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ABSTRACT Poor leadership and management among some school heads in Zimbabwe has been foregrounded as a
cause for concern. Questions are being raised about school heads’ ability to influence teachers in their day-to-day
practice. Hence, this qualitative ethnographic study with a focus on leader influence behaviours employed by
school heads to motivate teachers to attain school goals. Two schools were purposively sampled and at each school
the school head and five teachers were selected as participants. Data was generated using interviews and participant
observation. The study found that school heads utilised a variety of influence behaviours in the different core areas
of their work. A blend, instead of the use of just one influence behaviour at a time increased the chances of a
positive outcome. The researchers concluded that to be a good leader a school head ought to deploy a cocktail of
leader influence behaviours that is context dependent.

INTRODUCTION

The Commission of Inquiry into Education
and Training (CIET) (popularly known as the
Nziramasanga Commission) raised concerns
about the quality of leadership at schools in
Zimbabwe. The CIET questioned whether the
structures and cultures within which school
heads (also known as school principals in some
contexts) worked and through which they were
appointed and trained were adequate (Chiome
2011). The under preparedness of school heads
for the significant task of school leadership was
emphasised in a study by Rhodes et al. (2009)
who highlighted that many school heads had
only two days of training before they were thrust
into school leadership. The CIET, after a careful
analysis of the challenges facing the education
sector, concluded that school heads in Zimba-
bwe did not rise to the demands of their roles of
being visionary leaders with appropriate skills,
competences, professional education and atti-
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tudes that are needed to influence educators
and education outcomes to the satisfaction of
the nation. This view was also vigorously sup-
ported by the media in Zimbabwe (Gore 2012;
Share 2013). The CIET, having noted that school
heads were the key role players in transforming
and influencing educational outcomes, recom-
mended that various training programmes for
school heads be rolled out. These programmes
included the Commonwealth Secretariat train-
ing and support programme for school heads in
Africa (COMSEC), the Better Schools Pro-
gramme of Zimbabwe (BSPZ), the Zimbabwe
Open University (ZOU) and also the Africa Uni-
versity degree programmes (Chiome 2011). These
initiatives bear testimony to the concerted at-
tempts to improve school leadership in Zimba-
bwe. Given the attempts to develop and nurture
school leadership, the focus of this paper is
therefore on how school heads are using their
leadership skills to influence teachers into buy-
ing into the vision of the school.

A survey of the corpus of literature on lead-
ership reveals that leadership theory and re-
search has of late been locked into the ‘what’ of
leadership. In other words, it seems to provide
very descriptive accounts of what leaders do.
Very little attention has been paid to the how
and why of leadership (Pillay 2015). In support
of this Sampson (2012: 2) posits that “for leader-
ship theory and research to be more useful to
practising leaders it must provide guidance not
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just about what an effective leader does but also
about how he or she does it.” Sampson (2012)
therefore is making a cogent case for how lead-
ership is operationalised or practised. Hence the
focus of this paper on how school heads influ-
ence teachers and how teachers respond to the
influence behaviours of school heads.

Since this paper draws heavily on the con-
cept of leadership, an unpacking of the concept
and its use in the article is explicated upon. Lead-
ership is complex and cannot be pinned down
by any one definition (Forde 2010). It is a “shift-
ing signifier” (Giroux 1992: 51) and therefore must
be constantly discovered and rediscovered (La-
11a 2013). One perspective of leadership focuses
on the use of power to effect attitude or behav-
ioural change (Pierro et al. 2013). It is viewed as
a process where one person influences individ-
uals and group members towards goal setting
and goal achievement (Botha 2013). Another
perspective views leadership as “the process of
influencing others to understand and agree
about what needs to be done and how to do it,
and the process of facilitating individual and
collective efforts to accomplish shared objec-
tives” (Yukl 2010: 8). Borrowing from these def-
initions, leadership in this paper refers to the
influence by one person (the school head) on
an individual or group in order to attain an or-
ganisations vision. Closely related to the con-
cept leadership is the term management. Man-
agement is a set of processes that keep an or-
ganisation functioning through routine mainte-
nance of day-to-day work operations and prob-
lem solving if results do not go according to
plan (Myers 2012; Ratcliffe 2013). It “is a set of
activities directed towards efficient and effec-
tive utilisation of organisational resources in
order to achieve organisational goals” (Sapre
2002: 102). Management is the function of the
leader concerned with efficiently performing
agreed functions aimed at achieving set organi-
sational goals by maintaining and carrying out
certain day-to-day organisational functions.

