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ABSTRACT 

 

Instructional leadership has been one of the most discussed leadership constructs in educational 

research over the times. The focus of instructional leadership is on principals as the people with 

all the knowledge to develop schools to greater heights. The increasing workload for principals 

and the advent of distributed leadership made it prudent for school principals to distribute 

leadership to other staff members. This practice made use of by effective school principals 

helped schools to improve their instructional performance. This study was, therefore, motivated 

by the thought of distributing instructional leadership to all members in a school.  

 

Distributed leadership calls for more players in instructional leadership. This results in the 

tapping of knowledge and expertise in school members. The aim of this study was to have a 

deeper understanding of how distributed instructional leadership practices were enacted in high 

performing primary schools for improved performance. The study focused on examining the 

main activities that characterised instructional leadership practice in the selected schools. It also 

focused on how the major activities of instructional leadership align with and or exhibited 

features of distributed leadership. In specific, the study focused on how distributed instructional 

leadership is enacted in high performing primary schools in Zimbabwe.  

 

The qualitative research approach and a multiple case study research design were adopted for 

this study. A sample of three school principals and nine teachers were purposively selected. 

Structured interviews, observations and document analysis were used to gather data. The study 

concluded that the school principals were involved in instructional leadership. The principals 

carried out instructional leadership activities through distributing leadership practices to other 

members in their schools. Distributed instructional leadership practices were enacted through 

varied leadership activities undertaken by various school members.  

 

It was established that visioning the school was a key activity of instructional leadership in these 

successful schools. The schools had specific visions which were developed through collaboration 

among the principals, teachers and the school community, an example of a distributed 

instructional leadership practice in the schools. Another finding was that in all the three 

successful primary schools, managing instruction was prioritised by the principals who all took a 

distributed approach in executing this activity with their teachers. It was also found that the 
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schools relied on two major strategies to manage instruction and promote instructional 

improvement, viz, observation of teaching and feedback together with modelling of exemplary 

practice by the leadership team. The final finding was that the schools had conducive 

environments for teaching and learning that they created through professional development and 

collaborative leadership practice.  

 

The study recommends that principals nurture teachers through distributing leadership to all 

members to enable them to grow professionally. This has benefits for both teachers and learners. 

It is also recommended that teachers are made aware of the importance of distributing 

instructional leadership. Further research on a wider scale on how distributed instructional 

leadership is enacted in schools is recommended.   

 

Key words: School leadership, instructional leadership, distributed leadership, leadership 

practices, high performing primary schools, distributed instructional leadership 
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CHAPTER 1 

 

BACKGROUND AND ORIENTATION TO THE STUDY 

 

1.1 INTRODUCTION 

Societies expect instructional leaders to be major players on matters that are associated with the 

learning of their children. This is because instructional leaders influence the direction that 

instructional activities take in schools (Hallinger and Murphy, 2012) through their coordination 

and control skills. In fact, instructional leadership has often been found to have a great impact on 

students’ learning (Si-Rajab et al., 2019). School principals, as school leaders, are regarded as 

focal people with “all the brains” to lead their schools to high performance (Bhengu and Mkhize, 

2013). Effective schools are regarded as products of principals who exhibit strong instructional 

leadership through availing positive climates that enhance instructional activities (Şişman, 2016). 

However, the idea of the principal being the sole individual who can transform the school cannot 

be sustained, considering the complexity of schools today and the demands of parents from 

schools. A challenge appears when school principals take instructional leadership as their sole 

responsibility since they cannot have all the expertise needed in different departments in a 

school, moreover, they cannot be everywhere in the school at any given moment. To centre 

leadership on one individual, when there exist different members with different skills and 

expertise in the school organisation, may not improve school performance to greater heights. 

Other specialists in the school include the deputy principal, senior teachers, teacher in charge 

(TIC) and learning area committee leaders. These have expertise in specific learning areas and 

their existence and composition depends on each individual school. Principals might not have the 

expertise necessary for the different learning areas. A question, therefore, arises on whether 

principals, as sole individuals, would be able to carry the burden of leading schools where such 

varied skills are needed. Instructional leadership on its own appears not to be adequate and needs 

to be complemented by another leadership model that distributes leadership roles (Mendels, 

2012; Badenhorst and Radile, 2018).       

 

The distributed leadership model advocates that leadership is stretched to other members at 

school (Mestry and Pillay, 2013). This perspective does not subscribe to the notion of a single 

leader being the hero of all school developments, but to leadership existing among multiple 

actors (Spillane, 2005; Bolden, 2011). Göksoy (2015) advocates that the complexity of 
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educational institutions cannot afford to have a sole individual managing all school activities. It, 

therefore, means that teachers’ contributions are critical if effective leadership is to be obtained. 

Distributed leadership is an important contemporary leadership theory in education whose 

potential is to bring about improvement in schools (Hairon and Goh, 2015). Distributed 

leadership brings improvement to schools in that varied people with varied expertise are 

involved in leadership activities. Leaders exist at all levels in an organisation in both formal and 

informal positions.    

  

Though a popular model, people often interpret the meaning of distributed leadership differently 

(Harris and Spillane, 2008). It is sometimes equated to concepts such as shared, emergent, 

collaborative, and collective leadership (Bolden, 2011). Spillane and Diamond (2007) believe 

that it can be effectively used in leading schools, and as a lens to examine leadership activities in 

schools. Its principles acknowledge the contribution of all members of the organisation towards 

school leadership, irrespective of being a formal or an informal leader (Spillane et al., 2001). 

This suggests that leadership resides in both the principal and other members at the school. 

Spillane (2005) argues that of importance in leadership practice is how it is distributed in 

schools; this has not been fully explored. Therefore, there is a need for a leadership model which 

includes characteristics of instructional and distributed leadership. Consequently, this inspired 

me to examine the main activities of instructional leadership and how they exhibit features of 

distributed leadership practice in the context of Zimbabwean schools.  In this chapter a focus is 

made on the background and orientation to the study. It outlines the problem statement, research 

questions, the theoretical framework and the research methodology. Delimitations and 

limitations are also discussed and key terms are defined. A summary rounds up the chapter. 

 

1.2 BACKGROUND 

Primary schools in Zimbabwe have two departments, the Infant and Junior departments. The 

Infant department is made up of the Early Childhood Development (ECD) A and B groups, grade 

one and two. The ECD A and B groups are preparatory grades for children who would enter 

grade one. From ECD B children would go to grade one. A Teacher in Charge (TIC) leads the 

Infant department. Appointment to this post is done by the school principal. The Junior 

department runs from grade three to seven. Depending on the school principal, some appoint a 

senior teacher to lead the Junior department, while others do not. In their final year, grade seven 

learners write national examinations that are set by the Zimbabwe School Examinations Council 
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(ZIMSEC), which is a national examination board. School principals (heads) are the overall 

leaders in schools and are deputised by vice principals. As leaders, principals are accountable to 

performance standards of their schools. The government of Zimbabwe introduced a new 

curriculum in 2017 (Curriculum Framework, 2015 - 2022), which provides principles that guide 

instructional activities. The curriculum framework emphasises the engagement of learners in 

addressing real life problems. The Curriculum Framework (2015 - 2022) states that school 

leaders are among the key actors in schools that must provide learning environments that are 

safe, pleasant, and learner friendly. 

 

Instructional activities are a core activity for schools which can be carried out successfully 

through well thought out strategies (Yunas and Iqbal, 2013). School principals are expected to 

define their positions on instructional priorities instead of serving just as school managers. Taole 

(2013) is of the opinion that instructional leaders must set clear goals and allocate resources to 

accomplish the schools’ instructional goals. Several researchers have explored school leadership 

in Zimbabwe. Majoni (2015) carried out a research on leadership types in Zimbabwean primary 

schools and concluded that school principals employed both the democratic and autocratic 

leadership styles. A gap exists as that study did not focus on instructional leadership activities by 

school principals. In another study, Shava (2015) showed Zimbabwean school principals as key 

persons in all school development activities as they were regarded as heroes and credited with all 

the ideas. However, the research did not explore instructional leadership distribution in the 

schools. In a similar research, Samkange (2013) studied management and administration in 

primary schools in Zimbabwe and discovered that school principals had little time for 

instructional tasks as they concentrated more on administrative activities. The study showed that 

school principals concentrated more on administrative activities than instructional activities. The 

findings of these studies seem to suggest a need for an examination of instructional leadership 

practices in Zimbabwean primary schools, especially those with high performance. It would 

appear little, if any, has been suggested on how instructional leadership is distributed among 

primary school principals. In addition, Peterson, Baugh and HMIE (in Townsend and MacBeath, 

2011: 453) view Zimbabwean school principals as the know-it-all from being the leaders of the 

curriculum, the education visionaries, experts in assessment to being budget analysts among 

others. Accordingly, Martin (2018) correctly observes that these leadership requirements are far 

too much for one individual to be effective. Therefore, there is need for instructional leadership 

to be stretched to other school members. This research, therefore, focuses on finding out the 
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main activities that characterise instructional leadership practice in high performing Zimbabwean 

primary schools and how these activities exhibit features of distributed leadership, if at all.   

A study on school leadership by Tshabangu (in Waite and Bogotch, 2017: 278) asserts that 

leadership was initially meant for school principals with teachers being left out from realising 

their potential skills in leadership. They discovered that when promoted to leadership positions, 

teachers isolate themselves from their subordinates, stop participating in school projects and 

rarely listen as they would have the thinking that they might diminish their leadership positions if 

they associate with subordinates. The need for distributed leadership is called for in the schools 

so that members’ expertise and skills are made use of. It is believed that skills and expertise 

reside in school members (Goksoy, 2015). Samkange’s (2013) study discovered that school 

principals concentrated more on administrative activities than instructional tasks, thus there is a 

need to balance administrative and instructional leadership tasks. Chidakwa’s (2016) study 

discovered the existence of teamwork between teachers and the school leader resulting in higher 

learner performance. Nonetheless, all these studies do not specifically attend to the question of 

how instructional leadership is distributed to produce high performance in teachers and learners. 

Studies by Samkange (2013); Mapolisa and Tshabalala (2013) and Majoni (2015) are evidence 

to this, there is no specific focus on instructional leadership. Samkange’s (2013) research was on 

the administration of primary schools in Zimbabwe, while the research by Mapolisa and 

Tshabalala (2013) focused on instructional supervision and Majoni (2015) focused on how the 

following leadership styles; democratic, autocratic, and laissez-fair affect school administration. 

This study sought to contribute knowledge on instructional leadership specifically. Furthermore, 

the study seeks to unpack how schools employ a distributed leadership frame through exploring 

leadership practices in primary schools with high academic performance. 

 

Studies done in Botswana by Moswela and Kgosidialwa (2019) on leadership concluded that 

school leaders in Botswana practiced leadership that is democratic. Similarly, a study carried out 

by Naicker and Mestry (2013) in South African schools concluded that leadership was 

entrenched in traditional leadership activities. A shift was needed from autocratic to distributive 

leadership practices. Ibrahim and Al-Taneiji (2013) studied Dubai schools and discovered that 

school principals were inclined more to transformational leadership than instructional leadership. 

From their study of England primary schools, Day et al. (2016) point out the importance of 

school leaders to appropriately respond and act according to their school contexts to raise the 

academic performance of learners. Most studies conducted thus, do not explicitly focus on how 
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instructional leadership is distributed. This study closes the gap through exploring how schools 

with high pass rates enact distributed instructional leadership practice that leads to high learner 

academic performance. 

 

Focusing more on administrative activities at the expense of instructional activities by school 

leaders often compromises student’s performance. Principals often concentrate more on 

management activities, thereby affecting their instructional leadership potentials (Hejres et al., 

2017). The aspect of concentrating leadership more on one individual also defeats the purpose of 

distributed leadership where other members are involved. School principals set the pace of 

development of their schools and assist members in understanding the focus of their schools. In 

redesigning school organisations, the principals’ effort would be on developing their schools to 

be effective organisations. Although school principals have other management tasks to be 

conducted, their major task is instruction that increases learner achievement (Arlestig and 

Tornsen, 2014). Administrative activities that school principals do include attending to queries, 

meeting visitors and attending outside the school meetings (Phillips, 2009). These often consume 

much of the instructional leader’s time. The priorities set by principals are normally meant for all 

members and how they uphold school activities is a signal to other staff members on how 

important instructional activities are to schools.  

 

Instructional leadership is a major criterion for improving performance in schools (Meyers and 

Hitt, 2018). Amakyi and Ampah-Mensah (2013) are of the view that today’s principals are no-

longer much of managers but instructional leaders, communicators, and facilitators. By being 

instructional leaders, principals must keep abreast with new developments in instructional 

activities. For successful improvement of school activities, principals create positive school 

climates that increase learning (Leithwood and Louis, 2012; Bhengu et al., 2014). Positive 

school climates enable members to partake in school activities, lead others and share their 

knowledge with others. Leadership works best when stretched to all members with the school 

principal sharing the school vision with other members (Hallinger and Lee, 2013; Mitgang, 

2012; Tian and Risku, 2019). 

 

Distributed leadership also resides in teachers who serve as mentors to other teachers (Velarde, 

2017). Such teachers are experienced personnel with expertise and skills and who get assigned to 

the task of leading other members at their grade levels. These teachers assigned leadership 
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activities are instructional leaders in their own context, who engage with other teachers to 

promote shared ideas and practices for quality instruction (Bush, 2018). Content knowledge and 

leadership practices make teachers with expertise contribute a great deal to their area of 

speciality, which results in improved performance at school (Seobi and Wood, 2016). Teachers 

with expertise and content mastery usually are leaders and can be key resource persons for other 

teachers when addressing problems and issues of instruction (Ghavifekr and Ibrahim, 2014). 

Instructional leadership by other teachers creates a platform for teaching and learning which 

indirectly develops teachers’ professional competency, their motivation and teaching practices as 

members help each other as workmates. The aspect of having teachers leading some functions in 

the school signifies distributed leadership, with teachers either working on the same or different 

tasks and having constant communication and interaction (Jita and Mokhele, 2013). It is believed 

that making use of distributed instructional leadership at school presents “… an ideal opportunity 

to explore turnaround strategies to enhance performance at institutional level and create greater 

synergy between the different levels of staff” (Badenhorst and Radile, 2018: 4). Distributed 

instructional leadership is regarded as the appropriate means to improve school performance to 

greater heights. This research, therefore, examined activities that show features of distributed 

leadership in selected schools with high performance. 

 

Most research on instructional activities has been on either instructional leadership (Yunas and 

Iqbal, 2013; Si-Rajab et al., 2019) or distributed leadership (Spillane, 2005; Goksoy, 2015) with 

very little on a combination of the two. There is likely to be an increase in school performance 

when instructional leadership is distributed. Having been a teacher in varied primary schools and 

with an aim of contributing to educational scholarship on distributed instructional leadership, I 

became interested in undertaking this research to find out how instructional leadership is 

distributed in primary schools that have high academic pass rates. 

 

1.3 PROBLEM STATEMENT 

Effective leadership of instructional activities is crucial in education (Sekhu in Ghavifekr et al., 

2015: 48). Principals are regarded as the focal and key persons for the improvement of 

instructional performance at school with teachers taking instructions from the principal. School 

principals provide materials and assistance to educators and learners to improve learner 

performance (Ghavifekr et al., 2015). Instructional leadership encompasses varied practices and 
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processes that make schools develop (Bush, 2013; Mestry and Pillay, 2013) but it would appear, 

on its own, instructional leadership is not adequate.  

 

Focusing on the principal as the single person with all the expertise to lead a school to 

prominence cannot be sustained due to growing demands on principals (Spillane, 2005; Goksoy, 

2015). Grenda and Hackmann (2014) posit that school principals are overwhelmed by competing 

duties, which include management tasks, monitoring instructional activities, financial 

supervision, learner issues and accountability to raise student academic achievement. Literature 

shows that distributed leadership can improve instructional activities at school (Spillane and 

Healey, 2010; Halverson and Clifford, 2013). This results from stretching instructional 

leadership to various members in a school. Few studies, however, have investigated instructional 

leadership practices in primary schools in Zimbabwe, let alone distributed instructional 

leadership. Klar (2012) advocates that distributed leadership recognises the collaboration that 

exists among leaders in a school. Leadership practices bent on improving instructional activities 

also affect work relationships among members of staff and indirectly the academic performance 

of learners. This is crucial in that the type of relations in a school can affect instructional goals.  

 

The aim of instructional leadership and distributed leadership is high performance by learners.  

Research on improved instructional activities in schools has primarily focused on either 

instructional leadership (Yunas and Iqbal, 2013; Si-Rajab et al., 2019) or distributed leadership 

(Goksoy, 2015) without combining these two into a single leadership model. I argue, therefore, 

that school performance is likely to increase when instructional leadership is distributed among 

primary school leaders, and this motivated me to undertake this study. My study, therefore, 

sought to contribute knowledge on distributed instructional leadership practice through 

experiencing it in schools where it is practised, thereby making the schools different from other 

primary schools in Zimbabwe. There is ample literature that advocates for distributed leadership 

to let out the potentials in instructional leadership for improved school performance (Naicker and 

Mestry, 2013). However, very little evidence shows the relationship between the two 

phenomena. How the relationship between instructional leadership and distributed leadership is 

understood in schools is the focus of this study.  

 

Literature has shown that principals indirectly influence the success of schools and performance 

of learners (Desravines and Fenton, 2015; Day et al., 2016; Alam and Ahmad, 2017). Although a 
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lot of literature on the leadership of schools has been produced, there is no agreement on 

effective leadership practice. Many perspectives on school leadership are evident but how these 

reflect on distributed instructional leadership practice is minimal. Much literature does not 

accurately reflect leadership practices in schools. Angelle (2010) acknowledges the little 

attention given to distributed instructional leadership in primary schools. This justifies the need 

to conduct this study on instructional leadership activities in high performing primary schools. 

The difference in the distribution of instructional leadership activities in some schools which 

make them different from other primary schools in the same vicinity makes for an interesting 

research study.  

 

The choice of primary schools was based on the idea that principal instructional leadership is 

substantial at primary school level (Dong and Seong, 2014). The choice was also based on the 

willingness by the school principals to participate in the study. The schools selected were high 

performing schools based on their good examination results and on the recommendations that 

had been given by the District Office. This suggested that the schools were good schools.  

“Scratch the surface of an excellent school, and you are likely to find an excellent principal. Peer 

into a failing school, and you will find weak leadership” (Leithwood and Riehl, 2003: 1). This, 

therefore, suggests that the schools selected were likely to be good schools with effective 

principals.  

 

1.4 THE MAIN RESEARCH QUESTION 

 

How is distributed instructional leadership practice enacted in some high performing primary 

schools in Zimbabwe for instructional improvement? 

 

1.4.1 Sub-questions   

The sub-questions below support the main research question: 

1. What are the main activities that characterise instructional leadership practice of selected 

high performing primary schools in Zimbabwe?  

2. How do the major activities of instructional leadership in high performing primary schools in 

Zimbabwe align with and/or exhibit features of a distributed leadership practice, if at all? 

3. How can the activities and practices of instructional leadership in high performing primary 

schools be understood and/or explained? 
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1.5 AIM OF THE RESEARCH 

The aim of the study is to have a deeper understanding of how distributed instructional 

leadership practice is enacted in some Zimbabwean primary schools for instructional 

improvement. 

 

1.5.1 Objectives of the study 

The objectives of the study are to: 

1. Examine the main activities that characterise instructional leadership practice in selected high  

   performing primary schools in Zimbabwe.  

2. Explore how major activities of instructional leadership in high performing primary schools of  

    Zimbabwe align with and/or exhibit features of distributed leadership practice, if at all. 

3. Provide an empirically informed account of how activities and practices of instructional      

    leadership in high performing primary schools can be understood and explained. 

 

1.6 SIGNIFICANCE OF THE STUDY 

This study offers an alternative effective school leadership model that combines two empirically 

based and tested leadership models. The fact that the components of this leadership model may 

account for the desired results in high performing primary schools will be a compelling aspect to 

enact distributed instructional leadership practices to other primary schools in the country. The 

knowledge that leadership works best when stretched to all members and with shared school 

vision is important to policy makers, school principals and educators, as it shows them that 

instructional leadership may need to be distributed for improved performance in schools. Alam 

and Ahmad (2017) posit that the academic results of learners are a worry to policy makers. It is 

hoped that the findings of this research will influence policy makers’ future policy formulation 

on distributed instructional leadership in schools.  

 

Manaseh (2016) advocates that principals must ensure that there is improvement in instructional 

programmes for improved learner academic performance. There is likely to be an improvement 

in learner academic performance when leadership is distributed across members. This knowledge 

is crucial for school principals and teachers as it alerts them on the importance of shared 

leadership at school. Having members work specifically on tasks they have wide knowledge of is 

likely to result in improved performance. The study will provide school principals with insights 

on how distributed instructional leadership might help to improve school performance through 
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removing from them the burden of sole leadership (Grenda and Hackmann, 2014). Another 

aspect of significance is that in distributed instructional leadership, all those in formal and non-

formal leadership positions can lead, and their contributions acknowledged. This informs school 

principals on the value that members holding formal and informal positions have to them as 

school leaders and to schools.    

Since research on distributed instructional leadership is ongoing in Africa and Zimbabwe 

specifically, a study like this one is likely to provide more information on distributed 

instructional leadership practices in schools. I hope those who read this study will get some ideas 

that will prompt them to conduct more research on the phenomenon distributed instructional 

leadership. Furthermore, besides enhancing my appreciation of primary school leadership, the 

study will broaden scholarship on distributed instructional leadership in primary schools. 

 

1.7 THE THEORETICAL FRAMEWORK 

Several new and old theories on leadership have been used in previous leadership studies 

(Goksoy, 2015; Bush and Ng, 2019). This study utilises one of the recent theories which is 

informed by Spillane’s distributed leadership framework (Jita and Mokhele, 2013; Grenda and 

Hackmann, 2014). This theory is concerned with leadership “… practice rather than leaders, their 

roles, functions, routines, or structures” (Spillane, 2005: 144). The key tenet of the framework is 

that leadership stretches across several participants (Spillane, 2005). Timperley (2005) points out 

that the traditional leadership models of a single heroic leader that practises a top-down 

leadership function are unrealistic and unsustainable in today’s set up of primary schools.  

 

Expertise exists in a variety of individuals within an organisation. It, therefore, means principals 

are not the only individuals with expertise to transform schools. Expertise also resides in teachers 

who pool up their efforts to achieve school instructional goals. This, therefore, portrays 

distributed leadership as being a joint action that includes the activities of various individuals 

(Spillane et al., 2001). Principals consciously support and facilitate leadership from other 

members of staff in the school. For this to succeed, skills must be made use of at the appropriate 

time and level. Successful leaders take note of the contributions from other members in the 

school who include, teachers and administrative staff (Leithwood et al., 2004). Contributions 

from teachers help improve instruction. Distributed leadership can be shared across the school by 

administrators, teachers, and members of the community. However, this could be problematic if 
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communication is not conducted properly (Grenda and Hackmann, 2014). Principals need to 

create positive environments that allow interaction among members to take place smoothly.  

 

Spillane and Healey (2010) and Bolden (2011) advocate that, theoretically, distributed leadership 

emphasises “leadership plus” and “leadership practice” aspects. Leadership under these aspects 

is stretched across staff members in the school suggesting that leadership activities can be done 

by either formal or informal leaders. Informal leaders emerge at school and are usually not on the 

Ministry’s payroll. They lead important activities in schools. The “leadership plus” aspect makes 

use of expertise of different individuals that occupy various structural positions in schools. 

 

Spillane (2005: 144) advocates that, “… leadership practice (should be) viewed as a product of 

interactions of school leaders, followers, and their situation.” Principals and teachers interact in 

their situations with an aim of seeing what activities people do, how they do the activities and 

why they do them (Spillane, 2005). Followers in this instance represent individuals who do not 

have formal positions but take part in working over activities and making sure they are 

completed (Spillane, 2006). In this view, the individuals in leadership positions can move in and 

out of the leadership activity any time depending on the situation. Leadership plus and leadership 

practice aspects offer a critical framework for studying principals’ daily working activities 

instead of concentrating on the structures of leaders, their functions, or their roles (Bolden, 

2011).  

 

A situation is the critical component of the distributed leadership framework. Spillane (2006) 

advocates that it is not the actions of principals and formal leaders that matters much, but how 

leadership is distributed. It is, therefore, critical that in studying distributed leadership, the 

practice aspect is understood as involving leader-follower interactions in the context of their 

situation.    

 

1.8 RESEARCH METHODOLOGY  

In this study, I used the qualitative research approach and the multiple case study design in 

examining the main activities that characterise instructional leadership practice in high 

performing primary schools. This was done through interviews, observations, and document 

analysis. I engaged with principals and teachers in schools and saw how they interacted with 

their work situations. Through the case study design, a careful consideration of the main 
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activities that characterise instructional leadership was made possible. The importance of case 

studies lies in their ability to establish the cause and effects of actions in varied contexts (Cohen 

et al., 2007). I used the multiple case study design because it involves collecting data from 

various sites, which are the selected high performing primary schools (Yin, 2014) and I believe 

that it is in high performing schools that we find principals and educators who are involved in 

instructional leadership. The multiple case study design was used to achieve credible results 

(Merriam, 2009). I worked closely with school principals and listened to their responses during 

interviews (Clark and Ivankova, 2016) to unpack their understanding of distributed instructional 

leadership (Minichiello and Kottler, 2010). As qualitative research concentrates on direct 

experiences, I gained an understanding of the participants perceptions on instructional leadership 

in the context of their schools. 

 

The qualitative research approach is embedded in the interpretivist paradigm. Interpretivism 

looks for human views and their unique perspectives. This study focused on finding participants’ 

views on distributed instructional leadership. Having a prolonged engagement in schools enabled 

me to observe principals, subject leaders, and teachers at their work. Interpretivists believe that 

people’s actions have meaning that must be understood (O’Hara et al., 2011). People construe 

their daily activities in line with the meaning they give to their roles. The study explored 

distributed instructional leadership practices in schools. Through this paradigm, the researcher 

was able to make interpretations of the observations made on various activities in schools. 

 

Three primary schools were selected based on recommendations from the district supervisor. The 

principals of the three schools form part of the participants including nine teachers who were 

purposively sampled from the three schools (Creswell, 2009). Three teachers were selected from 

each school to be part of the participants. To get three high performing primary schools, the 

researcher approached the District Education Office and requested for information on high 

performing schools as per their records of pass rates and supervision reports done in the past 

three years. From the information given by the District Office, I purposively sampled three 

primary schools that were well known for their instructional leadership.  

 

I considered ethical issues of confidentiality to safeguard the research sites and the participants 

(Leedy and Ormod, 2013). I sought permission from the Ministry of Primary and Secondary 

Education (MoPSE) to carry out a study in three selected primary schools. I also sought 
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permission from the Ethics Committee of the University of the Free State to carry out research 

since it has a code of ethics that guide research at the institution. To allay fears, I informed 

participants that the information they gave was for study purposes only and that it would be kept 

private and confidential. The respondents were informed of the reasons for conducting research 

and how they would have got involved. I gave respondents consent forms and advised them of 

their voluntary participation. Ethical issues are a critical component in research. Creswell (2012: 

22) says, “… all educational researchers need to be aware of and anticipate ethical issues in their 

research”. This can improve on responses. Walliman (in O’Hara et al., 2011: 108) says ethics are 

rules that govern researchers’ behaviour when carrying out research. These rules are critical as 

they safeguard the safety of participants. 

 

1.9 DELIMITATIONS 

Twelve participants, in total, were involved in this study. They included three primary school 

heads (principals), nine teachers with three of them coming from each of the three high 

performing primary schools. Participant teachers were qualified experienced teachers who have 

spent at least three or more years in service and at the sampled schools. This ensured that the 

participants are experienced and have sound knowledge of education activities in the school. The 

study of different cases enabled an understanding of the behaviours of teachers and principals 

while in their natural settings, the schools. The focus was on instructional leadership activities at 

each of the schools. The results of my study will offer some useful insights into distributed 

instructional leadership practice. 

 

1.10 LIMITATIONS 

The limitations of the present study include the fact that the findings may not be generalisable to 

all primary schools since the study focused on three high performing primary schools as the 

research sites. For this reason, I saw it crucial to give a comprehensive description of the 

participants, research methods and the presentation of the data collected. The findings may, 

however, apply to other similar schools as they show glimpses on how distributed instructional 

leadership practices were enacted in the selected primary schools. 

   

I employed the qualitative research approach as it is more concerned about discovering more 

about a particular phenomenon of interest than to generalise. Creswell (2013) advocates that the 

personal standing of a researcher has a solid bearing on how problems are identified, examined, 
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analysed, and construed resulting in qualitative research being integrally subjective. The biases 

and subjectiveness of the researcher might have influenced the credibility and trustworthiness of 

the information collected. This was, however, mitigated by a prolonged engagement with 

participants, data triangulation and a pilot study. 

 

The COVID-19 pandemic made schools open in phases with grade sevens starting then middle 

grades and lastly the infant grades. This meant that on my first visits there were only grade sixes 

and sevens. After about a month the middle grades opened and after a few weeks the infant 

grades opened. I had planned to conduct field work within three months, however, I had to 

prolong my stay in the schools to four and a half months. This enabled me to observe interactions 

in the whole school and to gather enough data from participants who ranged from grade one to 

seven.  

 

1.11 DEFINITION OF TERMS 

Several terms have been defined below so that there is a clear understanding of their meanings in 

this study. 

 

School leadership: 

School leaders influence school outcomes through their interventions and capacity building 

(Gurr, 2015). Effective teachers improve learner performance. It is, therefore, critical that high 

performing teachers are retained in schools. For this to happen, it needs a school principal at the 

helm who attracts and supports such teachers (Desravines and Fenton, 2015). The creation of 

conducive climates for teacher retention and improved learner academic performance are 

important aspects in the leadership of schools. School leadership is a vital element in learner 

academic work and is placed on second position after classroom instruction in its effect on 

learners (Leithwood et al., 2004). School leadership is taken to mean the activities done by 

school principals to transform schools to high academic performance. 

 

Instructional leadership: 

The teaching activity is a top priority for instructional leaders. Principals should be well versed 

in what would be happening in classrooms to appreciate the challenges teachers face as they 

work. Yunas and Iqbal (2013) advocate that school principals influence the implementation of 

the national curriculum at school. Dong and Seong (2014: 5) advocate that “… instructional 
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leadership focuses on all functions that contribute to student learning, such as managerial 

behaviours and organisational culture.” Niqab et al., (2014) advocate that school principals 

perform various activities at school among which are managing the curriculum and the 

supervision of staff and students. This model views the principal as a sole individual with the 

expertise to handle all activities at the school. Instructional leadership would be used here to 

mean leadership activities done by principals to assist teachers and learners to increase their 

work performance.  

 

Distributed leadership: 

This is “… a form of collective agency incorporating the activities of many individuals in a 

school, who work at mobilising and guiding other teachers in the process of instructional 

change” (Harris, 2005: 14). Leadership exists among varied people within the school 

organisation and with different skills. Individuals might perform similar or different tasks in the 

school organisation. Goksoy (2015) contends that leadership is stretched among different 

individuals with different roles in the school organisation. This model does not recognise the 

traditional approach of leadership that sees the school principal as the focal person as they 

believe that school leadership is complex that it cannot be performed by a single person. 

Distributed leadership, therefore, means leadership stretched according to expertise among 

school members.  

 

Distributed instructional leadership: 

Schools with this type of leadership are believed to have an increased working aura in schools 

because of the combined features of instructional and distributed leadership that make up the 

concept. Such type of leadership is stretched across different teachers. A combination of the two 

concepts is expected to produce a model that will be effective in improving instructional 

activities. Badenhorst and Radile (2018) contend that the distributed instructional leadership 

model involves other members of staff in making instructional decisions and forward planning. 

Distributed instructional leadership will be taken as an ideal lens for improving learner 

performance in schools. 

 

Leadership practices:  

These are actions and tasks that principals undertake in promoting instructional activities. Four 

core leadership practices put forward by Gurr (2015: 139) are, “… setting direction, developing 
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people, leading change, and improving teaching and learning ...” These are clearly seen as 

leadership practices of school principals to transform schools. Leadership practices will be taken 

to mean broad categories of activities done by school leaders to improve instructional activities. 

 

 

High performing primary schools: 

These are effective schools that produce high academic pass rates. High performing schools are 

characterised by effective classroom supervision, high performance by members of staff and 

learners, and having a positive working environment. Instructional leadership is believed to be 

distributed in such schools. These schools are in constant improvement, have not reached 

perfection and are willing to learn from others (Shannon and Bylsma, 2007). This study will take 

high performing schools to mean schools with dynamic school heads (principals), high pass rates 

and where instructional leadership is distributed.  

 

1.12 LAYOUT OF CHAPTERS 

There are six chapters that make up this research.  

 

Chapter one: 

It outlines the background to the problem on how instructional leadership practice is enacted in 

Zimbabwean schools with outstanding pass rates. The problem statement, research questions, 

aims, objectives, significance, delimitations, and limitations are explained. An outline of the 

research methodology and theoretical framework are given. Key terms were defined. 

 

Chapter two: 

Chapter two explores and reviews literature that is associated with instructional and distributed 

leadership. Literature on empirical studies is cited and their findings, methodologies and 

frameworks were discussed with the intention of showing how they related to my study.   

Relevant literature on the framework that guided this research was explored.  

 

Chapter three: 

The research approach, research design and the research sites employed in this study are 

explained in this chapter. The selection procedures of participants, the instruments used to collect 

data and the data analysis procedures are discussed in the chapter.  
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Chapter four: 

Three sites were used and from each site four participants took part in the study. The data from 

each participant and that gathered from observations and document analysis are presented, 

interpreted, and reported in narrative form in this chapter. The themes that emerge from the 

studied cases are also discussed.   

 

Chapter five: 

In this chapter, a cross-case analysis of the findings and discussions of these is done.   

 

Chapter six: 

The chapter gives a summary of the main findings of the study, it also draws conclusions and 

offers recommendations on enacting distributed instructional leadership practices in schools for 

instructional improvement. 

 

1.13 SUMMARY 

The background to the study on instructional and distributed leadership was highlighted. In 

addition, the problem statement and the research questions that guided this study were also 

stated. The aim and objectives have been stated in the chapter. Furthermore, an outline of the 

theoretical framework that guides this study was given followed by the research methodology 

and ethical issues. The delimitations and the limitations were discussed. A definition of key 

terms was done. Finally, the structure of the research was outlined. The following chapter 

reviews related literature on instructional and distributed leadership.  
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CHAPTER 2 

 

LITERATURE REVIEW 

 

2.1 INTRODUCTION 

This chapter examines literature on instructional and distributed leadership. It begins by 

reviewing empirical studies on instructional leadership. Different activities performed by school 

principals and other instructional leaders as well as discussions on the methodologies, 

frameworks and the findings of the empirical studies are presented. Gaps in the scholarship that 

my study would try to fill will be discussed. I begin with a discussion of the main activities that 

characterise instructional leadership, its importance and the challenges experienced in 

implementing it in schools. Literature on distributed leadership practice is also reviewed. The 

literature review is intended to explore the information on the practices of instructional and 

distributed leadership. The literature is centred on the key research question on: How distributed 

instructional leadership practice is enacted in some high performing primary schools in 

Zimbabwe for instructional improvement. The main question is answered through the sub-

questions listed below:  

1. What are the main activities that characterise instructional leadership practice of selected high 

performing primary schools in Zimbabwe?  

2. How do the major activities of instructional leadership in high performing primary schools in     

Zimbabwe align with and/or exhibit features of a distributed leadership practice, if at all? 

3. How can the activities and practices of instructional leadership in high performing primary     

schools be understood and/or explained? 

 

The theoretical framework for this research is given and the reasons for its choice are explained 

in the chapter. The concept of distributed leadership followed by the link between instructional 

and distributed leadership is explored.  

 

2.2 LEADERSHIP IN SCHOOLS 

Communities look at schools for high learner academic outcomes, and school principals have a 

major responsibility in achieving this. It is essential, therefore, to understand that school and 

principal leadership are important elements in improving the academic performance of learners 

(Sebastian and Allensworth, 2012).  
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2.2.1 Understanding school leadership 

Leadership practices in schools play a major role in shaping instructional activities. Schools have 

different structures that are created and shaped by the school leadership. In today’s world of 

outcome-based accountability, schools are often held responsible for increased learner 

performance and because of this, principals set priorities that become the priorities of the entire 

school. The amount of attention paid by the principal to instructional activities communicates to 

staff members how crucial teaching is to the school. As instructional leaders, school principals 

have a duty to lead staff in the effective implementation of the curriculum. 

 

Leadership in schools often involves different key members who make use of the existing 

structures to improve school performance (Spillane, 2006). In their study of United States of 

America schools, Camburn et al. (2003) observed that leadership tasks were often spread over 

three to seven people, mostly specialists. This underscores the fact that despite the quantity of 

leaders involved, the “leadership practice” aspect involves the interactions that take place 

between leaders and followers, that is, the principals and teachers in the schools. Spillane (2005) 

points to this characteristic feature of leadership practice as “interaction”.  

 

From this view, the capabilities of school leaders are thus best understood from the group 

perspective instead of an individual perspective. This implies the ability of the school leader to 

nurture members’ capacity to work as a team. Principals put in place systems that positively 

influence learner’s academic performances. School leadership is an essential component in 

improving learner performance. Leadership effects on learner performance are believed to 

amount to a quarter of the entire school effects (Hairon, 2017). The effect appears small but is 

educationally significant. Considering this, it, therefore, requires that principals show strong 

skills and proficiency in instructional leadership to improve their schools (Heck and Hallinger, 

2010; Leithwood, 2008). This they do through performing varied leadership roles.  

 

2.2.2 Understanding principals’ leadership role 

Leadership is critical in schools as it determines their success and significance. It is a high 

priority issue that has become the subject of enormous literature both as a concept and a practice. 

Leadership has been described by Spillane et al. (2001: 24) as involving “... the identification, 

acquisition, allocation, coordination, and use of the social, material, and cultural resources 

necessary to establish the conditions for the possibility of teaching and learning.” The aspect of 
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resources, their mobilisation and use, occupies an important place in this definition with an 

encouragement on staff members to take up tasks that enhance teaching and learning. Found in 

this definition is also the issue of influence. By being the main resource providers, principals 

influence teachers to effectively use resources. The aspect of influence is also found in the 

definition by Northouse (2013: 5) which regards leadership as “... a process whereby an 

individual influences a group of individuals to achieve a common goal.” The major reason for 

the existence of schools is learner academic achievement; therefore, school principals need to 

urge staff members to work towards achieving school goals. IrmanSyarif (2017: 2) describes 

leadership as, “… a process by which leaders described, will give orders/direction, guidance, or 

influence the work of others in choosing and achieving the goals set.” Effective school principals 

have visions, and to achieve these they influence teachers towards these visions and goals. It is 

an important activity by school principals to influence teachers towards a common vision. Of 

importance in the definitions are the “... issues of who exerts the influence, how it is exerted and 

to what ends” (Jita and Mokhele, 2013: S124). Principals use the common goals to inspire 

followers to work towards high performance. They intentionally exert influence on staff 

members to direct their activities and relationships towards improving the school academic 

activities. The influence exerted by principals is related to teaching and learning which are 

central functions of a school. Leithwood and Louis (2012) advocate that leadership involves 

setting directions and supporting people to move in a set direction. The definitions above show 

the various activities carried out by principals as they influence teachers towards school 

improvement. Literature states that for such activities to be successfully done in schools it needs 

principals who enact instructional leadership practices. Instructional activities are the mainstay of 

schools; therefore, principals need to enact instructional leadership practices. Instructional 

leadership, as a process of influence, has the principal identifying the school direction with an 

intention to improve instructional activities (Hallinger and Murphy, 2012). Si-Rajab et al. (2019) 

contend that instructional leadership leads to priority being given to quality instruction and the 

achievement of lessons taught. The emphasis is on accountability and tangible academic 

standards. In a broader context, instructional leadership contributes to improved learner 

performance.  

 

A study by Dong and Seong (2014) in Singapore showed that both primary and secondary school 

principals emphasised quality education. The question they sought to answer was “How are 

Singapore principals perceived in terms of their instructional leadership practices?” Their study 
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investigated instructional leadership practices focusing on the alignment of instruction to school 

vision; leadership of instructional activities; the development of positive teaching and learning 

environments; and the encouragement of professional development. The researchers used the 

Rasch model to examine the instructional leadership practices enacted by the Singaporean 

principals. Findings showed that principals were active in the four instructional leadership 

practices and were all regarded as strong instructional leaders. When compared between the two, 

primary schools were rated higher in the examined four dimensions of instructional leadership. 

The study showed the key activities carried out by principals as they enact instructional 

leadership practices in Singaporean schools. The Rasch model which compared items to people 

was used. This study was carried out in an Asian country where literature believes instructional 

leadership in schools is still in its infancy (Hallinger et al., 2017). The results indicate a change 

in scenario that principals in some schools implement instructional leadership practices and that 

the four dimensions examined were given attention. It now remains to be seen in the present 

study whether and to what extent principals in primary schools in Zimbabwe carry out the 

activities that characterise instructional leadership as shown in Dong and Seong’s (2014) study. 

The questionnaires used produced quantitative information which showed that principals 

attended to the leadership dimensions, but the aspect of how the principals enacted the activities 

in the schools remains unanswered. This gap is yet to be addressed and my study seeks to cover 

this lapse in our knowledge base.    

 

There are some studies that were carried out to show the enactment of instructional leadership in 

schools. In a study conducted by Gurley et al. (2016) in a district in the South-Eastern part of the 

United States to find out how frequently principals enacted specific behaviours characterising 

instructional leadership, they found out that principals displayed instructional leadership 

behaviours as outlined by Hallinger and Murphy (1985). The study was in response to Hallinger 

et al. (2013) report that principals’ self-reports on their implementation of instructional 

leadership was higher when compared to reports by teachers. Hallinger and Murphy’s (1985) 

instructional leadership framework was employed by the research team as the conceptual anchor 

that guided their research. Leithwood et al. (2006) regard it as a widely acknowledged construct 

that has been used over the years in empirical studies. The researchers made use of Hallinger and 

Murphy’s (1985) Principal Instructional Management Rating Scale (PIMRS), which is a 50-item 

instrument developed to measure principals’ instructional leadership behaviours in schools. The 

PIMRS questionnaire was emailed to principals and teachers and a response rate of 80.9% by 
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principals and 61.5% by teachers was obtained. A close match was noted across function and 

dimension showing that principals enacted instructional leadership activities in their schools. 

This dispelled previous reports of a difference in perception between principals and teachers. The 

quantitative method, however, fell short in that it did not give detailed views of the participants 

as to which of Hallinger and Murphy’s (1985) leadership functions were executed, at what 

frequency and how. This highlighted an important methodological aspect to be addressed in 

future studies. The proper selection of a methodology enhances the credibility of the data 

collected and the research results. In the present study, the use of the qualitative methodology 

was ideal since it gave room to explore the how aspect of instructional leadership practices in 

schools. What the PIMRS revealed was that the frequency in enactment of the leadership 

practices by the principals was high. This only tells us that the principals applied instructional 

leadership but the issue of how they were enacted still needs to be understood.  

 

2.3 INSTRUCTIONAL LEADERSHIP PRACTICES        

Principals carry out varied tasks in schools with an objective of raising learner academic 

outcomes. Perspectives on instructional leadership regard principals as supporting noble 

instructional practices and subject mastery that assist teachers. School leaders have a duty to 

provide quality education to schools, hence the emphasis on teacher increased instructional 

practice that raises the outcomes of learners. In a study on instructional leadership in Turkey 

schools, Turkoglu and Cansoy (2018) used qualitative research methods to collect data on the 

opinions of 15 school principals from different provinces of Turkey on instructional leadership 

behaviours. Eight principals were from state primary schools and seven from secondary schools 

in Turkey. Semi-structured interviews were conducted with the interview form having been 

developed based on Hallinger and Murphy’s (1985) model. Findings suggested that principals 

worked within the frame of the Ministry of Education and conveyed Ministry goals to teachers as 

received. This stance by principals, defeats organisational integrity as principles are introduced 

to teachers without any interpretation or development (Leithwood et al., 2008). This, therefore, 

meant principals lacked in the leadership practice of curriculum development since they left 

teachers to make decisions on their own. This was a result of over-centralisation by the 

government. However, despite the over-centralisation of the government structure by the 

government being an obstacle to principal application of instructional leadership practices as 

propounded by Hallinger and Murphy (1985), the principals monitored student learning and gave 

feedback to teachers. These are important instructional leadership practices. The principals also 
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made significant efforts in creating enabling environments at the schools. This practice fulfilled 

the third leadership dimension by Hallinger and Murphy (1985) of creating positive teaching and 

learning environments.  

 

The findings were obtained from interviews only, with little triangulation from other sources to 

strengthen research results. Other forms of data collection could help increase the validity of the 

information. This informs my study on the importance of having a variety of methods in 

collecting data. The use of two groups of participants, primary and secondary school principals 

may also blur the results and give a blanket report that all the principals did not focus much on 

curriculum development. A more specific approach that separates primary from secondary 

school principals is to understand who did not support curriculum development and probably in 

what areas. The present study was designed to cover this gap by focusing specifically on high 

performing primary schools. A similarity exists in the centralisation of the education system in 

Turkey and Zimbabwe. Through my study of the primary schools, I wanted to find out whether 

principals support curriculum development or not for improved school performance. This would 

also reveal whether and how centralisation affects the ways in which principals enact 

instructional leadership practices. Even though instructional leadership is important in schools, 

its enactment in schools, particularly the developing world, is still low and less understood when 

compared to the Western societies (Hallinger et al., 2017).  

 

In a study carried out by Martin (2018) in Christian schools in the United States of America, 

principals indicated high engagement in instructional leadership, yet teachers showed that there 

was low principal instructional leadership. Teachers indicated that the strength of principals’ 

engagement in instructional leadership differed from school to school. The study was a response 

to the 2011 Cardus Education Report which pointed out that Protestant Christian schools were 

developing their learners’ faith and not their academic standing when compared to their 

counterparts in public schools. The study focused on finding out the qualities of principals in the 

Christian schools that had high academic performances. They used Hallinger and Heck’s (1996) 

results of a meta-analysis research study as the theoretical framework that guided their study. Its 

view is that principals who engaged in instructional leadership defined their school missions, 

managed the curricular programmes, and created positive learning environments.  
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Looked at closely, the results of Hallinger and Heck’s (1996) meta-analysis study are an 

improvement to the leadership dimensions by Hallinger and Murphy (1985). Eighteen principals 

from high-performing Christian schools across the United States of America participated in 

Martin’s (2018) research. Nine elementary, nine middle/high school principals and 280 teachers 

participated in the study. The schools were long time serving schools that had been in operation 

for at least sixteen years. The Principal Instructional Management Scale was used in the study to 

gather information about the instructional leadership qualities of the principals. According to this 

study, the PIMRS questionnaire produced the information the researchers wanted, that is, the 

principals’ involvement in instructional leadership. The responses by principals showed high 

prevalence of instructional leadership engagement by principals in the Christian schools. 

However, a difference is noted in the responses by the teachers. The teachers reported a 

difference in the degree of application of instructional leadership activities by principals. The 

difference could be a result of principals rating themselves highly in activities they carry out at 

their schools and or how they perceived instructional leadership. On the other hand, the teachers 

could have a different view of instructional leadership as compared to that of the principals, thus 

there rating would differ to that of the principals. This is now where the qualitative research 

method would be handy. Interviews would enable researchers to ask respondents and probe 

further to find out if the principals and the teachers had the same view about instructional 

leadership. Interviews conducted with principals in this instance did not focus on instructional 

leadership, but their personal details and missionary standing thus could not establish the 

respondents’ views besides knowing that they practiced instructional leadership. The knowledge 

on how the principals implemented instructional leadership is not quite evident in the research, it 

thus highlights areas that my research sought to address on how principals enact instructional 

leadership practices in their schools as they interact with their staff members in the contexts of 

their schools.  

 

Findings indicated that all the principals engaged in instructional leadership as stated by the 

instructional leadership model put forward by Hallinger’s (1990) which is comprised of the 

development of a school mission, developing conducive school environments, and managing the 

instructional programme. The teachers’ perspective was that the degree of principals’ 

involvement in instructional leadership differed between schools. Definitions given to 

instructional leadership by the upper and lower schools were different. The focus of high school 

principals was on leading and managing the schools, whereas principals from the lower schools 
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focused more on instructional activities (Martin, 2018). Principals from the lower school also 

professionally developed themselves and supported the professional development of their 

teachers as well, more than was done by upper school principals. The difference in perception of 

instructional leadership by upper and lower schools corresponds to literature (Printy, 2008; Louis 

et al., 2010) which states that there is more engagement of instructional leadership practices in 

primary schools than in secondary schools. In one of her studies, Printy (2008) looked at the 

impact principals and departmental heads had on teachers’ use of teaching methods which were 

regarded as standard based, problem-oriented, and learner-centred. She found that principals did 

not have any impact on teachers’ instructional decisions. Instead, the teachers’ decisions on how 

to teach were influenced by their interactions with their professional peers. Findings from this 

study of Christian schools in USA showed a difference in the depth of applying instructional 

leadership by the principals. This could mean that Christian school principals focused more on 

developing learner faith when compared to principals from public schools.  

 

In a different study, where mixed methods were used to collect data, the activities listed by 

Hallinger and Murphy (1985) are included in addition to other functions that principals are 

expected to perform. Glanz et al. (2017) carried out a study where they explored instructional 

leadership perceptions and behaviours among Israeli and USA Jewish schools. A mixed-method 

research approach was used to collect data in their research. Incorporated in the research design 

was the sequential explanatory strategy which enabled the analysis of qualitative data built up 

from the results of quantitative data. A questionnaire based on the Avney Rosha (2008) 

Capstones Institute study was constructed and used. It focused on principal management areas 

that included vision formulation, promoting professional development leading staff and bringing 

change to schools. Data were collected from ninety principals through questionnaires and from 

twenty principals through interviews. The data from questionnaires were analysed statistically 

and the data that were qualitatively gathered were condensed, coded, categorised, and theorised. 

Findings showed a higher prevalence of instructional leadership practices by USA principals 

than their Israeli counterparts, specifically in the practice of leading teaching and learning 

activities. Low levels of interest and involvement were shown by veteran Israeli principals in 

instructional leadership. Evidence in the results suggest the value of using the mixed methods 

approaches to study the leadership behaviours, the strength of the principals from the different 

countries was obtained. The method used by Glanz et al. (2017) is a two-phase method. It 

collected data first through questionnaires then a few selected principals were interviewed basing 
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on the results from the questionnaires. The questionnaire used, as the study indicates, contained 

the crucial elements of instructional leadership, vision development, staff development, leading 

staff and bringing change to schools. These elements are critical to effective schools and need 

effective principals to implement them. USA principals focused on improving instructional 

activities in their schools., thereby showing the application of instructional leadership. The 

improvement of instructional activities by school leaders showed enactment of instructional 

leadership practices by the principals. Instructional activities are key aspects in the existence of 

schools, thus by executing them results in improved school performance. Such activities 

illustrate instructional leadership practices.  

 

The differences in the knowledge base on instructional leadership practices in America and the 

developing countries of Africa and Asia is evident (Hallinger et al., 2017). Israeli principals 

showed non-adherence to instructional leadership, thus depicting the focus of the education 

system in that country and the level of its knowledge on instructional leadership, which as the 

results show still needs to develop. School leaders need to get involved in instructional 

leadership to meet the demands of the global educational environment which needs 21st century 

skills that can only be provided by leaders who get involved in curriculum and instruction 

matters (Naidoo and Pettersen, 2016). Principals must promote best practices in instructional 

activities for improved learner academic performance. This shows that the practices of leading 

teaching and learning activities are critical elements of instructional leadership. Since there were 

no activities signifying the implementation of instructional leadership by Jewish principals, it 

remained to be seen whether these could be compared to the instructional leadership practices by 

Zimbabwean primary school principals as the perceptions of the principals and teachers were to 

be found in my study. These were not depicted from this study and in addition, this study had 

principals only as respondents. My research includes both teachers and principals and it focuses 

on high performing primary schools.   

 

A related study in South Africa shows how school principals concerntrated on administrative 

activities at the expense of instructional leadership activities. Naidoo and Petersen (2016) carried 

out a study to find out principals’ views about their roles as instructional leaders. This was after 

reports of poor learner outcomes in South African schools that the researchers set to find out 

whether principals were skilled enough to lead and manage the implementation of the school 

curriculum. The researchers believed that there was a need to professionally develop principals 
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in instructional leadership for them to effectively lead their schools. Five principals participated 

in the study and data were gathered through interviews. They analysed their data using open 

coding and their findings revealed that few principals understood their roles as instructional 

leaders. Principals regarded their functions as purely managerial, that is, being leaders and 

administrators of schools. Three of the principals were found to engage in instructional 

leadership activities which included leading and managing teachers and some reference was 

made to teaching and promoting learning. There was no explicit mention of curriculum 

leadership by the principals. This suggested that the principals did not develop their teachers’ 

instructional strategies. The principals were not much involved in finding out whether teachers’ 

strategies contributed to higher learner outcomes or not. The emphasis of the other principals 

was more on administration than working on curriculum implementation. The two studies show 

how principals focus more on administrative activities at the expense of instructional leadership.  

 

2.4 MODELS OF INSTRUCTIONAL LEADERSHIP  

Instructional leadership models help us understand instructional leadership. These models exist 

in different versions but all focus on instructional leadership (Hallinger, 2015). Such models are 

by Hallinger and Murphy (1985), Murphy (1990), Weber (1996) and Byrk et al. (2010).  

 

2.4.1 Hallinger and Murphy’s model of instructional leadership 

An influential study carried out by Hallinger and Murphy (1985) where they examined the 

instructional management behaviour of 10 elementary school principals in a single school district 

gave rise to three widely used leadership dimensions which are, formulating vision and mission 

statements, managing instructional programmes, and developing positive environments (Lee et 

al., 2012; Bellibas and Liu, 2016; Aziz et al., 2017; Cansoy et al., 2020). The leadership 

dimensions fall into eleven job functions that principals participate in to signify instructional 

leadership (Yasser et al., 2015). The first dimension is made up of two functions. Principal 

activities carried out under these dimensions include developing and communicating the vision 

and mission statements. Vision formulation should not be the sole responsibility of principals 

alone. It must be a function of the principal and teachers so that the vision has the buy in of the 

teachers. The principal task is to ensure that schools have their vision. The setting up of a vision 

and mission of a school is an important leadership practice that lays out the focus and direction 

of a school. If principals fail to perform this function, a sense of common purpose is lost.  
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Three leadership functions make up the second dimension. These include the supervising and 

evaluating of teaching and learning; curriculum coordination and the monitoring of progress by 

learners (Aziz et al., 2017). The role of the principal is to ensure that teachers work towards 

attaining school goals when in the classroom. They do this through working closely with 

teachers in curriculum and instruction related areas. They closely monitor the progress of 

learners through evaluating their performance in tests and examinations. The findings are 

examined with an aim of establishing whether there is progress or not in learner academic 

performance so that assistance can be given. Through these results, principals provide support to 

both learners and teachers on specific areas that need improvement (UNESCO, 2005). This is “... 

a key leadership responsibility of the principal” (Yasser et al., 2015: 1506). Learner academic 

performance levels serve as indicators of how successful teaching activities are at a school. To 

know whether teachers do their work, principals carry out lesson observations (Horng and Loeb, 

2010). Such visits enable principals to establish how much learners benefit from the instruction 

and the challenges teachers face as they implement the curriculum. Principals provide support to 

staff members through feedback related to instructional behaviours. The involvement of 

principals in managing school instructional activities keeps them abreast with curricular matters. 

The aspect of coordinating and controlling school programmes continues to be the main duty of 

the principal. 

 

The third dimension focuses on creating a positive school environment and is composed of 

several functions which include, protecting teaching and learning time; encouraging teacher 

professional learning; being visible at school; provision of incentives for teachers and for 

learning (Aziz et al., 2017; Hallinger, 2011). The performance of these functions by principals 

leads to an increase in school performance (Yasser et al., 2015).  

 

2.4.2 Leadership practice by Murphy (1990) 

Other instructional leadership models were championed by other researchers. Basing on 

Hallinger and Murphy’s (1985) work, Murphy (1990), came up with a model that was premised 

on an understanding that principals that were effective in their schools were involved in 

instructional leadership. From this understanding, Murphy highlighted four sets of activities 

related to instruction. The first activity focused on developing a mission and goals for an 

organisation. Setting clear goals and communicating them to all teachers is a critical activity for 

the principal. If the goals are persuasive and achievable, members of staff get motivated to 
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achieve them and are willing to be identified with their organisations (Leithwood et al., 2004). 

The direction the school needs to take must be explicitly stated to staff members so that they all 

work towards a common purpose. Being aware of the goals of the school most likely make 

teachers work towards achieving them. Teachers plan their lessons and teach. These teacher 

activities need to be co-ordinated and monitored. Principals co-ordinate school activities to 

ensure that all teachers work towards achieving the set goals. Principals evaluate curriculum 

implementation and assess learner and teacher progress (Mestry, 2017). This can be done 

through formative assessment where observations of grade books and student work are made. By 

cooperatively working with teachers on curriculum matters, principals show their interest and 

involvement in instructional activities. The type of working environment contributes immensely 

to the achievement of school goals. Principals must ensure that there is a positive climate 

existing at the school (Mestry, 2017). The importance of positive working climates was also 

stressed by Hallinger and Murphy in their 1985 model when they developed three leadership 

practices. A positive school environment leads teachers to practise desired behaviours that 

benefit learners (Ghavifekr and Ibrahim, 2014). A supportive environment affords teachers an 

opportunity to upgrade themselves professionally (Mestry, 2017). Teachers also need the 

opportunity to put into practice their newly acquired skills. This support motivates teachers to 

higher performance which can result in increased learner academic performance. Murphy (1990) 

proclaims that the four sets of leadership activities in his framework are found in schools where 

principals show strong instructional leadership.  Since principals play important roles in teaching 

and learning, they must keep their schools focused on curriculum issues and encouraging best 

teaching practices to meet learner needs. 

 

2.4.3 Leadership practice by Weber (1996) 

A study by Weber (1996) came up with five instructional leadership aspects. The domains are 

like those highlighted by Murphy (1990). These are building up a mission for the school; the 

supervision of the curriculum and of instructional activities; the promotion of positive school 

climates; observation and improvement of teaching activities and lastly, the assessment and 

evaluation of instructional programmes. Weber believed that for the successful implementation 

of the domains, two significant factors, flexibility and clarity had to be considered (Yasser et al., 

2015). Flexibility was shown by the principals’ willingness to share leadership tasks. Principals 

fear for their posts, thus may be reluctant to let other members lead in some school activities 

preferring to be in control of all activities, thereby defeating the call for distributed leadership. 
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The mere fact is that distributive leadership contributes to flat hierarchies and teacher 

empowerment does not mean principals are less important. They remain important because of 

their symbolic and positional authority. The aspect of clarity denotes school principals’ 

capability to match leadership tasks with capable members who can carry out the tasks to 

completion. Weber (1996) declared that teachers’ commitment is increased when leaders practise 

effective leadership behaviour and set high expectations for their teachers. The three models 

show outstanding similarities, says lig-Mielcarek (in Mestry, 2017: 263). Common across the 

models is the principals’ ability to identify and communicate school goals, supervise the work of 

teachers, and give timely advice on teachers’ performance. Feedback enables teachers to reflect 

on their instruction and its effects on learners.  

 

2.4.4 Leadership processes by Bryk et al. (2010) 

Sebastian and Allensworth (2012) advocate that strong leadership practices affect the processes 

of schools. In their framework of essential support, Bryk et al. (2010) believe that school 

leadership influences learners through several school processes which include the professional 

competences of teachers, the conduciveness to learning of the school, the degree of family and 

community involvement in the learning of students and how impressive the instruction is. School 

leaders develop teacher capacities to improve learner outcomes. Bryk et al. (2010) advocate that 

the amount of attention the school principals pay to the processes they listed give rise to 

differences in the performance of schools. To begin with, Bryk et al. (2010), focused on the 

professional capacity of staff as an aspect that affects teaching in schools. They pointed out that 

the skills, attitudes, disposition, and work arrangements in a school affect its performance. 

Principals, need to understand that teachers with content mastery and a positive attitude towards 

their work and school, perform highly than those without a high regard for their schools. 

Teachers who identify with their schools perform to their best to make their schools the best. 

Principals need to acknowledge such teachers so that they sustain their interest in their schools 

and their work. The aspect of the professional community is a key feature of this dimension. It 

refers to the extent of frequency of teacher interaction and shared norms focusing on 

instructional activities. Principal leadership practices influence this professional community, 

either through promoting the staff development of teachers or hindering it. Factors such as 

teacher interactions in schools, their contribution to decision-making, how they cooperate in 

school activities and the amount of trust in schools can promote or hinder their professional 

development. This shows the effect organisational factors have on the professional community. 
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By encouraging teachers to professionally develop themselves, principals help increase teacher 

enlightenment and their school performance. The changing education environment has made 

people aim for higher qualifications to remain relevant in the education system and to safeguard 

their working positions. The professional development of teachers is important since it improves 

their professional knowledge, attitudes, and skills. It enables teachers to easily respond to 

changing needs in schools. Instructional skills are enhanced when individuals acquire new 

knowledge and learn new skills. By capacity developing themselves, teachers enhance their 

value to their schools. Professional development programmes can be run at school with teachers 

conducting demonstration lessons.  From such programmes, other teachers benefit by seeing how 

lessons are effectively conducted and any grey areas can be cleared. Demonstration lessons can 

be conducted at department level such as in the Infant department or in the junior grades to 

ensure maximum benefit by all involved. These work arrangements, when properly handled, 

benefit both teachers and learners. The capacity development programmes encourage teamwork, 

critical thinking and provide opportunities for feedback and reflection. Principals should, thus 

create positive environments that ensure that development programmes are sustainable and 

coherent with other school programmes.  

 

The second dimension that Bryk et al. (2010) focused on was the school climate. Values, beliefs, 

and the communication that take place among school members daily (Bryk et al., 2010) are 

crucial for the development of a learning atmosphere. Teachers and learners working in a school 

that values hard work instil those values, resulting in learners working hard at their tasks. The 

aspect of communication in schools enables members to learn from each other. Communication 

among members allows the free flow of information in the school. Other aspects that determine 

the climate of the school include the order and safety that exist in schools. Order is critical if 

learners are to benefit from schools and principals must instil a sense of order in both teachers 

and learners. Order reduces confusion among learners and teachers, and it increases the safety of 

the learning environment. Order and safety in schools and classrooms can be maintained through 

sticking to rules and policies. If a school policy states that school starts at eight o’clock in the 

morning, this should be followed to curb the confusion that arises when learners and teachers fail 

to observe rules. The aspect of safety also helps in ensuring that children are free from harm and 

that teachers are safe from disturbances by rowdy parents. A conducive environment enables 

both teachers and learners to function freely. It is likely that teachers in schools with positive 
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climates press for depth and rigor in learners’ schoolwork. It is an important practice by 

principals to ensure the safety of teachers and learners at school.  

 

Involving parents in the learning of their children is important in learners’ social and academic 

development (El Nokali et al., 2010). It has an effect in modelling their behaviour both at home 

and at school. Important leadership practices exist within schools’ capacity when discussing 

community involvement in learner education. The practice of schools reaching out to 

communities and involving parents in school activities is of great importance in improving 

school and community relations, which in turn improve and contribute to positive learner 

performance. Parents offer their services to school developmental activities, such as constructing 

classrooms, donating materials such as computers for school use. This improves relations 

between the community and the school. Teachers must understand the type of communities they 

work in and the type of children they teach to be able to offer appropriate instruction. They must 

know the social standing of learners, their families’ economic status, health, and social 

background. An understanding of these help teachers, as educators, to know why learners behave 

in the way they do. Establishing partnerships with the community is an important practice that 

school principals can undertake. It assists schools when dealing with the safety of learners and in 

addressing absenteeism issues (Bryk et al., 2010). To correct deviant behaviour in learners or an 

issue of absenteeism, the principals can discuss these behaviours with parents and jointly solve 

the problem, thus leading to uninterrupted teaching and learning.  

 

The type of instruction that learners get in their classrooms determines their learning. Through 

working with teachers in classrooms, principals directly influence how learners receive their 

instruction. Indirectly, principals influence students’ learning when they involve parents in 

school activities. Bryk et al. (2010) concur with Hallinger and Murphy (1985) on the importance 

of creating conducive working environments in schools. Various practices by principals lead to 

successful instructional activities (Sebastian and Allensworth, 2012). It is, thus, essential that 

school principals’ efforts are directed towards instructional activities. This study focuses on 

finding out the main activities that characterise instructional leadership practice. 

 

To understand school leadership practice needs one to understand macro activities and micro 

tasks (daily activities) (Spillane et al., 2001). Macro functions that are vital for instructional 

leadership include building of vision on teaching and learning, having increased trust of each 
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other in the school, a sense of working together, supervising instruction in the school and the 

support for teacher development. These leadership functions agree with the three leadership 

practices by Hallinger and Murphy (1985) and are still popular in instructional leadership 

activities. Another common practice is the managing of instructional programmes which include 

monitoring instruction and innovation. This practice was identified by Spillane et al. (2001) and 

Hallinger and Murphy (1985) as crucial to school performance. Teacher support and 

development also leads to improved teaching activities. Macro functions can limit access to 

leadership practice, therefore, macro tasks must be identified and analysed to access leadership 

practice. An understanding of micro tasks will enable us to analyse the ‘how’ of school 

leadership. Examples of micro tasks include the availability of opportunities for staff members to 

work together, in-service opportunities for teachers and classroom observations. The micro tasks 

enable us to understand school leaders’ daily activities. To understand more on leadership 

practice, it needs going beyond analysing micro tasks to exploring their enactment. This has, 

therefore, led to this study. “Analysing leadership practice involves understanding how school 

leaders define, present, and carry out these micro tasks, exploring how they interact with others 

in the process” (Spillane et al., 2001: 24). It enables us to understand what leaders do and how 

they do it as they carry out their daily tasks. Of these models, the Hallinger and Murphy model is 

regarded as the most fully tested instructional leadership model. 

 

2.5 PRINCIPAL INSTRUCTIONAL ROLES THAT IMPROVE SCHOOL 

PERFORMANCE  

Due to accountability issues on school principals for high learner academic outcomes, principals 

attend to school improvement roles. McBrayer et al. (2020) argue that the identification of such 

roles as instructional leadership practices enables school leaders to align their roles to those that 

improve schools. Since the primary responsibility of principals is the improvement of schools 

they need to identify and understand instructional leadership practices that focus on improving 

schools. School principals influence the implementation of national curriculum at school through 

performing various activities among which are managing the curriculum and the supervision of 

staff and students. The actions and tasks that principals undertake in promoting instructional 

activities are critical in improving school performance. In this study, instructional leadership 

practices are taken to mean the leadership roles and responsibilities performed by principals with 

the aim of assisting teachers and learners to improve school performance. Instructional 

leadership practices occupy an important space in the effectiveness of schools. In this study, the 
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three dimensions by Hallinger and Murphy (1985) take the centre stage. These include 

formulating vision and mission statements, managing instructional programmes and developing 

enabling environments (Lee et al., 2012; Aziz et al., 2017; Cansoy et al., 2020). Under these 

three dimensions fall eleven job functions that principals need to enact to signify instructional 

leadership (Yasser et al., 2015). The first to be looked at is the dimension on formulating vision 

and mission statements followed by the management of instructional programmes and lastly the 

development of enabling environments.  

