ and „ward‟ secondary schools. „Special‟ schools are 

those considered academically competitive, drawing high achieving students from 

all the country. Kitchen (2004) equates „special‟ schools with academically high 

achieving schools characterized by high academic expectations, strong sense of 

purpose, regular professional development among teachers and enough teaching 

resources. It is therefore interpreted that in such schools there is clear focus, 

effective leadership and supportive learning environment. In Tanzania these schools 

are few, mainly boarding, and highly resourced in terms of teachers and teaching 

and learning materials. Due to the high students‟ academic achievement in these 

schools, the expectations from the society are also high. 
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The „ordinary‟ secondary schools include the normal boarding schools and they are 

relatively less competitive as compared to the „special‟ secondary schools. These 

schools are less competitive because, in selecting students to join secondary schools, 

„ordinary‟ secondary schools are given second priority after „Special‟ secondary 

schools. In number, the „ordinary‟ secondary schools are relatively many as 

compared to the „special‟ secondary schools and also the „ordinary‟ secondary 

schools draw students from all over the country. 

 

The third and largest category of secondary schools in Tanzania is the WSS.  WSS 

are the community-government secondary schools established, run and largely 

managed through the efforts of community members with support from local and 

central governments (Hoppers, 2005). In other words, these schools are owned and 

maintained by the local community in cooperation with the government and local 

education authorities. The schools are built, financed and owned by both the 

government and the community. In these schools, the government hires and pays the 

teachers while the community participates in the building and maintaining of the 

required infrastructures such as teachers‟ houses, classrooms, science laboratories 

and toilets. According to Buchert (1994), the focus for the WSS is to integrate and 

bring ownership to the community and serve as an alternative provision secondary 

school education. In Tanzania the WSS are built to serve the needs of the people of 

the locality where they are sited (Wedgwood, 2005). 

 

Improving Access to Secondary Education through WSS 

The introduction of the WSS in Tanzania was meant to improve access to secondary 

school education and to people who cannot afford the conditions in other types of 
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schools including other government secondary schools, special secondary schools 

and private secondary schools (Wedgwood, 2007).  In terms of selecting students, 

the WSS receive up to students who score the cut-off points. However, the contexts 

of the WSS vary depending on the economic capabilities and awareness of the 

people in the respective WSS, as social disparity is increasing among schools 

(Wedgwood, 2005).   

 

Among the three groups of secondary schools in Tanzania, the WSS are the most 

challenged in relation to lack of the most important teaching and learning facilities, 

inadequate and poor staffing because they lack teachers‟ facilities like houses and 

preparation rooms and thus they fail to retain teachers.  Furthermore, they lack care 

and support from the local authorities (Wedgwood, 2005).  Arguing from this 

stance, deteriorating students‟ academic achievement in secondary school education 

in Tanzania greatly rests within the WSS. For that matter the output from the WSS 

are increasingly poor and are negatively impacting quality of secondary school 

education in the country 

 

WSS as the Decentralisation by Devolution Initiative 

In Tanzania, the WSS are an education decentralization initiative. Decentralization 

initiative in Tanzania is a vast and dynamic effort for change (URT, 1998). Through 

that, the government has embarked on the massive mobilization initiative nation- 

wide to build secondary schools in each ward. In response to the government 

initiative, local communities and their leaders in the wards have mobilised 

themselves in not only contributing with their labour but also financial and material 

resources for building secondary schools in their localities. In this perspective, 
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education decentralization has achieved positive results towards secondary 

education service provision at the grassroots levels in Tanzania (MoEVT, 2007). 

 

The report issued by the Ministry of Education in 2006 indicates that at that time at 

least every ward managed to possess or was in the process of acquiring a secondary 

school (MoEVT, 2006). This could be viewed as a success story in decentralizing 

secondary education service provision by involving the local communities in their 

respective areas in the process of its delivery. As a result of this local mobilization 

initiative in secondary education service provision in Tanzania, the number of 

secondary schools has increased at the ward level. For example from2004 to 2006, 

998 WSS were constructed and opened country- wide. During that time, the number 

of government secondary schools, including the WSS increased from 828 to 1826 

(MoEVT, 2006). In the year 2007 alone, another 669 new WSS were opened 

(MoEVT, 2006). In the same year (2007) the initative nearly achieved 100% of the 

students who completed and passed their primary school examination to join 

secondary education (MoEVT, 2006). 

 

The Role of Local Communities 

Decentralizing secondary education service provision to the wards means a changed 

position and role of local communities, from being passive recipients into being 

active participants in secondary education service delivery (URT, 1995). The 

successful implementation of the Universal Primary Education programme in 

Tanzania has created social demand for secondary education (URT, 2001). In 

coping with the renewed social demand for education service beyond primary level, 

the essence of the local communities at the ward level to secondary education 
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service delivery becomes inevitable. In revealing the position and role of local 

communities in secondary education decentralization, the Education and Training 

Policy (1995) provides that „communities shall be encouraged and given incentive 

to establish, own, manage and administer at least one secondary school in each 

ward.‟ 

The Education and Training Policy (1995) insists that for Tanzania to provide 

quality and guarantee access to education service to its people, „active involvement‟ 

of the local communities in the wards is essential. The aim is to provide 

opportunities to the communities to be more responsible in managing their WSS 

instead of staying aside. „Active involvement of the local communities is viewed as 

the mechanism to give them an opportunity to plan for the development of their 

schools at the ward level. This is supposed to be accompanied with giving the local 

communities sufficient freedom and ownership of the grassroots institutions so that 

they are able to offer them (the grassroots institutions) the necessary support both 

materially and morally (MoEVT, 1998) 

The Provision of Secondary Education by Private Sector 

As an alternative way to public secondary school education, Tanzania has provided 

opportunities to the private sector for the provision of secondary school education. 

Schools owned by religious groups, individual persons and associations have been 

constructed. As compared to the government secondary schools, challenges in 

private secondary schools are relatively minimal, making these schools compete 

with the „special‟ secondary schools in terms of students‟ academic achievement in 

NECTA examinations. With great support from their host organizations, the schools 

have a better stock of resources in terms of teaching and learning materials, text 
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books and student-teacher ratio. However, fees in private secondary schools are 

uncontrolled as there is no clear policy (Wedgwood, 2007).  These schools charge 

high fees and the majority of children from poor families cannot afford them. 

To the experience of this researcher, the existing fee policy applies only to the 

government secondary schools, leaving the private secondary schools to decide on 

how much they can charge. The autonomy therefore, has culminated to an 

uncontrolled fee structure in private secondary schools. To minimize the prevailing 

disparities among secondary schools, a fee policy for these secondary schools is 

needed in Tanzania in order to harmonise and establish a clear fee structure. 

 

2.3.5 The Role of Secondary School Heads in Tanzania 

In the context of Tanzanian education system, school heads is used to mean the 

executive heads of secondary schools. According to the Tanzanian education policy, 

the school heads are charged with the overall responsibility for the leadership of the 

schools. They ensure that their schools are well managed and organized, and they are 

responsible for ensuring that the objectives of the school are achieved by working 

with and through other people. In Tanzania secondary schools, school heads are also 

referred to as headmasters and headmistresses. It is therefore understood that a 

school head the incumbent in charge of the school activities or the person at the helm 

with regard to the task areas and the processes in the school. 

 

The description of school heads above entails that school heads in Tanzania are 

directly responsible for the success and failure of their schools. In this regard, the 

quality of a school head determines the quality of the school itself. Thus, the key 
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assumption of this researcher is that differences in the students‟ academic 

achievement in WSS are due to the decisions and actions of their school heads. 

Basing on this assumption, effective heads of WSS are those anticipate change and 

challenges, exploit opportunities, correct poor academic achievement in their school 

and lead their schools towards their goals. In this case, when the schools perform 

poorly, like the WSS are doing, the WSS heads have to be held accountable for it. 

Likewise, it makes sense to also say when the WSS perform well, the WSS have to 

be praised 

 

MOEVT (2013) stipulates that it is committed to the provision of quality education 

through empowering school heads by giving them more authority to manage schools 

effectively and efficiently. Efforts to improve school performance and attaining 

quality education are fundamental to Tanzania development. In this pursuit, the 

school heads play an important role. As leaders of individual schools, the school 

heads constitute a key portion in the education system. Simply put, unless the school 

heads are successful, schools cannot be. 

 

In order to successfully discharge their roles and responsibilities, the secondary 

school heads are obliged to implement core functions and key activities. The core 

functions for secondary school heads include to: plan, review and monitor the 

implementation of the work of teachers on teaching staff and students; Ensure that 

the curriculum is implemented according to current regulations, and ensure that 

lessons are taught, tested, marked, and returned to students and teachers make 

corrections, keep proper records and reports are provided on time. Other functions 

include supervise the utilization of school funds, supervise teachers‟ service and 
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ensure disciplinary matters; and perform other functions assigned by District 

Executive Director. The key activities in each function include: managing 

instructional activities; management of teachers and non-teaching staff; managing 

resources; managing students; managing school-community relationship; and 

managing extra-curricular activities 

 

To accomplish the above prescribed core functions of the school head would depend 

on the kind of school leadership, the school head employs. School heads could 

decide to distribute the key activities to their deputies and heads of department as 

well as by promoting teacher leadership by empowering his or her teachers. 

Distribution of leadership roles has advantages in enhancing a collegial school 

leadership approach by delegating, sharing leadership and responsibilities and 

establishing school committees involving teachers. Committee meetings serve as 

platform for communication, sharing information with stake holders and making 

decisions.   

Besides the prescribed functions, the school heads, according to Tekamura (2008), 

manage their tasks professionally. Such tasks include: setting achievable objectives 

for education; seizing new opportunities and coping with change; maintaining a 

committed staff; managing effective teams; developing an effective communication 

system; allocating and managing effective resources effectively; participating 

effectively; staff management; managing time effectively; and evaluating the school 

curriculum 
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Management of the professional tasks above would require school heads to  have not 

only skills in discharging their routine work such as implementation of government 

policies and directives, school rules and regulations, preparing annual financial 

reports and budgets, supervising and monitoring the teaching and learning process., 

but also, given the contextual factors likely to influence students‟ academic 

achievement in the WSS and the emerging leadership challenges, the school heads 

would require adequate school leadership skills and knowledge.  

 

A study by Kouzes and Posner (2002) reported that all exemplary leaders 

demonstrate five practices and ten corresponding commitments. They include first, 

modeling the way; showing deep commitment by clarifying personal values, beliefs 

and principles, and setting the example for their constituents by aligning actions with 

shared values and cultivating a culture in which people are committed and loyal as 

well as taking pride in the organization and its work. Second, inspiring a shared 

vision; envisioning the future by imagining exciting and ennobling possibilities and 

enlisting the work and help of others in common vision by appealing to shared 

aspirations. Third, challenging the process; searching for opportunities by seeking 

innovative ways to change, grow and improve, and experimenting and taking risk by 

constantly generating small wins and learning from mistakes. Fourth, enabling others 

to Act; fostering collaboration by promoting cooperative goals and building trust, 

and strengthening others by sharing power and discretion. Fifth, encouraging the 

Heart; recognizing contributions by showing appreciation for individual excellence 

and celebrating the values and victories by creating a spirit of community.  
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More so, Lashway (2003) insists that school heads must: serve as leaders for student 

learning; know academic content and pedagogical techniques; work with teachers to 

sharing the skills; Collect, analyse and use data in ways that fuel excellence; rally 

students, teachers, parents, local health and family agencies, youth development 

groups, local businesses other community residents and partners around the common 

goals of raising performance, and have the leadership skills and knowledge to 

exercise the autonomy and authority 

 

In addition to the characteristics of school heads provided by Lashway (2003) above, 

it can also be argued from the experience of this researcher that the emerging socio-

economic challenges demand recruitment of a responsible school head to maintain 

teacher professionalism, integrity and quality teaching standards in order to realise 

good students‟ academic achievement. Such a school head would require having 

coping strategies to deal with teachers‟ professional misconduct or malpractices that 

are commonly practised by teachers, students and support staff. The misconduct 

includes for example; immoral conduct, absenteeism, corruption, private tuition, 

unethical dressing, examination fraud, misappropriation of school capitation grant 

and sexual misconduct. 

 

The coping strategies envisaged could be seeking assistance from the District 

Education Officer or school board, promoting team work, acting promptly to 

teachers‟ dues (pay, remuneration, and motivation), summoning of staff to 

disciplinary bodies in maintenance of discipline and giving feedback in appraisal. 

Without having appropriate leadership skills and knowledge, a school head is likely 
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to face the following consequences; being rejected, redeployed, penalized or 

physically harmed by indiscipline teachers and students. 

 

Improved students‟ academic achievement is strongly related to the way in which 

schools are managed. Research on effective school management and performance 

identifies a number of factors which affect students‟ academic achievement, but 

singles out the role of school leadership as the most critical ingredient as school 

heads are required to possess all the good attributes of leaders and good quality 

leaders. Oyetunyi (2006) asserts that leadership matters because effective leaders 

make a difference in people‟s lives; they empower followers and teach them how to 

make meaning by taking appropriate actions that can facilitate change. 

 

The research findings of Quinn‟s (2002) study on the relationship between the school 

head‟s leadership behavior and instructional practices, supports the notion that 

leadership impacts on instruction and its findings further indicate that  school head‟s 

leadership is critical in creating a school that values and ultimately strives to achieve 

academic excellence for students. Hurley (2001) further asserts that school heads are 

the answers to a school‟s general development and improvement in the academic 

standards in that an effective school head creates an environment that stimulates 

enthusiasm for learning. This could mean that if the school head is effective and 

applies an appropriate school leadership model, he/she will create a positive learning 

atmosphere and inspire the staff to come on board and give off their best towards 

school performance. 
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Looking to challenge the theory that certain models of leadership will improve 

students‟ academic achievement, Berker (2007) performed a qualitative case study 

looking at the Shire school in the South of England. Seventeen staff members were 

selected and interviewed. Interview notes were word processed in first person 

statement. Classroom observations were also performed to triangulate comments 

from interviews to student and teacher relationships. The researcher found that 

although the leadership of the school played an important process in transforming the 

processes of the school, the direct effect on leadership pertaining to students‟ 

academic achievement remains unclear and unproven. This study did not shed light 

on the significant relationship between students‟ academic achievement and the 

particular school leadership models. 

 

In USA, the relationship between shared instructional leadership to teacher and 

student learning was explored by Printy and Marks (2006) through review and 

synthesis of qualitative and quantitative research. The researchers synthesized a 

number of studies from the National Longitudinal Study (sample size included 2,718 

high school teachers and administrators in 420 schools) and studies of shared 

instructional leadership drawing on a national sample of data from 24 schools 

included in the Schools Restructuring Study (SRS), which included data on how 

teachers interact with each other. Qualitative data was derived from extensive case 

studies performed by SRS.  

 

Through review, Printy and Marks found a strong relationship between leading, 

learning and teaching. It was discovered that colleagues who interacted more often 

with their teaching teams, administrators and other school faculty had high quality 
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teaching methods. Teachers found a purpose for their work, and developed clarity of 

values and focus on the future. Synthesis of the research pointed out that in effective 

schools, teaching is a social practice, and that collegial interaction was the primary 

source of teacher learning.  

 

The case also supported evidence that trust was a defining element of each school‟s 

climate, which facilitated interaction between colleagues. In both case studies, the 

researchers discovered that teachers had to earn their position as part of the shared 

instructional leadership team. Teachers who are nonconforming to the vision of the 

school are ignored and pressured to exit the system. The researchers also found that 

school heads hold themselves accountable for providing the direction and resources 

to support their work, and set high expectations relating to teaching, learning and 

students‟ academic achievement. This study focused on the relationship between 

instructional school leadership model and students‟ academic achievement in USA, 

not other school leadership models. 

In Uganda, Nsubuga (2008) investigated the head teachers‟ leadership styles and the 

performance of secondary schools. Findings from the study revealed that effective 

school performance requires visionary leadership, amongst others, and that there is a 

strong relationship between visionary leadership and transformational leadership, 

which is recommended for educational leaders. This study focused on secondary 

schools in Uganda, not WSS. 

 

Ddungu (2004) conducted a study entitled „Patterns of Leadership and Performance 

of Secondary Schools in Uganda.‟ The purpose of the study was to investigate 
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patterns of leadership responsible for the different levels of performance achieved by 

secondary schools in Uganda. According to the author, the secondary school 

performance varied across schools in the country. Whilst some schools were 

consistently performing well, others made no progress whatsoever and others were 

completely inconsistent. The findings of the study revealed that the majority of 

school head teachers demonstrated authoritarian leadership patterns, which most 

subordinates associated with inefficient performance in schools. This study not only 

focused on patterns of leadership responsible for the different levels of performance 

achieved by secondary schools in Uganda, but also not on WSS. 

 

In Botswana, Mabuku (2009) conducted a study to investigate the understanding and 

implementation of leadership and management in schools by school managers and 

other members of the school community in leadership and management roles 

advocated by the Policy of Education for All. Findings show that participants 

understood and practiced democratic educational leadership and management in 

terms of broader participation, open communication, delegation for empowerment, 

learning organization, shared decision making, shared leadership and team work. 

However, this study focused on the understanding and implementation of leadership 

and management in schools by school managers and other members of the school 

community in leadership and management roles advocated by the Policy of 

Education for all, not the influence of effective leadership models in improving 

students‟ achievement in WSS.  

In addition, it not clear from the findings whether it was the management or 

leadership in the schools that has the foremost advantages for achieving higher 
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students‟ academic achievement through collaboration, consultation and broader 

participation of the teachers and the community. In another study done in Ghana by 

Oduro and Mcbeath (2003), results indicate that the notion of instructional leadership 

which stands first was replaced by „supervision‟. 

In Tanzania, studies on school leadership models (Nguni, et al. 2005) to investigate 

the effects of transactional and transformational school leadership models on 

teachers‟ job satisfaction, organisational commitment and organisational citizenship 

behavour found that transformational leadership had strong positive impact on 

organisational commitment, organisational citizenship and job satisfaction. 

Transactional leadership had no significant effect on organisational commitment, 

organisational citizenship and job satisfaction but have a strong positive effect only 

on commitment to say. This study not only focused on the effects of transactional 

and transformational school leadership models on teachers‟ job satisfaction, 

organisational commitment and organisational citizenship behavour, but also the 

study focused primary schools,  not WSS.  

 

Again, in the area of instructional leadership, a study undertaken by Swai and Ndidde 

(2006) to examine policy initiative within primary schools in Singida, found 

evidence of teacher appraisal, head teachers‟ endorsement of teacher‟s schemes of 

work and lesson plans, checking and signing pupil workbooks. This study also 

focused on the role of primary school heads. But, Studies on the role of leadership 

and the status of WSS are still sparse in Tanzania. Although Lwaitama and 

Galabawa, (2007) found out that school leadership matters in improving students‟ 

performance in WSS, it is however, less clear to see the specific leadership models, 
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which heads of WSS can employ to intervene and make a difference in student 

achievement.  

 

Seni (2008) undertook a study to investigate the types and extent of community 

support to community secondary schools in Shinyanga. The aim was to identify the 

extent of support and link it to teachers‟ motivation, students‟ aspirations and 

readiness, and quality of education provided in community secondary schools. 

Findings from this study indicate that community support to community secondary 

schools is low in construction of physical infrastructure which caused shortage of 

resources required for secondary school, shortage of teachers in community 

secondary schools and the few available are demoralized. Furthermore, findings 

revealed that most of the students in community secondary schools are not inspired 

to learn and prefer to study in boarding government schools. They consider that the 

quality of education in community secondary schools is generally low.  

 

Similar studies on community secondary schools done by Matekere (2003), Makene 

(2004) and Kasandeko (2006) focused on examination effectiveness of community 

secondary schools in Mvomero District, effect of underfunding on performance of 

community secondary schools in Kilimanjaro region and financing of Community 

secondary schools in Mwanza and Mara regions respectively. These studies only 

indicate that the WSS reveal systematic inefficiencies and are severely starved of 

operational financial resources that seemed to result from lack of support from 

community and government. This therefore necessitated a need to design a study to 

investigate the influence of effective school leadership models in improving 

students‟ achievement in WSS in Tanzania.  
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It was thought that an investigation in this area would in particular shed light on the 

significant effect of school leadership models on students‟ academic achievement in 

WSS and the strategies employed by heads of WSS, to cope with challenges 

impacting upon the practices of school leadership models, in their bid to improve the 

academic achievement. 

 

2.4 Synthesis and Research Gap 

 

The intention of this section was to pull together the different parts of literature 

review in order to establish the knowledge gap. With regard to the review, studies 

have revealed a concern on various aspects that impact students‟ academic 

achievement. Some of these aspects are shortage of standard inputs (human or 

financial), dilapidated infrastructure, limited financial resources, and weak internal 

efficiency.  

Much of the current literature studying school leadership models posits that 

leadership has a minimal direct impact on students‟ academic achievement (Ross 

&Gray, 2006).  Kruger, Witziers and Sleegers (2007), postulated that leadership is no 

longer proposed as having a direct influence on students‟ academic achievement, but 

indirectly influences instructional organization and culture. It was important to 

research the extent to which heads of WSS and their leadership models impact 

students‟ academic achievement. The research integrated current data on the direct 

effects of school leadership models on students‟ academic achievement and some 

indirect effects school leaders might have on students‟ academic achievement. A 

variety of school models were researched to see if a specific leadership model is 

associated more positively with greater students‟ academic achievement. 
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However, from the review, on the one hand, very few comprehensive studies within 

Tanzania have been undertaken to address the influence of leadership models on 

students‟ achievement in WSS. On the other hand, the previous studies on this area 

are based on different geographical contexts. On this ground, their findings cannot be 

generalized to include the WSS in Tanzania. Galabawa (1989) asserts that the size 

and the representation of samples, limit the conclusion and generalizations that can 

be drawn from the findings. This study therefore focuses on investigation of school 

leadership models employed by heads of WSS, that show promising student 

academic achievement. 

 

2.5 Conceptual Framework 

Presented in Figure 1 is a conceptual framework representing leadership model and 

students‟ achievement in WSS. The ideal conceptualization of leadership and 

achievement in WSS is premised on the idea that leadership is power and influence 

that directs teachers to effectively perform as illustrated in Figure 1. The model   has 

been eclectically developed to assume the Input- Process-Output Model. In the 

conceptual framework below, both the attributes of school leadership models and the 

environmental conditions and challenges (teachers‟ practices and contextual factors) 

have significant relationships likely to raise or impact student learning and the best 

results in students‟ academic achievement in WSS. The first variable (Attributes of 

school leadership models) shows that the school heads studied in this study are likely 

to have any of the six characteristics that is expected to influence students‟ academic 

achievement in a particular way. The second variable (the environmental conditions 

and challenges) suggests factors such as teachers‟ practices and contextual factors 

that are also likely to influence both the performance of the school head and the 
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academic achievement of the students. The third variable (students‟ academic 

achievement) involves the expected learning outcomes when the attributes of school 

leadership models and the environmental conditions and challenges are functional. 

 

 

 
 

 

 

 

 

 

 

 

 

Figure 1: Conceptual Framework of the Study 

Source: Created by the Researcher (2013) 

 

The post-positivism philosophical paradigm supports the use of both the 

Contingency Leadership and McClelland‟s Need theories in the conceptual 

framework of this study to help define the elusiveness of leadership.  Post positivism 

philosophy suggests that student and teacher realities are based on their personal 

experiences and perceptions of their school heads‟ leadership models (Knipe & 

Mackenzie, 2006). The Contingency Leadership and McClelland‟s Need theories are 

part of the conceptual framework as seen through the lens of positivism. This 

philosophical paradigm supports the need for school leaders to know how students 

and teachers define reality in the school culture. Authentic leadership is determined 

by the followers, not leaders (Bhindi, Hansen, Rall, Riley, & Smith, 2008). With this 
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knowledge, heads of WSS can take actions to impact teachers‟ classroom 

instructions which in turn, may result in students‟ academic achievement. 

 

What is shown in the conceptual framework of this study is the implication of the 

Contingency Leadership and McClelland‟s Need theories as applied to attributes of 

instructional, transformational, transactional, distributional, situational, and 

pedagogical leadership models. Effective school leadership is determined by 

selection of the leadership model appropriate to the needs of the teachers and 

students. School capacity is impacted by the school leadership model. Students‟ 

academic achievement is a result of school capacity, teacher capacity (competence 

and performance), and teacher focused leadership within the conceptual framework 

of the Contingency Leadership and McClelland‟s Need theories. 

 

The conceptual framework also illustrates the importance of the Contingency 

Leadership and McClelland‟s Need theories in relation to students‟ academic 

achievement and the school leadership models. School organizations are productive 

when leaders exercise a greater level of adaptability in school leadership decisions. 

Heads of WSS utilize instructional, transformational, transactional, distributional, 

situational, and pedagogical leadership models to manage mediating variables such 

as contextual challenges in the educational settings. Heads of WSS have multiplicity 

roles which require a mode of adaptability of leadership behaviours (Blanchard and 

Hershy, 2001). School heads‟ leadership decisions impact school capacity and 

thereby indirectly effect students‟ academic achievement.  



 

70 

CHAPTER THREE 

RESEARCH METHODOLOGY 

 

3.1 Introduction 

This part of the study covers the methods of enquiry used to investigate the potential 

relationship between school leadership models and students‟ academic achievement.   

It includes study approach, study design, study location, study population, sampling 

process and procedures, data collection methods, data analysis, validity and 

reliability as well as ethical considerations. 

 

3.2 Study Approach 

This study used mixed approaches in view of research objectives and questions, 

whereby both quantitative and qualitative approaches were used. According to 

Tashakkori and Teddie (1998), the mixed approaches involve collecting, analysing, 

and interpreting quantitative and qualitative data in a single study or in a series of 

studies that investigate the same underlying phenomenon. Qualitative research 

approach is an inquiry process of understanding a social or human problem based on 

building a complex, holistic picture, formed with words, reporting detailed views of 

informants, and conducted in a natural setting (Creswell, 2012). In contrast, Creswell 

(2012) sees the quantitative research approach as a means for testing objective 

theories by examining the relationship among variables. These variables, in turn can 

be measured typically using instruments, so that numeric data can be analysed using 

statistical procedures.  
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The use of mixed approaches for this study is guided by the philosophical 

underpinning of pragmatism. The philosophical underpinning of pragmatism 

provides a set of assumptions about knowledge and enquiry that underpins the mixed 

methods approach and which distinguishes the approach from purely quantitative 

approaches that are based on a philosophy of positivism and qualitative approaches 

that are based on a philosophy of interpretivism or constructivism (Johson & 

Onwuegbuzie, 2004; Maxcy, 2003; Rallis & Rossman, 2003). 

 

Contrasting positivist and what they call interpretive approaches to research, Hudson 

and Ozanne (1998) posit that posit that positivists tend to take a realist position and 

assume that a single, objective reality exists independently of what individuals 

perceive. Positivists also assume that the social world, like the physical world, also 

exists independently of individuals‟ perceptions as a real, concrete, and unchanging 

structure (ibid). On the other hand, Hudson and Ozanne (1998) assert that 

interpretivists deny that one real world exists; that is, reality is essentially mental and 

perceived. Interpretivists claim that individuals create devices, such as theories and 

categories to help them make sense of their worlds (ibid). In order to arrive at a better 

understanding of the phenomenon of school leadership models and students‟ 

academic achievement, it needs to be emphasized that the choice of mixed 

approaches is in response to the limitations of the sole use of qualitative interpretive 

or quantitative methods in the interpretation of the phenomenon.  

 

While the qualitative approach raise methodological and ethical issues pertaining to 

the influence of the researcher on the data collected and informants, the quantitative 

approach is limited to highly structured data extraction techniques which often, as 
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Creswell (2012) suggests, does not accommodate maneuvering during the problem 

investigation phase. To avert the inherent weaknesses of each of the methods, thus, 

the research approach adopted a combination of qualitative and quantitative 

approaches. The philosophical underpinning of pragmatism could allow and guide 

mixed methods research to use a variety of approaches to answer research questions 

that could not be addressed using a single method to investigate the effects of school 

leadership models on students‟ academic achievement. The combination of the two 

research approaches - qualitative and quantitative is seen as strategic, where both 

approaches complement or inform each other to provide in-depth understanding of a 

phenomenon (Omari & Sumra, 1977). Patton (1990) also contends that the available 

evidence is increasingly supportive of qualitative and quantitative research methods 

as complementary rather than opposing paradigms. In this study, qualitative and 

quantitative research approaches were combined for the purpose of triangulation and 

complementarity. 

 

Quantitative research approach employed a cross- sectional survey design in order to 

collect quantitative data from teachers and students by using close-ended 

questionnaires. The purpose was to examine the relationship between school 

leadership models and students‟ academic achievement, and teachers‟ perceptions on 

their school heads‟ leadership models in relation to students‟ academic achievement, 

in the WSS. Cross-sectional was considered desirable in order to collect data from 

diverse and as a large number of teachers and students as possible. It has been argued 

that cross-sectional survey is useful for collecting data regarding individual‟s attitude 

about a social phenomenon (Miller, 2006), which was clearly the case in this study as 

it intended to also solicit the teachers‟ and students‟ perceptions about the influence 
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of their school heads‟ leadership models on students‟ academic achievement, in the 

WSS. 

On the other hand, qualitative methodological approach employed a multiple- case 

study design in order to collect in-depth qualitative data from heads of heads of WSS 

through semi-structured interview and documentary review. Qualitative studies, 

according to Kvale (1996) have the advantage of providing opportunities for in-depth 

understanding of phenomena. This observation is also shared by Patton (1990) who 

argues that qualitative methods permit the evaluator to study selected issues in depth 

and detail. Qualitative data for this study were intended to get a holistic scenario of 

the influence of school leadership models students‟ academic achievement, in the 

WSS from the perspectives of school heads. Thus, consistent with the 

interpretive/constructivist philosophical underpinning. 