This paper commences by making explicit the
objectives of the study and explicating briefly
on leadership influence behaviours. An account
on the research methodology is then provided.
The findings are thereafter presented under cat-
egories generated from an inductive analysis of
the data. Analytical interpretation and discus-
sion of the data is injected into the findings. The
researchers conclude by presenting their learn-

ing’s about leadership influence behaviours and
the impact it has on teachers.

Obijectives of the Study

This paper firstly, seeks to explore how
school heads influence teachers in their (school
heads) day-to-day leadership practice and sec-
ondly, determine how teachers respond to
school heads’ leader influence behaviours.

Leader Influence Behaviours

In this paper the researchers earlier pointed
out that leadership may be understood as ‘influ-
ence’. However, the researchers did not unpack
the actions or behaviours that should be sought
by leaders who want to be effective influencers
in their organisations. Influence behaviours re-
fer specifically to behaviours used intentionally
to influence the attitudes and actions of another
person (Mon Dohlen 2012). It refers to leader be-
haviours designed to change member behav-
iour or attitudes (Lee and Salleh 2008). In this
paper, the term refers to specific leader actions
viewed at a molecular level, to change behav-
iours and attitudes of the followership. Seminal
studies on leader influence behaviours was
conducted by Kipnis et al. (1980). They devel-
oped the Profiles of Organizational Influence
Strategies (POIS) comprising a leader self-report
questionnaire which gave rise to the first set of
six leader influence behaviours of assertiveness,
coalitions, exchange, ingratiation, rationality
and upward appeal (Lee and Salleh 2009; Yukl
2010; Lian and Tui 2012).

Yukl and his colleagues extended the work
of Kipnis et al. (1980) by identifying additional
behaviours of inspirational appeal, consultation,
legitimating, pressure and personal appeal to
bring the total number of identified influence
behaviours to eleven where they still stand to-
day (Lee and Salleh 2009; Yukl 2010; Lian and
Tui 2012). Inspirational appeal and consultation
were rated as most effective and pressure, coali-
tion and legitimating behaviours were found to
be the least effective in securing task commit-
ment or compliance in corporate organisations.
In later studies by the same authors it was found
that rational persuasion, consultation, collabo-
ration, and inspirational appeal were the most
effective in gaining followers commitment. These
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four behaviours have subsequently been termed
core behaviours (Yukl 2010).

METHODOLOGY

This paper is couched within the interpre-
tive paradigm whose belief is that there are mul-
tiple realities which are contingent upon human
practices (Dillow 2009). Accordingly, the re-
searchers took into account how school heads
and teachers’ behaviours and experiences con-
struct realities which are inherently subjective
and unique to each individual school setting and
time. This study observes an ethnographic de-
sign. Ethnography is the art and science of ex-
ploring and describing a social group, culture,
subculture or cultural scene, which includes the
daily lives, routines, behaviours, values, beliefs,
norms, dress, language, artefacts and attitudes
that create a describable pattern in the lives of
groups of people, communities or organizations
(Gulati et al. 2011). Ethnographers indulge in par-
ticular data generation methods which are
aligned to their methodological frames (Myers
2008; Gulati et al. 2011). Accordingly, the re-
searchers chose unstructured conversational
interviews, semi-structured interviews and par-
ticipant observation. Ethnography’s use of these
multiple methods to generate data helped the
researchers to counteract biases that could em-
anate from the use of a single method (Robson
2011).