 

2.5.1 Formulating vision and mission statements 

The central activity for schools is successful curriculum implementation coupled with 

dependable arrangements to assess learners’ academic achievements and effective teachers’ 

instructional practice (Naidoo and Petersen, 2016). Thus, leadership that support instructional 

activities is a necessity. Mendels (2012) from the Wallace Foundation posed a question on what 

effective principals do that improve learning in schools. The Wallace Foundation has supported 

projects that promoted education leadership since the year 2000. Mendels, who is part of The 

Wallace Foundation posited that five practices are central to effective school leadership. The 

Foundation believed that with these elements in place, principals have a high chance of 

improving learner academic performance. The first practice focused on the crafting of a vision 

for the success of learners. The crafting of a vision is a key practice that exemplifies effective 

leadership. Visions spell out the commitments needed for high school standards and learner 

success. Allen et al. (2018) advocate that school visions provide important information about the 

reasons of existence that schools set for themselves. They further point out that schools vary in 

the way they abide by their statements which serve as silent contracts between the schools and 

their various stakeholders as they strengthen their agreed upon purposes. Allen et al. (2017) 

regard these statements as important factors that create effective schools that contribute to 

improved learning outcomes. This explains the need for clear explanations by principals on 

school visions to all members in schools to have a common focus. School principals guide the 

staff as they conduct their daily instructional activities. The development of the school vision, 

mission and school goals are primary tasks that principals perform. Hallinger (2011), however 

points out that it is not the principal’s responsibility to define the vision alone. Their role is to 

make sure that the school develops and communicates a clear vision to stakeholders. When 

principals play the communicator role, they encourage staff members to get committed to the 

goals of the organisation. This is possible through setting clear standards of performance and 
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aligning goals to the vision of the school. Lynch (2012: 26) emphasises that, “… goals are the 

instrumental agents to focus attention of staff and students in a whole range of relevant 

activities.” The development of a school vision and mission are an important practice that lays 

out the focus and direction of a school. Through this avenue, principals shape teachers’ 

expectations and learners’ opportunity to learn. Visions need to be defined in a manner that 

develops a sense of common purpose in staff members and learners.  

 

In a related study, Kaparou and Bush (2016) examined whether principals in high-performing 

secondary schools in Greece enacted instructional leadership and whether this had an impact on 

learner performance. Greece’s education system is highly centralised. The study was exploratory 

in nature, and it used the qualitative multiple case design to collect data from two high 

performing secondary schools in Athens. To gather data, the researchers used semi-structured 

interviews, observations, and document analysis. Principals, vice principals, teacher leaders and 

teachers were interviewed. The research methods employed in the study enabled the researchers 

directly gather data from participants during interviews and while the participants were in their 

natural environment. This increased the chances of the information being valid. Observations of 

leadership practices and meetings and the analysis of relevant school documents increased the 

amount of data gathered. This informed my study on the importance of employing these methods 

in research. A gap exists in that my research focuses on high performing primary schools 

whereas this research focused on high performing secondary schools.   

 

Findings showed that principals focused on targets as per the Greek government’s policy. They 

had no formal visions for their schools since the Greek government required them to formulate 

targets for their schools (Kaparou and Bush, 2016). As the principals had no formal visions for 

their schools it meant no shared visions with teachers. Vision formulation is an important activity 

in instructional leadership. The lack of a common vision limits teacher initiative in introducing 

learning interventions outside classrooms. Concerning curriculum management, they found out 

that principals simply played the role of curriculum processing with strict adherence to 

government specifications. This, limited principals from aligning the curriculum to their school’s 

specific needs. This meant that the teachers also had very little or no influence on the curriculum 

except to implement it as per government directives. This is opposed to Hallinger and Murphy’s 

(1985) leadership model which regards the management of the curriculum as the principal’s role 

to improve learner performance. Another finding was that there was limited discussion between 
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principals and teachers on learner progress. This left principals with very little or no knowledge 

of learner progress. It is an important activity of instructional leadership for the principal to 

monitor learner progress. Teacher monitoring was regarded as surveillance and principals were 

regarded as lacking skills and subject knowledge to monitor the teachers. This contrasts with 

Leithwood et al. (2008) belief that the improvement of staff performance is the principal’s 

responsibility. It also contrasts with Robinson (2008) who advocates that the principal’s 

classroom observations coupled with feedback contribute to improved teacher and high school 

performance. Continued professional development is an important activity in instructional 

leadership. With the global world fast changing in way of life and technology, education systems 

need to move along with time. With the training activities offered by the Greek conventional 

government sometimes regarded as outdated and ineffective, it meant that principals were not 

free to implement instructional leadership practices. There were very minimal school-based staff 

development activities (Kaparou and Bush, 2016), thus signalling little value placed on 

instructional leadership. The findings show that the government policy of top-down 

implementation of skills prevented principals from devoting time to improve teaching and 

learning which is a core activity in schools. 

 

In another study, Hallinger et al. (2017) conducted a study to find out what primary school 

principals in Vietnam regarded as their roles in instructional leadership and to highlight those 

instructional leadership practices that the principals regarded as important. They also focused on 

developing an instructional leadership model that suited the education setting in Vietnam. Their 

study is anchored in the international educational leadership theoretical framework. This broader 

global effort enabled the building of a comprehensive knowledge base of instructional leadership 

in Vietnam. Vietnam is believed to have a limited recognised knowledge base of principal 

instructional leadership (Hallinger et al., 2017). A qualitative research approach was employed. 

Open-ended interviews were used to collect data from 27 successful principals from the central 

and southern part of Vietnam. From their findings, they came up with a preliminary instructional 

model in Vietnam that had building solidarity and the management of external relationships as 

additional constructs to the already existing model by Hallinger and Murphy (1985). The 

researchers found out that there was a standard practice of setting targets for the improvement of 

the school. School annual improvement plans were derived from the set targets. These were set 

by the principals in consultation with teachers and were disseminated to top officials, parents and 

the outside community. The Vietnamese targets could be taken to mean visions in the 



37 

 

Zimbabwean context. How schools in my study formulate their vision and mission statements is 

answered by results from the field study. Though there is centralisation of the education system 

in Vietnam, the fact that principals set school targets in concert with teachers showed a sense of 

collaborative effort. From the interviews the researchers conducted with principals they noted a 

consistent and active involvement of the principals and teachers in improving teaching and 

learning (Hallinger et al., 2017). Since the foundation for all learning is found in the primary 

school, it is important that principals in the studied schools collaborated with teachers in setting 

school targets, this helps improve the quality of education in the primary schools (Naidoo and 

Pettersen, 2016). An important aspect in the Vietnamese study is that the principals set targets 

and they communicate them to top officials and other stakeholders.  

 

The need for specific goals helps in channelling the energy of members towards their specific 

tasks. Communicating the school goals to staff members and stakeholders is an important 

instructional activity a principal undertakes. Whether principals communicate and how they 

communicate is the subject of this study. The idea is to ensure that the goals are clear, 

measurable and with a focus on the academic growth of learners (Geleta, 2015). Since the 

ultimate purpose of schools is learner academic achievement, school visions and missions must 

target the improvement of learner academic performance. Since schools are under pressure to 

produce good results, principals aim for quality education for learners. To do this, principals and 

teachers set high goals for learners whom they try to assist to achieve the high goals. 

 

2.5.2 Managing instructional programmes 

Three leadership practices are found under this dimension. These include the supervision and 

evaluation of instruction; curriculum coordination and monitoring the progress of learners (Aziz 

et al., 2017). These activities can be shared with teachers who work with learners in the 

classroom, but the ultimate responsibility of leadership rests with the principal in ensuring that 

teachers work towards attaining school goals when in the classroom.  

 

i. Supervision and evaluation of instruction 

Brandon et al. (2018) explain that policies that place teacher supervision within the conception 

of instructional leadership are quite important. They further point out that supervision is 

informed by information from classroom observations, scholastic dialogues and artefacts that 

inform instruction and be the basis for instructional leadership practice. Their main argument is 
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that supervision should target instructional support that improves teaching, learning and shared 

instructional leadership. This signifies that, principals have a responsibility to coordinate the 

curriculum, supervise and evaluate teaching and monitor the progress of learners, the focus being 

the improvement of instruction. Yunas and Iqbal (2013) advocate that this leadership practice is 

meant to influence the behaviour of teachers to select and use good instructional methods and 

materials while in classrooms. Horng and Loeb (2010) advocate that through working closely 

with teachers, principals improve the teaching strategies by teachers. Classroom observations 

enable principals to assess teachers’ use of effective instructional strategies. Such visits are 

believed to inform principals on how much learners benefit from the instruction. Through 

observations and an understanding of classroom teaching and learning by principals provide 

support to staff members through specific feedback related to instructional behaviours. 

Principals, thus impact on teachers through supervision and evaluation of instruction. Through 

instructional leadership practices, teacher competencies are enhanced.  

 

In a study conducted by Ismail et al. (2018) to find out whether there existed a relationship 

between the instructional leadership by principals and the functional competency of teachers, it 

was found out that a high relationship existed. The study was carried out in highly respected 

schools in the northern part of Malaysia. The descriptive survey method was employed to collect 

data from 225 teachers sampled from twelve secondary and primary schools. The PIMRS 

questionnaire in conjunction with the Integrated Assessment Module for Education Services 

Officers (2014) were used when gathering data. The use of the PIMRS in quantitative studies has 

been wide and the results obtained signify the principal application of instructional leadership 

(Ismail et al., 2018; Gurley et al., 2016). Findings exhibited a strong relationship between 

principals’ instructional leadership and the functional competency of teachers. The results 

revealed the principals’ instructional leadership practices particularly those related to 

professional development. This suggests the principals’ support of the teachers’ professional 

development, thus portraying the principals’ application of instructional leadership practices. The 

study used a quantitative research method to gather data from a mixed group of participants, 

primary and secondary school principals and teachers. What is not evident from the findings is 

what group said what and whether the relationship between the principals’ instructional 

leadership and the teachers existed among the primary school group or the secondary school 

group and to what degree of intensity. This is critical as instructional leadership practices are 

regarded as more prevalent in primary schools than in secondary schools (Dong and Seong, 
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2014). These gaps inform my study on the importance of a proper choice of a sample. My study 

focuses on high performing primary schools only. The fact that a high relationship existed 

between the principals’ instructional leadership practices and the teachers’ functional 

competency is proof of the impact principals have on teachers. It can also be suggested that this 

effect spills over to learners, thus resulting in these schools being high performing schools. The 

view that effective schools are led by effective school heads can, therefore, be upheld. Lynch 

(2012) contends that principals, whose schools perform highly, spent some time discussing with 

their teachers on instructional activities. This participation by principals enables them to be 

involved in activities that improve classroom teaching. 

 

Another related study was carried out by Donkor and Asante (2016).  They focused on finding 

out the specific instructional leadership practices undertaken by heads of basic schools in the 

Kwaebibirem District of Ghana. They explored several areas which included lesson planning, 

principal support for teachers, and the supervision and evaluation of teachers and learners’ 

performance. A descriptive research design was used. Three hundred and five (305) respondents 

made up of 60 head-teachers, 240 teachers, and five circuit supervisors took part in the study. 

Questionnaires were used to collect data from the respondents. The data were presented in 

percentages and frequencies. Findings showed that the supervision and evaluation of teachers 

and learners were the most practised activities in the basic schools when compared to planning, 

organisation, and the delivery of the curriculum. It is important that principals supervise and 

evaluate teachers’ instructional activities if learners are to benefit from the instruction. The 

descriptive survey research method was used because it states the nature of a given phenomenon 

and answers research questions regarding the prevailing position of a subject being studied. 

Through descriptive surveys data are gathered at specific times with the intension of describing 

the nature of the prevailing circumstances, thus it was suitable for Donkor and Asante’s (2016) 

study since their aim was to find out the instructional leadership behaviour of heads. For my 

research where I must find out how principals enact instructional leadership practices in schools, 

the qualitative research design is more ideal as it allows asking questions and observing people 

in their natural environments.  

 

The improvement of instruction is a practice that principals in effective schools attend to. 

Mendels (2012) advocates that, effective principals make use of strategies that are based on 

research to improve instructional activities. Discussions are encouraged among teachers on 
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instructional approaches to improve teaching and learning. Principals conduct classroom 

supervision and discuss their findings with teachers. This is done to assist teachers improve 

instructional activities. Anderson (2010) postulates that through giving instructional support in 

the form of constructive feedback after supervising the teachers improves performance in 

schools. Teachers need to be encouraged to offer their optimum for learners to benefit. Principals 

in effective schools manage people, data, and processes to stimulate instructional activities at 

school. Effective leaders support their teachers in their work, and they have strategies to retain 

those who perform highly. For teachers to stay long at a school depends on the support the 

teachers receive from the principals. There is, therefore, a need for principals to encourage 

teachers in their endeavours to professionally develop themselves. Mendels (2012: 58) concludes 

by saying that the job of the principal today is “… to work collaboratively and unleash 

potential.” This indicates the need for principals to work closely with other school members and 

tap the expertise in them. This signals a movement away from concentrating on administrative 

tasks by school principals to instructional leadership. 

 

The level of school academic standing is measured by its output which is the average academic 

achievement of learners at the end of instruction such as a term or a year. High pass rates are a 

sign of high school performance. Yangaiya and Ali (2013) believe that the determining factor of 

school effectiveness is leadership. Thus, for high performance, schools need effective 

instructional leaders who provide feedback, guidance and determine learning outcomes. To 

improve performance at school, principals need to focus on outstanding classroom performance 

and constantly monitor learner progress and correct problems timeously (Noman et al., 2018). In 

such schools, teachers are equipped to implement the curriculum and principals monitor 

classroom activities. There is high collaboration between teachers and principals in these 

schools. Principals, therefore, play a major role in developing environments that enable teacher 

collaboration (Zuze and Juan, 2018).  

 

School principals supervise teachers while teaching in the classroom, this enables them to see if 

quality education is implemented in the classrooms and then offer help if need be or give praise. 

The supervision of instructional activity enhances teacher professional growth, prevents burnout 

in experienced teachers and supports new teachers so that they quickly master the instructional 

system. The interactions that take place between the principals and teachers as they discuss 

observed classroom activities are an important practice which enables principals to give 
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assistance to teachers on time. Yousaf et al. (2018) believe that teacher supervision by the school 

principals result in teacher professional growth and high school performance. It, therefore, 

suggests that low levels of teacher supervision result in low teacher professionalism. Primary 

schools form the foundation for learners’ further studies; therefore, it needs to be made firm so 

that learners get the best at this stage. Thus, one way of moving towards this is through the 

supervision of teachers and giving assistance. Without getting into classrooms the school 

principal might not be aware of challenges teachers face in the classroom such as lack of 

resources like textbooks. Inadequate textbooks in the school make teachers’ work difficult as this 

results in many learners sharing one textbook. This does not result in productive work in the 

classroom. Experiencing this through visiting classrooms, enables the school principal to 

mobilise resources to equip schools. The focus of schools is educating learners, so giving 

supervision the credit it deserves, leads to improved education attainments. Through supervision, 

principals give guidance to teachers on effective classroom teaching, thus leading to the 

achievement of school objectives through effective teacher performance. Through feedback from 

classroom supervision, teacher competencies can be enhanced leading to improved teaching of 

learners (Heaton in Yousaf et al., 2018: 286). Those principals that are effective in supervision 

assist their teachers in preparing learning activities before lessons start (Yousaf et al., 2018). 

Such assistance by principals, help increase school performance. Using varied supervision 

practices such as class visits, workshops and seminars on teaching and learning result in 

improved teacher performance in schools (Obi in Yousaf et al., 2018: 286).   

 

ii. Curriculum coordination 

School leadership and the quality of teaching are significant aspects that have an impact on the 

learning of students (Heck and Hallinger, 2010). The increased emphasis on schools to improve 

instructional activities has resulted in an increase in interest on instructional leadership by 

principals in various countries. In performing this practice, principals need to coordinate 

effectively both curricular and extra-curricular activities in a feasible manner since both 

contribute to the general education of learners. It is crucial that principals translate the school 

academic goals to curricular objectives that can be covered by teachers within the set time frame. 

The involvement of principals in managing school instructional activities keeps them abreast 

with curricular matters. Since principals are at the top of the school’s organisational structures, 

the task of coordinating and controlling school programmes continue to be their main duties. The 

way supervisory practices are enacted can show the focus of the principal. Linking instructional 
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leadership practices to the school vision and clearly articulating them for teachers’ understanding 

makes them effective. Teachers positively respond to supervision by their supervisors if the 

supervisors’ intentions are meant for the good of the learners and for teachers’ professional 

growth (Lee et al., 2012). Through creating positive school environments, principals provide an 

incessant improvement in teaching and learning. 

 

iii. Monitoring of learner progress 

Principals in high performing schools communicate to varied stakeholders about the levels of 

performance of their learners. Together with teachers, they monitor learner progress very closely. 

They make use of information from tests and examination results to determine learner progress 

to make informed decisions on possible action which, among others, could be, for example, 

conducting extra lessons in the afternoon to assist learners. Basing on such results, principals 

assist teachers to improve instruction (UNESCO, 2005). Principals need to discuss test and 

examination results with individual teachers and with all staff members to have a common 

understanding of learner performance at the school (Geleta, 2015). This instructional leadership 

activity indicates the principal’s involvement in managing the core activity of schools, 

instructional leadership. This is “... a key leadership responsibility of the principal” (Yasser et 

al., 2015: 1506). Learner academic performance levels save as indicators of how successful 

teaching activities are taking place at a school. Principals ensure that school goals are transmitted 

to learners through evaluating instructional activities. The view that principals’ leadership impact 

on learners is upheld by the following study by Khan et al. (2020).  

 

Khan et al. (2020) conducted a study in Pakistan primary schools to examine the connection 

between instructional leadership by principals and the academic performance of learners through 

the mediating effects of teachers. The research used a quantitative research approach with a 

descriptive correlational research design. Data were gathered from 440 primary school teachers 

in Pakistan. The researchers used instructional leadership as their research model with the reason 

being that instructional leadership by principals had effects on teachers’ commitment to their 

work. The findings showed that principals’ instructional leadership practices influenced the 

academic performance of learners through the commitment of teachers to their schools. An 

increase in instructional leadership practices and teacher commitment led to an increase in the 

academic performance by learners (Khan et al., 2020). However, what is not evident is how the 

school principals enact instructional leadership practices that lead to the teacher commitment and 
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higher learner performance. This is the focus of my study to find out how. The principals in 

Khan et al. (2020) study applied instructional leadership practices. Their study which involved 

teacher commitment was an extension to the instructional leadership model by Hallinger and 

Murphy (1985). The findings from this study confirm literature which states that principals have 

direct influence on teachers and an indirect impact on learners (Horng and Loeb, 2010). Teacher 

commitment to their work is crucial if learner performance is to improve. This is because it is the 

teacher who spends most of the time with learners in the classroom, thus their impact on learners 

is greater than any other persons. School principal’s leadership enhances teacher commitment to 

their work. Teaching staff are a complex system of interdependent specialists who regularly 

interact with each other. Principals must, therefore, offer opportunities for teachers to work as a 

team where they can dialogue and come up with the best teaching practices in schools (Shaked 

and Schechter, 2016). How teachers do this is the subject of my research.  

 

Teacher commitment is related to their willingness to work for the school. It entails that, teachers 

identify with the values and objectives of the school. The commitment by teachers to their work 

is crucial in the school system as it enhances learner support by teachers. Through school 

leadership, the commitment of teachers towards their work is enhanced.  This was unpacked by 

Cansoy et al. (2020) who carried out a study in Istanbul province of Turkey to find out whether 

instructional leadership behaviours by principals impacted on the commitment of teachers. The 

study adopted the survey method. Their conceptual framework was on instructional leadership 

and collective teacher efficacy. Literature holds that the collaboration between teachers and 

principals help improve instruction and positive school climates (Hallinger, 2015). Principal 

leadership behaviours influence teacher performance and learner achievement (Klar, 2012). In 

the same manner that principal leadership behaviours affect teachers, teachers’ behaviours also 

affect teaching and learning at the school. Thus, collective efficacy, which enhances teamwork 

among teachers, makes learners realise their sense of responsibility and an awareness to solving 

problems at the school. The researchers discovered that principal instructional leadership 

behaviours contributed to an increase in teacher collaboration and to their commitment to 

schools. This study shows the impact the principal’s leadership practices have on teachers.  

 

Principals need to be aware of activities taking place in classrooms. They must monitor and 

evaluate instructional programmes to see if there are any changes in learner content mastery. In 

this practice, principals use test or examination results to measure the level of performance and 
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achievement of school targets. When primary schools in Zimbabwe receive their grade seven 

results, they analyse them to find out how students would have performed in the written public 

examination in comparison to past sittings and to the pass rates of other schools. High pass rates 

are a sign that the school’s performance was high. As a public examination, all people concerned 

need to know how learners would have performed (Maposa and Chisango, 2016). “Desirable 

national learner performance standards are set, and school leaders are expected to explain why 

the learners’ achievement is below or above the standards” (Marishane, 2015: 192). The MoPSE 

through ZIMSEC, set the point system which schools use. In Zimbabwe, the passing levels per 

learning area are ranked from one (1) unit being the highest score for a mark of seventy-five 

percent (75%) and above and nine (9) units being the lowest score for a mark of twenty percent 

(20%) and below. The passing mark per each learning area is six (6) points for a candidate with a 

pass mark of fifty (50) present. Out of the five learning areas examined at grade seven, a 

candidate with a total of thirty (30) points which is the cut-off point is regarded as having passed. 

From thirty-one (31) points to forty-five points a candidate would have failed. Thus, when 

making analyses, schools use these scores. Principals use these results to make decisions and 

interpretations (Nkoma, et al., 2017) on how to allocate classes to teachers, particularly grade six 

and seven classes. If the school’s pass rate increases, the grade six and seven teachers can be 

retained in those classes but when there is a big difference in pass rate compared to the previous 

years, the school principal would replace the grade six and seven teachers with other teachers 

with the hope that the pass rates would improve. Depending on the school principal, class 

allocation can be done individually or in consultation with the vice principal (deputy head) and 

senior teacher. Public examination results show the levels of achievement of learners in a school 

and are a signal of whether schools are serving the purpose for which they were established. 

Secondary schools in Zimbabwe use grade seven results to select possible candidates to enrol 

into form one (Moyo and Maseko, 2016). Thus, school principals make every effort to ensure 

high pass rates at their schools. This can be done through allocating hard-working teachers to 

grade six and seven classes and providing them with teaching and learning materials. The 

practice of strategically placing teachers in classes such as allocating hard working teachers to 

grade six gives teachers ample time to study their learners and devise best ways of assisting them 

starting from grade six up to grade seven.  
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2.5.3 Creating a conducive school environment 

It is the principal’s task to create safe school environments that support effective teaching and 

learning and that promote professional interactions among teachers. This involves the 

formulation of flexible teams that deliver varied teaching practices, the designing of flexible 

timetables, the physical layout of classrooms and of the school in general (Dong and Seong, 

2014). Mendels (2012) focused on the creation of a conducive environment that enhances 

improved instructional activities. Hospitable environments in schools enhance teacher and 

learner safety, orderliness, and support teacher development. Such environments as non-

bureaucratic environments enable teachers to be part of the school community. Principals need to 

encourage collaborative work by teachers to improve teaching. Principals play an important “… 

role in developing a conducive environment for teacher collaboration” (Zuze and Juan, 2018: 4). 

Six leadership practices are found in creating a positive school environment. These are protecting 

teaching and learning time, the promotion of professional development, maintenance of high 

visibility, provision of incentives for teachers and for learners and the enforcement of academic 

standards. The performance of these instructional leadership practices by principals leads to 

improved school performance (Yasser et al., 2015).  

 

A study by Okey (2020) showed that the provision of conducive environments alone did not 

produce results. What produce results are the leadership activities that principals carry out in 

their schools. Okey (2020) studied instructional leadership practices by principals from public 

secondary schools in Nigeria. They adopted an ex-post facto research design basing on the fact 

that no variable of the study could easily be manipulated since both the principal’s instructional 

leadership and the learner’s academic performance had already occurred. The stratified random 

sampling technique was used to come up with a sample of thirty-six public secondary schools 

from three local government areas. From each of the sampled schools, seven teachers were 

selected ending up with a total of 252 respondents. Data were gathered through questionnaires 

and were analysed using the Statistical Package for Social Science (SPSS). Findings showed a 

significant relationship between the instructional leadership practices by principals and the 

quality of academic performance by public secondary school learners. Principals were found to 

avail positive learning environments but did not conduct class supervision visits neither did they 

discuss learner progress with teachers. They also did not provide teaching and learning materials. 

School leadership is crucial and key to improving the quality of school performance (Nyangarika 

and Ngasa, 2020), thus principals must not neglect their roles (Okey, 2020). Though my study is 
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focused on primary schools, this study shed light on important instructional leadership activities. 

It points out roles that school principals must play for improved school performance.  

 

A conducive working environment enable both teachers and learners to work with great 

enthusiasm. School principals should create and sustain an encouraging working atmosphere.  

They must encourage the sharing of innovative ideas that relate to instructional activities. A 

highly important practice in instructional leadership is when principals create a positive working 

atmosphere by reducing bureaucracy and distributing leadership activities. Teachers should be 

engaged in important instructional issues. For this to happen, principals must create positive 

working environments that enable teachers to engage “… in experimentation, reflection, and 

risk-taking” (Hallinger and Hosseingholizadeh, 2019: 12). School principals are expected to be 

friendly and approachable since their behaviours determine the climate at their schools. Staff 

members should be motivated to work towards achieving the school goals. A positive working 

environment is a crucial element to successful instructional leadership and principals have the 

responsibility of developing school climates that enable the existence of the best teaching and 

learning practices. Various job functions fall under this dimension, and these are discussed 

below: 

 

i.  Protecting instructional time 

Instructional time is of great importance in schools and should be effectively utilised. Principals 

need to curb disruptions to learning time through developing and enforcing school wide policies.  

They support teaching activities through ensuring that teachers are not interrupted as they teach. 

Effective schools control disruptions that might crop up in the school. Maximum use of time by 

both learners and teachers is encouraged by principals. To lessen disruption in schools, visiting 

times and drop off time for learners can be stated and all stakeholders advised of the times. These 

can be displayed on entrances for all to see. To be effective, these times need to be adhered to for 

the benefit of the learners. Teachers can also be discouraged from disturbing fellow members 

through frequent visits to their classrooms during teaching time. 

 

ii. Promoting professional development     

Effective principals support the professional development of their staff members. Shava (2015) 

points out that effective school leaders improve working conditions, motivate, and capacitate 

their teachers to achieve school goals. Moyo and Maseko (2016) advocate that the MoPSE 
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should work together with schools in implementing programmes that enable skills development 

by teachers. This helps improve the teaching skills in teachers which in turn benefit learners. 

Principals need to inform teachers of the expected teacher and learner performances at the school 

and then support them as they work towards the achievement of the expected performances. In 

fact, school principals must encourage best practices for curriculum delivery. Effective principals 

employ a practice of intellectual stimulation (Glanz et al., 2017) where they expose teachers to 

new and current ideas on improving teaching and learning activities. Such principals stay well-

informed about contemporary education information, and they encourage teachers to be abreast 

with current education information (Naidoo and Petersen, 2016). Teachers are encouraged to 

read current books and articles on effective school instructional practices and to engage in 

discussions on new developments in teaching.  

 

Principal support of the staff development of their members can be through the provision of 

appropriate resources and putting in place mechanisms that promote teacher professional 

development in line with school goals. This enriches the instructional experience of teachers and 

motivates them for higher performance. It is also crucial that principals give teachers an 

opportunity to apply newly learnt knowledge at the school. Principals need to help staff members 

to further their professional standing through opportunities that members can use to further their 

education. It is generally believed today that instructional leadership effects on learners are 

through the practices of teachers (Boyce and Bowers, 2018; Salo et al., 2015). Thus, teacher 

learning must be supported in schools since it leads to improved instructional performance and a 

reform in education (Day et al., 2016). Since education is dynamic, it needs to consistently 

respond to the prevailing political, technological, and socio-economic conditions. This led 

Zimbabwe into transforming its curriculum to remain relevant and to “… adequately meet the 

evolving national development aspirations” (Curriculum Framework for Primary and Secondary 

Education 2015-2022: 1). For this to succeed, it also needs teachers to improve their teaching 

skills and practices. Chitamba (2015) advocates that such staff training workshops prepare and 

equip teachers with skills to effectively implement the new curriculum. Staff development 

programmes benefit teachers and their schools. Thus, principals need to encourage teachers to 

attend such career upliftment workshops and even go for degree level programmes. This will 

enhance the teaching skills learnt while at teachers’ college. Staff development programmes can 

also be done through school exchange visits with other schools or within the school through 

coaching and mentoring activities. These are important and school principals should support 
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them through facilitating for the possibility of such visits. Chitamba (2015) argues that the 

training teachers receive while at college does not sufficiently prepare them for what they really 

encounter in their teaching career. Thus, staff development training is needed, and principals 

must support these to maintain high standards of teaching in schools. After training, teachers 

must be afforded opportunities to put the acquired new knowledge into practice at school. It is 

crucial that principals acknowledge the achievements made by teachers in self-developing 

themselves. The opportunities afforded to teachers go a long way in improving teacher 

performance.  

 

iii. Maintaining high visibility 

Being visible at school and in classrooms is an important instructional activity that increases 

interactions between school leaders, teachers, and learners. Effective leaders focus more on 

curricula matters than administrative activities (Geleta, 2015). By spending time talking to 

teachers and learners, principals increase their understanding of teacher and learner outlook 

towards their leadership and the school. 

 

iv.  Managing instructional programmes and teaching process 

Teaching and learning are core activities which need successful implementation in schools. 

Teachers need to be aware of school instructional programmes if successful implementation of 

the programmes is to be realised. Principals, thus, must create opportunities for the successful 

implementation of instructional programmes in the school. Şişman (2016: 1762) says, “In 

successful schools, school principals have a pivotal role in planning, implementing and 

coordinating of programmes.” If principals do not take instructional leadership as their 

responsibility, school instructional performance might be affected. In a study conducted to 

establish the level of understanding of instructional leadership by South African principals, 

Mestry (2017) found out that principals did not fully understand instructional leadership and thus 

did not regard it as their main roles. The study was carried out in South African primary and 

secondary schools. The qualitative research methodology was used to define the principals’ 

views of themselves being instructional leaders. The sample was made up of eight principals 

from affluent, middle, and poor schools, four from primary and four from secondary schools. 

More attention was focused on administrative activities than instructional leadership. Interesting 

to note is that, whereas the principals focused more on administrative activities, they 

unconscientiously performed some instructional leadership activities. They monitored and 
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controlled academic standards at their schools. It is crucial that principals understand 

instructional leadership. Though principals are involved in managerial duties, it is their active 

involvement in instructional leadership that improves school performance (Mestry, 2017). Even 

though the study was conducted in affluent schools, the principals denied the claims that their 

main job was the management of teaching and learning. The qualitative research methodology 

employed is critical in research in that it is more inclined to understanding rather than explaining 

and it allows a subjective investigation of reality from an insider’s viewpoint. It remained to be 

proved after conducting my research whether principals in my study understood their 

instructional roles. 

 

Effective instructional leaders engage teachers when discussing instructional activities. When it 

comes to classroom teaching, for instance, the principals can demonstrate how to conduct 

lessons, as a staff development activity. This signals the principal’s involvement in instructional 

activities in the school. School principals, thus take such opportunities to demonstrate classroom 

teaching. The principals’ presence is recognised in the school, and they take an opportunity to 

dialogue with teachers and build on their professional standing. This is supported by Salo et al. 

(2015) when they say principals in successful schools create time to talk to teachers and they also 

support their professional development. School principals observe teachers conducting lessons. 

The monitoring practice is important because through monitoring, principals stay informed on 

activities in classrooms and thus offer help where needed.  

 

Effective principals use classroom observation to create an expressive dialogue with teachers 

where the principal provides valuable feedback to teachers. Leiva et al. (2017) advocate that, 

principals must be strategic when implementing practices to motivate teachers, sustain school 

improvement and increase teacher capacities. Practices employed to improve instructional 

programme must be well coordinated for them to be understood by all in the school. For 

instance, the frequency of classroom supervision by principals should be clearly understood by 

teachers as meant to improve school performance, otherwise it fails to serve the purpose it is 

meant for when teachers do not take the supervision along the same lines with their supervisors. 

The frequency of classroom supervision depends on the principal and the school. Some 

principals conduct classroom supervision once a month per class teacher, whereas others once 

per term. Teachers need to understand the idea behind this practice lest they take it as an 

intrusion to their professional autonomy by their supervisors. The feedback given to teachers 
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should be timely and developmental so that it has effect on the instructional development of the 

teachers. If delayed, it may fail to serve its purpose. Giving immediate feedback is a good 

practice since it is done when both the teacher and the principal still remember classroom 

developments. Principals can bring into the school resource persons (Leiva et al., 2017) who 

would coach teachers and or learners in selected learning areas such as science and technology or 

visual and performing arts. Principals need to clearly communicate to teachers the reasons 

behind bringing in the resource person(s). This practice of bringing in expertise from outside can 

contribute to improved school performance (Leiva et al., 2017).   

 

Instructional leadership brings change to student performance because it is directly linked to 

increased learner academic attainment (Bush, 2013; Spillane and Kim, 2012). Through 

instructional leadership practices, school leaders execute actions and activities that improve 

learning. Niqab et al. (2014: 75) say, “Instructional leadership includes the effective 

development of teaching and learning activities, extensive coverage of the syllabus in time, and a 

keen method of supervision”. Yunas and Iqbal (2013) contend that these actions can only happen 

when an instructional leader has deep content knowledge. Niqab et al. (2014) further state that 

promoting teamwork is critical to school leaders. Teachers, therefore, need somebody, an 

instructional leader who can set the direction on instructional activities (Desravines et al., 2016). 

School principals’ leadership roles are central to instituting and sustaining an operating school. 

Effective principals work with other members of staff on curriculum matters (Horng and Loeb, 

2010: 66). Hallinger and Wang (2015) expect school leaders to exhibit their abilities in leading 

schools. Instructional leadership pays much attention to the main aspects of the school 

(Badenhorst and Radile, 2018). School principals indirectly influence learner performance. It, 

therefore, signifies that a cordial working relationship between the principal and the teachers 

forms a base for effective instructional leadership (Robinson, 2010). Principals and teachers both 

perform instructional leadership functions which make their behaviours part of instructional 

leadership practice (Spillane et al., 2004). 

 

Desravines et al. (2016) advocate that principals use four key levers to improve performance in 

schools. They align the curriculum to state standards. In such cases, principals and teachers 

collaborate in defining and implementing instruction. For improved instruction, principals give 

support to their teachers and monitor their progress to ensure consistent high-quality classroom 

practices, routines, and instructional approaches across classrooms. Principals support teachers in 
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their focus on learner activities. The tailoring of instruction to students’ learning needs leads to 

student achievement. Desravines et al. (2016: 68) argue that “As leaders we need to know the 

instructional improvements teachers must make, provide coaching and support to help them 

make those improvements, and monitor implemented strategies”. When engaged in instructional 

leadership activities, principals get involved in varied activities with the aim of improving the 

academic performance at the school (Shaked et al., 2017). Of importance is the acquisition of a 

wide knowledge base on planning and implementing learner-centred activities. Instructional 

leadership practices would be constrained if leaders’ pedagogical content is not strong. In 

addition, school principals must encourage excellent relations with and among teachers and other 

stakeholders. This enables quality improvement in teaching activities.  

 

v. Providing incentives for teachers  

Different nations have different reward systems for their schools. Rewarding behaviours that 

contribute to instructional effectiveness in teachers is the principal’s role to create a positive 

learning climate. A positive learning environment supports instructional activities. Mestry (2013) 

asserts that as an active and joint form of leadership, instructional leadership involves teachers, 

learners, and principals. Considering all the responsibilities that principals undertake, there is a 

need to share responsibility for improved instructional activity and healthy learning 

environments. 

 

A widespread movement by teachers changing schools because of working conditions can 

undermine policy efforts of developing high-quality personnel. To combat this, some schools 

introduced financial incentives to retain high-quality teachers. Fulbeck (2013) conducted a study 

in Colorado that focused on the relationship between teacher mobility and financial incentives. 

Comparisons were made of high performing schools whose teachers received incentives and 

those that did not. Findings showed that there was a decrease in the number of teachers from 

those who received incentives who wanted to leave their schools when compared to those who 

did not receive incentives. The results suggest that teacher turnover can be caused by low 

salaries, thus by offering them financial incentives boosts their job satisfaction and continued 

stay at their schools. It, therefore, needs effective principals who can acknowledge the power 

incentives have over teachers that they incentivise their staff members.  
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A study to find the impacts of relatively low-cost performance-based incentives on teachers and 

learners was conducted in Tanzanian secondary schools by Filmer et al. (2020). A randomised 

two-phase sample was used in the study. A sample of 420 teachers, learners and head teachers 

was selected from three provinces of Tanzania. Observations and questionnaires were used to 

collect data. The awards were in money and material form such as book vouchers, medals, smart 

phones and certificates. For learners, awards included book vouchers, certificates, and medals. 

These were designed as school-based competitions. Learners were incentivised basing on their 

academic performances in examinations and for teachers, they were based on the performance of 

their learners in Maths, English, and Kiswahili examinations. The findings showed positive 

learning impacts on the schools where both teachers and learners received incentives. They also 

noted that learners’ performance levels were not affected by withdrawal of teacher incentives. 

High learner performance was found in schools where both teachers and learners were 

incentivised than in schools where learners only were incentivised. The results of the study show 

the role incentives play in the school system. It is an important characteristic of leadership to 

effectively implement reward systems that sustain high performance in both teachers and 

learners in schools. The low-cost incentives in Filmer et al. (2020) study showed that it had 

impact on both learners and teachers. It, however, needs effective principals to evaluate and find 

out whether the reward system has any impact on both teachers and learners, otherwise there 

might not be any change in performance if the rewards are not valued by the recipients. It is also 

crucial that the reward system is clearly spelt out and well understood by all for it to have 

impact.  

 

vi. Providing incentives for students 

It is the role of the principal to develop a school climate that enables learners to value academic 

work. Frequent rewarding and recognising of learners’ academic achievement in and outside the 

classroom contributes to their improved performance. Principals are key factors that link the 

classroom and the reward system of the school (Geleta, 2015). Reward systems in schools are 

aimed at improving learner academic performance. Angrist and Lavy (2009) carried out a study 

on the effects of the cash incentive programme to high school learners in Israel for learners who 

progressed from tenth to eleventh and to twelfth grades and for passing the Bagrut examinations. 

Forty high schools that were randomly selected took part in the study. Findings showed that the 

pass rates increased by 6–8 percent. This showed the effect that incentives have on the 

performance of learners.  
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vii. Enforcing academic standards   

It is an important role for principals to enforce high academic standards in schools. In a study 

carried out by Hallinger and Hosseingholizadeh (2019) it showed the important activity that 

principals carried out of enforcing academic standards. Hallinger and Hosseingholizadeh (2019) 

conducted a study that focused on understanding the instructional leadership practices of 

principals in primary schools of Iran and whether there was a difference between high and low-

ranked Iranian school principals in their enactment of instructional leadership practices. The 

PIMRS was used to guide them in their study. The researchers employed the mixed methods 

research design to gather quantitative and qualitative data from principals and teachers. The 

researchers first collected data using the PIMRS questionnaire from 535 teachers and 70 

principals then from the results of the quantitative research they selected four highest and four 

lowest performing principals and interviewed them using open-ended interviews. This was done 

to understand the leadership activities performed by the principals in the schools. Their key 

findings showed that the principals carried out varied activities that characterised instructional 

leadership. They emphasised quality teaching and learning, monitored student learning and 

created collegial environments in the schools. It is critical to use appropriate methodologies to 

gather relevant data. The mixed methods used in this research signifies a move away from the 

use of a single paradigm that may produce limited versions of successful leadership. This, 

increases understanding because of synthesised results from different methodological 

perspectives that provide detailed accounts to support improved practice (Day et al., 2016). The 

varied activities performed by the principals characterise instructional leadership and the aim is 

improved performance in schools. By emphasising high-quality teaching and learning and giving 

teachers feedback, the principals contributed to improving teachers’ instructional capacity. 

Through creating positive school environments principals provided an incessant improvement in 

instructional activities (Hallinger and Wang, 2015).  

 

Bhengu et al. (2014: 204) state that “... instructional leadership focuses on teaching and learning 

and on the behaviour of teachers in working with learners in order to achieve improved academic 

outcomes.” Though most studies on the construct instructional leadership and distributed 

leadership were studied separately in American schools (Spillane, 2005), with very little done in 

African schools, a deduction portrays distributed leadership being able to unleash the potential in 

instructional leadership for improved school performance. O’Donovan (2015) believes that 

school leadership is all about achieving high academic results.  
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2.6 INSTRUCTIONAL LEADERSHIP IN ZIMBABWE 

Generally, the expectations of the Zimbabwean community are for principals to be more of 

administrative than instructional leaders since most of the principals spend the greater part of 

their time on administrative work, being in the office, meeting parents and or attending meetings. 

Leadership structures in Zimbabwean primary schools officially include the school head 

(principal) and a deputy head (vice principal). These are the official appointments that are made 

by the Ministry. They are the formal positions in primary schools that have salary grades pegged 

to them. On the structure is also the post of the teacher in charge (TIC). Appointment to this post 

and that of senior teacher is made by the school principal. These are internal appointments of 

teachers to leadership positions meant to enable the smooth flow of operations in a school. These 

school appointments do not have specific salaries pegged to their leadership positions. Learning 

area committee leaders are also often appointed within schools based on their capacity to lead 

others where they have expertise. Varied learning area committees exist and these focus on 

various learning areas, such as languages or sciences. The leaders of these committees interact 

with the school principal and teachers on selected topics in the contexts of their schools. 

Interactions take place in different ways among staff members focusing on achieving leadership 

tasks. 

 

Most leadership studies conducted in Zimbabwe, focus more on leadership styles that include 

democratic or autocratic leadership styles (Majoni, 2015; Moswela and Kgosidialwa, 2019) and 

very little on instructional leadership. Most school heads focus more on administrative tasks 

(Phillips, 2009) than on instructional leadership. Among the few studies on instructional 

leadership is one conducted by Sandada and Makamani (2016) in Zimbabwean schools. They 

investigated the extent to which instructional leadership contributed to the performance of 

schools in Harare province of Zimbabwe. Their conceptual framework was based on the 

conception that instructional leadership positively affected school performance thus covering 

teacher and learner performance. They argued that school leaders had four aspects they must 

perform for improved performance in their schools which are being a resource provider, 

instructional leader, good communication and being visible in the school. The belief is that the 

performance of these by school heads results in improved teacher and learner performance. The 

attributes listed form part of activities that characterise instructional leadership, therefore, the 

performance of these activities by school heads improves school performance. It can, therefore, 

be said that instructional leadership is the precursor to improved school performance. The 
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researchers used a quantitative research approach where they developed questionnaires. These 

were either hand delivered or emailed to respondents. Varied items found on the questionnaire 

were activities that are expected of school heads, these included supervising and evaluating the 

curriculum, monitoring the progress of learners, the coordination and management of the 

curriculum, provision of advice and support, maintaining visibility, the promotion of school 

improvement and professional development and being achievement oriented. The respondents 

were sampled from council primary schools, government primary schools and government 

secondary schools. The data were analysed using the descriptive, correlation and regression 

analyses. Their findings showed a substantial relationship between instructional leadership and 

the dimensions of school performance which are teacher and learner performance. Despite this, it 

appears school heads in Zimbabwe do not understand much about instructional leadership.  

 

Mapolisa and Tshabalala (2013) carried out research in three provinces of Zimbabwe and found 

out that school principals did not understand much about instructional leadership practice. They 

discovered that the focus of school principals was more on financial matters, sporting activities 

and on improving the physical outlook of their schools at the expense of instructional 

supervisory activities. They recommended the use of effective instructional supervision models 

by school principals to improve teacher activities. Vengesayi (in Muranda, 2015: 16) says the 

important function of school principals is supervising the implementation of the curriculum in 

schools. Thus, school principals need to supervise teachers to ensure learning takes place in 

classrooms and for them to understand what would be taking place in the classrooms then, if 

need be, help teachers (Muranda, 2015). Principals must understand instructional leadership and 

the importance of distributing it. Research literature has, however, shown that it is not 

sustainable to place all focus on principals as the sole drivers of instructional leadership practices 

(Goksoy, 2015; Grenda and Hackmann, 2014). This indicates that instructional leadership on its 

own is not enough to improve school performance to high levels. A combination of distributed 

leadership and instructional leadership is likely to lead to high pass rates.  

 

The study conducted in Botswana by Mphale (2015) in junior and senior secondary schools 

proved that shared leadership led to successful schools. In the world of today, leadership of 

schools has become complex and difficult such that it has become cumbersome for lone 

individuals to provide for all situations. It, therefore, requires collaborative work efforts between 

subordinates and leaders to achieve effective school leadership. Mphale (2015) investigated the 
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perceptions of school heads in Botswana secondary schools on shared leadership practices. A 

survey research method was used. Structured questionnaires were used to collect data from 

participants who comprised of fifty junior secondary school heads and twelve senior secondary 

school heads. The questionnaires were hand delivered and six were posted because of the 

geographical positions of the schools. The Statistical Package for Social Science (SPSS) was 

used to analyse the data. The findings showed that principals were aware of the importance of 

sharing leadership and that they practiced it. The leadership of schools today is no-longer a one 

man’s job. It needs collaborative efforts for schools to excel in their performance. The findings 

are crucial to the education fraternity in that principals need to recognise that the old tradition 

where school heads were regarded as the masters of everything is no-longer viable. This is in 

consideration to the accountability issues of schools and the fast-changing global world which 

needs combined efforts for school improvement. Through shared leadership, it is possible to 

achieve school goals since teachers and school leaders work as a unified force (Mphale, 2015). It 

suggests then that instructional activities by school principals are effective when they are shared 

with other members at the schools. Such as when formulating the vision of the schools, it needs 

cooperative effort to produce a consolidated vision and mission statements of the schools. This 

shows that distributed leadership is needed for effective instructional leadership to take place. 

Since that study was conducted in secondary schools, it remained to be seen whether primary 

school principals in my study shared leadership activities.  

 

2.7 DISTRIBUTED LEADERSHIP 

In complex systems, such as schools, leadership does not take place through a single individual, 

but through a set of collaborative practices among professionals in the school context. In 

leadership, principals interact with other staff members in the contexts of their schools and on 

precise responsibilities (Spillane et al., 2004). Limitations exist when leadership is focused on 

one individual, the principal, without considering the existence of other school leaders such as 

the vice principals, the teachers in charge and subject specialists who are crucial in the school 

system. It needs the enactment of distributed leadership, a framework that is quite useful when 

studying leadership practice. A distinctive feature of this framework is the involvement of 

various members in leadership activities. In the following section, the origin and aspects that 

make up distributed leadership are discussed.  
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2.7.1 An overview of distributed leadership  

The distributed leadership model is a product of the Distributed Leadership Study that was 

carried out in Chicago Public Schools by the Northwestern University School of Education and 

Social Policy in 2004 (Spillane, 2005). Distributed leadership, which dates to the mid-1920s or 

even earlier, came into prominence because of the complexity of current leadership positions. 

Bolden (2011) posits that distributed leadership, as a perspective, has grown in popularity since 

the year 2000. Its focus is on a systemic view where leadership is a shared social activity. 

Distributed leadership came in as a relief to schools because of the challenging burden on school 

principals of being single heroic leaders, who were expected to lead schools to great heights 

single-handedly (Spillane, 2005). The emergence of distributed leadership can be explained in 

two ways which include the failure by the hero aspect and the demands on school leaders for 

accountability on learner performance by stakeholders (Lynch, 2012). Through distributed 

leadership, school effectiveness is enhanced. In a study by Yangaiya and Ali (2013), their 

findings showed that distributed leadership brings effectiveness to schools. Their study focused 

on examining the relationship between distributed leadership and school effectiveness. 

Questionnaires were used to gather data from a sample of 499 secondary school teachers in 

Katsina State, Nigeria. Their findings showed that distributed leadership predicted school 

effectiveness. School effectiveness is regarded as an outcome of schools in terms of learners’ 

academic outcomes. These are found at the end of learners’ formal academic learning and after 

assessments. To have effective schools it means that school leaders need to be effective leaders 

who distribute instructional leadership to school members for the benefit of both the teachers and 

the learners. This stems from the understanding that the challenges and the changing government 

policies in todays’ education system cannot be met successfully by single leaders. Principals 

must share, stretch, and distribute leadership to other members to successfully meet their school 

goals. 

 

Yangaiya and Ali’s (2013) study was anchored in the distributed leadership theoretical 

framework. They believed that schools need a complete shift of focus in their leadership if they 

are to produce learners who can fit into today’s world. Schools today face over crowdedness, 

teacher attrition, new technology, a change in government focus, all which cannot be handled by 

lone individuals, thus require distributed leadership. Though this study was conducted in 

secondary schools, I believe the distributed framework used in this study can produce valid 

results to my study in primary schools.    
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The distributed leadership concept has been defined variedly. It is sometimes taken to mean 

collaborative, shared or democratic leadership (Bolden, 2011). Distributed leadership is more 

than that; it is made up of dynamic interactions that take place between leaders and followers in 

the different contexts of their schools. Although leadership can be shared or in some situations be 

democratic, this does not imply that it is distributed leadership. Even though the concepts 

delegated, or shared leadership might have a similarity with distributed leadership, they are not 

the same. Spillane (2006) points out that by stretching leadership to many members in a school, 

does not mean it is democratic. Shared, democratic or delegated leadership cannot be 

interchangeably used with distributed leadership. It is a perspective that results from the 

interactions of many people (Bolden, 2011).  

 

Distributed leadership acknowledges the presence of other members in a school and is more 

concerned on the interactions of the members than their actions (Spillane et al., 2004; Harris and 

Spillane, 2008). Though what individual members do in schools is important to leadership, it is 

crucial to know how leadership practices are enacted for improved school performance. It is 

crucial to note that some principals distribute leadership to other members with built-in 

restrictions. In a study by Hairon and Goh (2015) conducted in Singapore, their findings showed 

that though principals distributed leadership there was some bounded rationality in the 

distribution. Their study which was conducted in primary and secondary schools and colleges 

comprised a sample of 1232 participants made up of principals, vice principals and heads of 

department. Their focus was to find out the perceptions of principals’ distributed leadership 

practices. The survey method was used to collect data. Their findings showed four possible 

factors of distributed leadership that included “… bounded empowerment, developing 

leadership, shared decision, and collective engagement” (Hairon and Goh, 2015: 703). Under 

bounded empowerment, it was found out that teachers could make decisions for their work, but 

these were within set limits and boundaries of their work scope. This showed the extend of 

willingness by the principals to relinquish a certain amount of power to followers. Though the 

principals allowed teachers to make decisions, they saw it being their role to align the decisions 

with the school framework. The principals developed leadership capacities of their teachers; they 

empowered their teachers to lead. This was done under trust that teachers could make decisions 

that could lead to the desired learner academic outcomes. All the same, the principals saw the 

accountability of the school performance resting on them. This, therefore, determined the way 

they enabled decisions to be made in schools. This suggested that the principals distributed 
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leadership but retained their positional power and authority. The principals encouraged shared 

decision-making, but this was done cautiously since the principals provided regular guidance 

after giving teachers leadership responsibilities. This shows the extent that Singaporean 

principals relinquish power and authority. This is contrary to distributed leadership where when 

power to decide is given to followers, the decisions they make are shared and leaders are 

informed of the decisions made. The principals supported staff engagement through the 

provision of varied platforms for teamwork. There is the involvement of all staff members in 

tasks at hand, thus getting the contributions of the different talents from the different staff 

members in the schools. This aligns with the view of leadership practice (Spillane, 2004) where 

leaders and followers interact in their situations.  

 

Even though distributed leadership includes leadership practices which involve delegating and 

empowering others to lead, it is more than delegated leadership because in delegated leadership, 

an individual is given authority to lead and can lead single-handedly relying on the authority 

given. Delegation involves giving responsibility to others. An aspect of interaction in a context 

exists in distributed leadership practice. The heroic leader is not valued by researchers in 

distributed leadership (Spillane, 2005) since leaders cannot effectively run schools as sole 

individuals (Bolden, 2011; Mestry and Pillay; 2013). Through interactions, expertise from 

different sources is fused to the benefit of the learners. This pooling of knowledge and expertise 

from different leaders makes it different from delegated leadership where one individual is given 

the authority to lead others. The baseline of distributed leadership is leadership by many. Goksoy 

(2015: 113) posits that an outstanding element in distributed leadership “… is the fact that 

distributed leadership includes many elements related to education and is almost fed by 

educational environments.”  

 

2.7.2 Aspects of distributed leadership 

The main activities of instructional leadership can be understood when one observes principals 

and teachers interacting in the context of their schools (Spillane and Diamond, 2007). This 

explains the focus on elements of instructional leadership (Neumerski, 2012). The distributed 

view of leadership can be used to explore leadership activities in schools (Spillane, 2006). The 

day-to-day activities of principals can be analysed through the framework provided by the 

leader-plus and practice aspects (Spillane and Diamond, 2007b). Bennett et al. (2003: 7) point 

out three principles of distributed leadership which are as follows:  
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1. A network of interacting individuals, which stresses interaction. This can be equated to the 

practice aspect by Spillane (2005).  

2. No limits to leadership which suggests the involvement of all members in the school    

organisation. 

3. Varied expertise that is distributed to many showing the involvement of different members in 

leadership. This corresponds to Spillane’s (2006) leader-plus aspect which acknowledges the 

existence of different leaders.  

 

a. Leader-plus  

The leader-plus characteristic acknowledges the existence of varied members taking part in 

leadership and management practice (Spillane and Diamond, 2007b). The leadership and 

management of schools involve many individuals in addition to principals. These include those 

in informal management positions who provide mentorship and leadership in specific curriculum 

areas (Spillane and Healey, 2010). This perspective only deals with part of distributed leadership. 

Lee et al. (2012) state that “… multiple individuals enact instructional leadership through 

mentoring peers and providing professional development.” Under the leader-plus aspect, there is 

the possibility for individuals with or without formal leadership designations to take leadership 

responsibilities. The leader-plus characteristic asserts that varied leaders exist in distributed 

leadership and are needed in leading a school. This includes those holding formal and informal 

positions. Formal leaders hold posts of authority that are designated by the MoPSE and these 

include the school principals, vice principals and teachers in charge (TIC). Informal leaders are 

those without formal appointment into leadership positions by the Ministry but hold the positions 

such that they lead other members in working over tasks to their completion. Spillane and 

Diamond (2007: 7) advocate that the involvement of other leaders should not be taken as an 

undermining of the position of the principal but as an acknowledgement of the expertise in other 

members of staff. Spillane et al. (2001) do not acknowledge the use of resources to build the 

knowledge and expertise of a sole leader, but of various leaders. It may exist that in some 

schools, principals may not support others with their work, they would regard expert teachers as 

threats to their positions. This results in school principals failing to give proper support to other 

leaders, neither would they define their role properly. The distributed perspective does not value 

standalone leaders. It recognises the existence of varied leaders at the school besides the 

principal. Principals, therefore, should stretch their leadership practices to include other members 

in the school. School principals need to have a change in roles from that of a sole individual at 
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     Leadership       

         practice 

the top of the organisation with all decisions centred on them to recognising the development of 

their members’ leadership capacities. 

 

b. Leadership practice 

Leadership practice is concerned with the interaction that occurs between leaders, followers, and 

their situation (Spillane, 2006). It foregrounds the practice of leading and managing (Spillane 

and Healey, 2010). Leadership practice involves many people within a particular context. The 

idea behind is that one person cannot single-handedly lead an organisation effectively to high 

performance (Spillane, 2005). Spillane and Diamond (2007: 6) advocate that, the “… actual 

doing of leadership in particular places and times” makes up the practice. Leadership activity 

involves interaction in the school (Spillane, 2005) when certain leadership tasks are being 

undertaken. The three elements that make up leadership activity are as shown in Figure 2.1. In 

leadership practice, teachers can hold the leadership post up to completion of task and relinquish 

the post depending on the situation. Leadership practice includes the ability to delegate to other 

staff members because it is impossible to be effective and successful without the assistance of 

others. Leadership, in this case, is viewed as the interactions between leaders and followers at 

various times and conditions (Aliakbari and Sadeghi, 2014). Leadership practice is of benefit to 

schools because of the joint expertise of members. By facilitating members’ human capacity 

development, principals increase the relations between followers and the leader. Followers in this 

instance include classroom teachers and administrators.  

                                                                Situation                                  

                                                                                                                                                                  

                                                                                                                                          

 

 

                                        

 

                                                                                                             

                

                                                                                                                                                       

   Leader(s)                                                                                                      Follower(s) 

Figure 2.1: Elements of leadership practice 

Source: Spillane et al., (2004: 11) 
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Leaders influence and are also influenced by followers (Grenda and Hackman, 2014). The 

reciprocal influence crops up in the sense that principals direct the school in a way they regard as 

the best, and they direct the efforts of members towards their vision of the school. Teachers also 

influence leaders through the ideas they bring to the school because of their expertise and 

experiences. The expertise in members is quite valuable and should be embraced, and teachers 

must use their expertise for school development. Since teachers work directly with learners, they 

have considerable influence on their academic performance. Teachers can take part in particular 

tasks at the school and ensure that the tasks are completed and, in some instances, lead in the 

carrying out of tasks such as when leading subject committees, thus being both followers and 

leaders (Spillane, 2006).  

 

The situation that leaders exist in at their places of work contributes to their daily routine of 

leadership practice. Leaders' interaction within a situation is a crucial aspect of the concept 

distributed leadership. In the situation, lie tools and routines that are used by schools in 

influencing people and the prevailing school environment draws teachers and learners into being 

part of the school. Leadership practice exists in an atmosphere made up of tools and artefacts. 

Norman (in Spillane et al., 2001: 26) advocates that, “Artefacts and tools are externalized 

representations of ideas and intentions used by practitioners in their practice.” Routines and tools 

contribute positively to leadership practice. Leaders use tools and artefacts to exert influence. In 

the process of doing their work, leaders interact with followers (teachers) in the context of their 

situations (schools). Artefacts are important in distributed leadership since teachers enhance 

learner outcomes using artefacts such as learners’ achievement data. Tian et al. (2016) regard the 

utilisation of artefacts as an important element supporting distributed leadership. An in-depth 

analysis of routines and tools enhances an understanding of distributed leadership. Varied 

routines and tools affect the leadership of schools, and they also have different effects in 

different contexts. Collaborative lesson planning and study groups form examples of routines. 

Gunter et al. (2013) listed the development of teachers and meetings of curriculum committees 

as helpful routines for collaborated distribution. Interactional routines show how distributed 

leadership is practiced in real-life. Lee et al. (2012) state that scores of tests, the set standards of 

districts, technology-based tools and curriculum outlines are all tools used by leaders as they 

carry out their work. These are used in schools to manage the work done by various leaders. 
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Distributed leadership enables a realistic view of roles of the principal. Mayrowetz’s (2008) 

study on distributed leadership came up with four uses of the concept in schools. These are 

distributed leadership as a theoretical lens and three prescriptions on how shared leadership 

improves practice. The four ways of using the concept have their own strengths and weaknesses. 

Descriptive definitions of distributed leadership are used to improve and in developing school 

leadership whereas the prescriptive definitions use the theoretical and empirical research frames. 

Distributed leadership can be used when focusing on democracy, in building worker capacity and 

as a theoretical lens for activity leadership. Spillane et al. (2001) contend that the distributed 

leadership framework enables principals to consider their leadership practice with an aim of 

producing the highest quality of education at their schools. The achievement of such is 

dependent on many factors chief among which are leaders in schools who assume leadership 

roles. To have successful schools needs the services of effective leaders (Salfi, 2010) who 

distribute instructional leadership practices. 

 

Salfi (2010) conducted a study to identify leadership practices by head teachers that led to 

secondary school improvement in Pakistan. The study was a descriptive survey type. A sample 

of 351 secondary school heads, 702 elementary and government secondary school teachers were 

selected. The schools were identified based on their reputation of high learner academic 

outcomes over time. A mixed-methods research design was used to gather data. Questionnaires 

and semi-structured interviews were used to collect data from school heads, teachers, parents, 

and learners. Their findings showed the existence of distributed leadership practices in successful 

schools. Varied activities carried out in the schools, portrayed features of distributed leadership 

practice. Vision formulation was shared among teachers and collaboration, support and trust 

were encouraged among members in the schools. The school heads empowered teachers to lead, 

and they distributed leadership responsibilities to other members in the schools. They 

emphasised the professional development of all members in their schools and involved parents in 

improving their schools. The principals encouraged and maintained good relationships with the 

school community.  

 

The successful school heads in the study showed their focus to be the participation of the whole 

school. This lies in the distributed leadership tenet which calls for leadership to be stretched 

across members in the whole school. Johnson (2004) posits that the use of distributed leadership 

is a cure for a top-down type of management where authority is dispersed to staff members. 
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Since distributed leadership calls for shared leadership, it is, therefore, efficient that teachers 

with the requisite expertise engage in leadership activities. Such teachers with considerable 

knowledge and skills on instruction can effectively be used if leadership practice is distributed to 

them taking advantage of their knowledge. Distributed leadership leads to improved 

effectiveness of schools. This arises from the fact that if all the expertise in a school 

cooperatively works towards a common problem there is likely to be an improvement in 

instruction. Not evident in the activities carried out by the school principals is how they were 

enacted in the schools for improved school performance. My study tried to find out how 

instructional leadership activities were enacted through distributed instructional leadership.  

 

Distributed leadership enables principals to have a better and realistic view of their roles 

(Mayrowetz, 2008). It allows for capacity building of workers who learn from each other. It aids 

the collective capacity of teachers. This leads to schools being able to address their own 

problems. This is in line with Harris’ (2004) definition which focuses on leadership as a 

cooperative activity that develops teachers’ expertise through working together. It is, however, 

suggested that distributed instructional leadership could produce high performance in schools 

where it is practised. Goksoy (2015) states that schools engaging in distributed leadership share 

leadership activities and teachers willingly conduct their roles just like their main tasks. Tasks 

are distributed to both leaders and audience in distributed leadership. At a school organisation, 

leadership functions are conducted by various individuals at varied times as organisational tasks 

are distributed to the whole organisation. Leadership is distributed to all members in the 

organisation instead of being focused on the school principal only. Distributed leadership 

involves cooperative leadership activities by teachers. It enhances the expertise in other 

members. There is redistribution of power through distributed leadership and there is a 

rearrangement of expertise and authority.  

 

2.7.3 The significance of distributed leadership 

The enactment of distributed leadership in schools impacts positively on learners (Harris and 

Spillane, 2008). It enables school principals to make use of the expertise that exists in all staff 

members at the school. Its use in schools is because the leadership perspective can be exercised 

right through the school involving different members in various positions. Klar (2012: 177) 

advocates that emphasis is on recognising the teamwork by various teachers. By recognising the 

efforts and contributions of other members in the school, it can lead to higher performance by 
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both staff members and learners. It is, however, prudent to note that by having leadership 

stretched to all members in the school organisation does not mean that everyone leads or that 

principals will lose their authority. Although distributed leadership advocates for various people 

in leadership positions, not all members are leaders (Harris, 2007). Only those with expert 

knowledge and skills that benefit the school can lead tasks, such as chairing a procurement 

committee on teaching and learning materials. This shows an acknowledgement by principals of 

expertise resident in teachers. The existence of mutual trust between principals and teachers is 

needed before teachers can lead activities.  

 

Distributing leadership to other members at the school depends on how much trust the principal 

would have on followers. A school principal engages in distributed leadership basing on the trust 

that teachers would work to complete their tasks successfully. In turn, the teachers trust the 

leadership of the principal. This mutual trust is critical without which respect and relationships 

would be compromised. Distributed leadership also takes cognisance of mutual trust between 

teachers through acceptance of the leadership potential of their peers. This is complemented by 

the teachers’ show of confidence that they can lead others. In addition to stretching leadership 

across members in a school, distributed leadership also promotes a system of mutual 

interdependence with members being held accountable for the contributions they make to the 

final product (Harris, 2005). Goksoy (2015) points out that distributed leadership develops 

leadership potentials of staff members and provides equal opportunities for members to realise 

school goals. The supposition that one individual can lead for change to take place is not 

acceptable in distributed leadership. Goksoy (2015) views the basic philosophy of distributed 

leadership as shared wisdom and common sense through the creation of synergy among school 

members. School structures are regarded as too complex to be effectively managed by one 

individual. 

 

Varied school members with expertise can take part in school leadership activities. Some 

principals distribute leadership activities to staff members whereas others do not. According to 

Grenda and Hackman (2014), formal leaders include the administrators and those that hold titles 

in the school organisation; these include people, such as language coordinators, disciplinary team 

leaders and subject committee leadership. The stretching of leadership to different people is 

because of different committees that exist in the school, such as the procurement committee, 

subject panels, sport committees. For the smooth function of the school, these committees need 
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leaders who can steer the committees to work towards the achievement of their goals. A sole 

individual cannot be the leader of all the committees in a school and successfully lead other 

members in all school tasks as this will overwhelm the leader (Grenda and Hackmann, 2014). 

This results in different educators leading different groups. One can be a leader of the 

procurement committee and in some circumstances when out of the procurement committee can 

be just a member. A leader in the sports department can be a committee member or neither when 

in the grade level meeting which, for example, has the task of setting examinations at grade 

level. Through distributed leadership, members pool their ideas together for the benefit of 

learners. Spillane (2005) believes that the benefits to schools of such a leadership perspective 

emanates from combined knowledge, skills, and interaction of principals with specialised leaders 

working towards a common goal. They further contend that an outcome from leadership teams is 

greater when compared to the sum of the individualised actions of leaders. The focus is on 

expertise across members in the school organisation rather than on individuals. There is the 

sharing of tasks and members work towards the achievement of common goals. The emphasis is 

on continued interaction rather than single individual effort. Teacher competences are developed 

with the assistance of other members with expertise. By giving assistance to teachers, the 

knowledge, skills, and leadership density of the teachers is improved (Smylie et al., 2007). It, 

therefore, suggests a complete change from the traditional notion of one person knows all to the 

involvement of other members. 