 

3.3 Study Design 

The study design is a logical model of methodological proof that allows a researcher 

to draw inferences from data findings, and later on to define the domain of 

generalisability of the same findings (Frank-fort-Nachmias & Nachmias, 1996). It 

comes to light of this researcher that a study design guides the researcher on how to 

proceed in a research undertaking.  

 

This study adopted a concurrent study design, whereby cross-sectional survey was 

used in obtaining quantitative data, while multiple - case study was used for 

qualitative data. According to Creswell (2012), in concurrent study design the 

researcher collects both qualitative and quantitative data at the same time and then 

integrates the information in the interpretation of the overall results.  In this study, 
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quantitative data from cross- sectional survey and qualitative data from multiple- 

case study were collected at the same time and then the data were integrated in the 

interpretation and description of the phenomenon of the effects of school leadership 

models on students‟ academic achievement by determining the meaning of the 

phenomenon as perceived by the heads of WSS, teachers and students.. In this case 

the researcher was interested in discovering the school leadership models as 

perceived by their teachers and students, influence of school leadership models on 

students‟ academic achievement and strategies used by heads of WSS to cope with 

the challenges impacting upon the practices of their school leadership models.  In 

this research, both quantitative data and qualitative data were collected at the same 

time between September and November 2014. 

 

Cross-sectional survey was used to assess the extent to which school leadership 

models influence students‟ academic achievement in WSS and to investigate the 

relationships among the variables in order to determine the strength and direction of 

their relationships and the coefficient of determination existing among them. Kothari 

(1993) writes that cross-sectional survey is the systematic investigation of 

relationships between variables. Therefore, a cross-sectional survey design was 

employed in this study because the study intended to comprehensively show the 

relationship existing between and among the variables and to measure perceptions, 

attitudes, beliefs, experiences and behaviour as Miller (2006) would suggest. The 

cross-sectional survey was advantageous than longitudinal one because data from 

teachers and students were collected at one point in time and it took care of mortality 

(Babbie, 2005).  
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On the other hand, multiple- case- study design was employed to to explain a holistic 

scenario of the phenomenon of school leadership models and students‟ academic 

achievement in the WSS from the perspectives of school heads.  Yin ( 2003) 

advocates that case study is an empirical inquiry that investigates a contemporary 

phenomenon within its real life context; when the boundaries between phenomenon 

and context are not clearly evident, and in which multiple sources of evidence are 

used.  

 

Since the heads of WSS involved in this study were drawn from ten different WSS 

and from diverse backgrounds; this entails that multiple meanings and realities 

regarding the effects of school leadership models on students‟ academic achievement 

were sought from the participants. It was therefore desirable to employ the multiple- 

case study design in order to gain an in-depth understanding of the school leadership 

models used by the heads of WSS, influence of school leadership models on 

students‟ academic achievement and strategies used by heads of WSS to cope with 

the challenges impacting upon the practices of their school leadership models.   

 

3.4 Study Location 

The study was conducted in Dodoma region, in Tanzania. The study was conducted 

in both poorly and well performing WSS of Dodoma region. Dodoma region was 

selected for this study because in overall, the region has been consistently performing 

poorly in the national CSEE. For example, in the national CSEE 2010 the pass rate 

for Dodoma was the least (5.14%). In 2011, the pass rate for Dodoma in the same 

examinations was relatively low (8.59%) compared to other regions (MoEVT, 2012). 

Again, according to MoEVT (2010), analysis of the CSEE 2010 results indicated that 
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among the ten secondary schools that performed poorly in those examinations, five 

of them (including the least performing WSS) were from Dodoma region. More so, 

analysis of the CSEE 2015 results indicated that among the ten worst performing 

secondary schools in those examinations, one of them (a ward secondary school) was 

from Dodoma region. Given this situation, selection of Dodoma for this study was 

based on test site ground as proposed by Kuhn (1962). 

 

3.4.1 The setting of Dodoma Region 

Data for this study were collected in Dodoma, a region located in the heart of 

Tanzania mainland, about 480 kilometres west of the city of Dar-es-salaam. The 

region, which is primarily semi-arid, covers an area of 41,311 square kilometers. The 

is bordered by Manyara Region to the north, Singida Region to the west, Iringa 

region to the south, and Morogoro Region to the southeast. Dodoma is situated at an 

elevation of 1,135 metres in a sparsely populated agricultural region; it is a market 

centre for peanuts (groundnuts), castor beans, sunflower seeds, corn (maize), rice, 

and sorghum. Cattle, which is raised and marketed, is important throughout the 

region.  

 

Based on the 2012 census, the population of the region is estimated at 2,083588 

million people, including 1014974 males and 1068614 females (United Republic of 

Tanzania [URT], 2012). The inhabitants earn their living through different activities 

including agriculture, employment in service-providing institutions such as schools, 

colleges, hospitals and universities, suppliers of water and electricity, and police. 

Others work in the transport sectors, processing industries and commercial activities 
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such as wholesaling and retailing. Industries produce wood and furniture, beverages 

(wine), processed food, milled rice, flour, and oil. 

 

Administratively, Dodoma Region is divided into seven districts; Bahi, Chamwino, 

Chemba, Dodoma, Kondoa, Kongwa and Mpwapwa. Most of Dodoma‟s inhabitants 

are Gogo, Sandawe, Rangi and Burungi (URT, 2012).  

 

This study on the effects of school leadership models on students‟ academic 

achievement in WSS was conducted in ten WSS in the seven districts of Dodoma 

region. At the time this research was undertaken, the region has a total number of 76 

WSS which sat for the Form IV national Certificate of Secondary Education 

Examinations. 31 (40.8%) WSS had at least three years of form four graduations 

under the same school head. Ten (32.3%) WSS out of the 31 WSS qualified for this 

study since they were banded by the BRN (2013) in the well performing or low 

performing categories. The ten WSS had a total of 237 teachers and 858 students in 

form III and form IV.  

 

According to the BRN (2013) ranking, two well performing WSS were in Dodoma 

district, one was in Chamwino district, one was in Kongwa district and another one 

was in Mpwapwa. As for the case of low performing WSS, one was in Chemba 

district, one was in Kondoa district, one was in Bahi district, one was in Dodoma 

district and another one was in Mpwapwa district. The distribution and the categories 

of the WSS explain why all these districts were involved in this study. 
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3.5 Study Population 

Study population is the basis of establishing the sample of the study and refers to a 

group of individuals, objects or items from which a sample is taken for measurement 

(Kombo & Tromp, 2006). In the present study, the target population and respondents 

included school heads, school teachers and students drawn from five well performing 

and five relatively poorly performing WSS in Dodoma region. In this study, well-

performing schools are used to refer to those schools exhibiting a high students‟ 

achievement in NECTA standardized examinations according to Big Results Now 

(BRN) school ranking. In this context, well-performing schools should also be 

conceptualized as those schools which are explained by high performance indicators 

such as A and B scores in individual subjects or divisions I and II as determined by 

high scores.  

 

In contrast, low-performing schools are used to refer to schools exhibiting a low 

students‟ achievement in NECTA standardized examinations according to Big 

Results Now (BRN) school ranking. In this regard, low-performing schools are also 

measured by low performance indicators such as C and D scores in individual 

subjects or divisions IV and 0 as determined by low scores. 

 

On the basis of their performance in the Form IV national Certificate of Secondary 

Education Examinations ranking in 2013, the high and low performing WSS was 

theoretically selected as proposed by Strauss (1987), to represent the total number of 

76 WSS which sat for the Form IV national Certificate of Secondary Education 

Examinations in Dodoma.  (MoEVT, 2012). 
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3.6 Sampling Techniques and Sample Size 

A sample is a small group of people or things that are part of a larger population 

selected to be studied (Mohan & Parameswaran, 2008). The study used both 

purposive and random sampling techniques. Purposive sampling is considered as the 

most important technique to use when there is a need to only target participants with 

specific type of information or knowledge relevant to the objectives of the study 

(Patton, 1990; Ary etal, 1996). A purposeful sampling method was used to determine 

the research participants. The researcher was able to identify the participants who 

were the best qualified to provide the information needed for the intended purpose of 

the study with this method of sampling (Creswell, 2012). 

 

In this study, theoretical (or purposive) sampling was used in the selection of high 

and low performing schools, heads, teachers and students. The same procedure was 

used to site the schools which had at least three years of form four graduations under 

the same school head in order to determine the influence of school leadership models 

on students‟ academic achievement.  

 

On the other hand, the simple random sampling was used to select individual 

teachers in each school and individual students from forms III (Three years of 

secondary education) and IV (Four years of secondary education) in each school. The 

determination of the sample size for the teachers and students was based on 

convenience. Convenience sampling includes participants who are readily available 

and agree to participate in the study (Fink, 1995). In the case of this study, teachers 

and students were easily accessible and they were ready to participate in filling out 

the questionnaires. Therefore, in this study, a convenience sample of 250 was used to 
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include: 10 heads of school (one from each school), 120 teachers (12 from each 

school) and 120 students (12 from each school), as summarized in Table 5 below.  

 

Table 5: Sample size by categories  

Type of respondents Number of respondents 

Heads of school 10 

Teachers 120 

Students  120 

Total  250 

Source: Field Data (2014) 

Ten heads of school who had supervised the same schools for at least three years 

were included in the study due to continuity in the leadership position they held, 

roles and responsibility they played and experiences they had regarding school 

leadership. They were therefore expected to provide useful information relating to 

this study. 

 

One hundred and twenty teachers with a teaching experience of at least three years in 

the same school were included in this study assuming that they had a sound 

understanding on leadership and students‟ achievement as they had been involved in 

the teaching and learning process for a long time, and were also accountable for the 

success and failure of their students. 

 

One hundred and twenty students of Form III and Form IV were included in this 

study because they were involved in the learning process under the influence of the 

same school leadership. Being in their schools for at least three years, it was assumed 
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that the students would provide precise information which might be concealed or 

forgotten by the school heads and the teachers. 

 

3.7 Data Collection Methods 

In order to give a more complete picture of what was being studied and to cross –

check the consistency of information collected, the study employed various 

techniques to gather information needed for the purpose of the study such as semi-

structured interviews, close-ended questionnaire and documentary review.  

 

3.7.1 Semi-structured Interviews  

Gall et al. (1989) define interview as a purposeful dialogue between a researcher and 

respondents where the researcher looks for specific information. It involves the 

collection of data through direct interaction between the researcher and the 

individuals being studied. Interviewing was employed for the purpose of collecting 

first-hand information from respondents. Patton (1990) argues that an interview 

allows respondents to express their inner perspectives including the meaning they 

make from their perspectives. There are four ways of data collection through the 

interview method. These include informal, unstructured, semi-structured and 

structured. 

 

This study employed semi-structured interview in order to collect rich and deep 

information. The semi-structured interview was suitable in the data collection 

process due to its flexibility, being focused and time-effective as suggested by Patton 

(ibid). Semi-structured interviews are also known as guided interviews concerned 
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with preparation of interview guide including topics and questions in an order in 

which they should be raised (Morrissey and Higgs, 2006).  

 

The interview involved a series of open-ended questions based on the topic under 

study. The researcher developed one interview schedule (See Appendix 1) that was 

administered to heads of WSS in order to establish the school leadership models used 

by the heads of WSS to enhance students‟ academic achievement. Semi-structured 

interviews consisted of open ended questions and were therefore used to collect in-

depth qualitative data such as perceptions, attitudes, beliefs, experiences and 

behavior of effective leadership models from the 10 school heads because the school 

heads were few and had a lot of information. The purpose of interviewing the heads 

of WSS, however, was to emphasise a „phenomenological view in which reality 

inheres in the perceptions of individual‟ and to find meaning from events as they 

occur naturally (Glatthorn &Joyner, 2005). 

 

The semi-structured approach was favoured because it leaves room for emergence of 

certain issues and certain aspects during the interviews, while at the same time, 

focusing on certain themes to avoid data overload (Kothari, 1993). The interview 

schedule for the school heads focused on the following: 

 School heads‟ education background; 

 Specialized school management training and professional development; 

 Qualities of a well performing school; 

 School leadership challenges; 

 Strategies to overcome School leadership challenges; 
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 Contribution of teachers, students and community towards achievement of 

good school achievement; 

 Critical factors determining students‟ academic achievement; and 

 School leadership models used and their influence on students‟ academic 

achievement and teachers‟ practices in teaching. 

 

The interviews were tape recorded and transcribed to ensure the accuracy of data. 

The heads of school were informed of the purpose of the interview and were asked to 

feel free to air their feelings, thoughts and emotions and to express themselves in the 

ways they deemed free. 

 

3.7.2 Close-ended Questionnaire  

This technique is used by researchers to clarify question in order to help participants 

describe their lived experiences (Morrissey & Higgs, 2006). The researcher 

developed two different sets of close-ended questionnaires (See Appendices 2 & 3) 

to collect quantitative data from teachers and students in the selected WSS. The 

close-ended questionnaires were conveniently necessary to cover the 120 teachers 

and 120 students in the selected WSS as they were many and had severe time 

constraints. Teachers‟ questionnaires addressed their perceptions about the heads‟ 

school leadership models, instructional practices and teachers‟ own views of 

students‟ academic achievement. On the other hand, students‟ questionnaire 

highlighted the students‟ perceptions about their participation in school 

administration, learning needs, discipline, academic achievement and their school 

heads‟ leadership models. This technique had the advantage that certain personal or 

intimate information, for example, on ineffective leadership and low students‟ 
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academic achievement, was collected with assured anonymity. Both questionnaires 

were prepared in English. The questionnaires comprised two parts. The first part 

comprised demographic information. In the second part of each of the questionnaires 

students and teachers and students were asked to indicate the extent to which they 

agreed or disagreed on the influence of their school heads‟ leadership models on 

students‟ academic achievement.  

 

Teachers‟ questionnaire item 1 (Appendix 2) consisted of responses to 22 likert items 

with a 4 point response scale anchored by strongly agree and strongly disagree as 

follows; 1) strongly agree,  2) agree, 3) disagree, and 4) strongly disagree. Teachers‟ 

questionnaire item 2 (Appendix 2)   consisted of responses to 10 likert items with a 

4- point response scale anchored by strongly disagree and strongly agree as follows; 

1) Strongly disagree,  2) Disagree, 3) Agree, and 4) Strongly agree. Students‟ 

questionnaire item  (Appendix 3)   consisted of responses to 10 likert items with a 4- 

point response scale anchored by strongly disagree and strongly agree as follows; 1) 

Strongly disagree,  2) Disagree, 3) Agree, and 4) Strongly agree. Prior to completing 

the questionnaires, respondents were requested to read to read the instructions and 

ask questions for clarifications. They were then requested to fill out and return the 

questionnaires in the physical of either the researcher or the research assistants 

 

3.7.3 Documentary Review  

Documentary review technique is used to complement data obtained from other 

instruments, and it is cost effective, easy to access and not expensive (Denscombe, 

1998). In this study, documentary review was used to support the study‟s findings 



 

85 

that were derived from the participants‟ responses as it provides a rich discourse 

punctuated with opinions Gall (1989). 

 

Documents analysed included documentary review of CSEE results (2011 – 2013) to 

assess and ascertain student academic achievement, minutes of school 

committees‟/boards‟ meetings to assess purpose of the meetings, how they focused 

on students‟ academic achievement, teacher decisions and responsibilities. 

Documentary review of mission statements, minutes of staff meetings and strategic 

plans were also involved in this study to clarify data from interviews and 

questionnaires. Permission to use these documents was sought from the heads of 

WSS visited. 

 

3.8 Data Analysis  

Data analysis means a critical examination of the assembled and grouped data for 

studying the characteristics of the subject under study and for determining the 

patterns of relationships among issues relating to it (Krishnaswamy, 1993). This is 

important towards finding out solutions of the problem under study (Bogdan & 

Bicklen, 1992). In this study, data were processed and analyzed using both 

qualitative and quantitative approaches. Qualitative modes of data analysis provide 

ways of discerning, examining, classifying, comparing and contrasting, and 

interpreting meaningful patterns or themes (Patton, 1990). 

 

Qualitative data from semi-structured interview were analysed by using the 

conventional thematic content analysis (Hsieh and Shannon, 2005) in which key 

terms were identified and compared for similarities and differences to build larger 
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categories and the categories were clustered into common themes in order to get an 

overall threshold image of the qualitative evaluation. In this study, a thorough and 

systematic reading and coding of the transcripts from the interviews allowed major 

themes to emerge. Segments of the interviews were coded enabling an analysis of 

interview segments on a particular theme, the documentation of relationships 

between themes and the identification of themes important to participants. 

Similarities and differences across sub-groups were also explored. 

 

Quantitative data from questionnaires were coded statistically. Some quantitative 

data from questionnaires were analysed using inferential statistics. Finally, Pearson 

correlation coefficient was carried out to determine the influence of each school 

leadership model on students‟ academic achievement. The Pearson correlation 

coefficient analysis was done using the Statistical Package for the Social Sciences 

(SPSS, Version 16).  

 

3.9 Validity 

This is the quality of data gathering, instrument or procedure that enables it to 

measure what is supposed to be measured (Best & Kahn, 1998; Ary etal, 1996). 

Essentially, validity entails the question whether the measurement process and 

assessment actually measure what was intended it to measure (Last, 2001). This 

researcher‟s afterthought was that validity was to ascertain the accuracy of the 

instruments by establishing whether the instruments focused on the information they 

intended to collect.  
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Therefore, in order to address face validity, the following was done: instruments 

were reviewed by supervisors and senior academic staffs of the University of 

Dodoma for comments. Second, content validity was addressed by requesting five 

experts in the field of educational management and measurement to provide their 

constructive comments on the relevance of each item on the instrument. On this 

basis, the researcher revised the instruments according to the comments made by the 

supervisors, senior academic staff and experts. Furthermore, a pilot study was done 

in one WSS in Dodoma region with one head of school five teachers and five 

students to test the content validity by using multiple data collection instruments 

(triangulation). In consistency with Fink‟s (1995) observation, feedback from the 

pilot study helped the researcher enhance the quality of the instruments before going 

to the actual field. 

 

3.10 Reliability 

This indicates consistency in approach across different researchers and different 

project (Gibbs, 2007). Reliability addresses whether repeated measurements and 

assessment provide a consistent results given the same initial circumstances. Yin 

(2003) suggests that qualitative researchers need to document the procedures as 

possible. To achieve the degree of consistence of the instruments in tapping 

information from more than one respondent, first, the instruments were piloted to 

respondents involving two heads, ten teachers and ten students at two WSS (one well 

performing and one low performing) in Dodoma region.  

 

Second, the pilot study used different data collection instruments; one interview 

schedule for heads of school and two sets of questionnaires for teachers and students. 
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Through the pilot study, the researcher was able to determine whether the 

instruments were appropriately framed to the level of the respondents, and whether 

the words and language expressions used were not ambiguous. Third, a diary of 

events was used to accurately record and maintain the data; the data was constantly 

compared with the codes and developed during and after the data gathering session. 

Fourth, the transcripts were checked to make sure they did not contain obvious 

mistakes made during transcription. 

 

3.11 Ethical Considerations 

In this study ethical issues were considered during the entire study process. Ethical 

issues and values in research reminds the researcher the responsibility for 

acknowledging literature sources, keeping the public informed and protecting 

privacy as well as the welfare of human subjects (Mason & Bramble, 1997). This 

entails that ethical considerations involves fair treatment of research participants and 

data in order to ensure not abusing their rights of consent and anonymity, and to 

avoid bias during the research process. In this study, ethical issues and values, 

research rules, regulations and responsibilities and protocol were observed by taking 

the following: First, prior to going for data collection, the researcher  requested and 

obtained research clearance and permit from the Director of Graduate Studies of the 

University of Dodoma.  

 

Additionally, before visiting the schools for data collection, the researcher obtained 

permission in writing from the Dodoma Regional commissioner and from the District 

Executive Directors of each district in Dodoma region who are in charges of the 

areas. In every school, the researcher showed the letter to the school administration, 
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explained the purpose of the visit and asked the school head to allow the research 

activity to be conducted in the school. Second, the respondents were asked for their 

consent and were assured confidentiality by referring to them as respondents, school 

head, teacher and student instead of actual names/ use of given names. The 

researcher also avoided plagiarism by ensuring appropriate referencing. 
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CHAPTER FOUR 

DATA PRESENTATION, ANALYSIS AND INTERPRETATATION 

 

4.1 Introduction 

This chapter presents, analyses and interprets the data for the current study. The 

purpose of this study was to assess the extent at which the school leadership models 

used by the school heads of WSS influence students‟ academic achievement in 

WSS. The chapter is organized into three main sections. The first section presents 

the demographic data which were obtained by asking the respondents to provide 

personal information in the first parts of the research instruments. The second 

section presents views from school heads regarding their training and 

professional development. The third section of the study, deals with presentation of 

research results on order of research questions as raised in chapter one. The research 

questions sought to be answered are:  

1. What school leadership models are practised by heads of WSS to 

influence students‟ academic achievement? 

2. To what extent do the school leadership models used by the heads of 

WSS influence students‟ academic achievement? 

3. What strategies are used by heads of WSS to cope with the problems 

impacting upon the practices of their school leadership models? 

 

The analysis of the data includes Pearson Correlation Moment and thematic coding. 

The results of the study are presented with inferential statistics, statistical analysis of 

the resulting correlations of each leadership model and students‟ academic 
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achievement, and thematic analysis. This chapter concludes with a summary of the 

findings of the research study. 

 

4.2 Analysis of Demographic Characteristics of Respondents 

In the first parts of the interview guide for school heads and questionnaires for 

teachers and students, the respondents were asked to provide information on the 

following aspects: sex, age, teaching and leadership experience, the location of 

school, year of establishment of the school, total number of students and teachers in 

the school by sex and academic, professional and specialised qualifications. A total 

of 120 questionnaires were physically administered to 120 teachers (12 from each 

school) and also the same total of questionnaires were physically administered to 

120 students (12 from each school) from 10 well and low performing WSS in seven 

districts of Dodoma region. Also 10 heads of school in those schools (one from each 

school) were interviewed. All the 120 teachers and 120 students completed and 

returned the questionnaires. All the 10 school heads granted the interview. (See 

Table 6). 

Table 6: Interviews granted and questionnaires returned 

District Heads of school Teachers Students Number of 

participants 

Dodoma 3 36 36 75 

Bahi 1 12 12 25 

Kondoa 1 12 12 25 

Chemba 1 12 12 25 

Chamwino 1 12 12 25 

Kongwa 1 12 12 25 

Mpwapwa 2 24 24 50 

Total 10 120 120 250 
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It is important to analyse the demographic information of the respondents who 

participated in this study because their characteristics are thought to have a strong 

bearing on the findings in relation to the research questions. 

 

4.2.1 Age of Teachers 

The age of 120 teacher respondents in both well performing WSS and low 

performing WSS who participated in this study was analysed. In the well performing 

WSS findings indicated that 34 teachers (57%) aged between 25 and 30 years, 18 

teachers  (30%) were between the ages of 31 and 40 years, 7 teachers (12%) were 

between the ages of 41 and 50, only 1 teacher (1%) was above 50 years of age. In 

contrast, in the low performing WSS, the findings revealed that 42 teachers (70%) 

who took part in this study were between the ages of 25 and 30 years, 16 teachers (27 

%) were between the ages of 31 and 40 years, and 2 teachers (3 %) were between the 

ages of 41 and 50 years. The summary of the above analysis is statistically presented 

in Table 7. 

 

Table 7: Age of teachers  

Age of 

teachers 

Frequency Percentage 

Well 

performing 

WSS 

Low 

performing 

WSS 

Well performing 

WSS 

Low performing 

WSS 

25-30 34 42 57 70 

31-40 18 16 30 27 

41-50 7 2 12 3 

50+ 1  1  

Total 60 60 100% 100% 
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All the 120 teachers sampled for this study, completed and returned the 

questionnaire. It appeared that majority of teachers in the WSS in Dodoma aged 

between 25 and 30 years. This study was therefore dominated by participants from 

this age category because the researcher was able to solicit opinions on the influence 

of school leadership models on students‟ academic achievement in the WSS largely 

from this group. 

 

4.2.2 Age of Heads of Schools 

All the 10 heads of school who responded to this study were able the interview. 5 

school heads were from the well performing WSS (one from each school) and 5 

heads of school were from the low performing WSS (one from each school). The age 

of these 10 school head respondents was analysed.  

 

In the well performing WSS, the results indicated that 1 head of school (20 %)  was 

between the age of 30 and 40 years, 3 heads of school (60%) were between the ages 

41 and 50 years, and only 1 head of school (20%) was above 50 years of age. 

Analysis of the age bracket of the school head respondents in the low performing 

WSS revealed that 3 heads of school (60%) were between the ages of 30 and 40 

years 1 head of school (20%) was between the age 41 and 50 years, and only 1 head 

of school (20%) was above 50 years of age.  

 

The age of school head was analysed with a view to establishing whether 

appointment of school heads in the WSS in Tanzania, is based on the level of 

experience and maturity. Likewise, analysis of the age of school head was of interest 

in order to find out whether there are differences in perceptions on preference with 
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regard to school leadership models according to differences in age among the school 

head. 

 

Arguing from the point of view of the age of school head, it is revealed that the 

majority of the well performing WSS (60%) are managed with school heads with 

appropriate experience and maturity. This group is represented by school heads of 

between 41 and 50 years of age. While the deployment of school heads favoured 

those with sound experience and maturity in the well performing WSS, it seems that 

the majority of the low performing WSS are managed by school heads that are young 

and inexperienced. This group (60%) is represented by school heads of between 30 

and 40 years of age. (See Table 8). 

Table 8: Age of heads school respondents  

Age Frequency Percentage 

Well 

performing 

WSS 

Low 

performing 

WSS 

Well performing 

WSS 

Low performing 

WSS 

30-40 1 3 20 60 

41-50 3 1 60 20 

50+ 1 1 20 20 

Total 5 5 100% 100% 

 

4.2.3 Age of Students 

The majority of students who participated in this study were between the ages of 16 

and 20 years in both the well performing WSS and low performing WSS. In the well 

performing WSS, the results showed that 59 students (98%) were between the ages 

of 16 and 20 years, and 1 student (2%) was between the age of 21 and 25 years. On 

the other hand, in the low performing WSS, the study found that 56 students (93%) 
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were between the ages of 16 and 20 years, and 4 students (7%) were between the 

ages of 21 and 25 years. (Table 9 is a summary of student age in schools which 

participated in this study). 

Table 9: Age of student respondents  

Age Frequency Percentage 

Well 

performing 

WSS 

Low 

performing 

WSS 

Well performing 

WSS 

Low performing 

WSS 

16-20 59 56 98% 93% 

21-25 1 4 2% 7% 

Total 60 60 100% 100% 

 

All the 120 students who participated in this study filled and returned the 

questionnaire. The student respondents included in this study were form three and 

form four students. It appears that the largest proportion of form three and four 

students in secondary schools in Tanzania is between the ages of 16 and 20 years. It 

is this age group which dominated the study in way of giving opinions. 

 

4.2.4 Teachers Education Background 

This study was also interested in the analysis of the education background of the 120 

teachers of WSS that was included in this study. Categorisation of the teachers by 

their educational qualification in the well performing WSS stood as follows 16 

teachers (27%) had a Teacher Diploma in Education, 42 teachers (42 %) had 

undertaken Bachelors Degree in Education, and 2 teachers (3%) had a master‟s 

Degree in Education. As for the low performing WSS, 3 teachers (5%) had 

undergone a One- month Induction course, 23 teachers (38%) had a Teacher 
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Diploma in Education, and 34 teachers (57%) had undertaken Bachelors Degree in 

Education. The glaring disparity in the teacher qualifications between the teachers in 

the well performing WSS and those teachers in the low performing WSS, may or 

may not be a significant predictor of students‟ academic achievement in those 

schools because a teacher‟s degree probably does not fully measure all teachers 

effects on students‟ academic achievement, as teachers with the same degree 

probably teach differently, assign different homework and differently motivate the 

students. Moreover, particular teaching styles may be more effective for students 

with a particular social and economic background, or less effective if undertaken in a 

school with poorly provided teaching and learning materials. 

Table 10: Teachers education background  

Level Frequency Percentage 

Well 

performing 

WSS 

Low 

performing 

WSS 

Well performing 

WSS 

Low performing 

WSS 

Induction 

Course 

0 3 0 5 

Diploma in 

Education 

16 23 27 38 

Bachelor‟s 

Degree 

42 34 70 57 

Master‟ 

Degree 

2 0 3 0 

Total 60 60 100% 100% 

 

In view of table 10, the teachers with Bachelors Degree in Education constitute the 

majority in the study sample. This is due to the fact that the alarming shortage of 
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teachers following the Secondary Education Development Plan, SEDP (2004-2009) 

has been reduced by the huge output of teachers from the local universities. 

However, the minimum qualification the ordinary level secondary school teacher is 

to have a Diploma in Education (MoEVT, 1995).  Those teachers who had attended a 

One- month induction course as a clash programme organized by the Ministry of 

Education were supposed to continue their studies at the Open University of 

Tanzania (OUT) as distance learners to earn the required qualifications 

4.2.5 Teaching Experience 

This study identified and analysed teaching experience of 120 teacher respondents 

from 10 WSS who participated in this study. 60 teachers were from 5 well 

performing WSS (12 teachers from each school) and 60 teachers were from the low 

performing WSS (12 teachers from each school). In the well performing WSS 

findings indicated that 39 teachers (65%) had 1-5 years of teaching experience, and 

12 teachers (20%) had 6-10 years of teaching experience. It was further found that, in 

the low performing WSS 41 teachers (68.3%) had 1-5 years of teaching experience, 

and 16 teachers (26%) had 6-10 years of teaching experience. Commenting on the 

teacher respondents‟ teaching experience, it is observed that the majority of the low 

performing WSS are stalked with teachers who have little teaching experience. ( see 

Table 11). 
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Table 11: Teaching experience  

Year  N=60 Schools 

Well performing Low performing 

1-5  N 39 41 

% 65.0 68.3 

6-10  N 12 16 

% 20.0 26.7 

11-15  N 2 1 

% 3.3 1.6 

16-20  N 5 2 

% 8.3 3.3 

20+  N 2 0 

% 3.3 0.0 

 

4.2.6 Leadership Experience of School Heads 

The leadership experience of the 10 heads of WSS was analysed. Table 12 highlights 

that, with regard to the well performing WSS, 4 school heads (80%) had leadership 

experience of between 6 and 8 years while 1 school head (20%) had leadership 

experience of between 3-5 years. The results further indicate that in the low 

performing WSS, 4 school heads (80%) had leadership experience of 3 to 5 years, 

while one (1) school head (20%) had leadership experience of 6-8 years. 