Ethnographic research places emphasis on
people as the instruments of data generation
(Newman 2006; Delamont 2008). In line with this,
the researchers were the primary data genera-
tion instruments in this study. Purposive sam-
pling was used. Purposive sampling taps data
from information rich participants (Cohen et al.
2011). Asample of two high performing substan-
tive school heads from a population of forty
school heads, and five teachers from each school
were purposively selected for this study. Simul-
taneous to the data generation the data was anal-
ysed. Data analysis was thus an on-going pro-
cess done at the end of each day of fieldwork
and at the end of the research process (Pranee
2009). The researchers worked with the data,
organising them, breaking them into manage-
able units, coding and categorising them, syn-
thesising them and searched for patterns.
Throughout the research process ethical proto-
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cols such as anonymity, beneficence and non-
maleficence were observed (Rule and John 2011).
Therefore in reporting on the data, nom de
plumes are used in order to protect the identity
of the schools and participants.

FINDINGS AND DISCUSSION

While noting that there are a number of lead-
er influence behaviours (Lee and Salleh 2009;
Yukl 2010; Lian and Tui 2012) in this paper, the
researchers report on the four leader influence
behaviours namely, rational persuasion, consul-
tation, sharing responsibility and inspirational
appeal because these were the most frequently
used leader influence behaviours by the school
heads.

Rational Persuasion Leader Influence
Behaviours

Rational persuasion occurs when school
heads influence teacher behaviours by explain-
ing issues and then providing supporting evi-
dence to back the claims made (Yukl et al. 2008;
Yukl 2010; Lepsinger 2013). An extensive use of
rational persuasion was observed in the area of
school financial resource management during
the data generation process. In the two schools,
financial management was a collective effort in-
volving the school development committee’s fi-
nance committee and a finance sub-committee
comprising teachers representing the various
departments in the school. The school head sits
in both committees and is responsible for allo-
cating financial resources made available by the
joint finance committees for teachers to use.

At Glow Primary School sustained observa-
tions revealed that school finance meetings were
attended by some school development commit-
tee (SDC) members and teachers in the finance
committee. Two such meetings were observed.
At the meetings Mr Sheik, the school head, used
most of his time providing persuasive explana-
tions and evidence using finance books, receipts
and calculations to support any proposal he
made in the meetings. This was meant to high-
light the perceived culture of transparency in
how finances were handled in the school. In a
semi-structured interview Mr Sheik was asked
how financial resources were allocated in the
school and his response confirmed the obser-
vations when he said, “We normally sit down in
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a finance committee and discuss given re-
quests.” Because membership of the finance
committee was diverse in terms of representa-
tion and big in terms of membership numbers
one needed good persuasive skills to have pro-
posals presented at the committee meet with
success. This is where Mr Sheik had an edge
over others. In all meetings observed, apart from
the power of explanation, Mr Sheik capitalised
on consultation (another leader influence be-
haviour) and his access to certain information
which he used to support his arguments. This
excluded other members from the realm of exper-
tise and left them in a position of less influence
to challenge Mr Sheik’s arguments. Horwitz
(2013:1) professes that to achieve this as a lead-
er, before the consultation process, “do your
homework [and] get the facts.” Probably that
was why Mr Sheik always influenced decisions
about financial resource allocations in his favour.

The Myrna Primary School head, Mr Chinos,
also influenced financial resource allocation in
his school by using logical arguments and fac-
tual evidence to show that a request he was
making to the housing committee was feasible
and relevant. For example, after reporting a prob-
lem with teachers’ houses to the housing com-
mittee, he took senior teachers and the SDC to
the houses that needed repair so that they could
have a look at what he meant before a financial
decision about the issue could be taken. Both
the teachers and the school committee members
agreed that money be set aside to repair the hous-
es. In semi-structured interviews some teach-
ers, for example Mrs Tari concurred that Mr Chi-
nos influenced members by painstakingly ex-
plaining issues in finance meetings. She said,
“He calls a meeting and explains to the finance
committee and sub-committee (made of teach-
ers and SDC members) what he thinks is impor-
tant to the school at that particular time.” How
some teachers responded to the outcome of such
meetings (where Mr Chinos explained ‘what he
thinks’ is important to the school at that particu-
lar time.) was alluded to by Mrs Tari in the same
interview when she said, “I realise that some
departments get their things bought ahead of
others, I don’t know.” Perhaps she did not see
fairness and transparency (which are believed
to be the culture of the school) in how financial
resources were being allocated. The, “I don’t
know,” may suggest that she had little informa-
tion about how financial decisions were arrived