 

2.7.4 Distributed leadership in schools 

Different departments exist in primary schools, such as the Infant and Junior departments. For 

successful instructional leadership activities to take place, these departments need the 

collaborative efforts of principals and teachers. Spillane (2006) advocates for an understanding 

of leadership practice and how it takes place in schools. In their daily activities, leaders provide 

direction and exercise influence. Three distinct implications can be deciphered from these 

leadership activities, namely, that goals are not forced on members, instead they are collectively 

set out to increase accountability. Secondly, leaders work with other people to get work done and 

realise their objectives. They also assist in setting up environments for effective performance. 

The third implication is that leadership is all about functions that are performed by leaders at 

varied stages at the school.  
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Instructional leadership is all about developing a common virtuous learning programme, 

developing cordial work relations, and supporting the innovativeness in members (Jones, 2010). 

Phillips (2009), however, argues that most principals pay more attention to administrative tasks 

and very little to instructional activities. The activities that principals engage in are less 

connected to instructional leadership activities; thus, an engagement of other members of staff is 

needed to assist the principals in instructional leadership. This shows the need to stretch 

instructional leadership to other members and to make use of the skills in different teachers.  

 

Moswela and Kgosidialwa (2019) assert that the use of ideas and talents of team members leads 

to successful schools and committed members because their ideas would have been 

implemented. The leadership of the school principal results in either mediocrity or excellence 

depending on how leadership is stretched to other players in the school. School principals cannot 

be found everywhere at once, thus cannot successfully lead in all disciplines. Teachers, who are 

the followers need to be in the leadership process while the principal acts as the overseer for 

accountability purposes in the case of a drop in school performance. School principals, as school 

leaders, have the responsibility of improving their relations with teachers and the local 

community to have improved school performance. Since they are both school and instructional 

leaders, principals promote the best practices in instructional activities to enable the academic 

success of learners (Salo et al., 2015).   

 

Another important practice in effective schools is the cultivation of leadership in school 

members. Effective school leaders make use of the expertise among teachers at school. 

Principals encourage those with requisite skills and experiences to take leadership roles for the 

benefit of learners who would learn from their wealth of knowledge. When principals spread 

leadership to other members in the school, learners benefit in that a variety of experiences and 

knowledge can be tapped from the various members. The adage “two heads (or more) are better 

than one,” by Cole (2004: 178) suggests that varied ideas brought in by different people are 

better when compared to those by sole individuals.   

 

Principals encourage and support shared leadership where teachers lead subject committees. 

Depending on school context, such committees spearhead the teaching of learning areas in the 

school from infant to junior grades. With leadership stretched to other members, there exists a 

shift of emphasis on ideas from those of a single leader to those from varied members working 
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on different tasks. The stretching of leadership to other members in the school is an 

acknowledgement by principals of the different skills and expertise residing in staff members. 

This acknowledgement is a source of motivation which might lead to increased performance by 

teachers. Teachers have untapped capabilities suitable to improve schools. With positive 

climates, the untapped skills can be put to school advantage. Hughes and Pickerel (2013) believe 

that involving learners and teachers in making decisions about instructional work, leads to 

sustained change, commitment to quality practice and implementation of decisions. School 

leaders, who nurture their members, make them better performers as a team.  

 

An important practice by school principals of providing positive climates at their schools brings 

in a sense of belonging to teachers and an improvement in learner academic performance. 

Hughes and Pickeral (2013) advocate that, principals need not work in isolation since increased 

performance in schools need the support of those members who make it a community. Principals, 

therefore, need to develop enabling school climates where teachers feel free to put into practise 

their knowledge and skills for learner benefit. Hughes and Pickeral (2013) put forward five 

strategies that lead to collaborative effort, a positive school environment and improved 

instructional practice in schools. The first strategy focuses on partnership. This is a practice 

where school principals set clear structures in schools with members given real authority to make 

decisions that would be upheld by the principal. Teachers in leadership positions have the 

courage to implement team decisions when they have the support of their school principal. As a 

subject committee, teachers can agree on putting into effect new teaching strategies that need 

resources. With the support of the school principal the resources needed can be provided.                            

 

Members in a school need to have a common position, a common goal so that they all focus on 

achieving that goal. More can be achieved when there is a unity of purpose. A study conducted 

in British Columbia schools by Cherkowski, and Brown (2013) showed vision formulation being 

distributed in schools. The study examined the understanding of distributed leadership practices 

by four principals from elementary and secondary schools in one district in British Columbia. 

Three provincial leadership standards were used as an organising framework. These were vision 

formulation and sharing, leading with character and integrity, and helping others become leaders. 

The use of these formal designs reflected distributed leadership practices. In-depth interviews 

were held with each participant. This data collection method increased knowledge of the 

participants’ views on distributed leadership. Findings showed that the distributed leadership 
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practice was coherent with the development of a sustainable learning community and the 

provincial standards. There was collaboration among teachers and principals in formulating 

visions for their schools. The shared visions served as tools that enabled the principals to step 

away from being the sole leaders in the schools. The principals believed that the visions jointly 

developed provided the parameters in which the learning community could work and be 

autonomous. The time and effort put in crafting and communicating strong visions meant the 

visions served as the schools’ guidepost for the teachers. This freed the principals from being 

gatekeepers for all the initiatives of the schools. 

 

In promoting leadership with integrity, the principals encouraged moral leadership among the 

teachers. The principals modelled strong characters, integrity, and moral courage in teachers. In 

the relationship domain, principals encouraged intrapersonal relationships among teachers. 

Through building respectful relationships in the schools, the principals were able to distribute 

leadership to teachers and developed their capacities to lead. The act of providing teachers with 

time to develop their leadership capacities in areas of their interest prepared them for more 

challenging leadership roles. The safe space created by the principals enabled teachers to develop 

their leadership voices. The principals in the study sustained organisational capacities using 

structures that supported teachers’ leadership. Cherkowski and Brown’s (2013) advocate that, 

principals used structures to create leadership opportunities that could be shared and distributed. 

This qualitative study suggests that effective distributed leadership can be achieved if aligned 

with shared school visions and their goals (Leithwood et al., 2007). The three areas focused on 

by Cherkowski and Brown’s (2013) study form part of the activities that principals carry out in 

schools as instructional leaders. It remains to be seen how these relate to my study which focuses 

on high performing primary schools. 

 

A shared sense of purpose and focus leads to high learner academic performance in a conducive 

learning climate. When leadership is distributed, different members have responsibilities that 

they are accountable for. Such members become active in their roles to achieve their goals. 

When empowered to work towards a common goal, teachers understand their responsibility and 

the importance of their contribution at the school (Hughes and Pickeral, 2013). School principals 

need to empower teachers to be independent workers. They also need to acknowledge teachers’ 

contributions if high performance is to be sustained.  
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Another important strategy in effective schools is the respect of divergent views by members 

towards achieving the school mission. When leadership is distributed to varied members this 

means different experiences, ideas and skills will be proffered for a quality learning environment 

and school performance. Besides teachers at the school, an important constituency of schools is 

the community. Distributing leadership to community members leads to stakeholders supporting 

school efforts. The involvement of families in school activities strengthens school and parent 

relations and enhances instructional programmes due to contributions from parents. In a study 

conducted by Erol and Turhan (2018) in Turkey secondary schools showed that parents’ level of 

involvement in school activities and in the education of their children increased as was their 

positive perceptions about distributed leadership in schools. The study investigated the 

relationship between distributed leadership and family involvement in school activities from the 

parents’ perceptions. One thousand four hundred and eighty-eight (1488) secondary school 

parents from 60 secondary schools participated in the study. In this correlational study, 

questionnaires were used to gather data.    

 

Parent involvement in schoolwork implies their participation in school activities, giving 

academic support to their children at home and holding consultations with teachers on the 

progress of learners to raise standards of learning (Erol and Turhan, 2018). The involvement of 

parents in school activities shows the trust that principals have in parents’ ability to contribute to 

the welfare of the schools and of learners. This proves a departure from the hero principals of the 

past to instructional leaders who distribute leadership. What remains to be found out is whether 

principals in my study distributed leadership to the community and how that was done. The 

correlational method was used as it enabled the examination of the relationships between 

distributed leadership and parents’ involvement. It examined the relationship between the two 

variables and the degree of the relationship (Johnson and Christensen, 2014). Variables are key 

elements of quantitative research, thus this study made use of questionnaires. My study is a 

qualitative study which seeks to find out how distributed leadership practices are applied in 

schools. The methodology used by Erol and Turhan (2018) assisted in my selection of the most 

suitable methodology to use.  

 

Recognising and acknowledging different contributions from different stakeholders is an 

important distributed leadership practice by school principals. They contribute to the 

achievement of school goals. High instructional performance in schools cannot be possible with 
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the leadership of a lone individual (Davis and Bourdreaux, 2019), thus principals need to develop 

and recognise leadership in different members. When leadership is engrained in members, it 

capacitates them towards realising the vision of the school. Alam and Ahmad (2017) advocate 

that committed teachers perform highly leading to high learner academic achievement. 

Leadership, therefore, should be distributed to other members. Hughes and Pickeral (2013: 4) 

believe that since people “… have high expectations that all students can learn, principals must 

have high expectations that students, parents, teachers, and staff can lead.” Since leadership can 

be distributed to different teachers, this study sought to find out how this is done in high 

performing schools.  

  

A study of two charter schools by Davis and Boudreaux (2019) resulted in them listing five 

leadership practices they believe characterise effective principals. The first practice is the 

crafting of resounding vision and mission statements. School performance does not need school 

leaders and departments to operate in isolation nor as standalone units. It needs collaborative 

effort to meet the school objectives. In high performing schools, principals ensure the existence 

of a clear vision that the whole school shares, thus leading to commitment by all members to the 

achievement of common school goals (Sergiovanni in Noman et al., 2018: 484). The 

communication of a vision to staff members can be done during different times of the year and at 

different platforms, such as staff meetings and during meetings with parents and other 

stakeholders. It is an important practice by school principals to appropriately communicate to all 

members the purpose and direction of the school. The second practice focused on making a 

maximum use and preservation of instructional time. To ensure there is improved instructional 

activity in schools, principals make themselves visible and offer immediate assistance where 

there is need, both in and outside classrooms. Principals make use of this time to meet and talk to 

learners about their academic performance. Such occasions also enable the principal to chat to 

teachers informally on instructional activities at the school and how they can be improved. The 

creation of opportunities by the principal to be visible and chat with teachers enable teachers too 

to freely offer their contributions about the working environment at the school. The third practice 

was the support of teachers’ professional development. Effective principals support their 

teachers’ professional development and encourage them to attend meetings that professionally 

develop people and make them effective at their work (Davis and Boudreaux, 2019).  

 



72 

 

DeMatthews (2014) conducted a study in six public elementary schools in West Texas that had 

effective professional learning communities. The study focused on how principals distributed 

leadership across schools to create effective professional learning communities (PLCs). With 

teachers and principals working together, PLCs can be powerful tools for the improvement of 

schools. A qualitative multi-case design was used in the study. In-depth interviews were 

conducted with principals, vice principals, instructional coaches, and teachers. Observations and 

document analysis were also conducted. The findings showed that teachers were engaged in 

professional learning. The professional development in their schools enhanced their instructional 

prowess. The teachers supported each other and were also supported by their principals and their 

ideas were listened to and considered. The findings showed how the principals distributed 

leadership. The principals acknowledged the importance of teacher leadership in improving 

teaching practices. They supported teacher leadership through offering opportunities for teacher 

leadership, they gave feedback to teachers after observing them in action. Teachers were 

encouraged to share ideas, opinions, and experiences that contributed to school improvement. 

The use of the different data collection methods enhanced the validity of the data collected in 

that data collected through interviews can be checked through observations and document 

analysis. The use of in-depth interviews enables researchers to gather detailed information about 

a phenomenon under study (Creswell, 2012), thus deepen researchers’ understanding. Qualitative 

researchers make detailed explanations of their findings and research reports thus methodology 

enables researchers to make detailed explanations of their studies thereby availing detailed 

information to readers of the research results. The research study was carried out in Texas and 

my study in Zimbabwe. The differences in research contexts can produce different results in 

terms of principal distribution of leadership. I, therefore, want to find out whether principals in 

high performing Zimbabwean primary schools distribute leadership and support their teachers in 

terms of professional development and when conducting school business.  

 

The restructuring of schools during the 1990s in North America led to researchers popularising 

the concepts shared, transformational and distributed leadership. “The emergence of these 

leadership models indicated a broader dissatisfaction with the instructional leadership model, 

which many believed focused much on the principal as the centre of expertise, power and 

authority” (Hallinger 2003: 330). Sebastian and Allensworth (2012) believe it to be a limitation 

to focus on school leadership only without focusing on other leadership types, which include 

distributed and shared leadership. This calls for another leadership model which advocates for 
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the stretching of leadership to all members in the school organisation. Whereas instructional 

leadership is critical to learner academic performance, research suggests that it is rarely practised 

in schools since principals spend merely a tenth of their working time on instructional leadership 

(Geleta, 2015). They cite lack of time and competency for not practising instructional leadership 

(Salo et al., 2015). Ibrahim and Al-Teneiji (2013) point out that some school principals might 

have less expertise compared to the teachers who they are supposed to supervise. This results in 

them paying more attention to administrative tasks than instructional leadership. Such principals 

distance themselves from the classroom and do not have time to engage in instruction. It is 

crucial that principals put greater emphasis on instructional leadership activities (Şişman, 2016).  

Principals occupy important places in schools. They set the direction and pace at which 

instructional activities are done in their schools. Because of the decentralisation of powers to 

schools, such as in Zimbabwe where school heads (principals) are given the authority to lead the 

successful implementation of the curriculum, their responsibilities have increased, this has made 

them the face of schools (Shava, 2015). As instructional leaders, school principals determine 

school objectives, coordinate programmes, organise enrichment programmes, are didactic, 

undertake evaluation of examinations, conduct remedial action, and create a conducive 

environment for instructional activities (United Nations Educational, Scientific and Cultural 

Organization (UNESCO), 2005). School leaders play key roles in setting direction, motivating 

staff, and promoting the success of schools in challenging circumstances. They set clear goals, 

provide resources to instruction, and ensures teaching and learning takes place through 

monitoring lesson delivery, plans and evaluating teachers’ work (Taole, 2013). Setting clear 

goals that are shared by all members of staff encourages members to pursue a common agenda. 

Sharing the same focus with their leaders motivates teachers to higher performance. School 

leaders need to have expertise, experience, and theoretical knowledge about schools to be 

effective in their work, this might be lacking in principals resulting in them not fully taking part 

in teaching activities. 

 

Samkange (2013: 635) asserts that “Schools in Zimbabwe, regardless of whether they are 

government or non-government, have the school principal as the chief executive officer.” They 

are considered as the people who can drive schools to excellence and are given all the authority 

to lead by MoPSE. Principals must ensure that teaching is effectively conducted in schools. 

Hallinger and Murphy (1985) assert that the 1970s and 1980 studies on effective elementary 

schools indicate that instructional leaders are strong, directive and they succeed in improving 
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their schools. Thus, schools with instructionally effective practices have strong instructional 

leadership. Besides instructional leadership, principals also attend to administrative tasks. It, 

therefore, needs principals who can balance their time to give more time to their core activity of 

instructional leadership. Attending to both administrative and instructional leadership has made it 

difficult for some school leaders to successfully carry out their responsibilities (Day and 

Sammons, 2013). When principals are overwhelmed by administrative tasks, they have difficulty 

in executing instructional leadership tasks. To place more emphasis on an individual to be the 

only one who can effect change in a school, negatively affects school improvement since 

principals do not have all the expertise needed in school programmes. Literature has it that it is 

not sustainable to place all focus on principals as the sole drivers of instructional leadership 

(Goksoy, 2015; Grenda and Hackmann, 2014). On its own, instructional leadership appears not 

enough to increase instructional activities in schools. A combination of distributed and 

instructional leadership is likely to lead to high pass rates. A gap exists then on how distributed 

instructional leadership practice is enacted in Zimbabwean primary schools. Principals, 

therefore, need to distribute leadership to other teachers, thus making use of the expertise in 

other members of staff and in turn reducing the burden of work on themselves. 

 

2.7.5 Distributed instructional leadership practices 

Instructional and distributed leadership are two constructs with a link in the education system 

leading to distributed instructional leadership. The close link is a result of distributed leadership 

which enables instructional leadership practices to be stretched to other members in a school and 

not only principals or vice principals (Hairon, 2017). This distribution of the instructional 

leadership practices make teaching more effective at school. The link between the two is well 

pronounced. Lee et al. (2012) examined the distribution of instructional leadership 

responsibilities in International Baccalaureate (IB) schools in East Asia. Five international 

schools in Thailand, Vietnam, Hong Kong, and China were the research sites chosen on the basis 

that they offered the full range of the IB’s three programmes which included the primary, middle 

and the diploma programmes. The schools also had high learner academic outcomes. A sample 

of 68 teachers and administrators and 25 learners were involved. Observations were also used as 

a data collection method in the study. Their study found out that there existed three broad 

leadership practices, curriculum articulation, cross-programme activities, and strategic staffing 

that enhanced curriculum consistency and coherence across the three IB school programmes. 

They found out that distributed leadership increased professional interactions across programmes 
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and departments in the schools. This resulted from the articulation of school documents that 

necessitated interaction among teachers across the schools. The importance of distributing 

responsibilities for instructional leadership throughout schools can be seen. It could not have 

been possible for school principals as lone individuals to effectively articulate and implement 

instructional information across different grades and schools. There is curriculum articulation 

and implementation in schools, an activity that principals perform and support (Lee et al., 2012). 

The involvement of different teachers in the articulation of the school documents indicate that 

principals effected distributed leadership. This results from the ever-increasing complexities in 

education that need instructional decisions to be distributed to other staff members (Hairon, 

2017). How effective distributed leadership practices are in enhancing instruction depends on 

how well school principals stretch instructional leadership practices to staff members. Since the 

impact of principals on learners is rated as second when compared to classroom teaching, it 

makes sense that those who have the most impact on learners get involved in school processes. 

This results in teacher leadership in varied school activities.  

 

2.7.6 Teacher leadership in schools 

The distributed leadership perspective clarifies the aspect of teacher leadership because it takes 

into consideration the various groups in a school that work towards instructional improvement 

(Spillane et al., 2001). Stretching leadership to several individuals working on different or 

related tasks signifies leadership socially distributed. In such cases, work is done and completed 

through the cooperative work of leaders. Thus, the sharing of ideas enhances instructional 

implementation. This, therefore, implies that for improved school performance, instructional 

leadership must be distributed to various members. Hairon (2017) believes that an increase in 

distributed leadership results in increased leadership by teachers. Leadership by teachers is an 

expression of distributed leadership. They hold responsibility posts in addition to being full time 

classroom practitioners. They contribute to school improvement through influencing other 

teachers towards improved teaching practices and through the spread of virtuous practice and 

ingenuities created by the teachers. Through the model of teacher leadership, different teachers 

in a school have an opportunity to lead. Teacher leaders work in collaboration with other 

members to improve teaching and learning. Teacher leadership can be explained from four fronts 

namely: in the classroom, when working with others and guiding the learning process of 

students, when working with other teachers on curriculum and extra-curricular activities, leading 

in varied school activities and lastly leading in community tasks. In teacher leadership there is 
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encouragement of cooperative activities among teachers and within the department on the 

articulation of documents on teaching and learning. This is evidenced during mentorship of 

novice teachers. The existence of teacher-teacher relationships is equally important as the 

principal-teacher relationship since it impacts on learner academic achievement. Alam and 

Ahmad (2017: 384) advocate that “… the availability of professional communities for teachers 

enables teachers to take mentoring roles among themselves to guide, administer and motivate 

fellow teachers. This not only improves one’s teaching but also subsequently impacts student 

achievement.” The development and implementation of new teaching strategies is also enhanced 

through teacher-teacher interactions on teaching and learning. An important aspect in teacher 

leadership is the collaboration that takes place among teachers. With the appropriate support 

systems, distributed leadership mechanisms in place and with teacher expertise acknowledged, 

teachers can take on leadership posts and school performance is likely to improve. This indicates 

the importance of distributing instructional leadership in schools.  

 

Active learning is an effective instructional practice that can be used in schools (Quinn, 2002). 

Teachers must actively involve learners in the classroom for them to demonstrate their learning. 

This is an active involvement of learners by the teachers. Principals and teachers must provide 

opportunities for active learning by students. The success of learners is the critical goal of 

schools; therefore, instructional leadership is needed to prop up active learning in classrooms. 

Quinn (2002) believes that school principals who only focus on management issues would be 

doing a de-service to teachers and learners. Strong instructional leaders encourage high learner 

involvement. Principals should build up cordial working relationships and an environment of 

trust and patience in schools. Nawab (2011) posits that one strategy to lead schools to 

effectiveness is through a strategy of giving teachers authority and trusting the teachers. Seong et 

al. (2015: 512) posit that, “Principals today are required to enact a wide range of functions such 

as developing staff, coordinating the school curriculum, creating a conducive environment for 

learning, balancing school budget and so on.” The knowledge that their efforts are valued, 

motivates teachers to higher performance. Teachers have the potential to lead, what they only 

need is confidence. This can be developed by school principals as they develop school capacities. 

When developed, it is likely that teachers bring in new innovations and be able to influence their 

colleagues to work towards improved performance. The provision of prospects for teachers to 

capacity develop each other through sharing of knowledge motivates teachers. It is an important 

strategy that can be used in schools to motivate teachers to increase performance. Principals need 
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to model their schools in such a way that there is value for continual learning and the pursuit of 

success. Principals have the responsibility to support standards and practices and the mission of 

their schools. 

 

A key attribute in distributed leadership is shared powers to make decisions within certain 

boundaries to staff members in schools (Hairon, 2017). This interdependence of instructional and 

distributed leadership is highly credible. Leadership is found to work best when it is distributed 

in schools where there is collaboration, trust and shared visions between leaders and followers 

(Mitgang, 2012). Bush (2014b) argues that the form of leadership that focuses mostly on the 

principal is unsustainable considering the complex diversity in school organisations and the 

pressures on schools for improved learner performance. The idea behind the enactment of 

instructional leadership is to improve learner academic outcomes through the performance of 

varied instructional activities. In addition to instructional leadership activities, principals also 

manage the daily operations of schools (Leithwood et al. 2004). The pressures of these 

responsibilities on principals make it impossible for them to manage the increased workload 

alone. Principals are often regarded as the knowledgeable ones with all the ideas to lead and 

ignoring other potential leaders who they treat as less important. Heller and Firestone (cited in 

Spillane et al., 2004) argued that school leadership was not only meant for school principals 

since teacher-leaders and other professionals also contribute to the improvement of instructional 

activities. The result is distributing leadership to other members to effectively implement 

instructional leadership. While instructional leadership encourages teamwork (Niqab et al., 

2014), distributed leadership encourages the stretching of leadership to different teachers. This 

enables the capacities in varied individuals to be shared among members for the improvement of 

learning. Combining the two constructs enhances leadership in schools and this benefits learners. 

The varied activities of creating a vision and mission, staff developing teachers, and managing 

instructions are instructional leadership practices performed by successful leaders as advocated 

by Hallinger and Murphy (1985). These enable us to construe that instructional leadership 

practices are best achieved when distributed to varied members at the school. How the activities 

characterising instructional leadership are distributed in Zimbabwean primary schools is the 

focus of this research.  

 

An increase in distributed leadership results in an increase in teacher leadership, thus showing 

the need for distributed instructional leadership practice. Enabling a change in teaching practices 
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directly impacts on teaching and learning. Another teacher leadership practice which has the 

potential to affect instructional activities is the promotion of teacher development and learning. 

Spillane (2006) emphasised the significant distributed leadership practices in schools in quest of 

improving performance. Interactions in schools take place between and among individuals 

working for a common goal. When distributed instructional leadership is in use, principals cease 

to be the sources of complete authority as the authority would be shared (Badenhorst and Radile, 

2018). The focus of the principals will be on creating conducive conditions for other members to 

lead rather than for the principals to lead from the front. In this instance, the principals guide 

other members on how to effectively manage schools. Distributed instructional leadership is 

regarded as a practice that is made use of by people at various levels (Klar, 2012). Leithwood et 

al. (2004) believe that enacting distributed instructional leadership in large amounts in schools 

has positive effects on schools. Empowering members in critical areas leads to improved learner 

performance. 

 

2.7.7 Challenges schools face in enacting distributed leadership 

The different definitions of distributed leadership made it difficult for principals and teachers to 

understand it (Harris and Spillane, 2008) resulting in the concept being equated to shared, 

devolved, or dispersed leadership. The lack of clarity deters its wide use in schools. Also, the 

nature of appointment of principals by MoPSE makes them operate at unequal levels with 

teachers. Roles of principals in Zimbabwe as stated in a Vacancy Circular Number 18 of 2019 is 

the assessment of teachers’ performance and writing reports on their observations. This does not 

make it easy to distribute leadership in schools, as some school principals fear a misconception 

among teachers that they are equals to school heads (principals). To maintain their positions, the 

school principals maintain the distance between them and the teachers, thus failing to effectively 

make use of distributed leadership. The traditional authority and control embedded in principals’ 

positions and the structure of schools pose a possible threat to effective distribution of leadership 

(Bush and Ng, 2019). Since principals are answerable for all school developments, the need for 

accountability discourages them from stretching leadership to other school members, this leads 

them to decide on what to retain for themselves or let other members of staff do (Huggins et al., 

2017). The decision by school principals on what leadership activities to let other members 

handle might lead to lack of distributed leadership since principals can choose to be the centre of 

all authority in the school.  
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Context, people, and practice restrain the distribution of leadership. In Zimbabwe, the 

supervision of teachers by vice principals, school principals and district schools’ inspectors 

(DSIs) is a known practice. The frequency of school-based supervision rests with each school. 

The supervision by DSIs is usually a one-off event in a year because of the many schools they 

must visit and the issue of resources (Gutuza and Gazimbe, 2015). Schools associate the DSIs’ 

supervision visits with fault finding and the supervision as more evaluative rather than 

supportive (Ndebele, 2013). Since the visits by DSIs is infrequent, it explains why school 

principals may want to lead in all areas, so that they are prepared for the DSI’s visit. Williams 

(2011) maintains that the authoritarian culture still permeate the education system at different 

levels. This limits the distribution of leadership in schools with principals preferring to be the 

main source of information. In a study conducted by Naicker and Mestry (2013) where they 

investigated teachers’ experiences and views about distributed leadership practice in public 

primary schools of Soweto, South Africa. Their sample was composed of 15 teachers from three 

primary schools. All participants had no formal leadership positions. In-depth focus group 

interviews and document analysis methods were used to gather data. Their findings showed that 

leadership was rooted in the traditional leadership practices. Efforts to implement distributed 

leadership practices were seen to be hindered by autocracy, school structures and the lack of 

participative decision-making by teachers. Negative school climates, ineffective communication 

characterised by lack of meetings and no opportunities for teacher leadership existed. These 

affected staff relations, teacher morale, job satisfaction levels and instructional activities. The 

findings showed an absence of distributed leadership and the resultant effects this had on 

teaching and learning. School principals, thus need to practice distributed leadership to improve 

the effectiveness of their schools. This is because solutions to challenges schools may face are 

likely to develop through distributed leadership and very unlikely through individual sources 

(Leithwood and Mascall, 2008). 

 

Another study showing the challenges of implementing distributed leadership was a wide-

ranging case study by Torrance (2012) in three Scotland schools. Three challenges to the 

distributing leadership were noted. Teachers were reluctant to be informal leaders. Teachers’ 

argument was that they did not possess leadership qualities and could not lead their colleagues. 

Such teachers lacked courage to even apply for leadership posts, let alone to take up posts of 

responsibility in schools. The teachers also cited the issue of workloads as causative factors that 

deterred them from taking up leadership posts. The issue of perception towards the posts without 
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legitimate appointment showed that it was another cause for teachers without formal 

appointment to be unwilling to take up leadership posts. These challenges exist in schools, and 

they slow down the development of distributed leadership since members would be reluctant to 

be informal leaders. It thus needs principals who distribute their instructional leadership to curb 

the challenges. Leithwood et al. (2004) posit that teachers occupying leadership posts would be 

more effective if principals support and acknowledge their efforts. The most supportive 

principals work with their teachers. Principals cannot carry out all instructional leadership 

activities on their own because they do not have the expertise in all areas at school (Göksoy, 

2015). Therefore, they need to utilise the expertise in teachers to improve instructional activities, 

thus distributing instructional leadership. Sharing of instructional leadership between teachers 

and principals leads to changes in learner performance. Distributing instructional leadership to 

teachers helps to tap the expertise in the different members for the benefit of learners. When all 

members of staff in a school combine their efforts and work together, this will be more effective 

when compared to the total efforts of individual actions. This shows how crucial distributed 

instructional leadership is in schools. 

 

Another study showing the challenges of enacting instructional leadership was conducted by 

Tahir et al. (2015) in three Malaysian primary schools. They focused on challenges school heads 

faced in employing the distributed leadership approach. Three school heads were engaged as 

participants in the study. They used semi-structured interviews to gather data from three case 

studies. The results indicated a lack of confidence in senior teachers to make decisions on 

instructional activities. The teachers continually sought approval from the head irrespective of 

the school head having empowered them to make decisions. They were also unwilling to hold 

posts of responsibility. This study shows the challenges school principals face in distributing 

leadership in primary schools. Such challenges contribute to low performance in schools since 

teachers may not be forthcoming in offering support to school improvement efforts. The study 

portrays a departure from the tradition where the school principal is the sole source of leadership. 

A conflict of priorities, goals and the timelines may crop up among leaders. Tahir et al. (2015: 

850) advocate that, “Distributed leadership depends on the growth state of the school, its 

readiness to change, its culture and its developmental needs, as well as the pattern of distribution 

and its purposes.” This, therefore, shows how crucial the context of a school is in employing the 

distributed leadership perspective. In fact, distributed leadership practice is a result of 

interactions between the leader and subordinates in the context of their environments (Spillane, 
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2006). This shows the importance of school contexts in distributing instructional leadership. 

Schools should be in a state of preparedness to change so that they can effectively employ the 

distributed leadership perspective. Members of staff in a school should be prepared to accept 

change, have a culture of development and be willing to change old methods of operation. 

Besides that, distributed leadership might fail to bear fruit when teachers are not supportive of 

school programmes. An understanding of the benefits of distributed instructional leadership 

practices is needed if it is to be effectively applied in schools. Williams (2011) points out that 

actualising distributed leadership practices can be difficult if the education system is still infused 

by the authoritarian system. The fear by principals to lose power if they engage other 

stakeholders in leadership practice (Mphale, 2017), may lead to challenges in distributing 

instructional leadership. This is because once principals practice distributed leadership 

possibilities are high that other people might exercise influence in the schools, these include 

parents, learners, and other members from the wider community (Leithwood and Mascall, 2008). 

This explains why some principals are reluctant to practice distributed leadership. This points to 

the need for a clear understanding by schools of the benefits of instructional leadership.  

 

2.8 THE THEORETICAL FRAMEWORK 

The distributed leadership theory by Spillane (2005) informs this study which explores 

distributed instructional leadership practices in high performing Zimbabwean primary schools.   

The theoretical framework describes fundamental traits in leadership as a process that is 

stretched to all members in a school organisation. Distributed leadership is of the view that 

multiple leaders exist in schools where leader activities are stretched within members of the 

organisation. The theory views leadership as a practice of managing learning and teaching that 

involves people working collaboratively with some interdependence (Spillane and Diamond, 

2007). It is a diagnostic tool that makes use of artefacts to focus on core tasks. Using distributed 

leadership, school leaders can coordinate teaching activities at school and effect changes where 

there is underperformance. To curb underperformance, it needs the collaboration of school 

leaders and teachers to initiate programmes that enhance learning. It is also a design tool which 

focuses on leadership practices that take place in schools. There are different school contexts in 

which distributed leadership exists. Context signifies the existing available circumstances for 

school leaders and learners. It determines the level of interaction that may exist in schools 

between principals and teachers and among teachers in schools. Varied members are expected to 

put their efforts towards achieving school goals irrespective of them being formal or informal. 
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When members work as a team, they have higher chances of achieving school goals. This 

framework is used to guide this research. 

 

Principals are key parts of flat organisations and members of a team, rather than very important 

individuals operating at the peak of the school organisation. A common vision, high learner 

academic performance with all members in a school sharing that dream is the focus of distributed 

leadership. It is a suitable framework to use in studying leadership practice as it “… offers a new 

and important theoretical lens through which leadership practice in schools can be reconfigured 

and reconceptualised” (Harris, 2004: 11). The study of leadership, through the distributed 

leadership perception, puts more attention on the leadership activity rather than the leader 

(Spillane et al., 2004). Key to the distributed leadership framework is leadership stretched across 

different teachers in a school (Spillane, 2005). Timperley (2005) argues that with the high 

expectations placed on school leaders by parents and communities for high learner academic 

pass rates, the perception of principals being the heroes in schools cannot be sustained, thus, the 

need to stretch leadership across members in the school. 

 

Conditions that principals set in schools determine the success of other members as leaders. The 

efforts by school principals to develop other leaders can be gauged by school improvements. By 

stretching leadership to different members in the school organisation, the expertise in different 

members can be tapped for the improvement of the school. Teachers in schools have different 

untapped skills which school leaders must make use of for improved learner academic 

performance. Those occupying formal leadership positions also assist in developing informal 

leaders as they interact at work. Thus, distributed leadership can be regarded as capacity 

building. Teachers may not have the confidence to lead but the potential is there. This confidence 

can be developed by school principals through developing the teachers’ capacities. Primary 

school teachers have whole classes of children to teach for the whole day. They concentrate on 

learners in their classroom. Their expertise will be a waste if principals do not make use of them 

by assigning them leadership tasks. School principals should tap the expertise in teachers through 

distributing leadership organisation wide.   

 

Distributed leadership is “… the sharing, the spreading, and the distributing of leadership work 

across individuals and roles across the school organisation” (Smylie, 2007: 470). Harris (2005: 

14) says it is “… a form of collective agency incorporating the activities of many individuals in a 
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school who work at mobilising and guiding other teachers in the process of instructional 

change.” Of note in the definition is the spread of leadership to varied members who in turn 

guide others in implementing the curriculum. The importance of involving staff members in 

school activities is shown by Chidakwa’s (2016) study on internal efficiency of Zimbabwean 

primary schools which received the Secretary’s Merit Award of Quality for several years. It was 

observed that principals showed concern over the welfare of their teachers. This practice 

motivated teachers so much that they increased their performance of offering quality education 

to the primary school learners with the aim of making them pass their grade seven examinations. 

The performance in the schools showed changes because the contribution of the teachers to 

school improvement had been acknowledged and appreciated. This practice by school principals 

benefited learners.  

 

New programmes introduced in primary schools in Zimbabwe show that principals cannot be the 

sole leaders in schools as they cannot implement the programmes successfully on their own, the 

participation of teachers is greatly needed. These programmes were introduced with a focus to 

improve learner academic performance through empowering teachers. The Performance Lag 

Address Programme (PLAP) that was introduced in 2016 by MoPSE addressed learning gaps in 

grades 3 to 7 learners through improving teachers’ skills in providing learners with catch-up 

activities. Another programme introduced in 2015 by MoPSE was the Teacher Professional 

Standards (TPS). It maximised teacher efforts through offering them direction. The Early 

Reading Initiative (ERI) (2015) focused on improving teaching in the Infant department. The 

programme developed teachers and supervisors’ capacities on the teaching of Early Childhood 

Development learners. A quick view of the programmes shows the need to distribute leadership 

for successful implementation of school programmes. School leaders must create conducive 

working environments that enable teachers to lead other members. This approach is achieved 

through distributed instructional leadership which stretches leadership to different members in 

the school. 

 

2.9 SUMMARY 

Various scholars were consulted in reviewing related literature on instructional and distributed 

instructional leadership. Empirical literature on instructional leadership practices was discussed 

and activities school principals perform that characterise instructional leadership were discussed.  

Literature on distributed leadership centred on the stretching of leadership to all school members. 
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From the empirical studies cited in the literature review, there appears to be variations in 

instructional leadership practices applied by school principals in schools that portrayed 

distributed leadership. The review of literature suggests that the leadership practices as described 

by Hallinger and Murphy (1985) are widely used in schools.  

 

The distributed leadership theoretical framework was used to find out how distributed 

instructional leadership is enacted in the selected primary schools. This theoretical framework is 

regarded as the main pillar in enabling research on instructional leadership. The relation between 

instructional and distributed leadership was explored and a suggestion was to combine the two 

perspectives to have distributed instructional leadership. Very little research on instructional 

leadership has been done in Zimbabwe. Most studies explored tend to focus on how democratic 

or undemocratic principal leadership is and a few focused on instructional leadership in schools. 

Literature on distributed leadership is even more sparse, let alone on the enactment of 

instructional leadership in schools. It is, therefore, the focus of this study to close the gap through 

research on primary schools where instructional leadership is practised. The following chapter 

presents an explanation on how the study was conducted.   
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CHAPTER 3 

 

RESEARCH METHODOLOGY  

 

3.1 INTRODUCTION    

This chapter explains the approaches and methods used to gather data, why I used the selected 

approaches and how the data were collected. Detailed explanations of how the research was 

conducted are made. The interpretivist research paradigm used in this research is explained. 

Further, discussed is the qualitative research approach and the justification for its choice. An 

explanation is also made of the research design, participants and the methods adopted when 

gathering data. A clarification is made on how the data are analysed and interpreted. Ethical 

issues are crucial when conducting research, these are explained in detail in the chapter. The data 

gathered centred on the main research question: How is distributed instructional leadership 

practice enacted in some high performing primary schools in Zimbabwe for instructional 

improvement?  

 

3.2 RESEARCH PARADIGM 

Hua (2016) has defined a paradigm as an all-encompassing outline and meta-thinking behind 

research. A paradigm has also been defined by Johnson and Christensen (2014: 79) as, “… a 

worldview or a perspective about research held by a community of researchers that is based on a 

set of shared assumptions, concepts, values, and practices.” Kuhn (as cited in Cohen et al., 2018: 

8) defines a paradigm as a way of researching a phenomenon. In all the definitions, a paradigm is 

all concerned with conducting research and making sense of the world. It is a lens that enables 

people to know much about the world. Researchers use this worldview to create knowledge. 

Paradigms, therefore, guide and direct researchers towards the selection of suitable research 

designs, methods of collecting data and data analysis (Hua, 2016).  

 

This study on distributed instructional leadership practice is conceived within the interpretive 

research paradigm. It lays emphasis on the meanings that people attribute to their world. The 

interpretive paradigm enabled me to gather data on instructional leadership practice from 

participants while in their schools and enhanced the understanding of the meaning that they 

attribute to their work. Klenke (2016) points out the views held by interpretivists that people are 

not machines, they have many realities which must be understood while in context. Positivists, 
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on the other hand, believe that, to describe the social world, people must find out how language, 

symbols and meaning are used to come up with social practice. They also believe that social 

description can only be regarded as complete when the meaning in human actions is described. 

School principals and teachers carry out instructional activities within the context of their 

schools. It is in these natural school environments that I observed the activities and behaviours of 

teachers and principals to understand how distributed instructional leadership practices were 

enacted in high performing primary schools. Interpretivism holds that individuals create 

meanings of their world as they interact with others. This approach enabled me to observe and 

hear participants interacting with others and to figure out the meanings of their actions in relation 

to instructional leadership. The interpretive paradigm aims to understand the perspectives of 

people on their life experiences. As a researcher, I had to understand the meanings of human 

actions in the schools. The use of interviews and observations coupled with document analysis 

made possible the gathering of information on participants’ perspectives about instructional 

leadership.   

 

The use of this paradigm made it possible to seek participants’ views on the main activities that 

characterise instructional leadership practice. People give meanings to events and situations 

(Leavy, 2017). By the interpretive research paradigm, I made sense of the varied meanings that 

participants ascribe to different leadership practices in their schools. The critical aspect is 

interpreting and understanding phenomena and making meaning in the process of doing this. 

Understanding peoples’ actions is important since the actions have meaning. In the process of 

collecting data, principals and teachers were observed conducting their work. I interpreted their 

actions and behaviours to understand leadership practices in the schools. The interpretivist 

paradigm enables the description of events through thick descriptions (Hua, 2016). Detailed 

descriptions were done in this study to enable clear understanding of the concepts under study. I 

observed and made descriptions of behaviours of participants carrying out their everyday work 

activities in their schools. Field notes taken from the interviews conducted, observations of 

school activities, and from analysed documents were used to compile a detailed report of the 

collected data. The detailed descriptions enabled the answering of the research questions. Hua 

(2016) advocates that interpretivists make thick descriptions of the behaviours they observe 

while in their contexts. These descriptions are essential in that they improve people’s 

understanding of how leadership is distributed in schools. 
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Social reality results from personal interpretations of situations by people. Therefore, the social 

world, as Yin (2011) puts it is created by individuals basing on their life experiences. It, 

therefore, suggests that people’s knowledge emanates from their thoughts and socially formed 

meanings. Interpretivists aim at analysing situations and providing insight into how people 

perceive their situations. Interactions at schools were analysed to understand leadership activities 

in the schools. Reality is linked to a specified situation in terms of setting, space and time; 

therefore, it cannot be generalised. It must be interpreted in line with the meaning people give to 

their life world. Leavy (2017) contends that the key factor characterising the interpretivist 

paradigm is the understanding of people’s experiences subjectively. An interpretivist 

understanding of the world is subjectively created, this is so because knowledge is subjective and 

is generally shaped according to individual thinking. As I observed participants in schools, I 

placed emphasis on understanding their social world as they participated in social events. This 

paradigm is crucial in this study as it enabled me to understand the main activities that 

characterised instructional leadership practice.  

 

3.3 THE QUALITATIVE APPROACH 

This study focused on how teachers and school principals enacted distributed instructional 

leadership practice in schools for improved learner academic performance. The characteristic 

nature of the qualitative research approach made me choose it for this study. It enables the 

natural flow and holistic study of participants. Its main characteristic is non-interference with 

participants’ normal flow of life and behaviour. Klenke (2016) regards the qualitative approach 

to research as a naturalistic exploration that seeks a deep understanding of a phenomenon and 

takes place in the participants’ natural environment. I made use of this aspect to find the main 

activities that characterise instructional leadership practice in the selected primary schools. It 

unpacks meanings people assign to activities that characterise instructional leadership. 

Qualitative research is more concerned with “why” instead of “what” of social events. It 

concentrates on the direct practices of people as they make sense of their daily lives. This was 

important in this research as participant’s direct experiences were observed and interpreted to get 

the meanings behind actions portrayed. I gained insight and understanding of people’s 

perceptions on instructional leadership through direct contact with the participants while they 

were in their stations. The glamour of qualitative research is that it enables the carrying out of in-

depth studies on selected topics in commonly used language. Qualitative research enables 

researchers to have freedom of selecting areas of research of their interest. My interest was to 
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examine distributed instructional leadership practices in Zimbabwean primary schools. Through 

the qualitative research approach, I was able to collect, analyse, and interpret data that Anderson, 

(2010) says cannot be reduced easily to numbers. This relates to the social world and the 

behaviours of those involved in research. Qualitative research enables focus to be made on the 

social interactions and behaviours of principals and teachers as they do their work.  

 

Several qualitative research aspects have led to its selection for this study. The following 

characteristics of qualitative research that were identified by Klenke (2016: 9) are important to 

this study: 

1. Qualitative research is carried out in natural settings. 

2. Qualitative research makes use of purposive sampling.  

3. The data obtained through qualitative research derive from the viewpoints of participants.  

4. Qualitative research designs are flexible as they can be changed to suit the activities of 

the research.  

5. Qualitative research results in descriptive reports which show the actual responses of 

participants and their life experiences. The reports are descriptive and the language used 

is very communicative.   

 

The qualitative research approach enables the study of school principals and teachers in their 

natural settings which are schools (Creswell, 2014). Teachers’ instructional leadership activities 

take place in their classrooms. I spent at least four months in schools gathering data from the 

high performing primary schools. During this period, I attended meetings at the sampled schools, 

interviewed participants and made observations of principals and teachers conducting their daily 

activities. I also observed interactions between and among the participants in their workplaces. 

Minichiello and Kottler (2010: 12) point out that “… qualitative researchers observe people in 

their natural setting so that they can learn from them about what they are thinking, and more 

importantly, why they think and act the way they do.” The qualitative approach values depth of 

meaning and the subjective experiences of people. The approach enhances researcher knowledge 

and understanding on instructional leadership in schools and unpacks meanings that people 

attribute to their activities and situations in life (Leavy, 2017).  

 

I purposively sampled three high performing primary schools from a list of schools that were 

obtained from the District Office. The schools are familiar because of their high pass rates and 
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are led by dynamic school principals who participate in instructional activities. The selected 

participants are believed to have information suitable for answering the research questions. The 

use of purposive sampling enabled an intentional selection of information-rich participants with 

deep knowledge of the phenomenon under study (Klenke, 2016). An important characteristic 

feature of purposive sampling is that researchers select cases with information that answers 

research questions. Cresswell (2012: 205) states that, “… in qualitative research, we identify our 

participants and sites on purposeful sampling, based on places and people that can best help us 

understand our central phenomenon.” The researcher had the conviction that the selected 

individuals would provide detailed information for the study. Much information on instructional 

leadership was gathered from participants by way of interviews and observations.   

 

The qualitative research approach enables the understanding of views and perspectives of 

participants. The events and ideas that emerge represent the meanings people give to real-life 

situations. The real voice of participants is heard during interviews. I heard and recorded the 

lived experiences of participants (Leedy and Ormod, 2013). I interviewed school principals and 

teachers to find out the instructional leadership activities carried out in their schools. I observed 

interactions between principals and teachers and attended meetings to see how leadership is 

carried out in the schools. This helped me in understanding the meaning that participants 

attached to instructional leadership activities in their schools. Qualitative research is 

predominantly about the interpretations that participants make of those circumstances they found 

themselves in. Leadership activities were, therefore, described basing on the experiences of the 

participants while in their separate schools. 

 

Participants are regarded as co-creators of the research process in qualitative research, as they 

can cause for a change in the research process. This approach brings the researcher closer to 

research participants. “Qualitative data provide depth and detail through direct quotation and 

careful, thick description of persons, situations (contexts), events, interactions, and observed 

behaviors” (Klenke, 2016: 8). This study made use of narrative accounts, descriptions and 

interpretations of school principals’ and teachers’ behaviours and responses to the interviewer’s 

questions and observations. The qualitative research approach made it possible for me to 

understand the significance of events, experiences and the behaviours of the participating 

teachers and principals (Gall et al., 2007). An understanding of the participants’ behaviour and 

why particular events were undertaken made me have a full picture of the participants’ day-to-
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day activities. I collected, integrated and presented data from the varied sites. The study of 

different sites produced varied data; this has warranted the use of different methods to collect the 

data. The use of different methods of collecting data made triangulation and cross-checking of 

the collected data possible. This enhanced the study’s credibility and trustworthiness.   

 

3.4 RESEARCH DESIGN 

“Every research study has a research design, whether implicit or explicit. Researchers seek to use 

strong designs to strengthen the validity of their studies and to ensure that the data to be collected 

properly addresses the research topic being studied” (Yin, 2011: 75). It is a plan of action in 

conducting research (Kuada, 2012). Pandey and Pandey (2015: 18) say, “A research design is 

simply the framework or plan for a study that is used as a guide in collecting and analysing the 

data.” It can be understood as a strategy of implementing research that is used to find answers to 

research questions. It lays out clearly the sequence of activities and links in the research 

questions of the project, the methods of collecting data, how the data are analysed and the 

methods of presenting results and conclusions. It clearly outlines research activities from start to 

finish, that is, from stating the research question to data analysis. Well-crafted research designs 

usually decide the realisation of any research. The elements of research designs as Kothari 

(2004: 32) states, are (1) the research problem, in a clear statement; (2) a clear indication of the 

measures and methods to be used when collecting data; (3) the population; and (4) the methods 

used to process and analyse the data. Kumar (2011) advocates that research designs have two 

functions; first, they relate to the process of identifying and developing procedures and logistics 

that are needed when undertaking a study. They also emphasise quality procedures to make 

certain of their validity, objectivity, and accuracy. Research designs are ongoing processes where 

the choices of approaches and participants are continuously updated. Kothari (2004: 32) 

advocates that research designs are needed because in research they facilitate “… the smooth 

sailing of the various research operations, thereby making research as efficient as possible, 

yielding maximal information with minimal expenditure of effort, time and money.”  

 

3.4.1 A case study 

Case studies provide rich data which is thick in description and that portrays participants’ lived 

experiences, thoughts, and feelings of a particular situation. They focus on real life situations and 

can establish causes and effects of events in real life contexts. Creswell and Creswell (2018:401) 

defines a case study as, “… a qualitative design in which a researcher explores in depth a 
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program, event, activity, process, or one or more individuals.”  Cohen et al. (2018) defines a case 

study as, “… an investigation into a specific instance or phenomenon in its real life context.” 

Kothari (2004) views a case study as a qualitative analysis that encompasses careful and 

thorough observations of a social unit which can be an individual, family or the whole 

community. It thus can be viewed as a rigorous examination of a specific unit under 

consideration. It emphasises in-depth to breadth. Through the use of a case study, personal 

experiences and forces that drive man to adopt certain behaviours can be revealed. Denscombe 

(2003:30) posits that social research has made use of case studies widely because of the 

following characteristic features:  

1. They draw attention to one case in point. Case studies mainly focus on individual cases 

with an aim of illuminating the general using particular cases.  

2. There is an in-depth study. Individual cases can be studied in detail. Detailed studies are 

believed to lead to the discovery of more information about particular situations. 

3. A focus on relationships and processes within social settings which tend to be organised 

and interconnected. Case studies offer opportunities for cases to be studied in their 

entirety, leading, therefore, to a discovery of how individual parts affect each another. It 

shows that case studies are ‘holistic’ and do not deal with ‘isolated factors.’ Case studies 

also offer opportunities for explanations on why certain outcomes happen.  

4. Natural setting. A case is something that already exists and is the basis of the 

investigation. A case is a phenomenon that naturally occurs such as a school under study, 

is something that exists well before research starts, and is hoped that it will continue to 

exist even if the research is complete.   

5. Several sources and methods that allow the use of varied sources of data, different data 

types and research methods for research. Observation of events can be combined with 

document analysis and with informal interviews.  

 

The multiple case study design was selected for this study because of its focus on participants’ 

lived experiences in instructional leadership activities. In addition, the results of a case study 

approach can be understood easily by a wide audience because of the everyday language that is 

used. It suits my study which contains more than one single case. Yin (2014) advocates that a 

study may comprise two or more single cases. When more than two single cases are used, the 

study becomes a multiple case study design. Punch (cited in Cohen et al. 2018:375) defines a 

case as, “…an individual, a group, an organisation, a community or a nation.” Yin (2018) views 
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a case as a unit of investigation in a case study. Creswell (2012: 465) advocates that a “… ‘case’ 

may be a single individual, several individuals separately or in a group, a program, events, or 

activities (e.g., a teacher, several teachers, or the implementation of a new math program).” In 

this study, I used four single cases in each of the three research sites to find out how distributed 

instructional leadership is enacted in the schools. The research sites were three primary schools. 

The aim of using the multiple case study was to achieve credible results. I believed that the 

results from a multiple case study design are more compelling and convincing when compared to 

those from a single-case design. In the three sites, I focused on school principals and teachers as 

standalone persons and as elements of the school community as they interacted in the schools. 

Twelve participants comprising three principals, and nine teachers made up the cases. Three 

teachers per school were purposively sampled as participants in this study. Kumar (2011) 

advocates that the purposive sampling technique is often used by researchers when selecting 

cases. Yin (2014) propounds that the complexity of a case determines the number of cases to be 

investigated. Thus, the choice of a multiple case study design in this research enabled each 

school to present a different context of how distributed instructional leadership practice was 

enacted. The use of this research design was also aimed at attaining compelling results which 

could be compared. The involvement of teachers was because they work closely with learners, 

they understand them better. Leithwood (2004) advocates that teachers have more impact on 

learners than principals. Their inclusion in the study enhanced an understanding of leadership 

activities in schools. The contexts of schools are unique and ever-changing; therefore, case 

studies offer the opportunity to investigate real-life situations in the unique schools and report on 

them. Being in the schools, observing interactions in the schools between and among members, 

interviewing school principals and teachers and analysing documents offered me an opportunity 

to experience the different school environments. I sought participants’ views about the main 

activities characterising instructional leadership practice in their schools and I analysed them to 

find out how the major activities exhibit features of distributed leadership practice. 

 

Interviews and observations made of the participants at their work over a prolonged period, 

offered an opportunity for me to experience different school contexts and interactions at different 

levels. During the field study period, I observed people interacting freely in their own language 

and terms (Gall et al., 2007) without any manipulation or interference from me. As a major 

component in the data collection process, observation enabled me to get the feeling of how 

leadership activities are distributed in schools that lead to high performance by learners. My stay 
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in the selected schools was over a period of four and a half months. This prolonged stay helped 

in reducing participant reactivity to my presence in the schools. It also helped in producing 

credible and trustworthy results. School activities continued as usual as the teachers got used to 

seeing me and fully understood that my presence in their schools was for study purposes only. In 

order not to manipulate the participants, I made sure that my interactions with them had very 

little interference with their work. Through the multiple case design, I was able to observe the 

interactions and activities that took place in the schools and as Leedy and Ormrod, (2013) say, to 

have a cross case analysis. The use of this design afforded me the opportunity to interact with 

participants and hear their voices on instructional leadership (Clark and Ivankova, 2016).  

 

Although case study designs have limited generalisability (Leedy and Ormrod, 2013), using the 

multiple case study involving twelve participants is likely to make the sample enhance the 

trustworthiness and credibility of the gathered data. This probably would enable the research 

findings to be transferred to other similar contexts. My long stay in the schools contributed to 

reducing researcher bias and subjectivity. It also reduced researcher reactivity in participants. In 

addition to this, I audio recorded interviews and wrote thick descriptions of observations made 

on interactions in the schools between and among the principal, teachers, and their environments. 

I carried out a pilot study, wrote field notes and triangulated data to reduce personal bias and 

subjectivity. I found the multiple case study, which is of an exploratory nature, very appropriate 

for this study. The case studies made possible the examination of the main activities that 

characterise instructional leadership practice in schools and how they exhibited features of a 

distributed leadership practice for improved academic performance. 

 

3.5 RESEARCH SITES 

Creswell and Creswell (2018) advocate that qualitative research enables research to be carried 

out in natural settings. To carry out this study, I purposively sampled three primary schools in 

Goromonzi District in Mashonaland East Province of Zimbabwe. The selected schools had the 

characteristics that I needed, these were, a reputation of practising distributed instructional 

leadership and a record of high grade seven pass rate over a period of at least three consecutive 

years. The schools had high pass rates of 91 to 100% with the exception of one of the schools 

that obtained 89% in one of the three years I considered. The school regarded this as a low mark 

in that year since their pass rate was usually over 91%, but when compared to other schools in 

the district it was high. The other criterion was that the principals had been at the schools for the 
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past three years and had been commended by the District Office as effective principals. Taylor et 

al. (2016: 32) say “The ideal research setting is one in which the observer obtains easy access, 

establishes immediate rapport with informants, and gathers data directly related to the research 

interests.” I believe that these schools were ideal for my research and that I got appropriate data 

for this study. I interviewed participants while on my school visits. Through visiting schools, I 

gained insight into instructional leadership activities that existed in the schools and how these 

instructional leadership activities exhibited features of distributed leadership. The participants 

were observed while in their natural settings (Kothari, 2004). The prolonged stay at the schools 

enabled me to establish good working relations with the participants and to gather adequate data 

on the leadership activities and academic performance of the schools.   

 

3.6 MY POSITIONALITY 

A qualitative researcher has a central role in the study. Klenke (2016: 10) points out that 

qualitative researchers “… are the primary data collection instruments in a qualitative study.” 

This is because the researchers can decide on what is important or not and what to or not to 

record (Johnson and Christensen, 2014). During the four and a half months’ period, I observed 

the participants doing their work, interacting with others and how they related with learners and 

the principal. I personally gathered data for this study through interviewing participants, 

observing their behaviours as they conducted their day-to-day activities and analysed policy 

documents on school leadership, reports on school supervision and instructional programmes 

(Creswell, 2014). Even though I used some instruments to gather data, I was the one collecting 

the data. I ensured that my personal influences did not have an influential factor in the research 

process. As someone who has been a teacher and deputy head (vice principal), I kept in mind the 

importance of remaining neutral as I collected and analysed the data. I informed participants that 

my presence in their schools was not for assessment but only for research on distributed 

instructional leadership practices. I personally went to the selected schools and collected the 

research data. I employed varied strategies to validate the information (Yin, 2014). I incorporated 

a pilot study as a precursor to the actual study where I conducted document analysis, interviews, 

and observations to depict participants’ perceptions on instructional leadership (Creswell, 2014). 

My experience of fourteen years as a senior teacher, three years as a deputy school head and 

three years’ experience as a teacher educator were made use of in making considerations on what 

I consider as valid information concerning distributed instructional leadership. 
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3.7 PARTICIPANTS 

The research participants were comprised of three primary school heads (principals) and nine 

teachers. They were purposively selected from high performing primary schools. Leaders and 

followers are important elements in the distributed leadership framework, so I had to select 

principals and teachers (who are the leaders and followers) and collect data from their 

perspectives on activities that characterise instructional leadership practice. The selection of 

principals from different schools provided a variety in background of the school principals and 

school contexts. The principals had varied lengths of stay at their schools, each of which was 

more than three years which was the minimum I expected. This provided varied purposively 

sampled participants. To get three high performing primary schools, I approached the District 

Education Office and requested for recommendations on schools which demonstrated distributed 

leadership. From the recommendations by the District Office, I purposively sampled three 

primary schools that had performed well in public examinations for a period of at least three 

years and with a reputational recommendation for improved performance and instructional 

leadership. The selected principals were regarded as effective by the District Schools’ Inspector 

and were considered high performers. They were seen to be knowledgeable of how their teachers 

performed. 

 

3.7.1 Selecting participants 

For this research, principals and teachers were purposively sampled. The major reason behind 

the use of a purposive sample was to have individuals with information on the phenomena, 

which is distributed instructional leadership. Creswell and Creswell (2018) advocate that, 

qualitative researchers select participants that help them to answer the question under research. It 

means that the selected participants can provide relevant information. Schools were selected 

basing on their grade seven examination results and their reputation in the district for their 

distributed instructional leadership. The selected teachers are those with high content knowledge 

and whose learners had high pass rates. The participants had relevant information for this 

research. Selected participants had the requisite characteristics that I was looking for (Cohen et 

al., 2018). I purposively sampled teachers with the requisite qualifications to teach at a primary 

school in Zimbabwe which are a minimum of either a Certificate or a Diploma in Education. The 

purposive sampling technique was quite relevant since it enabled me to select participants who 

contributed to my understanding of how instructional leadership activities are distributed in 

schools. The selection of cases was intentionally done to get relevant and abundant data (Yin, 
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2011). The sampled participants were interviewed, observed while conducting their work and 

when they interacted with other members. School documents were analysed to get more data on 

instructional leadership practices in the schools.  

 

The selected teachers had a minimum of three years working experience in primary schools. 

They consented to take part in this research. Basing on the teachers’ experience and professional 

qualifications, I anticipated that the teachers had sound knowledge of instructional leadership 

activities at their schools. I used different names to identify the schools and participants for 

ethical reasons. Schools were Matanga, Bepura and Chrim primary schools and the principals 

were Mrs Muzuwa, Mr Shama and Mr Kanyo. Teachers were Mr Muko, Mrs Rega and Mrs Sora 

from A Primary School; Mrs Ndaba, Mr Ngata and Mrs Koni from B Primary School and Mr 

Nyika, Mr Hasva and Mrs Manaki from C Primary School.  

 

3.8 ETHICAL ISSUES 

Ethics are the anticipated standards of behaviour that guide people in a particular profession. In 

research, ethics are the values that a researcher must respect when carrying out research 

(Neuman, 2014). Cohen et al. (2018) regard ethics in research as concerned with what 

researchers must do or not do and how to behave. Ethics, therefore, provide guidelines to 

researchers on how to act and behave morally when conducting research. In research, people 

must be honest in how they collect data, analyse, and interpret it (Walliman, 2011). All processes 

taken in the quest to answer the research question are explained. Important characteristics needed 

in researchers include honesty, frankness, and the upholding of personal integrity. In addition to 

these, is the way the researcher respects participants in the research in terms of informed consent, 

confidentiality, anonymity, and courtesy (Walliman, 2011). All findings are reported honestly 

and truthfully. Creswell (2013) warns against falsifying findings as it constitutes an ethical 

misconduct. Each participant’s story was told honestly without any exaggeration. By so doing I 

maintained my integrity. To honour the integrity of participants, I explained in full the purpose 

of my research, did not hide my identity and I asked for their informed consent. The following 

are some ethics that I followed as a researcher in education; seeking permission from MoPSE 

Head Office, Provincial and District Offices then the schools where I would carry out my 

research. I also sought voluntary participation from participants, informed them of their 

anonymity as participants, the confidentiality of information obtained from them and my honest 

reporting. Yin (2014) points out that participants must be protected from physical and 
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psychological harm, this includes stress, loss of self-respect during observations and or 

interviews and any other activities that they might be engaged in.  

 

3.8.1 Permission to conduct research 

To conduct fieldwork, I started by seeking permission from the University of the Free State. 

When granted conditional approval, I then sought approval from MoPSE to conduct research in 

Mashonaland East Province. After obtaining permission from the MoPSE, I then applied to the 

Provincial Education Director (PED) for Mashonaland East Province, who controls all schools in 

the province. With the letter of permission from the PED, I approached the District Schools 

Inspector (DSI) for Goromonzi District to seek permission to get into schools in Goromonzi 

District. After obtaining permission from the District Office, I then went to negotiate entry into 

primary schools. When I got permission from three principals to carry out my study at their 

schools, I sent the approval letters to the University of Free State Ethics Committee and I was 

granted an Ethical Clearance Letter. Armed with these letters, I started field visits. 

 

3.8.2 Participant informed consent  

I approached school principals and explained why I had visited their schools; it was to get 

approval from them so that I could carry out my study in their schools. I explained to them that I 

was a University of Free State student carrying out a study on distributed instructional leadership 

practice. I explained that my study would be a case study involving a prolonged engagement 

with the principals and teachers and that I would be at their schools for a period of at least three 

months collecting data. Upon getting approval, I then asked for names of teachers who were high 

performers and had high class pass rates. I sampled three teachers from the list of the teachers I 

had been given and these were from different grades. When I met the teachers, I introduced 

myself then explained the scope and reasons of my study. I asked the participants to sign consent 

forms as evidence of informed consent and voluntary participation. It was essential that I sought 

the informed consent of the principals and the participating teachers. The research being of a 

qualitative nature, required me to carry out a detailed study of distributed instructional leadership 

with participants in their natural settings (Yin, 2011). 

 

3.9 COLLECTING DATA 

I used varied methods to collect data to allow for methodological triangulation as this ensured 

credibility of the findings (Clark and Ivankova, 2016). Interviews, observations and an analysis 



98 

 

of documents were methods used to gather data. The three methods were used to enhance 

trustworthiness in the qualitative study. I gathered data when I visited the sampled schools. I 

observed and interviewed principals and teachers during field visits. I closely observed how the 

participants related with others when at school and how instructions were given out by principals 

and how teachers responded. I conducted interviews with the school principals first, then with 

teachers. This was done in the first week of getting to schools on days and dates agreed on by the 

interviewer and the interviewees. Interviews were conducted individually to obtain everyone’s 

independent view on instructional leadership in their schools. Semi-structured interviews were 

used. These enabled me to guide dialogues to remain focused on the topic under discussion 

(Leedy and Ormod, 2013). I observed the principals when they were doing their work. I also 

observed school life aspects which included interactions between principals and teachers, and 

among teachers during meetings, at assemblies in the morning, during tea and lunch breaks and 

the rapport with learners. I attended meetings that took place in the schools during my visits. 

This was to observe leadership practices in the schools. The analysis of documents enabled the 

comparison of findings with those from interviews and observations. The use of the three 

research methods made triangulation possible. This increased the credibility of the study (Clark 

and Ivankova, 2016).  

 

3.9.1 Pilot study 

This is a crucial activity in research. Hazzi and Maldaon (2015) point out that the carrying out of 

a pilot study is not an assurance of the success of the main research but that it increases the 

chances of its success. Pilot testing has an informative role as it helped me ascertain the 

usefulness of research instruments and the need for their improvement. It also enabled me to find 

out how effective the research tools would be when used in the field. I used similar methods of 

data gathering to those I used in the main study. The interview, observation and documentary 

analysis protocols were put on trial. This was to assess the appropriateness of the protocols and 

the relevance of the participants’ responses in relation to instructional leadership when carrying 

out the main study. It enabled me to assess the suitability of the protocols and to improve them 

before the main research. Leedy and Ormod (2013) believe that the aspects of methodology that 

relate to the provision of relevant information about field questions and other logistics are 

improved during a pilot study. I carried out the pilot study at a reputable school closer to my 

home for convenience and easy access. After getting approval from the Ministry I approached 

the principal of a nearby school and sought permission to conduct a pilot study at the school. I 
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sampled two teachers who met my purposive sampling criteria of having been at the school for 

the past three years and having produced high pass rates to be part of the participants in the pilot 

study, they were a male and a female. The principal also participated in the pilot study. I pilot 

tested all the three instruments I used in field visits, the interview, observation and document 

analysis protocols. After the pilot study there was no change on the observation and document 

analysis protocols. I made a few improvements on the wording of teacher interview protocols 

and a rearrangement of questions on principal’s interview protocols to enable a smooth flow of 

generated data.  

 

3.9.2 Interviews 

These are research tools used to collect data. Johnson and Christensen (2014: 317) say, “An 

interview is a data-collection method in which an interviewer asks an interviewee questions.” 

They involve interactions between two or more people, with one part asking for information and 

the other supplying the information. When interviewing participants, I asked and recorded their 

responses. Interviews are an interpersonal encounter, I therefore, established rapport with the 

participants to avoid being given biased data (Johnson and Christensen, 2014). To get the 

participants’ trust, I explained why I was conducting the study. I guaranteed the anonymity and 

confidentiality of their responses. I made use of semi-structured interviews. The use of face-to-

face interviews provided opportunities for me to hear the participants’ personal experiences on 

instructional leadership from their own mouths. 

 

Semi-structured interviews 

Semi-structured questions were used in interviews because they enabled me to explore 

participant’s lived experiences with instructional leadership in their schools (Mligo, 2016). I 

personally interviewed the participants on a one-on-one basis, and all interviews were 

electronically voice recorded. I also took notes during the interview sessions. O’Gorman and 

MacIntosh (2015) advocate that, interviews involve the researcher conversing with the 

participant directly or indirectly to collect data. I used interviews because they made it possible 

for me to ask the participants questions and get responses (Yin, 2014). School principals and 

their followers provided data since they were the fundamental components in the distributed 

leadership framework.  
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Interviews enabled me to understand participants’ views on instructional leadership in their 

schools. Interview protocols set for principals and for teachers were used. Each interview lasted 

at least sixty minutes. I conducted interviews at the beginning of the field visits to understand the 

participants’ perspectives about their schools and instructional leadership. I also conducted 

interviews at the end of the field visits to validate the data that I had obtained through 

observations and document analysis. A total of twelve interviews were conducted within the four 

and a half months’ period with two interviews being conducted with each participant. The aim 

being to gather as much data as was possible about the participants’ views on instructional 

leadership in their schools. 