Table 12: Leadership experience of school heads 

Years Frequency 

Well performing WSS Low performing WSS 

Female Male Female Male 

3-5 0 (0%) 1 (20%) 2 (40%) 2 (40%) 

6-8 2 (40%) 2 (40%) 0 (0%) 1 (20%) 

Total 2 (40%) 3 (60%) 2 (40%) 3 (60%) 

As far as the gender of the school heads is concerned, the results highlighted that the 

gender disparities are minimal in the deployment of school heads. There are 40% 
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female school heads and 60% school heads in WSS. The study also revealed that 

40% of the female school heads were leading well performing WSS and also 40% of 

the female school heads were leading low performing WSS. On the other hand, 60% 

of the male school heads were leading well performing WSS, while 60% of the male 

school heads were leading low performing WSS. The gender of the school heads 

indicated in this study established that the magnitude to which each sex influenced 

school leadership and students‟ academic performance in the WSS was almost 

equally the same. 

 

4.2.7 School Heads Qualifications 

This study was also interested in the analysis of the education and school leadership 

background of the 10 school heads of WSS who were interviewed. Analysis of the 

educational qualification in the WSS revealed that as follows 8 heads of school 

(80%) had undertaken Bachelors Degree in Education, 1 school head (10%) of a well 

performing ward secondary school, had a Teacher Diploma in Education, and also 1 

school head (10%) of a low performing ward secondary school, had a Teacher 

Diploma in Education.  

 

The responses to the interview question: ‘Do you have any specialised school 

leadership training?’ indicated that the school heads were trained as classroom 

teachers, but not as heads of school. In Tanzania, most school heads leave their 

classrooms to become school heads without formal school leadership training. A few 

of them had been second masters or second mistresses before, so they acquired 

leadership skills in case they happen to have served under knowledgeable and 

experienced school heads. Unaware of the school leadership challenges, demands 
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and complexities that lay before them, most school heads start school leadership 

without an understanding of what leadership strategies required of them. 

 

 All the 10 school heads interview claimed to have received training having attained 

their Bachelors Degree in Education and Teacher Diploma in Education. However, 

what was learnt in these programmes was a general and management and 

administration course, which might not have imparted the necessary school 

leadership school. The possibility this could be the reason for poor students‟ 

academic achievement in most WSS cannot be ignored. Also, the responses to the 

interview question, “Have you been given induction school leadership or have you 

had an opportunity later while serving as a school head?” revealed that the 10 

school heads of the WSS interviewed, had attended a Four- Week Induction Course 

on school leadership at the Agency for the Development of Education Management 

(ADEM), Bagamoyo. One school head observed that: 

I received training in management and administration at ADEM for 

4 weeks. I have a certificate of attendance, but I still feel that I need 

more training as this one was too short to cover all the aspects of 

school leadership (School head in Case F: September, 2014). 

4.3 The School Heads’ Leadership Models practiced by heads of WSS   to 

influence Students’ Academic Achievement  

4.3.1 Teachers’ perceptions of their school heads’ leadership model  

Data for teachers‟ questionnaire item 1 (Appendix 2) consisted of responses to 22 

likert items with a 4 point response scale anchored by strongly agree and strongly 

disagree as follows; 1) strongly agree,  2) agree, 3) disagree, and 4) strongly 
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disagree. In this part of the survey instrument the participants were required to give 

their views on their school heads‟ leadership behaviour in relation to student 

academic achievement. The likert items embodied various behaviours (variables) 

which examined the teachers‟ perceptions of their school heads‟ leadership model as 

instructional, transformational, transactional, distributional, situational and 

pedagogical leadership in relation to students‟ academic achievement in WSS. 

Instructional leadership model consisted of 5 items. Transformational leadership 

model consisted of 4 items. Transactional leadership model consisted of 4 items. 

Distributional leadership model consisted of 3 items. Situational leadership model 

consisted of 4 items. Pedagogical leadership model consisted of 2 items. Each 

leadership model was assessed as shown in Table 13 below: 
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Table 13: Clustered School leadership Models  

Leadership Model 
Leadership behaviours assessed 

Instructional 

1. Your school head emphasis  on the improvement of teaching and 

learning in the school‟s core function  

2. Setting clear goals and standards and coordinating the curriculum  
3. Strict  monitoring of  both students and teachers  
4. Increasing  time on student tasks and instills a love of learning 
5. Ensuring  philosophical consistency 

Transformational 

1. Teacher empowerment in making decisions  
2. Focusing on the growth of staff and enhancing their commitment is 

part of school‟s strategic plan 
3. Fostering  individual teacher support and staff  

4. Encouraging  professional development 

Transactional 

1. The head of school applies rewards and punishment to make you 

comply with orders and directives 

2. holding teachers accountable to ensure  school effectiveness 
3. Centralised decision making in the welfare of the school. 
4. Centralised power and authority  

Distributional 

1.  Building of  strong team work and participation in decision making  
2. Sharing or delegation of school leadership roles and powers with 

teaching staff in addressing school problems and challenges 
3. Teachers‟ autonomy in  making decisions without intervention 

Situational 

1. Reliance on multiple sources of leadership  strategies across the 

organization  
2. Reliance on only one single most appropriate leadership strategy  
3. Variation of  kinds of school leadership models in decision making 
4.  You believe that the success and failure of your school is vulnerable 

to the environment 

Pedagogical 
1.  Creating a conducive learning and teaching environment 
2. Investing in school performance by allocating and spending resources 

wisely. 

Source: Adapted from Hoy and Miskel (2008) 

 

In relation to students‟ academic achievement, the school head‟s leadership model 

was determined through their teachers‟ responses as measured by a self designed 

leadership questionnaire (Appendix 2). Teachers‟ perceptions of their school heads‟ 

leadership models were then processed, analysed and summarized using descriptive 

statistical techniques as shown in Table 14 below.  



 

103 

Table 14: Teaching experience and teachers’ perceptions of their school heads’ 

leadership model in well performing and low performing WSS 

Teaching 

Experience 

(years) 

WSS 

D
is

tr
ib

u
ti

o
n

a
l 

T
ra

n
sa

ct
io

n
a
l 

T
ra

n
sf

o
rm

a
ti

o
n

a
l 

In
st

ru
ct

io
n

a
l 

P
ed

a
g

o
g
ic

a
l 

S
it

u
a
ti

o
n

a
l 

1-5  Well 

performing 
%  

of 

N 

33.10 33.80 34.80 34.00 33.50 34.40 

Low 

performing 
%  

of 

N 

33.90 32.80 32.20 32.40 33.10 31.90 

6-10  Well 

performing 
%  

of 

N 

10.10 9.80 8.80 9.40 9.60 9.20 

Low 

performing 
%  

of 

N 

13.10 13.50 13.90 13.80 13.10 13.60 

11-15  Well 

performing 
%  

of 

N 

1.80 1.70 1.60 1.80 1.70 1.80 

Low 

performing 
%  

of 

N 

1.00 1.00 0.60 0.80 0.80 1.00 

16-20  Well 

performing 
%  

of 

N 

3.80 3.90 4.90 4.20 4.60 4.00 

Low 

performing 
%  

of 

N 

1.90 2.00 1.50 1.80 2.30 2.20 

 20 and 

above 
  

Well 

performing 
%  

of 

N 

1.30 1.50 1.70 1.80 1.30 1.90 

Low 

performing 
%  

of 

N 

0 0 0 0 0 0 

Total Well 

performing 
%  

of 

N 
50.10% 50.70% 51.80% 51.20% 50.70% 51.30% 

Low 

performing 
%  

of 

N 
49.90% 49.30% 48.20% 48.80% 49.30% 48.70% 

Source: Field Data (2014), Key: N= 120 

As indicated in Table 14, in both the well performing WSS and low performing 

WSS, the teachers‟ perceptions of their school heads‟ leadership models varied on 
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the basis of their teaching experiences. Table 14 indicates that 34.8% of the teachers 

with teaching experience of between 1 and 5 years in the well performing WSS 

perceived their school heads to be both transformational and situational. In the low 

performing WSS, 33.9% of those teachers with the same teaching experience 

described their school heads as distributional. It is also shown that 10.1% of the 

teachers in the well performing WSS with the teaching experience of between 6 and 

10 years felt their school heads to be distributional. In the low performing WSS, 

13.9% of the teachers such teaching experience felt their school heads to be 

transformational. 

 

It is further indicated that in both the well performing WSS and low performing WSS 

the teachers with the teaching experience of between 11 and 15 years perceived their 

school heads to be more eclectic in leadership models. Whereas in the well 

performing WSS the teachers (1.8%) describe their school heads as distributional, 

instructional and situational, in the low performing WSS the teachers (1.0%) 

described their school heads as distributional, situational and transactional. On the 

other hand, the results indicate that 4.9% of the teachers in the well performing WSS 

with teaching experience of between 16 and 20 years thought their school heads to be 

transformational while 2.3% of the teachers with the same teaching experience in the 

low performing WSS felt that their school heads were pedagogical. 

 

The results further revealed that 1.9% of the teachers with more than 20 years of 

teaching experience were in well performing WSS only, and they perceived their 

school heads to be situational. In general the table indicates that teachers in the well 
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performing and low performing WSS had minimal differences in how they perceived 

their school heads‟ leadership model. However, all the six school leadership models 

were statistically significant in predicting students‟ academic achievement between 

well performing and low performing WSS. 

The analysis of teaching experience and the teachers‟ perceptions of their school 

heads‟ leadership models ascertain that the school heads in the WSS possessed a 

wide range of school leadership models used to address the diverse sets of issues and 

challenges they face. One school head of a low performing WSS interviewed pointed 

out that: 

When I was appointed as head of this school, the school had many 

challenges. I adopted a more strict kind of school leadership. I felt I 

needed to stand very strongly and firmly in order to ensure that 

meaningful and effective teaching and learning is taking place. 

Nevertheless, I sometimes listen to my teachers in a democratic way 

first before I make any changes. But, once a decision is made based on 

consensus, I ensure that everyone takes responsibility. (School head in 

Case J: September, 2014). 

 

Another school head of a well performing WSS interviewed who reflected a 

distributional model of school leadership echoed the following: 

A head of school has a role to facilitate and give his or her teachers 

the confidence to grow and to take on roles and responsibilities. In 

order for my teachers to be able to share powers and responsibilities, I 
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let my teachers operate under minimum supervision. (School head in 

Case B: September, 2014). 

The analysis of the narratives of the heads of WSS above highlighted the 

contingency nature of many of the decisions the school heads had to make and how 

different leadership models were used by the school heads in different contexts, and 

with different perceptions from their teachers. 

The analysis of teaching experience and teachers‟ perceptions of their school heads‟ 

leadership models generally revealed that the teachers in both well performing WSS 

and low performing WSS differently perceived their school heads leadership models. 

While the teachers (51.8%) in the well performing WSS perceived their school heads 

to be transformational, the teachers (49.9%) in the low performing WSS perceived 

their school heads to be distributional. 

 

4.4 Influence of School Heads’ Leadership Models on Students’ Academic 

Achievement in WSS 

The Ten school heads from both well and low performing WSS were interviewed to 

gain insight into their leadership models they practised to influence students‟ 

academic achievement. The need for the interview question was supported by the 

lack of information concerning the significant relationship between the school 

leadership models and students‟ academic achievement in WSS. The heads of WSS 

also provided information that described their understanding regarding qualities of a 

well performing school.  
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4.4.1 School heads’ perceptions on qualities of a well performing school 

In response to the interview question: „What are the qualities of a well performing 

school?’ All the 10 school heads of the WSS included in this study provided 

recurring responses by effective school leadership, teachers‟ qualifications and 

morale, student commitment to learning and discipline, conducive teaching and 

learning environment, good assessment and evaluation of students‟ continuous 

progress, good student performance in examinations administered by the National 

Examinations council of Tanzania (NECTA) and community support. A school head 

in one of the well performing WSS had this to say: 

 

Availability of teaching and learning materials, competent teachers, 

discipline students explain a good school. However these inputs may 

be useless in the hands of an inexperienced school head. It is the 

school head who creates a conducive physical and psychological 

environment to ensure effective teaching and learning. Since I was 

posted to this school as a headmaster I have been trying to make a 

difference in students‟ academic achievement through support from 

staff and students. (School head in Case C: September, 2014). 

 

Another school head of a low performing ward secondary school interviewed pointed 

out that: 

A good school requires a school head with vision and mission. But 

vision and mission need to be facilitated with availability of relevant 

instructional materials, well motivated and qualified teachers, and 

community support and involvement. Unfortunately community 
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support to this school has been very minimal. (School head in Case 

H: September, 2014). 

 

While, the school head in Case C acknowledges that teaching and learning materials, 

competent teachers and discipline students are important in explaining a good school. 

Yet, the role of an experienced school head is still required not only to effectively 

guides, directs and supervise the teachers and students in the use of the instructional 

materials, but also to create a conducive effective teaching and learning.  

 

On the other hand, the school head in Case H appears to be obsessed by the idea that 

vision and mission define a good school. This researcher is of the idea that mission 

clearly explains the purpose of the school‟s existence and vision charts the way 

forward for the actualization of the mission. It was established that all the ten WSS 

visited had both a mission and vision statement. The common vision was to excel in 

the provision of an all round quality education 

 

These qualities of a well performing school identified by the heads were almost 

similar to the characteristics of well performing schools by Shannon and Bylsma 

(2002) who asserted that effective school leadership is one component often found in 

high-performing schools. Principals charged with leading and managing schools are 

assessed by various indicators, including: (1) student performance in summative 

assessment or standardized examinations, (2) student enrollment in advanced 

placement courses, (3) the attendance and graduation rates of students, (4) clear and 

shared focus, (5) high standards and expectations for all students, (6) high level of 

collaboration and communication, (7) curriculum, instruction and assessment aligned 
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with standards, (8) frequent monitoring of learning and teaching, (9) focused 

professional development, (10) supportive learning environment, and (11) high levels 

of family and community involvement.  

With regard to the characteristics of well performing school emphasized above, this 

researcher thinks that what constitute a good and an effective school varies from 

place to place depending on different situations, and therefore there cannot be a set of 

prescribed set of characteristics that are constant. 

 

4.4.2 The Relationship between the School Leadership Models Practiced by 

Heads and Students’ Academic Achievement in WSS 

Effective school leadership is determined by the adoption of the leadership model 

appropriate to the needs of the teachers in order for the teacher‟s practices in 

teaching to realize students‟ tangible academic achievement.  In other words, the 

teachers‟ behavior and classroom practices are impacted by the leadership model, 

and students‟ academic achievement is a result of teachers‟ practices in teaching.  

The leadership models suggest that school heads actions affect students‟ academic 

achievement indirectly through the teachers‟ classroom instruction.  

 

For example, in response to the interview question ‘How does your school leadership 

influence the practices of the teachers in your school?’,  all the 10 school heads of 

the WSS included in this study identified the following characteristics they 

considered to be essential in impacting the teachers‟ practices in teaching; effective 

supervision of teaching and learning, rewarding of teachers, acting like a role model, 

empowering teachers, establishing good school-community relations, creating a 
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conducive school culture, encouraging participation and collaboration, fostering 

collegiality, and exercising transparency and fairness.  

 

In order to examine the extent of the relationship between each of the school 

leadership models and students‟ academic achievement, the analysis was performed 

using the Pearson Correlation Coefficient. The independent variables (school 

leadership models) were correlated with the dependent variable (student academic 

achievement). The Pearson Correlation Coefficient results for the relationship 

between the leadership models and students‟ academic achievement were 

subsequently analysed. Table 15 shows the correlations for school leadership models 

and students‟ academic achievement. 

 

Table 15: Correlations for school leadership models and students’ academic 

achievement from the teachers’ questionnaire  

Leadership 

Models 

Correlation 

analysis 

Student academic achievement in 

school  and NECTA examinations 

Distributional Pearson Correlation .512* 

Sig. (2-tailed) .032 

N 120 

Transactional Pearson Correlation -.665* 

Sig. (2-tailed) .029 

N 120 

Transformational Pearson Correlation .652* 

Sig. (2-tailed) .045 

N 120 

Instructional Pearson Correlation -.050* 

Sig. (2-tailed) .295 

N 120 

Pedagogical Pearson Correlation -.040* 

Sig. (2-tailed) .331 

N 120 

Situational Pearson Correlation .536* 

Sig. (2-tailed) .028 

N 120 

 **. Correlation is significant at the 0.01 level (2-tailed). 

 *. Correlation is significant at the 0.05 level (2-tailed). 
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4.4.2.1 Distributional leadership model and students’ academic achievement 

From the results in Table 15, it was established that there is a moderate positive 

significant correlation (p=.032, r=.512) between distributional leadership model and 

students‟ academic achievement in WSS in Tanzania. Distributional leadership 

mediated through teacher activity and contributed effectively to students‟ academic 

achievement.  It is revealed that some school heads employ distributional leadership 

model as a participatory school governance strategy. Perhaps, for these school heads, 

distributing leadership places an emphasis upon allowing and empowering those who 

are not in leadership positions or responsibility or authority to lead, advise their 

school heads effectively on school matters. In general, the school heads distribution 

of leadership tasks seemed primarily aimed at staff commitment by supporting staff 

initiatives and creating a climate where it is alright to take risks or to be held 

accountable. 

 

In their responses to the interview question on what leadership model they applied, 

why and how they used it, one school head in a well performing school responded as 

follows: 

As a team we are all involved in decision making and during 

academic or disciplinary committees, and even during staff meetings 

everyone‟s ideas are taken into consideration before a final decision 

is made. I like that. It is a more democratic approach we use to solve 

academic and disciplinary issues. (School head in Case A: 

September, 2014). 
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The school heads further reiterated that distributional leadership model is 

participatory and therefore suitable for the current political environment where 

democracy is a household phenomenon. Through distributional leadership model, 

decisions on various school activities are reached after communication, 

consultations, discussions and consensus. In distributional leadership model, 

decisions are hard to be questionable if there is a high involvement of teachers, 

students and non-teaching staff in the school‟s affairs as one school head in a well 

performing school pointed out that: 

 

I have given responsibility to each and every one individual in this 

school. For me it is not just a case of delegating tasks and roles to 

play but shared responsibility. When teachers are empowered they 

feel good and usually do their best to prove that they teach well. If 

the school is to improve in students‟ academic achievement only the 

teachers can do it no one else. So I always encourage my teachers to 

do the best in order to see the difference. (School head in Case D: 

September, 2014). 

On the relationship between the type of school leadership model employed and 

students academic achievement another school head of a low performing school had 

this to say: 

I have ensured that as a learning community we work more in teams 

and work across our subject areas. This has made us build a broader 

relationship, cooperation and mentorship. Because of this strategy, 

students‟ academic achievement in national examinations is 

improving. I strongly believe in my team now and as long as I give 
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them the same direction I know they are most capable to producing 

more tangible examination results. All this is predictable because I 

think we have a shared school vision and mission to give the best to 

our students according to the demands of Big Results Now (BRN) 

(School head in Case G: September, 2014). 

 

In an almost the same way, another school head responded as follows: 

As you know it is common to receive some directives from the 

government which require immediate implementation. We are 

obliged to implement those decisions. However, understanding the 

importance of the teachers‟ input in the implementation of such 

directives I normally seek advice through micro and macro 

management teams‟ meetings, committees, and staff meetings before 

the directives are effected. (School head in Case I: September, 

2014). 

 

This is a sign that some school heads use distributional leadership to make decisions 

through committees. The teachers, students and non-teaching staff are involved in the 

decision making process in one way or another. It is likely that during such meetings 

everyone‟s ideas are taken into consideration before a final decision is made on 

policy issues, academic matters or issues pertaining to discipline.  According to a 

documentary review that was made available in one of the WSS, it was noted that 

each school has a School Management Team (SMT) comprised of: the Head of 

school; Deputy Head; School Accountant; Academic Master: and Discipline Master.  

The SMT is responsible for ensuring proper implementation of the Education and 
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Training Policy by:  preparing school development plan and budgets;  managing the 

day to day affairs of the school;  ensuring high quality for new constructions and 

school maintenance; ensuring a conducive teaching and learning environment 

including integrating of sports and games in the school time table; supervising and 

ensuring high quality teaching and learning, including effective use of time on tasks 

for the entire school day; receiving school inspection reports and implementing 

inspection recommendations; supporting village government in identifying students 

eligible for Government scholarships; ensuring proper record keeping and 

management of funds collected and grants received from Government; and preparing 

a quarterly school performance reports (both financial and physical). 

 

If distributional school heads work with and through the SMT, the model can  

suitable for the current political environment that calls for democratic procedures of 

school governance in which decisions on various school activities are reached after 

communication, consultations, discussions and consensus. It was also found that in 

distributional leadership model, decisions are sometimes flexible as one of the school 

head pointed out: 

As much as I would like teachers to comply with school rules 

requiring teachers to stay at school until official school working 

hours, we agreed in our school management team‟s meeting to allow 

teachers to leave when they have completed their class sessions and 

have no any other obligations such as being on duty. We opted for 

this informal procedure because the school has no staff houses and 

some of the teachers‟ in the village about twelve kilometers from 

school. (School head in Case B: September, 2014) 
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On the relationship between the type of school leadership model employed and 

teachers‟ practices, another school head revealed that: 

Since we received a dirty school inspection report on our poor 

academic achievement in national examinations, we have agreed in 

our departments to assist in problem areas of the school subjects 

.Through this collaborative way of problem solving, we have seen an 

improvement not only in last year‟s form four national examination 

results but also in the teachers‟ delivery of subject content. 

Everybody has realised that we are guided by a common vision and 

mission towards students‟ academic achievement. (School head in 

Case J: September, 2014). 

 

It is clearly revealed that the schools heads‟ leadership model has a direct effect on 

the teachers‟ behaviours and practices that are likely to impact organizational 

characteristics and students‟ academic achievement. It is also clearly revealed that 

the school heads‟ leadership model has a direct effect on the organizational 

characteristics and teacher performance. Teachers‟ teaching styles can directly affect 

students‟ academic achievement positively or negatively. 

 

4.4.2.2 Transactional leadership model and students’ academic achievement 

Table 15 presents also the Pearson Correlation Coefficient results for the relationship 

between transactional leadership model and students‟ academic achievement. The 

results indicate that there is a strong negative significant correlation (p=.029, r=- -

.665) between transactional leadership model and students‟ academic achievement in 

WSS in Tanzania. Transactional leadership mediated through teacher activity and 



 

116 

contributed negatively to students‟ academic achievement. Perhaps, these school 

heads who adopt transactional leadership tend to be too result-oriented, too 

demanding and very harsh resulting in some teachers experiencing a high level of job 

stress and low job satisfaction, which in turn, has negative effects on classroom 

conditions such as teachers‟ performance and students‟ outcomes. In response to the 

interview question on what kind of leadership they applied, why and how they used it 

one school head in a low performing school pointed out that:  

 

We have been experiencing a serious decline in students‟ 

performance in NECTA examinations. In order to yield positive 

results for our students, I have made sure that teachers stay at school 

even when they do not have classes to teach that particular day. They 

are obliged to teach after the normal official school working hours 

and on weekends and during vacations. The local teaching 

arrangement gives the teachers the opportunities to attend to students 

who are not covered by the formal school teaching schedule. The 

teachers felt that I was too ambitious and autocratic. But I think 

under such circumstances, the leadership situations required me to 

take bold decision without consultations. (School head in Case F: 

September, 2014). 

 

Another school head of a low performing school added that: 

In our school management team‟s meeting we agreed to extend our 

teaching time table beyond the official working hours. Both teachers 
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and students were required to leave at 5.30 pm in order for students 

to have more time for self study, individual consultations with their 

teachers and remedial classes. But a few parents opposed this option 

and refused to contribute money to enable the school to provide mid-

day meals to both students and teachers. The parents felt that the 

plan for remedial classes was a move for the school to make money. 

I advised the parents accordingly, but I had also to make sure that 

the plan was implemented. (School head in Case F: September, 

2014). 

Yet another school head pointed out that:  

I have teachers whose subject knowledge and skills are questionable. 

Students complain that they do not understand what the teachers 

teach them. This can lead to poor students‟ results in examinations. 

Although the Academic Master takes care of the academic affairs, as 

a leader of the school I cannot run away from being a manager and 

administrator of my school. I cannot tolerate poor teaching when I 

learn that quality teaching is compromised because, eventually it is 

the school head who will be accountable for the consequences of 

poor teaching. I have to directly intervene. (School head in Case G: 

September, 2014). 

 

The school head‟s use of close and strict control measures emphasized above may be 

negatively perceived by teachers, and the school head is likely to face teachers‟ 

resistance and a decrease in teachers‟ morale which as a result, can have negative 

impact on students‟ outcomes.  
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4.4.2.3 Transformational leadership model and students’ academic achievement 

From the results in Table 15, it was established that there is a strong positive 

correlation (p=.045, r=.652) between transformational leadership model and 

students‟ academic achievement in WSS in Tanzania. It is revealed that most school 

heads adopt transformational leadership model as a school strategy of influencing 

student academic achievement by creating capacity and conditions in their schools 

through which meaningful and improved teaching and learning occurs. Conceivably, 

for these school heads, employing a transformational school leadership model is 

likely to have a positive impact on teacher beliefs regarding their collective capacity, 

commitment to the schools‟ values, vision and mission. The strong direct effects of 

transformational leadership on school conditions are in turn likely to have strong 

direct effects on classroom conditions. During the interview with the school head one 

school head whose school was performing well revealed that: 

Teachers, students and parents are my greatest asset for school 

effectiveness and I strongly believe therefore that parents, and 

teachers and students in this school are my best resource for change 

as these stakeholders have an impact on the overall students‟ 

academic achievement. (School head in Case H: September, 2014) 

 

In general, the above school heads‟ transformational leadership strategies seemed 

primarily aimed at expecting that the teachers‟ beliefs, efficacy, commitment to 

school mission and community partnerships will enhance significantly students‟ 

academic achievement. Secondly, transformational leadership appears to be 

compatible with broadly based trends of teacher empowerment and multiple 
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stakeholders‟ participation in school decisions as the use of the model by those heads 

of WSS tends to transact with parents, teachers, and students in their schools‟ affairs. 

 

In yet another interview with the school heads, one school head pointed out that: 

My priority is to build a strong culture where students, teachers and 

the entire school have opportunities for personal and institutional 

growth through a shared vision and mission. With this commitment 

we will be able to rise into the rank of well performing schools in 

this district. In order to get good students‟ academic achievement all 

what is required is support from both teachers and students. (School 

head in Case D: September, 2014). 

 

In general, the views of the school head above, suggest that adoption of 

transformational leadership strategies seemed primarily aimed at expecting that the 

teachers‟ beliefs, efficacy, commitment to school mission and community 

partnerships will enhance significantly students‟ academic achievement in this 

particular WSS. It comes to light that, first, a transformational leader motivates and 

educates subordinates towards making decisions without interaction with supervisor. 

Second, followers experience a higher level of self-efficacy when experiencing such 

transformational leadership.  

 

In yet another interview another school head commented that: 

I have been in this school for six years now. Fortunately we have 

never experienced teachers turn-over because the school provides a 

collegial environment and facilitates harmonious relationship. We 



 

120 

are working collaboratively as team rather than individuals. I have 

no doubt that this kind of relationship and the peaceful school 

surrounding has enabled the teachers to accomplish their obligation. 

(School head in Case A: September, 2014). 

 

The reflection from the views of the above transformational school head is that it is 

the collegial culture that has motivated teachers to chose to stay longer in the school. 

If the teachers feel that transformational leadership model is tasteful, they are likely 

to cooperate with the school leadership towards good students‟ academic 

achievement. Emphasing the importance of a strongly built school culture on 

students‟ academic excellence, one school head pointed out that: 

In order to make sure that teachers in this school have the adequate 

knowledge and skills to do their job well, when new teachers arrive 

we attach them to experienced teachers in their departments for 

mentorship. I this way, we have been able to sustain a culture of 

excellence in examination results. (School head in Case F: 

September, 2014). 

It is therefore imperative to note from the views of the school head above that school 

heads need to understand the values and norms embodied in the culture of the 

schools which they are leading and the level of the participation they are expecting 

from their members. Therefore to exercise effective leadership the head of school 

will need to influence the teachers, parents, students and the community. 
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4.4.2.4 Instructional leadership model and students’ academic achievement 

Table 15 presents also the Pearson Correlation Coefficient results for the relationship 

between instructional leadership model and students‟ academic achievement. The 

results indicate that there is a weak negative significant correlation (p=.295, r= -

.050) between instructional leadership model and students‟ academic achievement in 

WSS in Tanzania. Instructional leadership mediated through teacher activity and 

contributed negatively to students‟ academic achievement. Instructional leadership 

strategies are employed to emphasise the behaviours of teachers as they engage in 

activities directly affecting the growth of learners and include activities that improve 

and increase teacher‟s knowledge of the academic subjects they teach, and enable 

them to affect student learning.   

 

The direct or indirect behaviours of the instructional school head can significantly 

affect teacher instruction and, as a result, student learning. Perhaps, the school heads 

who adopt instructional leadership are likely to face difficulties in extracting more 

commitment and satisfaction from teachers, as well as establishing a climate that 

encourage trust, risk and collaboration. Ultimately, the instructional leadership 

behaviours will have no significant impact on the technical core of the school such as 

a classroom where students experience lessons designed around learning theory and 

diverse learning strategies.  