at. Mr Huni a teacher at the school was even
more critical. He complained saying that, “It’s
necessary for teachers to know how much mon-
ey is available ... however, such announcements
at times are done to block us from making cer-
tain financial requests like what happened to-
day about sports.” Mr Chinos had announced
to pupils and indirectly to teachers at assembly
that the school needed $500 for sports but the
school account had only $100. Mr Chinos made
the announcement knowing that the sports com-
mittee was drafting a budget for the same event
it was going to submit to him that morning. This
could suggest that though Mr Chinos could be
trusted, it’s possible he used his positional power
as the school head to make financial decisions,
at times using manipulative persuasion or not
genuinely consulting teachers. To be effective,
however, Yukl and Michel (n.d.) warn that for
consultation to be effective the follower must
trust that the influencer is not being manipula-
tive, and that the follower must trust that the
leader is sincere about improving the proposal
or plan rather than pursuing a personal agenda.

What stood out at the two schools was that
school heads seldom used rational persuasion
as a standalone influence behaviour (Yukl 2010;
Lepsinger 2013). During the influence process
they used a blend of rational persuasion and
consultation behaviours in meetings to a large
extent. They used rational logic and consulted
teachers to influence them. Using rational per-
suasion concurrently with consultation not only
enhances chances of successfully influencing
teachers but can also increase the quality of that
outcome as well (Lepsinger 2013). Lahtero and
Risku (2013) reminds leaders of the mediating
effect of cultural artefacts (language) to influ-
ence others. They emphasise that when the
school head uses the verbal cultural artefacts
(power of language during consultation and
persuasion) in leadership, the language he or
she uses does not operate only as a tool to com-
municate but it also affects teachers’ ways to
understand the reality of their school organisa-
tion and culture.

Schools Heads’ Use of Consultation Leader
Influence Behaviours

While consultation influence behaviours
were used in almost all areas of the school head’s
work, its most pronounced use was in the area
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of human resource deployment. In the data gen-
eration the focus was more on the sensitive area
of how classes were allocated to teachers. The
researchers wanted to know how school heads
influenced teacher behaviours in the way they
allocated human resources in their schools be-
cause from the researchers experience it is the
area of teacher allocations that poses challeng-
es to school heads.

At Glow Primary School, instead of closing
everyone else out and doing teacher class allo-
cations unilaterally the school head, Mr Sheik
purported that he, “may discuss allocations here
and there but class allocations rests with the
head.” In an interview with teachers, the major-
ity of them, for example Mr Soko concurred that
“sometimes he [the school head] can call you
and consult but at times he just does it alone.”
He said on many occasions some teachers had
rejected classes allocated to them leading to mis-
understandings. We see this approach as breed-
ing mistrust as teachers would feel that they are
unfairly treated since some are consulted and
some are not. Mistrust will decrease trust in the
school head by teachers and has the potential
to increase dissatisfaction with the school head
(Mayer etal. 2011).

On the same subject of class allocation, con-
sultation was even broadened at Myrna Primary
School. This is what Mr Chinos, the school head
had to say on how he did teacher class alloca-
tions. “Well over the years | haven’t met with
resistance unless if it is hidden resistance.” On
further probing he said:

Where there are reservations the issue is
brought to the attention of the deputy head...
As we move towards the end of the year, we give
members a chance to decide which classes to
take into the next year. Whilst we have our own
tentative allocations based on supervision of
teachers and also pupils’ work, we move on to
consult.

On how the final allocation of classes was
done he said, “It will be based on consensus
with staff members. Whilst we ask and they may
give diverging views we still have to sit down
and agree.” What Mr Chinos said was echoed
by most teachers in their responses in a semi-
structured interview. Atypical response from the
teachers is what Mr Fuma of Myrna school said,
“At times the head sends a circular for teachers
to propose grades they want to teach and can
perform at their best level ... then the head starts
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from there.” Mr Chinos involved all teachers giv-
ing them a sense of personal obligation and
teachers said they welcomed their new classes.