 

Through interviews, I was able to probe for detailed information about the participants’ 

understanding of the main activities that characterise instructional leadership practice at their 

schools (Yin, 2011). The responses given helped in answering the research questions. Interviews 

also helped confirm the correctness of interpretations that I made from observations made during 

school visits and from document analyses. Interviews are important as they can lead to a 

researcher getting some information that would not have been possible to get through 

observations or document analysis (Creswell, 2012). By using interviews, I was able to observe 

non-verbal cues, such as gestures from participants. I created rapport with the principals and 

teachers to build trust between them and myself. This made the participants open up and give 

more information (Yin, 2011). Pandey and Pandey (2015) advocate that when good rapport 

exists between the interviewer and the interviewee, a free mutual flow of ideas between them 

takes place. 

 

I closely observed each participant’s gestures during the interviews. It is crucial that the 

interviews remain focused. To achieve this, I used interview guides during the interviews. 

Interview guides help ensure similarity in questions asked in each interview session. They also 

make it easier when making comparisons of participants’ responses. Interviews were conducted 

to get participant’s views about instructional leadership practice in schools. All interviews were 

audio-taped then transcribed verbatim.  

 

Interviews and ethics  

Participants took part in the research voluntarily. No participant was coerced to participate. I 

gave participants consent forms to sign as evidence that they had agreed willingly to participate 
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in the study. I informed teachers of their freedom during the research process and that they could 

end their participation without being asked why.  

 

Anonymity and confidentiality 

To protect the identity of the schools and participants and ensure their anonymity I used 

pseudonyms (Johnson and Christensen, 2014). Giving them new names also ensured their 

confidentiality and my abidance by research ethics. Leedy and Ormrod (2013) caution 

researchers not to disclose findings from observations, documents or interviews with other 

teachers or administrators at the research sites since this information might be used against the 

participant(s). I never divulged information to other teachers in the schools where I carried out 

my fieldwork.  

 

3.9.3 Observation 

Observation enabled me to examine how instructional activities took place in schools. They 

provide first-hand information as opposed to information obtained from interviews (Merriam, 

2009). This made me select observation as another effective way of collecting detailed 

information about how schools enacted instructional leadership. “Observation is recognised as 

the most direct means of studying people when one is interested in their overt behaviour” says 

Pandey and Pandey (2015: 63). Through observations, I gained a deeper understanding of the 

participants’ thoughts that they might have been reluctant to divulge during interviews. This 

enabled me to see how instructional leadership activities were being enacted in the schools to 

improve instruction. 

 

Observation enables the collection of data when people are in their natural environment. During 

the four and a half months of field visit, I observed participants carrying out their everyday 

school activities and recorded their behaviour while in their social and natural settings. Pandey 

and Pandey (2015) contend that data gathered through observation is more real and true when 

compared to other data generated through other methods. I regarded observation as an 

appropriate method that would allow me to gather relevant and reliable data on the main 

activities of instructional leadership practice. Through observations, I got first-hand information 

on how leadership activities were practiced at the research sites. Through observation, I found 

out what people think and do by looking and talking to them as they expressed themselves in 

various school situations. Normal school day activities took place during the visits, and I 
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observed and recorded what was taking place. Observations make significant contributions to 

qualitative multiple case studies (Creswell, 2014). They enabled me to find out what schools do 

in their quest to improve pass rates. Observations made possible the verification of information I 

collected from participants during face-to-face interviews and from analysing documents (Leedy 

and Ormod, 2013). I made observations of school principals interacting with teachers in different 

situations while conducting their daily activities (Bogdan and Biklen, 2007). I observed 

leadership activities at play during school and subject committee meetings. Observations enabled 

me to see what people did in their daily routines and how they did it.  

 

While interacting with participants, I noted down all the information I got that I might have 

failed to understand by mere observation. I developed rapport with the participants for them to 

accept me as a colleague and researcher. That enabled me to ask questions freely during the field 

visits. The interactions I held with the participants generated detailed information about the 

major instructional activities that principals performed in the schools. I would ask for 

clarifications when not sure about my observations in meetings and/or when interacting with the 

participants. During interactions with participants, I also found out their background information, 

their school values and practices, the idea behind being to get more knowledge of participants’ 

insights of distributed leadership. I also analysed the documents I came across during the process 

of observation to get more information on instructional leadership practice in the schools and for 

triangulation purposes. I made use of an observation guide which I prepared before the field 

study which has aspects on what to observe during the field study. The observation guide 

comprised of open-ended questions; whose answers I took down as field notes.  

 

3.9.4 Document analysis 

To understand why certain activities were done, I interviewed the participants and cross-checked 

the data from documents. School documents were analysed to complement the data gathered 

through observations and interviews. Document analysis is likely to produce authentic data since 

the documents are meant for the schools’ records and not for the researcher (Yin, 2014). The 

documents that were analysed included circulars from the Ministry, supervision reports at the 

school, staff development programmes and minutes from meetings. I believed that through 

analysing these documents more data on instructional leadership activities would be obtained 

that would help in cross-checking on data that had been collected during the first interviews. 
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Document analysis was done after the first interviews to cross-check on information got from 

interviewees. 

 

Documents or records are written by those who partake in an event or a witness to an event, 

these are produced to transmit information for future use (Pandey and Pandey, 2015). They are a 

stable source of data which are time convenient for the researcher (Creswell, 2013). The use of 

document analysis in gathering data produced authentic data since the documents were not 

produced at my initiative (Yin, 2014). Document analysis complements the observation and 

interview methods and, in a way, enhances the trustworthiness of gathered data. Documents can 

be revisited and re-analysed at any time by a researcher since they would always be available. 

The documents that were analysed include the national curriculum handbook, Education 

Secretary’s Circulars used in schools related to leadership, Ministry handbooks for 

administrators, school documents which included minute books with minutes from school 

meetings, notice books, supervision reports by the principal, staff development records, teachers’ 

schemes of work and lists of leadership positions for teachers in the schools. An analysis of these 

documents enabled me to gather information on the main activities that characterised 

instructional leadership practice in the selected primary schools.  

 

Records of meetings enabled me to note how teachers participated in meetings as these 

documents indicated the contributions by members, the input by the school principal and by 

subject leaders and the recommendations, if any, that would have been made and by whom. I 

believed that such documents provided information that helped in answering the research 

question. Documents, such as minute books, lists of responsibilities for staff members and staff 

development programmes can signify the presence of distributed leadership.  

 

3.10 DATA ANALYSIS AND MANAGEMENT 

Qualitative research studies result in great amount of data being collected and these must be 

analysed. Data analysis is done simultaneously as data collection proceeds. Neuman (2014) 

advocates that the analysis of data is a logical way of combining, arranging, and examining data 

to find patterns and associations in the information. Analysing data improves the understanding 

of collected data. The following section explains the process of data analysis. 

 

3.10.1 Data analysis 
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Data analysis produced practical findings. Interview data were transcribed word for word and 

then the information gathered was content analysed. Information gathered from observations and 

responses from participants were coded and then classified into categories of different themes. A 

thematic analysis of data gathered was done. The process of analysing data started when the field 

work began. It was an on-going activity which was conducted daily after fieldwork up to the end 

of the field visits. The digitally voice recorded interviews were transcribed and analysed. Also 

analysed were the data gathered through observations and document analysis. The interpretation 

and analysis of data started by considering emerging themes, then classified data into categories 

for coding. Data analysis in qualitative studies is a process that begins with the first phase of data 

collection through fieldwork, post-fieldwork phases up to the production of the final report. The 

primary mode of analysing the data was coding. I subjected all interview transcriptions to 

content analysis by creating categories and themes. During document analysis, I wrote down the 

main points from the documents and made comments in the margin of my notebook. These 

comments pinpointed important points and emerging themes that enabled the classification of 

data. The process of analysing data comprises three stages: condensing the data, displaying it, 

and drawing conclusions (Miles et al., 2014). Data analysis took place during the process of 

gathering data up to the end of the research (Chilisa and Preece, 2005). 

 

I checked on researcher effects to avoid partial coverage as my presence as I might have affected 

the research and on the other hand, the case might also have influenced me. I explained the 

reasons of my presence and intentions to reduce influences on participants and them influencing 

me. I conducted interviews at the times and venues set by the participants. To remain focused, I 

was guided by my interview protocols and the participants did most of the talking. While in the 

schools, I maintained a low profile and blended well with the participants (Miles et al., 2014). 

Triangulation was evident during data collection as data were obtained through varied methods. 

This was done to minimise bias. The interactions I held with principals and teachers helped me 

understand how instructional leadership activities were implemented in the schools. The use of 

interviews, observation and document analysis provides diverse data that needs verification. As 

an example, when a subject committee leader talks of having chaired various meetings on 

professional development of teachers, this can be checked and confirmed from reports of the 

meetings held. Confirming findings during data collection is believed to result in trusted results. 

The end process of analysing data comprises the compiling of results (Johnson and Christensen, 

2014).  
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3.10.2 Coding of data 

The broad themes that were used for coding in this study were formed from the research 

questions and framed by the distributed leadership theoretical framework whose key tenet is that 

leadership is stretched to different members in the school (Spillane, 2005). These were decided 

before collecting any data and were informed by the literature I reviewed. The pilot study helped 

me decide on sub-themes and codes for my data. Data from interview transcription, observation 

guides and notes from document analysis were coded. Cohen et al. (2018: 525) defined coding as 

“… the ascription of a category label to a piece of data, that is either decided in advance or in 

response to the data that have been collected.” The codes that were common were attached to 

similar data in relation to the themes and sub-themes and in line with the research questions. This 

enabled the retrieval of the most meaningful material from the bulk of research data and its 

classification into related categories that could be condensed into analysable units.  

 

A summary of themes, sub-themes and categories that developed from analysing the gathered 

data is given in Table 3.1.  

 

Table 3.1: Sub-questions, themes, sub-themes, and categories   

   
 Sub-questions Themes Sub-themes Categories 

1. What are the main activities 

that characterise 

instructional leadership 

practice of selected high 

performing primary schools 

in Zimbabwe?  

Theme 1: 

Activities 

characterising 

instructional 

leadership practice 

Sub-theme 1.1: Visioning 

schools 

Category 1: Creating school visions 

Sub-theme 1.2: Managing 

instructional activities 

Category 2: Supervision of teachers 

and learners  

Sub-theme 1.3: Creating a 

conducive school 

environment 

Category 1: Professional 

development 

Category 2: Principal teaching 

Category 3: Creating positive 

environments 

2. How do the major activities 

of instructional leadership 

in high performing primary 

schools in Zimbabwe align 

with and/or exhibit features 

of a distributed leadership 

practice, if at all? 

Theme 2: Linking 

instructional and 

distributed leadership  

Sub-theme 2.1: 

Collaborative vision 

formulation 

Category 1: Vision formulation 

Sub-theme 2.2: 

Stretching leadership to 

staff members 

Category 1: Staff development 

Category 2: Class allocation 

tendencies 

Category 3: Opportunities for 

leadership 

3. How can the activities and 

practices of instructional 

leadership in high 

performing primary schools 

be understood and/or 

explained? 

  An analytical question which will 

be answered in Chapter 5 by 

inferring to the responses given by 

the respondents under themes 1 and 

2. 
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3.10.3 Data synthesis 

After coding, I placed the data from the case studies into different categories then analysed, 

compared and synthesised the data to see how instructional leadership activities were distributed 

in the schools. “Synthesis is the process of building up separate elements, especially ideas into a 

connected whole”, advises Schulze (cited in Shumba and Zireva, 2013: 22). The analysis and 

synthesis of data were done to find common and unique practices of leadership practice as it is 

understood in the schools. Analysing cases from the three schools enabled me to come up with 

conclusions on school principal and teachers’ sense-making of distributed instructional 

leadership activities that improve performance of both learners and teachers in schools. The 

conclusions from data analysis and synthesis enhanced researcher knowledge on how the 

activities of instructional leadership practice can be understood. 

 

3.10.4 Data organisation and management 

The digitally recorded information of the school principals and teachers was organised into 

folders which were stored in a computer with a password. It is only me, who can access the 

information. The documents were organised by dates. I also kept hard copies of notes from 

interviews and observations. Such notes would be on the biodata of participants and any relevant 

information that I would have collected from observations during school visits. All the field 

notes, document analysis reports and transcribed data were stored under lock and key in a steel 

cabinet at home. I made sure that all the research documents were well secured so that no other 

person would tamper with them. I used pseudonyms for all participants and their schools.  This is 

to conceal the actual identities of the participants and to adhere to the principles of 

confidentiality and anonymity. 

 

3.11 TRUSTWORTHINESS AND CREDIBILITY OF STUDY 

When considering qualitative research, the concepts believability and credibility of the research 

results replace validity and reliability. Credibility in qualitative research represents internal 

validity which relates to how truthful the findings are, let alone the research (Connelly, 2016). 

Reliability is seen to mean how dependable the research results are (Gunawan, 2015). It also 

refers to how stable data collected is over time. Like objectivity of research, confirmability 

focuses on whether findings are constant and can possibly be repeated. Varied data gathering 

methods were used to increase the trustworthiness of the findings of the research. The 

trustworthiness of findings is a debatable area where positivists think the notions of validity and 
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reliability are not well covered in qualitative studies (Chilisa and Preece, 2005). This stems up 

from the fact that qualitative research involves interactions by people which is impossible to 

repeat in the same way and get similar findings when compared to natural and physical sciences. 

The accuracy and authenticity of qualitative research is considered as its trustworthiness, 

credibility, dependability, confirmability and transferability (Chilisa and Preece, 2005). Creswell 

(2007) advocates that the trustworthiness of research refers to the degree to which study findings 

can be understood and relied on so much that other researchers can repeat the study under similar 

environments.  

 

To ensure the credibility of my study, I used a multi-case study design which was made up of 

appropriate participants. Credibility focuses on how realistic and convincing research results are.    

I also increased the credibility of my study through a prolonged stay and persistent observations 

in the schools. Data collection was done over four and a half months, where I was in the schools 

interacting with participants, making observations, and conducting interviews. The prolonged 

engagement with participants enabled me to ask questions that followed up on the observations 

that I had made about instructional leadership practices. Triangulation is another strategy that I 

used to enhance the reliability of the study. To get dependable results, the research process is 

clearly stated in a logical manner and in such a way that it can be traceable. 

 

I also offered participants the chance to verify the correctness of the transcriptions I made of 

their responses in interviews and from the descriptions of observations I made in the schools. 

The observations made on leadership activities in the schools were densely documented so that a 

transfer of the research findings could be possible. The idea was to provide as much information 

as possible to allow readers to draw up their own conclusions from the research results. 

Triangulation was used as a strategy to ensure that the findings are dependable (Creswell, 2012). 

How dependable this study is, rests on the reports from different data collection sources that 

were used to examine how the major activities of instructional leadership were distributed in the 

high performing primary schools. To enhance confirmability of this study, Chilisa and Preece 

(2005) say the research findings can be traced back to the research sites and participants.  

 

I took note of my personal biases and reflected on my own personal preconceptions so that they 

did not encroach into my study as these can saliently infuse into the process of collecting and 

analysing data. Findings need to be dependable. Being a trained primary school teacher and 

currently a teacher educator, I tried to guard against my interest in school leadership that could 
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have had some indirect influence on my perceptions of participants’ knowledge of distributed 

instructional leadership. During the period I spent visiting schools, I conducted interviews, 

interacted with principals and teachers and analysed documents to come up with first-hand 

information on how instructional leadership activities are enacted in schools. The purpose of 

interacting with each teacher was to get their opinions on instructional leadership activities at 

their schools. Having a prolonged engagement with the participants helped in building up rapport 

with participants for them to open-up and give frank sentiments on leadership in their schools. 

Creating rapport with participants resulted in trust and confidence which afforded me an 

opportunity to find out more about the participants’ knowledge of instructional leadership. It also 

enabled me to go beyond the surface level and unravel the fundamental factors that influenced 

and shaped its implementation. Through a long stay in the schools, the observer effect on the 

participants’ behaviours was reduced. Best and Kahn (2006) explains that the observer effect is 

when participants in a study change their behaviours after realising that they are either being 

observed or interviewed by a stranger. Through my prolonged stay, the participants got used to 

me and realised that I was in their schools for study purposes only. This may have led the 

participants to behave naturally and made me generate credible data. 

 

3.12 SUMMARY 

The qualitative research approach was adopted to find the main activities that characterise 

instructional leadership practice. The multiple case study design was used to gather data from 

different participants and contexts. Through the multiple case study design, data were gathered 

from individuals while in their natural environments. The views of principals and teachers were 

obtained through interviews, observations of meetings and document analysis. The participants 

were purposively selected because of their high-class pass rates and information on instructional 

leadership practice. A pilot test was carried out to refine research tools before the main research. 

The use of varied data gathering tools enabled triangulation to take place thereby enhancing the 

quality of the research. Data analysis started when field work was still underway. Collected data 

were organised, classified into themes, coded and interpreted. The themes were based on 

research questions. An extensive presentation of research findings is done in chapter four. 
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CHAPTER 4 

 

 

DATA PRESENTATION AND ANALYSIS    

 

4.1 INTRODUCTION  

This chapter focuses on the presentation and analysis of the data gathered from three research 

sites. The data were gathered through interviews, observations, and document analysis. All was 

to gain a deeper understanding of how instructional leadership practices were distributed in high 

performing Zimbabwean primary schools for improved performance. The data were gathered 

from nine teachers and three principals in three primary schools. The main research question of 

the study was, how is distributed instructional leadership practice enacted in some high 

performing primary schools in Zimbabwe for instructional improvement? 

 

In the sections that follow, I report on the research findings of this study and in doing so I begin 

by reporting on the research sites and then reports from participants. I started by presenting an 

overview of each research site followed by the background information of the principals and then 

of the teachers. I then went on to present the data gathered under each theme starting with the 

data gathered from principals followed by that from teachers. The data falls under seven themes 

which are background information of the participants, creating school specific vision, 

supervision of teachers, creating a conducive environment, staff development, opportunities for 

leadership, and class allocation tendencies. For the sake of keeping the identities of the 

participants and the research sites anonymous, I created pseudonyms for all the participants and 

the schools for the purpose of this study only. 

 

4.2 REPORTS FROM MATANGA PRIMARY SCHOOL  

An overview of the school 

Matanga (pseudonym) Primary School is a Government Primary School that was established in 

2002. It is one of the three schools that participated in my study. It is in a low-density suburb less 

than twenty-five kilometres from the capital city, Harare. It has a durawall right round and has a 

gate that is manned by security guards throughout the day. The enrolment of learners during the 

time of my visit in 2020 was at 1695 and a staff complement of 35 teachers. There were double 

sessions at the school, the morning session and the afternoon session for grades three to five. 

They alternated in using their classrooms. The morning session started at 0800 hours and 

finished at 1300 hours. The afternoon session started at 1000 hours and finished at 1500 hours. 



110 

 

Grades one, two, six and seven did not share their classrooms. These had one session. A 

characteristic of most urban schools in Zimbabwe is that there are more female teachers than 

male teachers. This was the same trend at Matanga Primary School, there were 27 females and 

eight males making a total of 35 teachers. The school was under the leadership of Mrs Muzuwa 

(pseudonym) since 2010. When I visited the district offices seeking permission to carry out my 

study, Matanga Primary School was one of the schools that the District Schools Inspector (DSI) 

recommended as an ideal school for my study on instructional leadership. Three teachers, Mrs 

Sora, Mr Muko, and Mrs Rega participated in the study (all pseudonyms).  

 

4.2.1 Background information of the participants  

Mrs Muzuwa was the principal of Matanga Primary School, which was a big day primary school 

that is less than twenty-five kilometres from the capital city, Harare. She has been the principal 

of the school for over 10 years. She is a qualified primary school teacher with a Certificate in 

Education, a Bachelor and a Master of Education in Educational Leadership and Management 

degree. She is in her late fifties and has over 20 years of experience as a school principal. She 

was promoted from being a teacher to a vice principal post which she held for four years before 

being promoted to a principal post. She also had a brief stint as an Acting Education Officer at 

district level. She is one of the school principals that the District Schools Inspector recommended 

to me to conduct my research on instructional leadership at her school because of her 

instructional leadership prowess. In addition to the principal, three teachers took part in the 

study, and these were, Mrs Sora, Mr Muko and Mrs Rega. Mrs Sora is about 45 years old, and 

her highest qualification is a Diploma in Education which she obtained from a local primary 

school teachers’ college. Her work experience spanned over 17 years. She started teaching in a 

different province before transferring to Matanga Primary School in Mashonaland East Province 

about five years ago. During the years she has been at Matanga Primary School, she taught 

grades three and four. During the time of visit, she was teaching a grade four class. She was the 

school’s health chairperson, and at the school they call her the health mistress.  

 

Mr Muko is about 45 years old and holds a Diploma in Education that qualified him to teach at a 

primary school. His experience spanned close to 20 years. At the time of visit he was teaching a 

grade six class.  He had been teaching grade five and six alternatively for close to 10 years. He 

was the fundraising chairperson, soccer coach and agriculture chairperson at Matanga Primary 

School. He transferred to Matanga Primary School from another school in the same district. 
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Mrs Rega is just over 50 years old and holds a Diploma in Education as her highest qualification. 

She is quite an experienced teacher, having been in the teaching field for close to 30 years. She 

was the teacher in charge (TIC) at Matanga Primary School. She supervised the school’s Infants 

Department which comprised of the Early Childhood Development (ECD) A and B classes and 

grades one and two. She was one of those teachers who had been at the school for long. She 

taught grade two at the time of visit in 2020.  

 

Having given an overview of the Matanga Primary School participants’ background, the 

following section now presents data under varied themes. To begin with, the focus is on 

visioning of schools. 

 

4.2.2 Visioning Matanga Primary School 

Visions and missions are crucial elements of schools which show the direction of schools and 

how they want to get to their destinations (Allen et al., 2018). Principals are expected to ensure 

that their schools have a vision and a mission that all members work towards achieving. As 

instructional leaders, principals take an active role in crafting a school vision, aligning 

instruction to the school vision, coordinating the implementation of the school curriculum, and 

creating a supportive working environment (Dong and Seong, 2014). To find out about the 

formulation of the school specific vision and mission at Matanga Primary School, I started by 

asking Mrs Muzuwa, the principal, whether the school had a school specific vision and mission 

besides the one from the Ministry of Education, which all schools are mandated to have. She 

affirmed the existence of the school vision and went on to show me the school specific vision 

and mission statements (See Appendix 13). These documents were lying on her table and not 

displayed anywhere in the office. Visibly displayed on the walls of the office, instead, were the 

vision and mission statements from the Ministry (Appendix 14).  

 

To understand the important process of envisioning at the school, I asked how they came up with 

the vision and mission statements to which Mrs Muzuwa responded as follows: 

Over the years, we have been getting awards of, the best school; the best grade 

seven teacher at cluster and district levels. We want to maintain that standard. 

We have what I can refer to as shared leadership, whereby everybody is a leader. 

Everybody is a participant in the production of good results. So, to come up with 

our school vision we got input from teachers through their representatives. We 

have various committees in the school, and these are led by different teachers. 

From the teachers’ input, the head, deputy head and TIC sat down and crafted the 

school vision and mission statements and shared them with teachers. You will find 
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as you meet our teachers, that most of them are very much intrinsically motivated. 

They are in a system where they share information to produce good results. 

 

The quote above suggests that the process of developing the school vision and mission was 

intrinsically linked to maintenance or improvement of instruction and students’ outcomes. Mrs 

Muzuwa talked about ‘maintenance of standards’ and ‘production of good results’ which 

suggests the link between the development process and instructional goals of the school. So, 

clearly the process was located within the instructional leadership function of the school. The 

description of the process of developing a mission and vision of the school also speaks to the 

participation by all staff, with some earmarked for leadership roles within the process. Mrs 

Muzuwa identified this as ‘shared leadership’, which she proceeded to explain as involving 

various committees, wherein teachers participate, and feed information through specific teacher-

representatives, and the engagement of formal leaders such as the Head, the Deputy Head, and 

the Teacher-in-Charge (TIC) to finalise the document. I became curious to probe the idea of 

intrinsic motivation of the teachers which she brought up to partly explain the active engagement 

of the teachers in the processes of developing a mission and vision. Here is how she explained 

further:    

When you are posted to Matanga Primary School, naturally you fall into the 

category of teachers who are here. If you are not a hard worker, you will find 

yourself with the lowest pass rate, especially during the end of term meetings. We 

have a system whereby we share our results in those meetings. It will not be nice 

to see some people having 98% pass rates while you have 54%. So, everybody 

works towards a goal.  

 

The intrinsic motivation seemed to be driven by the desire for excellence in terms of student 

outcomes. Again, the open and collaborative platforms for sharing results per subject and grade 

seemed to create a certain coherence towards excellence. I further asked how teachers viewed the 

school vision and mission statements and Mrs Muzuwa said: 

They like it, they like to be associated with success. Even our grade seven results 

this year (2020), where we have been disturbed by COVID-19, we still expect 

good results because we had done all the preparations. By the time we closed in 

March, we were almost done with our grade seven students. So, we still expect 

good results. Whenever teachers come to Matanga Primary School, they know 

they are supposed to produce good results. 

 

The quote suggests that even teachers who may not have been part of developing the vision and 

mission of the school, who might have been recruited after the development, identify with the 

vision because of its focus on student outcomes and success generally. Matanga Primary School 

created a school specific vision and mission that catered for its needs. This is an important 
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instructional leadership practice where schools craft visions for their needs apart from the broad 

ones from the ministry. Mrs Muzuwa’s response described how the teachers took part in crafting 

the school specific vision and mission statements. Her statement, “… whereby everybody is a 

leader …” suggests a spread or distribution of leadership to other members in the school. This 

suggests an understanding that leadership can exist in different players in the school (Bolden, 

2011), an important characteristic of distributed leadership. The announcement of class pass rates 

in a meeting was regarded by Mrs Muzuwa as a compelling factor for hard work on the part of 

the teachers to achieve the goals of the school. This is believed to have encouraged teachers to 

improve their performance to produce high academic results and attain the school vision. Mrs 

Muzuwa indicated that teachers valued being associated with success, and that this was likely to 

have made them be more supportive of the school vision. Turkoglu and Cansoy (2018: 38) 

advocate that a school vision “… create[s] a sense of common purpose in staff and students …”  

Thus, the crafting and sharing of the school vision is an important activity in instructional 

leadership since visions direct teachers and learners towards a common purpose of improved 

school performance. The specific visions crafted by schools often explain their intended 

destinations. 

 

Mrs Muzuwa’s statement where she indicated that “… everyone is a leader ...” was substantiated 

by Mrs Rega, the TIC who had been at the school for long. She remembered very well that 

teachers contributed to the crafting of the school vision. She narrated how teachers teamed up to 

come up with the school’s vision. This suggested a distribution of instructional leadership to 

other teachers by the principal. By creating a school vision for Matanga Primary School, Mrs 

Muzuwa conformed to the dictates of the Ministry as observed in the documents analysed. The 

Handbook on School Administration for Heads (1993) requires school principals to create vision 

and mission statements that cater for the individual needs of schools. The handbook also gives an 

outline of the functions and responsibilities of principals in schools. Though not an exhaustive 

document, it has been used at the school in conjunction with circulars that are sent from the 

Public Service Commission and the Ministry of Primary and Secondary Education. I was eager 

to know how useful the handbook was to Mrs Muzuwa, so I asked her, and she responded 

saying,  

Sometimes you need to refer, things are changing, like in finance, there are 

certain issues that we need to constantly refer to, so you can’t run without those 

documents   
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The handbook served as a reference book on Ministry requirements, thus prompting Mrs 

Muzuwa to refer to the book for guidance as she performed her leadership work. The ever-

changing world seemed to have made it necessary for Mrs Muzuwa to always refer to Ministry 

documents to find the basic standards expected from schools. The Ministry documents appeared 

indispensable to Mrs Muzuwa who pointed out that she could not run the school without 

reference to them. Appendix 19 indicates some of the Ministry documents that guided Mrs 

Muzuwa as she performed her leadership activities. Since the principal had said her story on 

visioning their school, I now wanted to find the teachers’ perceptions on the school’s leadership 

practices focusing on visioning the school.   

 

Teachers’ responses  

My first port of call on teachers was Mrs Sora whom I asked about her understanding of their 

school vision.  Her response was: It means teachers have to work hard so that children pass and 

also that we achieve the school goal of having a high pass rate. The quote by Mrs Sora appeared 

to indicate that the school vision meant hard work by teachers and improved pass rates. This, 

however, was an oversight of the vision of the school which covered more than this. Speaking of 

the vision for Matanga Primary School as shown in Appendix 13, its focus was to produce 

educational excellence in academic, sports, arts and culture to produce a wholesome child who is 

an acceptable and useful member of society. With this as the vision, it therefore, suggests that 

Mrs Sora did not have a full understanding of the vision. The vision not only concentrated on 

academic excellence, but it also aimed at producing a wholesome learner whose sports, arts and 

culture faculties are developed in addition to their academic astuteness. With what she had said 

as her understanding of a vision, I was prompted to further ask whether Mrs Sora took part in 

formulating the school specific vision to which she said, 

When I joined the school, the school vision and mission statements were already 

in place. What I did was to fit into the existing structures and to support the vision 

and mission through my hard work. 

 

This statement appeared to confirm Mrs Muzuwa’s statement that once posted to Matanga 

Primary School teachers naturally fitted into the category of hard-working teachers at the school 

to produce high learner academic performance. This suggests the school’s major focus, high 

output in terms of learner results. Mrs Sora was not part of the crew that created the school 

vision because she had not yet joined that school. By the time she joined the school the vision 

had already been created and what she did was to respect what existed. Her response indicated 

that, although she was not part of the creation of the school vision, it was important that she fell 
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into the existing systems at the school. Out of interest, I further asked whether the principal 

explained to her about the school vision since she was new to the school. She responded saying,   

The school is concerned with results. The head talks about pass rates more often 

 than about the school vision. When I transferred into this school, the head told me 

that the school produced good results, and that she expected hard work from 

 me. She talked about high pass rates and not the vision.    

 

The quote suggests a concentration of focus on pass rates by the principal to maintain the school 

standard. Little focus appeared to be paid to explaining the school vision to teachers. This was 

despite the Ministry of Primary and Secondary Education School Leadership Handbook (2019) 

emphasising the need for principals to familiarise new teachers with the school’s vision, policies, 

procedures, the school structure, and department functions. This explains the principal’s 

responsibility of disseminating information about the school to all teachers, new and old. In 

addition to the vision, the Ministry Headership Handbook also indicates that principals must 

introduce policies and procedures found in the school to new teachers. Hallinger (2011) 

advocates that it is the principal’s role to make sure that a school develops and communicates a 

clear vision to stakeholders. It, therefore, appeared that Mrs Muzuwa’s focus was on the 

production of high pass rates more than anything else. Having learnt of Mrs Sora’s story, I 

sought to hear from another teacher, Mr Muko. 

 

Mr Muko fell in the same category with Mrs Sora in the sense that he also transferred to Matanga 

Primary School from where he was teaching. It, therefore, meant that he did not participate in the 

crafting of the Matanga Primary School specific vision. Despite this, I was keen to learn whether 

he understood the vision of the school. I asked him and he responded saying; The school vision is 

there to enlighten teachers on what they should do to make children learn. His perception, as 

indicated by his response, was that the vision informed teachers on what they had to do to enable 

learning in children. Upon getting this response, I became interested in knowing whether he 

knew the wording of the school’s specific vision. I was not interested in the Ministry vision since 

this was generic to all schools. The school’s specific vision was my centre of focus because of its 

focus on individual school needs. His response was,  

I know the school has its vision, but I don’t remember the wording as it is. The 

head talks about meeting the school vision and making our children pass 

whenever we hold meetings. I have not seen the vision displayed.  

 

It was very open that he could not recite the school vision even though he knew that it existed 

after learning about it from the head since it was not displayed. The aspect that the school 
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specific vision was not displayed was characteristic of the school since I also observed that it was 

not displayed when I asked the principal about it. A similarity existed between Mr Muko and 

Mrs Sora, who had all transferred into the school when the school vision had already been set 

and they both showed little understanding of the school vision, and neither could they recite the 

vision of the school when interviewed the first time. They had different views about what a 

vision was. Mr Muko saw the school’s vision as what teachers were supposed to do to enable 

learning in children, whereas Mrs Sora viewed the school vision in terms of hard work by 

teachers to make children pass. Though the different perceptions between the two, a common 

thread that seemed to appear in their explanations is the element of hard work and student 

learning. The common focus of the participants interrelated to that of the principal appeared to be 

high pass rates. Though Mr Muko could not recite the vision, it was evident that he knew that 

something existed that guided teacher focus. The similarity of Mr Muko and Mrs Sora’s situation 

suggests that new staff members were not adequately inducted about the school vision, with 

greater focus put on improved pass rates. This can be related to the principal’s words when she 

said, Over the years, we have been getting awards of the best school; the best grade seven 

teacher at cluster and district levels. We want to maintain that standard. It could, therefore, 

mean more focus was on maintaining high pass rates at the school.  

 

The aspect of new staff lacking full information about the school vision was confirmed by Mrs 

Rega’s knowledge of the school vision. Mrs Rega was among the few teachers who had stayed 

long at the school so much that she understood most of the school processes. She was already at 

the school when the school vision was created. It could be the reason for her being able to 

explain what is meant by a school vision when she said: It means where the school wants to be in 

terms of performance. Her explanation signalled an understanding of what a school vision 

entailed. The mention of performance in the quote suggested the importance placed on school 

performance by school members. By being one of the long serving members at the school, meant 

that she was part of the team that formulated the school-based vision. She agreed to this when 

she said: 

We sat down as staff and discussed the vision and mission statements. I remember 

that time, some years back we would ask questions like, why are we here or what 

is it that we want to do to our learners, to our community and to the country. That 

is how we came up with the vision and mission statements.  

 

Mrs Rega’s quote somewhat corroborates the development process as outlined earlier by Mrs 

Muzuwa. The participation of teachers in the development process comes through, thus 
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suggesting distributed leadership. As highlighted earlier, I discovered that teachers who were 

present when the school crafted its vision were indeed involved in crafting the school’s vision 

and mission statements. I noted this when Mrs Rega said, “We sat down as staff and discussed 

the vision and mission statements. I remember that time, some years back …” The statement 

suggests a degree of teacher participation in this instructional leadership activity. Hallinger and 

Hosseingholizadeh (2019) advocate that, principals have a role to work with teachers in crafting 

goals that focus on learner academic performance. The goals derive from the vision of the 

school, thus teachers need to understand the school vision, so that they all work towards a 

common purpose. The glue at Matanga Primary School appeared to be hard work to increase 

high learner academic performance. This was evident when Mrs Muzuwa pointed out that 

teachers posted to Matanga Primary School had to join the bandwagon of hard workers at the 

school. This suggested some level of coherence at the school regarding the instructional goals. 

Besides visioning schools as an important activity in instructional leadership, it also emerged that 

the supervision of teachers was a crucial activity that characterised instructional leadership 

practice and in the following section, I present data gathered on the supervision of teachers.  

 

4.2.3 Supervision of teachers at Matanga Primary School 

Alhouti and Male (2017) point out that effective school principals supervise teaching and 

learning to improve learner outcomes. This activity informs principals of what takes place in 

classrooms. Lesson observation is one way of supervising teacher activities and through such an 

activity principals assist teachers refine their competencies for effective instruction leading to the 

achievement of school objectives (Heaton, 2016). This activity was shared at Matanga Primary 

School by the school principal, vice principal and the teacher in charge (TIC). This was revealed 

by Mrs Muzuwa when she responded to what I had asked on how teacher supervision was done 

at Matanga Primary School. Her response was,  

We have the Deputy Head, the TIC from the Infants Department and myself. 

Those are the three people who do the supervision.  

 

This was also confirmed by Mrs Rega, the TIC, when she responded to a question on who 

carried out lesson observations at her school. After getting information on who supervised 

teachers at Matanga Primary School, I then wanted to know how frequently they enacted lesson 

observations as one way of supervising teachers. This informed me of the extent of involvement 

of supervisors in instructional leadership activities. Mrs Muzuwa responded saying: 

The strategy that we use is, we look at our teachers, obviously there are some 

teachers who are new in the system and then there are some teachers who need 



118 

 

some help one way or the other, so we concentrate on those ones. If they improve, 

then it is done. Such teachers can be supervised teaching twice a term. I also use 

what I call random supervision, just to get into a classroom and sit and just talk to 

the teacher like we are doing. When you come into this office you start 

supervising and say what kind of a head is in this office, that is what I do. 

Sometimes, I just go and sit and ask how so and so is doing, I look at the wall 

charts, the floors, so I use random supervision. Sometimes I also write reports. 

 

The quote suggests that the principal engaged in some targeted supervision where she identified 

teachers that might have a need, either because they were novice teachers or those who might 

have been experiencing challenges. I took Mrs Muzuwa’s statement to mean teachers whose 

classroom performance was below the school’s expectations either because of lack of content 

mastery or lack of skill in lesson delivery when she said teachers who needed help. This was 

based on her statement that such teachers were observed teaching more than the others. 

Interesting to note in the quote are the strategies that the principal employed in the supervision of 

teachers. These included conversations, updates, random visits, and a targeted approach. If 

synergistically handled these strategies seemed to interact well for the improvement of teaching 

and learning. Through conversations with teachers and learners, this might improve the teachers’ 

and learners’ attitudes towards their principals and their work much to the benefit of learners. An 

improvement in teacher performance generally transcends to improved learner performance. Mrs 

Muzuwa talks of random supervision. This strategy enables principals to experience classroom 

life undiluted (Marshall, 2013). It can be argued that when teachers understand that the principal 

can visit any time, this might make them stay prepared. An interesting method of supervising 

teachers can be noted in the quote where Mrs Muzuwa talks of getting into a class and enquire on 

the performance of learners. Whereas the teacher’s response is an update to the principal it can 

also be a way of finding out whether teachers knew the performance of their learners. Mrs 

Muzuwa also used the targeted approach where they focused on those teachers that showed 

under par performance. Such teachers received continued monitoring until their performance 

improved.  

 

When I analysed documents in relation to supervision of teachers, I discovered that The 

Director’s Circular Number 7 of 2003 explained the supervision of teachers as meant to assist 

them to improve their performance. It stipulated that, principals or their delegated ones could 

assess to find class progress and standards. The circular encouraged class visits while the classes 

are in session. This was meant to assess the strengths and weaknesses of teachers and to 

determine their achievement of educational objectives. Interesting to note is that the circular also 
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encouraged the allocation of more time to the supervision of new teachers and probationers, thus 

standing in agreement with the supervision stance by Mrs Muzuwa of under performers. It, 

therefore, suggests that when the principals visited classes to supervise teachers, they were 

fulfilling their mandate as stipulated in Ministry documents. She practically supervised teachers, 

thus portraying her practical engagement in instructional leadership.    

 

Hallinger and Wang (2015) emphasise that high-quality teaching and learning and the giving of 

timely feedback to teachers improves teachers’ instructional capacity. In addition, The Director’s 

Circular Number 7 of 2003 also emphasised the need for feedback sessions to round off class 

visits. I was eager to find out when she gave feedback to teachers after a lesson observation, so I 

asked Mrs Muzuwa who responded saying: I give highlights of my observations just after the 

lesson. As for the written report, if I observe today, I give feedback the following day. 

 

I attended one of the lessons that the principal observed. It was a Mathematics lesson on 

fractions. It was taught by Mrs Chiri who was not part of the research participants. She, however, 

knew why I was at the school since the principal had introduced me to all staff members. I 

sought permission from the principal to attend the lesson after she informed me that she was 

going for a lesson observation. She agreed and I joined her in the lesson. I wanted to observe 

how supervision activities were conducted at the school. We were greeted by the teacher and the 

learners as we entered the class. After exchanging greetings, we sat down. The teacher 

introduced me to the learners as another learner just like them but, with a different study level to 

theirs, in that I was studying at university level and as someone who wanted to learn how 

teaching and learning was done at Matanga Primary School. After the introduction, the teacher 

started teaching. The teacher’s documents were well set at the table since she knew of the 

principal’s visit from the supervision programme. During the lesson the principal wrote down her 

observations of the lesson delivery. She also went through the teacher’s records and the learners’ 

exercise books that had been brought to her table in sets of five. After the thirty-minute lesson, 

the principal thanked the teacher and the learners, and we left the classroom. The teacher advised 

her learners to continue with their written work and she accompanied us outside. When outside 

we stood a few metres from the door and the principal said,  

Thank you, mum, for the lesson. You spaced your lesson activities quite well 

making it easy to follow. I will complete the narrative report and then will discuss 

it together, alright. 
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That was all the principal said and as we left, I asked why she did not give the whole feedback at 

that moment and she said, 

We are very conscious of children’s learning time. If I give the whole feedback, it 

means children will be alone in the classroom and it may take time. So, I will 

complete the narrative report then we discuss after lessons. The teachers are used 

to that.    

 

The following day I saw Mrs Chiri being invited to the principal’s office at 2.30pm for her 

narrative report (Figure 4.1).  

        
 

       Figure 4.1: Part of Mrs Chiri’s narrative report 

 

The discussions were all centred on the narrative report which contained the principal’s detailed 

observations. She went through section by section making comments about her observations. She 

commended the teacher for good syllabus interpretation, planning for her work and a well taught 

lesson. Mrs Chiri was advised to update her records and to increase the number of exercises she 

gave to learners. The principal explained that updating the records would help Mrs Chiri in 

checking learner progress. Mrs Chiri listened as the principal went over the report. When the 

principal asked for Mrs Chiri’s comments after the feedback, all she said was; Thank you mum 

for the feedback, I will attend to the areas you highlighted. This feedback session took about 
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thirty minutes after which Mrs Chiri and the principal appended their signatures to the narrative 

reports and Mrs Chiri left with her copy and the principal retained a copy for the school file. I 

then realised why she did not give the whole feedback just after the lesson, it would encroach 

into learners’ time.   

 

Through observing the process of lesson observation and feedback session it was evident that 

Mrs Muzuwa was used to supervising teachers. The report covered various aspects from the 

teacher information, school information, syllabus interpretation, availability of lesson plans, 

lesson delivery, achievement of objectives, strengths and weaknesses of the teacher and 

recommendations. After analysing the report, I understood why the principal pointed out that she 

normally gave detailed feedback in written form a day after the observation. The narrative report 

was detailed. Having heard from the principal on how supervision and feedback were given to 

teachers, I then wanted to find out what the positions of the teachers were in relation to these 

activities.  

 

Teacher responses on the supervision of teachers 

I started by asking Mrs Sora on how lesson observations were conducted at her school to which 

she responded saying: 

The school head, deputy and TIC supervise teachers at this school. I am 

supervised by the deputy head who shares his supervision calendar at the 

beginning of the year. The calendar shows grades and months. Teachers 

approach their supervisors and give them dates, time, and subject they can come 

for lesson observation. If, say, the supervisor wants to see a different lesson, they 

can always say it, and we always agree on date and time. We are normally 

observed teaching once in a term. 

 

The quote by Mrs Sora indicated that three members supervised teachers at Matanga Primary 

School. This agreed to what the principal had stated on who supervised teachers. In addition, the 

narrative reports and book inspection reports in teachers’ files indicated that these were 

conducted by different supervisors. Mrs Sora pointed out that teachers gave their supervisors the 

dates, time and the subject for assessment. These were, however, subject to change if a 

supervisor made a request to see a different subject than the one planned for. This was very 

possible and an agreement was always reached. Mrs Sora pointed out that under normal 

circumstances, they were observed once in a term. The principal talked about targeted 

supervision whereas Mrs Sora talked about being supervised at least once a term. The difference 

in statements was a result of who the supervisor was. Mrs Sora’s supervisor was the vice 

principal, who made sure that he observed teachers in session. Mrs Rega pointed out that, the 
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TIC supervised grades one and two while the principal supervised grades six and seven and the 

vice principal supervised grades three, four and five. It might be that her supervisor ensured that 

all those under him were supervised at least once a term, thus leading to Mrs Sora’s statement 

that “We are normally observed teaching once a term. Mrs Sora’s statement could also be a 

signal that the vice principal conformed to The Director’s Circular Number 7 of 2003 which 

emphasised class visits by the principal or delegated members for the purpose of observing 

teachers practically teaching. An interesting aspect to note from Mrs Sora’s statement was that 

there was normally an agreement of dates and times of lesson observations between supervisors 

and teachers. This suggested shared responsibility by the supervisors. After having learnt that the 

vice principal observed his classes at least once in a term, I was interested to know how he gave 

feedback to teachers after lesson observations. I, therefore, asked Mrs Sora who responded 

saying, 

The vice principal would ask you to give learners work to do then he would take 

five to ten minutes discussing the lesson. As for the narrative report, he sends it to 

me with an instruction to read and sign and if there is something I don’t 

understand, to go and discuss it with him.   

 

The quote shows that the vice principal enacted his supervision practice in a slightly different 

way to that of the principal. Whereas the principal gave brief highlights just after the lesson, the 

vice principal gave it just after the lesson and for the narrative report, he would send it to the 

teachers unlike the principal who invited the teachers to her office for the feedback. Since I had 

learnt of when the principal produced her narrative reports, I was eager to know when the vice 

principal did, so I asked Mrs Sora who said,  

He is fast in producing reports. When not pressed with work we can get our 

reports the same day of the observation or a day after.  

 

Mrs Sora’s responses appeared to suggest that the vice principal’s instructional leadership 

practice was to ensure all the teachers he supervised were observed at least once a term and 

given immediate feedback. After hearing Mrs Sora’s side of the story, I was now keen to hear 

from Mr Muko who was a grade six teacher with his supervisor being Mrs Muzuwa, on how 

supervision was conducted at the school. His response concurred with that of Mrs Sora and the 

principal that supervision activities were done by the Head, the Deputy Head and the TIC. He 

responded saying:  

The Head, the Deputy Head and the TIC are the supervisors in this school. The 

Head generally, supervises the whole school, but she normally focuses on grades 
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six and seven when observing lessons. The TIC supervises the Infants Department 

and the Deputy Head supervises grades three to five.  

 

Mr Muko further explained that the principal was the overall supervisor at the school who 

supervised all teachers. This, therefore, suggested that the principal superintend over the whole 

school, thus it was her responsibility that all teachers performed up to the school standards. 

However, this as it might be, it could not have been possible to observe all the teachers teaching, 

thus she concentrated on grades six and seven classes and the other classes were shared between 

the vice principal and the TIC. This practice of sharing classes with the TIC and the vice 

principal conformed to the dictates of the Ministry Administration Handbook (1993) which 

urged principals, or anyone delegated by them to observe lessons in session to assess teacher’s 

progress and performance levels. Thus, as Mr Muko pointed out, the principal did not singly 

supervise the whole school, she involved the TIC and the vice principal, hence suggesting 

distributed leadership. Mr Muko taught grade six at the time of the study, thus, visits to his class 

were made by the principal. Mr Muko made no mention of ever teaching grade seven after 

having taught grade six, but grade five. This could prove the principal’s point that she made 

serious consideration before allowing a teacher to proceed to the next class. It could be that Mr 

Muko did not reach the standard that the principal wanted to proceed to grade seven. His classes 

were five and six.    

 

When I asked about the frequency of visits to the class by his supervisor, Mr Muko said; The 

principal visits this class twice or thrice a month. I thought he was one of those low performers 

because of the number of times he said the principal visited his class and I probed further to find 

out whether it was for lesson observation. He responded saying, 

She did not write a report. The last time she wrote a report was last month. I think 

she will be checking to find out how I will be doing my work. When she comes 

 around, she would greet the class then ask how I would be progressing. After 

telling her that all was well, she would then leave.  

 

When Mr Muko indicated that the principal visited his class more than twice a month, I thought 

that he might have lowly performed along the way and that the principal was making constant 

monitoring to see if there was improvement. After his explanation which indicated that they were 

routine checks by the principal, it appeared the principal was making a follow up on the class 

teacher’s progress since in the principal’s last visit she had indicated that Mr Muko was 

supposed to make new wall charts with current information as the ones on the walls were 

overused. I also discovered that there was a comment that encouraged him to ensure that 
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learners’ exercise books were covered. Thus, the principal’s frequent visits might have been 

targeted to monitor compliance by the teacher on the comments on the reports. By mere getting 

into the class and looking around, it could have been enough for the principal to assess Mr 

Muko’s compliance to the improving on wall charts. The principal’s visits demonstrated her 

instructional leadership practice of walking into classes just to find out what would be happening 

and leave. Mr Muko had experience of this.  

 

I further probed to find out how and when the principal gave feedback after observing him 

teaching. He responded saying: 

The office of the principal is a busy one. She normally would give highlights of 

how you would have performed just after the lesson. That’s orally, then for the 

narrative report, it depends on how busy she is, it can be after a day or two days. 

Normally it doesn’t take four days before getting the report. 

 

Mr Muko’s statement justified why the principal took a day or two to produce a narrative report, 

the principal’s office was a busy one. His response indicated that the principal gave feedback 

within a timeframe of not more than four days, that is, the feedback in the form of a narrative 

report. Ikegbusi and Eziamaka (2016) advocate that the supervision of lessons and giving 

feedback are effective mechanisms of ensuring the achievement of school goals. Samkange 

(2013) argues that some principals fail to enact crucial instructional leadership activities under 

the pretext of pressing administrative activities. This then divorces the principal from the 

knowledge of activities in classrooms since it is only through class visits that the principal is in 

touch with classroom activities. Thus, Mr Muko’s statement signified that even though the 

principal’s office was a busy one, she engaged in instructional leadership activities. The brief 

oral feedback given at the end of a lesson observation was enhanced by a detailed discussion of 

the narrative report. By giving a time frame that within four days the narrative report would have 

been produced seemed to confirm that no matter how busy the principal’s office was, she was 

sure to produce the narrative report within reasonable times. Mr Muko’s comments tallied with 

my observation of how and when feedback was given to Mrs Chiri after she was observed 

teaching. It was brief feedback just after the lesson then the narrative report was given to her 

after a day. Yunas and Iqbal (2013) emphasise that such feedback to teachers leads to improved 

performance in schools. The fact that the principal supervised teachers, observed lessons and 

gave feedback, signalled her involvement in instructional leadership activities. Hence, Mr Muko 

viewed the principal as a busy person who effectively did her work.  
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The importance of supervision in schools has been stated by Donkor and Asante (2016) as that of 

helping teachers to improve instruction. In performing this activity, Mrs Muzuwa was assisted by 

the TIC and the vice principal. This was confirmed by Mrs Rega who was both a TIC and the 

Infants Department supervisor. Mrs Rega concurred to this when she said: 

These (lesson observations) are conducted by the school head, the deputy head, 

and the TIC. Normally it is supposed to be once a term, but because our school is 

a very big one, I am the TIC and I have a class to attend to, so I sometimes skip. 

Roughly, we must make at least one lesson observation per term. 

 

Mrs Rega’s statement conformed to the dictates of the Director’s Circular Number 7 of 2003 that 

allowed principals to rope in other members to assist in the supervision of teachers. It was also 

aligned to Mrs Muzuwa and Mr Muko’s statements that lesson observations at Matanga Primary 

School were done by the three supervisors. This instructional leadership practice suggested 

distributed leadership. Mrs Rega pointed out that she failed to meet the expected number of class 

visits of at least once a month per teacher (as directed by the Director’s Circular Minute Number 

7 of 2003) because of pressure of work since she had a class to teach in addition to being a TIC 

who supervised ten teachers in the Infants Department. When she talked of the numbers in the 

department and of double sessions at the school, I was interested to know whether Mrs Rega was 

responsible for the two sessions in the Infants Department, and she responded saying: 

Fortunately, the Infants Department is advantaged. We do not have hot sitting 

from ECD A to grade 2. The administration recognised that for us to develop our 

learners, more time was needed because that is the stage, they need a lot of time 

so we thought they should not do hot sitting. Double sessions are done by grades 

three to five, grades six and seven do not do hot sitting. 

 

Mrs Rega regards the Infants Department as fortunate for not having double sessions. This 

pointed at the attitude people had towards double sessions. It suggested a negative attitude. This 

might imply that those that were involved in double sessions were considered unfortunate, since 

they shared classes and as Mrs Muzuwa and Mrs Sora lamented, double sessions had affected the 

conduciveness of the school.  

 

The idea behind not involving the Infants Department in double sessions was to give ample time 

for class activities to the learners. The mention of the administration team and the statement, “… 

so we thought they should not do hot sitting,” suggested collaborative action between the 

principal, the vice principal and the TIC in making instructional decisions.  
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As both a supervisor and a supervisee, the aspect of feedback was important to her. As a 

supervisee, the principal was her supervisor who rarely came for lesson observations as 

indicated by Mrs Rega. I, therefore, asked her about feedback to her supervisees in relation 

to observed lessons. She explained as follows,  

I usually give a few highlights of the teacher’s performance just after the lesson 

while we all still remember how the lesson would have progressed. This does not 

take long because our learners, being young cannot be left unattended for long. 

As for the narrative report it is usually after two to three days. I would give the 

teacher the report to read then sign. If there are any aspects the teacher might 

want to raise, they then come to my office, and we discuss.  

 

The practice of feedback just after the lesson seemed to be a characteristic of the supervisors at 

this school. Whereas Mrs Muzuwa would call a teacher and discuss the narrative report with 

him/her, this was unlike the TIC. After completing the form, she would send it to the teacher to 

read and sign as evidence that she had seen and read it. If the teacher had anything to ask, that is 

when discussions were done. As pointed out earlier, she also had a class to attend to, therefore, it 

appeared she held discussions only when it was necessary. The narrative reports I analysed were 

detailed and self-explanatory so much that they were easy to understand.  

 

4.2.4 Wishing for a conducive working environment 

Fessehatsion (2017) advocates that principals make reforms to sustain the quality of education 

and they also create positive school climates for effective implementation of the curriculum. In 

addition, Seong et al. (2015) also talk of principals creating conducive school climates to 

improve learning. These show the importance of positive climates in schools. To find out how 

the working environment was at Matanga Primary School, I asked Mrs Muzuwa who responded 

saying:  

This school has been one of the best schools in Goromonzi District and in 

Mashonaland East Province, but as school development committees (SDC) come 

and go the way they perceive things differ. This has also affected the school. When 

I joined the school in 2010, it was a good school and we maintained that. Now, so 

many things affect the school such as politics. Top politicians send their children 

to the school no matter from what background because it is a good school. Such 

children are unlike our children we would have groomed here.   

 

In the quote Mrs Muzuwa portrayed Matanga Primary School as a good school that she wanted 

to maintain in the state it was, had it not been for the sake of the School Development 

Committee. A contradiction was experienced here; the principal saw the school as a good school 

that was slowly changing. I probed further to get a clarification on what she meant, and she said:  
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People wanted to bring their children to this school because we produce good 

results. Our facilities could not allow us to enrol many children, so most parents 

had to find places for their children in other schools. Now, as the SDC members 

come and go, they had different opinions to ours on results. To please their 

electorate, they pushed for double sessions in 2018, something we did not have at 

the school. It now means we are working from 8am to 1pm then another session 

gets into classrooms left by those of the morning session to three o’clock.  

  

A change in the way of operation of the school appeared to have affected the working climate of 

the school. This sentiment was echoed by Mrs Sora, a grade four teacher, who pointed out that 

double sessions had affected teachers and learners since they were not used to sharing 

classrooms. From Mrs Muzuwa’s sentiment, the introduction of double sessions was beyond her 

control, and it meant extra effort for them to maintain the usual standards. Whereas she wanted 

to maintain the school in the state it was before the introduction of double sessions, 

circumstances beyond her control acted against her. Her response indicated that the SDC 

members that came into office had their own perceptions about the school which were not 

congruent with hers. 

 

Considering the type of children at the school, she believed the children they groomed at the 

school from an early age to later grades where of a different calibre to those who joined the 

school mid-stream. The mention of politicians bringing in their children to that school 

irrespective of their educational background appeared to have some connotations. Since the 

school produced good results, the politicians wanted their children to be at that school. A 

concern for the conduciveness of the school by the principal showed her inclination to 

instructional leadership. Instructional leaders, as indicated by the Ministry Administration 

Handbook (1993) need to create conducive environments for teaching and learning at their 

schools. It appeared this was the focus that Mrs Muzuwa had but was disturbed by double 

sessions.  

 

Teachers’ views of the schools working environment 

I had gathered data from the principal, now I wanted to find out what teacher sentiments were 

concerning their work environment. I asked Mrs Sora and below was her response; she said,  

The school environment is conducive; we get all the materials we want for use in 

class. The only thing that makes it not so conducive is hot sitting.  

 

Mrs Sora explained her statement that the school environment was conducive because of the 

availability of instructional materials, thus also commending the role the principal in providing 
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instructional materials to teachers. Among the documents analysed, was the School Leadership 

Handbook (2019: 21) which emphasised the provision of teaching media by the principal. It 

stated that principals must “… influence teachers to use appropriate teaching and learning media 

that motivate learners to discover knowledge through the provision of reality in every learning 

area.” Thus, the comment by Mrs Sora that the school had teaching and learning materials 

signified that the principal provided resources to teachers.  

 

Her second statement indicated that the aspect of hot sitting had affected the operations and 

climate of the school. Hot sitting is a system of double sessions that is used in schools with large 

numbers of students but with few classrooms (Kurebwa and Lumbe, 2015).  In such situations, 

those classes with double sessions have some coming in the morning and others coming in the 

afternoon. The observations I made of the double sessions indicated that the morning session 

started at 0800 hours to 1300 hours and the afternoon session started at 1000 hours and ended at 

1500 hours. While waiting to get into the classroom, those in the afternoon session start by 

having oral lessons while outside then they would do written exercises as they enter the 

classroom when those in the classroom finish and leave the classrooms. I observed that classes 

with double sessions were grades three to five. Grades one, two, six and seven did not have 

double sessions. Since Mrs Sora taught grade four, she was involved in double sessions. This is 

what could have caused discomfort at her work. This practice was introduced when Mrs Sora 

was already at the school. Her seemingly negative perception of double sessions was shared by 

the principal, Mrs Muzuwa, who bemoaned the introduction of double sessions at the school 

having been influenced by the SDC. The negative sentiments about double sessions might have 

been a common feeling among those teachers affected by double sessions. 

 

Bellibas and Liu (2016) advocate that, principals who engage in instructional leadership create 

positive environments for their staff members. This points at the importance of conducive 

environments for teachers’ improved performance at workplaces. After hearing Mrs Sora’s story 

about her working place, I was interested in finding out Mr Muko’s views. When I asked about 

how conducive the working environment was, he responded saying: 

So conducive, very conducive. We have materials to use in classrooms unlike 

other schools.  

 

The aspect of the availability of instructional resources as something that increased the 

conduciveness of the work environment cropped up again, since it was also mentioned by Mrs 

Sora.  As he talked about the conduciveness of the school, he stood up and opened the door to his 
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storeroom to display the materials he had in the storeroom. There were boxes of chalk, manila 

sheets, mighty markers, crayons for use by learners, textbooks neatly arranged on shelves, bond 

paper and newsprint. These were for his class. Since his class was a grade six class, it signalled 

that the principal ensured that the grade six and seven classes had enough materials to use in 

their classrooms. It could have been another reason the principal advised Mr Muko to put up new 

charts on walls to replace overused ones. She was aware that the school had enough materials for 

the teachers. I asked why he kept all that stationery instead of having it kept in the school 

storeroom and request for only what he wanted to use. His response was:  

That is why I said the working environment is very conducive, we have materials 

to use. We did not have such materials at the school I was before I transferred to 

this school. All grade seven and six classes have storerooms, and they keep their 

stationery. We keep a record of usage. The head does not want teachers to waste 

time waiting for materials from the store’s office, so we are given materials in 

advance. I just keep a record of the materials I received and used. 

 

Mr Muko was again at it making comparisons of schools. He indicated that his previous school 

did not have enough materials when compared to the current school. This made the current 

school more conducive than his previous school. The practice of providing enough materials to 

grade six and seven classes seemed to indicate the principal’s interest to improved performance 

to these grades. It could mean the principal did not expect low performance from teachers 

because of lack of instructional resources, thus this instructional leadership practice at the school 

where grade six and seven teachers are well catered for in terms of teaching and learning 

materials. The practice thus portrayed the principal as an instructional leader who provided 

resource materials to the school.  

 

Since instructional materials are a necessity in schools for effective lesson delivery, it therefore, 

needs effective instructional leaders to provide the necessary material resources to teachers 

(Bellibas and Liu, 2017). Ihekoronye (2020) maintains that the school environment is an 

important factor in teaching and learning that determines the achievement or non-achievement of 

school aims and objectives. Saiyad (2020) adds on saying a positive and conducive educational 

environment improves learner performance, hence attaining intended outcomes. Armed with this 

knowledge, I asked the TIC about the climate of the school, and she said, 

It looks like very hard-working people were put in one place; I do not know how 

that happened. I have discovered that people here are socially positive. They are 

people who do not give you problems, they are people who can work without 

anyone pushing them. 
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Mrs Rega’s perception of the work environment of her school was based on the attitudes of the 

people towards their work. She perceived teachers to be friendly, committed, and hardworking so 

much that they did not give problems to supervisors of needing constant supervision. It suggests 

that teachers were satisfied with their working environment which Saiyad (2020) comments on 

saying when teachers are satisfied with their educational environment the result is high 

instructional performance and less stress. It appeared that there was a culture of hard work and 

success at the school, thus showing an important instructional leadership strategy by the 

principal. This was also commended by Mrs Sora who said, “… teachers just get to work as a 

team without being coerced.” This suggested self-drive among the teachers. This culture of hard 

work was also applauded by the principal, Mrs Muzuwa in her parting words at the end of the 

interview when she pointed out that she was going to retire from work with a happy heart since 

she had managed to make teachers identify with the school. This suggested the confidence she 

had of having succeeded in developing teachers’ instructional leadership efforts.  

 

Teachers were socially positive and did not cause problems to supervisors, this made the 

working environment conducive as propounded by Mrs Rega. As a supervisor, it meant she 

superintended over teachers with different characters that could possibly have negative effects on 

the working environment. She, therefore, openly indicated that the teachers did not cause her any 

problems. Her perception of the teachers appeared to confirm the principal’s belief of teachers 

identifying with the school. She also explained that the school was conducive because of the 

support teachers received from the principal as they implemented the curriculum. She singled out 

her Infants Department specifically when she said,   

As a department, the head supports us a lot. Sometimes she just comes to the 

Infant Department and say, “You know, I am so proud of this department. If we 

have visitors, I would like them to come and see this department. I am so proud of 

you.” That motivation of people showing them that they are worth is important. 

Had it not been the economy that is down, the school wanted to build an Infants 

Department. We were supposed to have a big Infants Department, a stand-alone 

department, but that could not be done because of the economy. Our head is such 

an individual who feels for her teachers, teachers can explain their problems to 

her, and she understands. Such leadership is hard to come by. 

  

Mrs Rega was quite appreciative of the support and appreciation the principal showed to the 

Infants Department. The principal is said to have shown her appreciation of the Infants 

Department when she declared her interest to show visitors the work that was done in that 

department. The TIC was grateful of the principal because of the attention she gave to the 

department, the motivation, the plans for a big ECD centre and the issue of no double sessions in 
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the Infants Department. The praise the principal gave to teachers appeared to have a positive 

effect on teachers and this illustrated an important instructional leadership practice.  

 

Another characteristic by the principal pointed out by Mrs Rega that made the school 

environment conducive was the principal’s understanding of teachers’ social problems. She 

described the principal as somebody who had a listening ear which made teachers comfortable to 

confide their social problems with her. Mrs Rega’s comment that such leadership type was hard 

to come by indicated the positive attitude she had towards the principal and the school. 

 

4.2.5 Staff development at Matanga Primary School 

Seong et al. (2015) are of the opinion that the provision of opportunities for continuous staff 

development is an aspect that characterises a conducive environment. Investing in teachers 

through staff development is an advantage for the teachers themselves and their schools since 

this contributes to improving instructional practice (Sleegers et al., 2014). It is, therefore, an 

important instructional leadership practice for principals to support staff development at their 

schools. Mrs Muzuwa appeared to have supported continuous learning by teachers at her school 

when she said: 

We conduct staff development at grade level. I usually utilise staff development of 

teachers at grade level. If it is in the Infants Department, we usually combine 

grades one and two teachers. This is because the grade one teachers would be 

preparing to go into grade two and these are closely linked, so I normally do the 

Infants Department on its own. Sometimes I take grades 3 to 5 on their own then 

grades 6 and 7 on their own. At times we conduct staff development for all 

teachers. For an example, when the new curriculum was introduced, those 

teachers who had an idea of how it was done helped in making clarifications for 

other teachers.   

 

From the quote, it can be suggested that Mrs Muzuwa focused staff development activities to 

concerned people only. The idea of departmentalising their staff development activities appeared 

to aim at effectiveness. The strategy of staff developing small groups suggests an understanding 

of the benefits of small group training. This staff development strategy signifies an important 

instructional leadership practice enacted at the school. The minute books that I analysed 

indicated records of staff development activities that were held. The records indicated that 

targeted training was effective. Important to note was the acknowledgement by Mrs Muzuwa of 

the knowledge about the new curriculum that some teachers had. Such teachers were made use of 

as resource persons in explaining about the new curriculum. This suggested distributed 

leadership by the principal, she enabled other teachers to take lead besides herself. This practice 
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suggested a characteristic of an effective leader who made use of skills in other members (Chan, 

2019). After hearing about how staff development activities were enacted at the school, I further 

probed to find out how they came up with topics for staff development. She responded saying, 

These come from both the supervisors and the teachers. I usually encourage 

teachers to staff develop each other in their departments, so it means they come 

up with their topics. If topics come from supervisors, they usually concern all 

teachers, so we find someone to staff develop all teachers.  

 

An outstanding feature about the staff development activities was that the topics for staff 

development were generated either by supervisors or the teachers, thus indicating a shared 

responsibility. An important approach found in the response is targeted staff development where 

the principal talked about staff development in departments. 

 

Teachers’ responses 

After hearing the principal’s story about staff development, I then wanted to find out what the 

teachers had to say. I started by asking Mrs Sora whether the school offered teachers an 

opportunity for staff development, and she said:  

Staff development programmes are important to teachers. Four to five years ago, 

we used to have staff development workshops outside the school where we would 

go to another school or other districts and attend a workshop, for example, on 

teaching essay writing or netball coaching. It is very rare these days. It has all 

stopped. The cause might be the country’s economy which is down. We have 

school-based staff development programmes though not many, one or two a term. 

These are the ones we attend if they are in line with our grades. I attended one 

which was on the teaching of the new curriculum, and recently on COVID-19.  