 

In response to the interview question, what kind of leadership they applied, why and 

how they used it, one school head of a low performing school pointed out that:  
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I can only tell if a teacher is good in terms of subject knowledge and 

skills if their students are performing well in examinations. I have 

established continuous use of formal and informal monitoring and 

feedback mechanisms of students‟ learning. The purpose is to make 

sure that every teacher is responsible for good students‟ academic 

achievement. Every teacher is aware of these expectations. Besides 

my administrative roles, Iam also involved in actual teaching. 

Unfortunately Iam sometimes involved with the community 

members to solve issues related to the progress of the school. . 

(School head in Case I: September, 2014). 

 

The views of the school heads above seem to suggest that instructional leadership is 

a highly individualized model requiring hands- on activity kind of school head. In 

other words, the school heads who adopt instructional leadership as a way of 

monitoring students‟ and teachers‟ achievement are likely to face difficulties in 

extracting more commitment and satisfaction from teachers, as well as establishing a 

climate that encourage trust, risk and collaboration. Ultimately, the instructional 

leadership behaviours will have no significant impact on the technical core of the 

school such as a classroom where students experience lessons designed around 

learning theory and diverse learning strategies.  

 

Perhaps, in a bid to avert the inherent downsides of the model, minutes of a school 

meeting in Case I indicate that the school head is working collaboratively with staff 

to define, communicate, and work towards data-driven shared goals of the school in 

making organizational decision, aligning instructional practice, purchasing curricular 
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materials and providing targets for progress|;monitoring and providing feedback on 

the teaching and learning process; and promoting school- wide professional 

development. This afterthought on promoting school- wide professional development 

was echoed during the interview with the school head when the school head further 

reiterated that: 

The teacher in the classroom is the main instrument for bringing 

about improvement in students‟ learning and examination results. 

Such results are maximised where there is an enabling and 

supportive environment for the learners to participate actively in the 

teaching and learning process. In order to fulfil this obligation, I 

have been encouraging Teachers‟ Development Meetings. (School 

head in Case I: September, 2014). 

 

An understanding of instructional leadership strategies in influencing teachers‟ 

practices in teaching was reflected during the interview with the school heads when 

responding to the question what leadership model they applied, why and how they 

used it, One school head responded by saying:  

Our school was not among those schools which perform well in 

NECTA examination. But for the past two years our school has kept 

performing at least in an encouraging way because we introduced a 

reward system for teachers for good students‟ academic achievement 

in form four final examinations results. For every „A‟ grade scored in 

the subject a teacher gets 10,000 Tanzanian shillings and for every „B‟ 

grade the teacher gets 5,000 Tanzanian shillings. We also provide 
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subsidized lunch for teachers. (School head in Case B: September, 

2014). 

 

Another school head mentioned that: 

Because we wanted to have good performance in examinations, the 

teachers‟ agreed to teach after normal official school working hours. 

We introduced monetary contributions to compensate the teachers for 

the extra teaching sessions. Form four students attend the extra classes 

at the fees of 20,000 Tanzania shillings per month. (School head in 

Case F: September, 2014). 

 

The views above reveal that some school heads who adopt instructional leadership 

tend to manipulate more commitment and satisfaction from teachers by introducing 

reward mechanisms such as money and food in order to realise significant impact on 

the teachers‟ practices in teaching and students‟ learning outcomes. The serious 

harsh environment experienced in teaching and learning in most of the WSS might 

prompt school heads to motivate their teachers and make them job satisfied.  

 

This strategy is logical because besides students and resources, teachers are the most 

important variable of school effectiveness. It is through teachers that the school can 

achieve its goals.  Through the process of motivation, school leadership can inspire 

and encourage the teachers in order that they facilitate the attainment of the desired 

academic achievement of their students. The significant relationship between 

instructional school leadership model and students‟ academic achievement can be 

perceived through teacher motivation and Job satisfaction. Supportive instructional 
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leadership should establish a professionally motivated and job satisfied staff 

necessary for streamlining academic excellence and efficiency in school. 

 

4.4.2.5 Pedagogical leadership model and students’ academic achievement 

Table 15 presents also the Pearson Correlation Coefficient results for the relationship 

between pedagogical leadership model and students‟ academic achievement. The 

results indicate that there is a weak negative significant correlation (p=.331, r=- -

.040) between pedagogical leadership model and students‟ academic achievement in 

WSS in the sampled WSS. Pedagogical leadership mediated through teacher activity 

and contributed negatively to students‟ academic achievement. 

 

During the interview with the school heads it was revealed that some school heads 

try to improve students‟ classroom gains by emphasizing induction programmes for 

teachers as one school heard in a well performing school confirmed that: 

We learn that most of the newly recruited teachers had serious 

problems on how to prepare their lesson plans in line with the 

current learner- centred teaching and learning methods. In order to 

overcome this challenge of inappropriate teaching methods which 

can result into poor examination results for our students, I asked 

departments to organise induction workshops to orient new teachers 

with the use of learner-centred teaching methods.  (School head in 

Case E: September, 2014). 

The school head above is questioning both the teachers‟ competence and 

performance. Competence and performance are teachers‟ attributes which 

significantly determine teachers‟ effects on students‟ academic achievement, as 
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competent and well performing teachers are expected to teach effectively, assign 

meaningful homework and motivate well the students.  

 

As Binde (2012) would suggest, a pedagogical head of school who implement 

pedagogical leadership takes into account the „why have students to learn this‟, „how 

are they going to learn‟, and „when is it appropriate‟ and, not just the „what‟. 

Pedagogical leadership requires heads of schools who have a strong commitment to 

educational change, ability to critically analyse situations, well-developed 

communication skills, and flexibility in dealing with other people. The above claim 

was unfolded during the interview a school head who had this to say: 

Some of our students join this school with poor education 

background in terms of reading, writing and arithmetic. This cannot 

be an excuse for low students‟ performance in examinations. We 

have to make sure that we are consistently organized in our teaching 

in order to improve students‟ academic achievement. I emphasise 

that teachers must be clear with the syllabus so that they are able to 

consistently proceed with schemes of work and lesson planning 

while they are aware of what they expect their students to know. Iam 

accountable for whole school success but every teacher is 

accountable for classroom improvement. (School head in Case G: 

September, 2014). 

 

For these school heads who adopt pedagogical leadership, there are likely doubts 

about the heads of school general capacity and inclination to engage in this more 

active and direct form of instructionally focused leadership model in the WSS where 
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teachers command of their subject content typically surpasses that of their 

supervising heads of school.  In turn, this can have negative effects on classroom 

conditions such as teachers‟ performance and students‟ academic achievement. Heck 

(1992) contends that: 

 

 It is an unrealistic expectation that school heads should have expert 

knowledge in all areas of teaching and learning, particularly at the 

secondary level. Yet in order to exercise leadership of learning, 

school heads need to knowledgeable about it. Without understanding 

of knowledge necessary for teachers to teach well content 

knowledge, general pedagogical knowledge, content-specific 

pedagogical knowledge, curricular knowledge and knowledge of 

learners, school leaders will be unable to perform essential school 

improvement functions such as monitoring instruction and 

supporting teacher development. (School head in Case I: September, 

2014). 

 

Understanding of the importance of content knowledge necessary for teachers to 

teach well their subjects is appreciated by school heads. This was evidently revealed 

during the interview when one school head pointed out that: 

I try to help every teacher to be a good teacher by encouraging 

teachers with a diploma in education to go for undergraduate degree 

programmes. We have prepared a teaching schedule that provides 

opportunities for teachers to go for further studies without disturbing 

our normal teaching. (School head in Case E: September, 2014) 
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The views above reveal that some school heads who adopt pedagogical leadership try 

to get the best out of their teachers by investing in professional development.  

Increased knowledge and skills will in turn, make significant improvement in the 

teachers‟ classroom instruction and consequently on students‟ learning outcomes.  

 

4.4.2.6 Situational leadership model and students’ academic achievement 

From the results in table 15, it was established that there is a moderate positive 

significant correlation (p=.028, r=.536) relationship between situational leadership 

model and students‟ academic achievement in WSS in Tanzania. It is revealed that 

some school heads employ situational leadership model as a strategy to lead their 

schools. Implicitly, the analysis highlights the contingency nature of many of the 

decisions the school heads had to make and how different leadership models are used 

by the school heads in different contexts, and with different implications to their staff 

and students. Perhaps, for these school heads, there is no one best way of school 

leadership that is very effective in all particular leadership situations as one school 

head emphasized during the interview: 

 

While I have broad set of values and beliefs I adhere to, I do not 

consider this to be a fixed leadership approach. I feel strongly I can 

switch to a leadership model that suited the situation, and I can 

behave in ways that do not reflect my core values and beliefs, if 

necessary. For example I personally prefer consultations, but 

sometimes I make unilateral decisions depending on the 

circumstances. For example, when I learn that implementation of 
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government directives are delayed through endless consulting I have 

to dictate. (School head in Case H: September, 2014). 

 

The school head reiterated further that: 

During my first year as head of school, in order to get the potentials 

of my teaching staff I tried a distributional leadership approach. I 

have empowered my deputy, the academic master and the discipline 

master to run the school. But since I learnt that there is laxity among 

teachers I have set time for classroom observations, mentoring and 

directing teachers to turn in their schemes of work and lesson plans 

in order to assess instruction. (School head in Case H: September, 

2014). 

 

The school heads above reveal that the adoption of a particularly relevant leadership 

model in a specific situation leads to school effectiveness and is better than the use of 

one leadership model throughout one leadership experience. In other words, it is 

proper for a school head to use various leadership models interchangeably depending 

on the prevailing situation in a school. One school head revealed thus: 

 

I prefer participatory way of school governance because teachers, 

students and the entire school move together as a team to achieve the 

goals and objectives of the school. But at times, the situation may 

not dictate participation of teachers and students in the decision 

making process. I therefore become more directive. (School head in 

Case B: September, 2014). 
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Also another school head reiterated that: 

Since I took over as head of school four years ago, in order to get 

things done I had to adopt a distributional leadership approach to 

manage a divided staff which was created by the former school head. 

The teachers complained that they succumbed to the former school 

head‟s top-down decisions which made them less concerned about 

the welfare of the students. (School head in Case G: September, 

2014). 

 

The opinions of the school heads above suggest that the adoption of a particularly 

effective leadership model in one situation may be irrelevant in other situation. 

Although situational leadership may be one of the most frequently used strategy in 

the WSS in Tanzania, this approach cannot boast to be the single best model to apply 

in the WSS. 

 

4.4.3 Students’ opinions about the influence of their school heads’ leadership 

model on their academic achievement 

 Descriptive statistics was computed to obtain students‟ opinions about the influence 

of their school heads‟ leadership model on their academic achievement (Appendix 

3). Data for students‟ questionnaire consisted of responses to 10 likert items with a 4 

point response scale anchored by strongly disagree and strongly agree as follows; 1) 

Strongly disagree,  2) Disagree, 3) Agree, and 4) Strongly agree. The mean 

boundaries were: 1- 1.4 = Strongly disagree, 1.5- 2.4 =Disagree, 2.5- 3.4 = Agree 

and 3.5- 4 = Strongly agree. The scale has been adapted from Manase (2014).  The 

mean score for students‟ opinions about the themes related to the influence of their 
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school heads‟ leadership model on their academic achievement was calculated. In 

this part of the survey instrument, the students were required to give their levels of 

agreement on their school heads‟ leadership behaviour in relation to student 

academic achievement among other factors. The data were summarized and sampled 

in Table 16 to show levels of agreements. The results indicate that students in WSS 

perceive differently their school heads‟ leadership model in influencing academic 

achievement. 



 

132 

Table 16: Students' opinions about the influence of their school heads’ 

leadership model on their academic achievement 

Items Schools     SD D A SA 

        N N  N  N       X  

The School Leadership often takes 

students' advice 

WPS 16  28  11  5 2.08 

LPS 21  33  6  0 1.75 

The participation of students' 

government in the welfare of the 

school is high 

WPS 0  37  16  7 2.50 

LPS 12  32  9  7 2.18 

School leadership has lead to the 

success and failure in academic 

achievement in this school 

 WPS 6  12  31  11 2.78 

LPS 5  10  41  4 2.73 

Your teachers are competent in 

teaching 

WPS 6  4  23  27 3.18 

LPS 12  28  15  5 2.22 

The infrastructure in this school is 

adequate 

WPS 43  5  10  2 1.52 

LPS 26  24  8  2 1.76 

The school head often monitors both 

teachers and students to ensure good 

school academic achievement 

WPS 15  21  18  6 1.95 

LPS 20  32  6  2 1.83 

The discipline of students in this 

School is good 

WPS 6  5  38  11 2.90 

LPS 6  33  19  2 2.28 

This kind of discipline has influenced 

the school‟s academic achievement 

WPS 3  11  32  14 2.91 

LPS 4  18  32  6 2.67 

The school‟s physical and 

psychological environment has 

influenced the students‟ academic 

achievement 

WPS 6  19  24  11 2.67 

LPS 1  27  24  8 2.65 

Your teachers are empowered in 

making decisions without being 

interfered by the school head 

WPS 8  10  24  18 2.87 

LPS 3  17  34  6 2.72 

 

Source: Field Data (2014). Key: Mean: 1= Strongly Disagree (SD), 2 = Disagree (D), 

3=Agree (A), 4 = Strongly Agree (SA),   WPS=Well performing schools, 

LPS= Low performing schools 
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From the results in table 16 it is established that majority of the students at the mean 

of 2.78 in well performing WSS agree that the school head‟s leadership model 

contributes to the success and failure in the students‟ academic achievement. The 

results also indicate that the majority of students at the mean of 2.73 in the low 

performing WSS concur that the school head‟s leadership model contributes to the 

success and failure in the students‟ academic achievement. On whether their teachers 

are competent in teaching, the students in well performing and low performing WSS 

seem to agree at the mean of 3.18 and 2.22 respectively.  

 

The slight difference in teachers‟ competence in teaching between the well 

performing WSS and the low performing WSS may have a bearing in explaining the 

difference in students‟ academic achievement between those schools in the context 

where teachers‟ competence explains also their performance in classroom 

instruction. 

 

 Majority of the students in well performing WSS agreed at the mean of 2.87 that 

their school heads‟ leadership model empowers their teachers in making decisions 

without being interfered by the school heads. This suggests that some school heads 

encourage the sharing of ideas in order to improve students‟ academic achievement. 

In this way, the teachers are motivated to participate collectively in the decision 

making process of the issues regarding the academic life of the students.  In much the 

same way, Majority of the students in low performing WSS agreed at the mean of 

2.72 that their school heads‟ leadership model empowers their teachers in making 

decisions without being interfered by the school heads.  

 



 

134 

 However, according to the results it is established that the student participation in 

decision making by providing their opinions for the greater improvement of their 

academic excellence is minimal in both well and low WSS. While in well performing 

WSS students agree at the mean of 2.50 that the participation of students‟ 

government in the welfare of the school is high, students in the low performing WSS 

disagree at the mean of 2.18 on this theme. It is further established that students in 

the well performing WSS disagree at the mean of 2.08 that school leadership takes 

students‟ advice. More so, students in the low performing WSS disagree at the mean 

of 1.75 that school leadership takes students‟ advice  

 

The slight difference in students‟ participation in the affairs of the school between 

the well performing WSS and the low performing WSS is remarkable in explaining 

the difference in students‟ academic achievement between those schools because 

students are the centre of concern in schools and for that matter their input into the 

academic welfare of the school is very important. Therefore, their participation in 

decision making should have been high.  

 

In both categories of school the students‟ ratings suggest that the students disagree on 

the availability of school infrastructure and the students further concur that the 

school‟s physical and psychological environment has influenced their academic 

achievement. It was later established that teachers‟ opinions both teachers in well 

performing and low performing WSS reveal that students‟ love of learning in their 

schools is very low.  It is likely that where the school‟s physical and psychological 

environment is not conducive, students‟ love of learning is going to be low.  
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Results further indicate that in both well performing and low performing WSS 

students‟ ratings suggest that the students agree that their discipline has influenced 

the school‟s academic achievement. However, whereas students in well performing 

WSS agree that the discipline of students in their school is good, students in low 

performing disagree that the discipline of students in their school is good. It is 

imperative that student indiscipline can adversely affect students‟ academic 

achievement in the low performing WSS. 

4.4.4 Teachers’ opinions about the influence of their school heads’ leadership 

model on students’ academic achievement   

Descriptive statistics was computed to obtain teachers‟ opinions about the influence 

of their school heads‟ leadership model on their practices in teaching and students‟ 

academic achievement (Teachers‟ questionnaire item 2 appendix 2). Data for the 

teachers‟ questionnaire consisted of responses to 10 likert items with a 4- point 

response scale anchored by strongly disagree and strongly agree as follows; 1) 

Strongly disagree,  2) Disagree, 3) Agree, and 4) Strongly agree. The mean 

boundaries were: 1- 1.4 = Strongly disagree, 1.5- 2.4 =Disagree, 2.5- 3.4 = Agree 

and 3.5- 4 = Strongly agree.  The scale has been adapted from Manase (2014).  

 

The mean score for teachers‟ opinions about the themes related to the influence of 

their school heads‟ leadership model on their practices in teaching and students‟ 

academic achievement was calculated. In this part of the survey instrument, the 

teachers were required to give their levels of agreement on their school heads‟ 

leadership behaviour in relation to the teachers‟ practices in teaching and academic 

achievement among other issues. The data were summarized and sampled in Table 
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17 to show levels of agreements. The results indicate that teachers in WSS perceive 

differently their school heads‟ leadership model in influencing the way the teachers 

teach and students‟ academic achievement.  

 

Table 17: Teachers' opinions about the influence of their school heads’ 

leadership model on their practices in teaching and students’ 

academic achievement  

Items Schools SD D   A  SA 

N  N  N  N X  

Students' academic achievement in 

national examinations is good 

WPS 16  24  18  2 2.10 

LPS 30  20  7  3 1.55 

The leadership model of your school 

head contributes significantly to 

student academic achievement in this 

school 

WPS 9 

 

 10 

 

 37 

 

 4 

 

2.60 

LPS 12 

 

 7  33 

 

 8 2.62 

Students' academic achievement in 

school examinations and NECTA 

examinations is good 

WPS 10 

 

 30 

 

 20 

 

 0 

 

2.17 

LPS 28 

 

 20 

 

 10 

 

 2 

 

1.77 

Availability of instructional materials 

in the school is adequate 

WPS 38  12  8  2 

 

1.57 

LPS 25 

 

 16 

 

 16 

 

 3 

 

1.95 

Availability of funds to run the school 

is adequate 

WPS 46  8  5  1 1.35 

LPS 43  11  6  0 1.38 

Application of learner-centred teaching 

and learning methods is appropriate 

WPS 5  19  34  2 2.55 

LPS 10  29  15  6 2.28 

Teachers' competence and 

performance in teaching is good 

WPS 3  7  26  24 3.18 

LPS 7  13  28  12 2.75 

Availability of community 

contribution and support for the school 

is adequate 

WPS 39  14  6  1 1.48 

LPS 43 

 

 10 

 

 6 

 

 1 

 

1.42 

Students‟ love of learning in this 

school is high 

WPS 20  23  14  3 2.00 

LPS 33 

 

 19 

 

 8 

 

 0 

 

1.58 

The influence of your school head‟s 

leadership model on your practices in 

teaching is high 

WPS 2  18  25  15 2.88 

LPS 4  25  22  9 2.60 

 

Source: Field Data (2014). Key: Mean: 1= Strongly Disagree (SD), 2 = Disagree 

(D), 3=Agree (A), 4 = Strongly Agree (SA), WPS=Well performing 

schools, LPS= Low performing schools 
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With reference to the results in Table 17, a large portion of the teachers  in the well 

performing and  more than a half of the teachers  in the low performing WSS agree at 

the mean of 2.88 and 2.60 respectively that the influence of their school head‟s 

leadership model on their practices in teaching is high. From the results in Table 17 it 

is also established that teachers in well performing agreed at the mean of 2.60 that 

the school head‟s leadership model contributes significantly to students‟ academic 

achievement. On the other hand, teachers in low performing WSS agree at the mean 

of 2.62 on the same theme. The results further indicate that the majority of teachers 

in well performing WSS agreed at the mean of 2.55 that they appropriately apply 

learner-centred teaching and learning methods, while, the teachers in low performing 

WSS disagree at the mean of 2.28 that they appropriately apply learner-centred 

teaching and learning methods.  

 

On whether their competence and performance in teaching is good, the teachers in 

well performing and low performing WSS seem to agree at the mean of 3.18 and 

2.75 respectively.  The results further reveal that students‟ love of learning in well 

performing and low performing WSS is very low. Both the teachers in well 

performing and low performing WSS disagree at the mean of 2.00 and 1.58 

respectively that students‟ love of learning is high. According to the results in Table 

17, it is reflected that students' academic achievement in school and NECTA 

examinations is generally poor, as for the well performing WSS teachers disagree 

that it has been good at the mean of 2.17, and for the low performing WSS teachers 

disagree at the mean of 1.77. 
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It was also presented earlier in table in table 17 that majority of the students in well 

performing WSS agreed at the mean of 2.87 that their school heads‟ leadership 

model empowers their teachers in making decisions without being interfered by the 

school heads. This suggests that some school heads encourage the sharing of ideas in 

order to improve students‟ academic achievement. In this way, the teachers are 

motivated to participate collectively in the decision making process of the issues 

regarding the academic life of the students.  

 

 In much the same way, majority of the students in low performing WSS agreed at 

the mean of 2.72 that their school heads‟ leadership model empowers their teachers 

in making decisions without being interfered by the school heads.  The slight 

difference in the way the school heads empower their teachers can realize a 

remarkable difference in the teachers‟ practices in teaching and students‟ academic 

achievement. 

 

However, besides the influence of the school head‟s leadership model, the abysmal 

students‟ academic achievement in these examinations is likely to be explained by 

contextual factors related to inadequate instructional materials in the schools, lack of 

funds to run the schools, inadequate community contribution and support for the 

schools. For example, teachers in the well performing WSS rated instructional 

materials at the mean of 1.57, school funding at the mean of 1.35 and community 

support at the mean of 1.48. On the other hand, teachers in the low performing WSS 

rated instructional materials at the mean of 1.95, school funding at the mean of 1.38 

and community support at the mean of 1.42. The teachers‟ ratings suggest that the 

teachers are pessimistic on the adequacy of those enabling conditions. It makes sense 
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to comment that these factors may deter the positive impact of the mediating effects 

of the teachers‟ practices in teaching, and eventually affecting students‟ academic 

achievement in an undesirable way. 

 

4.5 Strategies used by Heads of WSS to cope with the problems impacting upon 

the Practices of their School Leadership models    

The Ten school heads from both well and low performing WSS were interviewed to 

gain insight into their leadership strategies they used to cope with the problems that 

explain the state of the art of the students‟ performance in the Certificate of 

Secondary Education Examinations (CSEE) in the WSS. The need for the interview 

question was supported by the lack of information concerning the initiatives the 

heads of WSS use to improve the abysmal students‟ academic achievement. 

 

Table 18 presents data on students‟ performance in the Certificate of Secondary 

Education Examinations (CSEE) in the WSS between 2011 and 2013. In general, the 

results reflected poor performance in CSEE, with most students getting marginal 

pass of Division IV or failing completely. 
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Table 18: Form IV students’ academic performance in selected WSS, Dodoma Region 2011-

2013 

Year  Performance in Selected Well Performing WSS 

Wpwss 1 Wpwss 2 Wpwss 3 Wpwss 4 Wpwss 5 

Div  

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

2011 3 100 3 128 4 76 2 65 1 35 

2012 3 79 4 131 5 123 0 46 0 17 

2013 8 87 12 121 20 36 11 37 3 22 

 Performance in Selected Low Performing WSS 

Lpwss 1 Lpwss 2 Lpwss 3 Lpwss 4 Lpwss 5 

Div  

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

Div 

I-III 

Div 

IV&0 

2011 3 42 1 28 3 66 1 55 3 118 

2012 1 48 0 57 1 74 0 62 0 137 

2013 0 57 1 42 5 53 3 63 14 59 

Key:   Wpwss=Well performing ward secondary school  

Lpwss= Low performing ward secondary school 

Source: Researcher‟s Data compilation from CSEE Results of the ten WSS, Dodoma 

Region (2013) 

 

The school heads were asked on the leadership problems they faced and the 

strategies they employed to cope up with the leadership problems and make their 

schools effective in terms of improved students‟ academic achievement in the CSEE. 

The interview question was grounded by allowing the heads of WSS to talk about 

actual problems, while identifying specific leadership strategies they employed in 

their bid to realize good students‟ academic achievement within their schools. In 

their responses, the school heads attributed several critical problems to students‟ 

academic achievement in their CSEE. The heads of WSS also provided information 

that described the leadership strategies they have been using in their effort to cope up 
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with the common problems which emerged from the interview, in a bid to improve 

students‟ academic achievement. 

 

Table 19 identifies the common problems the heads of WSS perceived as having 

significantly impacted students‟ achievement. The heads of WSS described their 

leadership models and the strategies of their school leadership model they used to 

influence their students‟ academic achievement.  

 

Table 19: Problems impacting upon the Practices of the School Leadership 

models  

Problems Number of Times mentioned by 

Heads of WSS 

Acute shortages of teachers in Sciences 

and Mathematics 

Lack of, or non-use of Laboratories                   

Parents‟ negative attitude to schooling 

Long Walking Distances from home to 

School 

Lack of hostels 

Lack of English language proficiency 

Teachers‟ lack of job commitment 

Inefficient school boards  

Low performance standards 

Failure to provide food in schools 

8 (80%) 

 

10 (100%) 

5 (50%) 

 

3 (30%) 

10 (100%) 

8 (80%) 

6 (60%) 

2 (20%) 

3 (30%) 

5 (50%) 

  

Table 19 presents data which show the magnitude of the problems mentioned by the 

ten heads of WSS interviewed. The problems reflect factors, more external, than 

internal, to the heads of WSS studied. They include external factors such as: acute 

shortages of teachers in Sciences and Mathematics, lack of, or non-use of 
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Laboratories, parents‟ negative attitude to schooling, long walking distances from 

home to school, lack of hostels, lack of English language proficiency, teachers‟ lack 

of job commitment, inefficient school boards, low performance standards and failure 

to provide food in schools. 

 

Some of the problems mentioned by the heads of WSS could not emerge as key 

challenges being faced by all the heads of WSS studied. They include such factors 

as:  long walking distances from home to school, inefficient school boards and low 

performance standards. The study demonstrated that the anticipated challenges 

related to inadequate leadership skills and knowledge could not emerge from the 

interview responses of the heads of WSS as key problems they encounter in the 

course of discharging their duties. These encompass such challenges as: inadequate 

professional preparations and leadership skills and insufficient management and 

administrative skills which were identified as some being due to the fact that the 

four-week induction course on school leadership at ADEM is short and inadequate. 

Therefore it is still implied that the head of WSS are still facing leadership 

challenges stemming from their school leadership training and experience. 

 

4.5.1 Coping with teacher inadequacy in Sciences and Mathematics 

The study found that art subjects had more teachers compared to science subjects of 

Physics, Chemistry, Biology and Mathematics in both the well performing WSS and 

the low performing WSS. It was discovered through a documentary review of one 

district that in 2014, the district was allocated 84 secondary school teachers by the 

government. Only 5 (6%) of them were for science subjects. One school head had the 

following to say on the teaching situation in science subject: 



 

143 

For the three Physics, Chemistry and Biology subject teachers: two 

teachers for Physics and Chemistry each teaches the subject he or 

she was trained for. The other teacher is trained for Biology and 

Chemistry but has to teach Biology only for the whole school.  

(School head in Case A: September, 2014). 

  

Another school head in a remote rural area whose school faced a serious shortage of 

science subject teacher pointed out that: 

Besides an acute shortage of the basic teaching and learning 

material, my school is facing a severe shortage of science subject 

teachers such that we are engaging form six leavers.  I have only one 

science teacher for Physics for the whole school. The School 

Management Team raised this concern to the School Board and 

fortunately, the board has endorsed our decision. We have now 

engaged two form six leavers to teach Physics, Chemistry, Biology 

and Mathematics though their teaching techniques are questionable. 

(School head in Case G: September, 2014). 

 

This alarming shortage has in turn, resulted in students‟ poor academic achievement 

in the science subjects. The views of the heads of WSS above not only highlight the 

magnitude of teacher inadequacy in science subjects, but also demonstrate that the 

school heads have a can do attitude as they are only performing what they can 

manage. These heads of WSS use their powers and the rules and boundaries of the 

system creatively in the use of the available human resources 
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4.5.2 Coping with lack of science Laboratories 

The study undertook a thorough inquiry on the availability of the science laboratories 

in the WSS visited. Unfortunately all the schools were found to have no science 

laboratories. It was also observed that 4 WSS (40%) were using classrooms as 

improvised laboratories. During the interview one of the school heads have the 

following to say: 

In my school students do Physics, Chemistry and Biology 

theoretically. During the NECTA examinations they do alternative to 

practical, and most of them are doing poorly. The poor performance 

in these subjects has eventually discouraged the students to take 

science subjects. Most students choose to enroll in arts subjects. 

(School head in Case J: September, 2014). 

 

 The head of WSS above shows how he or she copes with the challenge of lack of 

laboratories as he or she exhibits a bias towards innovation, experimentation and 

action. Again, this is a demonstration of „a can do attitude‟ as the head of school is 

aware of the challenge and is only performing what he or she can to rescue the 

situation. 

 

4.5.3 Coping with parents’ negative attitude to schooling 

In 50% of the schools (2 well performing and 3 low performing schools), school 

heads maintained that most of the parents do not make follow up on the academic 

progress of their children. The school heads also reiterated that the parents have been 

slow in responding to their call on payment of the school fees. This lack of support 

from the parents impedes the schools‟ effort in taking care of the academic life of the 
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children in the visited WSS. During the interview session one school head 

complained that: 

I have the feeling that the parents have a negative attitude towards 

schooling as they are less concerned about the school affairs. When 

it comes to academic matters, the local community seems to be less 

concerned. When we invite them as stakeholders, parents do not 

attend our general meetings to deliberate on academic issues of their 

children. They do not even appear when they are summoned to 

attend to specific issues relating to their children. We have decided 

to take some parents to court. (School head in Case F: September, 

2014). 