A cross analysis of the two schools revealed
that meetings were held at all schools in an ef-
fort to involve everyone in decision-making.
However, teachers at Myrna Primary School felt
there was no genuine consultation because de-
cision-making was usually dominated by the
management team. It was also noted that a small-
er number of people (management team) was
closely consulted by the Glow Primary School
head while at Myrna Primary School Primary
School there was a tendency to consult as many
teachers as possible on class allocations. Bush
(2011) sees this way of managing, where all are
involved as resonating with what he called pure
collegiality where everyone is given voice. This
is because collegiality sees it as ethical and whol-
ly appropriate to involve people in the decisions
that affect their professional lives. The idea of
involving all teachers in leadership decisions is
also the bedrock of distributed leadership. Its
core assumption is that each member has some
leadership capability that is needed by the group
at one time or the other (Harris 2008). This then
could be the justification for widely consulting
like what was observed at the three schools as a
way of enriching school leadership with this
untapped reserve of leadership talent in teach-
ers. Wide consultation can be seen as good prac-
tice. Foucault (2002) sees good leadership prac-
tice as a situation where certain actions modify
others. This suggests that ideas should be al-
lowed to come from all teachers and school heads
since good practice is born out of the interac-
tion of their ideas.

Schools Heads’ Use of Sharing Responsibility
Leader Influence Behaviours

Sharing responsibility is about handing over
responsibility for decision-making to a group
(Sampson 2012). When a school head shares
responsibility to influence teachers s/he encour-
ages teachers to make self-directed decisions in
an area they would have been asked to lead. At
Glow Primary School, the responsibility for im-
plementing various school policies was shared
among the numerous committees that existed in
the school for example the procurement commit-
tee, the school improvement committee (SI1C),
the basic education assistance module (BEAM)
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committee, prize giving committee and the fi-
nance committee. This approach is a way of dis-
tributing leadership among all teachers in the
school in a collegial environment (Bush 2011).
When success accrued to the school, Mr Sheik
the school head, would share it with his whole
staff. This was observed when the prize giving
committee gave a report back about a very suc-
cessful prize giving day they organised in the
school. After the report back the school head
said, “Have you heard the good work the prize
giving committee is doing for our school? Who
can best thank them for us?” The sports organ-
iser and another teacher volunteered to thank
the committee. This demonstrates how power-
ful sharing power with others, like what Mr Sheik
was doing here, can be at influencing teacher
behaviours.

On policy implementation issues school
head, Mr Sheik was asked how the policy on
running school examinations was being imple-
mented in in the school. He explained:

In fact we used to have the deputy head or-
ganising and managing exams and tests in the
whole school. We realised that it did not work
and we sat and discussed and we came up with
this issue of departments running their own
things.

What made these departments and commit-
tees work in an extra ordinary way was the de-
gree of autonomy that they had. Mr Sheik relin-
quished his power and trust to these depart-
ments and committees making them feel that they
are valuable to the attainment of the school’s
leadership outcomes. A similar approach was
used by school head Thomson of Glencoe School
(pseudonyms) who gave teachers considerable
autonomy over issues of instruction and curric-
ulum, in a study carried out by Murphy et al.
(2009) and the results were remarkably similar.
Mr Sheik also recounted in a conversational in-
terview that committees and departments in the
school, “need not hesitate to make decisions
about issues that their committees must deal
with.” Confirming the existence of a culture of
sharing leadership responsibility, the majority
of teachers interviewed about policy implemen-
tation concurred with what Mr Nkomo purport-
ed when he said, “All teachers will want to see
that the agreed policy is implemented by active-
ly participating in its implementation.” The re-
sponsibility to lead policy implementation ac-
cording to Mr Nkomo was shared among and

led by all teachers in the school despite position
in the school hierarchy.

The school head Mr Sheik was asked what
the responses of teachers were to his approach
of using committees and departments headed
by specialist teachers to implement policies in
the school was. His response was:

Maybe there might be some who do not like
what we do and are quiet about it but from
what | have observed it’s well received by teach-
ers. | see them actively participating and to me
this means that the way we do things is accept-
ed and liked by the teachers.