 

Mrs Sora began by acknowledging that staff development was important to teachers. She 

bemoaned the biting economy which she regarded as the determining factor affecting the holding 

of workshops in other schools or districts. She pointed out that in the past teachers used to attend 

workshops outside the school which now were very few because of the bad economy. What still 

existed were school-based workshops which she attended though these were not many. Mrs Sora 

concurred with the principal on the matter of grouping teachers when holding staff development 

workshops to improve on effectiveness to teachers. She pointed out that she attended staff 

development workshops that were aligned to her job. This suggested a practice of targeted 

workshops. It thus suggested that if the workshops were not aligned to her grade she did not 

attend. She indicated that she had attended some staff development workshops that were held at 

her school that were on the teaching of the new curriculum and another one on COVID-19. 
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I witnessed the practice of a targeted school-based workshop at Matanga Primary School which 

was chaired by Mrs Sora and facilitated by the principal and the vice principal. It was on 

preparing for grade seven examinations. It was attended by twenty-two teachers who were to 

invigilate the grade seven examinations. It focused on preparing learners for examinations, the 

procurement of materials needed, venue arrangements, sitting arrangements, supervision by 

teachers, packaging examination scripts and their transportation to the Zimbabwe School 

Examinations Council (ZIMSEC). It was on a Thursday afternoon at 1330 hours when the 

meeting started, and it ended at 1600 hours. The principal spoke on the importance of the grade 

seven examinations in schools and the preparation of the learners for the examination. The rest 

was delivered by the vice principal. An interesting observation I made about this workshop was 

that it was chaired by a teacher thus, showing the possibilities of distributed leadership. When I 

asked how she had been selected to chair the meeting she said, 

I am not aware. I only saw the notice of the workshop and my name written as the 

chairperson of the meeting. I am not surprised anyway because this is typical of 

the principal to appoint anyone to chair meetings without even asking them.  

 

Mrs Sora’s statement indicated that she had been made the chairperson of the workshop without 

being notified. This practice concurred with the principal’s statement that she could ask any 

teacher to chair a meeting. Mrs Sora appeared to be used to this practice since she did not show 

any surprise by being appointed the chairperson. This appeared to be the principal’s way of 

involving teachers in leadership activities.    

 

I further probed to find out how the school came up with topics for staff development and she 

said, 

The supervisory team comes up with topics. At times teachers make suggestions 

through their committees or at grade level and usually these are considered. 

 

Mrs Sora pointed out that although the supervisory team chose topics for staff development, they 

also considered requests by teachers. Teacher involvement in coming up with topics at grade 

level also came up in Mrs Sora’s response, thus concurring with what the principal said. Another 

aspect that she raised was the use of committees at the school, thus suggesting shared 

responsibility at the school. Mrs Rega, the TIC, also pointed out that teachers in her department 

normally gave topics for staff development at the beginning of the term which she later 

considered for staff development.  
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Niqab (2014) emphasises the need for school authorities to organise in-service training and 

seminars on instructional activities and behaviour changes in teachers. I, therefore, wanted to 

find out what Mr Muko’s perception was in view of this, I asked him, and he said: 

Normally she (the Head) conducts some of the staff development workshops. 

Sometimes she calls for resource persons to deliver some techniques and methods 

of teaching. I attended a workshop on resource mobilisation and composition 

writing that were facilitated by Nguko and Mogoro School heads. Recently, we 

had a workshop here at school on COVID-19 awareness, it was facilitated by the 

head and the health chairperson. We benefited a lot from the staff development 

workshops because we learnt new things. 

 

Mr Muko’s response was a mixed bag. He talked about the head staff developing teachers, his 

attendance to workshops outside and within the school and the head and the TIC facilitating in 

school workshops. His statement indicated that staff development took place at his school. He 

pointed out that it was either the principal who staff developed teachers, or a resource person was 

appointed by her, thus signifying a concurrence with the principal that the school had staff 

development activities. He cited a staff development workshop on the awareness of COVID-19 

that was facilitated by the principal and the health chairperson, Mrs Sora. The practice where 

other teachers could staff develop other members suggested the principal’s acknowledgement of 

the skills and knowledge in other members that could be tapped for the benefit of the school. 

This practice can be aligned to Spillane’s (2009) analysis that teachers play a central role in the 

principal’s workday through taking responsibilities of activities at school and through co-

performing activities with the principal. Mr Muko had the privilege to attend training outside the 

school that was facilitated by school heads from other schools. This signalled the principal’s 

support for teachers to be staff developed whether at the school or outside, thus showing 

instructional leadership.  

 

I was eager to know whether teachers contributed topics for staff development, so, I asked Mr 

Muko, who replied saying:  

With this new curriculum, the head allows us to explore some teaching methods. 

We are still new in it, so she accepts teacher suggestions.  

 

The Curriculum Framework for Primary and Secondary Education 2015-2022 set out what 

learners must know, understand and be able to do after learning interactions at school, thus, to 

achieve this it needs innovative teachers who can deliver both content and practical skills to 

learners. This, therefore, meant that cooperative efforts were needed in schools to comply with 

the dictates of the new curriculum. Hence the principal had to allow exploration by teachers on 
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effective ways of imparting knowledge to learners, thus Mr Muko’s comment that the principal 

allowed them to explore different ways to implement it. It was highly likely that the situation the 

school was in made the principal accept suggested staff development topics from teachers. The 

principal’s statement when she said teachers who had some knowledge on the new curriculum 

were asked to share their information with others through training workshops further explained 

the need to consider teachers’ suggestions. This portrayed the principal’s acknowledgement of 

the knowledge imbedded in other teachers and her interest in distributing instructional 

leadership.  

 

Mrs Rega, the TIC, was the other participant in my study. This is what she said when I asked 

whether the principal offered teachers an opportunity for staff development: 

Yes, she (the Head) does, especially being a very big school. I remember recently 

she (the Head) said “Don’t wait for us to have your staff development workshops, 

make sure you do your own things there, if I have time, you can just call me then I 

can come and see what you will be doing but if I don’t get the time, go on and 

staff develop each other so that you keep the school going.” We have staff 

development on reading. Sometimes we have new teachers coming into the 

school, we train them in phonic activities. Our learners generally are very good 

readers. So, to maintain standards we do a lot of staff development in reading. 

Teachers from within the department conduct the staff development, we do not 

call people from outside because we have a lot of people with the capacity to staff 

develop others.   

 

The principal authorised staff members to conduct staff development programmes in their 

departments without having to wait for her. By empowering the TIC to staff develop each other 

as a department indicated her acknowledgement of the capacity of the teachers in the department 

to staff develop each other. The principal’s support in staff developing teachers in the school is 

evident here and her interest in the distribution of instructional leadership to other teachers. The 

aspect of targeted staff development was evident here where the principal encouraged the TIC to 

staff develop each other in their department with or without her presence. Mr Muko also 

indicated that the principal supported staff development activities at the school. Although Mrs 

Sora bemoaned the reduction in the quantity of outside the school workshops, she was quick to 

point out that internal workshops were still being held and were helpful, thus indicating the 

enactment of instructional leadership by the principal. Concerning how they come up with staff 

development topics, Mrs Rega explained as follows:  

At the beginning of the term, we have our first meeting as the Infants Department. 

We find out from teachers if there are problem areas, they need to be staff 

 developed in. The teachers can give specific areas they need guidance on. Also, if 
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 I notice anything lacking among teachers as they teach, I can include it in our 

 staff development programme so that we develop each other.  

 

Topics for staff development were not solely from the TIC, there was the involvement of other 

staff members, thus suggesting instructional leadership activities stretched to other members. 

Niqab (2014) advocates that such conducive school environments that allow teacher participation 

improves school performance. As a department, they organised topics for the term. These were, 

however, not cast in stone since the TIC could add other topics basing on what she would have 

observed in class visits. The instructional leadership practice to involve teachers in coming up 

with topics for staff development that was experienced in the Infants Department could be 

aligned to Mrs Sora’s highlights that teachers contributed staff development topics through their 

committees and at grade level. Mr Muko, on the other hand, argued that the coming in of the new 

curriculum framework 2015-2022, led supervisors to be receptive to teachers’ suggestions on 

staff development topics since all were new to it and wanted to learn.   

 

The TIC was quite confident of the effectiveness of activities in her department. When I asked 

about the effectiveness of staff development programmes at the school she responded focusing 

on her department. She said, 

From the Infants Department, they are very effective because you know the Infants 

Department is a department that needs someone with a lot of experience in 

working with children. Theory is needed yes, but mostly needed is the practical 

experience of teachers. 

 

The TIC’s explanation indicates an experienced teacher with credible knowledge about the 

department. The many years of experience in teaching in the Infants Department were evident in 

the TIC’s response. Though teachers could be knowledgeable theoretically, the TIC regarded the 

practical experience of teachers in dealing with the young learners as more critical when teaching 

in the Infants Department. Such an understanding of the learning process in a school is an 

important characteristic of instructional leadership practice at a school.  

 

4.2.6 Opportunities for leadership  

The adage “Two heads (or more) are better than one,” by Cole (2004: 178) suggests that 

different people working on a task are geared to produce credible results than sole individuals. In 

a similar lane, principals need teachers for the successful implementation of the curriculum. To 
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find out whether this was true at Matanga Primary School, I asked Mrs Muzuwa who responded 

saying: 

Yes, for example, we have the sports director, when doing catering, we have 

someone responsible for catering, we have someone responsible for subject 

coordination and we have someone responsible for the social club, for the social 

life of the school. If I were to do all those things, I would end up exhausted, so I 

try to delegate, at the same time I will be building leaders.  

 

Mrs Muzuwa’s response suggested the involvement of teachers in leadership activities at the 

school. The practice of having teachers leading different programmes such as sports, catering, 

and subject coordination at the school suggested distributed leadership. Mrs Muzuwa explained 

that teacher leadership of certain programmes in the school was necessary since it was not 

possible for her to effectively carry out all the tasks single handed. This then brought in 

distributed leadership as she delegated tasks to other members. In addition to delegating, she 

regarded herself as nurturing talent among teachers for future leadership positions.  

 

Teachers’ responses 

The principal indicated that opportunities for leadership for teachers existed at the school. To 

confirm this, I had to ask teachers and to begin with was Mrs Sora who said: 

Different teachers have different areas where they lead. The school head gives us 

opportunities to lead in areas of our choice. I am the school health mistress. At 

the beginning of each year, the school head calls for a meeting and it is in this 

meeting that teachers choose areas of interest where they would be responsible. I 

see this as a way of grooming teachers to leadership positions. It gives all 

members in the school an opportunity to lead. 

 

The response by Mrs Sora indicated that there were opportunities for leadership in the school. 

There were different areas at the school where teachers could lead. She was open in saying the 

principal offered teachers leadership opportunities. This signified distributed leadership. She was 

herself the school health chairperson hence indicating that she led health related activities at the 

school. This leadership practice was also highlighted by the principal who indicated that the 

school had different teachers who were responsible for different activities at the school. The 

principal pointed out the different sections in the school which included sports, catering, subject 

coordination, and the social club which were led by teachers. To show her interest in having 

other people leading the different sections she pointed out that trying to perform all those 

activities would exhaust her and probably fail to effectively deliver. This practice suggested a 
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distribution of leadership at the school. Hughes and Pickeral (2013) advocate that, principals 

cannot effectively lead schools as lone individuals; they need to rope in other members.  

 

It was easily noticeable to see Mrs Sora performing her health duties at the school. She arrived at 

the school earlier than others around 0730 hours whereas school started at 0800 hours. She 

would physically check that water buckets at the school entrance had water. Only one gate was 

being used, the other gate was closed so that all people who entered the school premises would 

be sanitised at the entrance by the security guards. This was an effort to reduce the spread of 

COVID-19. I also saw her one of the days bandaging a grade three child who had accidentally 

tripped and fell while they were playing in the playground at break time. The child had been 

bruised on the knee and was bleeding. She dressed the wound with ease that I commended that 

she had the knowledge to handle such injuries. She responded saying, 

That was a minor injury, I could easily handle it. I did a First Aid course before I 

transferred to this school, so I can easily attend to minor injuries. If they are 

major injuries, I recommend people to go to the clinic.  

 

Her statement coupled with the assistance she gave to the child explained why she opted for the 

health mistress position at the school. She had some training in First Aid and her involvement in 

health activities showed that she was passionate about it. Mrs Sora saw the practice of affording 

teachers’ opportunities to lead as opportunities for teachers to showcase their leadership acumen. 

She also saw it as a way of nurturing teachers for future leadership positions.  

   

I further on asked Mr Muko on whether the principal offered leadership opportunities to 

members of staff. He responded by saying: 

All of us have different passions, some have a passion in sports, some in home 

economics, they like cooking, some have a passion in agriculture, even in 

business. So due to those passions, teachers choose areas where they feel free to 

work at. 

 

The response suggested that the principal stretched leadership activities to other teachers. The 

fact that teachers were free to choose areas where they felt free to work in at their school 

suggested that the principal availed leadership opportunities to other teachers. This was unlike in 

the allocation of classes where it was the administration team that assessed the performance of 

teachers before they allocated classes. In this case, the teachers chose an area to attach 

themselves according to their interests, whether sporting activities, agriculture, or any other area. 

His interest was in sporting activities thus he chose to be the soccer coach. This, he indicated at 
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the beginning of the interviews with him. Similarly, Mrs Sora, the health chairperson had a flair 

in health, thus, she joined the health committee where she was the chairperson. The statement 

that teachers were free to choose sections where they had passion in agreed with that by Mrs 

Sora where she pointed out that the principal gave teachers the opportunity to lead in areas of 

their choice, be it in sports, health, subject areas or in the social welfare committee. The principal 

also indicated that teachers were free to participate in the different activities that took place at the 

school. She talked of the school having different committees that were led by different teachers, 

thus suggesting distributed leadership at the school.  

 

When I asked whether the principal offered leadership opportunities to teachers, Mrs Rega said: 

I think a leader who decentralises leadership is a good leader because if you hold 

on to power you will have a lot of problems. Sometimes you must decentralise 

power and you will discover that work is done much better than when you hold on 

to power. So, I think it is good leadership if a head sheds off power. I have seen it 

creating a lot of problems if a head holds on to power.  

 

Mrs Rega suggested that decentralising leadership to other members of staff is characteristic of 

good leadership. She regarded schools where the leaders regard themselves as the powerhouses 

as characterised by problems because all activities centre on the principal. This affects school 

processes since it is impossible to effectively run a school single-handed. It needs other helping 

hands; one person cannot be everywhere at the same time. The principal, Mrs Muzuwa also 

acknowledged that it was impossible for her to run all subcommittees, that would exhaust her 

and, in the end, fail to achieve anything. Mrs Sora pointed out that the practice by the principal to 

shed power to others helped to unlock talent in many teachers. This can be aligned to Mrs Rega’s 

statement where she said: Sometimes you must decentralise power and you will discover that 

work is done much better than when you hold on to power. This suggests the possibility of 

teachers effectively accomplishing their tasks when power is decentralised than when it is 

concentrated on one individual. Speaking about teachers and principals working together at 

school, Chan et al. (2019) advocate that when principals and teachers work together, the 

resultant effect is school improvement. 

 

When I further asked for clarification on whether the principal stretched leadership activities to 

other members she said, 

There are different committees here that are led by different teachers, which 

means the head shares some leadership activities with staff members. I lead the 
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Infants Department as the TIC, and the vice principal supervises grades three to 

five, so, I can say yes, she shares some leadership activities with us. 

 

She cited examples that depicted the stretching of instructional leadership activities to staff 

members. She mentioned the different committees at the school as suggesting that the principal 

distributed instructional leadership to other members.  

 

4.2.7 Class allocation at Matanga Primary School 

The allocation of teachers to public schools in Zimbabwe is done by the Ministry of Primary and 

Secondary Education, whereas the allocation of teachers to classes is done at the schools. 

Principals allocate teachers to classes as they see fit. In a response to a question on how she 

allocated classes to teachers at Matanga Primary School, Mrs Muzuwa said:  

First, I say, for example, who was taking grade one A last year. If it was Mrs 

Rega, I look at her strengths and weaknesses. If I see that she had a lot of 

weaknesses, I will then look for another teacher who can make up for those 

weaknesses in the following year. We have no policy to say you are in grade one 

you just proceed to grade two, no, you are in grade six, you just proceed to grade 

seven, no. We really sit down and look at the strengths and weaknesses of the 

teachers and we also look at the classes. That is the other reason why I go into the 

classrooms to teach. I want to see the performance of the classes. So, when 

allocating teachers to classes, I allocate appropriately, depending on the 

performance of the class and the teacher.  

 

The allocation of classes at Matanga Primary School was done after careful consideration of 

teachers’ performance. Mrs Muzuwa’s explanation suggested that only high performance was the 

route for teachers to proceed to the next grade with their classes, besides that the school had no 

policy for automatic progression. She pointed out that by teaching some lessons she was able to 

understand the performance of teachers. She, therefore, used the information when allocating 

classes to teachers. Mrs Sora concurred with the principal on how class allocation was done, she 

pointed out that the principal considered the pass rate of each class before allocating classes. She 

also pointed out that there was no guarantee that teachers would proceed to the next class with 

their classes. All this depended on how the principal perceived each teacher’s performance.  

 

When Mrs Muzuwa explained how the allocation of classes was done at her school, she pointed 

out that they sat down. I then asked what she meant by ‘We sit down’’ I wanted to know who 

these were. She pointed out that she meant the principal, the vice principal, and the TIC. She said 

it was this team that allocated classes since they knew of the teachers’ performance after having 
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supervised them. As stated by Mrs Muzuwa, class allocation was not done by a lone individual, 

it involved the administration team. The practice suggested the case of shared responsibility 

since the principal indicated the involvement of other members. I further questioned on the 

effectiveness of this strategy, and she said,  

Very effective, because if you were in grade six A and I say you are not 

proceeding to grade seven A, I will then pick another teacher. The next time you 

work hard because you want to proceed with your class and if you do not perform 

to my satisfaction, you will not proceed. If you were in grade one A and you 

wanted to proceed to grade two A, you will not go there unless you perform. 

 

Mrs Muzuwa was confident that the strategy she used to allocate classes was effective since only 

effective teachers had the opportunity to proceed to the next grade with their classes. It also 

served as an encouragement to other teachers to improve their performance. It appeared Mrs 

Muzuwa openly told teachers about their classroom performance, thus making it easier when 

allocating classes. This is an important instructional leadership practice that alerted teachers of 

their performance and Gumus and Bellibas (2016) regard this as an important instructional 

leadership practice. 

 

Teacher presentations on class allocations 

I had to find out how teachers felt about class allocation at their school, so I asked Mrs Sora, who 

responded saying: 

I was given a class to teach by the school head. The school head looks at the pass 

rates of each class, then allocates classes. There is no guarantee at this school 

that you will proceed to the next grade with your class. I once cried when I was 

given a different class when I thought I would proceed with my class. The head 

was never moved, she stood by her word.   

 

Contrary to what the principal said that the administration team sat down to allocate classes, Mrs 

Sora pointed out that she was given a class to teach by the school head, thus suggesting that the 

head did the allocation. She went on to explain that the principal allocated classes after a careful 

analysis of the pass rates of the school. The activity by the principal suggested an instructional 

leadership practice where the principal analysed the pass rates of the school first before 

allocating classes. Mrs Sora concurred with the principal on the aspect of no automatic 

progression at the school. The principal pointed out this when she said that it was not obvious 

that a teacher in grade one would automatically proceed to grade two with his/her class. 

Proceeding to the next class was dependent on the performance of the teachers as pointed out by 

the principal. Mrs Sora remembered vividly how she once cried because she had been denied 
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taking her class to the next grade when she thought she would proceed to the next grade with her 

class. The principal had other perceptions as she recalled. 

 

Teachers are an essential component of the educational system which can determine the overall 

performance of schools (Getahun et al., 2016). It is, therefore, important that they have a deep 

understanding of their learners’ interests and their styles of learning and what they teach 

(Sieberer-Nagler, 2016). Since teachers play a key role in the determination of quality 

instruction, it thus needs careful allocation of classes to teachers.  Niqab et al. (2014) advocate 

that the principal analyse personalities, strengths and weaknesses of their teachers and allocate 

classes accordingly. It is believed that teachers with active personalities perform actively in their 

roles (Alam, 2012), thus resulting in high pass rates among learners. 

 

The allocation of classes at Matanga Primary School appeared to be influenced much by the 

principal. This could be interpreted from the quote by Mr Muko when he said,  

That much is the head who just decides. No one can just come and say I want to 

teach such and such grade. In fact, it is the head and the administration that 

decides. The administration decides according to the results and other criteria I 

might not know. 

 

He began by pointing out that it was the head who allocated classes to teachers and that no 

teacher could declare that they wanted to teach this or that grade. It appeared that was the 

prerogative of the principal. This was also an indication of how class allocation was done at the 

school, decisions were made at the top. Mr Muko went on to say that it was the head and the 

administration team that allocated classes. The statement by Mr Muko might have been an 

indication of the amount of influence the principal had in the allocation of classes and her 

involvement in instructional activities. With the second statement where he talked about 

involving the administration team, this might suggest an afterthought that the principal shared the 

allocation of teachers with the vice principal and the TIC. This was likely since other teachers 

indicated that it was the principal who allocated classes. Mrs Sora pointed out that the principal 

considered the pass rates of each class then allocate classes to teachers. Mrs Rega, the TIC also 

indicated that it was the principal who allocated classes to teachers after considering their 

strengths. Though the principal talked of involving the vice principal and the TIC in class 

allocation it appeared she had the overall say on who was allocated to which class.  
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In the quote, Mr Muko indicated that the criteria for class allocation were class results and 

probably any other criteria that he might not have been aware of. Basing on the principal’s 

explanation, the allocation was based on pass rates and teachers’ performance at work. Since 

teachers are an essential component of the educational system (Olorunfemi, 2008), a careful 

determination of teachers’ strengths and weaknesses must be done before allocating them to 

classes.  

 

The principal indicated that she involved the TIC and the vice principal when allocating classes, 

Mrs Sora said it was the principal who allocated classes and Mr Muko appeared to have a mixed 

feeling as to whether other supervisors were involved. When I asked the TIC, Mrs Rega about 

class allocation she said,  

The head allocates classes. She looks at one’s strengths. I remember one year 

when there was this class and the head called me as the TIC and said, "Look at 

how this class  is performing in comparison to other classes, it is lagging behind.” 

She went on and said, “So we are giving teacher X this class.” When you know 

the performance of that class you would even be afraid of taking the class because 

you would be knowing that it is lagging. Sometimes she just uses her authority 

and ask you to take the class to help the learners. If we leave the learners with the 

same teacher, the teacher might be having problems. So, I discovered that it has 

helped the school a lot. But it is very unfair at times, especially to the one who 

would take the class that would be behind.  

 

Mrs Rega openly stated that it was the principal who allocated classes to teachers. When 

interviewing the principal, she indicated that she worked with the vice principal and the TIC in 

allocating classes. Mrs Rega’s statement indicated that the principal had the final say in the 

placements even though she might have asked for other supervisors’ contributions on teachers’ 

performance and placements as indicated by the TIC’s statement. The TIC also stated that the 

principal sometimes stamped her authority in allocating classes signifying that it was her who 

placed teachers. Despite this practice, the TIC regarded the method employed by the principal 

of placing teachers as effective since it helped improve performance at the school though it 

sounded unfair at times in cases where teachers were asked to take over classes that had poor 

results.  

 

Out of interest, I further asked how the TIC could say she did not participate in allocating 

classes, yet the principal asked for her comments about teachers. Her response indicated that 

she had a different perspective on class allocation. She responded saying,  
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Though I am not complaining of how classes are allocated, I would have liked a 

situation where we would sit down as supervisors and allocate classes as a team. 

While doing this, we would share our views about the performance of teachers.  

 

It appeared the TIC had a different view of allocating classes. Though the principal asked for her 

views about certain teachers concerning class allocation, her wish was to have sat down as 

supervisors and allocate classes. Since the principal had her own way of doing it, she appeared 

not to have any qualms about it. The response suggested that the principal was concerned more 

about the academic outcome of learners than teachers’ choice of classes to teach. Though some 

of the decisions might have been unpopular with teachers they produced fruits at the end.  

 

4.2.8 Closing the participants’ stories 

Mrs Muzuwa’s story suggests that she had an interest in high instructional performance. She 

aimed at maintaining the high pass rates despite external forces such as politicians and SDC 

members whom she regarded as entering the school leadership with their own agendas. 

Notwithstanding this, she was confident that the school remained one of the best schools in her 

district.  

 

The different instructional leadership activities that she carried out suggested that she was 

interested in distributing leadership to other members in the school. Her sentiment that if she was 

to do all the instructional activities at the school, she would end up exhausted, suggested her 

interest in distributing instructional leadership activities to other teachers. As parting words Mrs 

Muzuwa said: 

As I am reaching my retirement age, I think I have managed to make teachers at 

this school have ownership of programmes, to say, this is our school. If you 

remember, if you went to school some years ago, we used to have a poem where 

we would say, “This is our school, let peace dwell here.” So, I think each member 

can say this is our school and are accountable for the product that comes out of 

this School.  

 

She appeared happy with her achievements at the school as she neared retirement. She 

found solace in that teachers identified with the school as their own. 

 

Mrs Sora appeared to have learnt that to survive at Matanga Primary School one had to work 

hard. Though there were double sessions at Matanga Primary School which Mrs Sora said had 

reduced the conduciveness of the school, it appeared the school was still a good place to work at 

since they had instructional materials for use at their work. Even though she was sometimes 
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denied the opportunity to proceed to the next grade with her class, she still regarded the principal 

as a focused hard worker. She viewed the principal as an individual who was interested in hard 

work. Her perception about the principal was that she distributed leadership activities to other 

teachers.  

 

Mr Muko appeared very comfortable working at Matanga Primary School because of the school 

environment he regarded as conducive. He was not affected by the double sessions at the school 

and did not share his classroom with another teacher, this made the school environment 

conducive to him. Though he was not part of the team that created the school vision because he 

had not yet transferred to the school, his support of the school vision was through working hard 

to ensure that learners pass their exams. He viewed the principal as one who participated in 

instructional leadership activities since she involved herself in school activities such as providing 

instructional materials, supervising teachers, and allocating classes to teachers. This, therefore, 

indicated that the principal was an instructional leader. 

 

Since Mrs Rega was the TIC, she doubled up as a class teacher and a supervisor for the Infants 

Department. She superintended over teachers in her department, informed them of the level of 

their performance and staff developed them, thus displaying characteristics of instructional 

leadership. Since she also had a class to teach, it was not possible for her to visit all classes in her 

department every month to observe them teaching, thus displaying how busy her portfolio was. 

She applauded the principal’s enactment of distributed instructional leadership. She, however, 

had a different opinion on how she was involved as a supervisor in class allocation. Mrs Rega 

was a hard worker who led a department that the principal was proud of.  

 

Having presented the data collected from participants at Matanga Primary School, the following 

section presents data from participants at Bepura Primary school. 

 

4.3 REPORTS FROM BEPURA PRIMARY SCHOOL 

An overview of the school 

Bepura (pseudonym) Primary School is an urban council school that was established early 2015. 

It has classes that run from Early Childhood Development (ECD) A, ECD B then grade one to 

seven. The school is in a low-density area and has a durawall round the perimeter of the school. 

During the time of the visit in 2020, the total enrolment of learners was 2023 and there were 58 

teachers indicating that it is a big school. It was the biggest school among the three in my study. 
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The school had a track history of producing good results and because of this it attracted many 

learners. It was a popular school in the district. The District School’s Inspector recommended the 

school as a good place for me to carry out my study on distributed instructional leadership. Three 

teachers and the principal at this school participated in the study. These were Mr Shama, the 

principal, and three teachers, Mrs Ndaba, Mr Ngata, and Mrs Koni (all pseudonyms). The school 

was characterised by more female teachers than males.  

 

4.3.1 Background information of Bepura Primary School participants  

Mr Shama is an elderly man who has been in the service for many years. He is an experienced 

man who taught in different schools before being appointed to a vice principal post which he 

held for nine years. From a vice principal post, he was appointed to a principal post which he has 

held for over twenty years. He holds a Master of Education Degree as his highest qualification. 

He also has a Bachelor of Education degree in Educational Administration and a Certificate in 

Education with a speciality in primary school teaching.  

 

Mrs Ndaba is a vibrant seasoned teacher who taught grade seven at Bepura Primary School 

during the time of the visit. She is slightly over 50 years old and holds a degree in Education 

specialising in music. She had also studied with a local university for a master’s degree in music 

and was awaiting graduation. She showed liveliness when responding to questions. She has had 

an experience of over 25 years teaching in different primary schools. In addition to teaching, she 

also chaired the discipline and entertainment committees at the school. When she transferred to 

this school from another district, she was allocated grade four. She progressed with her class up 

to grade seven which she was teaching when I visited the school. It was her first year to teach 

grade seven and was confident of producing good results. Since the principal was very particular 

about who taught grades six and seven, her scheme books, record books, children’s work, and 

the orderliness in her classroom were proof of her hard work, no wonder why she managed to 

progress from grade four to seven with her class.  

 

Mr Ngata is a Physical Education specialist teacher who is slightly above forty years of age. He 

is a tall guy with an athletic body which matched quite well his area of expertise. One 

impediment I noted on him was that he had a challenge in hearing so much that I had to raise my 

voice when talking to him so that he could hear. This, however, did not affect our working 

progress. He holds a Diploma in Education with a speciality in Physical Education as his highest 
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qualification. He has a teaching experience of eight years with three of them having been 

obtained while at Bepura Primary School and the other five at another school he was posted to 

after graduating from college and before he transferred to his current school. He teaches Physical 

Education from grade one to grade seven. He was also the school’s soccer and athletics coach. 

 

Mrs Koni is a qualified primary school teacher who taught grade one during the time of my visit. 

She holds a Diploma in Education as her highest qualification. She did not hold a leadership post 

but was a committee member in the examinations committee. She has been teaching at Bepura 

Primary School for more than three years. She transferred to this school to be closer to her home 

which was a walkable distance away from the school.  

 

4.3.2 Visioning Bepura Primary School  

Allen et al. (2018) state that a school vision, “… outlines the school’s purpose and defines the 

context, goals, and aspirations that govern the institution.” Tian and Risku (2019) advocate that 

leadership works best when stretched to all members, and with the school principal sharing the 

school vision with other members. In line with this, Mombourquette (2017) advocates that 

clearly stated visions are a necessity in effective schools. This points at the importance of schools 

having visions, they spell out the purpose of a school, and when shared with all staff members 

makes school leadership effective.   

 

After observing clearly displayed vision and mission statements in the principal’s office, I was 

eager to know how these had been created. I thus asked Mr Shama, who responded with his 

focus directed at the displayed vision and mission statements on the office walls (See Appendix 

15 for the vision and mission statements). He said, 

We got input from committees, we have got teachers who are in committees, we 

got their input then we sat as a committee. The chairpersons of the committees 

represent the committees in the organogram so that is how we get input from 

stakeholders. We also got input from parents through the school development 

committee and from children through the prefects’ board. That is how we came up 

with the vision and mission statements. It is not like we take everything, but we 

take the salient issues guided by policy. 

 

Mr Shama’s response suggested the participation of other school members in the formulation of 

their school specific vision. By mentioning committees at the school, he indicated the 

involvement of teachers in the vision formulation process. He also indicated corroboration in the 

vision formulation process by committees, parents, through the School Development Committee 
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(SDC) and from learners through prefects. Mbera (2015) advocates that it is crucial for principals 

to collaborate with the school community in drafting and fusing the school vision into the 

structures and activities of the school since it informs members of what their schools must 

become. The practice of involving other members in vision formulation suggests a sharing of 

instructional leadership activities. Since vision formulation is an important instructional 

leadership activity, principals are expected by the Ministry to have visions for their schools. The 

Curriculum Framework for Primary and Secondary Education 2015-2022 stipulates that, 

principals are key actors in the process of teaching and learning, thus must cooperatively work 

with stakeholders and craft school visions that are aligned to the Ministry direction. It thus 

corresponds to Mr Shama’s statement that they were guided by Ministry policy as they crafted 

the school vision. 

 

When I probed about the policies that he referred to in his instructional leadership practice he 

said: 

We have policy guidelines that we refer to. (He stood up and withdrew a box file 

from among other files that were on a bookshelf). We have several policies among 

which is the Statutory Instrument 1 of 2000. It is the one we use because it has 

been drawn from the Education Act.  

 

The file had different circulars and policies. He referred to Statutory Instrument (SI)1 of 2000 as 

a policy he often referred to in the process of carrying out his duties. He was very confident 

when he was talking about the availability of the circulars he had. One thing I noted was that he 

had knowledge of the information in the SI of 2000 but had missed it when he said it was made 

from the Education Act. The SI of 2000 are regulations set by the Public Service Commission to 

regulate all civil servants in different ministries not necessarily Education Ministry only. Its 

broad topics cover appointment, performance appraisal and career mobility of civil servants, 

resignation, termination of employment and retirement, grading and salaries, disciplinary and 

grievance procedures. It covers personnel related issues. The instrument clearly outlines 

procedures that are followed in dealing with different matters. This might explain why Mr 

Shama was more interested in using this instrument in his instructional leadership practice. When 

I asked him about instructional matters since the SI of 2000 was related to the human element, it 

appeared he realised that he had missed the teaching and learning aspect then he said, 

Oooh yes, we have the administration handbook and the new curriculum 

framework, they guide us on what we teach in schools. We have different circulars 

from the Ministry as you can see in the file that we always refer to.  
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It appeared that Mr Shama’s focus was initially on leadership of teachers and not focused on the 

instruction aspect. The instruction role appeared to have latter rang a bell in his mind and he 

remembered the regulations he used as he performed instructional leadership activities. The 

handbook emphasised effective management and leadership of human and material resources 

and the provision of conducive working environments that improve teaching and learning in 

schools. The various circulars that were in files covered varied aspects pertaining to school 

leadership. 

 

Even though the principal had explained how the school vision was created, I had to find out 

what teachers had to say, I asked Mrs Ndaba who had this to say: 

We have a vision and mission statement from the Ministry and as a school, we 

also came up with our own vision and mission statements from that of the 

Ministry. It adds on, and points in the same direction as that of the Ministry. We 

asked ourselves on how we were going to attain the Ministry vision and mission 

as Bepura Primary School, so we formulated our own vision, mission, and 

objectives.  

 

Mrs Ndaba began by reiterating that the school had its own vision statement that was crafted out 

of the generic Ministry vision. The aim was to achieve the needs of the school and at the same 

time achieve the Ministry vision from which the school vision was crafted.  The quote “… we 

came up with our own vision …” suggests the participation by many in the exercise thereby 

portraying distributed leadership. To understand who the other people were, I asked Mrs Ndaba 

who explained as follows: 

The vision and mission statements were crafted by everyone because I remember 

when we started crafting it, everyone was involved, but however, there was a 

taskforce to guide people to keep on focusing on the vision of the Ministry so that 

we stand guided. So, there was a committee that worked with teachers and 

parents to come up with our vision and mission.   

 

The quote suggests an important instructional leadership strategy employed by the principal of 

involving teachers in crafting the school specific vision. Mrs Ndaba talked of every member 

being involved, thus suggesting a broad base of ideas that the task force could choose from to 

come up with a solid vision for the school. The creation of a taskforce by the principal enabled a 

few members to harness all the ideas from the broad base and came up with a concrete vision for 

the school. A collaborative exercise took place in this activity. This collaborative practice 

conformed to Spillane’s (2005) comment that principals cannot lead schools to greatness as lone 

individuals, they need the participation of other members. This also concurred with Mr Shama’s 

statement that the creation of the school vision was a result of a collaborative process between 
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teachers, parents, and the organogram, hence suggesting that a lone individual could not 

effectively produce a solid vision individually.  

 

When I asked Mr Ngata about the creation of the vision for Bepura Primary School, he indicated 

that he was not involved in the creation of the vision since he joined the school when it had 

already been set. I further asked whether he knew the vision of the school and he responded 

saying: 

I know about it. It is well displayed in the school office. Though I cannot recite it 

as it is but what I know is that it gives prominence to sport, culture, and quality 

education.  

 

The quote suggests that Mr Ngata knew that a school vision existed. He, however, could not 

recite it but gave excerpts of the vision. Since he was not part of the team that crafted the vision, 

I wanted to find out whether the vision was explained to him when he joined the school. There 

was no such induction found in the school records neither did Mr Ngata talk about it. I probed 

further to understand how new members got to know about the vision of the school. He said, 

In opening meetings, the principal encourages teachers to work towards 

achieving school goals. By so doing he said we will attain the vision of the school. 

The vision is displayed in the school office for us to read. So that’s how I came to 

know about it.    

 

Mr Ngata’s explanation suggested that he learnt about the school vision from opening meetings 

when the principal urged teachers to work hard to meet the school objectives which had 

emanated from the school vision. Since the school vision was displayed in the principal’s office, 

it was an opportunity for teachers in the likes of Mr Ngata to read the school vision when they 

got into the principal’s office. There was no mention of the principal explaining the vision to the 

new teachers, hence, to find out whether he understood the school vision, I probed further, and 

he responded saying, 

It means we must work very hard to achieve certain goals and targets that are set 

by the school. As a teacher, I feel that I need to respect the vision, because when 

we are talking about the vision, it is the target that we want to achieve. 

 

Mr Ngata was hesitant before he responded. It appeared the school vision to him meant hard 

work and the targets that teachers intended to achieve. His explanation suggested a lack of full 

understanding of what a vision is. There appeared to be lack of explanations by school principals 

of school visions to new teachers resulting in them having limited knowledge about the school 

vision. This was like Mrs Sora and Mr Muko’s stories from Matanga Primary School where the 

school vision was not explained to them with the principal focusing on pass rates. Dishena and 
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Mokoena (2016) emphasise the induction of new teachers as contributing to their professional 

development, this explains the need for principals to introduce school visions to new teachers to 

the schools. Mombourquette (2017) explains that school-based visions can be used to influence 

the learning practices of students, hence leaders need to ensure that all members of a school 

understand them.   

 

Since visions outline the purpose of schools (Allen et al., 2018), teachers must understand them 

if they are to work towards a common purpose. When Mrs Koni transferred to Bepura Primary 

School, the school vision had already been crafted. She was aware of the generic and school 

specific visions since they were clearly displayed in the school office. I, therefore, wanted to find 

out about her understanding of the vision. I asked her, and she said: A vision statement shows 

what the school wants to achieve in terms of learner performance. It appeared that she had 

limited knowledge about what a vision was nor what their school vision was. Her statement was 

aligned to objectives, thus suggesting a lack of full knowledge about a vision. I probed further to 

find out whether the principal explained to teachers about the school vision. Her response was,  

I learnt most of the school activities through other teachers and the TIC. From the 

TIC it was much on how to teach the little children. Not much was from the head 

except telling me of the starting and finishing times and to maintain the school’s 

performance standards.  

 

An interesting similarity struck here between the principal at Matanga and Bepura Primary 

Schools. It appeared they paid much attention to their schools’ pass rates to the extent of 

overlooking their vision statements, particularly when it came to new teachers to the schools. 

Mrs Koni’s quote reveals the principal’s major interest in the teachers’ work, the production of 

high pass rates.    

 

4.3.3 Supervision of teachers at Bepura Primary School  

Brandon et al. (2018:1) advocate that effective supervision of teachers is a practice that promotes 

teacher growth and quality teaching. It, therefore, entails that the idea behind educational leaders 

supervising teachers is instructional support that facilitates teaching and learning. Fessehatsion 

(2017) advocates that principals, as instructional leaders, must visit and work with teachers and 

learners in their classrooms to improve teaching and learning. In line with this, the Director’s 

Circular Minute Number 7 of 2003 made it mandatory for principals or their delegated persons to 

visit and observe teachers while teaching as part of the supervision process. This shows the 

importance of instructional supervision. Mr Shama, therefore, conformed to the dictates of the 
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circular where he supervised teachers. He stated this during a discussion of his instructional 

roles, he said,  

My role is to supervise teachers and advise them in the sense that sometimes I go 

out to class to supervise and if I think there is need for advice, then the advice 

would be given. If there is an adverse report or problem, I will demonstrate.  

 

Mr Shama confirmed that teacher supervision and giving advice were his roles as a principal. He 

talked of giving demonstration lessons in cases where he noticed low performance in teachers. 

This supervisory role is an important instructional leadership function that Manaseh (2016) says 

most principals do not prioritise. However, Jita (2010) emphasises that learning is improved 

when a school leader has an instructional focus and positioned closer to the classroom. It is, 

therefore, important for principals to enact this important instructional leadership activity in 

schools. Mrs Koni, an Infants teacher, also stressed the importance of principals enacting the 

instructional leadership role of supervising teachers and the effective use of learners’ time.  

 

I understood Mr Shama’s explanation that his main role was to supervise teachers and assign 

other members such as the TIC and the vice principal to supervise other teachers. I, therefore, 

asked how supervision of teachers was done to which he responded saying,   

Lesson observations are done by the school head, the deputy head, and the TIC. 

The TIC is responsible for the Infants Department. The deputy head and I, take 

care of grades three to seven. We use a supervisory instrument that was produced 

by the Ministry.  

 

There was a distribution of the supervision load at the school since all the three made class visits 

and observed teachers teaching. This was a display of shared responsibility between himself, the 

vice principal, and the TIC. Jita (2010) believes that learning is likely to be improved when a 

school leader has an instructional focus and positioned closer to the classroom, thus when the 

principal observed lessons, it is highly likely that he noted the successes and challenges the 

teachers faced and probably assist where there was need. The principal talked about a 

supervisory instrument they used at the school; this is a standard form that was produced by the 

Ministry for schools. It has sections that a supervisor completes in the process of lesson 

observation, as shown in Figure 4.2 below. 
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           Figure 4.2: Supervisory instrument used in lesson observations. (A page  

           from a participant’s narrative report) 

 

The form has different sections which include syllabus interpretation, written work, lesson 

presentation and recommendations. Supervisors fill in details according to what they would have 

observed during the class visits. When effectively completed, the form clearly indicates the level 

of performance of a teacher and the recommendations by the supervisor for improved 

performance.  

 

To find out more about lesson observations, I asked about the frequency of class visits to which 

he said, 

 Teachers come from college when they do not have experience. They start to 

 gather experience as they teach. For a beginning teacher and those with poor 

performance, there is a lot of supervision. For senior teachers sometimes we do 

not supervise, we just go there, sit, and observe how they teach and move out.  

 

New teachers and low performing teachers needed more support, thus the principal concentrated 

on these more than experienced teachers. The close monitoring of novice and low performing 

teachers concurred with Aunga and Masare’s (2017: 42) analysis that “… a newly hired person 
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requires more supervision than an experienced employee”. Mr Shama portrayed his knowledge 

of teachers, thus supervised accordingly. For seasoned teachers, the monitoring was not as close 

as for novice and low performing teachers. Mr Shama’s strategy of supervising teachers was like 

that by Mrs Muzuwa. She also concentrated more on novice and low performing teachers just 

like Mr Shama. This was evident when she said: The strategy that we use is, we look at our 

teachers, obviously there are some teachers who are new in the system and then there are some 

teachers who need some help one way or the other, so we concentrate on those ones. This 

strategy concurred with that of Mr Shama. This showed the principals’ enactment of instructional 

leadership.  

 

From the documents I analysed, I discovered that Mr Shama conformed to the dictates of the 

Ministry policy on class visits as stated in the Administration Handbook (1993: 20) that, “It is 

important that all teachers be visited with special emphasis on new teachers, probationers and 

unqualified teachers.” This suggested the reference to policy documents as he enacted the 

instructional leadership practice. It is a requirement, as stated in the Director’s Circular Minute 

Number 7 of 2003, that supervisors give feedback to teachers after lesson observation. To find 

out if there was conformity to this instructional leadership activity, I asked Mr Shama about 

when he gives feedback to teachers. He responded saying: 

Immediately after the lesson because if it takes time, you tend to forget or if you 

had written it down you might not remember exactly how the lesson went, but if it 

is immediately after then you can correct a few things and get feedback from the 

teacher also, like you could say, you left out so many record books. The teacher 

might say, they were there, you did not see them. So, it saves the supervisor and 

the teacher.  

 

Mr Shama’s response explains the importance of timely feedback as an important instructional 

leadership practice. He preferred giving immediate feedback to avoid forgetting some aspects or 

arguments with teachers concerning the supervision, thus rendering it more effective than 

feedback given after some time. The response indicated an enactment of instructional leadership 

through feedback activities. His response suggested that he conformed to the dictates of the 

Director’s Circular Minute Number 7 of 2003.  

Wairimu (2016) advocates that supervision improves teaching and learning through emphasising 

excellence on the quality of instruction hence, principals should discuss findings of lesson 

observations with teachers to help the teachers correct any deviancies in their work performance. 
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This emphasises the importance of supervision and feedback to teachers. This role by the 

principal is essential since it helps to improve the performance of schools (Alam et al., 2019).   

 

Teacher responses on teacher supervision  

When I asked Mrs Ndaba on how lesson observations were conducted at Bepura Primary School, 

she said: 

Twice a term for each teacher. For the lesson observation visits, he would 

produce narrative reports which indicate the performance of the class. What he 

(The head) does is, he comes to us, and we agree on the timetable on when he 

would visit us for the term. So, he has a term plan that states dates and classes he 

would visit but on whatever other day he can just come in and see what would be 

happening. 

 

Mrs Ndaba reported that the principal supervised teachers and observed them teaching, thus 

indicating the enactment of instructional leadership. She explained that the principal wrote 

narrative reports after observing a lesson. This concurred with what the principal said that his 

role was the supervision of teachers. From the supervision of the teachers, he wrote reports 

(Example, Figure 4.2). When I analysed the narrative report, I noted that it had six sections. 

Section A of the report was on the personal details of the teacher. The name of the teacher, date 

of joining service, length of service, the purpose of the visit by the supervisor, the subject(s) 

observed, and the topic taught during the lesson observation were indicated in this section. 

Section B was on institutional details which included the name of the school, the province and 

district of the school location and the responsible authority. Section C required information on 

the professional knowledge and understanding of the teacher. In this section information about 

the teacher’s academic and professional qualifications were required followed by their subject 

specialisation and any self-advancement the teacher would have done. The teacher’s ability to 

interpret the syllabus, the detail in the scheme book and lesson plans were assessed in this 

section. The aspect of records was also looked at in this section. After assessing the professional 

knowledge and understanding of a teacher in Section C, supervisors then focused on the 

teacher’s professional skills and attributes. Three aspects were considered in this section. Under 

teaching and learning, a teacher’s ability to teach, their ability to use a variety of teaching 

strategies, and the quantity of work they gave to learners, were assessed in this section. 

Supervisors also looked at the quality of marking in this subsection. In Section D, a teacher’s 

ability to organise and manage lessons was looked at. Here, supervisors focus on how teachers 

control and motivate their learners. Other teacher qualities supervised under this sub-section are 
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the teacher’s ability to communicate and to evaluate their own performance. Section E was 

concerned about a teacher’s professional values and work commitments. Aspects looked at in 

this section include how the teachers professionally developed themselves and whether teachers 

went an extra mile at their work for the benefit of learners. The final Section F was on 

conclusions and recommendations where the supervisors indicated the strengths and weaknesses 

of the teachers and made suggestions for improvement. The narrative report, in general, gave the 

overall outlook of the teachers. Mrs Ndaba’s statement on the production of a narrative report 

after lesson observation concurred with the principal’s statement that the supervisors used a 

supervision template from the Ministry to produce a report. The practice of teacher supervision 

at the school suggested the enactment of instructional leadership by the principal. 

 

Another important instructional leadership practice in the quote was the principal and teacher 

agreement of date and time of lesson observation. An element of collaboration was displayed by 

the practice. However, the principal was not restricted to the stated dates and times only since he 

could visit any class at any time to monitor teaching activities.  

 

Different explanations were noted on the aspect of feedback. Whereas the principal pointed out 

that he gave feedback just after the lesson, Mrs Ndaba indicated that feedback was normally 

received after a day or two. This was evident in her statement when she said,  

After observing a lesson, the principal would stand up, then say “Thank you mum 

for the lesson,” then he would leave the class. He would call me to discuss the 

lesson after a day or two when the narrative report is ready.  

 

The response indicated the use of a narrative report in giving feedback by the principal, thus 

resulting in him giving feedback after a day or two as stated by Mrs Ndaba, his supervisee. This 

resulted in the difference in when the principal said he gave feedback and when Mrs Ndaba said 

she received feedback. Mr Ngata, a physical education specialist at Bepura Primary School 

reiterated Mrs Ndaba’s statement that feedback was obtained after a day or two. Wairimu (2016) 

advocates for a discussion of findings of lesson observations by principals and teachers to map a 

way forward, thus indicating the importance of this instructional practice in the school.  

Mr Ngata concurred with the principal and Mrs Ndaba that the principal, the vice principal, and 

the TIC supervised teachers at the school. Mr Ngata was supervised by the principal along with 

the grade six and seven teachers. Mr Ngata indicated this when he answered the question on who 

carried out class supervision at the school. Mr Ngata was supervised by the school principal and 

as for the frequency of lesson observations, he said: 
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 I cannot say how often, but physically he used to do it three times per term. There 

 are some instances he (the head) says, I don’t even come to you direct, but I will 

be watching you from a distance. For an example, when I am training children in 

the ground he can watch from a distance. I asked why he does that, and he said, if 

I come to you, I will disturb you. So, I do my own observations and write what I 

see from a distance. I was also surprised to see a written report on what I was 

doing. I will then just submit my scheme-cum plans to him. He can watch for ten 

to fifteen minutes from a distance. So, on time I cannot say he comes at such and 

such times.  

 

The above quote appeared to suggest that the principal used different methods to supervise Mr 

Ngata, the Physical Education specialist. The principal either observed him from afar or was 

physically present in the sporting field. This was because of the nature of his job which enabled 

the supervisor to observe him from a distance. This explained why he commented that he could 

not say how often he was observed teaching by the principal. What he remembered was that in 

the past he was observed three times a term. Mr Ngata was informed by the principal that he 

could observe him from a distance to avoid disturbing his lessons. Mr Ngata pointed out that on 

one occasion he had to submit his documentation to the principal since he had observed him 

from afar and was compiling a report. Whereas Mrs Ndaba pointed out that teachers were 

normally observed twice a term, Mr Ngata pointed out that he was observed teaching three times 

a term. Though there was this difference in number, my main interest was on the fact that the 

principal practiced instructional leadership. Ampofo (2019: 12) states that, “Teachers are 

expected to regularly assess students with the aim of enhancing students’ performance, whereas 

school heads oversee the appropriate execution of teachers’ assigned responsibilities, which 

includes assessment of students”. It thus indicates the instructional leadership role that principals 

have in schools. Hence, having Mrs Ndaba saying twice and Mr Ngata thrice indicated that the 

principal supervised teachers, thus enacting instructional leadership. Mr Ngata’s quote pointed at 

different supervisory approaches that the principal used. In addition to getting into the classroom 

and sit as indicated by Mrs Ndaba, the principal could observe a class from afar, or make a pass-

through visit, thus increasing his visibility in the school. Observation from afar was possible for 

Mr Ngata who taught Physical Education in the sporting field.  

On when he got feedback after lesson observation, Mr Ngata explained the positive feedback he 

obtained from the principal after his school athletics team won cluster and zonal competitions 

and after being observed teaching. His explanation was as follows:   

 When we went for athletics competitions at cluster level in the first term, almost 

 90% of our children did well and the head said, I thought you were not serious. 

 From cluster competitions we went for zonal competitions and my students won. 
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 The school head saw me training kids for zonal competitions and when we won, 

 he believed in what I did, and he said I now understand what you do, I will not 

 disturb you. He also told others that how the children had performed was 

 wonderful. So that is the feedback he gave after seeing children winning in 

 competitions. When he comes to observe a lesson, he normally gives me feedback 

 report after a day or two.  

   

An important instructional leadership practice by the school head was acknowledging teacher 

efforts. The principal acknowledged the good performance by Mr Ngata’s team in competitions 

by positively commenting about the team in the presence of other teachers. Feedback after lesson 

observations by the principal where he visited the class was received after a day or two. Mr 

Ngata concurred with Mrs Ndaba on how they received feedback from their supervisor. They all 

pointed out that the principal discussed the narrative report with the concerned teachers. A 

crucial aspect was the practice of supervision and giving feedback. 

 

Manaseh (2016) argues that observing teachers delivering lessons informs principals of the 

strengths and weaknesses of teachers. Since lesson observation is one way of supervising 

teachers, I asked Mrs Koni, a grade one teacher on how lesson observations were conducted in 

the Infants Department. She responded saying,  

 They are conducted monthly. We are observed by the TIC, grades three to five  

 by the deputy head and grades six to seven by the head. 

 

Mrs Koni pointed out that lesson observations were conducted monthly in the Infants 

Department. The Infants Department was made up of the Early Childhood Development A (ECD 

A) classes, the Early Childhood Development B (ECD B) classes, then grades one and two. The 

ECD A are the youngest group (5 – 6 years old) in the school. After a year they progress to ECD 

B, a stage at which they prepare for grade one. From ECD B, a student enters grade one. This 

department was led by a TIC who was appointed by the school principal. As pointed out by Mrs 

Koni, the TIC supervised all teachers who were in the Infants Department. There appeared to be 

a distribution of the supervision load since the principal, the vice principal and the TIC shared 

the grades they supervised at the school. There appeared to be a shared responsibility among the 

supervisory team, thus suggesting a distribution of instructional leadership activities. The 

supervision of grades six and seven by the principal suggests his focus on the pass rate of the 

school. Mrs Ndaba, a grade seven teacher also indicated that she was supervised by the principal, 

thus aligning this to Mrs Koni’s statement that the principal supervised grades six and seven. I 

asked about feedback from their supervisor after lesson observations and she said,  
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 After a lesson she leaves the class, well after saying thank you to the children 

 and me. She will then come back after lessons when children have gone home 

 then we discuss the lesson. She highlights main areas she thinks I did well and 

 those that she thinks I need to improve. She also makes suggestions on how I 

 can improve my lessons.  

 

Feedback after lesson observation by the TIC was prompt since she discussed her observations 

the very day of observations with the teacher concerned. The quote suggests that she did not take 

learners’ time discussing the lesson during teaching time. She waited for the teacher to finish off 

her work and when learners had gone home, she then went to the teacher’s class to discuss her 

observations. This action by the TIC was an important instructional leadership practice in the 

school where she protected learners’ time. The phrase. “… then we discuss the lesson …” by 

Mrs Koni suggested that there was interaction between the TIC and the teacher in the context of 

their environment. The deliberations were for the improvement of teachers’ instructional 

performance. In a narrative report I analysed, I was interested in Section F of the narrative report 

which was on conclusion and recommendations. It was here that the TIC recommended 

strategies for improved instruction. Four subsections fall within Section F, these are the 

Strengths, Areas for improvement, Challenges and Recommendations. Under the strengths 

section, the following was written: The teacher has scheme-cum planned all subjects; The 

teacher monitored learners’ work when they were writing; Record books were neatly covered; 

On the areas for improvement section, the following comments were written: The teacher needs 

to improve the class learning centres. The teacher needs to discourage chorus answers. On the 

challenges section, it was written: High teacher-pupil ratio; torn textbooks. The 

recommendations made were as follows: The teacher is encouraged to keep up the good work 

observed and work to improve on the areas of weakness. The purpose of the visit was to observe 

the teacher teaching a science lesson and make recommendations. This section summarised what 

the teacher did well, areas that needed attention and the suggestions for improvement. Of interest 

to me was the fact that the TIC, as part of the supervisory team gave feedback early to teachers. 

This suggests effective instructional leadership on the part of the TIC since feedback was given 

while they still remembered all facts about the lesson. 

  

4.3.4 Wishing for a conducive working environment 

Martin (2018) advocates that, effective instructional leaders create school environments that 

support teaching and learning. Hence, Seong et al. (2015) encourage principals to create 

conducive working environments for improved teaching and learning. This points at the 
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importance of principals setting positive climates in schools. In response to my question on 

whether the school environment was conducive for effective delivery of instruction by teachers 

Mr Shama said: 

You want to make the best of your environment as a person because that is where 

we spend most of our time. The working conditions are okay. We start school at 

0745 hours and knock off at 1530 hours. So, that is one of the things that we think 

teachers like. We provide lunch to teachers. We try to make sure that teachers feel 

comfortable. We also have a photocopier and risograph which teachers use to run 

homework for their students. We do not appreciate our teachers’ writing 

homework on the board. We insist on teachers giving homework to their students.   

 

Mr Shama cited the various efforts that the school did to make the instructional environment 

conducive to teachers. He acknowledged that teachers spend most of their time at school, hence 

the effort to make them conducive. The practice of breaking early from work and the provision 

of lunch to staff members were efforts to make the working environment attractive. To make the 

teachers’ work lighter, the school bought machines which teachers used to prepare learners’ 

study materials. Since the school had a culture of giving homework to learners the use of the 

machines made the teachers’ work lighter, hence making the school conducive. Whereas Mr 

Shama talked about the school being conducive because of the resources provided to teachers, at 

Matanga Primary School there was a different story, the issue of double sessions affected the 

working tone in the school, as pointed out by Mrs Muzuwa.   

 

Mr Shama indicated that he had forgotten to tell me one of his achievements and something very 

important to teachers, the reduction of teaching loads. He explained this saying,  

 Another thing is the lowering of teaching loads. We have specialist teachers 

 here, for Computers, Physical Education, Music, and Agriculture. So, out of 

 the ten expected learning areas, our teachers teach six so the load would be 

 lighter. In other schools the teachers teach ten learning areas. 

 

The lowering of the teaching load for teachers was an important instructional leadership practice 

found at Bepura Primary School. This was well appreciated by teachers as it reduced the 

teaching load. Mrs Ndaba also pointed out that the presence of specialist teachers had greatly 

helped by reducing the teaching load, thus making the school environment conducive. It meant 

teachers concentrated on a few learning areas since Computers, Physical Education, Music, and 

Agriculture were taught by specialist teachers. Ni (2017) commends the practice of reducing 

teaching loads in schools saying it allows active teacher engagement and commitment to their 

work.  
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I further probed on how he managed to have the specialist teachers when other schools did not 

have them. He responded saying, 

 These subjects are normally not taught well or not taught at all in schools by 

 teachers that are not specialist teachers. So, with the introduction of the new 

curriculum, the subjects are being examinable, so I applied to the Ministry for the 

specialist teachers through the responsible authority and here we are, we have the 

teachers.  

 

As an experienced teacher and principal, Mr Shama displayed his experience of situations in 

schools. The experience could have prompted him to apply for specialist teachers to teach 

subjects that were often neglected by ordinary teachers. His actions displayed the enactment of 

instructional leadership.    

 

Teacher responses 

I asked Mrs Ndaba about the conduciveness of the teaching and learning environment at Bepura 

Primary School, and she said:  

It could be better given the aspect that we, as teachers, are coming from different 

scenarios. I have been teaching for 27 years and have benefited some good things 

that education normally had. We have youngsters who have come out to join this 

service when things are not that well, but we have tasted the good pudding before, 

we have hope of things getting better and we have passion because we have come 

this far. I am nearing retirement, I do not want to spoil our sheets, but these 

youngsters we need them to have the same zeal and everything, but it is not easy 

because people have various difficulties. Generally, our environment is ok.  

 

Mrs Ndaba’s great worry was the lack of passion for teaching that was displayed by the new 

breed of young teachers. She perceived the young teachers as lacking the zeal to teach when 

compared to her generation which joined teaching because of their passion in teaching. Her 

perception about teaching was congruent to Erdamar and Demirel’s (2016) view that teaching 

was a profession that people should choose out of passion and not out of coincidence or duty. 

She blamed the economic situation of the country for causing anxiety among the young teachers 

leading them to having no passion in their job. As an old guard nearing retirement, her wish was 

for the country’s economy to improve, the idea being that this would improve the attitude of the 

young teachers towards the teaching profession. Besides her worry about the attitudes of young 

teachers, she regarded the school environment as conducive. When I further asked about what 

made the school conducive, she said, 

 Our work was made easier when the school purchased a heavy-duty 

 photocopier, we prepare our work and photocopy for learners. We have 

 specialist teachers for Computer Education, Physical Education, Music, and 
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Agriculture. These reduced teaching loads for us, thus leaving us with six out of 

ten subjects.  

 

The provision of a photocopier at the school was a great development for teachers since it made 

work lighter for them. Mrs Ndaba had reams of bond paper in her storeroom which she used in 

preparing learning materials for her class. For teaching purposes, she would prepare one 

learning article then photocopy to have enough for all learners in her class. The photocopier 

was in the staff room where it was easily accessible to all teachers. She made booklets with 

revision questions and homework activities for each subject for her class. This provision made 

the working environment conducive for Mrs Ndaba. Another aspect that made the working 

environment conducive was a reduced teaching load since other subjects were taught by 

specialist teachers. This was a welcome development since it left her with six subjects to teach 

instead of ten. It, therefore, meant that she concentrated on fewer subjects. Ahmad et al. (2017) 

comment that when schools have conducive environments, it enhances the performance and 

comfort among teachers and learners.   

 

In addition to materials and reduced teaching loads that contributed to making the school 

environment conducive, Mrs Ndaba, further narrated the leadership practice by the principal and 

vice principal as having contributed to the improved working environment and the high 

instructional performance at Bepura Primary School. I noted this when she said,  

 The head and the deputy head are liberal. They give way to teachers to explore. 

 We dismiss late, we leave the school at 6pm and we can come as early as 6am. 

 No-one says why are you still here. We have Internet where we can do our 

research. As grade seven, you know some children do research, so you must 

 be on your toes with your information.     

 

The above quote portrays the principal and the vice principal as professional people who allowed 

teachers to explore to acquire new knowledge and move with time. This was confirmed by the 

availability of Internet facility at the school which enabled teachers to research for current 

information. With the introduction of the new curriculum, this facility was very handy to 

teachers. Since she taught grade seven, the Internet facility enabled her to search for current 

information for her class. Since teachers could explore, they had the freedom to arrive early or 

stay behind for some time surfing the Internet. The provision of the Internet facility indicated the 

principal’s interest in improved instructional performance at the school. Chukwueze (2021) 

emphasises that teachers are the interface in the spread of knowledge, they, therefore, must have 

appropriate skills if learners under them are to improve their academic performance.  
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I was interested in knowing how work relations were at the school in relation to the work 

environment, so, I asked Mrs Ndaba who said: 

It is all well. It is a family relationship. If one has problems, we distribute the 

children to other classes and teach them. We have teacher representatives who 

see that every teacher is present and if not there to find out why. If someone gets 

sick or there is a funeral, we can distribute the children and teach them.  

 

Mrs Ndaba described the work relations at Bepura Primary School as cordial with teachers 

working as a family unit. Her description of the school relations suggested a culture of 

togetherness. There was composure at the school during my visits and I did not witness any 

disturbing situations. If a teacher was absent, learners were shared among the other classes and 

taught just like the other learners. She pointed out that there were teacher representatives who 

had the task of seeing that all teachers were present and if not, they would find out why. I learnt 

that the teacher representatives were members of the social welfare committee at the school. By 

finding out why a teacher was absent, the reason was to find out if social challenges had not 

affected a teacher, in which case they were supposed to assist. These focused on the welfare of 

teachers at the school such as when a teacher fell sick, the social welfare committee arranged for 

assistance to the teacher. Mrs Koni, an Infants teacher, also described the school relations as 

good, she cited teacher collaboration as the basis. A sharing of knowledge and skills on 

instructional matters appeared to exist among the teachers suggesting a conducive working 

environment. 

 

When I asked Mr Ngata about how the working environment was, he said,  

As a comparison, when I was at Kesi, we worked as a family, that is, one school 

not because the head said it. Maybe it was the head who made the environment 

conducive. The learners followed instructions from other teachers. It’s unlike at 

this school. It is a big challenge. If you get to grade seven classes and say you 

need grade sevens here because the teacher is absent, they will not follow you. 

Even if you went to the ground to do physical education exercises, they would ask 

for permission from their teacher first. I have a challenge there which must be 

corrected.  

 

Mr Ngata responded by giving a comparison of his previous school to the current one. It 

appeared a family like close unit at his previous school, Kesi, did not exist at the current school. 

The crux of the matter was a clash of interests particularly between Mr Ngata and the grade 

seven teachers. His complaint was that grade seven classes looked down upon Physical 

Education and were reluctant to attend his lessons with preference given to examinable subjects. 

Whereas grade seven classes were more concerned with high pass rates, Mr Ngata was 
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concerned with his Physical Education lessons and winning in sporting competitions. Hence, by 

not releasing learners for sporting competitions caused anguish in Mr Ngata, though the 

curriculum framework 2015 - 2022 gave equal credence to all subjects, practically some subjects 

appeared to be given little attention by teachers in schools such as what was happening at Bepura 

Primary School. The unfortunate thing for Mr Ngata was that the principal was so concerned 

with maintaining the high pass rate of the school that one could see that though sporting 

activities were crucial these were given second preference to pass rates. This could be deciphered 

when the principal said, 

 Our challenge is from where we are coming from. When the school started in 

 2015, it started by recording a 91% pass rate. So, when teachers are teaching, 

 they would be focusing on the 91%, they put most of their effort on the pass rate 

 to the extent that it kills other aspects of the curriculum such as co-curriculum. 

 However, our specialist teachers, like in Physical Education, take over sporting 

 activities, music teachers, take over Music Education that is on co-curriculum 

activities, but most of the effort is geared on the pass rate.  

 

This was the principal’s acknowledgement of the need for high pass rates by the school more 

than anything else. His remark that teachers focused on the 91% pass rate to the extent of 

affecting co-curriculum activities indicated the principal’s instructional leadership interest. It 

confirmed Mr Ngata’s plight that his area was being given second preference. Through my 

prolonged stay at the school, I observed that teachers’ attitudes to sporting activities had 

improved as teachers started developing an interest in sports. I saw some teachers visiting the 

playing field during training sessions by Mr Ngata’s team. This was an improvement since it was 

not characteristic of the teachers to go to the sporting field. This also suggested an improvement 

to the working environment for Mr Ngata.  

 

When I asked about teacher relations at Bepura Primary School, Mr Ngata said: 

What happens is that at each grade level there is unity among the teachers. They 

scheme together so that in the absence of one of them, they will attend to the other 

class or divide the class among other classes, they will be at the same level. Also, 

there is no competition where teachers say ‘I want my class only to pass’. They 

work together and share ideas. 

 

Mr Ngata saw a unity of purpose among teachers at Bepura Primary School through 

collaborative scheming at grade level. This unity enabled teachers to scheme and plan similar 

topics. It appeared to be a tentative measure to alleviate the problem of teachers teaching 

different topics at each grade level in a term. That problem could be encountered when teaching 

a class whose teachers would be away from school. The practice of shared scheming is an 
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essential component of school life that features conspicuously in the principal’s efforts to 

transform instruction (Spillane, 2006). It is, thus an important leadership activity that improved 

working relationships.  

 

I also asked for Mrs Koni’s views concerning the school environment at Bepura Primary School. 

She responded saying, 

 It is free. Our leaders are like parents to us. Even if I am at home, I would wish 

 I were at work because they are not autocratic. The working environment is good. 

 You are free when at work. We are not scared to go to the head or the deputy 

head and tell them when I am not feeling well. They are good leaders.  