 

The school head above felt that relationship building, sharing a common vision and 

accountability standards, and communication and rapport between and among the 

school, the parents and the school community was important for students‟ academic 

achievement. What is observed here is that failure to communicate is detrimental to 

the school which is likely to cause lack of focus on teaching and student learning. 

 

It was further echoed during the interviews that the school heads thought that it was 

important that the school and the community are involved in the life of the school 

and relate to each other in a positive way as this school head observed: 

I came to this school with an idea to construct a hostel for the girls. 

It has been difficult for the school to mobilize the communities 

around the school to contribute to the construction materials or work 

on the hostel construction project. Unfortunately this idea was not 
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appreciated; the parents insisted that construction of the 

infrastructure was the role of the government (School head in Case 

A: September, 2014). 

It seems that the school head above embodies the school‟s vision, philosophy, 

expectations and culture of success through his or her actions and words. The belief 

could be that in the schools that have a desire to improve students‟ academic 

achievement, everyone in the school and community buys in to the same vision and 

mission. These common beliefs and values drive behavior. 

 

4.5.4 Coping with long walking distances from home to school 

The study found that a large number of students from the rural WSS walk long 

distances  far and beyond the established standards criterion of four miles for non-

boarding WSS as per school mapping criteria ( Caillods and Heiyman, 1983). This 

finding was evidently confirmed by one school head during the interview: 

About 50% of our students come from villages as far as about 15 

kilometres from the school. This makes the students from these 

villages to have the longest walking distances from home to school 

daily. The location of the school does not favour the students from 

the catchment areas. It seems that the location of this school was 

made unilaterally for political gains. The local communities in each 

village had no common consensus on where to construct this 

secondary school (School head in Case G: September, 2014). 

 

According to school mapping criteria this study clearly revealed further that students 

in WSS from nomads and shifting cultivation communities walk longer distances of 
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more than the standard coverage distance recommended for non-boarding WSS. 

What emerges from the opinions of the head of WSS above is the situational 

awareness and engagement which calls for a need from both the government and the 

school community to construct hostels within the WSS in order to relieve the 

students from the challenges of walking longer distances from home to their 

respective WSS. 

4.5.5 Coping with lack of hostels 

A thorough inquiry on the availability of the hostels in the WSS visited revealed that 

all the schools were found to have no hostels. It was however observed that in 1 

(10%) WSS construction of a girls‟ hostel was underway. All the WSS visited are 

non residential. However, given the distances that the students have to walk to and 

from the schools need arose for construction of  hostels for both male and female 

students. The most vulnerable group in the problem of lack of hostels being girls 

living very far from the schools and those coming from difficult environment.  

Construction of hostels within the WSS would therefore relieve the students from the 

challenges of walking longer distances from home to their respective WSS. The 

schools will be able to engage well the students academically. In particular, hostels 

will relieve the girls from the daily routine of domestic chores at home and other 

related problems. They will get the spare time to do assignment instead of spending 

most of their time doing kitchen work.  It is a common practice that the girl is more 

overwhelmed with domestic works than the boy in such a way that the girl hardly 

gets the spare time to go through her books. 

 

 During the interview one of the school heads have the following to say about ghetto 

life for girls: 
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I can say that lack of hostel facility in this school contributes much 

to prostitution and truancy amongst girl students. My school is 

located in a poor sub-urban area along a high way. Because of lack 

of hostel in the school, girl students who lead a ghetto life are lured 

into sex practices with truck drivers for pay so that they are able to 

maintain their poor families or pay their house rent. Unfortunately, 

when approached for assistance, the Ward Executive Officer does 

not want to get involved in this problem for fear of being seen bad 

by community members. (School head in Case I: September, 2014). 

 

The head of WSS above believes that strong emphasis on  discipline positively 

impacts students‟ academic achievement, and he or she expects that school heads 

work together with administrators on issues of common concern. Such school heads 

are adept at creating a culture of achievement in the school that engages every person 

from teachers and support staff to parents and students to work on the main goal of 

schooling. 

 

It is likely that girls are hard hit by lack of hostels in WSS.  Students especially those 

who live in areas far away from their schools are forced to rent rooms in 

neighbouring surroundings. This situation puts girls at high risk of sexual 

harassment, teen pregnancies, early marriages, poor academic achievement due to 

poor learning environment which involves fetching water and cooking, causing girls 

to fail or drop out of school. 
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According to the Ministry of Education and Vocational Training (MoEVT) statistics 

28,600 girls left school between 2004-2008 because they became pregnant. While a 

total of 16,656 girls were expelled from schools between 2008-2010 due to 

pregnancy cases. This means that between 2004-2010 a total of 45,256 female 

students dropped out of school due to pregnancy cases, besides other reasons. 

 

4.5.6 Coping with lack of English language proficiency 

The responses from the school heads interviewed revealed that both teachers and 

students face problems in using English as a medium of instruction.  The lack of 

English language proficiency poses communication problems between and among 

teachers and students during the learning process. During the interview session one 

school head complained that: 

We are teaching English language to our students who have not 

understood well other subjects which are taught through English. 

Since these students have not understood well or have no firm grasp 

of what they have learnt in other subjects, and since English like any 

other language has no content of its own but is used to express what 

has been learnt and understood in other subjects, students have no 

foundation on which to base the learning of English. (School head in 

Case D: September, 2014). 

 

This school heads suggests that, the basic language problem encountered by students 

in learning English in the WSS is that the teaching and learning of English is made 

more difficult since the general understanding which forms the foundation for further 

learning is missing, or has not been created. When ideas are not firmly grasped in the 
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minds of students, they cannot be expressed in the language that is being taught. It 

was further revealed  during the interviews that the  use of English as a teaching 

language  secondary schools is not only a huddle to students‟ learning, but also 

seems to be a barrier to the teachers of English as well  as to teachers of subjects 

other than English as this school head observed: 

I have noticed that some teachers in this school have serious English 

language problem to the extent that though they have sound subject 

knowledge and skills, they cannot teach well using English as a 

medium of instruction. In most cases the teachers teach using 

incorrect English or resort to Kiswahili. This situation creates 

confusion to students. We have to see the logic of using the language 

the teachers and students understand better in order to enable 

students to acquire knowledge through the language they understand. 

(School head in Case H: September, 2014). 

 

The views of the school head above, that we have to see the logic of using the 

language the teachers and students understand better in order to enable students to 

acquire knowledge through the language they understand advocate a positive attitude 

towards change and strong focus on students and learning. This school head is 

supported by observation in some secondary school classrooms in Tanzania which 

indicates that the majority of students are handicapped when it comes to using 

English as a medium of instruction (Brock-Utne, 2005).  The consequence of lack of 

English language proficiency as a medium of instruction is poor students‟ academic 

achievement in subjects taught in English (Qorro, 1999). Mwinsheikhe (2003) 

observes that the use of English as a medium of instruction in Tanzanian secondary 
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schools seems to be a barrier to students‟ learning. Brock-Utne (2006) also argues 

that learning in a foreign language prevents learners‟ easy accessing of knowledge.  

Brock-Utne refers to the English used as a medium of instruction as a language of 

“destruction” (instead of construction) because it blocks the learners‟ potential in 

attaining the intended outcomes of the learning process. 

In Tanzania, the assumption of policy makers and syllabus designers is that English 

is a second language, while in terms of use, English in Tanzania is a foreign 

language. Most of the goals and objectives set for teaching English seem to be to 

prepare students for a second language situation, which in effect does not exist here 

in Tanzania for majority of students in the WSS. Because of this mismatch between 

goals, objectives and assumptions and the real situation on the ground, it is not 

surprising that most of the objectives for teaching English in Tanzania are not 

achieved.  

 

4.5.7 Coping with teachers’ lack of job commitment 

Many (60%) of  the school heads interviewed expressed pessimistic feelings that 

there is teachers‟ lack of job commitment due to various factors such as  low salaries, 

resulting in teachers holding other jobs to supplement their income; poor working 

conditions, such as inadequate textbooks and shortage of classrooms and facilities; 

heavy teaching load; limited opportunities for professional advancement; lack of 

professional support; limited or lack of non-salary benefits such as housing, transport 

and headship allowances; restricted opportunities for career advancement and 

promotion. The school heads also reiterated that the government has been slow in 

responding to those problems. This lack of support from the government impedes the 

schools‟ effort in retention of teachers especially in the rural WSS where the teaching 
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environment is even harsher. During the interview session one school head 

complained that:  

My school does not have even a single house for the teachers. More 

emphasis was put on the construction of more classrooms. Most of 

us live in the village about 8 kilometres from the school. In most 

cases we come to school by bicycles. When new teachers arrive it 

becomes difficult for them to cope with the situation. Most of them 

plan to leave the place by any means possible. (School head in Case 

G: September, 2014). 

 

In the same tone, another school head added that: 

We have been requesting for a Mathematics teacher for two years 

now without success. The only Mathematics teacher we had decided 

to go for undergraduate studies even before his probation period, and 

did not choose to come back after completion of his studies. (School 

head in Case C: September, 2014). 

 

The above scenario whereby school heads complain of lack of housing facilities 

which force the teachers to live in indecent houses in the villages depicts the severe 

problem particularly affecting teachers in the WSS located in the rural areas. With 

regard to the views above, it is therefore highly unlikely that the students in such 

WSS will learn very much, or will gain anything from the classroom instruction, 

when their teachers are not motivated.  
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Motivation of teachers helps to retain teachers at their work places and it includes 

“materials and psychological needs” as pay on its own does not increase motivation 

among teachers; however pecuniary motives are likely to be dominant among 

teachers. From the views of the school heads, it is also revealed that in most of the 

WSS teachers‟ motivation is low and it has been detrimental to their students‟ 

academic achievement.  

One universality between teacher motivation and teacher job satisfaction is that they 

both seem to suggest that teachers enter the teaching profession due to intrinsic 

rewards such as their feelings towards children growth, development and making a 

difference in a child‟s life, self-esteem, personal fulfillment and accomplishment, 

professional pride and personal efficacy. Moreover, teachers‟ perception of the 

quality of their work lives has a direct impact on their morale, and their morale has a 

direct impact on their intention to leave their institutions.  

 

In order to sufficiently motivate the teachers, school leadership needs to address the 

teachers‟ attitude towards work, their needs, and their general behaviour. As a way of 

trying to motivate teachers, during the interview session one school head pointed out 

that:  

When new teachers are posted to my school, I give them ample time 

to settle their obligations before they start teaching. In order to 

facilitate their smooth settlement in the local community, I seek the 

assistance of the chairman of the local government to look for 

houses to accommodate the teachers. I am also obliged to guide the 

teachers to fill in all the important documents regarding their 
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employment, and I also assist them to get their subsistence 

allowances. (School head in Case E: September, 2014). 

 

The school leadership is therefore is exercising empowerment of a team oriented 

approach to education as he or she is duty bound to motivate teachers either as a 

group or as individuals in order to maximise their efforts towards students‟ academic 

achievement.  Since it is important that the school achieves good results, the local 

government should also know how to work with school leadership in order to 

motivate teachers working to maintain school beliefs and goals. Understanding that 

teacher‟s needs are many and varied, it could be difficult to predict how the teachers 

are going to behave or perform when manipulated using a particular technique of 

school leadership model. Despite this challenge, it is still very important for school 

heads, the government and education stakeholders to mobilise all the human 

resources under their charge in order to achieve the school‟s objectives.  

 

4.5.8 Coping with inefficient school boards 

According to a documentary in one ward secondary school, it was noted that each 

school has a School.  School heads work with and through the School Board to make 

decisions on various school activities through its meetings.  The School Board is 

responsible for: approving school development plans and budgets, and overseeing 

their implementations; advising District Secondary Education Officer on school 

management; advising District Secondary Education Officer and TSD on disciplinary 

cases of teachers; demanding on a regular basis accountability for students‟ 

performance; dealing with disciplinary cases of students; and deliberating on 

quarterly school performance reports (both financial and physical). 
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The vital role entrusted to a school board is stipulated in the Tanzania‟s Education 

and Training policy (TETP) of 1995. TETP puts emphasis on the establishment of 

school boards for management and administration of schools and colleges. This is 

found in TETP (1995), section 4.0 on „Management and Administration of Education 

and Training‟ whereby subsection 4.9 demands that „all education and training 

institutions shall have school boards‟. In addition to that, subsection 4.10 stipulates 

that „Boards of education and training institutions shall be responsible for 

management, development, planning, discipline and finance of institutions under 

their jurisdiction. 

 

Unfortunately, interview responses from two ward secondary school heads (20%) 

interviewed revealed that their school boards are inefficient as they have not met due 

to political divide within the boards among other reasons.  The downsides reported 

by the school heads regarding the proper functioning of the boards can lead to poor 

governance in the schools, and this can culminate to a delay in making decisions on 

school activities. During the interview session one school head complained that: 

No head of school can sit and relax when discipline is compromised. 

As the school does not have hostel facility, some students live in 

rented rooms in the township. In these hired rooms we came to learn 

that two of our students were conducting themselves in manners that 

were contrary to school rules because they were living as married 

couples. So, in our staff meeting we agreed to suspend them from 

school. Unfortunately, the decision to suspend these students was 

rejected during the school board‟s meeting. To my surprise most of 
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the views from the board members were politically motivated. This 

has made the teachers to be less concern about student discipline 

(School head in Case I: September, 2014). 

 

This school head is adept at creating a culture of students‟ academic achievement in 

the school through student support, common purpose and collaboration. In this 

context, this strategy is being used to engage every person from teachers and support 

staff to parents and students to work on student misconduct. This situation where 

students live as married couples puts girls at high risk of teen pregnancies which 

results into poor academic achievement. 

 

4.5.9 Coping with low performance standards 

The study unveiled that in three (30%) of the WSS had illiterate students who 

„miraculously passed their examinations‟ to join secondary schools. The school 

heads felt that there is much politicizing in education where students are selected to 

join Form One with low entry qualifications such that they can hardly read or write. 

It was further revealed that Form Two failures are allowed to get to Form Three with 

an average of 20% instead of 30%.  This finding was evidently confirmed by one 

school head during the interview: 

Last year I had about seven students in Form One who could hardly 

read or write. We discovered this problem during the Baseline 

English Orientation Course. It was a surprise to us. It has been 

difficult for us to help these students transit well from primary to 

secondary education. (School head in Case H: September, 2014) 
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Another school head also narrated that: 

We are teaching English language to Form One students who are 

weak. Most of the students who are selected for Form One in this 

school have problems either in reading or writing skills. We do not 

know how they managed to pass the standard seven examinations. 

Since these students have a serious English language proficiency we 

spend much time to orient them to secondary school subjects. 

(School head in Case C: September, 2014). 

 

Apparently, in a bid to cope with the challenge of low performance standards as 

signaled by student illiterate, the heads of school emphasise first facilitate instruction 

by creation of a consistent, coherent focused literacy programme at secondary 

school. Second, setting clear goals and standards. In their role, these heads of WSS 

are trying to create a culture of achievement by articulating measurable goals, setting 

high performance standards for students in every level. 

 

4.5.10 Coping with lack of school feeding programmes in schools 

In five of the WSS which participated in this study, poor students‟ academic 

achievement was attributed to lack of school feeding programmes. The School heads 

narrated that many students leave home very early in the morning in order to get to 

school on time. This is because they have to walk long distances to school. And 

because they leave home early, most students come to school on empty stomach. 

Some students come from poor families where there is nothing to take for breakfast 

at home. It was also found that students walk between 4 to 15 kilometres from their 

villages to school. It is difficult for them to go back home for lunch and if they have 
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to go home, then they get back tired and cannot concentrate in class.  During the 

interview, one school head pointed out that: 

My school is located about six kilometers from the village. The 

students walk a total distance of twelve kilometers everyday to and 

from school. They are forced to wake up very early in the morning at 

about 5.00 Am. They have to attend classes the whole day without 

taking lunch because they cannot go back home for lunch. Hunger 

hinders most students to concentrate on studies due to tiredness. 

Now how would you expect these students to perform well in 

national examinations had it not been for our bold decision to force 

the parents pay for the mid-day meal of their children? (School head 

in Case B: September, 2014). 

 

This head of WSS  exhibits  strength in decision making and the application of policy 

and procedure because he or she is situationally aware that students cannot learn 

well on empty stomachs, which call for a need from the parents to contribute towards 

feeding the students in order to relieve them from the challenges of hunger.  

 

The World Food Programme (WFP) observes that school feeding programmes, as 

has been proven over the years, are a great way to keep the young people from poor 

families, especially in the rural areas, in school. With the pangs of hunger silenced, 

the pupils concentrate in the class and perform better in national examinations, 

easing their transition to the next stage. For a long time, donors particularly The 

World Food Programme (WFP), have been the key players in this. However, the 

programme is only active in a few districts. Also, local communities contribute little, 
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leaving the burden to donors (The Guardian, 13
th

 February, 2013). This observation, 

clearly establishes the authenticity of the relationship between school feeding 

programmes and students‟ academic achievement.   

 

4.6 Summary 

Chapter Four provided the researcher with information to allow for discussion on the 

effects of school leadership models on students‟ academic achievement in WSS. This 

data provides information for discussion to be made on the relationship between 

school leadership models and students‟ academic achievement. In this chapter six 

school leadership models were identified among heads of WSS through the 

perceptions of their teachers. These models are transformational, distributional, 

transactional, instructional, pedagogical and situational. 

 

It was also established that school leadership contributes indirectly to students‟ 

academic achievement in the WSS. Transformational leadership was found to be the 

most preferred model in the WSS. It was further revealed that most school heads 

apply the transformational leadership model indirectly through teachers‟ instructional 

practices. Through the analysis of teaching experience and the teachers‟ perceptions 

of their school heads‟ leadership models, it was also found  that the school heads in 

the WSS possessed a wide range of school leadership models used to address the 

diverse sets of issues and challenges they face. This analysis highlighted the 

contingency nature of many of the decisions the school heads had to make and how 

different leadership models were used by the school heads in different contexts, and 

with different perceptions from their teachers.  Although the transformational 

leadership model was most preferred, the findings unveils that, depending on the 
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school context, school heads in the WSS at times sparsely use distributional, 

transactional, instructional, pedagogical and situational leadership models to address 

their leadership challenges . It was also established that where the transformational 

leadership was practised, students‟ academic achievement in the WSS was likely to 

be good.  

 

However, besides the influence of the transformational leadership model, the 

abysmal students‟ academic achievement in national examinations was explained by 

external problems related to inadequate instructional materials in the schools, acute 

shortages of teachers in sciences and mathematics, lack of, or non-use of 

laboratories, parents‟ negative attitude to education, long walking distances from 

catchment areas to school, lack of hostels, lack of English language proficiency, 

teachers‟ lack of commitment, inefficient school boards, low performance standards 

and failure to provide food in schools. These problems are likely to deter the positive 

impact of the school leadership models on students‟ academic achievement in WSS.  

 

Fourteen leadership strategies heads of WSS use to overcome the problems emerged. 

They include: creative use of powers and the rules and boundaries of the system, bias 

towards innovation, experimentation and action, relationship building, sharing a 

common vision and accountability standards, communication and rapport, vision, 

philosophy, expectations and culture of success, and situational awareness and 

engagement. Other strategies included also strong emphasis on discipline, positive 

attitude towards change and strong focus on students and learning, empowering of a 

team oriented approach to education, student support, common purpose and 

collaboration, facilitation of instruction by creating a consistent, coherent focused 
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literacy programme, setting clear goals and achievement standards, and exhibition of 

strength in decision making and the application of policy and procedure. 

 

This study revealed a pattern of common leadership strategies heads of WSS employ 

to overcome the leadership problems and make their schools effective in terms of 

improved students‟ academic achievement in the CSEE. While the manner of 

implementation varies from school head to school head, there is a good fit between 

the school head‟s leadership model, the school context and the manner of 

implementation of the strategy. 
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CHAPTER FIVE 

DISCUSSION OF THE RESEARCH FINDINGS 

5.1 Introduction 

This chapter focuses on a discussion of the findings of the study. The study 

investigated the effects of school leadership models on students‟ academic 

achievement in WSS. The discussion of the research findings is based on the three 

research objectives presented in Chapter 1, which are to: 1) identify the school 

leadership models practised by heads of WSS to influence students‟ academic 

achievement; 2) assess the extent at which the leadership models used by of the 

school heads influence the students‟ academic achievement in WSS in Tanzania; 

and; 3) explore the strategies used by heads of WSS to cope with the problems 

impacting upon the practices of their school leadership models. These findings were 

obtained from 10 school heads, 120 teachers, and 120 form three and form four 

students, making a total of 250 respondents from 10 well and poor performing WSS. 

From the informants, data were collected through individual semi-structured 

interview, close-ended questionnaires and documentary review. The demographic 

characteristics of the respondents are also discussed in relation to students‟ academic 

achievement in WSS. 

 

5.2 Demographic Characteristics of Respondents 

This section of the study discussed the demographic characteristics of the 

respondents such as age of respondents, teachers‟ education background, teaching 

experience, leadership experience of school heads and school heads‟ qualifications. 

This discussion was useful in a bid to have a holistic approach to the study of the 

influence of school leadership models on students‟ academic achievement in WSS. 
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5.2.1 Age of Respondents 

It was established that the majority of teachers in the WSS in Tanzania aged between 

25 and 30 years.  This had implications on both the leadership models employed by 

the school heads and the students‟ academic achievement in the WSS. The study 

established that the school heads (51.8%) in the well performing WSS were 

perceived to be transformational. The teachers‟ perceptions of the leadership models 

of their school heads in the well performing WSS differed from that of low 

performing WSS. It appeared the school heads in the well performing WSS 

employed the transformational leadership model because their teachers, depending 

on their age, appeared to be comfortable with the leadership model. On contrary, the 

school heads (49.9%) in the low performing WSS employed the distributional 

leadership model because their teachers, depending on their age, appeared to be 

performing well under this kind of leadership model. 

 

Discussing from the point of view of the age of the 10 school heads, it is revealed 

that the majority of the well performing WSS (60%) are managed with school heads 

with appropriate experience and maturity. This group is represented by school heads 

of between 41 and 50 years of age. The study also established that the majority of the 

low performing WSS are managed by school heads that are young and 

inexperienced. This group (60%) is represented by school heads of between 30 and 

40 years of age.  Since the deployment of school heads favoured those with sound 

experience and maturity in the well performing WSS only, the age of school heads 

was found to be a critical factor in influencing the school leadership model used, 

because the majority of school heads (60%), who were involved in the study could be 
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inferred to probably adopt transformational or distributional school leadership 

models with age, experience and maturity. 

 

The majority of students who participated in this study were between the ages of 16 

and 20 years in both the well performing WSS and low performing WSS. In the well 

performing WSS, the results showed that 59 students (98%) were between the ages 

of 16 and 20 years, and 1 student (2%) was between the age of 21 and 25 years. On 

the hand, in low performing WSS, the study found that 56 students (93%) were 

between the ages of 16 and 20 years, and 4 students (7%) were between the ages of 

21 and 25 years. I t was established that the largest proportion of form three and four 

students in secondary schools in Tanzania is between the ages of 16 and 20 years. 

This study could not establish the influence of age of students on the type of 

leadership models employed by the school heads. However, lack of hostels in WSS 

has forced students especially those who live in areas far away from their schools to 

rent rooms in neighboring surroundings. The ghetto life can entice students into 

indiscipline behavior which could elicit particular leadership models from the school 

heads. 

 

5.2.2 Teachers’ education background 

This study established the teachers‟ education background in both the well 

performing WSS and low performing WSS. The study found that the teachers‟ 

educational qualification in the well performing WSS 16 teachers (27%) had a 

Teacher Diploma in Education, 42 teachers (42 %) had undertaken Bachelors Degree 

in Education, and 2 teachers (3%) had a master‟s Degree in Education. As for the 

low performing WSS, 3 teachers (5%) had undergone a one-month induction course, 
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23 teachers (38%) had a Teacher Diploma in Education, and 34 teachers (57%) had 

undertaken Bachelors Degree in Education. The glaring disparity in the teacher 

qualifications between the teachers in the well performing WSS and those teachers in 

the low performing WSS, may or may not be a significant predictor of students‟ 

academic achievement in those schools because a teacher‟s degree probably does not 

fully measure all teachers effects on students‟ academic achievement, as teachers 

with the same degree probably teach differently, assign different homework and 

differently motivate the students. Moreover, particular teaching styles may be more 

effective for students with a particular social and economic background, or less 

effective if undertaken in a school with poorly provided teaching and learning 

materials.  Again, the glaring disparity in the teacher qualifications between the 

teachers in the well performing WSS and those teachers in the low performing WSS 

may or may not be a more plausible predictor of teachers‟ effects on students‟ 

academic achievement than other factors such as teachers‟ job commitment. 

 

5.2.3 Teaching experience 

The study established that in the well performing WSS 39 teachers (65%) had 1-5 

years of teaching experience, and 12 teachers (20%) had 6-10 years of teaching 

experience. It was further found that, in the low performing WSS 41 teachers 

(68.3%) had 1-5 years of teaching experience, and 16 teachers (26%) had 6-10 years 

of teaching experience. Commenting on the teacher respondents‟ teaching 

experience, it is observed that the majority of the low performing WSS are stalked 

with teachers who have little teaching experience.  This could have adverse effects 

on the students‟ academic achievement. It was also indicated that teachers‟ 

perceptions of the leadership models of their school heads in the well performing 
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WSS differed from that of low performing WSS across their age brackets. It 

appeared the school heads in the WSS employed different kinds of school leadership 

models because their teachers, depending on their teaching experiences, appeared not 

to be comfortable with only one type of leadership model.  

 

5.2.4 Leadership experience of school heads 

With regard to the leadership experience of the 10 heads of WSS it was established 

that in the well performing WSS, 4 school heads (80%) had leadership experience of 

between 6-8 years while 1 school head (20%) had leadership experience of between 

3-5 years. The study further indicated that in the low performing WSS, 4 school 

heads (80%) had leadership experience of 3-5 years, while 1 school head (20%) had 

leadership experience of 6-8 years.  Because the majority of school heads (80%) 

from the well performing WSS, who were involved in the study, could be inferred to 

probably adopt transformational leadership model.  Also, the majority of school 

heads (80%) from the low performing WSS, who were involved in the study, could 

be inferred to probably adopt distributional school leadership models depending on 

their leadership experience.  The study established that there are 40% female school 

heads and 60% male school heads in WSS.  

 

The study has also revealed that 40% of the female school heads were leading well 

performing WSS and also 40% of the female school heads were leading low 

performing WSS. On the other hand, 60% of the male school heads were leading 

well performing WSS, while 60% of the male school heads were leading low 

performing WSS. The gender of the school heads indicated in this study established 

that the magnitude to which each of the sexes influences school leadership and 
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students‟ academic performance in the WSS is almost equally the same. As far as the 

gender of the school heads is concerned, the study unveiled that the gender 

disparities are minimal in the deployment of school heads, and therefore was not 

found to be a critical factor in influencing students‟ academic achievement. 

 

5.2.5 School heads qualifications 

Chapter four highlighted the significance of heads of WSS training and continuous 

professional development. Inadequate preparation of heads of WSS for their 

leadership roles was implied as one of the factors for the lukewarm students‟ 

academic achievement. This study found that the school heads of WSS were trained 

as teachers by profession at diploma and undergraduate levels, but not as school 

heads. However, what was learnt in these programmes was a general management 

and administration course, which might not have imparted the necessary school 

leadership skills. The school heads interviewed emphasised that the four-week 

induction course on school leadership given to them at the Agency for the 

Development of Education Management (ADEM) is inadequate to prepare them for 

leadership roles and challenges.  

 

From the trends of the interview responses, heads of WSS it is implied that these 

school heads face both skill-based leadership challenges and contextual challenge in 

discharging their school leadership roles. As observed by Nemes (2011) school heads 

faced a number of skill-based challenges in the context of discharging their roles 

such as budget preparation, keeping financial records such as receipt book, cash 

book, accounts book (pass book and cheque book), and authorization of school funds 

spent on various accounts.   
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Documentary review established that the school heads had certain skills in 

discharging their routine work such as implementation of government policies and 

directives, school rules and regulations, preparing annual financial reports and 

budgets, supervising and monitoring the teaching and learning process.  Therefore, 

the school heads‟ demand for extra training on school leadership suggests that 

school leadership is a role that requires adequate knowledge of some principles and 

skills to effectively succeed in it. 

 

In order to increase access to secondary education, the government of Tanzania 

decided to put more concerted effort to the secondary education by introducing the 

Secondary Education Development Plan (SEDP) 2004-2009 in 2004, which was 

essential and a timely response to PEDP, in terms of primary school enrolment, 

retention and completion. SEDP addressed the government‟s policy on 

decentralization of the management of delivery of education. The government 

policy insisted that each ward should have a secondary school. 

 

The changing nature of WSS, characterized by increasing enrollment of mixed 

students‟ population from different backgrounds; demand that head of WSS with 

good leadership skills direct the school towards good students‟ academic 

achievement is ever increasing. Such heads of WSS do not just require training in 

general educational administration or simply a four-week induction course on 

school leadership at ADEM; but specialized training which is capable of imparting 

the necessary school leadership skills. It was clear from the study that there is a gap 

in the leadership training to prepare school heads for their roles and thus, the heads 

of WSS are not able to improve students‟ academic achievement unless they are 
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equipped with adequate leadership knowledge and skills. 

 

However, given the contextual factors influencing students‟ academic achievement 

in the WSS and the emerging challenges, adequate school leadership skills and 

knowledge is a big concern. The unveiled challenges faced by the WSS will demand 

an effective school leadership model to spearhead the development of school vision 

and mission, prepare strategic plan for the school, set goals and monitor the 

implementation and achievement of those goals, create and maintain effective teams 

and develop mechanisms to motivate teachers. 