In a semi-structured interview teachers were
asked how they responded to the school head’s
idea of sharing leadership responsibility with
them. Because they are involved, Mrs Dewa said,
“All teachers will want to see that agreed policy
is implemented.” As such they personally com-
mit themselves to the implementation of school
policies and support each other. Mr Celo said the
school head, “sometimes singles out teachers and
praises them for their achievements ... and we do
not want to let him (school head) down. Instead
we want to do even better.” By sharing leader-
ship responsibilities with teachers Mr Sheik in-
fluenced teachers’ trust and commitment to orga-
nizational outcomes resulting in teachers work-
ing even harder in order to succeed in areas they
lead. Burton and Peachy (2013) claim that trust
created by a leader can facilitate an open climate,
build a helping culture, and is associated with
organizational citizenship behaviours.

Observations were also done at Myrna Pri-
mary School with regards to how policies were
implemented and what the role of the school
head was with regard to the role of committees
and individuals in the leadership process. Fo-
cus was firstly on how the teacher supervision
policy was implemented in the school. At Myr-
na Primary School it was observed that ordinary
teachers in the form of supervision teams partic-
ipated in teacher supervision and they had their
own timetables and programmes. For example
two senior teachers were seen observing a les-
son of another teacher and discussing the les-
son afterwards. This aligns with Bush’s (2011)
collegial management claims that in schools prac-
tising collegiality, teachers talk about teaching
and learning and the presence of peer supervi-
sors is common in the classrooms. This has the
potential of enhancing professionalism and
good practice in the school. This is because
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teachers are more likely to feel psychologically
safe enough to speak out with new ideas in such
work environments (Tu and Lu 2012). Observa-
tions were also done at a bereavement commit-
tee meeting. It was organised and held in the
afternoon when Mr Chinos had left the school
for town. In a conversational interview a teacher
was asked what the school head will say if he
heard that they had organised and held a meet-
ing during his absence and she replied, “The
head will be happy. He likes committees that do
their work without a push from the administra-
tion.” This suggested that committees in the
school had a lot of autonomy in the way they
worked and it was because Mr Chinos encour-
aged this. Teachers’ intrinsic motivation is height-
ened when they have a high level of autonomy
in their work situation, which provides them with
enhanced freedom and discretion to schedule
work as they see fit (Murphy et al. 2009; Piccolo
et al. 2010; Ma and Cheng 2013). There was a
disciplinary committee in the school. It was re-
sponsible for maintaining pupil discipline and it
worked closely with the school head. Because
the school was relatively big, individual teach-
ers were invited to share the responsibility of
leading in maintaining pupil discipline in the
school. For example, at an after assembly cau-
cus briefing, observations revealed Mr Chinos
addressing teachers on pupil discipline and he
said, “The head and disciplinary committee
alone cannot instil discipline in pupils ... Pupil
discipline is our responsibility. It begins with
me, it begins with you. Where ever you are see
to it that you play your part fully.” Mr Chinos
was inviting all teachers to work as one team
leading in implementing the school’s disciplin-
ary policy owing to his readiness to share lead-
ership responsibility. Shared leadership has been
described as a positive enabler for improved or-
ganisational performance (McCauley-Smith et
al. 2013).

How did Myrna Primary School teachers re-
spond to this scenario where everyone was per-
ceived to be a leader? Observations showed how
teachers responded to the school head’s call for
teachers to show leadership in maintaining pu-
pils’ discipline. On that day teachers promised
to get more involved. Three days later it was
observed that four senior teachers seated under
a classroom veranda attending to a case of a
pupil accused of stealing his class teacher’s
pens. Normally teachers send misbehaving pu-

239

pils to the school head’s office. However look-
ing at the number of committees that were in the
school and the number of teachers in each com-
mittee, the questions arises as to who is not a
leader in this school? This question was an-
swered by Mr Soko in a semi-structured inter-
view when we were discussing the school’s pol-
icy on selecting leaders to lead extracurricular
activities in the school. He said, “There is no
one who is not a leader because you are expect-
ed to have an area where you lead.”