  

Her view of the school environment was that it was free and conducive. She viewed the school 

leaders as having a parental attitude towards teachers, so much that teachers did not hesitate to 

approach the leaders to express their concerns. Such an instructional leadership practice where 

the school has a positive working environment enhances teaching and learning (Mestry, 2017). 

Mrs Koni’s perception about the school concurred with that of Mrs Ndaba, the grade seven 

teacher who also perceived the school’s working environment as conducive. By having a 

conducive environment at the school showed the principal’s conformity to the dictates of the 

curriculum framework 2015 – 2022 which emphasised that principals had to provide positive 

teaching and learning environments in schools.    

 

When I asked about working relations at the school, Mrs Koni said: 

They are good. I can give an example of our Infants Department. Grade threes 

and fours seek assistance for their learners with reading or handwriting problems 

from the Infants Department. We can take the learners for two hours then they 

return to their classes. When making class displays some teachers may be good at 

drawing, we ask them for assistance such as in drawing the hydrological cycle. 

People help each other. When some teachers have gone, say for a workshop, we 

take over their children and teach them.  

 

Mrs Koni regarded work relations among teachers as cordial. She gave an example to qualify her 

perception. She pointed out that grade three and four teachers sometimes sought assistance from 

the Infants teachers when they encountered reading and handwriting challenges among learners 

and were readily assisted. She also pointed out that they were also assisted by those teachers who 

were competent in making teaching and learning aids, especially where it involved drawing of 

pictures. Mrs Ndaba agreed with Mrs Koni that a family like environment existed at the school. 

She also concurred with Mrs Koni on the distribution of learners to other teachers when their 
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class teachers were absent. Such a culture at a school suggested that teachers were at each other’s 

service. It is also a signal of effective leadership where the leader promotes healthy working 

relations among teachers.  

 

There was an agreement among the teachers that work relations at Bepura Primary School were 

cordial, hence contributing to effective teaching and learning. Concerning the aspect of the 

working environment at the school, the teachers at Bepura Primary School regarded their work 

environment as conducive thus showing a similarity to teachers at Matanga Primary School who 

were not involved in double sessions. Those affected by double sessions were not very happy 

about the arrangement hence regarded their school environment as not very conducive.   

 

4.3.5 Staff development at Bepura Primary School 

The School Administration Handbook (1993) encourages school principals to staff develop or to 

decide for teachers to be staff developed. I, therefore, asked whether Mr Shama staff developed 

or decided for teachers to be staff developed at Bepura Primary School. His response was that he 

staff developed his teachers. I further asked how they came up with the activities for staff 

development to which he said,  

It comes from the heads of committees and in addition from the administration 

team depending on issues to be addressed. If it is feedback of information from 

workshops that we would have attended, that session would be from the 

administration team. If there are teachers who would have attended workshops 

other than us, then staff development would come from those who would have 

gone for the workshops.  

 

A collaboration existed between committees and the administration team in coming up with staff 

development activities at the school. Committees had opportunities to contribute topics through 

committee leaders and in addition, teachers had the opportunity to staff develop others. The 

practice portrayed the principal’s interest in distributing instructional leadership. By having the 

administration team staff developing teachers indicated the enactment of instructional leadership 

at the school. The aspect of having feedback sessions from workshops attended outside the 

school suggested that the principal was a leader who kept teachers updated with current 

information. Beverborg et al. (2015) advocate that staff developing teachers improved their 

instructional practice and ultimately learner performance. This, therefore, points at the focus the 

principal had towards the staff development of teachers at Bepura Primary School and the 

subsequent benefit this had on learners.  
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When I asked about the frequency at which the staff development activities were held at the 

school, he said: 

Nowadays, there are a lot of new things that we are doing so we do not have a 

clear-cut calendar for workshops, but we have many. The last staff development 

meetings we had were on the teaching of Physical Education and content 

reviewing of a new Shona textbook to find its suitability with the curriculum. 

Syllabus interpretation is one of the things we constantly look at because we want 

teachers to teach using syllabuses not textbooks. I usually do not facilitate, but if 

need arises, I will participate and advise accordingly. This is to staff develop 

juniors so that they have confidence in presenting. 

 

Though a calendar of staff development activities was not available, records showed that two 

workshops had been held in the previous term. The frequency of workshops was also highlighted 

by Mrs Ndaba who pointed out that the school normally had one or two workshops a term. It 

emerged in the interview that teachers also facilitated in staff development activities while the 

principal joined as a participant. This was meant to develop teachers for leadership positions. 

This practice indicated the principals’ willingness to distribute leadership and to nurture teachers 

as they engage in leadership activities.  

  

The records of the workshops indicated that all staff members attended the staff development 

meetings and that they were successful. One workshop that was held during my visits to the 

school was on COVID-19 awareness which was facilitated by the health master and the 

principal. These two had attended a workshop outside the school, thus they were in turn staff 

developing others. An important leadership activity was the involvement of a teacher in staff 

developing others. The principal showed interest in sharing leadership tasks with staff members.  

 

To find out about teachers’ views I began by asking Mrs Ndaba about opportunities for staff 

development at the school and she said:  

Normally, once, or twice a term, we have some workshops in the school. We have 

people  who go for workshops and when they come back, they give us feedback. At 

times we are given the honour to come up with some topics for workshops from 

what we would have observed from our teaching and say this needs staff 

development. The deputy head then draws up a programme for the whole year. At 

times certain issues crop up. These may overshadow whatever would have been 

planned because of their importance, so, we  attend to those first. 

 

The quote indicates that staff development activities took place at Bepura Primary School. It 

indicated the principal’s conformity to the Ministry’s Administration Handbook (1993) which 

instructs school principals to promote staff development activities in the schools. It also indicated 
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the principal’s enactment of instructional leadership in the school. She also pointed out that 

feedback meetings were conducted at the school where teachers were apprised of experiences 

obtained by those who would have attended meetings or workshops outside the school. These 

served to inform members of new developments in the education system. The practice of having 

feedback meetings portrayed the enactment of distributed leadership since the teachers who 

would have attended the outside school workshops would staff develop others. Instead of 

reporting back to the principal only, the feedback meetings were also held with teachers, with 

those who attended the outside meetings or workshops leading the process, thus indicating 

distributed instructional leadership.  

  

The indication that teachers had the opportunity to contribute topics for staff development 

suggested distributed leadership. It signalled the principal’s desire to involve teachers in 

highlighting problems that teachers encountered at their work. Rather it appears that the principal 

enabled teachers to present their challenges on their own. The suggested topics for staff 

development were later consolidated into one document that outlined the training programme for 

the whole year. This, she indicated, was not cast in stone since some important events could crop 

up that could overtake the lined-up staff development programme. An example that I noted was 

the school-based workshop on COVID-19 awareness. It was not among the topics listed for staff 

development, but due to its seriousness it was given first preference. The ability to make 

judgements by the principal on what to give first preference as indicated by the COVID-19 

workshop signalled effective leaders bound on promoting the growth of schools. The frequency 

with which staff development activities were conducted at the school was also upheld by Mr 

Ngata. His response corresponded to that of Mrs Ndaba that workshops at the school were 

conducted once or twice a term.  

 

I was also interested to hear Mr Ngata’s views about staff development at their school. Here is 

how he responded,  

One or two workshops are done at the school and at times we have teachers 

reporting back on workshops they would have attended. As for sport, I attended 

various meetings outside the school on the teaching of Physical Education, 

coaching clinics for soccer, athletics, and meetings for sports organisers, so I 

attend several sports workshops where I learn different activities about Physical 

Education and Sport. 
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Mr Ngata’s response indicated that staff development took place at the school. Report back 

meetings were also held at the school as indicated by Mr Ngata, thus showing the principal’s 

enactment of instructional leadership. With the school’s practice that teachers gave feedback of 

meetings and or workshops they would have attended outside the school suggested the principals 

interest in sharing knowledge.      

 

Mr Ngata showed his passion for Physical Education and sporting activities through citing 

examples of his area of expertise and the staff development he went through. It appeared there 

was much activity in the sporting area in terms of meetings and workshops. These appeared 

effective since Mr Ngata acknowledged having benefited from them. There was a concurrence 

on the frequency with which staff development workshops were conducted at the school between 

Mrs Ndaba, Mr Ngata, and the information in the minute books. I experienced one which was on 

COVID-19 awareness that was conducted at the school. Such practice indicated the principal’s 

enactment of instructional leadership at the school.  

 

Though Mr Ngata had challenges with teachers’ reluctance to release learners for Physical 

Education lessons and sporting activities when he wanted them, he had developed a positive 

attitude towards the school principal concerning staff development. He indicated this when he 

said,  

 He (The principal) is very supportive and wants me to go far with sport. If I say I  

 want to attend a coaching clinic outside the school, he supports it.  

 

Mr Ngata acknowledged the support he got from the principal in relation to staff development. 

He pointed out that the principal supported his efforts for staff development. It could have been 

that the principal saw the potential in him to develop to greater heights in sport, thus the support 

for him to attend workshops outside the school. Through my prolonged stay at the school, I 

learnt that in the 2019 athletics competitions, the school had twenty athletes who went for the 

provincial competitions and the same year his soccer team ended up at provincial level. This 

achievement could have been the reason for an improved perception of him by other teachers and 

the principal. Mr Ngata’s indication of the principal’s support for teachers was echoed by Mrs 

Ndaba who said, 

 He (The principal) has a lot on his hands. Here and there he comes in for five 

 or so minutes to see whether we will be working. He supports us. The school 

 is big, it is three schools in one.  
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Mrs Ndaba’s statement indicated that Bepura Primary School was a big school resulting in the 

principal having a busy schedule. However, despite that he supported teachers. This was a 

confirmation of Mr Ngata’s statement that the principal supported him when he wanted to attend 

workshops outside the school.   

 

Mrs Koni had this to say in relation to staff development at Bepura Primary School, 

We staff develop each other as Infants teachers and as Junior teachers then 

another week we may meet as both Infants and Junior teachers with a topic that is 

important to the two groups. Someone would present then we discuss. We learn a 

lot from the staff development activities. 

 

A practice of targeted staff development was highlighted in the quote, where the Infants 

Department and the Junior Department held separate staff development sessions and a combined 

session only when there was a common agenda. This was an effective staff development practice 

since only concerned people attended the training sessions. The records of the staff development 

activities I analysed showed more recordings of targeted staff development than those meant for 

the whole school. When probed on why there were more recordings of staff development 

activities in the Infants Department when compared to the Junior Department, Mrs Koni 

responded saying, 

 The little ones need careful handling, especially the ECD A class who are starting 

 school for the first time. As the Infants Department that’s where we introduce 

 reading and writing and if a child fails to master at this stage, they will face

 challenges at grade three level. So, we have various staff development workshops 

 in the department to conscientise each other on the best ways of handling the little 

 ones. 

 

The explanation indicated the critical attention needed by the children in the Infants Department. 

So, to always remain effective to the department, varied staff development activities were held. It 

meant that more attention was needed for the children in the Infants Department when compared 

to those in the Junior Department. This explained why I noticed more records of staff 

development activities from the Infants Department than from the Juniors. 

 

An important thing I noted about the targeted staff development activities was the prevalence of 

distributed instructional leadership. By staff developing each other in the departments signalled 

shared leadership. Authority was given to teacher leaders in the departments by the principal, 

hence the trainings. With a record number of 58 teachers, the school was big. No wonder why 

Mrs Ndaba said the school was “… three schools in one,” in relation to its size. It stands to 
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reason that for effective teacher development, and because of the size of the school, the principal 

had to distribute leadership to other staff members. Bellibas and Liu (2017) advocate that it is 

characteristic of instructional leaders to avail opportunities to teachers for continued professional 

development, thus I can label the principal at Bepura Primary School an instructional leader who 

supported the staff development of teachers and by so doing conformed to the dictates of 

Ministry Administration Handbook (1993) (see under the topic staff development in Figure 4.3 

below). 

                 
 

Figure 4.3: A page from a Ministry document emphasising staff development 

 

4.3.6 Opportunities for leadership  

Spillane (2005) points out that principals do not lead schools to greater heights as lone 

individuals, but that various individuals are involved. In line with this, Spillane (2009) states that 

staff members are seen to play central roles in the workday of the principal as they takeover 

some responsibilities to some activities done at the school, thus indicating the involvement of 

other staff members in instructional leadership activities at the school. To find out whether the 

principal made available leadership opportunities for teachers at Bepura Primary School, I asked 

Mr Shama who, after a pause said: 

We do because leadership is not only about leading teachers. It also involves 

leading children in various disciplines. We have got co-curricular disciplines 
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where teachers are in charge, so yes, we do. As I have said we have chairpersons 

in different committees, so leadership positions exist for teachers.   

 

The principal’s perception of leadership appeared to have been, a leader is a leader irrespective 

of leading teachers or learners. The principal indicated that leadership opportunities existed in 

the school since teachers led different co-curriculum activities, thus suggesting distributed 

leadership. He reiterated the existence of committees, thus suggesting leadership opportunities 

for the teachers in the school.  

 

When I asked how teachers were allocated to the leadership positions he said,  

 We assign based on the teachers’ flair, those that are keen in health, catering, 

 sport, gymnastics, chess, girl guides, we assign them to those. As for committees, 

 teachers choose areas they are interested in then others join them. We have 

 the examinations committee, subject committees, welfare committee, sports 

 committee, and the catering committee. 

   

Co-curricular activities pointed out by the principal were made up of different categories led by 

different teachers, thus providing teachers with opportunities to lead. The teachers’ interest in a 

discipline took centre stage in deciding an area they were allocated to. It thus showed that 

teachers were not just allocated to a discipline, it appeared the teachers had to display interest in 

the areas first then be allocated to a discipline. As for committees, teachers joined basing on their 

choice. The different committees at the school suggested the principal’s interest in stretching 

leadership to other teachers. 

 

Teachers’ responses 

Concerning her perceptions about the principal’s interest in distributing leadership to other 

members, Mrs Ndaba said,  

I do not think he holds everything to himself. He is very liberal. He normally uses 

committees. There are committees which encompass the deputy head, the TIC, the 

head and other senior teachers in the school. He does not do things on his own. 

Though here and there he can just point out that this must be done by so and so 

because time may not be available for him to have a meeting. Normally it is an 

all-agreed thing.  

 

Mrs Ndaba’s view about the principal appeared to be that of a leader with an interest in shared 

responsibilities. Her perception seemed to have been distributed leadership since the principal 

worked with committees that were at the school. She had a conviction that he did not hold things 

to himself without sharing since she regarded him as a liberal person. The use of committees at 
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the school was also highlighted by the principal when he pointed out that staff development 

topics came from heads of committees and the administration team. This suggested distributed 

leadership.  

 

Though the principal worked along with committees, Mrs Ndaba was quick to point out that he 

sometimes used his authority to get work done especially on urgent matters. Besides that, the 

principal consulted the administration team and the committee leaders who represented the other 

staff members. This suggested the principal’s interest in working along with staff members. In 

line with teachers’ perceptions about leadership opportunities at the school, Mr Ngata also 

pointed out that the principal was such a leader who involved other members in instructional 

leadership activities. 

 

Cole (2004) advocates that two heads are better than one, thus suggesting that shared 

instructional leadership activities benefit schools more than when done by a sole leader. When 

different people work on a task, they are likely to bring in different ideas that benefit learners. 

Mrs Ndaba was the chairperson of the discipline and entertainment committees. Being the leader 

of these committees indicated distributed leadership enacted in the school. I asked how she 

landed the two posts to which she responded saying, 

 I was approached by the leadership of the school saying, can you do this for us. 

 Maybe it was because of my track record. I was once in leadership before, so I             

think they saw that I was a better candidate for the position. At times they 

approach a teacher, or you are voted in by other members. 

 

The quote appears to suggest that there are some school-based posts the leadership team 

considers sensitive to the school that they request some members to lead them instead of the 

usual trend of teachers volunteering. Mrs Ndaba explained that she was asked by the leadership 

team to lead the two posts. She believed her previous experience of being in the leadership 

position in her previous school could have made the principal and his team consider her as the 

ideal person for the posts. This practice aligns well with the principal’s statement that teachers 

were appointed to varied disciplines based on their flair, thus Mrs Ndaba was regarded as being 

capable and appointed to lead the two posts. This indicated the principal’s participation in 

instructional leadership activities and the acknowledgement of talent in teachers.   

 

To learn more about the situation at Bepura Primary School in relation to the principal’s interest 

in distributing leadership to other members, I asked Mr Ngata who responded saying, 
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The head delegates various activities to teachers. At this school if you say you 

want to see the medic of the school you will be shown, you will not be asked to go 

to the head. Even if you go to the head asking for some medication, he will ask 

whether you would have seen the school medic. He delegates to teachers. We can 

only go to the head maybe when there is a disagreement between teachers, 

otherwise the head will ask whether you would have seen the one in charge of the 

discipline first because he delegates. Even if he is absent, you would think that he 

is around because everything would be moving smoothly.  

 

Mr Ngata explained that the principal delegated varied activities to teachers, an indication that 

teachers took responsibility of some instructional leadership activities done at the school. The 

practice of delegating responsibility to teachers signalled that it was impossible for the principal 

to effectively carry out all leadership tasks as a lone individual. To stress the point that the 

principal distributed leadership to other members, Mr Ngata cited the medic and discipline as 

examples.  He further gave an example that business went on as usual even when the principal 

was not at the school. This indicated that teachers took care of their responsibilities irrespective 

of being supervised or not. Since the principal preached about excellence and the set 91% pass 

rate, it seemed the teachers had a yardstick they measured themselves against, so they had to do 

their work irrespective of whether the principal was present or not. This might lead to Mr 

Ngata’s comment that everything went on smoothly even when the principal was not at school. A 

sense of dedication to duty appeared to have been ingrained in teachers. 

 

Through further probing, Mr Ngata revealed that the principal made use of committees in his 

leadership. He said,  

We have different committees here whose chairpersons have different 

 responsibilities. When in meetings, the chairpersons are given time to report 

 progress of their committees and they also contribute agenda items for 

 meetings. These chairpersons can call for meetings with their members if they 

want to discuss something about their tasks.  

 

Mr Ngata’s statement was an indication that the principal shared some responsibilities with 

teachers through working with chairpersons of committees. Through having responsibilities in 

the school, it meant the chairpersons played a part in the leadership of the school. School records 

of meetings held in the past showed the contributions the committee chairpersons made to the 

meetings as they gave reports about their committee achievements. This practice suggested that 

the principal could not effectively lead all activities at the school alone, hence the involvement of 

other members in instructional leadership activities. Tian and Risku (2019) emphasise that 

leadership in schools is more effective when distributed among teachers with different skills and 
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experiences. They further point out that these instructional leadership teams, the committees, can 

drive for constructive change in schools.     

 

To get a deep insight about leadership opportunities at Bepura Primary school, I also asked Mrs 

Koni who responded saying: 

He (The principal) is a person who distributes duties. There are committees such 

as health, examination, disciplinary committees. These committees help him in 

running the school. He allows every teacher to be part of these committees. It’s 

unlike in other schools where the head runs everything. The committees rotate 

every year. If this year, one is in the exam committee next year he/she will be in 

another committee.  

 

The principal’s strategy of using of committees in his leadership was reiterated by participants 

thereby implying involvement of other staff members in school leadership activities. This 

practice suggests an acknowledgement and the tapping of crucial skills in teachers by the 

principal. Mrs Koni’s quote concurred with Mrs Ndaba’s comment that the principal was 

someone who did not regard himself as a know-it-all, he made use of committees in his 

leadership. On another note, Mr Ngata also pointed out that the principal delegated varied tasks 

to teachers. Hence the teachers agreed that the principal availed leadership opportunities to 

teachers at the school. The quote is in line with Hughes and Pickerel’s (2013) comment that 

principals need to engage other staff members in their leadership activities. 

 

A characteristic feature about membership of a committee was that it was not permanent but 

lasted for a year. When I probed further about this rotational practice, she said,  

 The principal wants to give every member an opportunity for leadership and to 

 avoid some individuals overstaying in one committee. Also, some members were 

 being idle in committees and were being covered up by others. He wants all 

 members to be active, so membership of a committee changes after a year.  

 

An important instructional leadership practice noted here was the nurturing of leadership talents 

in teachers through rotational committee leadership. The practice encouraged active participation 

by all members and the removal of monopoly by committee leaders if they overstayed in a 

committee for more than a year. An important aspect about this rotational practice was that it 

gave different teachers an opportunity to hold leadership posts.  
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4.3.7 Class allocation at Bepura Primary School  

In Zimbabwe, the Ministry of Primary and Secondary Education (MoPSE) allocates teachers to 

public schools according to school requests. It is then at the schools that the teachers are 

allocated a grade to teach. How this is done depends on the leadership and the staffing position at 

each school. It is, therefore, at school level that decisions are made on what grade each teacher is 

allocated to teach. Bepura Primary School is one of those schools which received teachers from 

the Ministry and with class allocation done at the school. It is one of those schools the DSI 

recommended to me for my study because of its instructional leadership practices. I began by 

asking how classes were allocated at Bepura Primary School to which Mr Shama responded 

saying: 

We assign classes to teachers based on ability to teach. Every term we write 

examinations, and the test results are published. When we look at the test results, 

we can see how one performed and compare with what we would have got during 

lesson observations. The new teachers, we give them grades four and five because 

we hope that the children can be uplifted at grade six. So, it is on an individual 

teacher’s ability. 

 

Mr Shama clarified that a teacher’s ability to teach was their yardstick when allocating classes to 

teachers. Other factors also considered when allocating classes were test results, teachers’ 

performance, outcomes of lesson observations and teachers’ experience at the job. The school 

allocated novice teachers to middle grades, four and five. The idea behind was novice teachers 

were inexperienced people, thus in case of poor performance by a teacher, the class would be 

allocated to an experienced teacher at grade six. The practice of allocating new teachers to lower 

grades is congruent to Sukirno and Siengthai’s (2011) belief that schools whose teachers 

have more than five years of teaching experience do perform better than those with less than 

five years’ teaching experience. The practice corresponds with the dictates of the School 

Administration Handbook (1993) which encouraged more supervision of novice teachers than 

seasoned teachers, due to the differences in their experience at the job. It suggests that novice 

teachers learn more about their job as they grow in the profession, thus the principals begin by 

giving them lower grades. Vikaraman et al. (2017) are in support as they say new teachers need 

to be professionally developed as they will be new to the profession, school and to the 

classrooms. They further emphasise the need for a strong support of new teachers through 

providing them with sufficient resources, constant supervision and making available positive 

working environments. This indicates that such teachers need assistance in their early years in 

classroom instruction. This, it appeared, is another assistance they were given by the principal of 
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being given junior grades rather than examination classes. The strategy employed by the 

principal in allocating classes was echoed by Mrs Koni who stated that the principal allocated 

classes according to a person’s strength in teaching a particular grade. The principal’s statement 

“We assign classes …” indicated the involvement of the administration team, thus indicating a 

shared leadership activity.  

 

The strategy employed by Mr Shama in allocating classes appeared to be effective. This was 

depicted by his comment where he said,  

It has been effective because those that we assign to grade six and seven, have 

done well for the school except one year when we performed badly in 2017 when 

our pass rate was 89%. We had never had a pass rate below 90% and we had to 

make a few changes.  

 

The principal commended grades six and seven teachers for having performed well and    

obtaining higher pass rates when compared to that of 2017 which he regarded as the school’s 

worst pass rate. This leadership characteristic by effective leaders of acknowledging teacher 

efforts positively influences their sentiments (Lambersky, 2016). This suggested Mr Shama’s 

enactment of instructional leadership where he analysed the school pass rate and made changes 

to grades six and seven teachers. Such actions by Mr Shama indicated his instructional 

leadership role.  

 

Mr Shama’s interest appeared to be on having a high pass rate. This was evident when he talked 

about a benchmark having been set by his predecessor; thus, he did not want to have pass rates 

below that mark. His remark was, 

The teachers are committed and when we have our opening meetings we always 

talk of excellence. We guide everyone towards excellence in all things that we do. 

Before us, the school had a pass rate of 91% so that is what we are trying to 

follow and maintain.  

 

The quote suggests a principal interested in excellent performance to beat or maintain the 91% 

benchmark. This was the precedent that was set by the former principal hence he wanted to 

maintain that mark or surpass it. I could see why he was very particular about 2017, the pass rate 

was lower than the 91% mark, thus the changes in the allocation of classes. 

 

I also asked Mrs Ndaba about class allocation at Bepura Primary School. She responded by 

explaining how she came to have the class she was teaching. She said, 
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It is a long story, when I came here four years ago, it was a swap with a lady who 

was in grade four. She wanted to join her husband in the Nomro area. I was 

coming from Nomro Primary School. When I came here, I just took over the grade 

four class. So, normally when you are new you are tempted with deep waters. I 

was allowed to take my class to grade five, six then now I have it in grade seven. 

 

It appeared the school had a practice where teachers who transferred through a swap would take 

up the class left by the leaving teacher, hence Mrs Ndaba swapped with a grade four teacher and 

had to take grade four. Her performance enabled her to proceed to the next grade with her class 

up to grade seven level. Grade six and seven classes were allocated to high performing teachers 

as indicated by the principal when he talked about allocating classes to teachers based on their 

ability to teach. It, therefore, suggests that Mrs Ndaba was a hard-working teacher who managed 

to move from grade four to seven with her class. The principal focused on the performance of the 

school thus, he allocated classes to teachers after careful consideration of their ability to teach. 

Her documentation had detail and were always up to date. Learners’ work was marked, and 

comment written. She had passion for her job as displayed by her preparedness for her lessons. 

Her statement, where she lamented young teachers’ attitudes towards teaching as compared to 

the attitudes of those of her age, indicated that she had passion in teaching despite the level of 

remuneration. By being allowed to take her class to grade seven was enough proof that she did 

her job well. It suggested a leadership strategy by the principal where he identified talent and 

utilised it for the benefit of the learners.  

 

Since she had explained how she ended up in grade seven, the grade she was currently teaching, 

I further probed to find out how other teachers were allocated classes to teach. She responded 

saying,  

Class allocation is done by the principal with the assistance of the vice principal 

and the TIC. They normally use a class teacher’s performance record and the test 

results of their classes.   

 

The quote suggests that class allocation was a collaborative activity between the principal, the 

vice principal, and the TIC. Teachers were allocated classes basing on their performance and test 

results of their classes. Mrs Ndaba’s statement concurred with that by the principal on class 

allocation that they allocated classes according to teachers’ performance and test results of their 

classes. This indicated that the supervisory team collaboratively allocated classes to teachers.   

When I asked Mr Ngata on how class allocation was done at the school, he responded by 

referring to himself first then the other teachers. He said, 
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 I teach Physical Education, that’s my area. When I came here, I was told by the 

 head that I would teach Physical Education from grade one to seven. As for the 

 other classes, teachers write down their choices and send to the head. The head, 

 the deputy and the TIC then allocate classes using the end of the year test results. 

 The head would then announce the final allocation.  

 

Mr Ngata had much interest in his area. He started by explaining how he was allocated classes to 

teach. It was the head who informed him that he was to teach Physical Education from grade one 

to seven. From his explanation, it appeared that there was room for teachers to make a choice of 

a grade to teach. However, it was upon the principal, the vice, and the TIC on who they would 

allocate classes to basing on the teachers’ class results. The teachers could either get their 

choices or not. This was solely depended on the supervisory team.  

 

An important practice in this instructional leadership activity was the involvement of the vice 

principal and the TIC in the allocation of classes. The roles they played in assisting the principal 

to allocate classes indicate their importance in the principal’s workday. It was also an 

acknowledgement by the principal of the crucial role the vice principal and the TIC played in the 

school leadership activities that he involved them in class allocation.  

 

Bepura Primary School had its benchmark pegged at 91% pass rate and above, of which anything 

below this was a low pass rate. In 2017, the school had a pass rate of 89% and the principal 

reshuffled teachers because of this pass rate. This action suggested that to have a high pass rate, 

class allocation had to be done diligently. I asked Mrs Koni the same question I had asked the 

others and she responded with a happy face that she was teaching a grade of her choice. She 

explained further saying: 

The head asks teachers to write down the grades they want to teach. If the head 

sees that a person’s strength is for grade three or four, he assigns the teacher to 

where his/her strength is. At times you can be assigned to a grade of your choice, 

and he would say I want you to teach and prove yourself. That’s how I came to 

teach grade one.   

 

Mrs Koni’s response indicated the possibility that teachers could be allocated to grades of their 

choice depending on the principal’s evaluation of a teacher’s strength in the teaching process. 

When teachers’ grade choice coincided with the principal’s positive consideration that they had 

the strength to teach the grade they would have selected, they were always allocated to those 

grades. By asking teachers to prove their worth when allocated a class to teach signified the 

principal’s focus on pass rates. In fact, this was a hidden push on teachers to work hard to 
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produce good results and meet or surpass the 91% target. However, I discovered that the 

principal’s instructional leadership practice of allowing teachers to indicate a grade of their 

choice was in concurrence with the dictates of the Ministry of Education and Culture Zimbabwe 

Handbook (1993) which stated that the principal had to closely consult with teachers in class 

allocation because of the different preferences and abilities of teachers.    

 

I further asked whether the head allocated classes on his own since her response indicated that it 

was the head who asked teachers to write down class choices and allocated classes. She 

explained saying:  

 They sit and discuss who to allocate to what grade and class. When it comes to 

 telling teachers, it is the head who does that. He may call one or two teachers 

 to his office and ask them to work hard but in most cases, he just tells people to 

 check the class allocation list on the noticeboard and that people need to prepare 

 work for the allocated classes. He does this in the end of year meeting.  

 

Her explanation made it clear that class allocation was done by the supervisory team and that the 

announcement to teachers was done by the principal. It was evident from her explanation that the 

principal encouraged some teachers to work hard in the classes allocated to them. Most of the 

teachers had to check on the noticeboard for their names and classes allocated to them. The 

explanation portrayed the instructional leadership activities enacted by the principal in the 

school.  

 

4.3.8 Closing Bepura Primary School participants’ stories 

Mr Shama was an instructional leader who had a focus on maintaining high performance at 

Bepura Primary School as indicated by a reshuffling of teachers at grade six and seven in 2017 

after the school obtained a pass rate of 89% which was below their benchmark of 91%. He was a 

leader with a focus which made him provide facilities for teachers to use to make their job 

lighter. The innovations he made at the school appeared to have greatly contributed to Bepura 

Primary School being a conducive workplace. The provision of a photocopier, Internet, specialist 

teachers all made the teachers’ work lighter. As a leader with a vision, having specialised 

teachers contributed to improved school performance and ultimately to high pass rates since 

specialist teachers took over those subjects that were normally not given much attention by 

teachers. His wide experience in the education system contributed much to his instructional 

leadership practice. As he had been in the education system for some time, he appeared to 
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understand teachers, hence he allowed them to explore to broaden their instructional knowledge. 

He worked along with committees, hence enacting distributed instructional leadership.  

 

Mrs Ndaba’s background details and the context in which she worked suggested that she was a 

hard worker. Her participation in the crafting of the school specific vision was evidence that the 

school encouraged collaboration among teachers. Records indicated that she was a hard-working 

teacher who managed to progress from grade four to seven with the same class. Getting to teach 

a grade seven class at Bepura Primary School was not meant for mediocre teachers, thus 

indicating that she was one among those who worked hard.  

 

Mr Ngata appeared very dedicated to his work despite encountering some challenges at his job. 

Despite the challenges, the results of his efforts made other workmates change their perceptions 

of him, and resultantly their attitudes towards sporting activities. The introduction of the 

specialist teacher into the school was seen to ease the teaching load of teachers. This was an 

important instructional leadership activity enacted by the principal in the school. Besides 

reducing the workload, it was a practical way of attaining their vision of being a flagship in 

academic circles and in sport. Mr Ngata saw the principal working with committees and 

delegating responsibilities, thus was a leader who involved other members in instructional 

leadership activities. 

 

Interactions with Mrs Koni and observing her at her work showed that she was happy teaching a 

class of her choice. She saw the instructional leadership practices at the school very effective 

since they made the school environment conducive. The feedback from her supervisor, the staff 

development activities contributed to enhancing her professionalism. Though she did not hold a 

leadership post at the time of visit, she was quite positive about the leadership practice at the 

school where the leadership of committees rotated, it gave all teachers an opportunity to practice 

leadership. The acknowledgement that class allocation was a shared activity by the supervisory 

team suggested the enactment of distributed instructional leadership.    

 

4.4 REPORTS FROM CHRIM PRIMARY SCHOOL  

An overview of the school 

Chrim (pseudonym) Primary School is a private school with classes from Early Childhood 

Development (ECD) A, ECD B then grade one to seven. It was started in 2000 by Mrs Grace 
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(pseudonym) who is the Director of the school. The history of the school states that she started 

the school after having failed to secure a place for her grade one daughter at a reputable private 

school of her choice. Armed with the desire to provide her daughter with the best primary school 

education, she decided to establish a school with world class standards. She started operating as 

an ECD centre at her home for about four years. She then applied for land to build a school from 

the local authority and was given. She then started a school in 2009. The school is a formal, co-

educational, non-denominational private school that provides primary education services to 

children of all races and nationalities. It has nine double classroom blocks that sit on 3,5 hectares 

of land in the heart of a low-density area. The school uses borehole water for its sanitary and 

drinking purposes. A durawall along its boundary boarders it with the outside community. Today 

the school is an established learning provider of primary school education. Even though it is a 

private school, its curriculum is based on the dictates of the Ministry of Primary and Secondary 

Education (MoPSE). It has a board of governors who are part time members, a school principal 

who is a full-time member of the school, the founder as the director and a Parents Teachers 

Association (PTA) that link the school to the community. The principal is responsible for all 

curriculum issues and links with parents and the board of governors. It is the smallest school 

among the three I engaged in my study. The school has a history of producing a 100% pass rate. 

The principal (school head) and three teachers participated in my study. The principal was Mr 

Kanyo, and the three teachers were Mr Nyika, Mr Hasva and Ms Manaki (all pseudonyms).  

 

4.4.1 Background information for Mr Kanyo and the teachers 

Mr Kanyo is the principal for Chrim Primary School. He retired as a principal from the Public 

Service Commission after reaching the retirement age of sixty-five. He was then hired by the 

private school as the school’s principal. He has wide experience in the school system. He started 

by being a teacher, then a vice principal and later a principal. He has 28 years’ experience as a 

principal. He once taught in Botswana for five years then returned to Zimbabwe. His wide 

experience in the education field earned him the role of principal at Chrim Primary School. He 

holds a Certificate in Education and a Bachelor’s degree in Education Management. The school 

had a staff complement of eleven teachers and 250 learners. The wide experience Mr Kanyo had, 

and his leadership prowess contributed to the high performance of teachers at Chrim Primary 

School. He is one of the principals the District Schools Inspector recommended to me as an 

effective school principal at whose school I could conduct my study. This was revealed when I 

visited the district office seeking permission to visit schools and to find out information about the 
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schools. Besides Mr Kanyo, three teachers in the names of Mr Nyika, Mr Hasva and Ms Manaki 

participated in my study.   

 

Mr Nyika is a seasoned 60-year-old teacher whose teaching experience spans over 30 years. He 

holds a Certificate in Education in primary school teaching and a Bachelor of Education degree 

in Education Management. He was the senior teacher at Chrim Primary School during the time 

of my visit. He has been at the school for the past seven years and has taught different grades 

during his stay. During the time of my visit, he was teaching grade five. He was the second 

oldest and most experienced teacher at the school after Mr Kanyo.  

 

Mr Hasva is an Agriculture specialist teacher who teaches Agriculture from grade three to seven. 

He is just over thirty years old. He has been at Chrim Primary School for five years. He holds a 

Bachelor of Science degree in Agriculture. He is particularly an Agriculture person whose 

recruitment was based on his agriculture background. The school wanted someone who could 

teach as well as manage its fund-raising projects, thus he was recruited. Since the school is a 

private school, it was free to recruit teachers it wanted. Moreover, it is the school that pays its 

teachers’ salaries. This is how he became the chairperson of the projects committee at the school. 

During my visits to the school, the projects were in good shape. There was a maize crop which 

looked healthy and there was work in progress with repairs to the fowl run being done and 

nearing completion. To acquire pedagogy, he was studying part time for a Post Graduate 

Diploma in Education with a local university.   

 

Ms Manaki is slightly below thirty years old, and she taught grade three during the time of my 

visits. She holds a Diploma in Education as her highest qualification. She has been in the field 

for four years. Although she did not hold any post of formal special responsibility, she was a 

committee member in the social welfare committee. When she was still under training, she did 

her teaching practice at Chrim Primary School and was attached to another teacher. When the 

teacher transferred to another school she remained with the class as she was completing her 

training. After graduating she was offered employment at the same school. That is how she 

became a staff member at Chrim Primary School.   

 

4.4.2 Visioning a private school 

Allen et al. (2018) advocate that “Vision statements focus on the destination - where the school 

aims to go - whereas mission statements focus on the journey—how the school moves forward to 
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reach that vision.” This implies that when in schools, members need to know where their school 

intends to go and how they will go there. For this to happen it means teachers are supposed to 

understand their vision. Murphy and Torre (2015) further point out that a school vision is a 

fundamental element in the improvement of schools. Turkoglu and Cansoy (2018) went on and 

stated that as instructional leaders, principals must have visions for their schools. With the afore 

statements expressing the importance of visions in schools, I looked around in the principal’s 

office at Chrim Primary School in anticipation of seeing the school’s vision statement displayed 

but did not find any. I, therefore, asked Mr Kanyo about what the school’s vision was, and he 

responded saying: To produce a child who will fit in the world as a global village. He went 

further and said:  

 The school has its own vision and mission statements in addition to the Ministry 

 vision and mission statements.  

 

He pointed out that the school vision pointed at the production of a product that could fit in the 

world. Since neither the school nor the Ministry vision were displayed, I probed further to find 

out why. He explained that the school office was under renovations, so displays had been pulled 

down. I noticed that the office was being repainted after the old paint had been scrapped off. I 

further asked how the school came up with its vision and mission and he said:  

 The one for the school was formulated by the Director and Founder of the  school. 

She had her own vision, and she came up with the one we have.  

 

He showed me the school policy document which had the school vision (Figure 4.4). 
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 Figure 4.4: Chrim Primary School vision and mission statements 

 

The principal indicated that it was the founder of the school who had created the vision of the 

school as indicated in the school policy document (Figure 4.4 above). The founder of the school 

had a vision which the school abided by. The vision stated by the principal was congruent with 

the one in the policy document, thus suggesting that the school abided by the policy of the 

school.   

 

To further understand, I asked how receptive teachers were to a vision they did not create, and he 

said:  

This is a private school. It has only one responsible authority and we try to work 

 as a family as we have a mandate of fulfilling the vision. Once each member 

 understands the vision and knows that they are part of a family, it will be easy 

 to make them perform.  

 

The emphasis that the school was a private school with one responsible authority was enough an 

indication that staff members had to abide by the dictates of that authority. The school 

endeavoured to work as a family unit with a focus of attaining the set vision. The principal’s 

conviction was that when members worked as a family unit and, in addition, understood the 

school vision, teachers’ performance was likely to improve. Since he was the school leader, Aziz 

et al. (2017) emphasise that he had the responsibility to communicate the school vision and goals 

to teachers and other stakeholders.  

From observations and discussions held with the participants, the principal was the second in 

command to the Director. The principal coordinated all instructional activities whereas 

infrastructural developments were coordinated by the director in consultation with the principal. 

Gungor and Aydin (2018) advocate that it is the principal’s responsibility to interpret the goals of 

the school for the teachers. This keeps teachers focused on curriculum implementation. The 

principal in this case had an important responsibility in the school of accounting for the academic 

performance of the school and the realisation of the educational vision of the school and the 

country at large (Ghavifekr and Ibrahim, 2014).  

 

An important aspect in the principal’s quote was not who formulated the school vision, or that 

the principal and teachers were not part to the process of creating the vision. The crucial aspect 

was an understanding of who the authority was and the attainment of the school vision. Thus, to 
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achieve this were principal efforts for members to work as a coordinated unit. This appeared to 

have produced positive results since the school had a record of producing a 100% pass rate.  

 

Teachers’ responses 

Teachers at Chrim Primary School did not participate in the formation of the school vision. I 

became interested to know whether they knew it. To find out, I began by asking Mr Nyika who 

responded saying:  

 We have a big role to play in making sure that we have achieved what we agreed 

 on as teachers. So, teachers actually play an important role in making sure that 

 the vision and mission statements are attained. 

 

In his response, Mr Nyika did not give the vision of the school, rather he explained what I 

suggest were his thoughts about what the vision meant. His statement appeared to show the 

school’s expectations from teachers which, considering the stance of the principal, was to have a 

high performance by the school. What he was cognisant about was that teachers had a great role 

to play if the school vision and mission statements were to be achieved.  

 

I further probed to find out what it was that they had agreed on and he said: To maintain the pass 

rate of the school. His response was very brief and somehow expressed the focus of the school 

principal, that of maintaining the high pass rate. From my analysis, it appeared the school 

concentrated more on academic work at the expense of other knowledge faculties such as the 

school vision. This perception was shared by Ms Manaki who pointed out that the mandate of the 

school was to produce good results, thus teachers aimed for that. It suggests that teachers 

concentrated more on making learners pass and maintain the school standard of achieving a 

hundred percent pass rate.   

 

Gunawan (2017) advocates that principals refer to the school’s vision and mission when 

developing a work programme for the school. He further goes on to say principals base on the 

school’s vision when they direct teachers to implement learning that results in academic 

improvement in learners. With such an understanding and the response from Mr Nyika, I then 

became eager to know if the other teachers knew what a vision and their school vision were. I, 

therefore, asked Mr Hasva who responded saying, 

 The vision of the school is something that guides us, it determines what we are 

 supposed to do at school. The vision and mission statements are meant to guide 

us.  
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Though Mr Hasva appeared not very confident in responding to the question where he explained 

that the school vision gave guidance to teachers. It could have been that he was also thinking of 

the school vision as he was talking. Since he had not said the school vision, I thought he might 

not have heard my question, so I further asked him about what the school vision was. His 

response was: 

 I have forgotten the wording of the vision, but what I know is that it is about 

 teachers maintaining the high pass rate at the school. 

 

My analysis from his responses was that more attention was given to learner academic outcomes 

rather than memorising the wording of the vision. This appeared to be the same scenario with Mr 

Nyika the senior teacher, who also could not recite the school vision in the first interview. Even 

though the principal was knowledgeable of the school vision, this was unlike Mr Nyika and Mr 

Hasva. I was interested in finding out whether the principal ever talked to teachers about the 

vision of the school and Mr Hasva said, 

 Here and there he talks about it in passing, like he says, we all need to focus on 

 the school vision. What he talks about often is that when we are here at school, 

 we should put our attention to the teaching and learning of children.  

 

Mr Hasva’s view of the principal was that he talked more about learner academic outcomes than 

the school vision. Though the principal could have used the word vision less, it appeared by 

urging teachers to attend to their instructional activities for the benefit of learners, he worked 

towards the vision of the school. From the response, it was clear that constant conscientisation of 

teachers about the school vision was necessary.  

I asked for Ms Manaki’s understanding of a vision, and she gave a very brief response saying: 

Integrity and expertise. When I asked for an explanation on what she meant by that, she said,  

Being honest and hard working to produce learners with high pass rates and 

 maintain the school’s standard of a 100% pass rate.  

 

From the quote it appeared the meaning of vision to her was hard work and the production of 

high learner academic results. What I learnt from her responses was that she did not fully 

understand what a vision was. What appeared important to her was the pass rate of the learners. 

When I asked her to state the school vision, she was honest and said she could not recite it off 

head but that she knew it was there. After realising that she lacked knowledge of the school 

vision, I asked how she contributed to the high pass rates at the school to which she said:  

 When I teach, my mandate is to produce good results, so I do everything I can, to 

help children so that I achieve the goal of the school as our mission directs us.  
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Her response bares it all that her mandate was the production of good results. Since she indicated 

that she did all she could to achieve high pass rates, it appeared her focus was more on teaching 

her class to pass than anything else. Since the school wanted to maintain its 100% pass rate, it 

appeared she put all her efforts to ensuring that her class met the school standards. A 

characteristic feature I discovered about the teachers was that their focus was on maintaining the 

pass rates of their school.  

 

4.4.3 Supervision of teachers at Chrim Primary School  

Aunga and Masare, (2017) encourage regular classroom visits by instructional leaders to have a 

direct observation of how work is done in classrooms and to understand classroom situations. 

Through this practice, principals would be able to give guidance to teachers for improved teacher 

and learner performance. To find out how this important instructional leadership activity was 

carried out at Chrim Primary School, I asked Mr Kanyo who said:  

 We have eleven classes here, so lesson observations are mostly done by the head 

 and at times by the teacher in charge. Each teacher is observed at least three 

 times a term. 

  

The quote indicated that lesson observations were mainly done by the principal and to a lesser 

extent by the TIC. This indicated conformity to the dictates of the Director’s Circular Number 7 

of 2003 which made it mandatory for principals to visit classes and supervise teachers and to 

have feedback sessions to round off the class visits. The school had eleven classes which made it 

possible for the principal to supervise all teachers. When I went over the file containing 

supervision reports, I discovered that there were reports on learners’ exercise books, record 

books and narrative reports on lesson observations. There was a narrative report per term for 

each of the grade five, six and seven teachers, and for the others there were two or three reports 

plus book and record books assessment reports. Figure 4.5 shows an example of a record books 

report. Although the principal had indicated that he did three reports per teacher, my observation 

indicated seasoned teachers in grades five to seven were observed teaching only once a term and 

the other reports were on exercise books and record books. I asked Mr Kanyo about his 

statement that teachers were observed two to three times a term, he explained as follows:  

 Grades five to seven teachers are seasoned teachers, who have been at this 

 school for more than five years. They know the standard of performance 

 expected of them, so I usually focus on their scheme books, record books and 

learners’ exercise books. 
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The statement suggested that the principal knew the performance levels of teachers, so he 

supervised them accordingly. It appeared seasoned teachers did not require as much supervision 

as the other teachers, thus the variation in the number of assessment reports.  

 
                      

                        Figure 4.5: Record books assessment report 

 

No mention was made of the vice principal supervising teachers, suggesting it was a role played 

by the principal. I asked for clarification on whether the school did not have a vice principal and 

he said, 

We have, but because of the size of the school, the deputy head is a classroom 

teacher as well so mostly he stands in for the head when the head is away. We 

want him to be more effective in the classroom. 

 

The school had a vice principal who doubled up as a classroom practitioner. Thus, for 

effectiveness in the classroom, the vice principal concentrated more on his class than the 

supervisory practice. The vice principal, however, stood in for the principal when he was away 

from the station, hence enacting a leadership role. During my stay at the school, I never saw the 

vice principal supervising a class. When the principal was away, the vice principal would run the 

principal’s office, but he never went to supervise teachers. Mr Nyika also confirmed that it was 
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the principal who mainly conducted lesson observations at the school and that this was done two 

to three times a term. On the aspect of feedback, Mr Kanyo said: 

When I go for lesson observations, I give feedback to the teacher as soon as the 

observation is done, just a few minutes after the lesson. I give the highlights, the 

good and the not so good. Then, after writing a report we go through the report in 

detail with the teacher.                                                     

 

The principal engaged in important instructional leadership activities where he supervised and 

gave feedback to teachers. His practice was to give feedback summarily after the lesson, though 

in brief, then a detailed discussion ensued where a narrative report was used. Mr Hasva, a 

specialist teacher at the school, concurred to how feedback was given by the principal. He 

reiterated that the principal commented about the lesson in brief just after the lesson then held 

detailed discussions after a day or two guided by a narrative report. Of importance was that the 

principal enacted important instructional leadership activities which Ghavifekr and Ibrahim 

(2014) laud when they point out that observing classroom teaching and giving teachers feedback 

contributed greatly to improved teacher performance.  

 

Teachers’ responses 

Aunga and Masare (2017) further state that if schools are to achieve improved performance, 

principals must monitor the day-to-day classroom activities of teachers and correct anomalies if 

any. With that in mind and from what I had gathered from the principal, I now wanted to find out 

from teachers how supervision was carried out at Chrim Primary School, thus I started by asking 

Mr Nyika who responded saying: 

The head conducts lesson observations. In some cases, he just goes into a 

classroom without even notifying the teacher just to see what the teacher would be 

doing. Then there are other lessons where the head notifies teachers that he would 

want to see a lesson, so the teacher(s) would prepare. So, there are some 

impromptu lesson observations and there are others that are planned.  

 

Mr Nyika’s statement concurred with that by Mr Kanyo that it was the principal who mainly 

conducted lesson observations at the school. This was the principal’s indication of the enactment 

of instructional leadership. The statement also revealed the principal’s supervision strategy to 

assess teachers’ level of performance. The principal had announced and unannounced visits to 

classrooms to assess teachers in session. As for the announced visits, teachers were informed of 

the principal’s impending visit and that meant the teachers prepared for the principal’s visit. 

Such visits resulted in narrative reports being written. In unannounced visits, principals just 
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visited classes without notifying the teachers. These were mainly routine checks to assess teacher 

activities in the classrooms. These activities suggested the enactment of instructional leadership 

by the principal. I further asked about the frequency of lesson observations and Mr Nyika said: 

He normally comes two to three times a term for the planned ones. He may 

conduct two lesson observations and the third will be a book inspection, where he 

will see children’s exercise books.  

 

Mr Nyika’s statement on the frequency of lesson observations concurred with the number of 

times indicated by the principal. It appeared the principal varied his supervision mode by 

observing lessons twice and the third supervision being a book inspection, alternatively he could 

have all three being lesson observation visits. When I observed that the supervision reports in Mr 

Nyika’s assessment file did not tally with what he had indicated, I asked him to find out why. He 

was quick to respond and said,  

His standard is normally two to three times a term, but at times he may get busy 

and fail to come. He is not so fast with seasoned teachers but those new in the 

service and to the school. That is why I have few reports. In most cases he just 

passes through to assess whether learning is taking place without writing a 

report.  

 

A case of selective assessment was noted here where seasoned teachers were observed teaching a 

few times than novice teachers. It suggested the principal’s conviction that seasoned teachers 

knew and did their job well that they did not need constant supervision unlike new ones who still 

had a lot to learn about the education system. These needed constant supervision. With such a 

supervision mode, a difference occurred in the frequency teachers were observed teaching. An 

important instructional leadership activity by the principal was being able to understand the 

different operational levels of teachers at his school and to supervise them accordingly. Since I 

had not heard Mr Nyika mentioning supervision by the TIC and or vice principal, I asked 

whether they did not observe lessons. Mr Nyika responded saying:  

 They all observe lessons. It is only that our school is a small one that the head 

 can supervise all teachers. They have classes so most of the time they attend 

 to their classes.  

 

The response concurred with that given by the principal that the vice principal had a class, so he 

concentrated more on his class than supervising teachers. Both the TIC and the vice principal 

were part of the supervisory team. It was only that preference was given to their classes than the 

supervision aspect which was left for the principal because of the size of the school. I went on 

and asked about how feedback was given to teachers by the principal, Mr Nyika said: 
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 The feedback comes in different ways. There is immediate feedback just after the 

lesson, highlighting areas not done well and those done well before writing a 

report. He gives the feedback just after the lesson suggesting how a lesson could 

have been done. The narrative report would come after two days. That is what he 

normally does.  

 

Feedback is an important activity that the principal performed. This, therefore, characterised an 

important enactment of instructional leadership by the principal in the school. The act of writing 

narrative reports and suggesting ways to improve performance indicated that the principal was a 

leader who carried out his instructional leadership roles. There was consistency in the 

information by Mr Nyika and that by Mr Kanyo, the principal, on when feedback was given. 

Martin (2018) emphasised the giving of timely feedback as an important instructional leadership 

practice that provided teachers with curriculum direction. The principal gave verbal feedback 

just after the lesson, followed by a detailed written report after a day or two.  

 

I also asked Mr Hasva about who supervised teachers at Chrim Primary School, and he said: The 

school head is the one who conducts lesson observations and at times the TIC. The response 

indicated that the principal and the TIC carried out lesson observations, thus signifying that the 

principal executed his role, as an instructional leader, of supervising teachers. Lesson 

observations by the TIC appeared to have been infrequent as indicated by Mr Hasva’s response. I 

wanted to find out whether the vice principal did any observation of lessons, I, therefore, asked 

Mr Hasva who said: He rarely observed lessons. Most of the times he will be busy with his class.  

 

The response concurred with that of Mr Kanyo and Mr Nyika that the vice principal concentrated 

more on his class than supervisory activities. This, therefore, suggested that the principal was 

concerned with learner outcomes, thus had the vice principal working on his class more than 

engaging in supervisory activities. I further asked about the frequency of lesson observations by 

the principal and Mr Hasva said: 

 Normally twice or three times a term depending on his schedule of activities. It is 

only when he has a busy schedule that he may ask the vice principal to assess 

children’s exercise books. 

 

The response indicated the frequency with which lesson observations were carried out at the 

school and the circumstances the vice principal is roped in to supervise teachers. The 

determinant factor on the frequency of lesson observations, as he indicated, appeared to be the 

schedule of the principal, otherwise all teachers were observed at least once or twice a term 
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while teaching. Mr Hasva taught Agriculture only from grade three to seven. The reports I 

observed indicated that he was observed twice teaching Agriculture to grade three and six 

classes. An important finding here was that the principal carried out lesson observations, which 

is an important instructional leadership function.  

 

I asked about when the supervisor gave feedback to teachers after observing a teacher in session. 

He responded saying: 

He usually gives feedback just after the lesson. He points out the good and the 

bad and he gives suggestions for improvement.  

 

According to Mr Hasva, the principal gave feedback immediately after observing a lesson. His 

response differed from that of Mr Nyika about when the principal gave feedback. With the 

knowledge that the narrative form was a long document, I asked Mr Hasva whether he meant the 

principal wrote the narrative report while observing the lesson and completed. He indicated that 

he meant the verbal feedback. As for the narrative report, he indicated that he received it after a 

day or two. This then concurred with Mr Nyika’s response. When I analysed the narrative reports 

in the school files, I noted that the teachers’ signatures were a day or two after the date of class 

visit, thus signifying when the reports were given to teachers.  

 

I also asked Ms Manaki about how lesson supervision was conducted at Chrim Primary School. 

She responded saying, 

 The head and the deputy head do the supervision of lessons. But in most cases, it’s 

the head. When coming to observe a lesson the principal normally tells teachers 

that this week, I will be coming for lesson observation. He does not give the time 

or date.   

  

There was an agreement in her statement with other teachers that the principal was the main 

supervisor when compared to the vice principal. It was the principal who, in most cases, visited 

classes to observe lessons. Wairimu, (2016) emphasised that by undertaking this activity, the 

principal enhanced teacher effectiveness and attainment of school goals. Another supervisory 

activity she pointed out was being informed of the impending supervision visit by the principal. 

This instructional leadership practice appeared to alert teachers of the impending principal’s 

visit. To fully understand the supervision matrix at the school, I asked why the TIC, and the vice 

principal did not observe lessons. She responded saying,  
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 It’s not that they do not conduct lesson observations completely, they do, but 

 at distant times, especially when the head has a busy schedule. Since they have 

 classes to teach, maybe the head wants them to concentrate on their classes.  

 

An explanation given was that they concentrated more on their classes than on observing lessons. 

This left the principal being the main supervisor, thus enacting instructional leadership. When I 

asked about the frequency of the class visits for lesson observation, she said, 

 I have been observed twice this term by the head and I am expecting another 

 visit which could be a lesson observation or a book inspection to have a total 

 of three reports a term.  

 

I went on and asked when she would be given feedback after the lesson observation and she said,   

 After the supervision, within twenty-four hours in both written and verbal form. 

 He would give you a written report then explain some areas verbally.  

 

A difference occurred with the other teachers who indicated that the head gave them brief 

feedback just after the lesson then a detailed one after writing the narrative report. An important 

instructional leadership activity carried out by the principal was the giving of feedback after 

observing lessons. I observed that written reports enabled teachers to keep a document for future 

reference. Bellibas (2015) advocates that the practice of working with teachers helped improve 

instructional activities. The giving of feedback was important since it informed teachers of 

instructional areas that needed improvement.  

 

4.4.4 Creating a conducive work environment 

Ahmad et al. (2017) advocate that a conducive school environment is important for effective 

instructional activities to take place. It, therefore, points at the need for principals to create 

conducive school environments for both teachers and learners. Fessehatsion (2017) encourages 

principals to set intellectual and interpersonal tones that enhance teachers’ work in schools. To 

find out how the working environment was at Chrim Primary School, I asked Mr Kanyo who 

responded saying: 

Well, you know how it is with our economy, it has been difficult for the past few 

years. This is a private school which funds all its activities and expenses from the 

fees paid by the learners. It is very difficult to satisfy the expectations of the 

teachers, but we have been able to make them understand that the school is doing 

the best that it can under the prevailing circumstances. Recently, we decided to 

motivate our teachers and we started an agriculture project so that we raise some 

funds. We are also constructing a fowl run so that at least we generate funds to 

give to our teachers.  
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The biting economic situation in the country negatively impacted on the school which depended 

on the fees paid by parents for its operations. This posed challenges in motivating teachers, thus 

forcing the principal to explain the financial position of the school to teachers. To ameliorate the 

hard economic situation that faced the school, two income generating projects were started 

(Figure 4.6). The fundraising projects were targeted at raising funds for school operations and for 

teacher incentives. An important leadership activity was devised to motivate teachers. Though it 

was not very clear on how much was expected and how much was to be used for incentives from 

the projects, of importance in leadership was the development of the idea to motivate teachers. 

The maize project was doing well, and the poultry project was still at the fowl run building stage. 

The idea of fundraising projects was commended by Oralu and Oladele (2015) who point out 

that schools can raise funds through varied revenue yielding projects. The idea of generating 

funds through projects suggests an effort by the principal to make the working environment 

appealing to teachers. Mr Nyika, one of the experienced teachers at the school pointed out that 

the school was a conducive working place. 

 

   
 

Figure 4.6: Income generating projects at Chrim Primary School (A fowl run under 

construction and a maize field) 

 

Mr Kanyo also made efforts to make the working environment conducive by providing 

instructional materials. He explained his practice of gathering teaching and learning materials by 

saying,    

I taught in public and rural schools for a long time. I used the concept that once a 

teacher sees something useful for his/her class he takes it, a teacher is a 
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scavenger. I have always done it. If I come across something I know might be 

useful to teachers, I collect it and say to teachers, I think you can make use of this. 

It is suitable for this or that.  

 

The principal boasted of a wide experience in teaching in rural and urban schools. It appeared the 

old phrase that a teacher is a scavenger was ingrained in him since he boasted of having practised 

that since his old days and was still practising it. It was meant to provide resource materials to 

teachers. By making suggestions on how different resource materials could be used demonstrated 

the principal’s knowledge of instructional activities in their efforts to improve instructional 

performance. This effort by the principal was echoed by Ms Manaki who pointed out that Mr 

Kanyo was very supportive of teacher efforts through availing teaching and learning materials. I 

found out that the availability of instructional materials for teachers to use was a motivating 

factor to all the teachers in the schools. This practice was commended by Mrs Sora and Mr Muko 

from Matanga Primary School and Mrs Ndaba at Bepura Primary School and now Ms Manaki at 

Chrim Primary School. It thus shows that it is an important instructional leadership activity 

executed by the principal. Ghavifekr and Ibrahim (2014) emphasise the importance of teacher 

support by instructional leaders through the provision of resources and guidance for improved 

teacher performance. 

 

To find out how conducive the school environment was, I started by asking Mr Nyika who 

responded saying, 

I have worked in different schools, both government and private schools, the 

environment here is very conducive. I have not seen anything that distracts 

learners and teachers, so far, the environment is very conducive.  

 

Mr Nyika gave an outline of his working experience and concluded that the environment at 

Chrim Primary School was more conducive than at other schools. He had not encountered any 

disturbing events that might have caused despondency among both staff members and learners. I 

went on and asked about teacher relations to which Mr Nyika responded saying:  

We have different categories of teachers here in terms of age, young and old 

teachers. Young teachers have new ideas and old teachers have old ideas. These 

teachers interact on a personal and professional level and learn from each other. 

There are no problems on the relations among teachers, they exchange ideas here 

and there.   

 

Mr Nyika’s quote suggested that work relations among staff were cordial irrespective of the 

different age groups that existed at the school. He took that as a benefit to the school since the 
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blending of old and new ideas enabled the members to learn from each other. Mr Hasva, the 

Physical Education specialist also consented to the school environment being conducive to 

teaching and learning. During my visits at the school, I did not witness any chaotic situations 

among teachers, neither between teachers and parents nor with learners. This suggested an 

enabling environment that encouraged teaching and learning to take place. 

 

I went further and asked Mr Hasva how conducive the school environment was, and he 

responded saying: 

The work environment is quite conducive. It allows us to express ourselves and 

 to go an extra mile. It enables us to achieve the goals set by the school 

administration. 

 

The quote pointed out that the school environment was conducive so much that individuals could 

fully express themselves. He explained that the environment enabled him to improve his 

performance and meet the school goals. I further probed to find out what those goals set by the 

administration were. He quickly responded and said, High teacher performance and a pass rate 

of 100%. The quick response was indicative of the focus by the administration team. It can be 

suggested that the conducive environment might have been meant to increase teacher 

performance and resultantly high learner academic performance.  

 

In response to how work relations were at the school, Mr Hasva said: 

They are good. Teachers are very cooperative here. If you run out of, say chalk or 

mighty markers, fellow teachers can easily give them to you, if say you run out of 

stock and not the day to collect stationery from the school secretary.      

 

Mr Hasva’s narration indicated that teacher relations at the school were virtuous. His explanation 

concurred with that of Mr Nyika who indicated that even though the staff members were made 

up of different age groups, work relations were cordial. The practice of sharing instructional 

materials suggested that the teachers had a common focus, high academic performance by 

learners at the school.  

 

When I asked Ms Manaki about how conducive the school environment was, she gave a very 

brief response, she said: Very conducive. I further asked her to explain her response and she said: 

There is motivation by the school head, and the salaries are good.  
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Ms Manaki’s response acknowledged the presence of a positive working environment at the 

school. From her point of view, she experienced motivation at the school, this made the 

environment a conducive working environment. She also enjoyed the salaries at the school, thus 

making the school environment very conducive to her. All the three participants in the study 

concurred that the school offered a positive working environment. Mr Nyika even went on to the 

extent of making comparison of his present school to the other private and public schools that he 

worked at before and concluded that the working environment at his current school was very 

conducive. Even though the principal lamented the biting economy as having affected operations 

at the school, it appeared Ms Manaki was happy about her earnings. Thus, by being able to create 

a positive working environment at the school, appeared to make the principal an effective 

instructional leader.  

 

When I asked about work relations at the school she said: Teachers are united, they share ideas, 

and they help each other.  

 

She pointed out that there was teacher unity at the school suggesting that the teachers were a 

united force that had a team spirit. She viewed teachers as willing to share ideas and to help each 

other for the benefit of the learners. During my stay at the school, I experienced an interpersonal 

tone among the members. Of note, was one Thursday morning after assembly when the health 

master asked about how the school could increase safety measures against the COVID-19 

pandemic at their school. An open discussion ensued with teachers giving their suggestions. 

From the varied suggestions made by the teachers, the principal recommended the buying of 

water buckets for each class so that each learner washed hands upon entering their classrooms. 

This was in addition to the learners having been sanitised at the main school entrance. Of 

particular importance was that the principal paid heed to teachers’ suggestions and acted. This 

indicated value placed on other members’ suggestions and their importance to the school.  

 

4.4.5 Staff development at Chrim Primary School 

Kosgei (2015) advocates that education is dynamic, thus the curriculum and the education 

system always re-orient to meet the current demands. Hence, for teachers to remain competitive 

in such a dynamic environment there must be continuous staff development for them to be able 

to address emerging issues in society. Aligned to this, the Curriculum Framework for Primary 

and Secondary Education 2015-2022 emphasises the need for in-servicing teachers and their 

continuous professional development. The idea behind this instructional leadership activity is to 
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improve the quality of teaching and student outcomes. This is an important activity in schools 

that principals are expected to undertake as part of their instructional leadership activities. Mr 

Kanyo indicated that the school had staff development activities and he explained how they came 

up with topics for staff development when he said,  

As I supervise the teachers, I notice some gaps or areas that need more attention, 

so we take those. I also consult the teachers before preparing the schedule on 

areas of their concerns and weaknesses and then we come up with topics for 

discussions. 

 

Mr Kanyo’s response showed the importance of supervising teachers through lesson 

observations. As he pointed out, it was through this practice that he identified gaps for staff 

development. In addition to areas he identified, he indicated that he had self-reports by teachers. 

He said, … syllabus interpretation and the implementation of the new curriculum … were some 

of the topics that were listed by teachers. The consultation of teachers suggested a sharing of 

instructional responsibilities with other members. The three teachers concurred with Mr Kanyo 

that teachers contributed topics for staff development at their school. This indicated the value Mr 

Kanyo placed on teachers who spend more time with learners than principals themselves. This is 

supported by Leithwood (2004) who advocates that principal leadership comes second to 

classroom instruction among the factors that relate to what is learnt by students at school. This 

portrays that, teachers are an important force in the school who need to be consulted on staff 

development topics.    

 

When I probed further to find out the level of teacher participation in the staff development 

activities, Mr Kanyo indicated that teachers highly participated in the activities. He revealed this 

when he said,  

It (teacher participation) is very high. As the head, I believe every teacher who 

was recruited in the school has something special to bring in, I involve them so 

much. At times I even give them topics to research on. I even ask teachers to 

present papers and staff develop others in their areas of strength.  

 

Mr Kanyo indicated that there was high teacher participation in staff development workshops. 

This was supported by Mr Nyika who commended the contributions that were made during a 

discussion of a demonstration lesson that they were very helpful, thus indicating teacher 

participation. In addition, Ms Manaki also indicated teacher participation in the staff 

development activities when she pointed out that teachers contributed what they knew, this was 

in relation to the PLAP workshop that was held at the school. Mr Kanyo believed that each 
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individual teacher had something important to contribute to the development of the school hence 

he involved them in different school activities. When he talked about giving teachers research 

topics, I discovered that this was in conformity to the policy of the school that teachers had to be 

involved in some research activities. When I analysed the school policy document (Appendix 

16), I discovered that under the section of activities and clubs was a statement that encouraged 

research by teachers. Bland et al. (2014:1) have echoed the importance of staff development 

when they stated that, “Once recruited, qualified teachers must be improved through on-target, 

on-time, and on-task staff development programmes …”. 

 

In finding out about staff development programmes from teachers’ perspective, Mr Nyika agreed 

that the school held staff development activities. He pointed this out when he said,   

The school has programmes for staff development. Normally we hold three staff 

development activities per term. Also, if there are training programmes at the 

District Office some teachers attend and when they come back, they staff develop 

others.  

 

Mr Nyika pointed out that the school normally held two to three staff development programmes 

in a term. In addition to this, teachers also staff developed their colleagues after having attended 

workshops outside the school. When I asked whether teachers were involved in setting up staff 

development topics, this is what he said, 

 … teachers are sometimes asked to submit topics through their committees, but  

 largely topics are set by the head and his team members. 