 

5.3 The School Heads’ Leadership Models practiced by heads of WSS to 

influence Students’ Academic Achievement  

The first research objective sought to identify the school leadership models practiced 

by the heads of WSS to influence students‟ academic achievement. This objective 

was achieved through analysis of the teachers‟ perceptions of their school heads‟ 

leadership behaviours. 

 

5.3.1Teachers’ perceptions of their school heads’ leadership model  

In this study, six school leadership models were identified through analysis of the 

teachers‟ perceptions of their school heads‟ leadership behaviour. These models are 

transformational, distributional, transactional, instructional, pedagogical and 

situational.  School heads spend most of their time making decisions on their routine 

work such as implementation of government policies and directives, school rules and 

regulations, preparing annual financial reports and budgets, supervising and 

monitoring the teaching and learning process. Each decision made, is judged 
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differently by both teachers and students in defining the leadership behaviours of 

their school heads.  

 

O‟Donnell and White (2005) found a significant relationship between how teachers 

perceive a school head‟s decision making in regard to the school learning climate and 

students‟ academic achievement. Further, Rice and Roelike (2008) assert that the 

teachers‟ perception of their leader‟s desire to create a positive school culture may 

lead to high students‟ academic achievement.  

 

The point is, the leadership model of the school head drives the critical decisions that 

develop school capacity which ultimately impacts students‟ academic achievement. 

In other words, the principle effects on students‟ academic achievement primarily 

occur through leadership contributions to teachers‟ perceptions of capacities, 

commitment to professional values and collective teacher efficacy. 

 

In this study, teaching experience and the teachers‟ perceptions of their school heads‟ 

leadership models ascertained that the school heads in the WSS possessed a wide 

range of school leadership models used to address the diverse sets of issues and 

challenges they face. The study highlighted the contingency nature of many of the 

decisions the school heads had to make and how different leadership models were 

used by the school heads in different contexts, and with different perceptions from 

their teachers. It is therefore demonstrated that the school heads in the WSS, not only 

know what to do, but how, when and why to effectively lead in order to attain good 

students‟ academic achievement. 
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It was generally discovered that the teachers in both well performing WSS and low 

performing WSS differently perceived their school heads leadership models. The 

study found that the teachers (51.8%) in the well performing WSS perceived their 

school heads to be transformational. The results suggest that the teachers‟ 

perceptions of their school heads as being transformational were grounded on 

transformational leadership behaviours such as; „teacher empowerment in making 

decisions‟, „focus on the growth of staff and enhancement of  their commitment to 

the school‟s strategic plan‟, „a foster on  individual teacher support‟ and 

„Encouraging  professional development‟. 

 

Furthermore, 3 school heads (60%) in the well performing WSS indicated that they 

preferred the transformational school leadership model, while 2 school heads (40%) 

practised other school leadership models. It was therefore implied that where the 

transformational leadership was practised, students‟ academic achievement in the 

WSS was likely to be good. The findings suggested that the teachers‟ classroom 

instructions and their self efficacy were influenced by the transformational leadership 

attributes of teacher empowerment in making decisions, focus on the growth of staff 

and enhancement of  their commitment to the school‟s strategic plan, a foster on  

individual teacher support and „Encouraging  professional development. 

 

Therefore, the findings suggest that transformational leadership has strong direct 

effects on school conditions such as teacher empowerment in making decisions, 

focus on the growth of staff and enhancement of their commitment to the school‟s 

strategic plan, a foster on individual teacher support and encouraging professional 
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development. These transformational leadership behaviours in turn have strong direct 

effects on classroom conditions. 

 

It was also established that the teachers (49.9%) in the low performing WSS 

perceived their school heads to be distributional. The teachers‟ perceptions were 

strongly impacted by the following distributional leadership behaviours; building of  

strong team work and participation in decision making, sharing or delegation of 

school leadership roles and powers with teaching staff in addressing school problems 

and challenges, teachers‟ autonomy in  making decisions without intervention. It was 

further established that 2 school heads (40%) in the low performing WSS indicated 

that they preferred the distributional school leadership model, while 3 school heads 

(60%) practised other school leadership models.  

 

The practice of distributional leadership by heads of WSS is in recognition that heads 

of WSS cannot lead alone because of the complexity and the array of leadership 

skills necessary to perform the task of leadership cannot successfully be achieved by 

a single individual. Good students‟ academic achievement is possible when heads of 

school, teachers and students perform as coordinated units of change. School heads 

could have a difficult time with leading alone and school leadership teams are an 

essential part to the students‟ academic achievement improvement process. 

 

Surprisingly, it was indeterminable that where team work, sharing and delegation of 

power and encouraging teachers‟ autonomy were practised, students‟ academic 

achievement in the WSS was likely to be good. Preference on the use of 

distributional school leadership model might not count a lot, but what matters is, 
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how, when and why the leadership model is used to realise good students‟ academic 

achievement. 

 

5.4 Influence of School Heads’ Leadership Models on Students’ Academic 

Achievement in WSS    

The second research objective sought to assess how the leadership models used by 

the school heads influence students‟ academic achievement in WSS.  The study 

demonstrated that school leadership has indirect implications leading to students‟ 

academic achievement in the WSS. The leadership influence on students‟ academic 

achievement is mainly through the teachers‟ practices in teaching. In other words, the 

teachers‟ behavior and classroom practices are impacted upon by the leadership 

model, and students‟ academic achievement is a result of teachers‟ practices in 

teaching.  The leadership models identified through the teachers perceptions and the 

school heads‟ narratives, suggest that school heads‟ actions affect students‟ academic 

achievement indirectly through the teachers‟ classroom instruction. 

 

The school heads‟ interview responses account for effective supervision of teaching 

and learning, rewarding of teachers, acting like a role model, empowering teachers, 

establishing good school-community relations, creating a conducive school culture, 

encouraging participation and collaboration, fostering collegiality, and exercising 

transparency and fairness  as  essential school heads‟ behavior in impacting the 

teachers‟ practices in teaching.   

 

These school heads have identified some leadership traits relating to the school head, 

teachers, students and community that are more conducive to increasing students‟ 
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academic achievement. A strong relationship between school leadership, learning 

and teaching is revealed. Considering the relationship, school heads appear to have 

an impact on students‟ academic achievement by facilitating school improvement 

teams through developing a school culture that fosters student success and building a 

leadership model to play key roles in the organizational structure, curriculum and 

instruction. 

 

By Emphasizing on effective supervision of teaching and learning, it is shown that 

the heads of WSS hold themselves accountable for providing the direction and 

resources to support their work, and set high expectations to teaching, learning and 

students‟ academic achievement.  Although the role of heads of WSS does matter in 

this regard, teachers play a huge role in obtaining students‟ academic achievement, 

the school head recognise this fact by understanding the need to create other 

conditions where teachers feel comfortable and can operate efficiently while 

facilitating student academic achievement. Such conditions identified by heads of 

school include; rewarding of teachers, empowering teachers, encouraging 

participation and collaboration, and fostering collegiality, and exercising 

transparency and fairness.   

 

Generally, this study has demonstrated that there is a strong positive relationship 

between the leadership model and students‟ academic achievement, but a weak 

overall contribution, could be attributed to the fact that leadership was still vested in 

an individual who when his or her leadership model was poor resulted in poor 

students‟ academic. When a head of WSS does not let go of some of his or her 
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powers, this will result in his or her staff becoming demotivated and subsequently 

students‟ academic achievement will be affected. 

 

5.4.1. School Heads’ Perceptions on Qualities of a Well-performing School 

Interview responses from the school heads  established the following  qualities of a 

well performing school; school leadership, teachers‟ qualifications and morale, 

student commitment to learning and discipline, conducive teaching and learning 

environment, good assessment and evaluation of students‟ continuous progress, good 

student performance in examinations administered by the National Examinations 

Council of Tanzania (NECTA) and community support.  

 

These qualities of a well performing school identified by the heads were almost 

similar to the characteristics of well performing schools by Shannon and Bylsma 

(2002) who assert that effective school leadership is one component often found in 

high-performing schools. Principals charged with leading and managing schools are 

assessed by various indicators, including; student performance in summative 

assessment or standardized examinations, student enrollment in advanced placement 

courses, the attendance and graduation rates of students, clear and shared focus, high 

standards and expectations for all students, high level of collaboration and 

communication, curriculum, instruction and assessment aligned with standards, 

frequent monitoring of learning and teaching, focused professional development, 

supportive learning environment, and high levels of family and community 

involvement.  
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The interview responses from the school heads established that among other 

variables, school leadership is key quality of a well performing school. Indeed, the 

focus and quality of leadership have a significant relationship to students‟ academic 

achievement. Although the school head‟s leadership model does matter, the head of 

school who exhibits the same leadership qualities that lead to good students‟ 

academic achievement in one school context, that head of school may have had 

negative impact on students‟ academic achievement.  

 

This study attributed this effect to be caused by other variables that will determine if 

leadership will have a positive or negative effect on students‟ academic achievement. 

The first variable is the focus to change, which is whether the heads of WSS properly 

identify the correct focus for school and classroom improvement efforts. Those heads 

of WSS are likely to have a positive impact on students‟ academic achievement in 

their schools. The second variable is the order of change and whether or not heads of 

WSS understand the order of change and adjust their school leadership models to 

compensate. 

 

Understanding of the qualities of a well performing school by the school heads was 

found to be a critical factor in influencing their school leadership model to apply. 

What is implied here is that, effective heads of WSS should not only know what to 

do, but also how, when and why to effectively lead. Although the responses on what 

constitutes a well performing school varied from one school head to another 

depending on different situations, most school heads who participated in this study 

also emphasized that teachers‟ qualifications and morale, student commitment to 

learning and discipline, and conducive teaching and learning environment are very 
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important. However, all these variables are explained by a responsible and effective 

school leadership model. 

 

Sergiovanni (2000) reports the characteristics of a good and an effective school to 

include:  school centredness, academically rich programmes, instruction for 

supporting students‟ growth, a positive school climate that supports learning, 

fostering collegial interaction, extensive staff development, shared leadership 

practices, creative problem solving and involvement of parents and community.  

 

It can therefore be inferred that emphasis on a particular set of the characteristics of a 

well performing school will elicit a particular leadership model from a school head, 

in a bid to improve students‟ academic achievement. While school leadership was 

put at the centre of students‟ academic achievement, this study also showed those 

effective schools‟ characteristics includes teachers‟ qualifications and morale. 

Teachers‟ involvement in decisions in schools is modestly associated with high 

students‟ academic achievement. For example, although the results of the present 

study indicate that transformational leadership strongly impacts students‟ academic 

achievement, the study found that the effect of the transformational leadership model 

is actually indirect and mediated by the teachers‟ instructional practices. 

 

5.4.2 The Relationship between the School Leadership Models Practised by 

Heads and Students’ Academic Achievement in WSS 

The study found transformational leadership to be the most preferred model in the 

WSS. Although the transformational leadership model was most preferred, the 

findings unveiled that, depending on the school context, school heads in the WSS at 
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times sparsely use distributional, transactional, instructional, pedagogical and 

situational leadership models to address their leadership challenges 

 

It was also established that where the transformational leadership was practiced, 

students‟ academic achievement in the WSS was likely to be good. The influence of 

school heads‟ leadership models on students‟ academic achievement in WSS  was 

established through school heads‟ perceptions on qualities of a well performing 

school,  teachers‟ perceptions of their school heads‟ leadership model and students‟ 

opinions about the influence of their school heads‟ leadership model on their 

academic achievement. 

 

Therefore, the study sought to establish the significant relationship of students‟ 

academic achievement that can be accounted for by transformational leadership 

model in WSS. To adequately understand this relationship, a Pearson correlation was 

conducted. In Table 15 (Chapter 4), it was established that there is a strong positive 

correlation (p=.045, r=.652) between teacher‟s perceptions on transformational 

leadership model and students‟ academic achievement in WSS in Tanzania. In other 

words, students‟ academic achievement in WSS is influenced by the prevailing 

transformational school leadership model. Although the transformational leadership 

model was most preferred, and had a strong positive significant relationship with 

students‟ academic achievement, the findings unveiled that, depending on the school 

context, school heads in the WSS at times sparsely used distributional, transactional, 

instructional, pedagogical and situational leadership models to address their 

leadership challenges .  
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It is revealed that most school heads adopt transformational leadership model as a 

school strategy of influencing student academic achievement by creating capacity 

and conditions in their schools through which meaningful and improved teaching and 

learning occurs. This was revealed in this study that where the transformational 

leadership was practiced teacher empowerment in making decisions, focus on the growth 

of staff and enhancement of their commitment to the school‟s strategic plan, a foster on 

individual teacher support and encouraging professional development, students‟ academic 

achievement in the WSS was likely to be good.  

 

The study found that the teachers (51.8%) in the well performing WSS perceived 

their school heads to be transformational. Furthermore, 3 school heads (60%) in the 

well performing WSS indicated that they preferred the transformational school 

leadership model. 

 

Conceivably, for these school heads, employing a transformational school leadership 

model is likely to have a positive impact on teacher beliefs regarding their collective 

capacity, commitment to the schools‟ values, vision and mission. It is imperative that 

those school heads who preferred the transformational leadership model employed 

teacher empowerment strategy. Teacher empowerment is realized where a school 

head motivates and educates subordinates towards making decisions without 

interaction with minimal supervision. Teacher empowerment is experienced when 

the school head delegates responsibilities with frequent inspections for compliance, 

helps others think of new solutions to old problems, encourages the questioning of a 

belief system and assumptions when appropriate, provides a school culture for 
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followers that encourages alternative solutions and the freedom to use their own 

talents to solve problems. 

 

The transformational school heads seem to be generally obsessed by a belief  that the 

teachers‟ beliefs, efficacy, commitment to school mission and community 

partnerships will enhance significantly students‟ academic achievement and this can 

be achieved through teacher empowerment and multiple stakeholders‟ participation 

in school decisions. Collective teacher efficacy is the understanding that the efforts 

of the teacher a member of the education system will have a positive impact on 

students‟ academic achievement. This study has pointed out that individual efficacy 

belief of the teachers in the well performing WSS has a large effect on both teacher 

performance and students‟ academic achievement because classroom behavior is 

impacted by a teacher‟s willingness to follow transformational school leadership 

model. 

 

This study also found that distributional, transactional, instructional, pedagogical and 

situational leadership models were statistically significant predictors of students‟ 

academic achievement in the WSS. Therefore, the study sought to establish the 

relationship between each school leadership model and students‟ academic 

achievement in WSS as follows: 

 

From the results in Table 15 (Chapter 4), it was established that there is a moderate 

positive significant correlation (p=.032, r=.512) between distributional leadership 

model and students‟ academic achievement in WSS. This indicates that there is a 

positive moderate relationship between distributional leadership and students‟ 
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academic achievement in the WSS in Tanzania.  It is revealed that some school heads 

employ distributional leadership model as a participatory school governance strategy.  

 

For example, this study found that some school heads use distributional leadership to 

make decisions through committees, school management teams and school boards. 

This approach is significant as it allows and empowers those who are not in 

leadership positions or responsibility or authority to lead, advise their school heads 

effectively on school matters. 

 

What is observed is that these school heads are trying to emphasise an element of 

teacher leadership in running the affairs of their school which involves the 

distributing of tasks that otherwise will be meant for the school head. In other words, 

school leadership cannot be done alone; therefore heads of WSS do not have a direct 

impact on students‟ academic achievement. Heads of WSS do play an indirect role 

by providing the elements of professional development, clear expectations and safe 

space for school leadership teams to align their aspirations with the school head‟s 

office, which can enhance organizational effectiveness and goal attainment. 

However, distributional leadership model does not just happen because tasks are 

assigned to subordinates. Instead, the model should involve collaboration and 

cooperation among staff members in school decisions.  

 

The positive moderate relationship between distributional leadership and students‟ 

academic achievement in the WSS can be associated with the fact that members of 

the school community who interact as colleagues in their teaching teams are likely to 

enrich each other academically. The teachers find a purpose for their work, and 
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develop clarity of values and focus on the future of their school climate where 

teaching is viewed as a social activity. 

 

Distributing leadership also places an emphasis upon allowing and empowering 

those who are not in leadership positions or responsibility or authority to lead, advise 

their school heads effectively on school matters.  Some school head contend that 

distributional leadership is participatory and therefore suitable in the environment 

where decisions on various school activities come from the top management.  This 

perception is summarized by one school head who pointed out that: 

In most cases we receive directives from the ministry for 

implementation. However, in the course of implementation, I prefer 

to work with and through school committees and management teams 

for advice. Ideas from individual teachers and students are very 

important in decision making. (School head in Case I: September, 

2014). 

 

This school head gives credit to his or her staff, students and other stakeholders 

rather than crediting himself or herself. This acknowledgement entails that this 

school head recognise the fact that a school leader cannot physically be in each class 

to guide instruction, therefore the role of the school leader is to facilitate and build 

rapport, and that the staff members hold the responsibility of students‟ success.  

From the views of this distributional school head this school can be described as a 

well performing school. Such a school is defined by a conducive to learning; where 

morale and self –concepts are high due to active involvement and responsibility on 

the part of students, recognition and incentives, and fairness and consistency with 
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regard to students‟ behavior. The learning environment is attractive and inviting to 

parents and members of the community, who are involved in school life.   

 

A close examination of the model employed in this school reveals there was a high 

involvement of teachers, students and non-teaching staff in the school‟s affairs 

because decisions have a direct effect on the organizational characteristics and 

teacher performance. Where teacher leadership and empowerment are functional, the 

positive moderate relationship between distributional leadership and students‟ 

academic achievement in WSS could be predictable. 

 

The results in Table 15 (Chapter 4), reveal that the Pearson Correlation Coefficient 

results for the relationship between transactional leadership model and students‟ 

academic achievement. The results indicate that there is a strong negative significant 

correlation (p=.029, r=-.665) between transactional leadership model and students‟ 

academic achievement in WSS.  In other words, students‟ academic achievement in 

the WSS is negatively influenced by the prevailing transactional leadership model 

contributed negatively to students‟ academic achievement. This is a likely school 

context where the head of school tries to attain good students‟ academic achievement 

without attempting to elevate the motives of the teachers or the human resources 

within the school. Perhaps, these school heads who adopt transactional leadership 

tended to be too result-oriented, too demanding and very harsh resulting in some 

teachers experiencing a high level of job stress and low job satisfaction, which in 

turn, can have negative effects on classroom conditions such as teachers‟ 

performance and students‟ outcomes. 
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 Interview results indicated that school heads who adopt transactional leadership tend 

to be too result-oriented, too demanding and very harsh in their bid to improve their 

students‟ academic achievement. The use of close and strict control measures 

emphasized by the school head may be negatively perceived by teachers, and the 

school head is likely to face teachers‟ resistance and a decrease in teachers‟ morale 

which as a result, can have negative impact on students‟ outcomes. This could 

therefore, explain the negative relationship between transactional leadership and 

students‟ academic achievement in WSS.  

 

This study also found that transactional school heads tend to communicate specific 

standards of conformity when monitoring for deviance and rewarding compliance. 

These school heads work within the structure of schools to identify the skills of their 

teachers to assign roles and responsibility in order to achieve the desired students‟ 

outcomes. The achieved outcomes are results of these school heads negotiating with 

followers in an exchange relationship of rewards for compliance. 

 

Such a belief entails that, in the school context where standards are not met, or where 

the school leadership fails to promote the teachers to recognise what needs to be 

done, it is likely that rewards will be impossible. As a result teachers will experience 

job stress and low job satisfaction which in turn, can have negative effects on 

classroom conditions such as teachers‟ performance and students‟ outcomes. This 

study found that contingent reward to be a transactional leadership mechanism.  

 

During the interview, it was reported that some school heads apply reward 

behaviours to clarify their expectations and offer recognition and rewards when goals 
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are achieved. The assumption here is that teachers will only respond positively to 

transactional leadership if they are provided with frequent opportunities to reflect on 

classroom experiences and are provided with quality professional development 

However, given the limited funds, and the harsh environment in which most of the 

WSS are found, it is likely that rewards cannot be guaranteed.  Where reward 

systems cannot continue to be a norm, teachers‟ commitment to the job may be 

offset. 

 

In Table 15 Chapter 4), it is indicated that the Pearson Correlation Coefficient results 

for the relationship between instructional leadership model and students‟ academic 

achievement. The results indicate that there is a weak negative significant correlation 

(p=.295, r= -.050) between instructional leadership model and students‟ academic 

achievement in WSS in Tanzania. In other words, students‟ academic achievement in 

the WSS is negatively influenced by the prevailing instructional leadership model.  

 

This study demonstrated that there is negative relationship between instructional 

leadership and teachers‟ practices in teaching in WSS. Some reflections captured 

during the interview with the school heads accounts for the potential benefits of the 

instructional leadership model. The study unveiled that some school heads who adopt 

instructional leadership manipulate more commitment and satisfaction from teachers 

by introducing reward mechanisms such as money and food in order to realise 

significant impact on the teachers‟ practices in teaching and students‟ learning 

outcomes.  

Moreover, some leadership behaviours captured in this study indicate that there are 

school heads who use instructional leadership strategies to monitor students‟ and 
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teachers‟ achievement. Instructional leadership is a highly individualized model 

requiring hands- on activity kind of school head. The school head lacking that 

leadership quality  are likely to face difficulties in extracting more commitment and 

satisfaction from teachers, as well as establishing a climate that encourage trust, risk 

and collaboration . 

 

Given the serious harsh environment experienced in teaching and learning in most of 

the WSS might prompt school heads to motivate their teachers and make them job 

satisfied. This strategy is logical because besides students and resources, teachers are 

the most important variable of school effectiveness. It is through teachers that the 

school can achieve its goals.  Through the process of motivation, school leadership 

can inspire and encourage the teachers in order that they facilitate the attainment of 

the desired academic achievement of their students.  

 

The significant relationship between instructional school leadership model and 

students‟ academic achievement can be perceived through teacher motivation and 

Job satisfaction, and collaboration. Supportive instructional leadership should 

establish a professionally motivated and job satisfied staff necessary for streamlining 

academic excellence and efficiency in school. Instructional leadership is related to 

the degree to which teachers collaborate. The more leaders create collaborative 

opportunities, the more likely are teachers to engage in instructional improvement. 

 

The argument that is posited is that instructional leadership is realized through 

teacher motivation and Job satisfaction, and collaboration Otherwise, the 

instructional leadership behaviours will have no significant impact on the technical 
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core of the school such as a classroom where students experience lessons designed 

around learning theory and diverse learning strategies. This could explain the 

negative weak relationship between instructional leadership and students‟ academic 

achievement in the WSS.   

 

Surprisingly, the use of motivation by the school heads could not positively impact 

students‟ academic achievement, as explained by the negative relationship between 

the model applied and students‟ academic achievement. Perhaps, these school heads 

who adopt instructional leadership could not extract more commitment and 

satisfaction from their teachers simply because motivation is compromised due to 

lack of resources. 

 

In Table 15 Chapter 4), it is established that the Pearson Correlation Coefficient 

results for the relationship between pedagogical leadership model and students‟ 

academic achievement. The results indicate that there is a weak negative significant 

correlation (p=.331, r=-.040) between pedagogical leadership model and students‟ 

academic achievement in WSS in Tanzania. In other words, students‟ academic 

achievement in the WSS is negatively influenced by the prevailing pedagogical 

leadership model. 

 

Several opinions captured during the interview with the school heads revealed that 

pedagogical leadership was significant in some schools in improving students‟ 

classroom gains by emphasizing induction programmes for teachers. Induction 

programmes are pedagogical activities crucial to the professional and intellectual 

development of teachers by creating a community of practice. Through the induction 
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courses and teachers development programmes the teachers are going to equip 

themselves in terms of competence and performance.  

 

The school heads reveal the significance of the pedagogical leadership model. The 

study unveiled that some pedagogical school heads try to get the best out of their 

teachers by investing in professional development.  The underlying assumption of 

these school heads is that increased knowledge and skills of their teachers will in 

turn, make significant improvement in the teachers‟ classroom instruction and 

consequently on students‟ learning outcomes.  

 

Facilitation of professional development of teachers is found to be a concern among 

pedagogical school heads as a way of improving students learning by facilitating 

professional development of teachers. This a demanding undertaking in terms of 

competence and performance requiring heads of schools who have a strong 

commitment to educational change, ability to critically analyse situations, well-

developed communication skills, and flexibility in dealing with other people.  

 

A pedagogical head of school who implement pedagogical leadership model takes 

into account the „why have students to learn this‟, „how are they going to learn‟, and 

„when is it appropriate‟ and, not just the „what‟. This way of understanding 

pedagogical leadership model requires a school head with sound knowledge and 

skills about school subject besides execution of power and authority.  

Unpredictably, the pedagogical leadership focus on professional development could 

not positively impact teachers‟ practices in teaching, as explained by the negative 

relationship between the model applied and teachers‟ practices in teaching.   Besides 
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the focus on staff professional development, pedagogical leadership requires a school 

head to have a command (knowledge and skills) of their subject content. 

 

Conceivably, in  situations where the school heads‟ knowledge and skills of subject 

content is not sound as compared to that of their teachers, and where teachers‟ 

professional  development is difficult to implement, pedagogical leadership strategies 

are likely to have  negative effects on classroom conditions such as teachers‟ 

performance and students‟ academic achievement. 

 

Analysis of the educational qualification in the WSS revealed that 8 heads of school 

(80%) had undertaken Bachelors Degree in Education, 1 school head (10%) of a well 

performing ward secondary school, had a Teacher Diploma in Education, and also 1 

school head (10%) of a low performing ward secondary school, had a Teacher 

Diploma in Education. The disparity in the educational qualification among the 

school heads also implies a deficit in subject knowledge and skills. 

 

In the context of WSS, there are likely doubts about the heads of school general 

capacity and inclination to engage in this more active and direct form of 

instructionally focused leadership model in the WSS where teachers command of 

their subject content typically surpasses that of their supervising heads of school.  In 

turn, this can have negative effects on classroom conditions such as teachers‟ 

performance and students‟ academic achievement. This could explain the negative 

weak relationship between pedagogical leadership and students‟ academic 

achievement in the WSS. Unpredictably, the pedagogical leadership focus on 

professional development could not positively impact students‟ as explained by the 
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negative relationship between the model applied and students‟ academic achievement 

in the WSS. Besides the focus on staff professional development, pedagogical 

leadership should have required a school head to have a command (knowledge and 

skills) of their subject content.  

 

It is an unrealistic expectation that school heads should have expert knowledge in all 

areas of teaching and learning, particularly at the secondary level. Yet in order to 

exercise leadership of learning, school heads need to be knowledgeable about it. 

Without understanding of knowledge necessary for teachers to teach well content 

knowledge, general pedagogical knowledge, content-specific pedagogical 

knowledge, curricular knowledge and knowledge of learners, school leaders will be 

unable to perform essential school improvement functions such as monitoring 

instruction and supporting teacher development. 

 

From the results in Table 15 (Chapter 4), it was established that there is a moderate 

positive significant correlation (p=.028, r=.536) relationship between situational 

leadership model and students‟ academic achievement in WSS. This indicates that 

there is a positive weak relationship between situational leadership and students‟ 

academic achievement in the WSS in Tanzania.  The study established that, due to 

the contingency nature of many of the decisions the school heads had to make, some 

school heads employ situational leadership model as a strategy to lead their schools 

as they have no best way of leading their schools that is very effective in all 

particular leadership situations. 
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The relationship between the school head and the teachers is a key factor in 

determining the working environment in the school.  The study revealed that some 

school heads shifted from the participatory distributional leadership model to the 

strict transactional leadership model. This study established that the shift is largely 

determined by the favourableness and unfavourableness of the situation at hand, 

which means the extent to which the situation allows the school head to exert 

influence on the subordinates. 

 

Blanchard and Hersey (1979) depict situational leadership as less dependent on the 

level of management and more dependent on the maturity of the teachers supervised. 

It is revealed that the majority (57%) of teachers in the WSS in Tanzania are young 

aged between 25 and 30 years.  Implicitly, their maturity could dictate the adoption 

of a particular leadership model which they do not prefer. Also, the school heads 

interviewed emphasised that the Four- Week Induction Course on school leadership 

given to them at the Agency for the Development of Education Management 

(ADEM) is inadequate to prepare them for leadership roles and challenges.  

 

The teachers‟ immaturity and the school heads‟ inadequate knowledge and skills in 

school management could explain the positive weak relationship between situational 

leadership and students‟ academic achievement in the WSS.  The adoption of a 

particularly effective leadership model in one situation may be irrelevant in other 

situation. Teachers‟ perception of their school head‟s leadership model as situational 

could therefore be determined by the situation presented and the kind of decisions 

that were made. 
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Although situational leadership was found to be one of the most frequently used 

strategies in the WSS in Tanzania, yet this approach cannot boast to be the single 

best model to apply in the WSS.  However, the use of situational leadership creates a 

myriad of tools for the school head to adapt to situational variables affecting 

students‟ academic achievement in the WSS such as marginal teachers, unavailability 

of school facilities, lack of instructional materials in the schools, disruptive students, 

and a negative attitude to school culture. This understanding of situational leadership 

affirms the relationship between students‟ learning outcomes and school leadership 

moderated by situational variables. 

 

5.4.3 Students’ Opinions about the Influence of their School Heads’ Leadership 

Model on their Academic Achievement 

The relationship between the school leadership model and students‟ academic 

achievement is affirmed by students‟ opinions. In Table 16 (Chapter 4), the results 

indicate that students in WSS also perceived differently their school heads‟ 

leadership model in influencing academic achievement. Majority of the students 

(mean score of 2.78) in well performing WSS agreed that the school head‟s 

leadership model contributes to the success and failure in the students‟ academic 

achievement. The results also indicated that the majority of students (mean score of 

2.73) in the low performing WSS concurred that the school head‟s leadership model 

contributes to the success and failure in the students‟ academic achievement.  