Mr Chinos was asked how teachers respond-
ed to his approach of sharing leadership respon-
sibilities with them. He said in the event that
there is a leadership challenge, “They will take
the problem as their own problem which needs a
collective solution.” Sharing leadership respon-
sibility influenced teachers’ perceptions of lead-
ership and leadership challenges in ways that
promoted oneness among teachers and the
school leadership team (Good 2011). In a semi-
structured interview, Mrs Moyo of Myrna school
said she will not perform at her best if she works
at a school where leadership responsibilities are
not shared and the school head and his core
leadership team (deputy head and Teacher in
charge) lead alone. She said this, “makes you
feel like you are nobody at a place.” Her response
suggests that teachers who share leadership
responsibility with the school head feel less
alienated and identify with the school head and
his leadership team more. Widening the network
of leaders in the school like what happened at
Myrna strengthens leadership and improves
practice by eliminating contradiction and fric-
tion by making almost all the teachers leaders in
one area or the other (Crawford 2012).

A cross-analysis of what was happening at
the two schools shows that there were many
similarities in how school heads influenced
teacher behaviours by sharing leadership re-
sponsibilities. For example they all made use of
departments and committees to lead policy im-
plementation. What however differed was the
degree of involvement. The Glow school head
relinquished some of his power to the commit-
tees and departments which were autonomous
in the way they made decisions. This is in line
with Gunter’s (2005) characterisation of distrib-
uted leadership called authorised distributed
leadership. Authorised distributed leadership is
where work is distributed from the principal to
others within a hierarchical system of relations.
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This type of leadership can also be termed “del-
egated leadership’ (Gunter 2005) and is evident
where there are teams, informal work groups and
committees as was observed at both Glow Pri-
mary School. While leadership responsibility was
shared among the various committees at Glow
Primary School, the Myrna Primary School head
extended this to include all teachers in his school;
trying to release the leader in everyone. What
obtained at Myrna can be characterised as dis-
persed distributed leadership where much of the
workings of an organisation take place without
the formal working of a hierarchy (Gunter 2005).
Dispersed distributed leadership is a more au-
tonomous and is accepted because of the knowl-
edge, skills and personal attributes of organisa-
tional members who work as individuals or in
autonomous work groups (Gunter 2005; Manetje
and Martins 2009; Crawford 2012). The Myrna
school head recognised the expertise of his
teachers and let go some leadership responsi-
bilities to these teachers who then worked with
a lot of autonomy. From a collegial and distribut-
ed leadership perspective schools thrive if lead-
ership is shared (Spillane et al. 2011; Von Dohlen
2012) like what was happening at these three
schools. From a distributed leadership perspec-
tive, because leadership outcomes are shared, if
something fails, the whole team shares the re-
sponsibility rather than just one person. This
adds a feeling of protection in the group and
gives people more incentive to contribute to the
group for its common good. When the group
succeeds everyone shares in the glory rather
than the leader getting the sole credit for every-
one else’s work (Good 2011). As to why those
with power (the two school heads) will want to
share the responsibility of exercising it with their
subordinates, collegial models purport that mem-
bers measure their contribution in terms of the
climate of participation, the level of influence
they can have on decisions and the processes
of involvement (Bush 2011).

Schools Heads’ Use of Inspirational Appeal
Leader Influence Behaviours

With inspirational appeal the leader makes
an emotional request or proposal that arouses
enthusiasm by appealing to followers’ values,
ideals and beliefs. The leader also influences
behaviour by increasing followers’ confidence
that they can successfully accomplish a task

(Yukl 2010; Lepsinger 2013). The researchers’
turned their attention to teacher development
and sought to understand leader influence be-
haviours school heads used in this area. Teach-
er development issues have to do with teacher
enrichment and further training initiatives like
staff development programmes, coaching clin-
ics, mentoring courses and even organised de-
gree programmes teachers can undergo to im-
prove their work performance (Bubb and Earley
2011).

From semi-structured interviews held with
the school head and teachers, the teachers at
Glow received no monetary or other incentive
for running staff development sessions in their
school. Mr Sheik associated staff development
with issues teachers liked and valued to influ-
ence teachers and keep staff development ses-
sions alive. On this issue he commented that, “If
topics are relevant and there is a real need and
also if they own the sessions they will like staff
development sessions.” He also aroused teach-
er enthusiasm by appealing to their values and
beliefs. We learn this from a comment Mrs Dewa
of Glow School gave about how Mr Sheik influ-
enced them to participate in staff development:

The head makes us feel good about doing
staff development by passing very positive com-
ments after each session and encouraging us to
keep on researching. He says, ‘what you are
doing is the right thing and | can see we are
benefiting a lot from the sessions.