 

The involvement of other members suggested shared responsibility hence the possibility of 

distributed leadership. In response to what staff development activities had been conducted at the 

school to help teachers implement the curriculum, Mr Nyika had this to say, 

 We had a staff development meeting where the principal talked about syllabus 

 and policy interpretation. He is very good at that. We also had a demonstration 

 lesson in the teaching of Religious and Moral Education by Mr Pari and recently 

 the head and the health mistress taught us about COVID-19 after they had 

attended a COVID-19 workshop at the District Office. 

  

Mr Nyika pointed out that the head was good at syllabus interpretation. Syllabuses are important 

documents from the Ministry which articulate learning objectives, learning content, suggested 

teaching, and learning approaches and the outcomes expected (Curriculum Framework for 

Primary and Secondary Education 2015-2022). Staff developing teachers in syllabus 

interpretation was an important development towards successful implementation of the 
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curriculum by teachers. This topic was also highlighted by the principal as a needy area for 

training by teachers. Staff developing teachers in the area suggested its importance to the school. 

Since Mr Nyika mentioned having a demonstration lesson, I asked why it was necessary, 

especially for seasoned teachers like himself who had seen it all. He responded and said, 

 Things change, the curriculum framework is something new that was introduced 

 by the Ministry, so we learn a lot from these presentations, especially from 

 colleagues who have a better understanding of the curriculum framework. In 

 addition, contributions that come out from the discussions of the lesson are very 

 helpful.   

 

Staff developing each other was effective as stated by Mr Nyika since teachers with content 

knowledge shared their knowledge with others, thus signifying distributed leadership. Hence, the 

demonstration lesson was quite a relevant instructional activity which enhanced the tapping of 

skills and talents in teachers for the benefit of the school.   

 

When I asked Mr Hasva about staff development at Chrim Primary School, he indicated that the 

principal was very supportive of this aspect. Here is what he said,  

Yes, staff development activities exist at the school. The head recently staff 

developed us on syllabus interpretation in accordance with the curriculum 

framework. He urged us to write our schemes of work from the syllabus. He also 

encourages teachers to professionally develop themselves. If you ask for 

permission to go and register for a certain course the head is very supportive, he 

urges you to move on.  

 

His example of staff development in syllabus interpretation concurred with that identified by Mr 

Nyika on recent staff development activities that had been carried out at the school. Correct 

syllabus interpretation is also an item that teachers were assessed on during class visits by 

supervisors when they assessed teachers’ use of syllabi in scheming their work. Thus, by staff 

developing teachers in this area the principal enhanced teachers’ skills in syllabus use. Correct 

syllabus interpretation was an item on the narrative report under section C (see Appendix 17 area 

highlighted in blue). 

 

Mr Hasva also indicated that the principal encouraged teachers to advance themselves and was 

supportive of teachers who advanced themselves both academically and professionally. Self-

advancement and professional development were items that were on the narrative report (see 

Appendix 17 underlined in white) and for professional development it was the first item under 

Section E: Professional values and commitment. Teachers were also assessed on whether they 
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were professionally developing themselves. In addition, the MoPSE through the Secretary’s 

Circular Number 18 of 2014 rolled out a teacher capacity development programme where the 

Ministry funded teachers to capacity develop themselves. Interested teachers applied to the 

Ministry and when selected teachers were funded to pursue studies at a university identified by 

the Ministry to be offering that programme. Thus, the principal’s actions were in line with the 

dictates of the Ministry, hence enacting his instructional leadership role. Moreover, Mr Hasva 

was studying for a post graduate diploma in education, hence the support by the principal was a 

welcome development to him.  

 

The principal shared responsibility through consulting teachers on topics for staff development. 

This was portrayed by Mr Hasva when he said,  

Yes, we are consulted but most of the time it is the head, the deputy and the 

 TIC who come up with activities.  

 

This was in relation to teacher involvement in listing topics for staff development. Though the 

statement appears to suggest that teachers were involved on a small scale, giving teachers an 

opportunity of coming up with training areas for staff development suggested the principal’s 

acknowledgement that teachers spend more time with learners than any others, hence they knew 

needy areas. In line with this, Leithwood et al. (2004) state that teachers have more influence on 

learners than the school principal, therefore, enabling them to raise training topics showed a 

sharing of responsibility.  

 

Ms Manaki also concurred with the other teachers that the principal supported staff development 

activities at the school and that they were staff developed in syllabus interpretation and PLAP. 

She indicated this when she said, 

The head supports staff development activities at the school. We had a staff 

 development workshop on the performance lag address programme (PLAP) 

 facilitated by the head. Teachers contributed what they knew and finally the head 

told us how it is done. We were also staff developed by the head on syllabus 

interpretation. We benefited a lot. 

 

School records indicated that the staff development activities mentioned by Ms Manaki had been 

held at the school with the principal as the facilitator. She pointed out that teachers participated 

through making contributions of what they knew about PLAP and the principal adding on to that. 

The Performance Lag Address Programme (PLAP) was introduced in 2016 by MoPSE to 

address learning gaps in grade 3 to 7 learners through improving teachers’ skills in providing 
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learners with catch-up activities. Thus, staff developing teachers improved their instructional 

performance and effectiveness (Ikegbusi and Eziamaka, 2016). The fact that teachers were staff 

developed in syllabus interpretation as mentioned by both Ms Manaki and Mr Hasva, suggested 

its importance to curriculum implementation. She indicated having benefited from the staff 

development activities.  

 

The aspect of suggesting topics for staff development by teachers appeared to be out of choice 

since the final decision was done by the principal and his team. This was pointed out by Ms 

Manaki when she said,  

Teachers can suggest topics and subject areas for staff development and send 

 to the deputy head. From these and their own, they choose on what will be done 

 first and last.    

 

There was an agreement among the three teachers that opportunities existed at the school for 

teachers to suggest topics for staff development and that the final selection was done by the 

leadership team. These activities show the importance of staff development in schools. 

Osamwonyi (2016) advocates that teachers are the hub in the development of education, 

therefore, they need to be staff developed to acquire new skills and methods of doing work. 

These skills and methods help close the gaps in the instructional activities of practicing teachers, 

thus improving their performance and ultimately learner academic outcomes. 

 

4.4.6 Leadership opportunities at Chrim Primary School 

Nawab (2011) posits that one strategy to lead schools to effectiveness is through giving authority 

to teachers and trusting them. This is somehow an indication of sharing instructional leadership 

that results in effective schools. Under this theme, the focus was to find out whether the principal 

distributed leadership as he enacted instructional leadership activities. How the principal did this 

is also the focus of this section.  

 

When I asked Mr Kanyo whether he afforded teachers leadership opportunities at Chrim Primary 

School, he said these were available through varied activities. This is what he said,   

Yes, we do. We have various committees like the tours committee, entertainment 

committee and once an activity is about to come up such as a tour, that committee 

and its chairperson are fully responsible. They then report periodically as we 

monitor their progress. If we are going to have a speech and price giving day at 

the end of the year, we say to the committee, look, this is what we expect, we want 

this, do this.  
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The school had different committees which focused on different areas suggesting that leadership 

opportunities were available for teachers, thus indicating distributed leadership. The different 

committees that existed had different chairpersons who presided over each committee, thus 

indicating that the principal shared responsibilities with other staff members. The committees 

reported progress to the principal at specifies times. The principal’s practice was in conformity to 

the school policy which urged teachers to be in committees (see school policy document 

Appendix 18, section highlighted in blue). In addition to school policy document I analysed, I 

also went through the school minutes which showed a record of a fundraising committee meeting 

which was preparing for a fun day to raise funds for their solar power project. The school wanted 

to electrify their school using solar power energy.  

 

    
 

Figure 4.7: Minutes of a fundraising committee 

 

The minutes in Figure 4.7 above depict a sharing of ideas among committee members where 

each member was tasked to come up with a theme for the event they were preparing for. From 

the different themes, the committee was to come up with one theme for the day, thus showing a 

collaborated activity among the members.  

 

Mr Kanyo’s wide teaching and school leadership experience might have taught him that 

leadership did not lie in people with formal positions only, but that it included those occupying 
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informal positions. His remark concerning factors that contributed to the high instructional 

performance at the school suggested this. He said: 

We have always believed that parents should be well informed in the education of 

their children, so we always try to bring them in. They must manage, monitor, and 

help with the children’s homework. Parents are expected to sign every homework 

done by their children. If the homework is not signed the teacher has the right not 

to mark the homework. We also believe that children should be involved as much 

as possible in their education, they should be interested in the school activities. 

We also believe that as teachers, we always say if it were your child how would 

you want the child to be treated. So, the staff take the children, if we are talking of 

loco parentis is to the word. It is not just a matter of business as usual and get a 

salary at the end of the month.  

 

The inclusion of parents in the activities of the school appeared to have been an important move 

by the principal since the school had a high pass rate, 100%. Asking parents to manage, monitor 

and assist their children as they did their homework suggested a leadership strategy of sharing 

the responsibility of the learners’ education. By emphasising strict adherence by teachers to 

assist learners signifies the value the principal placed on instructional activities.  

 

Mr Nyika concurred with Mr Kanyo that he availed leadership opportunities to teachers at the 

school. This was evidenced when he said, 

I have worked with the head for some time, I have not seen dictatorial tendencies. 

I have seen him trying to share responsibilities. Even some activities that you 

would have thought the head would do, I have seen him asking teachers to do 

some things for him.  

 

After having worked with the principal for seven years, Mr Nyika was confident to say the 

principal shared responsibilities with other members. The principal’s sharing of responsibilities 

with other teachers was evident in a fundraising meeting referred to above (Figure 4.7, 

underlined sentence) when the principal tasked each individual member to research on how the 

event could be made a success and to come up with a theme for the fundraising event. Otherwise, 

he could have dictated it. The principal’s interest in research cropped up again as he asked 

members to research on how best the activity could be made a success.  If viewed from the angle 

of nurturing leadership talents in teachers, the assigning of tasks to teachers by the principal 

suggests a great move towards developing them. The practice of involving other members in 

school tasks by the principal was also echoed by Mr Hasva who pointed out that the principal 

delegated different tasks to teachers.  

 



206 

 

Mr Nyika further gave an example of the principal’s involvement of teachers in leadership tasks 

at the school when he said:  

 He (the head) has on many occasions asked teachers to represent him at meetings 

outside the school such as at the District Office when it was him who was 

supposed to attend. You hear him say, let the young ones attend, they still have a 

long way to go with their profession. He remains at school and continues with his 

daily work.  

 

Mr Nyika revealed the principal’s level of delegation, that he even asked teachers to represent 

him at meetings outside the school. The reason behind was that he believed the young teachers 

still needed to develop their career and leadership skills, thus they had to have the practice 

through attending workshops and or meetings outside the school. The idea behind was to nurture 

other teachers who still had many years in the service. When back, the teachers gave feedback to 

the principal and other teachers. I further asked how teachers felt about that practice and he said: 

The teachers are usually excited about that. A classroom teacher going to mingle 

with heads of schools makes them feel great. Their feedback is testimony that they 

like it. This does not happen in many schools. 

 

The quote suggests that the practice had a positive effect on teachers. The fact that the teachers 

had an opportunity to dialogue with principals from different schools was a positive development 

to them. Mr Nyika pointed out that the feedback the teachers gave after having attended such 

meetings and or workshops was indicative that the teachers liked it. Since the practice did not 

exist in other schools, the principal was believed to be enacting an important instructional 

leadership activity of developing teachers’ understanding of leadership. 

 

Mr Hasva agreed with Mr Nyika and the head that the head delegated different activities to 

teachers and that committees existed at the school respectively. This is what he said, 

The head always delegates when there is something to be done and this creates 

responsibility on the part of the teacher carrying out the task. We have several 

committees, so the head assigns a teacher to be the leader of each committee 

where they will be accountable and responsible. 

 

Mr Hasva viewed the practice of the head, of delegating tasks to teachers, as creating 

responsibility in the teachers. He pointed out that when a task was delegated, this created an 

obligation on the part of the teacher to successfully complete the task. When I asked Mr Hasva 

about leadership practices that were introduced by the head to show his willingness to distribute 

leadership to other members, he said: 



207 

 

The introduction of clubs has enabled teachers to play leadership roles as they 

lead the clubs. We have three or for teachers in a club with one teacher leading. 

So, by  doing that, he has allowed some teachers to have leadership roles. 

 

The aspect of clubs at the school was also a conformity to the school policy dictates as this was 

stated in the school policy document that teachers would be assigned to clubs (See Appendix 16). 

Mr Hasva saw this practice nurturing leadership talent in teachers for future leadership positions, 

since each club had a leader who had the responsibility of leading club activities.  

 

Ms Manaki had the following to say about leadership opportunities at Chrim Primary School:  

He (the head) doesn’t do things on his own. He always seeks advice. He wants to 

hear from others on what they think. We (the head and teachers) usually come up 

with one thing.  

 

By stating that the principal did not do things on his own suggested that the principal shared 

responsibilities with staff members. I probed further to get a clear understanding of what she 

meant by, “He always seeks advice.” She explained saying,  

 He asks for teachers’ opinions when he wants to start projects that would involve 

teachers. He would say what do you think of this idea, may you go and think about 

it. We would then discuss this as a school on another day and is very receptive to 

people’s ideas. That is what he did when the school  started the maize project.  

 

Ms Manaki’s statement appeared to indicate the strategic way the principal had of introducing 

projects in the school, by asking for teachers’ opinions. This appeared to be a way of getting 

buy-in from the teachers. This practice showed shared responsibility among members in the 

school. From the data gathered from the teachers, it was evident that the principal availed 

leadership opportunities to teachers, thus signifying distributed leadership.   

 

4.4.7 Class allocation at Chrim Primary School 

Chrim Primary School is a private school where the teachers are not on a government payroll. 

They employ their own teachers and pay them from their own sources. The school, therefore, has 

the freedom to employ the calibre of teachers they want. All teachers to the school pass through 

an interview that is chaired by the director, assisted by the principal and the vice principal. After 

passing through interviews all the other processes such as introducing the school policy 

document to the teacher and class allocation are left for the principal to organise. In line with 

this, Mestry (2017) advocates that principals have a responsibility to effectively manage 

resources to improve best instructional activities. By enacting this responsibility in schools, 
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principals play a significant role in developing and maintaining academic standards. Teachers, an 

important resource in a school, need effective management to produce quality academic results, 

thus how they are allocated to classes plays a crucial role in the results they produce. Armed with 

this information, I thus wanted to find out how the principal allocated classes to teachers to 

ensure a 100% pass rate. In explaining how the school manages to score a 100% pass rate, Mr 

Kanyo said: We look at the qualifications, experience, age, and maturity of the teachers.  

 

The characteristics the principal considered for placement purposes were evident in grade five, 

six and seven teachers. These were mature people who had been in the service for long. One of 

the members was Mr Nyika who was a participant in my study. He taught grade five and was an 

experienced teacher.   

 

I further asked the principal who he meant when he said, “We look at their qualifications …?” 

He responded saying,  

Normally class allocation is done by the head. In some circumstances, I consult 

 the vice principal and the TIC. This occurs in situations where we have three high 

performing teachers vying for one class. We always reach a decision after looking 

at different qualities in the teachers and we allocate. Through supervision 

activities, I also know the level of performance of the teachers.  

 

It appeared it was only after encountering a challenge that the vice principal and the TIC were 

consulted. Mr Kanyo appeared confident with his practice of allocating classes at Chrim Primary 

School since he knew how they performed as their supervisor. I probed further seeking an 

explanation about the qualities he had indicated that he looked at for placement purposes and he 

said, 

For seasoned teachers, placement is not a problem, but for novice teachers. These 

can have challenges with some grades such as grade one, six and seven. These 

classes need experienced teachers. Grade ones need mature people who 

understands them. 

  

The principal’s stance was that mature and experienced teachers were allocated to teach grades 

six and seven. Allocating classes to novice teachers was regarded as a challenge unlike to 

seasoned ones as these are yet to gain experience. The principal’s quote indicated the high 

attention he paid to grade one and grade seven, it showed that he did not deploy inexperienced 

teachers to those classes. As for grade one, the principal believed that mature people could 

understand the little ones, thus needed such teachers. The practice of allocating classes by the 

principal suggested that his principle was to allocate classes to competent teachers. 
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To gather more information from teachers about class allocation at Chrim Primary School, I 

went on to ask Mr Nyika whose response was, 

Normally there is a discussion between the head and the teacher, one is not just 

given a class. The head would ask a teacher on what grade the teacher would 

want to teach. He would also be having his own idea that if a certain teacher is 

deployed to a certain class, good results would be produced. Discussions are held 

and a compromise is reached. It is not an issue of dictating.  

 

The quote indicated that the principal discussed class allocation with individual teachers before 

allocation. This instructional leadership practice suggested a sharing of responsibility with 

teachers. Though the principal held discussions with individual teachers on class allocation, he 

always had his own perception of who to allocate to which class. Despite this, Mr Nyika pointed 

out that a compromise was always reached without dictation. 

 

Mr Hasva pointed out that he was allocated classes to teach by the head, this is what he said, 

 As for me, it was based on my qualifications, I am an agriculture expert, so I was 

assigned to teach Agriculture from grade three to seven. The head allocates 

classes at this school and usually grade six and seven teachers alternate classes 

each year.  

 

Mr Hasva was a specialised Agriculture teacher who was recruited to teach Agriculture at Chrim 

Primary School, so he taught one subject from grade three to seven. According to him, his 

qualifications determined the subject he taught. Although his case was obvious, it was the 

principal who allocated grades that he was supposed to teach, thus indicating that it was the 

principal’s role to allocate classes to teachers. When I probed further to find out whether the vice 

principal and the TIC were not involved, he said. 

I don’t think he involves them, especially when it comes to class allocation, with 

the way he wants to maintain the standards at the school. Maybe he talks to them 

before he allocates classes to teachers.  

 

A difference occurred with what Mr Nyika stated and what Mr Hasva said. Whereas Mr Nyika 

talked of a consensus between the principal and teachers, Mr Hasva talked of the principal 

allocating classes. He even stated that the principal was concerned with pass rates, thus would 

allocate classes on his own. The quote suggests high importance placed on maintaining the 

standards at the school so much that the principal takes it upon himself to allocate classes to 

teachers. Though for other aspects of the school, the principal could engage the TIC and the vice 

principal, Mr Hasva saw the principal so occupied with allocating classes to teachers who could 

effectively teach them. Since the TIC and the vice principal were part of the leadership team, Mr 
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Hasva was not very sure if they were consulted first before the principal allocated classes but 

was doubtful. As far as Mr Hasva was concerned, the allocation of classes to teachers was an 

activity done by the principal. This practice thus showed that the principal engaged in 

instructional leadership activities.  

 

Ms Manaki began by explaining how she ended up teaching at Chrim Primary School and the 

grade she taught at the time of my visit, this is what she said,  

I was a student teacher at this school and after graduating they employed me here 

and I continued teaching the grade three class. Since then, I have taught grade 

three and four in different years. This year I have grade three.  

 

Ms Manaki was fortunate enough to have been employed at a school where she did her teaching 

practice which was about five years ago. Since then, she had taught grade threes and fours 

alternatively. The allocation of her into grade three and four was at the principal’s discretion.  

His response on qualities of teachers he considered when allocating classes, he revealed that he 

had challenges when placing novice teachers since they lacked experience. Since Mrs Manaki 

was somehow their product, he understood her performance and placement was likely not a 

problem. In addition, since the school employed her after her training, it meant that they were 

contended with her performance. She went to explain that it was the principal who allocated 

classes to teachers at Chrim Primary School. This is what she said,   

 It is the head who allocates classes to teachers. He often tells us that our 

 performance usually determined the grade we are allocated to teach.   

 

The allocation of classes was an instructional leadership activity done by the principal as 

indicated by Mrs Manaki. This was also highlighted by Mr Hasva. Mr Nyika’s version differed 

from Mr Hasva and Ms Manaki in that he said the principal held a discussion with teachers 

before class allocation. As this was not evident in the principal’s story, it could have been a 

particular case where that happened such as the senior members since the principal pointed out 

that class allocation for seasoned teachers was not a problem. Ms Manaki talked about the 

principal alerting teachers that class allocation was based on their performance, this suggests an 

encouragement on teachers to improve their performance, which was an important instructional 

leadership strategy by the principal.  
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4.4.8 Closing the participants’ stories 

Mr Kanyo’s long serving experience might have been the rock behind his leadership that led to a 

100% pass rate in the grade seven examinations. Though he was not part of the team that 

generated the school’s vision, as part of the member of the administration team, he was 

exemplary at his work, thus driving other members to respect the school vision. His interest in 

instructional leadership saw him practically teaching some lessons to the grade seven class. This 

activity characterised instructional leadership. His leadership prowess saw him creating 

committees that played a part in the leadership of the school. This signified a movement away 

from the heroism syndrome found in principals who do not distribute leadership. In fact, Klar 

(2016) encourages school principals to distribute leadership tasks to other members to increase 

the schools’ organisational capacity.  

 

Mr Nyika’s length of stay at Chrim Primary School made him understand the leadership 

activities at the school. Though he had been at the school for several years, he was not well 

versed with the school’s vision. That might have been a signal of less attention given to what the 

vision of the school was by him and a concentration on instructional activities. He believed in the 

effectiveness of the principal’s leadership since he supervised teachers and gave them feedback, 

thus displaying characteristics of an instructional leader. His view of the practice at the school 

where the principal shared responsibilities with other members of staff suggested distributed 

leadership. Thus, as far as Mr Nyika was concerned the principal was an effective leader who 

shared instructional leadership responsibilities with other members of staff.  

 

Mr Hasva, the Agriculture specialist teacher, taught Agriculture lessons from grade three to 

seven at Chrim Primary School and so was not affected by the class allocations done by the 

principal at the end of each year. He regarded the allocation of classes as the prerogative of the 

principal. Despite this, he still regarded the principal as willing to engage others in the leadership 

of the school such as when he delegated tasks to members and the existence of clubs at the 

school. This meant taking up responsibility to achieve delegated tasks, in the case of delegation 

and in the case of committees it meant that there had to be a leader for each committee. Being a 

chairperson of the projects committee meant he experienced leadership. This signified a 

nurturing of the leadership talent in teachers and simultaneously a distribution of leadership 

roles.  
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In the interviews conducted with Ms Manaki, it was evident that varied activities characterising 

instructional leadership were enacted at the school. It was observed that the principal was the 

main supervisor in the school who observed lessons and wrote reports. He gave feedback to 

teachers after observing them teaching. This was meant to inform the teachers of their level of 

performance and to suggest to them ways of improving their performance. Ms Manaki agreed to 

have benefited from the staff development presentations by the principal. Important observations 

made were those various activities characterising instructional leadership practice enacted in the 

school which appeared to have increased the teachers’ knowledge. What I observed among the 

instructional activities discussed with Ms Manaki was little knowledge about the vision of the 

school suggesting little attention having been paid to it by teachers while concentrating on 

making learners pass.  

 

4.5 SUMMARY 

The chapter presented the data I gathered from three schools through face-to-face interviews, 

document analysis and observations. I gathered the data during my stay in the schools. The data 

showed varied activities carried out in the schools that portrayed characteristics of instructional 

leadership practice. Each school operated in its own context, however, some commonalities 

existed among the schools. Despite the differences in the types of the schools all the principals in 

the schools played their roles in implementing activities that characterised instructional 

leadership. These activities ranged from visioning the schools, supervision of teachers, creating 

positive school environments, staff developing teachers and allocating teachers to classes with 

clear minds of their performance. Mrs Muzuwa’s interest in teaching saw her teaching some 

lessons in particular the grade sevens. This practice enabled her to supervise teachers well at her 

school who in turn developed a culture of hard work. Although Mr Shama sometimes took time 

to teach, this was in selected instances for demonstration purposes. He had the conviction that by 

improving the working conditions for teachers, high learner academic outcomes would be 

possible. Mr Kanyo, the old and experienced man had a passion for teaching just like Mrs 

Muzuwa. This was found to have rubbed on to teachers who were so focused on maintaining the 

school standards. His interest in maintaining the school’s pass rate saw him being the major 

player in class allocation and supervision of teachers at his school. In the process of enacting 

instructional leadership, features of distributed leadership were exhibited. In the following 

chapter, I carried out a cross-case analysis of the data I gathered from each of the three cases and 

I discussed the findings I made from the study. 
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CHAPTER 5 

 

CROSS-CASE ANALYSIS, FINDINGS AND DISCUSSION 

 

5.1 INTRODUCTION  

In the previous chapter, I presented and analysed data on instructional and distributed leadership 

practices that I gathered from three high performing primary schools. This chapter presents a 

cross-case analysis of the data from chapter 4 on instructional and distributed leadership 

practices. The cross-case analysis provides a comparable presentation of the cases which was not 

done in chapter 4 where I separately dealt with individual cases. In presenting the cross-case 

analysis, I was guided by three themes which are, participants’ background information, 

activities characterising instructional leadership practice and aligning instructional activities to 

distributed leadership practice. To begin with was a cross-case analysis of the background 

information of the principals followed by that of the nine teachers describing their professional 

contexts related to this study. This helped explain the participant’s understanding of what major 

activities characterise instructional leadership and how they exhibit distributed leadership 

practice. 

 

5.2 PARTICIPANTS’ BACKGROUND INFORMATION 

Table 5.1 summarises teacher profiles and indicates school names and types, and the leadership 

positions held by the participants in the schools. These were the teaching staff that participated in 

my study. All the schools were co-educational institutions. The specified teacher attributes 

provided bases for the understanding of the teachers’ responses to the enactment of instructional 

and distributed leadership practices in schools. The participants’ attributes, qualifications, 

experience, and perceptions on instructional leadership contributed to how the cross-case 

findings were interpreted. 
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Table 5.1: Profile of participants  

School  Principal / 

Teacher 

Gender Age Experience Qualifications Leadership Post Grade 

Taught 

Matanga Primary 

School 

 

 

Mrs 

Muzuwa  

Female 50+ 24 years  Certificate in Education 

 Masters in Education 

Management 

 B.Ed. Education 

Management 

Principal - 

Mrs Sora  Female 45 17 years  Diploma in Education - School health 

leader 

4 

Mr Muko  Male 43 19 years  Diploma in Education -  Chairperson, 

fundraising & 

agriculture 

committees 

-  Soccer coach  

6 

Mrs Rega 

 

Female 50+ 28 years  Diploma in Education Teacher in Charge 2 

Bepura Primary 

School  

 

 

Mr Shama  

 

Male 50+ 21 years  Masters in Education 

Management 

 B.Ed. Education 

Management 

Principal - 

Mrs Ndaba 

 

Female 50+ 27 years  Masters in Music 

 Bachelor of Education 

Music  

- Chairperson 

disciplinary 

committee 

-  Entertainment 

committees 

7 

Mr Ngata  Male 38 8 years  Diploma in Education -  Physical   

Education teacher 

-  Soccer and   

Athletics coach 

1-7 

Mrs Koni       Female 37 13 years  Diploma in Education - Examinations 

committee 

member 

1 

Chrim Primary 

School 

 

 

Mr Kanyo  Male 65+ 28 years  Certificate in Education   

 B.Ed. Education 

Management     

Principal - 

Mr Nyika  Male 50+ 30 years  B.Ed. Education 

Management     

- Senior teacher 5 

Mr Hasva  Male 34 4  Bachelor of Science 

Agriculture 

-  Projects 

coordinator 

3-7 

Ms Manaki  Female 28 4  Diploma in Education -  Social welfare 

committee 

member 

4 

 

The three schools had a track record of being in operation for more than five years and each of 

the principals had been in leadership for more than twenty years. All of them had been at their 

current stations as principals for more than five years. The principals are well experienced people 

who rose through the ranks from being teachers to vice principals and finally to principals. They 

were all recommended by the District Office as effective school leaders. I selected principals 

from different types of schools to get some variation in background and context (Harris et al., 

2017).  
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5.2.1 Principals’ background 

Mrs Muzuwa, the only woman among the three principals superintended over a big day primary 

school.  Before being a principal, she was a teacher, vice principal for four years and had a stint 

as an Acting Education Officer at district level for four months thus gaining some experience 

about district leadership. Her wide experience in leadership positions appears to shape her 

leadership approaches and the school’s performance at Matanga Primary School.  

 

Mr Shama, the school principal at Bepura Primary School led the biggest school of the three 

principals. Bepura Primary School is an urban council primary school with a staff compliment of 

58 teachers and 2023 learners. He is one of those principals who the District Schools Inspector 

(DSI) recommended as an effective principal leading a high performing school. His many years 

of experience coupled with his high qualifications seem to give him a better understanding of 

instructional leadership matters, thus creating a base for effective leadership.  

 

Mr Kanyo is the oldest and most experienced among them all. He leads the smallest school of 

them all. He has also had a stint in Botswana where he taught for five years before returning to 

Zimbabwe. The wide experience Mr Kanyo has, earned him the role of principal at Chrim 

Primary School.  

 

5.2.2 Teacher background information 

I purposively selected three teachers from each of the three schools. From Matanga Primary 

School, there was Mr Muko, Mrs Sora, and Mrs Rega. Mrs Rega had been a TIC for over ten 

years. She effectively led the Infants Department to the principal’s satisfaction. Mrs Ndaba, Mr 

Ngata, and Mrs Koni were the teacher participants from Bepura Primary School. Mrs Ndaba was 

a vibrant teacher, the oldest and most experienced among the three teachers at Bepura Primary 

School. She taught a grade seven class and was confident that her learners would come out with 

good passes. Among the three teachers at Chrim Primary School two teachers were committee 

leaders and the third one was a committee member. The teachers were Mr Nyika, Mr Hasva and 

Ms Manaki. 

 

All the participants were qualified and experienced at their jobs. My observations were that even 

though the principals were of different ages, had different experiences and worked in different 

school environments, their lines of leadership were largely similar. As for the teachers, they all 
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had the basic minimum qualifications of either a Diploma or a Certificate in Education except for 

one teacher at Chrim Primary School who had specialised in Agriculture and taught Agriculture 

lessons only. All teachers who participated in the study at Matanga Primary School held 

leadership posts while at Bepura and Chrim Primary Schools there was Mrs Koni and Ms 

Manaki, respectively, who did not hold formal leadership posts but were committee members. 

The number of teachers with leadership roles at the school suggested that the schools had 

opportunities for teachers to take up leadership for teaching and learning at the school. The three 

schools were under different responsible authorities.  

 

5.3 ACTIVITIES CHARACTERISING INSTRUCTIONAL LEADERSHIP PRACTICE 

This theme examines the main activities that the principals and teacher leaders performed in 

schools that characterise instructional leadership practice. I explored this theme under three sub-

themes visioning schools, managing instructional activities, and creating a positive school 

environment. The sub-themes jointly answer my first sub-question: What are the main activities 

that characterise instructional leadership practice of selected high performing primary schools in 

Zimbabwe?  

 

5.3.1 Visioning schools 

School visions provide treasured information about the purpose of a school’s existence. It serves 

as an unspoken contract between the school and its stakeholders to strengthen their jointly agreed 

purpose. It is, therefore, crucial that teachers in schools understand their school vision. My first 

finding was that all the three schools had school specific visions whose generation was 

determined by the different contexts of the schools. Matanga and Bepura Primary Schools had 

their responsible authorities being the government and the urban council respectively. In these 

schools, the principals led the creation of school specific visions as the persons representing the 

responsible authorities at the stations. These were designed to suit the contexts of the schools. 

This was unlike at Chrim Primary School whose responsible authority was a private individual. 

In this case, the vision of the school was created by the founder of the school in collaboration 

with a school board whose membership were determined by the founder of the school. Of 

significance was the realisation by all the schools of the need for school specific visions which 

catered for the needs of individual schools aside from the generic Ministry vision. Though extant 

literature states that it is often the responsibility of principals to create visions for schools (Davis 

and Boudreaux’s, 2019), I discovered that this depended on the type of school. Even though 
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Chrim Primary School was guided by Ministry policies, its operations were dictated more by the 

vision of the founder. Martin’s (2018) study of USA Christian Schools show that the principals 

mostly created visions for their schools. From their study, Davis, and Boudreaux’s (2019) also 

found that principals in Charter Schools in the Mid-South Region of the United States crafted 

resounding visions for their schools. They then concluded that it was the duty of the principals to 

make sure that their schools had visions that indicated what their schools intended to achieve. 

Though this was the case at Matanga and Bepura Primary Schools, the situation was dissimilar at 

Chrim Primary School. The principal’s task at Chrim Primary School was to implement the 

vision than to create it. Each school appeared to have created a vision that was in sync with their 

contexts, thus the school specific visions differed from school to school unlike the generic vision 

from the Ministry which was a blanket statement for all schools. While we talk of creating 

visions in schools, literature suggests that this varies by school and by country. In a study by 

Kaparou and Bush (2016) of high-performing secondary schools in Greece, on whether the 

principals enacted instructional leadership, they found that principals focused more on targets as 

set by the Greek policy requirements compared to visions. Instead of visions, the principals 

formulated targets. This, therefore, meant that there were no shared visions with the teachers as 

they had to focus on the targets. This practice, however, can limit teacher creativity in enacting 

interventions outside the classrooms as they focus largely on attaining classroom targets. Thus, 

the practice of visioning schools is an important instructional leadership practice that enables 

teachers to have a common focus. When shared it exposes teachers to all school activities, thus 

ensuring teachers unlimited contributions to improved school performance. Thus, the context of 

each school determined how the school was visioned.   

 

Zimbabwean schools are mandated to have the generic vision and mission statements from the 

Ministry. Effective schools, just like the ones I studied, seem to go a step further and created 

school specific vision and mission statements guided by the Ministry dictates. These are 

particularised visions that catered for individual school needs. Hallinger and Murphy (1985) 

argue that vision formulation in schools is one of the three important instructional leadership 

practices performed by school principals. Though the development of the school vision is a 

primary task of principals, Hallinger (2010) argues that it is not meant for them to define the 

vision alone but to involve other stakeholders. In a study of Singaporean primary and secondary 

schools, Dong and Seong (2014) emphasised the aligning of instruction to school vision, thus 

signifying the importance of this instructional leadership practice in schools. Their study 
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revealed that principals were active in vision formulation. The performance of this instructional 

leadership activity made the principals strong and effective instructional leaders. The findings by 

Dong and Seong (2014) corresponded to the findings I made of the two schools in my study 

where the principals and teachers crafted school specific visions. The difference was experienced 

at Chrim Primary School where the principal was not part of those who formulated the school 

vision. Mrs Rega, a long serving member at Matanga Primary School, recalled vividly the days 

when they created the vision of their school. She cited activities that took place as they 

formulated the school vision and mission statements saying, I remember that time, we sat as staff 

members and were asking ourselves, why are we here, what is it that we want to do to our 

learners, to our community and to our country. That is how we came up with our vision and 

mission statements, (Section 4.2.2). A critical aspect that can be deciphered from her statement is 

the strategy the principal employed in coming up with the school vision. Vision crafting was not 

a one-man activity, a view of Hallinger (2010), the principal engaged teachers in the crafting of 

the school’s vision at Matanga Primary School.  

 

Bepura Primary School clearly displayed its school specific vision and mission statements unlike 

at Matanga Primary School which displayed the generic Ministry vision and mission statements 

only. Since Matanga Primary School was a government primary school it seems they gave 

prominence to the generic Ministry vision and mission statements by displaying them alone. The 

situation was different at Bepura Primary School where they displayed the two, the Ministry and 

their school specific vision and mission statements clearly. This suggested that they gave equal 

value to their school specific vision and mission statements just as they did the one from the 

Ministry. The presence of the principal during the crafting of the school vision was highlighted 

by the principal in his statement when he said: We got input from committees, we have got 

teachers who are in committees, we got their input then we sat as a committee, (Section 4.3.2). 

This was an acknowledgement by the principal of his efforts and those of the teachers. An 

important aspect here was the acknowledgement of the importance of the school vision and his 

partaking in the instructional leadership activity. The situation at Chrim Primary School was 

such that the principals were hired to implement instructional leadership activities to attain the 

founder’s vision since it was from the founder that they got the school specific vision.  

 

Communicating school visions 



219 

 

Hallinger and Wang (2015) advocate that principals make available the school vision and 

communicate it to school members. If crafted and kept in a drawer, it would not serve any 

purpose. It needs to be communicated to stakeholders. It is the principal’s responsibility to 

communicate it to teachers so that there is a common understanding. This was a challenge in all 

the schools studied, particularly to teachers who joined these schools after the visions had been 

crafted. Teachers who transferred to these schools, lacked knowledge about the vision and 

mission statements of their new schools. I noted this when Mrs Sora explained her understanding 

of the school’s vision. She said: It means teachers must work hard so that our children pass and 

that we achieve the school goal of having a high pass rate, (Section 4.2.2). This was her 

understanding of the school vision. Mr Muko had also transferred to Matanga Primary School 

from another school. Though the principal rated him highly as having improved the performance 

of the grade six class, he had little knowledge about the school vision. His focus was more on 

obtaining a high pass rate than on concentrating on what the school vision entailed, to him it 

appeared the school vision meant making learners pass. It appeared not much attention was given 

to new teachers to the school in terms of induction related to the school vision. Like Matanga 

Primary School, Bepura Primary School also had Mr Ngata who transferred to the school after 

the school vision had been set. He had little knowledge about the school vision. His explanation 

of a school vision showed a lack of full understanding of the school vision. In fact, he could not 

recite it as it is. As he knew the principal talked about excellence, hard work was obviously 

involved. Thus, his response where he said: It means we must work very hard to achieve certain 

goals and targets that are set by the school, was all embracing of what teachers are expected to 

achieve in schools. This level of understanding of the school vision by individual teachers 

signalled the need for a constant reminder by principals of the school’s vision. At Chrim Primary 

School, Ms Manaki also displayed little understanding about school vision. Her response about 

what the school vision meant to her was, Integrity and expertise … When we teach, our mandate 

is to produce good results, so we do everything we can to help the children so that we achieve 

the goal of the school as our mission directs us. A lack of a clear understanding of a school 

mission could be deciphered from the response. It appeared a school vision to her was producing 

good results.  

 

A common finding among the schools was a streak of a lack of clear understanding of the school 

vision by new teachers. It appeared that teachers were highly inducted into a culture of hard 

work and high performance and less attention was paid to the importance of the school vision. A 
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similar finding where principals focused on one aspect of the learning process was made by 

Harrison and Allen (2015) in their study of six Association of Christian Schools. They 

discovered that principals tended to focus more on spiritual leadership than on the academic 

performance of learners and the professional development of teachers. In the case of my study, 

this then defeated the aspect of the schools developing all round learners found in the school 

specific visions while concentrating on the academic aspect only. Concentrating on academics 

only meant that the teachers at Matanga Primary School missed the opportunity to produce 

wholesome learners as stated in their vision statement, and at Bepura Primary School they 

missed the opportunity to produce learners with sport and cultural knowledge, while at Chrim 

Primary School they may have missed out on the opportunity to unlock the potential in learners 

as stated in their vision. Thus, communicating the school visions to all teachers may be an 

instructional leadership role that effective principals need to perform if the development of all 

round learners is to be achieved in schools.  

 

Discussion 

The Ministry of Primary and Secondary Education (MoPSE) overly controls the education 

system in Zimbabwe. It does this through various instruments that are sent to schools in addition 

to Ministry officials who visit schools here and there to assess learning processes therein. The 

Handbook on School Administration for Heads (1993) was one such document that I found in all 

the schools, principals referred to this document. Even though Chrim Primary School was a 

private school, the principal, Mr Kanyo indicated that the school operated within the guidelines 

of the Ministry, thus showing the controlling hand of the Ministry. In addition to other aspects 

stipulated in the handbook by the Ministry, is the encouragement of principals to have visions for 

their schools. Hence, as principals developed visions for their schools, they at the same time 

were enacting an instructional leadership practice that conformed to the dictates of Ministry 

policies. Through creating school specific visions, the principals aligned the Ministry policies to 

their schools’ settings and contexts. It is an important strategic leadership role for effective 

principals to have a clear direction for schools and to prioritise important aspects that concern 

learners (Naidoo and Pettersen, 2016). When visions are in place, it is crucial that they are 

communicated to all teachers both new and old, in the schools. Turkoglu and Cansoy (2018) 

emphasise the need for principals to explain the importance of the school’s vision to teachers for 

all to have a common purpose of the school. Enacting this instructional leadership practice in 

schools appears to be a leadership strategy that improve teachers’ instructional performance at 
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school. Schools had visions, however, what seemed to be lacking was a constant reminder of the 

existence of school visions to members of staff, particularly new staff members. The major focus 

was rather on getting high learner academic results. The findings made in this study suggest that 

though schools had visions, principals needed to constantly remind teachers of these if all round 

development of learners is to be possible. Developing the vision and communicating it 

characterised one instructional leadership practice that was enacted in the schools.   

 

5.3.2 Managing instructional activities 

This section 5.3’s focus is on the activities that principals performed that characterise 

instructional leadership practice. We now turn our focus to the management of instructional 

activities through the supervision of teachers as a way of promoting effective teaching and 

learning in schools.  

 

Promoting teaching through teacher supervision  

A finding I made is that all the three principals took part in supervising teachers’ instructional 

activities. The major strategies they employed in supervising teachers were walk-ins, lesson 

observations and giving feedback. This instructional leadership practice was aimed at improving 

teaching and learning and ultimately school performance. Manaseh (2016) emphasises that it is 

the principal’s responsibility to manage instructional activities with the aim of improving the 

quality of teaching in schools. Since teachers are a crucial element of any educational system 

(Ricard and Pelletier, 2016), effective supervision practices must be implemented by principals 

to realise effective teaching and learning. Ismail et al. (2018) study of respected schools in 

Malaysia showed that principals’ supervision practice had a positive impact on the instructional 

competency of teachers. It, thus, suggests that the principals’ supervision of teachers contributed 

to instructional improvement. Horng and Loeb (2010) point out that through classroom 

observations, principals assessed the teaching strategies employed by teachers in classrooms. 

Since such practice enhanced principals’ understanding of classroom life, it enabled them to 

develop the teachers’ capacities by building on their strengths and reducing their weaknesses 

(Spillane and Zuberi, 2009). It was through such supervisory practices that Mrs Muzuwa was 

able to note the need for frequent lesson observations of those teachers who performed less 

optimally and that led Mr Shama to have demonstration lessons for struggling teachers while Mr 

Kanyo helped those who faced challenges in handling their classes. It was also from such visits 
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that the principals got additional information on teachers’ performance that they used when 

allocating classes to teachers at the end of each year for the ensuing year. 

 

The strategy that the principals used that resulted in written records for the teachers’ continued 

reference were lesson observations. During such visits, the principals assessed the teachers’ 

lesson delivery, scheme books, record books, learners’ work, and other classroom activities. The 

assessment of the different aspects resulted in the supervisors producing detailed narrative 

reports about the teachers. The performance of this instructional leadership activity by the 

principals was like the Singaporean principals in Dong and Seong’s (2014) study who supervised 

their teachers for instructional growth. The Singaporean principals observed classes and gave 

feedback to the teachers after lesson observations. Similarly, the principals from the three 

schools I studied conducted lesson observations and gave feedback. The feedback was both oral 

and in written form as narrative reports. The narrative reports were done on a pro forma that was 

obtained from the parent Ministry, MoPSE, which when completed had detailed information 

about a teacher’s performance. Mrs Muzuwa supervised new and low performing teachers as 

well as grades six and seven. Grade seven classes are examination classes; hence the principal 

paid more attention to this grade to ensure that teachers maintained high quality teaching. The 

grade six class was taken to be a crucial class since it was preparing to enter grade seven. This 

suggested the reasons for the principal’s concentration on these classes, they were grades that 

needed the most attention (Leithwood et al., 2004). Through supervising teachers, the principal 

and fellow supervisors also monitored the performance of learners which they saw during their 

class visits. That was crucial since low performance in the learners could be noticed and 

assistance given. Another strategy I observed was the assigning of effective teachers who 

produced good results to teach grades six and seven classes. The need for good results was meant 

for the school to maintain its high academic standing. This was the principal’s unwritten policy 

of assigning hard workers to teach grade six and seven classes and it seemed to yield good 

results. The supervision of grades three, four and five was done by the vice principal and the 

Infant classes by the teacher in charge (TIC), thus portraying a distributed leadership approach. 

This was confirmed by Mrs Rega when she said, “These (lesson observations) are conducted by 

the school head, the deputy head, and the TIC.”  

 

Just like at Matanga Primary School, Mr Shama also concentrated his attention on grades six and 

seven. The TIC and the vice principal at Bepura Primary School also played the supervisory role. 
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The varied narrative reports in the principal’s office confirmed Mr Shama’s statement that the 

TIC and the vice principal were supervisory leaders. The involvement of the TIC and the vice 

principal appeared to be strategic efforts to ensure that all teachers at the school were supervised 

considering the size of the school and the principal’s schedule of work. Findings at Chrim 

Primary School showed that teacher supervision was done mainly by the principal. Though the 

TIC made lesson observations in the Infants Department, largely it was the school principal who 

supervised teachers. As for the vice principal, very few reports indicated that they were done by 

him suggesting that he focused his energies more on teaching his class than supervising teachers. 

This was in line with an understanding that the real practice of principals, to evaluate classroom 

teaching and learning, is necessary for school effectiveness and for improved learners’ academic 

performance (Leithwood et al., 2004). In addition, the context of the school enabled the principal 

to effectively supervise all the teachers. With eleven teachers to supervise, it proved achievable 

for the principal to supervise all of them. Mr Kanyo confirmed that lesson observations were his 

prerogative when he said, “We have eleven classes, so lesson observations are mostly done by 

the head and at times by the teacher in charge.” No mention was made of the vice principal 

suggesting less involvement of him in lesson observations. This left him with ample 

opportunities to concentrate on his class as pointed out by Mr Kanyo. Since the school was 

small, the principal was able to supervise all teachers. This was confirmed by Mr Nyika who 

said, “The head conducts lesson observations. In some cases, he just goes into a classroom 

without even notifying the teacher just to see what the teacher would be doing.” A walk-in 

strategy as enunciated by Mr Nyika was also employed by the principal in his efforts to improve 

performance at the school. Thus, supervision of teachers was enacted at the school, thereby 

suggesting that the principal was able to enhance the quality of instruction through lesson 

observations and providing feedback to teachers. 

 

All principals gave feedback to teachers after observing a lesson(s). This was in line with 

Mendels’ (2012) recommendation that principals must discuss their findings with teachers after 

having conducted a classroom supervision. The aim being to assist teachers improve their 

classroom performance. Anderson (2010) stresses that giving teachers constructive feedback 

improved their instructional performance. Mr Shama pointed out that he gave feedback, 

“Immediately after the lesson because if it takes time, you tend to forget …” Mr Shama pointed 

out when he gave feedback and the reason behind the quick feedback. His argument was, if 

delayed he tended to forget how the lesson would have progressed. Since feedback was in verbal 
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and written form the rate at which the written form was done depended on the principal’s 

schedule of events. Leadership models by Hallinger and Murphy (1985); Murphy, (1990) and 

Weber (1996) stress the importance of classroom management and the supervision of teaching 

and learning by principals. In line with this, Donkor and Asante’s (2016) study revealed that the 

supervision and evaluation of teachers and learners by heads of basic schools in the 

Kwaebibirem District of Ghana were the main activities that were practiced by principals when 

compared to planning and organisation of the day-to-day school activities. The knowledge of 

activities taking place in classrooms is important to principals and is only obtained through 

conducting lesson observations. Lynch (2012) believes that it is those schools where principals 

spend time discussing instructional matters with teachers that perform highly. 

 

Discussion 

A common element among the schools was that the principals supervised teachers and the most 

only used method was lesson observations and walk-ins. Lesson observations resulted in written 

reports whereas walk-ins did not. The principals complemented their classroom observations 

with feedback sessions with teachers to improve their instructional performance. As instructional 

leaders, principals redefined their roles to being prime learners striving for quality in education 

(Manaseh, 2016). They worked with teachers in managing the curriculum and in addition, they 

helped build up the strengths and reduce the weaknesses in their teachers through supervision 

and feedback activities. The three principals supervised their teachers and gave them feedback, 

thus playing their role of instructional leadership. Principals have the responsibility to visit 

teachers in their classroom environment to monitor, guide and check for any deficiencies 

(Gungor and Aydin, 2018). Such visits enabled the principals to observe teaching and learning in 

practice and to offer help. Ghavifekr and Ibrahim (2014) talk of continuous monitoring of 

teachers’ performance positing that the outcomes were observable in improved teacher and 

learner performance. This explains why monitoring instructional activities “… is one of the 

variables that characterises instructional leadership” (Ghavifekr and Ibrahim, 2014: 47). Lee et 

al. (2012) stress that when supervision is conducted with the spirit of assisting teachers, it leads 

to learners' academic improvement and teachers’ professional growth. The principals’ feedback 

was a helping strategy where they guided and assisted teachers to meet the set targets. 

 

It was a common view in schools that the main activity that principals performed in relation to 

classroom practice was the supervision of teachers. This was revealed by Khan et al. (2020) in 
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their study in Pakistan Primary schools where they examined the relationship between the 

principals’ instructional leadership and the performance of learners through teacher mediation. 

Their results showed that principals’ instructional leadership practices influenced the academic 

performance of learners through the commitment of teachers to their schools. This, therefore, 

points to the importance of teacher supervision in positively affecting learners’ academic 

performance. The narrative form proved popular in the schools since it was used by all the 

supervisors when writing reports on teachers. Its wide use was in part because it was a well-

designed form that captured the varied faculties of a teacher. When effectively completed, it 

produced a detailed and informative report on each teacher. The observations made of the varied 

activities at the schools and the information from participants suggested that the supervision 

practice was effective. Hence Khan et al. (2020) further allege that an increase in teacher 

supervision and teacher commitment results in increased learner academic performance. 

 

5.3.3 Creating a positive school environment 

Under this sub-theme, the focus was made on staff development and the practice of allocating 

schools as aspects that determine a positive working environment. Yasser et al. (2015) advocate 

that school performance improves when principals create positive working conditions in their 

schools, thus showing the importance for principals to create such environments. Findings on 

principal’s practices towards their school environments are discussed below.   

 

5.3.3.1 Staff development of teachers 

Staff development was a common practice at the three schools, and these were both teacher and 

principal driven. The teachers’ responses and documents analysed indicated that staff 

development programmes that were done were quite effective in enhancing teachers’ 

instructional performance. Mrs Muzuwa, for example, indicated her support for staff 

development at her school through explaining the strategy to ensure effectiveness of staff 

development. “We conduct staff development at grade level. I usually utilise staff development of 

teachers at grade level.” Thus, Mrs Muzuwa as the principal sowed her acknowledgement of the 

importance of staff development activities at her school and went further to have a strategy that 

she regarded as effective, that of targeted staff development. This is where she indicated that she 

utilised the grade level strategy for particularised topics and for generic topics such as the 

implementation of the new curriculum, training was attended by all teachers. The teachers also 

concurred with Mrs Muzuwa concerning staff development at their school. 
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Mrs Sora acknowledged the importance of staff development activities to teachers. She went on 

to indicate that she attended “… school-based staff development programmes though not many, 

one or two a term. These are the ones we attend if they are in line with our grades.” This 

concurs with the principal’s strategy of the grade staff development approach. Her worry was 

that external staff development activities had reduced in number when compared to her past 

experiences when they used to attend these in other districts or schools. She attributed this to the 

country’s negative economy that she said had impacted on such educational activities. She 

pointed out saying “… we used to have staff development workshops outside the school where 

we would go to another school or other districts and attend a workshop, for example, on 

teaching essay writing or netball coaching. It is very rare these days. The cause might be the 

country’s economy which is down.” Teacher participation in the staff development workshops 

took different forms, from chairing the training activities, contributing areas for staff 

development, to participating in the sessions. She chaired a workshop where the principal and the 

vice principal made their presentations on preparing for grade seven examinations.  

Mr Muko indicated having had the opportunity to attend a staff development workshop outside 

the school and internal ones. The external workshop was related to his chairmanship of the 

fundraising committee, thus was able to attend. He further pointed out that he attended a 

COVID-19 awareness workshop at the school which he saw as being quite beneficial to teachers.  

 

Mrs Rega, the TIC, indicated the principal’s support for staff development activities in the school 

by explaining experiences in her department. She pointed out that the principal had given her the 

green light to conduct staff development workshops in the Infants Department with or without 

the presence of the principal. She pointed out this saying: “Our learners generally are very good 

readers. So, to maintain standards we do a lot of staff development in reading.” This indicated 

the enactment of the instructional leadership activity of staff developing teachers in the school. 

By pointing out that the principal had encouraged them to staff develop each other as a 

department irrespective of her presence indicated her support for the staff development of the 

teachers. Mrs Rega pointed out that the head had said: “Don’t wait for us to have your staff 

development workshops, make sure you do your own things there …,” which is an indication of 

the principal’s support for staff development.  

 

In relation to staff development at Bepura Primary School, Mr Shama supported staff 

development activities at his school and worked with teachers in coming up with topics for staff 
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development. His statement: “They (topics for staff development) come from the heads of 

committees and in addition from the administration team depending on issues to be addressed”, 

indicated the enactment of staff development activities and the involvement of teachers in the 

practice. Even though he encouraged staff development, he indicated that he normally did not 

take part in the facilitation process to give teachers an opportunity to present so that they develop 

their leadership potentials.  

 

Mrs Ndaba concurred with the principal on the prevalence of staff development activities at the 

school and the involvement of teachers in suggesting topics for staff development. Her words, 

“At times we are given the honour to come up with some topics for workshops from what we 

would have observed from our teaching and say this needs staff development”, indicated 

teachers’ involvement in their staff development. She further pointed out that even though the 

school was big to the extent of it being two schools in one, the principal supported teacher 

activities.    

 

Just like Mr Muko, Mr Ngata had the opportunity, as a Physical Education specialist, to attend 

external workshops. The difference in their workshops was the content of the workshops. Mr 

Ngata saw the principal being supportive of staff development activities as he said, “He (the 

principal) is very supportive and wants me to go far with sport.” This indicates an 

acknowledgement of the support he received from the principal in staff development activities.  

 

Mrs Koni from the Infants Department indicated that they staff developed each other as a 

department. She said, “We staff develop each other as Infants teachers … we may meet as both 

Infants and Junior teachers with a topic that is important to the two groups.” This approach was 

like the staff development strategy postulated by Mrs Muzuwa. There we also increased staff 

development activities in the Infants Department just like at Matanga Primary School. “So we 

have various staff development workshops in the department to conscientize each other on the 

best ways of handling the little ones.” This indicated the attention paid to Infant grades just as at 

Matanga Primary School.  

 

Mr Kanyo got topics for staff development from the gaps he identified as he supervised teachers 

and in addition from teachers’ contributions. “As I supervise the teachers, I notice some gaps or 

some areas that need more attention, so we take those. I also consult teachers before preparing 



228 

 

the schedule …” His belief was that all teachers recruited at his school had something to 

contribute to the school, thus his involvement of them in school activities.  This tallied with other 

principals from Matanga and Bepura Primary Schools, who indicated the involvement of 

teachers in coming up with staff development topics. 

 

Mr Nyika, the senior teacher, indicated the existence of staff development at Chrim Primary 

School. His stance on the inclusion of teachers was, “Teachers are sometimes asked to submit 

topics through their committees, but largely topics are set by the head and his team members.” 

Unlike what the principal said that he involved teachers, Mr Nyika’s statement suggests that all 

lied in the principal’s hands.  

 

Mr Hasva agreed with Mr Nyika that it was mostly the principal assisted by his team that came 

up with staff development topics. Ms Manaki saw the principal being a supporter of staff 

development. She said: “The head supports staff development activities at the school … Teachers 

contributed what they knew and finally the head told us how it (PLAP) was done.” This was in 

reference to staff development at Chrim Primary School and an indication that teachers 

participated. Teachers are an essential element in the education process; thus, they need to be 

well informed if learning programmes are to be successful (Chukwueze, 2021). This explains the 

need to staff develop teachers if they are to remain relevant in the present-day system of 

education that demands for innovation among teachers.  

  

Glanz’s (2017) study of USA Jewish schools showed that the principals promoted the 

professional development of teachers. The encouragement of teacher professional learning is an 

important instructional activity that instructional leaders carry out. Their support and presence to 

the work environment determines the teachers’ professional learning and development. 

Literature states that it is an investment to staff develop teachers since it improves their 

productivity and in addition benefits learners, most importantly, when high-quality staff 

development programmes are implemented (Bates and Watt, 2015; Turkoglu and Cansoy, 2018). 

Kosgei (2015) opines that staff development programmes serve to motivate teachers resulting in 

them being highly effective and extremely productive. The findings from my study agree with 

literature (Bates and Watt, 2015; Kosgei, 2015; Glanz, 2018) that staff development improves 

teachers’ productivity. It can be argued, therefore, that staff development activities that were held 

in the schools exposed teachers to new content and pedagogical approaches necessary in the 
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teaching and learning process. Teachers’ high instructional performance and the high pass rates 

in the three schools suggested high productivity by teachers.  

 

Due to the different contexts of the schools, the methods of identifying topics for training and the 

organisation of training sessions differed. The principals’ efforts in supporting teacher 

professional development can be viewed in the broader context of school development (Huggins 

et al., 2017). The principal at Matanga Primary School used a strategy of targeted staff 

development to improve its effectiveness. Setting training groups in departments, Infants, Middle 

Junior, and Upper Junior served to improve the effectiveness of the staff development 

programmes. This arrangement appeared to benefit teachers since they spent time on relevant 

areas only. Teacher professional learning also took place at Bepura Primary School with the 

principal, in this case, using a slightly varied approach to that of Matanga Primary School. In this 

case, the principal divided members into two training groups, Infants, and Juniors to improve the 

effectiveness of the training activities. School operations normally depend on the contexts of the 

schools. Chrim Primary School being a small school had its staff development programmes as a 

single unit. Salo et al. (2015) emphasise that effective principals organise professional 

development activities to improve knowledge acquisition of their teachers. In line with this, 

Osamwinyi (2016) described in-service education as a necessary element in education which 

motivates and enhances teachers’ work performance. Thus, the implementation of staff 

development to teachers in the three schools was an important instructional leadership practice 

enacted in the schools by the principals. Kosgei (2015) and Osamwinyi (2016) agree that staff 

development has a motivating power on teachers, thus suggesting the level of effect it has on 

teachers. In-service training as put forward by Barasa (cited in Kosgei, 2015: 35) is a form of a 

staff development programme carried out to develop teacher competencies, inform and re-orient 

them. Osamwinyi (2016) believes that a lack of in-service training leads to a retardation of 

teachers’ professional growth. It is, therefore, important that attention is paid to the in-servicing 

of teachers at the three schools for their professional growth.  

 

5.3.3.2 Allocating classes in schools 

A common characteristic existed among the principals on how they allocated classes to teachers. 

This instructional leadership practice was taken seriously by the principals. All the schools 

wanted to maintain their high pass rates and high-performance tags in the district and province, 

thus they diligently allocated teachers to classes with special focus given to examination classes. 
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It was at this stage that the supervision reports and test results came in handy for placement 

purposes. There was no policy of automatic progression by teachers to the next grade with their 

classes in the schools, rather teachers had to work their way to get that honour.   

 

In terms of allocating classes, Mrs Muzuwa did not like to take chances, thus she took great care 

when allocating classes to teachers particularly grades six and seven. As an instructional leader, 

she considered a teacher’s performance before allocating classes. “We really sit down and look at 

the strengths and weaknesses of the teachers and we also look at the classes”, Mrs Muzuwa 

remarked indicating the approach she used in allocating classes to teachers. Her class visits were 

meant to assess teacher and learner progress and for placement purposes. She valued her 

approach since it drove teachers to improve their performance if they wanted to proceed to the 

next grade with their classes. As the principal and instructional leader, Mrs Muzuwa was quite 

positive in making changes to the grade teachers. The focus was to improve learner performance 

through the collaborative effort of all teachers.  

 

 As far as Mrs Sora was concerned, the allocation of classes was the prerogative of the principal. 

“I was given a class to teach by the school head”, she said about how class allocation was done 

at Chrim Primary School. This perception indicates the principal’s stance towards high 

performance at the school. The principle of no automatic progression of teachers to the next 

grade with their classes as mentioned by Mrs Muzuwa was reiterated by Mrs Sora as somehow a 

way of urging teachers to improve their instructional performance. If the teachers upped their 

performance, it meant that learner academic performance was likely to improve, and the teachers 

stood a higher chance of being favourably considered when it came to class allocation.  

 

Mr Muko appeared not to be very certain of whether the other supervisors were involved in class 

allocation, thus his response when he said: “That much is the head who just decides”. He then 

went on and said: “In fact, it is the head and the administration team who decide”, this indicates 

a ray of thought that might have come to his mind. Test results were the barometer for 

placement. It, therefore, meant that teachers had to improve their work performance to achieve 

high learner academic results.  

 

As far as Mrs Rega was concerned, it was the head who allocated classes to teachers. Though she 

saw this method being effective, she saw it being unfair at times. “The head allocates classes, … 



231 

 

So, I discovered it had helped a lot, … But it is very unfair at times, especially to the one who 

would take the classes that would be behind.” These sentiments were based on how she saw 

class allocation being handled at the school. As the TIC, she would have loved a situation where 

she was totally involved in the allocation process rather than partial involvement that she 

regarded as prevailing at the school. This, therefore, points at the fact that it was the principal 

who mainly handled the class allocation activity as also alluded to by Mrs Sora.  

 

Class allocation at Bepura Primary School, was a collaborative activity between the principal, 

the vice principal, and the TIC with them considering teachers’ ability to teach and test results 

just like at Matanga Primary School. “We assign classes to teachers basing on ability to teach. 

… When we look at the test results, we can see how one performed …”, remarked Mr Shama 

when talking about class allocation. The school also employed the strategy where novice 

teachers were allocated to middle grades. Chukwueze (2021) advocates that beginning teachers 

are confronted with many challenges such as classroom control and motivating the learners that 

they cannot be allocated to examination classes or Infant grades. This practice showed the 

principal’s involvement in instructional leadership activities and the maintenance of standards in 

the schools.  

 

Though Mrs Ndaba taught grade four when she transferred into the school through a swap, she 

explained that class allocation was done by the principal and his supervisory team, thus 

following Hughes and Pickeral’s (2013) view that principals must not work as lone individuals, 

but to engage other staff members as they carried out school activities. The use of test results 

was reiterated by Mrs Ndaba when she said, “They, normally use a class teacher’s performance 

record and the test results of their classes”, (Section 4.3.6) thus showing a similarity with 

Matanga Primary School: “We really sit down and look at the strengths and weaknesses of the 

teachers and we also look at the class performance”, (Section 4.2.6) as pointed out by Mrs 

Muzuwa. Just like Mrs Ndaba, Mr Ngata the Physical Education teacher also explained that it 

was the head who told him the grades he was to teach when he transferred into the school from 

where he was. He, however, pointed out that class allocation was done by the supervisory team.  

 

Mrs Koni concurred with the other members on how class allocation was done at the school. She 

went on a step further and indicated that at times the principal asked teachers to indicate their 

grade preferences which at times were favourably considered. This was what she did resulting in 
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her teaching in the Infants Department. Unlike the different sentiments found at Matanga 

Primary School, where the teachers expressed differences in who allocated classes to teachers, a 

total concurrence was found at Bepura Primary School that it was a collaborative activity among 

the supervisory team.  

 

With eleven teachers, Chrim Primary School did not have the wide choice of teachers when 

compared to Matanga and Bepura Primary Schools. Despite this, the principal was the most 

experienced of them all so he had his approach when it came to class allocation. Just like the 

other two schools, Chrim Primary School had effective teachers allocated to grade six and seven, 

the exam class. This was meant to maintain the standards of the school. Mr Kanyo personally 

handled the allocation of classes at Chrim Primary School. Ikegbusi and Eziamaka (2016) argue 

that to achieve the goals and objectives of any organisation, certain mechanisms must be put in 

place to ensure its success. In line with this, Mr Kanyo himself allocated teachers to classes with 

the aim of improving school performance and maintaining the school standards. He openly said: 

“Normally class allocation is done by the head” (Section 4.4.7). In addition to the performance 

and experience of teachers, the principal also considered the teachers’ qualifications, age and 

experience when allocating classes to them. This proved to be effective because the school had a 

track record of producing a 100% pass rate each year. A variation that occurred at Chrim 

Primary School from the other two schools was the level at which the TIC and the vice principal 

were consulted. This was in circumstances such as a clash of interests between high performing 

members. A similarity also occurred in the allocation of classes to novice and seasoned teachers 

at Bepura and Chrim Primary Schools. Novice teachers at these schools were considered for 

middle grades as compared to examination classes.  

 

In the case of Mr Nyika, he saw the allocation of classes done after a discussion between the 

head and the teacher. This might have happened to him as a senior teacher as it was never 

mentioned by the other teachers. He said: “Normally there is a discussion between the head and 

the teacher, one is not just given a class.” This was in reference to class allocation. This stance 

was different from that of Mr Hasva, who was assigned to teach Agriculture to grades three to 

seven classes by the principal. He clearly said: “The head allocates classes at this school …” He 

was confident that the principal did the allocation personally considering his interest in 

maintaining the school’s pass rate. Mr Hasva and Ms Manaki concurred that the principal 

allocated classes. In fact, all the teachers concurred with the principal. It was only a variation by 
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Mr Nyika on how the principal did the allocation, otherwise allocation was done by the principal. 

Ms Manaki went further and explained that the principal usually told teachers that their 

performance would determine the allocation of classes.  

 

Despite the different contexts of the schools, a common finding was that all the principals 

allocated classes diligently. The strategies the principals used to allocate classes to teachers 

portrayed important instructional leadership practices in the schools. A strong commitment to 

instructional leadership existed among the principals who ensured that teachers were allocated to 

classes they could effectively handle. Improved performance was, therefore, expected when 

teachers were allocated to classes within their competencies.   

 

Discussion 

Effective school leaders are resource providers. The principals provided opportunities for staff 

development. Encouraging teachers to staff develop each other was an important instructional 

leadership practice by the principals. It needs dynamic instructional leaders to support the 

professional development of teachers (Harris et al., 2017). Shava (2015) opines that effective 

school leaders improve working conditions, motivate, and capacitate their teachers to achieve 

school goals. Moyo and Maseko (2016) advocate that the Ministry of Primary and Secondary 

Education must work with schools in implementing programmes that enable skill development 

by teachers. Since principals aimed at maintaining high standards at their schools, it is crucial 

that they informed teachers of the expected teacher and learner performances at the schools and 

then support them as they work towards those standards. In fact, school principals must 

encourage best practices for curriculum delivery. Effective principals employ a practice of 

intellectual stimulation (Glanz et al., 2017) where they expose teachers to new and current ideas 

on improving teaching and learning. Such principals stay well-informed about contemporary 

education developments, and they also encourage teachers to be abreast with current education 

information (Naidoo and Petersen, 2016).  