The results suggest that the school leadership model could be a strong predictor of 

students‟ academic achievement in WSS. However, the rest of students‟ opinions in 

the well performing WSS and the low performing WSS were pessimistic or 

optimistic on other themes about the influence of school leadership models on 
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students‟ academic achievement. The implication of this result suggests that the 

extent to which other factors impede the magnitude of the influence of the school 

leadership model on students‟ academic achievement in WSS. 

 

In other words the degree of influence of the school leadership model may be limited 

due to other variables related to teacher factors, student factors and environmental 

factors (see questionnaire for students in appendix 3). Teacher factors included 

teacher competence in teaching and teacher empowerment.  Student factors included 

participation of students‟ government in the welfare of the school and student 

discipline. Environmental factors included school infrastructure and school‟s 

physical and psychological environment. 

 

5.4.4 Teachers’ Opinions about the Influence of their School Heads’ Leadership 

Model Students’ Academic Achievement   

With reference to the results in Table 17, a large portion of the teachers (mean score 

of 2.88) in the well performing and more than a half of the teachers (mean score of 

2.60) in the low performing WSS concur that their school head‟s leadership models 

influence their practices in teaching. From the results in Table 17 it is also 

established that both the teachers in well performing WSS (mean score 2.60) and low 

performing WSS (mean score 2.62) agree that the school head‟s leadership model 

contributes significantly to students‟ academic achievement. The results further 

indicate that the majority of teachers (mean score 2.55) in well performing WSS 

agree that they appropriately apply learner- centred teaching and learning methods, 

while, the teachers (mean score 2.25 in low performing WSS disagree that they 

appropriately apply learner- centred teaching and learning methods.  
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In terms of their competence and performance in teaching, the teachers in well 

performing and low performing WSS agree that they seem to be good at the mean of 

3.18 and 2.75 respectively.  The results further reveal that the teachers in well 

performing WSS (mean score 2.10) and low performing WSS (mean score 1.58) 

disagree that their students‟ love of learning is high.. According to the results in 

Table 17, it is reflected that students' academic achievement in school and NECTA 

examinations is generally poor, as teachers in both categories of school disagree that 

the results have been good for the well performing WSS (mean score 2.17), and for 

the low performing WSS (mean score 1.77). 

 

It was also presented earlier in table in table 17 that majority of the students (mean 

score 2.87) in the well performing WSS agreed that their school heads‟ leadership 

model empowers their teachers in making decisions without being interfered by the 

school heads. This suggests that some school heads encourage the sharing of ideas in 

order to improve students‟ academic achievement. In this way, the teachers are 

motivated to participate collectively in the decision making process of the issues 

regarding the academic life of the students.  

 

In much the same way, majority of the students (mean score 2.72) in low performing 

WSS suggested that their school heads‟ leadership model empowers their teachers in 

making decisions without being interfered by the school heads.  The slight difference 

in the way the school heads empower their teachers can realize a remarkable 

difference in the teachers‟ practices in teaching.  
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However, besides the influence of the school head‟s leadership model, the abysmal 

students‟ academic achievement in these examinations is likely to be explained by 

other variables related to teacher factors, student factors and environmental factors ( 

see teachers‟ questionnaire item 2 appendix 2) teacher factors include teacher 

competence (subject knowledge) and performance (methods of teaching) and teacher 

empowerment. Student factor include student love of learning. While, environmental 

factors include instructional materials, school funding, and community support. 

Inadequacy of those variables poses challenges that may deter the positive impact of 

the mediating effects of the teachers‟ instructional practices. While a number of 

challenges facing school leadership in the WSS were identified and analysed, the 

emphasis was on the school leadership models, in particular their effects on students‟ 

academic achievement and the leadership strategies employed by heads of WSS to 

cope with the challenges. The challenges were explored through an analysis of the 

contextual challenges described by the heads of WSS studied. 

 

On a whole, the practices of the school leadership models present several ways of 

viewing school leadership in the WSS. One prominent model is the traditional 

approach, which views the schools as a hierarchical system in which power and 

authority are originated at the top and passed down through commands and control to 

the lower level of the system before being put into practice (e.g. transactional and 

instructional leadership models). Students‟ academic achievement could be made, 

but a top down approach in school leadership could inhibit school learning by 

preventing flexibility or teacher discretion in meeting the needs of diverse learners. 
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Another perception on school leadership, which is also the newer approach, is to 

think about schools as cooperative, collegial and collaborative in which the belief is 

that good ideas exist at every level of the school (e.g. transformational and 

distributional school leadership models). These ideas can be manifested when heads 

of WSS act in ways to motivate teachers to release their capabilities. In the WSS 

where teachers and students are not involved in decision-making processes in their 

schools, this could lead to teachers‟ indifferences towards schools‟ programmes and 

commitment to learners‟ academic needs. Lack of teamwork and collaboration 

among teaching staff affected students‟ academic achievement. 

 

Focusing on students‟ academic achievement, heads of WSS should understand that 

school leadership means working with and through other individuals to achieve the 

school‟s goals. This study found that, when working towards achieving the school‟s 

goals, school leadership had to adapt the school leadership model that sought to 

understand and use knowledge and skills of their subordinates in their school setting 

for the improvement of students‟ academic achievement. It is only through such 

school leadership models that different views can be brought together, challenges 

identified and collective decisions reached. 

 

5.5 Strategies used by Heads of WSS to cope with the Problems impacting upon 

the Practices of their School Leadership models 

The third research objective sought to explore the strategies used by heads of WSS to 

cope with contextual problems impacting upon the practices of their school 

leadership models. The study found that besides the influence of school leadership 

models on both students‟ academic achievement, the students‟ academic 
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achievement in national examinations was explained by contextual factor.  The study 

found that results on students‟ performance in the Certificate of Secondary Education 

Examinations (CSEE) in the WSS between 2011 and 2013 were generally poor, with 

most students getting marginal pass of Division IV or failing completely.   

 

Interview responses from the school heads unveiled several critical factors affecting 

students‟ academic achievement in their CSEE. Data in table 19 show that, generally, 

the majority of heads of WSS were facing a number of problems in the context of 

their leadership roles. Among the key problems they faced are related to inadequate 

instructional materials in the schools, acute shortages of teachers in sciences and 

mathematics, lack of, or non-use of laboratories, parents‟ negative attitude to 

education, long walking distances from catchment areas to school, lack of hostels, 

lack of English language proficiency, teachers‟ lack of commitment, inefficient 

school boards, low performance standards and failure to provide food in schools. 

These factors are likely to deter the positive impact of the school leadership models 

on students‟ academic achievement in the WSS in Tanzania. 

 

Judging from the cited problems faced by the heads of WSS, most of the problems 

are largely external, than internal to the heads of WSS studied. However, images of 

expected challenges related to inadequate leadership skills and knowledge could not 

emerge from the interview responses of the heads of WSS as key challenges that 

confront the heads of WSS in the context of discharging their duties. For example, 

inadequate professional preparations and leadership skills and insufficient 

management and administrative skills which were cited were not mentioned during 

the interview. This, however, does not in way mean that the heads of WSS were not 
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facing skill-based leadership challenges stemming from their inadequate school 

leadership training and experience. 

 

From the interview process, the heads of WSS revealed some leadership strategies 

they employ to overcome the leadership challenges and make their schools effective 

in terms of improved students‟ academic achievement in the CSEE. This study 

demonstrates that, while the manner of the use of those strategies varies from school 

head to school head, there is a good fit between the school head‟s leadership model, 

the school context and the manner of implementation of the strategy. 

 

Fourteen leadership strategies heads of WSS use to overcome the challenges 

emerged. They include: „creative use of powers and the rules and boundaries of the 

system‟, „bias towards innovation, experimentation and action‟, „relationship 

building‟, „sharing a common vision and accountability standards‟, „communication 

and rapport‟, „vision, philosophy, expectations and culture of success‟, „situational 

awareness and engagement‟, „strong emphasis on discipline‟, „positive attitude 

towards change and strong focus on students and learning‟, „empowering of a team 

oriented approach to education‟, „student support, common purpose and 

collaboration‟, „facilitation of instruction by creating a consistent, coherent focused 

literacy programme‟, „setting clear goals and achievement standards‟ and „exhibition 

of strength in decision making and the application of policy and procedure‟.  

 

The leadership strategies unfold how the heads of WSS are able to make it or the 

enabling initiatives and conditions behind what they have achieved despite the 

external challenges they face within their school in their efforts to improve students‟ 
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academic achievement in their CSEE. The information on what strategies the heads 

of WSS employ to overcome the structural problems were implicitly discovered from 

the school heads‟ narratives regarding inadequacies in their schools. 

 

5.5.1 Creative use of powers and the rules and boundaries of the system 

Focusing mainly on the interview responses from the heads of WSS, it would seem 

that one of the most frequently mentioned problems was „acute shortages of teachers 

in Sciences and Mathematics‟. The study found that art subjects had more teachers 

compared to science subjects of Physics, Chemistry, Biology and Mathematics in 

both the well performing WSS and the low performing WSS. It was discovered 

through a documentary review of one district that in 2014, the district was allocated 

84 secondary school teachers by the government. Only 5 (6%) of them were for 

science subjects. Form six leavers were reported to exist in some schools where 

trained teachers for science subjects were missing. Most heads of WSS complained 

that the form six leavers are temporarily employed to cover the gap of trained 

teachers in Sciences and Mathematics.  

 

It is undeniably true that this alarming shortage is a critical factor leading to students‟ 

poor academic achievement in the science subjects, especially in remote rural WSS, 

where it is difficult to retain trained teachers. Although, it emerged from the 

interview that the teaching services of form six leavers are being criticized, some of 

the heads of WSS use their positional powers and the rules and boundaries of the 

system creatively to make use of the form six leavers. This strategy could be from an 

understanding that a bid to replace form six leavers in the teaching services is not a 

solution, as even newly employed teachers are also inadequately prepared to face the 
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problems of teaching in the WSS. These views are in line with those by Komba and 

Nkumbi (2008), who observed that with the changing technology, new innovations 

are emerging to affect the school curriculum contents and thus even the prepared 

teachers still need to learn when they begin teaching. 

 

5.5.2 Bias towards innovation, experimentation and action 

It appeared also that one of the most frequently mentioned problems was „lack of, or 

non-use of laboratories‟.  The present study found that all the WSS visited have no 

science laboratories. It was also observed that 4 WSS (40%) were using classrooms 

as improvised laboratories. Alternatively, during the interview the school heads 

reported teaching of science subjects using alternative to practical approach. The 

alternative to practical methods is a simplified way of teaching science subjects, 

where instructions and procedures for conducting experiments are given together 

with possible end results.  

 

Although this way of teaching science is inappropriate as in most cases students cram 

the answers in order to be able to answer examinations, the approach of alternative to 

practical shows creativity on part of the heads of WSS. This leadership strategy is 

aiming at coping with challenge of lack of, or non-use of laboratories. Therefore the 

leadership strategy demonstrated is a bias towards innovation, experimentation and 

action. Again, this is a demonstration of „a can do attitude‟ as the head of school is 

aware of the challenge and is only performing what he or she can to rescue the 

situation, rather subjecting the students to a sit and wait for laboratory situation. 
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5.5.3 Relationship building, sharing a common vision and accountability 

standards, and communication and rapport 

It emerged from interviews with the school heads that communication between and 

among the school, the parents and the school community was important for students‟ 

academic achievement. It was further echoed during the interviews that the school 

heads thought that it was important that the school and the community are involved 

in the life of the school and relate to each other in a positive way. This implies that 

the role of parents is instrumental both to the students‟ academic achievement and to 

the well being and performance of the school.  

 

 Osaki (2000) observes that parents send their children to school with a purpose. For 

the children to be able to get the desired education they must support them and the 

school in many different ways. Parents must in turn be closely informed about, and 

involved in the running of the school. The community, which has an interest in the 

school and the kind of products it produces, should also be involved in the 

management of the school.  

 

It seems that parents would wish to see their children succeed in school. However, 

without the involvement of the parents in the management of the schools, the WSS 

can hardly expect to achieve good examination results much as they have effective 

school heads. Amason and Sapienza (1997) found that parents play a vital role in the 

school system. They encourage their children to read, as well as support and 

encourage the teachers to work towards improved students‟ academic achievement.  
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This study found that in 50% of the schools (2 well performing and 3 low performing 

schools) lack of parental interest in the matters of the schools was reported including 

failure to make follow up on the academic progress of their children, failure to turn 

up for meetings, reluctance in paying school fees and reluctance to participate in 

construction of school projects. This lack of support from the parents impedes the 

schools‟ effort in taking care of the academic life of the children in the WSS.  

 

It was discovered that some heads of WSS understand the fact that parents‟ negative 

attitude to schooling is detrimental to students‟ academic achievement. To address 

this apathy, it was reported that parents who were not cooperating with the school 

leadership were taken to court. Such school head felt that relationship building, 

sharing a common vision and accountability standards, and communication and 

rapport between and among the school, the parents and the school community was 

important for students‟ academic achievement. What is observed here is that failure 

to communicate is detrimental to the school which is likely to cause lack of focus on 

teaching and student learning.  

 

There could be varied reason to explain this apparent lack of support from parents, 

but from the researcher‟s observation and experience, school leadership plays a 

significant role in this regard. If the school head shows interest and commitment to 

involve the parents  in the vision of the school then they are likely to cooperate. The 

vision influences students‟ academic achievement in the sense that it sets standards 

and helps to galvanise the efforts of all staff and students towards a common goal. 

Where the vision is well articulated and translated in the school activities, the school 

is likely to achieve its objectives. Vision is also likely to inspire staff, students, and 
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parents to strive to achieve as it provides the focus for all stakeholders of the school. 

In support of this observation Oyetunyi (2006) argues that the school head should be 

the individual to initiate and facilitate parental involvement in a school. 

 

5.5.4 Situational awareness and engagement 

Another important point, though one the least mentioned problems (30%) is „long 

walking distances from home to school‟. The heads of those WSS complained that 

that a large number of students from the rural WSS travelled more than the stipulated 

four miles maximum to school, indicating that many schools were located far away 

from the population to be served and the distances the children would have to travel 

to get to school daily.  

 

Although the problem mentioned by the particular heads of WSS could not emerge 

as key problem being faced by majority of the heads of WSS interviewed, what 

emerges from the opinions of these particular heads of WSS is the situational 

awareness and engagement, as it seems that the formal standard criteria that inform 

the location of some of these schools were compromised. As a result, the problems of 

walking longer distances from home to their respective WSS affect not only school 

attendance, but also students‟ academic achievement. The implication of the 

situational awareness and engagement is that students‟ academic achievement cannot 

be predicted by leadership models unless the leader is aware of the situational 

variables. The researcher also feels that effective leadership requires adapting one‟s 

leadership model to situational factors. 
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Therefore, situational awareness and analysis of the environment in which the school 

operates could form the basis of informed advice from the heads of WSS, which calls 

for a need from both the government and the school community to construct hostels 

within the WSS in order to relieve the students from the challenges of walking longer 

distances from home to their respective WSS. 

 

5.5.5 Strong emphasis on discipline 

It appeared also that one of the most frequently mentioned problems was „lack of 

hostels‟. The study found that all the WSS visited have no hostels are non-residential. 

It was also found that the most vulnerable group in the problem of lack of hostels 

being girls living very far from the schools and those coming from difficult 

environment. Due to lack of hostels, the students in the WSS are disadvantaged as 

they are not in an academically controlled environment. Time for supervised study is 

also not controlled, so probably they have no adequate time to study compared to 

their counterparts in boarding schools.  

 

The school heads also reported that girls who live in rented rooms engage in sexual 

survival strategies to secure support for their schooling in turn risking pregnancy and 

the curtailment of the education. For lack of hostels, students in the WSS are affected 

by the poor learning environment. One of the heads of WSS believes that strong 

emphasis on  discipline such as suspending students on sexual misconduct, positively 

impacts students‟ academic achievement, and he or she expects that school heads 

work together with administrators on issues of common concern. Such school heads 

are adept at creating a culture of achievement in the school that engages every person 
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from teachers and support staff to parents and students to work on the main goal of 

schooling. 

 

Moreover, lack of hostels in WSS has forced students especially those who live in 

areas far away from their schools to rent rooms in neighboring surroundings. The 

ghetto life can entice students into indiscipline behavior which could elicit particular 

leadership strategies from the school heads, like strict disciplinary measures. 

 

The strict disciplinary measures from the heads of WSS studied imply a strong 

relationship between discipline and students‟ academic achievement. Normally well 

disciplined students tend to perform well, so when there is good leadership, 

discipline is likely to be instilled in students. This is likely to shape the students‟ 

academic achievement. Discipline is also likely to be passed on to the teachers 

because of good leadership. And as such teachers will make the time to guide the 

students. This will definitely have a positive impact on students‟ academic 

achievement. 

 

The home environment is volatile and does not engage well the students 

academically. In particular, hostels will relieve the girls from the daily routine of 

domestic chores at home and other related problems. They will get the spare time to 

do assignment instead of spending most of their time doing kitchen work.  It is a 

common practice that the girl is more overwhelmed with domestic works than the 

boy in such a way that the girl hardly gets the spare time to go through her books. 

This situation could explain why a larger number of students in boarding schools are 
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doing well in NECTA examinations as compared to WSS which are mostly non-

residential. 

 

5.5.6 Positive attitude towards change and strong focus on students and learning 

A large proportion of heads of WSS (80%) in this study confirmed that lack of 

English language proficiency to both students and teachers hinders classroom 

interactions in the WSS. What is being affirmed here by heads of WSS is that poor 

mastery and fluency in English language is a factor affecting students‟ learning. 

Besides being the medium of instruction, English does not feature to a great extent in 

the education system when compared to Kiswahili; hence its influence in society is 

low. In other words, the influence of other languages has great implication for 

mastery of English language. This has led to the fact that low English language 

proficiency among students and teachers greatly inhibits good students‟ academic 

achievement in the WSS (Brock-Utne, 2005; Qorro, 1999; Mwinsheikhe, 2003; 

Mtana, 1998).  

 

The views of some of the heads of WSS were that, we have to see the logic of using 

the language the teachers and students understand better in order to enable students 

to acquire knowledge through the language they understand. These views suggest a 

positive attitude towards change and strong focus on students and learning with 

regard to the medium of instruction. What emerges from the suggestion is the need 

for management of change in a school setting that our society is characterized by 

change which also affects the school as the expectations of the stakeholders‟ change 

from time to time including their expectations with regard to the medium of 

instruction. 
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Rubagumya (1993) conducted a study to determine the way Kiswahili and English 

were used during the course of teaching and learning in secondary schools. He found 

out that English was supplemented by Kiswahili. Likewise, Mtana (1998) carried out 

a study to determine situations whereby secondary school students fail to 

communicate effectively in English. He reports that many students showed problems 

in communicating in English during lessons. Students demanded to use Kiswahili as 

an alternative in many incidences. Osaki (1999) shows that the teachers readily 

switch to Kiswahili so as to enable students to participate in discussions. Therefore, 

code switching and mixing practised in the secondary school classrooms indicate 

lack of language proficiency in both teachers and students.  The low English 

language proficiency could be overcome if the English Language Orientation course 

is emphasized and properly implemented in the WSS. However, as Murasi (2013) 

observes, the teaching of the Baseline Orientation Course for the aim of developing 

proficiency of English, in secondary schools fosters development of informal 

conversational language which cannot solely lead to learners‟ academic achievement. 

Rather, the teaching of the Baseline Orientation Course should be essentially aimed 

at developing learners' proficiency of academic language, used in different subjects 

taught in secondary schools. 

 

From the researcher‟s experience, it seems that in Tanzania the assumption of policy 

makers and syllabus designers is that English is a second language, while in terms of 

use; English in Tanzania is a foreign language. Most of the goals and objectives set 

for teaching English seem to be to prepare students for a second language situation, 

which in effect does not exist here in Tanzania for majority of students in the WSS. 

Because of this mismatch between goals, objectives and assumptions and the real 
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situation on the ground, it is not surprising that most of the objectives for teaching 

English in Tanzania are not achieved.  

 

5.5.7 Empowerment of a team oriented approach to education 

The study found that in  all the WSS visited the school heads (60%) expressed 

pessimistic feelings that there is teachers‟ lack of job commitment due to various 

factors such as  low salaries, resulting in teachers holding other jobs to supplement 

their income; poor working conditions, such as inadequate textbooks and shortage of 

classrooms and facilities; heavy teaching load; limited opportunities for professional 

advancement; lack of professional support; limited or lack of non-salary benefits 

such as housing, transport and headship allowances; restricted opportunities for 

career advancement and promotion. 

 

It cannot be an exaggeration to say that teachers who are well motivated will work 

diligently in order to make sure their students get good academic achievement.  It 

was also found that the most vulnerable group in the problem of lack of housing 

facilities being those teachers in the WSS located in the rural areas. However, it is 

not about remuneration that the teachers are only concerned about. In other words, 

“materials and psychological needs” as pay on its own does not increase motivation 

among teachers. It can also be determined by school climate as set by the school 

head. If the school head creates a conducive and supportive atmosphere in the school, 

teachers will be motivated. Osaki (2000) posits that: 

Teachers positive attitudes to their work and their high expectations 

of their students to do well depend on a good administration, a 

reasonable living wage and respect from the community. 
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What emerges from the above argument is that teachers enter the teaching profession 

due to intrinsic rewards such as their feelings towards children growth, development 

and making a difference in a child‟s life, self-esteem, personal fulfillment and 

accomplishment, professional pride and personal efficacy. Linda (1999) adds that: 

My research findings revealed, categorically, that the greatest 

influences on teachers‟ morale, job satisfaction and motivation are 

school leadership and management. 

 

In order to sufficiently motivate the teachers, school leadership needs to address the 

teachers‟ attitude towards work, their needs, and their general behaviour. This 

researcher‟s belief is that teachers play a huge role in obtaining good students‟ 

academic achievement; this study recognizes this fact, along with realizing that heads 

of WSS also play a key role in creating conditions where teachers feel comfortable 

and can operate efficiently while facilitating students‟ academic achievement.  

 

The school leadership is therefore duty bound to motivate teachers either as a group 

or as individuals in order to maximise their efforts towards students‟ academic 

achievement. It emerged from the interview that the school leadership was exercising 

empowerment of a team oriented approach to education. The practice of this strategy 

anticipates that empowerment will have a modest, but significant, indirect effects on 

students‟ academic achievement by influencing teachers‟ motivation and work 

setting, which in turn significantly influences students‟ academic achievement.  

Since it is important that the school achieves good results, the local government 

should also know how to work with school leadership in order to motivate teachers 

working to maintain school beliefs and goals.  
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5.5.8 Student support, common purpose and collaboration 

The study revealed that in two (20%) of the WSS, the school heads cited that the 

problem of their school boards being inefficient due to political divide within the 

boards among other reasons. The downsides reported by the school heads regarding 

the functioning of the boards can lead to poor governance in the schools, and this can 

culminate to a delay in making decisions on school activities as it is not supportive to 

the school heads‟ efficacy and the working conditions in the WSS. 

 

Notwithstanding the apathy of the school boards, the school heads studied are adept 

at creating a culture of students‟ academic achievement in the school through student 

support, common purpose and collaboration. In this context, this strategy is being 

used to engage every person from teachers and support staff to school boards and 

students to work on student misconduct. Such school heads are likely to do well 

when operating in the context in which they are accepted and supported by 

stakeholders with whom they work. This means that the heads of school who are 

lucky to be working with talented colleagues and efficient school boards are able to 

perform well because the limitations of such heads of WSS will tend to be 

augmented by the creative and supportive contributions of their experienced teachers 

and their efficient school boards. 

 

Politics in school boards is found to be a critical factor likely to impact students‟ 

academic achievement especially in situations where school board members use their 

position in the school board as an opportunity to put forth their political agenda with 

little relevance to students‟ academic achievement. 
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5.5.9 Facilitation of instruction by creating a consistent, coherent focused 

literacy programme, and setting clear goals and achievement standards 

The study found that in three (30%) of the WSS students were selected to join Form 

One with low entry qualifications such that they could hardly read or write. The 

study further revealed that Form Two failures are allowed to get to Form Three with 

an average of 20% instead of 30%. The implication is that qualifications are lowered 

to increase students who meet the set standards. The views of the heads of WSS 

studied indicate that they are placing high value on early detection and remediation 

of their student learning problem as they try to facilitate instruction by creation of a 

consistent, coherent focused literacy programme at secondary school. Secondly, they 

set clear goals and standards of achievement. 

 

Establishing clear, broadly understood performance expectations is viewed by the 

heads of WSS as one the most fundamental responsibilities of a school head. Both 

staff and students must have clear goals in mind in order to show results. In their role 

as school leaders, these heads as WSS try to create a culture of students‟ academic 

achievement by articulating measurable goals, setting high performance standards for 

both students and teachers, and by helping teachers reach those goals. They also tend 

to clearly state what students and teachers must accomplish and use results as part of 

their evaluation and development process. 

 

Probably, this scenario that students are being selected to join Form One with low 

entry qualifications such that they can hardly read or write can be explained by 

MoEVT‟s policy of expanding secondary education which has seen an increase in 

enrollment in the newly constructed WSS. This is especially important factor to note 
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considering that the communities in which many of the WSS are being built do not 

have enough qualified students to fill the required school enrollment. Some of the 

students enrolled into these WSS come from outside the communities. 

 

5.5.10 Exhibition of strength in decision making and the application of policy 

and procedure 

The last problem cited by the heads of WSS relate to failure „to provide food in 

schools‟. Several arguments obtained from the heads of the WSS (50%) attributed 

poor students‟ academic achievement to lack of school feeding programmes. It was 

also found that the most vulnerable group in the problem of lack of school feeding 

programmes being students who walk between 4 to 15 kilometres from their villages 

to school, as they cannot go back home for lunch. Research increasingly supports the 

important link between nutrition and learning potential.  

 

The views captured from the heads of WSS interview responses indicate that parents 

were made to pay for their children meals by force. This way of coping with the 

challenge by the school heads, exhibits strength in decision making and the 

application of policy and procedure.  Such heads of WSS suggest that they had to 

sometimes resort to transactional strategies of leadership because the parents were 

uncooperative.  These heads of WSS are likely to meet description of task-oriented 

leaders who had to do whatever it took to accomplish the task, irrespective of the 

plight of others. However, the strategy implies that the school leadership is 

situationally aware that students cannot learn well on empty stomachs, which call for 

a need from the parents to contribute towards feeding the students in order to relieve 

them from the challenges of hunger.  
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Ross (2010) reports that healthy eating is essential for students to achieve their full 

academic potential, mental growth, and lifelong health and well-being. The 

researcher concurs with the above argument that when children are not receiving 

proper nutrition, or when they are learning on empty stomach, they are unable to 

reach their full potential. 
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CHAPTER SIX 

SUMMARY, CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS 

6.1 Introduction 

This chapter provides the summary, conclusion, implications and recommendations 

for practice and for further research related to the influence of school leadership 

models on students‟ academic achievement in WSS in Tanzania. 

 

6.2 Summary of the Study 

The general objective of this study was to investigate the effects of school leadership 

models in improving students‟ academic achievement in WSS. The study was carried 

out in seven districts of Dodoma region, where 10 well and poor performing WSS 

were involved.  The study involved 10 school heads, 120 teachers, and 120 form 

three and form four students, making a total of 250 respondents. From the 

informants, data were collected through individual semi-structured interview, close-

ended questionnaires and documentary review.  

 

The demographic characteristics of the respondents were also analysed and discussed 

in relation to students‟ academic achievement in WSS. To achieve the general 

objective, the study had three specific objectives which were to: 1) identify the 

school leadership models practised by heads of WSS to influence students‟ academic 

achievement; 2) assess the extent to which the leadership models used by the school 

heads influence the students‟ academic achievement in Tanzania; and; 3) explore the 

strategies used by heads of WSS to cope with the problems impacting upon the 

practice of their school leadership models. 
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The study used mixed methodological approach and a concurrent study design, 

whereby cross-sectional survey was used in obtaining quantitative data, while 

multiple- case study was used for qualitative data.  Three main data collection 

methods were used in the data collection process. Those methods were semi-

structured interview, close-ended questionnaires and documentary review. Data for 

this study were analyzed using both qualitative and quantitative approaches. 

Qualitative data were analysed by using Thematic Content Analysis. Quantitative 

data were analysed using inferential statistics. However, Pearson correlation 

coefficient was carried out to determine the influence of each school leadership 

model on students‟ academic achievement. The Pearson correlation coefficient 

analysis was done using the Statistical Package for the Social Sciences (SPSS, 

Version 16). The researcher put into consideration the ethical issues during the entire 

study process.  The study found out that: 

1. The age of teachers has implications on both the leadership models employed by 

the school heads and the students‟ academic achievement. The glaring disparity 

in the teacher qualifications between the teachers in the well performing WSS 

and those in the low performing WSS might not be a significant predictor of 

students‟ academic achievement. However, teachers‟ teaching experience could 

have adverse effects on students‟ academic achievement in WSS; 

2. The leadership experience of school heads determine the kind of school 

leadership model to adopt. In addition, the school heads in the WSS have 

inadequate management and leadership skills and knowledge. Furthermore, the 

ADEM training the school heads undergo does not prepare them adequately for 

school leadership roles.  
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3. Effective school leadership contributes significantly to students‟ academic 

achievement in the WSS. Heads of WSS practice a variety of school leadership 

models including; transformational, distributional, situational, transactional, 

instructional and pedagogical.  First, there is a strong positive relationship 

between transformational leadership and students‟ academic achievement, and 

that transformational leadership is found to be the most plausible model in the 

WSS. Second, there is a moderate positive relationship between distributional 

leadership and students‟ academic achievement in the WSS. Third, there is a 

moderate positive relationship between situational leadership and students‟ 

academic achievement in the WSS. Lastly, transactional, instructional and 

pedagogical leadership models have negative effects on both students‟ academic 

achievement  

 

4. WSS use a plethora of leadership strategies to overcome the problems attributed 

to lukewarm students‟ academic achievement in CSEE. The strategies emerged 

include: „creative use of powers and the rules and boundaries of the system‟, 

„bias towards innovation, experimentation and action‟, „relationship building‟, 

„sharing a common vision and accountability standards‟, „communication and 

rapport‟, „vision, philosophy, expectations and culture of success‟, „situational 

awareness and engagement‟, „strong emphasis on discipline‟, „positive attitude 

towards change and strong focus on students and learning‟, „empowering of a 

team oriented approach to education‟, „student support, common purpose and 

collaboration‟, „facilitation of instruction by creating a consistent, coherent 

focused literacy programme‟, „setting clear goals and achievement standards‟ 
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and „exhibition of strength in decision making and the application of policy and 

procedure‟ 

6.3  

6.3 Conclusions  

This study sought to investigate the effects of school leadership models on students‟ 

academic achievement in WSS. Heads of school are hit with endless requests, 

demands, and data on how to bring up their schools‟ achievement levels. School 

heads have the potential to influence students‟ academic achievement through their 

leadership decisions and the impact of those decisions on the teachers and ultimately 

the students. Another key point in this study was designed to identify a leadership 

model of the school head through the perceptions of their teachers. As Bhindi, et al 

(2008) point out, it is the teacher‟s perception of how they are valued and supported 

by their school leadership that has an influence on their daily decisions to motivate 

students. The concurrence of teacher support within a school will set the stage for 

positive students‟ academic achievement. 