Mr Sheik’s comments appealed to teachers’
professional values and positive emotions and
were successful in keeping them going despite
the absence of any extrinsic incentive. During
observations at the school teachers were seen
organising and conducting these staff develop-
ment sessions with no push from the school
head. This observation is supported by Swaffield
(2011:1058) who observes that teacher develop-
ment programmes can “become ritualised and
mechanistic if simply ‘doing’ is divorced from
thinking about the underlying principles.” The
key message here is that teacher development
practices and beliefs need to be developed to-
gether, something which we saw was akin to
what Mr Sheik was doing here.

On the same issue of influencing teachers to
participate in staff development this is what the
Myrna school head, Mr Chinos had to say:

We haven’t been able to give them monetary
incentives due to the current economic hard-
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ships we are facing as a country; however |
also encourage them to further their studies
like this current scenario where we have this
Teacher Capacity Development Programme.
Teachers here like to learn. Quite a number of
our members have shown interest.

Mr Chinos knew that his teachers valued
further studies and he appealed to this value to
keep teacher development alive in his school.
What Mr Chinos did and said corroborates what
Mrs Moyo of Myrna said on the same issue
that, “There are no incentives for our participa-
tion ... Staff development does not die here be-
cause people know and see its importance.”

Looking at responses to leaders’ inspirational
appeal behaviours at the two schools, one can
tell that teachers responded in a similar way. It
seems inspirational appeal behaviours trans-
formed and aroused commitment in teachers.
Teachers responded by committing themselves
to work agendas and worked hard to achieve
desired work outcomes. This s in line with Yukl
etal.’s (1996) finding that inspirational appeal is
an effective tool for raising subordinates enthu-
siasm and commitment towards set goals. This
may be a good example of using power in a pos-
itive way as espoused by Foucault (1975). He
said power can either be used positively or neg-
atively. Power, which is influence in action is
seen by (Foucault 2002) as a way in which cer-
tain actions modify others. This agrees with
Spillane’s (2006) view. Rather than viewing lead-
ership practice as a product of a leader’s knowl-
edge and skill, Foucault (2002) and the distribut-
ed perspective of Spillane (2006) sees it as the
interactions between people and their situation.
In their interactions with teachers, the school
heads were able to successfully influence teacher
behaviours through inspirational appeals to-
wards strong commitment to work objectives.
Like collegial models which discourage reliance
on authority and force (Bush 2011; Hasanvand
et al. 2013) distributed leadership espouses in-
fluence as appropriate for altering behaviours
(Bush 2008; Corigan 2012; Hasanvand et al.
2013).

CONCLUSION

What we learnt from this study is that strong
inspirational appeal and contrived consultation
leader influence behaviours were most likely to
result in or be interpreted by teachers with mis-
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trust, lack of transparency and authoritativeness
because teachers felt that they excluded free
debate and critical thinking on matters of con-
cern to them. This greatly reduced school heads’
success at influencing teachers owing to the
resistance it generated. Rational persuasion in-
fluence behaviours were more likely to secure
compliance. The more school heads exhibited
attributes of being knowledgeable and credible
the more teachers were likely to believe in their
influence attempts. The main reason for com-
plying in most instances is because of teachers
being unsure or being unknowledgeable in the
area of concern. Further, commitment occurred
when consultation, inspirational appeal, ratio-
nal persuasion and sharing responsibility were
perceived to be genuine by teachers based on
transparency, integrity, collaboration, culture of
trust, and recognition of effort by the school
heads. From this we conclude that to be a good
leader who can positively influence others, a
school head ought to initiate and nourish the
aforementioned leader influence behaviours,
cultures and values in their schools.

RECOMMENDATIONS

In this paper the outcomes of the simulta-
neous use of a combination of leader influence
behaviours and the contextual issues identified
by this study was not fully explored. Whilst the
researchers recommend that school heads
should try to blend leader influence behaviours
for optimum results, further research into specif-
ic combinations is still required. In engaging in
such research, employing different methodologi-
cal approaches such as narrative inquiry or phe-
nomenology may lead to a more nuanced under-
standing of how a combination of leader influ-
ence behaviours work in influencing followers.
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