The allocation of classes to teachers was an important activity that principals performed. The 

practice characterised instructional leadership. By diligently allocating classes to teachers, 

Sukirno and Siengthai (2011) argue that principals recognised that the performance of a job was 

an important factor that affected the school performance. Thus, to ensure effective performance 

of the teaching activity, the principals in the studied schools were quite thorough in the class 

allocation activities. The necessity of this can be explained in the sense that teacher performance 
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in schools had a strategic role which is a main factor in determining learner performance and 

ultimately the school performance. The careful allocation of classes led the principals into 

recognising that the transition time for teachers from teacher training to the teaching profession 

was a challenging phase for teachers (Ingersoll and Strong, 2011). This, therefore, needs 

principals who understand this phase and are working to assist beginning teachers. Mr Shama 

and Mr Kanyo assisted such teachers by not allocating them to challenging classes so that they 

gained experience first. This section focused on the cross-case analysis of the findings. The 

following section focuses on how the major activities of instructional leadership exhibited 

features of a distributed leadership practice. 

 

5.4 ALIGNING INSTRUCTIONAL ACTIVITIES TO DISTRIBUTED LEADERSHIP     

      PRACTICE 

The following section presents a cross-case analysis of the findings which show an alignment of 

instructional activities to a distributed leadership practice. This is in response to the question, 

how do the major activities of instructional leadership in high performing primary schools in 

Zimbabwe align with and/or exhibit features of a distributed leadership practice, if at all? I 

explored these under the topics collaborative vision formulation, supervisory practices, and 

enhanced school environments. 

 

5.4.1 Collaborative vision formulation 

Collaborative efforts in visioning schools were found in the schools I studied with this practice 

conducted under different school contexts. The practice showed shared responsibility among the 

principals and teachers and at the private school it was between the founder of the school and 

board members who contributed to the visioning of the school.  

 

Jamail and Don (2016) opine that leadership of organisations in today’s changing world cannot 

be left to lone individuals and expect excellent outcomes. It, therefore, suggests that 

collaborative efforts are the order of the day if organisations are to improve their performance. 

Yangaiya and Ali’s (2013) study found that there was an increase in both school effectiveness 

and learner academic outcomes when distributed leadership is enacted in schools. This, 

therefore, suggests that collaborative efforts often led to improvements in school performance. 

This was the case with the three schools I studied. There was high performance in the schools as 

evidenced by the learners’ high academic results. The three schools enacted distributed 
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leadership practices which were enacted through different collaborative activities in the schools. 

The first instructional leadership activity that appeared to have contributed to increased teacher 

instructional performance after being collaboratively worked on was vision formulation. The 

creation of visions at two of the schools, Matanga and Bepura Primary Schools were a result of 

collaborative efforts of staff members and stakeholders. At Chrim Primary School the creation of 

the school vision was done by the founder of the school with board members. Although the 

vision was not formed by teachers it was collaboratively formulated and served as the guideline 

of the school. This appeared effective considering the high performance of both teachers and 

learners and the high pass rates at the school. When the visions were created and shared with all 

members in the school, it contributed to aligning members’ attention towards a common goal. 

   

Hallinger et al. (2017) found that even though the Vietnam’s education system was highly 

centralised, principals collaboratively worked with teachers to produce school targets (visions). 

This was a similar activity I found in schools where principals worked with teachers to produce 

school-based visions. Responses from interviews and information from analysed documents 

indicated collaborative efforts in the formulation of school specific visions. The schools differed 

in who was involved in the formulation of the visions. At Matanga and Bepura Primary Schools, 

members involved the principals, the teachers, and other stakeholders whereas at Chrim Primary 

School, the founder and the school board crafted the school vision. The fact that the crafting of 

school visions was a collaborative activity, exhibited a distributed leadership practice at the 

schools. The act of involving other members in building up this instructional activity was an 

acknowledgement of the expertise resident in other teachers. When Mrs Muzuwa said, “We have 

what I can refer to as shared leadership, where everybody is a leader, … so to come up with our 

school vision we got input from teachers through their representatives,” suggested a distributed 

leadership practice. Spillane (2001) reiterates that distributed leadership stretches leadership 

between and among two or more leaders. In this situation, instructional leadership activities were 

distributed among the teachers. Her comment suggests the existence of expertise among teachers 

and not in the principal alone (Goksoy, 2015). Mrs Rega’s statement where she said, “… we sat 

down as staff members and were asking ourselves, why are we here, what is it that we want to do 

to our learners, to our community and to our country.” indicated that the instructional activity 

was not conducted by a sole individual. A critical aspect that can be deciphered from her 

statement is that the principal enabled staff members to craft the vision and mission statements, 

thereby suggesting a distribution of leadership activities. Mr Shama, said, “… we have got 
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teachers who are in committees, we got their input then we sat as a committee. The chairpersons 

of the committees represent the committees in the organogram so that is how we got input from 

stakeholders. We also got input from parents through the school development committee and 

from children through the prefects’ board.” This suggested a distribution of leadership activities 

to teachers. The existence of committees suggests that the principal distributed leadership to 

other members in the school. By involving the school board in the formulation of the school 

vision at Chrim Primary School suggested a distributed leadership practice.  

 

Spillane (2011) argues that distributed leadership results from the interactions between leaders 

and followers in their situation. It follows, therefore, that principals at Matanga and Bepura 

Primary Schools and the founder and the school board at Chrim Primary School combined their 

knowledge and expertise with those of other members to vision their schools. Interactions 

between principals and teachers concerning school visions at Chrim Primary School took place 

at the implementation stage. In all the schools, vision formulation seems to have been 

collaboratively done showing tenets of distributed leadership practice. The leader-plus 

characteristic of distributed leadership recognises the presence of different members in 

leadership and management practice (Spillane and Diamond, 2007b) as discovered in the 

schools. The management and leadership of schools include principals and other individuals in 

formal and informal positions implementing the curriculum. The involvement of stakeholders in 

vision formulation seems to be an acknowledgement of informal leaders in providing mentorship 

in specific curriculum issues (Spillane and Healey, 2010). Interactions took place between 

leaders and followers in their school contexts as they created and communicated visions, this 

depicted distributed leadership practice (Spillane, 2006). The idea behind leadership practice is 

that lone individuals cannot single-handedly drive organisations to high performance (Spillane, 

2005), it needs other leadership players to build up a unified force.  

 

 

5.4.2 Supervisory practices in the schools 

Teacher supervision is an important instructional leadership activity aimed at assisting teachers 

improve their instructional performance as they implement the curriculum (Yousaf et al., 2018). 

Common instructional leadership activities among the three Primary Schools that exhibited 

distributed leadership was a distribution of supervisory loads. These were done by the school 

leadership team which included the principal, the vice principal and the TIC. Horng and Loeb 
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(2010) advocate that, principals who work with other members of staff on curriculum matters are 

effective principals. Thus, the principals from the three primary schools were effective leaders 

because of their practice of involving staff members in instructional leadership activities at the 

school, ranging from supervisory activities to committee engagement. It appears the principals’ 

approach of involving other members of staff in leadership activities contributed to improved 

teacher and learner performance since the schools had high pass rates. The contexts of the 

schools, however, determined the way supervision was done. For Matanga Primary School, the 

TIC and the vice principal were equally involved in teacher supervision and there was a clear 

indication on which supervisor supervised which grade. “We have the deputy head, the TIC from 

the Infants Department and me. Those are the three people who do the supervision.” This was 

Mrs Muzuwa indicating who the supervisors were at Matanga Primary School. This showed that 

she shared instructional leadership activities with other members, the TIC, and the vice principal, 

thus depicting distributed leadership. Although Mrs Muzuwa was the overall supervisor, she 

could not supervise all teachers alone, thus her lesson observations were concentrated on grade 

sixes and sevens, which were regarded as examination classes. The instructional leadership 

practice at Matanga Primary School was such that some of the supervisors shared their 

supervision programmes with teachers. Mrs Sora indicated this when she said, “I am supervised 

by the deputy head who shares his supervision calendar at the beginning of the year. The 

calendar shows grades and months. Teachers approach their supervisors and give them dates, 

time, and subject they can come for lesson observation.” The involvement of the vice principal 

in the supervision of teachers showed distributed leadership by the principal. Mr Muko also 

remarked that lesson observations were carried out by “… the head, deputy head and the TIC.” 

He further clarified the principal’s major focus when he said: “The head generally, supervises 

the whole school, but she normally focuses on grades six and seven when observing lessons. The 

TIC supervises the Infants Department, and the deputy head supervises grades three to five.”  

 

That supervision matrix indicated the principal’s strategy in distributing leadership. This was in 

line with Spillane (2005) who argues that it is inaccurate to equate school leadership to a single 

leader, the school principal, since these cannot effectively run schools to stardom single-

handedly. School leadership involves varied individuals who use varied tools and structures for 

effective school performance. The involvement of other members in supervisory activities 

indicated the distributed instructional leadership interest by the principal. Mrs Rega confirmed 

being the TIC and being one of the supervisors. She oversaw the Infants Department and showed 
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that she had the authority to supervise the Infants Department, thus depicting a distributed 

leadership practice. “I am the TIC …,” Mrs Rega confirmed her position in the school and 

involvement in instructional supervision as enunciated by the other participants.   

 

At Bepura Primary School, distributed leadership was exhibited through a shared responsibility 

in the lesson supervision programmes which were jointly handled by the principal, the TIC, and 

the vice principal. This practice conformed to the dictates of the Director’s Circular Minute 

Number 7 of 2003 which urged principals or their delegated ones to supervise teachers. It thus 

signified that the Ministry acknowledged that as single individuals, principals could not 

effectively manage all school responsibilities and instructional tasks, thus the involvement of 

other members would make the work get done. The Ministry, through the circular, thus 

encouraged a distribution of leadership to staff members with the requisite skills and knowledge. 

A confirmation by Mr Shama when he said lesson observations were done by the school head, 

deputy head and the TIC and that the TIC took care of the Infants Department and the vice 

principal and himself took care of grades three to seven, suggested shared responsibility at the 

school (Section 4.3.3). Mrs Ndaba’s statement when she said: “What he (The head) does is, he 

comes to us and we agree on the timetable on when he would visit us for the term,” confirmed 

shared responsibility. Distributed leadership practice was evident here when the principal 

(leader) interacted with teachers (followers) in the context of their schools (situation) (Spillane, 

2005). The idea of involving teachers in drawing up a lesson observation programme appeared to 

signify that the lesson supervision practice was not a secret. This practice was congruent with 

what was said by Mrs Sora at Matanga Primary School that the vice principal involved teachers 

in coming up with their supervision programmes. The practice revealed the principals’ enactment 

of distributed leadership at the schools. Smylie (2007) defined distributed leadership as the 

sharing and distribution of leadership work across members in a school. Therefore, the 

principal’s activities of sharing supervision activities denoted distributed leadership. Spillane 

(2006) advocated for substantial distributed leadership practices in schools in search for 

improved performance.  

 

A different scenario existed at Chrim Primary School. The posts of TIC and vice principal 

appeared ceremonial when it came to lesson observation as a supervision activity. This was 

because their participation in lesson observations was very minimal. They were more inclined to 

classroom teaching than to supervisory activities. Though documents in the form of narrative 
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reports they wrote were evident, it showed that this takes place at distant times. “We have eleven 

classes here, so lesson observations are mostly done by the head and at times by the teacher in 

charge.” This was Mr Kanyo indicating who did lesson observations at Chrim Primary School. 

This practice seemed to ignore the tenets of distributed leadership of engaging other members in 

instructional leadership activities. Though it was not an outright no to TIC and vice principal 

supervision, the frequency indicated that the principal was the main supervisor as he had 

indicated. Whereas Mr Hasva indicated that the vice principal would at times assess children’s 

exercise books, Ms Manaki had her own views as she said: “The head and the deputy head do 

the supervision of lessons. But in most cases, it’s the head.” Like what Mrs Ndaba and Mrs Sora 

from Bepura and Matanga Primary Schools said, Ms Manaki went on to say: “When coming to 

observe a lesson the principal normally tells teachers that this week, I will be coming for lesson 

observation. He does not give the time or date.” Some similarities thus existed in the schools on 

how supervisory activities were handled which depicted the enactment of distributed leadership 

by the principals. Since Chrim Primary School was a small school, the principal managed to 

observe all teachers at work. Another instructional activity found in the schools was 

unannounced visits as routine checks by principals. All principals enacted this activity to check 

on teachers’ progress. Principals cannot be the sole brains for instructional improvement, hence 

the involvement of other members to complement them. The instructional leadership activities 

enacted at the three schools exhibited features of distributed leadership practice.  

 

5.4.3 Enhanced school environments  

Varied activities are discussed under this theme to show how instructional leadership activities 

enacted in the school exhibited distributed leadership practices. Two instructional activities 

under this dimension which exhibit distributed leadership are discussed in the following 

segment.  

 

5.4.3.1 Capacity development of teachers 

Dimmock (2012) believes distributed leadership is capacity building, in that distributing or 

extending leadership to school members has the potential of increasing the capacity of schools. 

In line with this, it can be said that principals and distributed leadership are leadership capacity 

builders. Capacity has been described by Huggins et al. (2017: 3) “… as the ability to do 

something.” Therefore, building the leadership capacity of teachers entailed developing teachers’ 

ability to lead different school tasks. My findings showed that principals supported teacher 
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capacity building activities and in doing so involved teachers. This developed the academic 

capital of teachers which in turn led to educational improvement. While capacity building took 

place in different ways, depending on school context, a common observation among the 

principals was their commitment to building the leadership capacity of their staff members by 

affording them opportunities to lead different committees. Their commitment started with their 

deliberate efforts to know the performance levels of their teachers which they did through lesson 

observations. There was time and effort investment by principals to develop leadership capacities 

of their staff members. This practice enhanced teachers’ leadership skills and their ability to 

work on different tasks and got satisfaction from completing the tasks.   

 

Mrs Muzuwa sought to capacity build teachers for them to meet the school’s performance 

standards. To ensure the effectiveness of the capacity building programmes, she involved 

teachers in coming up with topics for staff development. This proved effective since teachers 

were staff developed in areas of their interest. This was an important practice of involving 

teachers in instructional leadership activities. “These come from both the supervisors and the 

teachers. I usually encourage teachers to staff develop each other in their departments, so it 

means they come up with their topics,” Mrs Muzuwa explained in reference to the involvement 

of teachers in staff development activities. This activity showed a shared responsibility among 

the school members. The principal could have solely come up with staff development topics but 

as Leithwood et al. (2004) state, leadership effects on student learning amount to a quarter of all 

school effects, it suggests the principal’s recognition that teachers spend more time with learners, 

thus understood the challenges they experienced in classes more than them. 

 

A further indication of the distributed leadership practice was pointed out by Mrs Sora when she 

said: “The supervisory team comes up with topics. At times teachers make suggestions through 

their committees or at grade level and usually these are considered.” This shows a distribution 

of instructional leadership practice in the school. Allowing teachers to come up with topics for 

discussion explains the important position teachers occupy in school activities. In addition to 

that, Mr Muko pointed out that it was the principal who normally staff developed teachers, but 

sometimes engaged resource persons to conduct staff development activities (Section 4.2.5). The 

engagement of other resource persons, besides the principal, appeared to be an acknowledgement 

of the talents resident in other people, thus distributing leadership to them. When Mrs Rega 

pointed out what the principal had said: “Don’t wait for us to have your staff development 
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workshops, make sure you do your own things there, …” clearly exemplifies distributed 

leadership by the principal. “It meant that she was authorising the TIC to conduct staff 

development in her department irrespective of her being present or not.”  

 

The findings from Bepura Primary School concerning staff development programmes indicated 

that they were collaboratively developed by teachers and the administration team. Mr Shama 

revealed this when he said, “It, (Staff development programmes) comes from the heads of 

committees and in addition from the administration team depending on the issues to be 

addressed. If it is feedback of information from workshops we would have attended, that session 

would be from the administration. If there are people who would have attended workshops other 

than us, then staff development would come from those who would have gone for workshops.” 

This points out the principal’s interest in stretching leadership roles to teachers and a 

commitment to teacher professional development. All was not centred on the principal. 

Committees were made use of as the medium through which teachers suggested topics to the 

supervisory team. The enactment of distributed leadership at the school was confirmed by Mrs 

Ndaba who talked of being allowed to suggest topics for discussion as teachers, thus suggesting a 

shared instructional leadership responsibility by the teachers. A similarity was noted in how the 

Infants Departments at Matanga and Bepura Primary Schools conducted their staff development 

activities as propounded by Mrs Koni from Bepura Primary School who said, “We staff develop 

each other as Infants teachers …” The quote informs us that the Infants Department at that 

school had the autonomy to conduct its business as a department. This explained the principal’s 

stance in relation to distributing instructional leadership. Departments were authorised by their 

principals to staff develop each other, thus the enactment of this instructional leadership activity 

was made possible through distributed leadership. 

 

All principals showed commitment to professionally developing their teachers. This was critical 

to schools as this improved teachers’ instructional ability. Mr Kanyo showed his interest in 

distributing leadership to teachers when he explained how his school came up with staff 

development programmes. He said, “… I also consult the teachers before preparing the schedule 

on areas of their concerns and weaknesses and then we come up with topics for discussions.” 

 

Mr Nyika reiterated the practice of committee use at Chrim Primary just like at Bepura Primary 

School. This showed a similarity in the use of committees in schools. Mr Hasva concurred with 
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the principal that he distributed leadership to teachers when he said, “Yes, they (teachers) are 

consulted but most of the time it is the head, the deputy and the TIC who come up with 

activities.” Though the quote suggests that most of the items were decided by the administration 

team, Mr Hasva acknowledged that teachers were consulted. A case of shared responsibility was 

evident here. The principals’ investment of time and effort in developing the capacities of 

teachers suggested a benefit in the future (Huggins et al., 2017). The principals appeared to have 

realised that investment in teachers today would increase the teachers’ capacities over time. 

Thus, capacity building teachers can be viewed as a way of sustaining school improvement (Day 

and Sammons, 2013). 

 

5.4.3.2 Leadership opportunities for teachers  

Principals have the latitude to come up with positions that require instructional leadership, and 

which can be occupied by teachers at their schools (Jamail and Don, 2016). Findings from the 

study showed that such positions existed in the three schools that I studied. The schools had 

committees that were led by teachers. Such stretching of leadership activities to teachers 

motivated them to improved performance (Ghavifekr et al., 2015). The committees found in the 

schools included the examinations, subject, sports, fundraising, catering, health, and the social 

welfare committees. Mrs Muzuwa acknowledged the importance of stretching instructional 

leadership activities to other members when she said, “If I were to do all those things, I would 

end up exhausted, so I try to delegate, at the same time I will be building leaders” (Section 

4.2.6). Through taking leadership roles in committees, teachers developed their leadership skills. 

It, therefore, meant that those who chaired the different committees practised leadership and this 

showed distributed leadership by the principal. Mrs Sora said: “The school head gives us 

opportunities to lead in areas of our choice. I am the school health mistress.” She oversaw the 

health committee leading members who joined that team. Thus, during her tenure, she would 

practise leadership, hence enabling Mrs Muzuwa to commend that she would be building up 

leaders through involving them in different committees. The principal there created leadership 

opportunities for teachers.  

 

There was a wide use of committees at Bepura Primary School as indicated by the participants. 

Mr Shama’s remarks indicated the existence of distributed leadership at the school. He said, “We 

have got co-curricular disciplines where teachers are in charge, so yes, we do. As I have said we 

have chairpersons in different committees, so leadership positions exist for teachers.” Availing 
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opportunities for teachers to lead in different committees demonstrated distributed leadership. 

This instructional leadership practice was also mentioned by Mrs Ndaba who commended the 

principal saying: “He normally uses committees. There are committees which encompass the 

deputy head, the TIC, the head and other senior teachers in the school.” Mrs Koni 

acknowledged the existence of committees and went further commenting that the committees 

helped the principal in running the school. “He (the principal) is a person who distributes duties. 

There are committees such as health, examination, and disciplinary committees. These 

committees help him in running the school” (Section 4.3.6). The fact that the principal 

distributed duties and made use of committees suggested that he shared responsibilities with 

other members of the school. The statement that the committees helped the principal run the 

school suggests the existence of interactions between the principal and the teachers in the context 

of their schools. This might also suggest that the principal was an effective leader who 

recognised the skills and expertise in staff members and tapped it for instructional improvement 

using committees. The increased use of committees by the principal appeared to answer Jamail 

and Don’s (2016) call for increased opportunities for teachers to become leaders in varied areas 

in the schools. Committees existed in all the three schools and their operations depended on the 

context of each school. Mr Kanyo indicated that opportunities for leadership existed at Chrim 

Primary School principal when he said, “We have various committees like the tours committee, 

the entertainment committee and once an activity is about to come up such as a tour, that 

committee and its chairperson are fully responsible. …” The records I analysed indicated that 

the committees were operational, an example (Figure 4.7) was on minutes by the fundraising 

committee. The committees had the authority to operate from the principal and the school policy 

document which authorised the formation of these committees at the school (Appendix 7). This 

encouraged accountability among the teachers. Mr Hasva pointed out saying, “We have several 

clubs, so the head assigns a teacher to be the leader of each club where they will be accountable 

and responsible.”  Mr Hasva referred to the various clubs at the school. The school had both 

clubs and committees (Appendices 5 and 7). His statement revealed that opportunities for 

leadership positions existed for teachers through the leadership of the various clubs and 

committees. This suggested a distribution of leadership activities to other school members. The 

wide experience of the principals is highly believed to have made them recognise the value of 

distributing leadership to staff members in their schools for the benefit of the schools. Spillane 

and Diamond (2007b) are of the view that by enabling different members in the schools to take 

part in leadership and management activities showed an enactment of distributed leadership. 
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5.5 UNDERSTANDING THE ACTIVITIES AND PRACTICES OF INSTRUCTIONAL     

      LEADERSHIP IN HIGH PERFORMING PRIMARY SCHOOLS 

The third research question that focused on how the activities and practices of instructional 

leadership in high performing primary schools can be understood is answered in this section. The 

results of this study showed that the three principals were effective instructional leaders who 

distributed leadership to other staff members. The activities and practices of instructional 

leadership in the three primary schools can be understood in terms of Hallinger and Murphy’s 

(1985) instructional leadership model and the distributed leadership model by Spillane (2005). 

The instructional leadership model highlights three leadership dimensions (Hallinger and 

Murphy, 1985; Lee et al., 2012). Instructional leadership activities and practices as propounded 

by Hallinger and Murphy (1985) fall under three dimensions namely visioning schools, 

managing teaching and learning, and the development of an enabling school environment. The 

results of the study revealed that principals enacted instructional leadership roles that fell under 

the umbrella of the three leadership dimensions. The instructional leadership practices that 

principals enacted were complemented by distributed leadership practices leading to distributed 

instructional leadership practices. The principals worked with teachers in influencing the 

direction of teaching and learning in their schools (Hallinger and Murphy, 2012). The 

complexities of today’s schools appeared to have made the principals enact distributed 

instructional leadership in their schools and to tap the knowledge and expertise in the teachers 

for the benefit of learners. The contexts of the schools in my study also determined how 

instructional leadership activities were enacted such as in the formulation of school specific 

visions. At Matanga and Bepura Primary Schools the visions were collaboratively formulated 

between the principals, teachers, and the parent community. Chrim Primary School, being a 

private school had its vision formulated by the founder and a board of governors that were 

appointed by the owner of the school. The principal and teachers, thus worked under the 

backdrop of this vision. Mombourquette, (2017) advocates that the fact that the visioning of 

schools was collaboratively done lies in the conception of distributed leadership. Despite the 

enactment of this instructional leadership role, I observed that some teachers were not well 

versed with visions. Two teachers at Matanga Primary School, one teacher each at Bepura and 

Chrim Primary Schools had little understanding of their school visions. This appeared to defeat 

Hallinger and Murphy’s (1985) leadership activity that schools need to frame and communicate 

school visions to stakeholders. This led to teachers concentrating on the academic aspect at the 
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expense of developing all round learners with all faculties developed. This indicated the need to 

induct teachers, particularly those who join the school midstream and constant conscientisation 

of teachers about school visions. This goes a long way in directing teachers’ attention to a 

common school goal.  

 

Arlestig and Tornsen (2014) opine that, principals perform different management roles but their 

major one is instructional leadership which focuses on learner progress. The three principals had 

wide experience both as teachers and as principals, this appeared to have contributed to their 

understanding and enactment of distributed instructional leadership practices. With the varied 

tasks found in schools, it is impossible for principals to effectively lead them single-handedly. 

Mrs Muzuwa was of the idea that carrying out all instructional leadership tasks as a lone 

individual would exhaust principals (Section 4.2.6). This suggested the need for distributed 

leadership. Mr Shama’s wide use of committees resulting in Mrs Koni saying the committees 

helped him lead the school (Section 4.3.6) is indicative of a distributed leadership practice found 

in the school. Mr Kanyo expressed his interest in distributing leadership when he pointed out that 

he gave teachers tasks to research on and present to other staff members (Section 4.4.5). Mestry 

and Pillay (2013) describe such schools with distributed leadership as effective schools.  

 

Principals managed instructional activities at their respective schools through teacher 

supervision. All the school principals performed their instructional leadership roles of 

supervising teachers. To increase positive attitudes of teachers towards the results of the 

supervisory activities, schools used tactics of enabling teachers to draw up their supervision 

programmes and present to the supervisor, some supervisors drew up their programmes and 

displayed them, and still others alerted teachers of the approaching lesson observations. This 

appeared to motivate teachers since there were no suspicions by teachers of supervisors 

ambushing teachers. This is an important instructional leadership practice used in the schools. In 

addition to the strategy of sharing supervision programmes with teachers, principals engaged the 

services of the TICs, and the vice principals to assist them in supervising teachers, though this 

appeared to depend on the size of the school. This was effective since it ensured that all teachers 

were observed teaching and given feedback. Hallinger and Wang (2015) stress that timely 

feedback to teachers by supervisors improves teachers’ instructional ability. Mapolisa and 

Tshabalala (2013) maintain that immediate feedback of teachers’ performance motivated them to 

work harder. This suggested the value feedback has in enhancing teachers’ classroom 
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performance. Classroom supervision and the feedback given to teachers formed important 

classroom management activities in the schools. 

 

Since school pass rates in Zimbabwe are an indicator of how a school performs, I observed that 

the principals focused more of their attention on the examination classes and ensured that these 

classes were well resourced. At Matanga Primary School the teachers were given instructional 

materials in advance which they kept in their storerooms awaiting use, (Section 4.2.4). At Bepura 

Primary School (Section 4.3.4), the school had specialist teachers and had a photocopier which 

made it easy when it came to preparing teaching and learning materials. At Chrim Primary 

School, the principal started fund raising projects to boost their funds to incentivise their 

teachers. The principal also taught some lessons in compliance with Ministry policies and to 

improve learner’s academic outcomes. I discovered that when the principals taught other classes 

besides grade sevens, it was mostly for demonstration purposes to assist struggling teachers as 

indicated by Mr Shama. Aziz et al. (2017) point out that such instructional leadership practices 

enable principals to monitor and evaluate teaching and learning in classes. This practice gave 

teachers an opportunity to learn class management skills from principals. It also showed the high 

level of attention the principals paid to instructional matters.  

 

The parent communities for the schools had some determining factors to the carrying out of 

instructional activities at the schools. Thus, the context of each school determined parents’ 

involvement in the learning of their children. The parents supported their children’s education 

through paying fees for them. At Matanga Primary School, the parents, through the School 

Development Committee went further and advocated for double sessions to accommodate their 

children at the school. Though large numbers of learners were accommodated, the principal, Mrs 

Muzuwa saw this affecting their work standards and the conduciveness of the school 

environment as teachers had to share classrooms. A different situation existed at Bepura and 

Chrim Primary Schools. At Bepura Primary School, the parents even took part in vision 

formulation under the leadership of the School Development Committee (Section 4.3.2). This 

indicated a shared responsibility and an acknowledgement of the importance of parents in school 

activities. Mr Shama pointed out that homework was a major learning component at their school, 

hence through positive working relationships with parents suggested they could assist their 

children with their homework. Chrim Primary School, being a private school depended on the 

fees paid by parents for its operations in addition to that, it got financial resources from fund 
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raising projects, to it, the parent constituency was very essential. In addition, the principal urged 

for a shared responsibility with parents in the learning of their children. The strategy used was 

encouraging parental assistance with their children’s homework. El Nokali et al. (2010) 

emphasise that parent involvement in the learning of their children contribute to their good 

behaviour at school and to their classroom performance. Involving the parents proved that 

leadership also existed in those who did not hold formal positions in schools. Bryk et al. (2010) 

opine that parent involvement is an essential support to the education of their children.  

  

Findings from the study showed that the three principals made efforts to make working 

environments motivating. Mrs Muzuwa acknowledged teachers’ efforts through giving positive 

comments and provided teaching and learning materials. She even managed to cultivate a culture 

of self-drive and congenial staff relations among teachers that led to improved instructional 

performance at the school. Mrs Rega commended about the culture of people at the school as 

socially positive people who did not give supervisors any problems (Section 4.2.4), thus 

indicating how conducive the working environment was. At Bepura Primary School, teachers 

were provided with instructional materials and at Chrim Primary School income generating 

projects were started to raise funds for the development of the school and for teacher incentives. 

These principal efforts improved the work environments at the schools.  

 

Teacher expertise was utilised in the three schools as principals engaged teachers in instructional 

leadership activities. The use of committees in schools enhanced the distributed leadership 

practice. Lee et al. (2012) posit that through committees, professional interactions across 

committees and staff members in the schools are enhanced. The different committees that existed 

in the schools were under the leadership of different teachers suggesting that principals 

distributed leadership of instructional activities to other staff members. Spillane (2005) advocates 

for distributed leadership, thus as the principals engaged different teachers in the leadership of 

different instructional activities, provides evidence of their alignment to Spillane’s (2005) notion 

that heroic leadership may not be the preferred approach for effective school leadership.   

 

5.6 SUMMARY 

The chapter has presented a cross-case analysis and discussed the findings. The principals in the 

three schools were well experienced and qualified for their posts. These characteristics appeared 

to have played a role on how they enacted instructional leadership practices in their schools. The 
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varied activities that the principals enacted that characterised instructional leadership practice 

included, among others, visioning schools, managing instructional activities, availing teaching, 

and learning resources and creating conducive teaching and learning environments in their 

schools. The way the principals extended leadership opportunities to other members suggested 

the positive impact experience had on them. I found many common features in the way specific 

school visions were formulated. The visions were created by more than one individual in all the 

three schools signifying a collaborative activity. The principals managed the implementation of 

the curriculum through supervising teachers and learners and through participating in classroom 

teaching. The practice of classroom teaching by the principals set good examples among the 

teachers. Varied activities performed by principals in their quest to create conducive 

environments in schools were discussed. It was noted that principals enacted distributed 

instructional leadership practices through the varied activities undertaken in the schools. In the 

next chapter, I present a summary of the findings, conclusions, and recommendations on 

instructional and distributed leadership in schools.  
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CHAPTER 6 

 

SUMMARY OF FINDINGS, CONCLUSIONS AND RECOMMENDATIONS 

 

6.1 INTRODUCTION 

This study examined the main activities that characterised instructional leadership practice in 

three high performing primary schools in Zimbabwe for instructional improvement and how 

these exhibited features of distributed leadership practice. This enabled me to provide an 

empirically informed account of how activities and practices of instructional leadership high 

performing Zimbabwean primary schools can be understood and/or explained. My prolonged 

stay in the schools enabled me to explore how instructional leadership activities were distributed 

in schools. This chapter summarises the main findings of the study, draws conclusions and offers 

recommendations on how distributed instructional leadership practice can be enacted in schools 

for instructional improvement.   

 

6.2 MAIN FINDINGS 

The section presents a summary of the major findings of the study. 

 

6.2.1 Visioning schools   

The first finding was that visioning the school was a key activity of instructional leadership in 

these successful schools. The schools had specific visions which were developed through 

collaboration among the principals, teachers, and the school community. This is an example of a 

distributed instructional leadership practice in the schools. Of interest, the visioning process 

continued beyond the drafting of the vision itself to being the guiding pillar for both the 

principals, teachers, and stakeholders. School specific visions catered for individual school 

needs. Schools with such visions emphasise quality education and the alignment of instruction to 

their visions (Dong and Seong, 2014). The practice was an important instructional leadership 

activity that gave direction to what the schools intended to achieve. A characteristic feature about 

the visions was that they were collaboratively produced regardless of the type of school. 

Cherkowski and Brown’s (2013) study in British Columbian schools showed that vision 

formulation was a distributed leadership activity in the schools. There was collaboration among 

the principals and teachers in formulating visions for their schools. It would have been expected 

that the founder of Chrim Primary School, a private school, would have formulated the school’s 

vision alone, but documentary evidence about the school showed that the board of directors were 
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involved. At Matanga Primary School, the teachers and the administration team created the 

vision for their school and at Bepura Primary School, the principal collaborated with the 

teachers, the parents, and the learners in defining their schools’ vision, thus showing a shared 

responsibility (Hallinger and Lee, 2013). Leithwood et al. (2004) advocate that, teachers find 

happiness when they achieve set school goals, therefore, principals must clearly communicate 

visions to teachers so that they direct all their efforts towards a common purpose.  

 

6.2.2 Supervision of instruction 

The second key finding of this study is that in all the three successful primary schools managing 

instruction was prioritised by the principals who all took a distributed approach in executing this 

activity with their teachers. Principals managed instructional programmes in their schools. They 

did this through conducting classroom supervision where they observed classroom environments 

and teaching in progress. This helped maintain the impetus to the quality of instructional 

activities. Supervision of teachers is one of the core activities of principals. The aim being to 

improve the capacity of teachers in managing classrooms. In this sense, instructional leadership 

help develop teacher competences. Ismail et al. (2018) study found out that a strong connection 

exists between instructional leadership by principals and the functional competency of teachers. 

Principals serve as team leaders who assess instructional progress and the quality of learning by 

students for the purposes of improving instruction.  

 

Spillane (2005) argues that equating school leadership to an individual is problematic since no 

lone individual can effectively lead a school to stardom because leadership involves different 

individuals with varied materials and structures. Hence, by sharing the supervision load in the 

schools, principals paid attention to the leader-plus aspect of distributed leadership that 

acknowledges school leadership as involving many individuals (Spillane et al., 2008). As the 

principals, the TICs and the vice principals supervised teachers, interactions took place in the 

contexts of their environments, thus conforming to the leadership practice aspect of distributed 

leadership. The supervisory activities by the TIC and the vice principal complemented the 

supervision by the principal. Spillane (2005) emphasises that the interdependent actions among 

the supervisors interact to define a shared practice of supervising and assessing teaching. This 

leadership practice in schools suggests the principals’ acknowledgement of the knowledge and 

expertise in other members of staff and the need to tap it for the benefit of improving school 

performance. 
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6.2.3 Feedback sessions 

The third key finding of the study is that the schools relied on two major strategies to manage 

instruction and promote instructional improvement, that is, observation of teaching and feedback 

together with modelling of exemplary practice by the leadership team. There were feedback 

sessions in all the schools with the supervisors sitting down with the teachers and giving them 

feedback about their observations. Feedback was done two-fold, briefly after the lessons and in 

detail with the aid of narrative reports. This was done within the days of observations, the most 

being three days after observation, particularly when the supervisor is hard pressed with work as 

indicated by Mr Muko who said, “Then, for the narrative report, it depends on how busy she (the 

head) is, it can be after a day or two days. Normally it doesn’t take four days before getting the 

report.” (Section 4.2.3). Mrs Rega indicated that she took two to three days to complete writing 

the narrative report (Section 4.2.3), since she was a teaching TIC. She had her own approach of 

handling the narrative reports. After writing the report she sent it to the supervisee to read and 

sign. She only discussed the narrative report if a supervisee failed to understand some comments. 

The response from Bepura teachers indicated that brief highlights were given just after the lesson 

then the narrative report was after a day or two (Section 4.3.3). As for Chrim Primary School, the 

teachers and the principal concurred that written feedback was after a day or two from day of 

visit (Section 4.4.3).  

 

The written reports were informative records that teachers kept in their files for future references 

as they do their work. The reports were on teachers’ record books, schemes of work, learners 

exercise books and lesson observations. This instructional leadership practice enhanced the 

teachers’ instructional performance. Desravines et al. (2016) emphasise that teachers need 

instructional leaders who set and show them the direction on instructional work. Thus, the 

leadership practice by the supervisors showed the teachers the direction to improved instructional 

performance.  

 

Modelling of classroom teaching 

The principals in this study took part in classroom teaching. Mrs Muzuwa and Mr Kanyo 

practically taught grade sevens. Besides having the interest to teach and making grade sevens 

pass, they complied with the Director’s Circular Minute Number 15 of 2006 which specified the 

number of lessons that principals and vice principals are expected to teach in a week. Mr 

Shama’s involvement in teaching did not match the other two. He only taught some lessons when 
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demonstrating quality teaching to teachers facing challenges in lesson delivery. The involvement 

by principals in this instructional activity appeared to suggest that they desired quality teaching 

in their schools and hence had to demonstrate to other teachers how quality teaching is done. 

This concurred with Hallinger and Hosseingholizadeh’s (2019) findings which state that Iranian 

primary school principals emphasised quality teaching and learning, monitored student learning 

and created collegial environments in their schools. Getting into classrooms and teach was 

indicative of the need to demonstrate quality teaching.  

 

Instructional leadership is an enduring leadership model that connects to and impacts on school 

and learner outcomes. The principals’ involvement in teaching meant that they had to balance 

their administrative and teaching responsibilities. Teaching is an important instructional activity 

that many principals do not do, they leave it to teachers while they concentrate on administrative 

activities (Yasser et al., 2015). Having the principals involved in teaching shows their 

instructional leadership practice. Glanz (2006) points out that good principals focus on 

instruction because this affects the performance of learners more than anything else the 

principals do. In their study among Israeli and United States of America (USA) Jewish schools, 

Glanz et al. (2017) reported that the USA principals paid much attention to teaching and learning 

among the other activities they carried out. This study emphasises the importance of principal 

involvement in teaching and the distribution of leadership activities. By practising teaching, the 

principals led by example, thus inspiring teachers to improve their performance. It develops the 

much-needed cooperation and interaction between the teachers and the principal, thus showing 

the practical necessity of distributed leadership (Jamail and Don, 2016).  

 

6.2.4 Teaching and learning environment 

The fourth and final key finding has to do with the creation of a conducive environment for 

teaching and learning through professional development and collaborative leadership practice. 

The context of the environment determines teacher effectiveness, hence effective principals 

make available conducive working and learning environments for teachers and for learners 

(Ghavifekr and Ibrahim, 2014). Such environments warrant the achievement of school goals. 

Double sessions at Matanga Primary School negatively affected the school conduciveness. 

Besides this, the schools’ environments appeared conducive since the three principals employed 

different tactics aimed at making the school environments conducive. They provided adequate 
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resource materials, reduced teaching loads, reduced working hours, gave positive comments on 

teacher’s performance, acknowledged teacher efforts, and encouraged research among teachers.  

 

The three principals encouraged teacher professional development, improved their visibility in 

the schools, made use of committees and allocated classes fairly. These qualities fall under the 

third leadership dimension by Hallinger and Murphy (1985). Staff developing teachers benefit 

both the teachers and the learners they teach.  Ghavifekr et al. (2015) suggest that instructional 

leaders must put more emphasis on teacher professional and instructional skills, thus enacting an 

instructional leadership practice, that of providing staff development to teachers. This enhances 

teacher effectiveness in classrooms. The strategy used by the principal at Matanga Primary 

School of targeted staff development helped improve teacher effectiveness. The leaders of the 

targeted groups took centre stage in the development of the teachers. At Bepura Primary School, 

committees came up with staff development activities. The committee leaders led the staff 

development of others, an authority they were given by the principals. The principal at Chrim 

Primary School collaborated with staff members in coming up with staff development activities, 

in addition to those he identified himself. Beverborg et al. (2015) emphasise staff development in 

schools since it improves teachers’ instructional performance.  

 

The wide use of committees resulted in some leadership tasks being handled by committee 

leaders thereby reducing the heavy leadership burden on the principals. The principals did not 

rely on single leaders in doing their work (Jita, 2010), they made use of the expertise in varied 

teachers. Hairon and Goh’s (2015) study of Singaporean primary and secondary schools and 

colleges show four possible factors that affect distributing leadership. Principals can use bounded 

empowerment where they give authority to teachers to make decisions but within set limits. In 

the case of leadership capacities, principals empower teachers to lead basing on the trust that the 

teachers would make effective instructional decisions. Another way was shared decision-making, 

here principals give teachers leadership responsibilities but provide regular guidance. In 

collective engagement, principals support the engagement of other members in carrying out 

school tasks through providing a forum for teamwork. This enables the principals to tap the skills 

and knowledge in teachers. These four factors discovered in the Singaporean study can be 

associated with the way leadership is distributed in the schools. Teachers had the opportunity to 

make decisions but at the end of the day, the principal was answerable for the performance of the 

school, hence, principals always retained some power though it was thinly veiled. When Mr 
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Kanyo talked about committees and said, “So, they do everything (the fund-raising committee) 

the planning, and the acquisition, what we do is just to approve and release the funds,” suggests 

that the ultimate authority rested with the principal.   

 

The membership of the various committees that existed in the schools was such that on the one 

hand, the teachers were leaders in one committee and on the other, they were committee 

members in other committees. Such was the case with the subject committees. The leaders of the 

subject committees were also members in the examination committees. In reference to 

committee membership, Mr Muko indicated that individuals had different passions which made 

them choose the committee to join (Section 4.2.6). Mr Ngata indicated that the school had 

committees whose chairpersons could call for meetings to discuss committee business (Section 

4.3.6). Mr Hasva, indicated that there were several clubs led by different teachers at their school, 

hence showing the existence of multiple individuals in leadership activities (Section 4.4.6). 

Robinson et al. (2008) point out that the use of committees indicated the practice of task 

distribution and distributed influence in the schools. Since all formal responsibility rests in the 

principals’ office which sought for improved school performance, all the activities by formal and 

informal leaders answered to the leadership distribution by the principals.  

 

6.3 CONCLUSIONS 

School principals are the first in command on the school organogram in public schools. This is 

unlike in private schools where the founder or board of directors have the final say. Despite this, 

the instructional leadership of principals determine the performance of schools since they stay on 

the ground and work daily with teachers and learners. This study concludes that the concept of 

heroism by principals was replaced by distributed instructional leadership practices which 

incorporated the vice principal, the TIC, and other staff members in instructional leadership 

activities. In such environments of distributed leadership, teachers took large leadership 

responsibilities.  

 

Instructional leadership practices underpin the instructional performance of teachers. From the 

field visits, I discovered that principals focused on improving instruction through visioning 

schools, lesson observations, giving teachers feedback and creating positive school environments 

which enabled teachers to learn from each other. All these activities characterised instructional 

leadership practice. These instructional leadership activities were enacted in schools through the 
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engagement of vice principals, TICs, committees, and other members of staff with the 

appropriate knowledge and skills, hence resulting in distributed instructional leadership.    

 

The study aimed at exploring how distributed instructional leadership practices were enacted in 

high performing Zimbabwean primary schools. Basing on the sub-research questions, the related 

literature review and the findings, the study concludes that principals engaged in instructional 

leadership, a crucial role in teaching and learning. Accountability and complexities in the 

improvement of schools made principals enact distributed instructional leadership to achieve 

school goals. Leading a school as a solo individual is not in line with the dictates of distributed 

leadership. It made sense for principals to closely tie instructional leadership to distributed 

leadership through engaging multiple individuals, thus having distributed instructional leadership 

(Hairon, 2017). In crafting the vision of the schools, the principals sought the participation of 

other members of staff. Where these were crafted by the founder, the principal shared the vision 

of the school with the school community to have a common understanding of the purpose of the 

school. All school activities revolved around the vision. This study, therefore, concludes that the 

combined effort between principals and teachers in visioning schools characterised distributed 

instructional leadership practice.  

 

The study concludes that principals play crucial roles in managing instructional programmes. In 

carrying out their roles they conducted different leadership activities which constituted 

instructional leadership. Instructional leadership practices were enacted through varied 

leadership activities which included classroom supervision, lesson observations, giving feedback, 

participating in teaching, and assisting teachers in managing classes. The success of these 

instructional leadership activities was determined by how effectively they were carried out. The 

involvement of principals in teaching and learning kept them well-informed about current trends 

in classroom teaching and be able to assist teachers with the appropriate skills to handle classes. 

 

The study established that there was a wide use of committees in the three schools. This 

increased the academic performance of the three schools and alleviated the burden of workloads 

on principals leaving them with time to teach. The study concludes that distributed instructional 

leadership practices were enacted in schools through the varied use of multiple players in 

instructional leadership activities. 
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6.4 LIMITATIONS OF THE STUDY 

Further research may be inspired by this study since the limitations may point at areas that need 

to be improved in future related studies. A limitation of this study results from using a case study 

design. It was limited to high performing primary schools in a single district in Zimbabwe. This 

meant that instructional leadership practices in different schools were not studied. Studying all 

schools would have called for more time and resources than was available for this study. As the 

sample shows, it was comprised of principals believed to be effective. The extent to which their 

leadership practices are characteristic of principals in other primary schools is yet to be 

ascertained through wide scale research. The studied schools, however, enabled an understanding 

of how the three selected principals enacted distributed instructional leadership practices in their 

schools.   

 

The use of the qualitative approach made the issue of generalising findings to other schools not 

possible since the study focused on a small sample of selected schools. To mitigate this 

limitation, a similar study could be carried out using the quantitative approach. This allows for 

the use of a larger sample and for generalisations. Similar or different results may be obtained if 

studies related to this one, are conducted in other districts. More resources would, therefore, be 

required. The solid descriptions made in this study of research sites can assist readers to assess 

whether research findings can be transferred to similar situations.   

 

The existence of the COVID-19 pandemic had some impact on the school system. Schools 

opened their classes in phases starting with grades six and seven. This meant that I had to 

observe and interview only those I had sampled who were in grade six and seven then those from 

the other classes as they opened. The middle grades opened after a month and the Infants after a 

few weeks from when the grades six and seven opened. To gather enough data from all 

participants, I had to prolong my stay in the schools from the initial planned three months to four 

and a half months. 

 

6.5 CONTRIBUTIONS OF THE STUDY 

Even though some limitations were experienced in the study as shown in the last section, it is my 

conviction that this study will contribute to scholarship on how distributed instructional 

leadership practices are enacted in high performing primary schools. A dearth of literature exists 

on how distributed instructional leadership is enacted in schools; therefore, this study will likely 
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contribute towards that understanding. This study highlights to the Ministry of Primary and 

Secondary Education, the benefits of school leaders carrying out their instructional leadership 

roles. The study further points out that because of accountability measures on schools, it is 

impossible for principals, as lone individuals, to lead schools to stardom, thus the need to 

distribute leadership to other members of staff.  

 

This study has contributed a lot to my personal educational growth as an up-and-coming 

researcher in instructional and distributed leadership. Through this study, I have read widely on 

instructional and distributed leadership, thus broadening my knowledge about instructional and 

distributed leadership practices. 

 

6.6 RECOMMENDATIONS  

From the distributed leadership perspective, principals cannot not be the know-it-all in school 

leadership, it needs the participation of other members. Accountability must be shared with other 

members of staff whose joint actions contribute to deciding school outcomes. It is recommended, 

therefore, that principals distribute leadership to those who spend more time with the learners. 

Nguyen et al. (2017) point out that the practice of sharing instructional leadership indicates an 

active teamwork between principals and teachers on curriculum and assessment matters. The 

magnitude of challenges principals face in leading schools to greatness needs an understanding 

of distributed instructional leadership.  

 

6.6.1 Recommendations for practice 

Principals lead the process of visioning schools. They need to constantly remind teachers of the 

vision of their schools so that teachers remain focused. Schools must develop all-round learners 

who are physically, mentally, and socially sound. Teachers need to understand the benefits of all 

learning areas and ensure learners attend to all learning areas instead of concentrating on 

examinable learning areas only. As instructional leaders, principals need to ensure that all 

learning areas are given adequate attention to develop all round learners. The introduction of 

specialist teachers in schools help in developing all round learners.   

 

Distributing instructional leadership may be the way to go as it enables principals to tap the 

expertise in teachers for the benefit of learners. It is crucial that teachers understand that the 

distributed leadership approach promotes teacher leadership. Through this practice, teachers 
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grow professionally. It is recommended that workshops on instructional and distributed 

leadership be conducted in schools to enhance principals’ and teachers’ understanding of these 

concepts.  

 

Principals’ direct and indirect involvement in instructional leadership activities make a 

difference to teaching and learning. It is recommended that principals create conditions and 

structures that allow interactions among teachers and between teachers and the supervisory team. 

This is a significant way of indirectly contributing to teaching and learning by principals. 

Principals need not rely on actions requiring direct involvement in classrooms only but can make 

use of indirect means such as the creation of communities for learning. This study suggests that 

distributed leadership has a lot to offer to schools, thus through communities of learning both 

teachers and learners would benefit.  

 

6.6.2 Recommendations for policy 

The findings of this study point at the existence of distributed leadership in the schools. As 

leaders, principals carry out most of the community outreach activities which involve sourcing 

for resources, collaborating with council offices, school boards and government offices. Though 

crucial in schools, the activities are not directly linked to teaching and learning. It is, therefore, 

recommended that some of the workload that principals spend time on be removed so that they 

have ample time to focus on teaching and learning. Nguyen et al. (2017) adds on saying 

instructional leadership should not be confined to the principal alone but expanded to other 

members of the school irrespective of them holding formal or informal leadership positions. The 

belief is that distributing instructional leadership is a practical way of reducing the workload of 

principals (Leithwood and Mascall, 2008).  

 

The purpose of schools is to offer instruction to learners. Therefore, the Ministry must craft the 

roles of principals with instructional leadership being central to all the other roles they play. The 

fact that the elements of the leadership models lead to the desired results in high performing 

primary schools is a convincing aspect to enact distributed instructional leadership practices in 

other schools in Zimbabwe. This would give the principals time to engage in instructional 

leadership practices for improved school performance. A crucial step that the Ministry can take 

is to ensure principals have the knowledge and skills needed for them to work with teachers on 

instructional improvement.  
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For improved performance in schools, it is critical that the Ministry conducts workshops for 

TICs, vice principals and the principals on instructional and distributed leadership. It is crucial to 

involve vice principals as they are the second in command and they stand in place of principals 

when they are not at their stations. TICs are part of the administration and supervisory team; 

therefore, they need to be involved as well. Such grounding on the importance of instructional 

and distributed leadership will enhance their understanding of distributed instructional 

leadership. Such grounding can be cascaded to teachers for them to understand the reasons 

behind the principal enacting distributed instructional leadership practices. 

6.6.3 Recommendations for further study 

This study used the multiple case approach and examined how distributed instructional 

leadership practices were enacted in three high performing primary schools in Zimbabwe. The 

study established that varied activities that characterised instructional leadership practice were 

carried out in the three selected schools. The varied instructional leadership activities exhibited 

features of distributed leadership practice. The principals made use of the skills and expertise in 

teachers through involving them in varied instructional leadership activities, thus depicting 

distributed leadership. They supervised curriculum implementation together with the vice 

principal and the TIC, hence signifying distributed leadership. There was a wide use of 

committees in running instructional activities with the committee leaders being the link persons 

between the administration team and teachers.  

 

To effectively implement their instructional leadership activities, the principals distributed 

leadership to varied members in the schools. This suggests that through distributed leadership, 

instructional leadership was made possible. Thus, distributed instructional leadership practices 

were enacted in the three high performing schools through distributing instructional authority to 

varied teachers in the schools. The study focused on one district in Zimbabwe and since districts 

differ in their approaches to instruction, I recommend that further research be done on a wider 

scale in other districts to find out how distributed instructional leadership practices are enacted 

by schools in other districts. My study involved three principals and nine teachers. This limited 

the generalisability of the findings to schools in other districts. A further study may be carried 

out involving a bigger number of teachers and principals across primary schools in different 

districts of Zimbabwe. This might be an eye opener on how distributed instructional leadership 

practices are enacted in schools in different districts in the country. 
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Appendix 7: First Interview Protocol for Principals  

 

PRE-OBSERVATION INTERVIEW PROTOCOL FOR SCHOOL PRINCIPALS 

 

Face-to-face interviews 

(I will record information about the interviewees before interviews start such as the name of the interviewee, gender, 

school, date, and place). 

 

TOPIC: Exploring distributed instructional leadership practices in high performing Zimbabwean primary schools 

 

THE MAIN RESEARCH QUESTION 

How is distributed instructional leadership practice enacted in some high performing primary schools in Zimbabwe 

for instructional improvement? 

 

BIODATA 

Age group in years:  

30- 35 36 - 40 41-45 46 – 50 Above 50 

 

Gender    M/F 

Professional Qualifications: ----------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------- ------------------------------------------------- 

Years of experience as a principal: --------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------- ------------------------------------------------- 

Positions held before becoming a principal of this school and number of years spent in each position: ------------------

----------------------------------------------------------------------------------------------------------------------------- --------------- 

Sub-questions Interview questions 

What are the main activities 

that characterise instructional 

leadership practice of 

selected high performing 

primary schools in 

Zimbabwe?  

1. What is the vision of the school? 

 How was it formulated? 

 What procedures did you follow in formulating the school vision? 

 How do you get members of staff to share the same understanding of the 

vision of the school with you? 

 How do teachers accept this vision? 

 

2.  What is your role when it comes to classroom practice? 

 How are lesson observations conducted at your school? 

 Who makes the observations? 

 How often are they conducted?  

 

3. How do you rank instructional activities among the various activities  

    that you perform at school? 

 Why?  

 

4. What leadership practices exist in your school that focus on  

     teaching and learning? 

 Which ones did you introduce since becoming a principal at this school?  

 How do they improve teaching and learning in the school? 

 How do teachers regard these practices?  

How do the major activities 

of instructional leadership in 

high performing primary 

schools in Zimbabwe align 

with and/or exhibit features 

of a distributed leadership 

practice, if at all? 

1. How often do you hold meetings with teachers to discuss: 

   i.  teaching and learning? 

 How do you notify teachers of such meetings? 

 How do you come up with agenda items? 

 At what time of the day do you normally have your meetings? 

- May you explain why? 

  ii. Staff development? 

 How is the calendar for staff development programmes developed? 

 Who are the participants in crafting this calendar? 

 Are all staff members consulted when crafting this calendar?  

 If so, how? If not, why not? 

 What is the level of teacher participation in these meetings? 
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2. How do you assign classes to teachers? 

 Is it on experience, qualifications, interest, performance, or the teacher’s 

choice? 

 How effective has this method been in improving teaching and learning? 

 

3. Do you involve teachers in school leadership activities? 

 If yes, how do you involve them? If not, why not?  

 Which leadership activities are led by teachers? 

 How do you assign teachers to positions of special responsibility? 

 Is it on experience, qualifications, interest, performance or the teacher’s 

choice? 

 

4. Which documents/policies from the Ministry do you refer to in your     

     leadership activities? 

 How does the use of these documents/policies influence your leadership 

practices? 

 

5. Who formulates school-based policies such as the admission policy? 

 How often do you relate to the leadership policies in your school? 

 How do these policies influence your leadership? 

 

6. What do you regard as the main factors that have contributed to high     

     pass rates at your school? 

 

7. In what ways does your personal background influence 

    your leadership? (Such as educational background, level of  

    training and personal attitude). 

 

Closing 

 Is there anything else that you would like to bring to my attention? 

 Thank you very much for your time and for this informative discussion.
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Appendix 8: First Interview Protocol for Teachers 

 
FIRST INTERVIEW PROTOCOL FOR TEACHERS 

 

Face-to-face interviews 

(I will record information about the interviewees before interviews start such as the name of the interviewee, gender, 

school, date, place, and time) 

 

TOPIC: Exploring distributed instructional leadership practices in high performing Zimbabwean primary schools 

 

THE MAIN RESEARCH QUESTION 

How is distributed instructional leadership practice enacted in some high performing primary schools in Zimbabwe 

for instructional improvement? 

 

BIODATA 

Age group in years:  

30- 35 36 - 40 41-45 46 – 50 Above 50 

 

Gender    M/F 

Professional Qualifications: --------------------------------------------------------------------------------  

------------------------------------------------------------------------------------------------------------------  

Years of experience as a teacher: --------------------------------------------------------------------------  

Grade levels taught: ------------------------------------------------------------------------------------------  

Positions held: ------------------------------------------------------------------------------------------------ 

 

 

 

1. Sub-questions Interview questions 

2. What are the main activities that 

characterise instructional 

leadership practice of selected 

high performing primary schools 

in Zimbabwe?  

 

1. What do you regard as the principal’s major role in the school? 

 How does the principal contribute to teaching and learning at your 

school? 

 

2. What does the school vision mean to you? 

 Do you subscribe to the vision and mission of the school? If yes, 

why? If no, why not? 

 How do you contribute to the success of school goals? 

 

3. How are lesson observations conducted at your school? 

 Who does the observation? 

 How often? 

 

4. How does the school principal disseminate information to  

    teachers?  

 Is it by written notice, verbal communication to all teachers at 

assembly/ to individual teachers? 

 

5. How is the teaching and learning environment at your school? 

 Is it conducive or not? 

 Explain your answer. 

 How are teacher relations at your school in terms of teaching and 

learning? 
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Closing 

Is there anything else that you would like to bring to my attention? 

Thank you very much for your time and for sharing this important discussion. 

 

 

 

 

 

 

 

 

 

3. How do the major activities of 

instructional leadership in high 

performing primary schools in 

Zimbabwe align with and/or 

exhibit features of a distributed 

leadership practice, if at all? 

1. How does the principal provide opportunities for staff  

   development? 

 Is this necessary to you? 

 Have you ever been staff developed? 

 If yes in what area and how was that conducted? 

 If no, why not? 

 

2. How were you assigned a class to teach?  

 Is it on experience, qualifications, interest, performance or your 

choice? 

3. Do you hold any leadership position in the school besides being      

    a classroom teacher? 

 If yes, what is it and how did you get to that position? 

 If no, why not? 

 What is your view on stretching leadership to many members in the 

school (Such as having a subject team leader)? 

 What opportunities exist in the school to discuss new classroom and 

leadership practices? 

 

4. Does the principal, support you as you implement the      

    curriculum?  

 In what ways have you been assisted if any? 

 

5. What factors have contributed to high pass rates  

    in the school? 

 How does the principal contribute to pass rates in the school? 

 What was your contribution to the high pass rate in the school?  

 

6. How often are meetings that involve all teachers  

    conducted at this school? 

 What is the level of teachers’ participation in meetings? 

 How does this contribute to school performance? 
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Appendix 9: Second Interview Protocol for Principals 

 
POST-OBSERVATION INTERVIEW PROTOCOL FOR SCHOOL PRINCIPALS  

Face-to-face interviews 

(I will record information about the interviewees before interviews start such as the name of the interviewee, gender, 

school, date, and place). 

 

TOPIC: Exploring distributed instructional leadership practices in high performing Zimbabwean primary schools 

 

THE MAIN RESEARCH QUESTION:   How is distributed instructional leadership practice enacted in some high 

performing primary schools in Zimbabwe for instructional improvement? 

 

Additional questions may be asked to get a clarification on some observed aspects. 

Sub-questions Interview questions 

4. What are the main activities 

that characterise instructional 

leadership practice of 

selected high performing 

primary schools in 

Zimbabwe?  

 

1. How effective is the feedback given to teachers after lesson  

     observations? 

 When do you give feedback after lesson observation? 

 How do you ensure that teachers implement suggestions on reports from 

lesson observations? 

 How do you support teachers’ instructional activities? 

5.  

6. 2. How do you ensure teacher commitment towards improved  

7.     school performance?  

 

3. What have you found to be the most effective communication  

     strategy to members of staff when focusing on teaching and     

     learning activities? 

 Is it through memos, written notices or talking to teachers? 

 Explain why? 

 

4. How are teaching and learning materials such as textbooks and  

    exercise books procured in the school. 

 Who is involved in procuring the materials? 

8. How do the major activities 

of instructional leadership in 

high performing primary 

schools in Zimbabwe align 

with and/or exhibit features 

of a distributed leadership 

practice, if at all? 

1. How effective are staff development programmes at this school?  

 Give examples staff development programmes held and say why they 

were effective?  

 If none, why? 

 

9. 2. What leadership practices contribute to high performance in  

    your school? 

 How are these conducted? 

 How were they started? 

  

3. Looking at your grade seven pass rates for the past four years,  

    how has been the performance of teachers and learners? 

 How would you evaluate your contribution towards this level of 

performance? 

 

10. 4. What policy changes have you made in the school since     

    becoming the principal of the school? 

 How effective have been the policies in improving teaching and learning? 

 How did you introduce them to staff members? 

11. 5. How conducive is the instructional environment in the school? 

 How has this contributed to the instructional performance of your school? 

Closing 

 Thank you very much for participating in this study. 
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Appendix 10: Second Interview Protocol for Teachers 

 
POST OBSERVATION INTERVIEW PROTOCOL FOR TEACHERS  

Face-to-face interviews 

(I will record information about the interviewees before interviews start such as the name of the interviewee, gender, 

school, date, and place). 

 

TOPIC: Exploring distributed instructional leadership practices in high performing Zimbabwean primary schools 

 

THE MAIN RESEARCH QUESTION:  How is distributed instructional leadership practice enacted in some high 

performing primary schools in Zimbabwe for instructional improvement? 

 

Additional questions may be asked to get a clarification on some observed aspects. 

Sub-questions Interview questions 

12. What are the main activities 

that characterise instructional 

leadership practice of selected 

high performing primary 

schools in Zimbabwe?  

 

1. How are you given feedback from lesson observations that  

   would have been made: 

    a) by the principal?  

    b) by another supervisor 

 When is the feedback given? 

 In what form is it given, verbal or written? 

 In case there is an aspect you don’t understand, are you able to seek clarification 

from the supervisor? Explain your answer. 

 

2.  How often do you communicate with the following on  

     instructional matters:  

i) principal 

ii) vice principal 

iii) teacher in charge 

iv) teacher leaders 

v) other teachers 

 

 How do you communicate with these members? 

13. How do the major activities of 

instructional leadership in 

high performing primary 

schools in Zimbabwe align 

with and/or exhibit features of 

a distributed leadership 

practice, if at all? 

1. How effective is the staff development programme in the school? 

 Are teachers involved in drawing up a staff development programme? 

 If yes, how are they involved? 

 At what stage are they involved? 

 If no, why not and who does the planning? 

 

2. Which Ministry policies have more influence on your work? 

 How did you come to know these policy/policies? 

 Which other school or ministry policies do you refer to when carrying out 

instructional activities? 

 

  3. What new leadership practices were introduced by the principal since taking up the      

leadership position. 

 How effective are they in improving teachers’ performance? 

 

4. How does the principal introduce new leadership practices in the  

    school? 

 How are these accepted by members of staff? 

 

5. How conducive is the working environment in the school in  

     relation to teaching and learning? 

Closing 

Thank you for participating in this study.     
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Appendix 11: Document Analysis Protocol 

 
DOCUMENT ANALYSIS GUIDE 

Focus is on analysing documents that guide instructional leadership in schools. 

 

The researcher will: 

 Identify different types of public and school documents used in the schools that are related to instructional 

leadership. 

 Seek permission to use the documents from responsible individuals. 

 Examine the following documents for their usefulness in answering the research questions of this study: 

DOCUMENT ANALYSED ASPECTS ANALYSED COMMENTS/ 

SUMMARY OF 

ANALYSIS 

1.Ministry handbooks 

Handbook for Administrators 

 

How they are used in schools for instructional 

improvement purposes. 

 How accessibility are they to other staff 

members. 

 The use of the handbook for instructional 

leadership activities 

 The use of these in distributed leadership 

practices 

 

2. Education Secretary’s 

Circulars used in schools related 

to leadership 

 

1. Director’s Circular No. 7  

    of 2003 Guidelines on   

    supervision of teachers. 

 

2. Secretary’s Circular No.     

    2 of 2017, Implementation  

    of curriculum framework. 

 

 

Their contribution to instructional leadership 

 

3. School Curriculum 

Handbooks 

Curriculum Framework for 

Primary and Secondary Education 

(2015-2022) 

How supervision reports reflect information from 

this ministry book.   

 

 

4.  School documents  

i. Minute books 

 

 

 

ii. Notice book 

 

 

iii. Staff development  

    programmes 

 

 

 

iv. Schemes of Work. 

  

Supervision reports 

Teacher supervision reports  

i. Minute books 

(Focusing on the frequency of meetings, topics 

discussed, presenters, attendances and resolutions 

passed) 

 

ii. The notice book 

(Types of notices, frequency, teacher responses) 

 

iii. Staff development programmes 

(Focusing on the frequency of staff development 

activities, topics presented, presenters, 

attendances) 

 

iv. Schemes of work:  How are they developed? 

 

v. Supervision reports: -What can be said about 

the supervision of teachers? 

a) By school-based supervisors 

b) By DSIs 
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Appendix 12: Observation Protocol 

 
OBSERVATION GUIDE FOR PRINCIPALS AND TEACHERS   

Non-participant observation. 

This protocol is used to observe leadership in practice, to see what leadership is like and what people do. 

 

Before observations, the preliminary details are recorded: 

Date………………………… Time…………………………Duration………………………… 

Setting……………………………………………………………………………………………… 

ASPECTS TO BE OBSERVED OBSERVATIONS MADE 

1. How the principal improves teaching-learning 

 

i. Supervision of teachers:    - The frequency of supervision visits to classes 

                                         -  Feedback sessions after class visits  

 

ii. Encouraging teachers on the use of policies: 

 How teachers are encouraged to use school and Ministry policies 

 What policies are found in schools? 

 How are they used? 

 How effective are they? 

 

iii. Staff development:    The principal’s role in relation to staff development.  

 

2. Leadership practices 

i. Instructional leadership practices:   

 Practices portrayed by the principal (their influence on teachers) 

 Practices portrayed by teachers in the school while in their leadership positions (What     

         activities are done, how are they done). 

 

ii. Distributed Instructional leadership  

Leadership activities by teachers. 

 Interactions with the principal 

 Interactions with the vice principal 

 Interactions among teachers 

 How does the principal encourage others to work towards high performance?  

 

Stationery procurement and management 

 How is it procured 

 Who is involved 

 How is it distributed 

 

Influence of different leadership activities on teaching and learning 

 

 

 

3. Leadership contexts 

 

i. Meetings conducted 

 How does the principal conduct formal meetings?  

 The frequency of meetings (Number of meetings attended by teachers) 

 Freedom of expression by members in meetings 

 How resolutions are made 

 How instructions are given out 

 

ii. Principal interactions with teachers 
 At assembly  

 During walkthroughs. 

 Outside meetings. 

 

iii. Observations of interactions outside formal     

     meetings between: 

 Vice principals and teachers,  

 Teachers in charge and teachers, 

 Among teachers.   
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Appendix 13: School specific vision and mission statements for Matanga Primary School 
 

    
 

                  

Appendix 14: Ministry vision and mission statements for Matanga Primary School 
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Appendix 15: Ministry and school vision and mission statements at Bepura Primary School 
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Appendix 16: Chrim Primary School Policy document 1 
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Appendix 17: Section C of a narrative form 
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Appendix 18: Chrim Primary School policy document 2 
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Appendix 19: Some Ministry documents used in schools 

 

 

    
 

   
 