 

For the purpose of this study the researcher investigated the relationship between six 

school leadership models and students‟ academic achievement in WSS. The study 

has shown that school leadership influences students‟ academic achievement in the 

WSS. The study revealed that transformational leadership is the most preferred 

model in impacting both students‟ academic achievement the WSS. The study found 

that the teachers (51.8%) in the well performing WSS perceived their school heads to 

be transformational.   Furthermore, 3 school heads (60%) in the well performing 

WSS indicated that they preferred the transformational school leadership model, 

while 2 school heads (40%) practised other school leadership models.  
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It was also established that the teachers (49.9%) in the low performing WSS 

perceived their school heads to be distributional. It was further established that 2 

school heads (40%) in the low performing WSS indicated that they preferred the 

distributional school leadership model, while 3 school heads (60%) practised other 

school leadership models. In order to create the organizational conditions through 

which improved teaching and learning can occur, school heads in the WSS should 

increase transformational leadership strategies such as empowerment and teacher 

leadership in their efforts to extract more teachers‟ commitment and collective 

teacher efficacy.  

 

The Contingency Leadership Theory and McClelland‟s Need Theory of leadership 

provided a framework for this research by examining the effects of school leadership 

models on students‟ academic achievement in WSS. Heads of WSS have to employ 

leadership models that can positively influence the practices of their teachers. 

Leadership behaviour influences students‟ academic achievement through their 

teachers‟ instructional practices (Blase & Blase, 1999).  

 

The leadership implication of McClelland‟s Need Theory of leadership crucial to this 

study is that all, including heads of school in the WSS and teachers have the need to 

achieve, or to succeed, and to feel accepted by others.  Therefore, heads of WSS and 

their teachers, if given the opportunity and support could impact upon the overall 

school improvement and students‟ academic achievement in particular.   

 

Although the transformational leadership model was most preferred, the findings 

established that, depending on the school context, school heads in the WSS at times 
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sparsely use distributional, transactional, instructional, pedagogical and situational 

leadership models to address their leadership challenges. For example, there are 

possibilities that school heads can move away from the harsh and strict leadership 

model to a more participatory model of decision making process in their schools. 

School heads who flatten hierarchy and give teachers opportunities to participate in 

developing school goals and improvement plans obtain higher commitment. 

 

The leadership implication of The Contingency Theory of leadership crucial to this 

study is that heads of school in the WSS have no one single best model to apply in 

their schools (Tosi et al., 1986). It was also assumed that, on the one hand, heads of 

school in the WSS do use the contingency theory of leadership knowingly or 

unknowingly to run their schools effectively. On the other hand, it was also logically 

assumed that a deficit in knowledge of the contingency theory could make these 

heads vulnerable to uncertain environmental variables.  

 

Inferring from the teachers‟ perceptions on their school heads‟ influence on students‟ 

academic achievement, this study has therefore established that knowledge of 

leadership models by heads of the WSS influenced leadership situations and 

accounted for failure or success of their schools. The perceptions of teachers on their 

school heads‟ leadership models in relation to students‟ academic achievement are 

contextual and were influenced by their school heads‟ leadership attributes. 

 

More so, the key assumption of this researcher that differences in students‟ academic 

achievement could be attributed to the practices of both the school heads and the 

teachers has also been proven. The general view is thus, effective school heads are 
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those who anticipate environmental challenges, exploit opportunities and improve 

students‟ academic achievement.   

 

Although school leadership is held responsible for students‟ academic achievement, 

this study provides evidence that environmental conditions and challenges deter the 

effectiveness of school leadership models towards students‟ academic achievement 

and teachers‟ practices in the WSS. This finding proves a model which establishes 

the direct effects the independent variables (The school leadership models and the 

contextual leadership challenges) have on the antecedent variables (The teachers‟ 

instructional practices) in the conceptual framework of this study.  

 

In this model, the school leadership variable stands as both an independent and 

dependent variable. As an independent variable, the school head‟s leadership model 

indirectly influences students‟ academic achievement in the WSS. As a dependent 

variable, the school head‟s leadership model is subject to the effect of antecedent 

variables environmental conditions and challenges (the teachers‟ practices in 

teaching, and the contextual challenges) impacting upon the practice of school 

leadership in the WSS.  

 

This also implies that school heads and their teachers had limited effects on 

substantive students‟ academic achievement because of other factors (challenges) 

outside their control that impinged upon them, and therefore limited their resolve to 

achieve better students‟ academic achievement. In other words, despite the fact that 

school leadership has been emphasized as the most important single factor for 

students‟ academic achievement, this study established that the organisational 
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context of the WSS such as geographical location (urban, suburban, rural) could be 

associated with other problems like student transport to school, lack of hostels and 

lack of provision of meals, and these factors could determine the success or failure of 

a school head. In addition, whereas the leadership factor is crucial with regard to 

students‟ academic achievement, a clean and orderly environment with heavy 

investment in the infrastructure can be a better guarantee of an effective school.  

 

In order to overcome the problems attributed to lukewarm students‟ academic 

achievement in CSEE, a plethora of leadership strategies emerged among the heads 

of WSS. The strategies emerged include: „creative use of powers and the rules and 

boundaries of the system‟, „bias towards innovation, experimentation and action‟, 

„relationship building‟, „sharing a common vision and accountability standards‟, 

„communication and rapport‟, „vision, philosophy, expectations and culture of 

success‟, „situational awareness and engagement‟, „strong emphasis on discipline‟, 

„positive attitude towards change and strong focus on students and learning‟, 

„empowering of a team oriented approach to education‟, „student support, common 

purpose and collaboration‟, „facilitation of instruction by creating a consistent, 

coherent focused literacy programme‟, „setting clear goals and achievement 

standards‟ and „exhibition of strength in decision making and the application of 

policy and procedure‟. 

 

Another conclusion from the study is with regard to school heads in the WSS 

inadequate management and leadership skills and knowledge. The study submitted 

that the ADEM training for the school heads does not prepare them adequately for 

school leadership roles, this study demonstrates that if school heads in the WSS be 
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exposed to adequate knowledge and skills through a specialized school management 

and leadership training course they will be able to overcome some the contextual 

challenges which affect students‟ academic achievement. 

 

6.4 Implications of the Study 

 

The purpose of this study was to investigate the effects of school leadership models 

on students‟ academic achievement in WSS. The specific intensions of this 

undertaking were to identify the school leadership models practised by heads of WSS 

to influence students‟ academic achievement, assess how the leadership models used 

by the school heads influence the students‟ academic achievement and explore the 

strategies used by heads of WSS to cope with the challenges impacting upon the 

practice of their school leadership models. 

 

Research studying school leadership models posits that leadership has a minimal 

direct impact on students‟ academic achievement (Ross & Gray, 2006). Kruger, 

Witziers and Sleegers (2007) postulated that leadership is no longer proposed as 

having a direct influence on students‟ academic achievement, but indirectly 

influences instructional organization and culture. It was important to research the 

extent to which heads of WSS and their leadership models impact students‟ academic 

achievement. The research integrated available data on the direct effects of school 

leadership models on students‟ academic achievement and some indirect effects 

school leaders had on students‟ academic achievement. A variety of school models 

were also researched to see if a specific leadership model is associated more 

positively with greater students‟ academic achievement. The questions addressed 

with regard to the research problem were first, what school leadership models are 
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practiced by heads of WSS to influence students‟ academic achievement?  Second, to 

what extent do the school leadership models used by the heads of WSS influence 

students‟ academic achievement?  Lastly, what strategies are used by heads of WSS 

to cope with the challenges impacting upon the practices of their school leadership 

models? 

 

6.4.1 Implications for policy 

 

This study on the effects of school leadership models on students‟ academic 

achievement has shown that the heads of WSS revealed some leadership strategies 

they employ to overcome the leadership problems and make their schools effective in 

terms of improved students‟ academic achievement in the CSEE. Much of the 

success of  the heads of WSS appears to depend on  creative use of powers and the 

rules and boundaries of the system, bias towards innovation, experimentation and 

action, relationship building, sharing a common vision and accountability standards, 

communication and rapport, vision, philosophy, expectations and culture of success, 

situational awareness and engagement, strong emphasis on discipline,  positive 

attitude towards change and strong focus on students and learning, empowering of a 

team oriented approach to education, student support, common purpose and 

collaboration, facilitation of instruction by creating a consistent, coherent focused 

literacy programme, setting clear goals and achievement standards and „exhibition of 

strength in decision making and the application of policy and procedure. 

 

The implications of these findings for policy makers and heads of WSS preparation, 

recruitment and development cannot be underscored. As the government of Tanzania 

through NECTA continue to set the academic achievement standards for secondary 
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schools, and some of the WSS outperform their counterparts in Dodoma region as a 

whole, it is important that policy makers and heads of school in Dodoma and across 

the nation study and replicate the strategies. These strategies are complementary to 

research on school leadership models and students‟ academic achievement. In this 

case, practice not only reflects but also informs theory. As such the dissemination 

and adoption of these strategies can have important implications for administrators, 

teachers and parents as they work to ensure that the WSS are improved for high 

students‟ academic achievement. 

 

6.4.2 Implications for practice 

 

This study began with an assumption that school leadership model in one form or 

another impacts students‟ academic achievement directly or indirectly. The current 

study provides evidence that heads of WSS have such influence through their effects 

on teachers‟ instructional practices. The results have shown transformational 

leadership attributes have been determined to be more effective in impacting 

students‟ academic achievement the WSS. This study describes specific 

transformational leadership attributes that heads of WSS use to influence students‟ 

academic achievement. For example heads of WSS who strengthen teacher 

empowerment in making decisions, focus on the growth of staff and enhancement of  

their commitment to the school‟s strategic plan,  foster on  individual teacher 

support‟ and encourage  professional development obtain high commitment from 

teachers, which in turn impact students‟ academic achievement. This finding has 

revealed several issues that have clear implications for practitioners. 
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First, the research has strongly demonstrated that heads of school who flatten 

hierarchy and give teachers and students opportunities to participate in developing 

school goals and improvement plans in students‟ academic achievement obtain 

higher commitment from their followers. 

 

Another implication from this finding for practitioners include encouraging heads of 

school to focus on individual teacher support and encourage professional 

development. Heads of school can persuade their teachers that they can become 

effective schools, for example through clinical supervision of instruction, school-

based induction and orientation programmes, teacher development meetings and staff 

development processes. Equally important the heads of school who engage in 

individual teacher support transformational leadership strategy have the potential role 

of reducing their teachers stress.  

 

6.4.3 Implications for further research 

 

This study seems to be the first study that has attempted to investigate the effects of 

school leadership models on students‟ academic achievement in WSS, in Tanzania. 

Therefore, more research on school leadership models leading to school 

improvement and students‟ academic achievement needs to be conducted in order to 

gain an understanding on the values and constructs which impact WSS and school 

leadership. In these perilous times of school accountability, forced under Education 

for All in Tanzania, schools and school leaders most likely will continue to be 

scrutinized about past, present and future practice. 
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6.5 Recommendations for practice 

From the findings and implications of this study, the following recommendations for 

practice are going to be presented.  

 

6.5.1 School heads leadership training 

This study has established that effective school leadership contributes significantly to 

students‟ academic achievement in the WSS. Since it emerged that the school heads 

in the WSS have inadequate management and leadership skills and knowledge, and 

that the ADEM training the school heads undergo does not prepare them adequately 

for professional and school leadership roles, this study recommends that school 

heads in the WSS be exposed to adequate knowledge and skills through a specialized 

school management and leadership training course in order to overcome the 

emerging demands and challenges which affect the school curriculum contents. This 

study also submits that the established ADEM should be strengthened with a focus 

on school leadership development, educational research, technology and innovations 

in education. 

 

6.5.2 Transformational school leadership model and students’ academic 

achievement 

The study established that there is a strong positive relationship between 

transformational leadership and students‟ academic achievement, and that 

transformational leadership is found to be the most preferred model in the WSS. 

Many arguments for transformational leadership model were put forth including the 

fact that transformational school heads tend to influence students‟ academic 
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achievement by creating capacity and conditions which positively impact upon 

teachers‟ beliefs and efficacy regarding their collective capacity, commitment to the 

schools‟ values, vision, and mission, and community partnerships. This model of 

school leadership not only builds capacities of teachers but also empowers and 

supports teachers to be able to deliver to the required standards. This study therefore 

recommends that WSS heads apply transformational school leadership models in the 

management of their schools.  

 

The centrality of teacher empowerment in school decisions was emphasized by many 

school heads. This suggests that school leadership should not be entirely premised 

upon the school head as an individual, instead it should be a collective action where 

school leadership is a concern of both the school head and the teachers. This model 

motivates teachers to participate collectively in the decision making process of issues 

regarding the academic life of students. This study therefore recommends that WSS 

heads adopt transformational school leadership model in impacting their teachers‟ 

practices in teaching. 

 

6.5.3 Distributional school leadership model and students’ academic 

achievement 

This study found out that there is a weak positive relationship between distributional 

leadership and students‟ academic achievement in the low performing WSS. It is 

revealed that some school heads employ distributional leadership model as a 

participatory school governance strategy. Distributional leadership encourages 

collaboration between teachers in the affairs of the school where teachers feel that 
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they are part of the school and they are integrated in the school leadership as a whole. 

In order to effectively enhance students‟ academic achievement through 

distributional leadership, a school head would wish to employ collaboration, 

participative decision making and team work. With regard to these core beliefs of 

distributional leadership model, this study submits that heads of WSS should apply 

distributional school leadership model in the management of their schools.  

 

It emerged that distributional school heads emphasise an element of teacher 

leadership in running the affairs of their school through committees, school 

management teams and school boards. This approach is significant as it allows and 

empowers those who are not in leadership positions or responsibility or authority to 

lead, advise their school heads effectively on school matters. This study therefore 

recommends that heads of WSS should use distributional school leadership model in 

impacting their teachers‟ practices in teaching. 

 

6.5.4 Situational leadership and students academic achievement 

There is a weak positive relationship between situational leadership and students‟ 

academic achievement in the WSS. It was reflected that situational leadership is 

brought into context because there is no one single leadership model that is very 

effective in particular situations. Some arguments for situational leadership were 

advanced including the fact that majority of the teachers in the  WSS are young, and 

therefore  their maturity dictate the adoption of diverse leadership models. It is 

therefore recommended that WSS heads should use situational school leadership 

model to enhance students‟ academic achievement.  
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The study established also that the contingency nature of many of the decisions the 

school heads had to make and the relationship between the school head and the 

teachers are key factors in determining the working environment in the school.  It is 

therefore recommended that WSS heads should use situational school leadership 

model to influence teachers‟ practices in teaching in the WSS 

 

6.5.5 Transactional, instructional and pedagogical leadership models effects on 

students’ academic achievement  

From the findings of this study, transactional, instructional and pedagogical 

leadership models have negative effects on students‟ academic achievement. With 

regard to transactional, instructional and pedagogical leadership models, critical 

arguments were revealed including the fact that, transactional school heads tend to be 

too strict and harsh which discourages teachers from performing to their best of their 

ability. It was also argued that pedagogical leadership requires school heads to have a 

command (knowledge and skills) of their subject content. It was further argued that 

instructional leadership manipulates more commitment and satisfaction from 

teachers through reward mechanisms such money and food in order to realize 

significant impact on students‟ academic achievement. On the basis of these 

arguments, this study recommends the following: 

1. Heads of WSS should avoid excessive use of transactional school leadership 

model in order to realize significant impact on students‟ academic achievement 

by impacting teachers‟ practices in teaching. 
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2. Where reward mechanisms are possible, heads of WSS are encouraged to use 

instructional school leadership model in order to realize significant impact on 

students‟ academic achievement and teachers‟ practices in teaching. 

3. Heads of WSS be continuously trained to update their subject knowledge and 

skills through professional development programmes in order to relevantly use 

the pedagogical school leadership model in influencing students‟ academic 

achievement in the wad secondary schools. 

 

6.5.6 Strategies to cope with the Challenges to school leadership models in order 

to improve students’ academic achievement in WSS 

This study found out that students‟ poor academic achievement in Form IV national 

examinations was affected by contextual challenges related to inadequate 

instructional materials in the schools, acute shortages of teachers in sciences and 

mathematics, lack of, or non-use of laboratories, parents‟ negative attitude to 

education, long walking distances from catchment areas to school, lack of hostels, 

lack of English language proficiency, teachers‟ lack of commitment, inefficient 

school boards, low performance standards and failure to provide food in schools.  

 

The contextual challenges encountered by heads of WSS are complicated and go 

beyond their own professional preparation to include factors or limitations that are 

not under their control. 

This study therefore recommends the following: 

1. Heads of WSS require training in educational leadership so that they can more 

effectively cope with the challenges they encountered. 
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2. In order to overcome the contextual challenges affecting students‟ academic 

achievement in the CSEE, heads of WSS should employ the following 

successful leadership strategies: 

A. creative use of powers and the rules and boundaries of the system 

B. bias towards innovation, experimentation and action 

C. relationship building 

D. sharing a common vision and accountability standards 

E. communication and rapport 

F. vision, philosophy, expectations and culture of success 

G. situational awareness and engagement 

H. strong emphasis on discipline 

I. positive attitude towards change and strong focus on students and learning 

J. empowering of a team oriented approach to education 

K. student support, common purpose and collaboration 

L. facilitation of instruction by creating a consistent, coherent focused literacy 

programme 

M. setting clear goals and achievement standards 

N. exhibition of strength in decision making and the application of policy and 

procedure 

3. Inadequate instructional materials and acute shortages of teachers in sciences 

and mathematics in the schools require prioritizing in the existing plans of 

Policy- makers and educational planners. For example, the actual needs of 

teachers and demands of schools in terms of what type of teachers and teaching 

materials they need should be given consideration. Laboratories should be built 
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in all the WSS in a bid to reduce the alternative to practical syndrome which 

negatively impact students‟ academic achievement in science subjects. Policy-

makers and educational planners have to revisit the formal standard criteria that 

inform the location of some of WSS as per school mapping criteria. School 

heads and central government should mobilize the communities around the WSS 

for constructions of hostels to accommodate students who live far away from 

school and those who live in rented rooms near the school. 

 

4. Parents‟ negative attitude to education is not conducive to students‟ academic 

achievement and to the wellbeing and performance of the school. The school 

leadership should redress the situation by showing interest and commitment to 

involve the parents by forging alliance (expanding community involvement) that 

will make the communities feel that they are part of the school and hence they 

are part of the school leadership. In the same vein, the government should 

mobilize the communities around the WSS to join other key players, particularly 

The World Food Programme (WFP), in the school feeding programmes. 

 

5. More effort is required to improve the implementation of the Baseline English 

Orientation Course for Form I to develop students' proficiency in English as an 

academic language. The English language curriculum should be reviewed in 

order to iron out and reduce constraints facing the teaching and learning of 

English language in Tanzania. A review for an appropriate English language 

curriculum for Tanzania would suggest the kind of teacher education 

programmes that would provide good teachers for teaching English language 

and the appropriate English language learning resources. In a bid to motivate 
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teachers, educational practitioners should offer professional support to teachers 

more effectively so that ultimately teachers can contribute to improvement of 

classroom teaching and learning. Quality education should also not be 

compromised at the expense of quantity by lowering Form I entry qualifications 

and pass mark to transit into Form III.  

 

6. School boards‟ appointing authority should constantly evaluate the functioning 

of the school boards and educate board members on their vital role and 

responsibilities to enhance school governance. 

 

6.6 Recommendations for further research studies 

1. Since the current study only investigated the influence of effective leadership 

models in improving students‟ achievement in WSS in Dodoma region, 

subsequent studies should include more than one region. The random selection 

of regions in scattered geographical areas would add to the trustworthiness of the 

study. This action would provide for more accurate generalization of the 

findings.  

2. Since the current study only investigated the effects of school leadership models 

in improving students‟ achievement in WSS, subsequent studies should replicate 

this study through private secondary schools to obtain a broader sample of 

school leadership models and students‟ academic achievement in secondary 

schools in Tanzania. 

3. Since the current study employed a concurrent study design whereby cross-

sectional survey was used to collect quantitative data, subsequent studies should 

employ other survey designs to verify and cross check the school leadership 
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models as perceived by the teachers and students to obtain a more reliable 

picture of the effects of school leadership models on students‟ academic 

achievement in WSS in Tanzania. 

4. The current study considered students‟ academic achievement in terms of grades 

and divisions as measured on the NECTA‟s standardized examinations. Future 

research should redefine students‟ academic achievement to not only include 

performance on standardized examinations but to also include attendance and 

graduation rates as well as postsecondary going rates. By defining students‟ 

academic achievement broadly; a significant relationship may be found between 

school heads‟ leadership model and students‟ academic achievement, unlike the 

results of the current study. 
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APPENDICES 

Appendix 1: Interview Guide for School Heads 

Dear respondent, 

This interview guide is designed to solicit information from School Heads that will 

help to accomplish a research undertaking about, “Effects of School Leadership 

Models on Students’ Academic Achievement in WSS in Tanzania”. Please kindly be 

honest in responding to this questionnaire. 

Confidentiality will be assured. Thank you in advance for your cooperation. 

 

A: Background Data 

Name of the school _____________ Year Established ______________ 

Ward __________ District ________________ Region_________________ 

Number of teachers in the school ____________ (a) Male___________ 

                                                                               (b) Female ________ 

Number of students in the school ____________ (a) Male___________ 

                                                                               (b) Female ________ 

B: Personal Data 

 Sex_____________ Age ______________ 

  Your qualifications: (a) Academic______________ 

                                      (b) Professional___________________ 

                                      (c) Specialised Management training__________________ 

 

1. How long have you been the head of this school? 

2. How long have you been teaching before your appointment as a school head? 
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3. What are the qualities of a well performing school?  

4. What strategies are you employing to overcome leadership challenges and make 

your school effective?  

5. What contributions do you get from your teachers and students and community 

to achieve good students‟ academic achievement? 

6. What are the critical factors determining students‟ academic achievement in 

your school? 

7. What leadership model do you apply at this school? Why and how do you use it? 

8. How significant is your school leadership model to your student academic 

achievement?  

9. How does your school leadership model influence the practices of the teachers in 

your school? 

10. What do you think is the best school leadership model for school academic 

achievement in WSS?  

 

                                Thank you very much for your time 
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Appendix 2: Questionnaire for Teachers 

Dear respondent, 

This questionnaire is designed to gather data from teachers that will help to 

accomplish a research activity about, “Effects of School Leadership Models on 

Students’ Academic Achievement in WSS in Tanzania”. Please kindly be honest in 

responding to this questionnaire. 

Confidentiality will be assured. Thank you in advance for your time. 

 

 A: Background Data 

Name of the school _____________ Year Established ______________ 

Ward __________ District ________________ Region_________________ 

B: Personal Data 

 Sex_____________ Age __________Length of stay in the school______________ 

  Your qualifications: (a) Academic______________ 

                                   (b) Professional___________________ 

                                   (c) Specialised Management training__________________ 

                                   (d) Teaching experience ____________________ 

 

1. Tick (√) the response category that corresponds to your view on your school 

head‟s behaviors and student academic achievement provided. 
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School Head’s behavior 

Response category 

Strongly 

Agree 
Agree Disagree 

Strongly 

disagree 

 Encourages you to work together, build strong 

team work and participate in decision making 

about school programme 

    

 Relies on multiple sources of leadership across 

the organization to guide and complete 

numerous tasks that vary in size 

    

Shares or delegates school leadership roles and 

powers with teaching staff in addressing school 

problems and challenges 

    

Applies rewards and punishment to make the 

you comply with orders and directives 

    

Holds you accountable to ensure this school‟s 

effectiveness 

    

You work with the school head to ensure 

philosophical consistency 

    

The head of school and the school board are 

entirely responsible to make decisions about the 

welfare of this school. 

    

Good students‟ academic achievement  in this 

school has been realised when  power and 

authority of your school head are centralized  

    

Your head of school enjoys when teachers are 

not being interfered when making decisions that 

promote students‟ academic achievement. 

    

You believe that students‟ academic 

achievement can be accurately attained when 

teachers in your school are given autonomy to 

make decisions without the school head‟s  

intervention  

    

Your head of school hesitates to vary his or her 

leadership strategy because it is the only single 

most appropriate for your school and staff  

    

You believe that the success and failure of your 

school is vulnerable to the environment 

    

In this school, different kinds of decision 

making demand different school leadership 

models 

    



 

256 

Your school head emphasizes the improvement 

of teaching and learning in the school‟s core 

functions and creates a consistent school 

improvement programme 

    

Setting clear goals and standards and 

coordinating the curriculum is embodied in the 

culture of your school. 

    

Your head of school monitors both students and 

teachers to make sure what is measured gets 

accomplished 

    

In creating a conducive learning and teaching 

environment, your school head has contributed 

to good student achievement in your school. 

    

The head of school increases time on student 

tasks and instills a love of learning. 

    

The head of school invests in school 

performance by allocating and spending 

resources wisely. 

    

Focusing on the growth of staff and enhancing 

their commitment by elevating their goals is 

part of your school‟s strategic plan 

    

In this school, head fosters individual teacher 

support and staff improvement in a coordinated 

way. 

    

The school head encourages  professional 

development 

    

 

2. Circle the number of response category that corresponds to your perceptions on your 

own practices and student academic achievement.  

1. Students‟ academic achievement in national examinations is good.  

1. Strongly Disagree 2. Disagree 3.Agree 4. Strongly Agree  

2. The leadership model of your school head contributes significantly to students‟ 

academic achievement in this school.  

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree  
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3.  Students‟ academic achievement in school examinations and NECTA examinations 

is good. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

4. Availability of instructional materials in this school is adequate. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

5. Availability of funds to run this school is adequate. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

6. Application of learner- centred teaching and learning methods is appropriate. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

7. The teachers‟ competence and performance in teaching is good. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

8. Availability of community contribution and support for the school is adequate. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

9. Students‟ love of learning in this school is high. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

10.  The influence of your school head‟s leadership model on your practices in 

teaching is high. 

1. Strongly Disagree 2. Disagree 3. Agree 4. Strongly agree 

 

                                Thank you very much 
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Appendix 3: Questionnaire for Students 

Dear respondent, 

This questionnaire is designed to gather data from students that will help to 

accomplish a research activity about, “Effects of School Leadership Models on 

Students’ Academic Achievement in WSS in Tanzania”. Please kindly be honest in 

responding to this questionnaire. 

Confidentiality will be assured. Thank you in advance for your time.  

 

A: Background Data 

Name of the school _____________ Year Established ______________ 

Ward __________ District ________________ Region_________________ 

B: Personal Data 

  Sex_____________ Age ______________Form ______________________ 

 

1. Circle the number of response category that corresponds to your perceptions on 

the influence your school head‟s leadership model and your academic achievement 

1. The school leadership often takes your advice.  

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly Agree  

2.  The participation of the students' government in the welfare of this school is high. 

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree 

3. School leadership has lead to the success and failure in academic achievement in 

this school.  

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

4. Your teachers are competent in teaching. 
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(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

 

5. The infrastructure in this school is adequate.  

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

 

6. The school head often monitors both teachers and students to ensure good school 

academic achievement.  

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

 

7. The discipline of students in this school is good. 

 (i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

 

8. This kind of discipline has influenced the school‟s academic achievement. 

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

9. The school‟s physical and psychological environment has influenced the students‟ 

academic achievement.  

(i) Strongly disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

10. Your teachers are empowered in making decisions without being interfered by 

the head of school. 

(i) Strongly Disagree (ii) Disagree (iii) Agree (iv) Strongly agree  

 

Thank you very much 
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Appendix 4: Budget 

 

 

 

 

 

Activity Item Unity No. 

of 

days 

Amount Total in 

TSh. 

Proposal write up Printing & 

Photocopying 

Lumpsum  500,000 500,000 

Tools/Instruments 

preparation 

Printing & 

Photocopying, 

pens 

Lumpsum  250,000 250,000 

Pilot study 

(Dodoma) 

Local transport  5 25000 125,000 

Data Collection  

(Dodoma region) 

Per-diem-

Researcher 

(Dodoma) 

Days 60 85,000 5,100,000 

Local transport Days 40 25,000 1,000,000 

Token (Dodoma) Lumpsum 

 

1,000,000 1,000,000 

Data processing 

& analysis 

Data entry and 

processing 

Lumpsum  1,000,000 1,000,000 

Laptop 1 pc 

 

1,000,000 1,000,000 

Data analysis Lumpsum 

 

500,000 500,000 

Stationeries 

 

Lumpsum 

 

1,000,000 1,000,000 

Editor 

 

Lumpsum 

 

1,000,000 1,000,000 

Total Budget 

    

12,475,000 
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Appendix 5: Work Plan 
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Appendix 6: Research Clearance  
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Appendix 7: Research Permit 

 


