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Abstract. This study aimed to examine the leadership styles practiced by 
school heads and their influence on teachers’ teaching practices. 

Specifically, it determined the extent to which school heads practice 

transactional and transformational leadership as perceived by themselves 
and teachers. An adapted, validated, and reliable questionnaire was 

utilized, and a descriptive-correlational research design was employed, 

involving 55 school heads, 218 teachers, and 436 students from selected 
public schools of Mabinay Districts I, II, III, and IV. The findings revealed 

that the extent to which the school heads practice both leadership styles is 

very high, with transformational leadership emerging as dominant. 
Teachers likewise employed teaching practices to a very high extent, 

particularly in creating a positive learning environment, promoting active 
learning, scaffolding learners, delivering explicit instruction, and 

providing assessment and feedback. A significant difference in perceptions 

was also observed between the school heads and the teachers regarding 
leadership styles. Furthermore, a significant positive relationship was 

established between the dominant leadership style and teachers’ teaching 

practices. However, no significant differences were found in teaching 
practices or leadership styles based on demographic and professional 

profile variables. The study stresses the importance of leadership 
development initiatives that align school leadership with classroom 

implementation to promote instructional excellence and improve teaching 

practices. These findings further suggest that sustained capacity-building 
and reflective practice among school heads are critical in fostering 

coherent instructional systems, ensuring alignment between leadership 

actions and classroom practices, and enhancing teacher effectiveness and 
student learning outcomes across diverse educational contexts.  

 

Introduction 
 
eadership style refers to how a leader guides, influences, and motivates individuals to achieve organizational 
goals through specific behaviors and interactions (Alegre-Quintana & Gutiérrez-Falcón, 2025). In educational 
settings, effective leadership plays a vital role in shaping student achievement and overall school outcomes 

(Ozdogru et al., 2025). However, many school heads face challenges in identifying and applying leadership approaches that 
effectively respond to the diverse and evolving needs of their schools. Research emphasizes that no single leadership style—
whether transformational, transactional, distributed, or participative—can address all situations, highlighting the need for 
flexibility and adaptability (Katsikas, 2025). Supporting this, Alaro (2025) found that transformational and transactional 
leadership styles produce both positive and limited effects on school performance, suggesting that overreliance on a single 
approach may constrain effectiveness. 
 
Similarly, Torres et al. (2024) reported that transformational, instructional, and distributed leadership practices are 
associated with improved teacher performance and student achievement. Despite these benefits, school heads continue to 
encounter difficulties in effectively implementing these approaches, as only certain leadership practices significantly 
influence school climate and learning outcomes (Simbre et al., 2023). Moreover, school leaders must balance instructional 
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support with collaborative practices to sustain school improvement, reflecting ongoing challenges amid limited resources 
and changing educational demands (Panga et al., 2025). 
 
Although numerous studies have examined leadership styles in relation to student achievement, job satisfaction, and 
teacher performance, a clear gap remains in understanding how these leadership styles are perceived and how such 
perceptions influence actual teaching practices. For instance, studies by Punzalan and De Jesus (2024), Duran (2025), and 
Yalçın and Çoban (2023) focused on outcomes but did not explore how leadership experiences shape classroom practices.  
 
This study addresses this gap by examining school heads’ leadership styles as perceived by both teachers and school heads, 
and how these influence teaching practices. In doing so, it supports Sustainable Development Goal 4 by contributing insights 
that can guide leadership development and strengthen instructional quality in schools. 
 
Statement of the Problem 
 
The study aimed to determine the school heads' leadership styles and teachers' perceptions of these styles, as well as their 
impact on teaching practices.  
 
Specifically, the study sought to answer the following questions: 

1. To what extent do school heads practice the leadership styles as perceived by themselves and teachers in terms of: 

1.1 transactional; and 
1.2  transformational leadership? 

2. To what extent do teachers employ the following teaching practices as perceived by themselves and students: 

2.1    explicit instruction; 
2.2    assessment and feedback; 

2.3    promotion of active learning;  

2.4    scaffolding of learners; and 
2.5   creating a positive learning environment?  

3. Is there a significant difference in perceptions between those of school heads and those of teachers as to the leadership 

styles of the former? 
4. What is the dominant leadership style practiced by school heads? 

5. Is there a significant relationship between the dominant leadership style practiced by school heads and teachers' 
teaching practices? 

6. Is there a significant difference in teachers’ teaching practices when grouped according to their profile in terms of: 

6.1  age;  
6.2 sex;  

6.3 years of teaching experience; and 

6.4 educational qualification? 
7. Is there a significant difference in the leadership styles of school heads when grouped according to their profile in 

terms of:  
7.1  age;  

7.2 sex;  

7.3 years of supervisory experience; and 
7.4 educational qualification? 

 

Statement of the Null Hypotheses  
 

Ho1: There is no significant difference in perceptions between those of school heads and those of teachers as to the 

leadership style of the former. 
Ho2: There is no significant relationship between the dominant leadership style practiced by school heads and teachers' 

teaching practices. 

Ho3: There is no significant difference in teachers’ teaching practices when grouped according to their profile in terms of 
age, sex, and years of teaching experience and educational qualification. 

Ho4: There is no significant difference in the leadership styles of school heads when grouped according to their profile in 
terms of age, sex, years of supervisory experience, and educational qualification. 
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Methodology 
 
This study employed a quantitative research design, specifically utilizing descriptive, correlational, and comparative 
approaches to examine school heads’ leadership styles and their influence on teachers’ teaching practices. The descriptive 
component was used to determine the extent to which transformational and transactional leadership styles are practiced, 
as well as the level of teachers’ teaching practices. The correlational design examined the relationship between leadership 
styles and teaching practices, while the comparative design identified differences in perceptions between school heads and 
teachers. 
 
Research Environment 
 
This study was conducted in randomly selected public schools across Mabinay Districts I, II, III, and IV, located in the 
municipality of Mabinay, Negros Oriental. As a first-class municipality, Mabinay places strong emphasis on education and 
serves learners from diverse socio-economic and cultural backgrounds. The schools are situated across both upland and 
lowland barangays, providing a varied and authentic educational context that reflects the realities of the communities they 
serve. Most schools have access to basic facilities such as electricity and clean water, ensuring a conducive environment for 
teaching and learning. Some schools are also equipped with internet connectivity, enabling access to digital resources, 
instructional planning, and professional development opportunities. However, several schools, particularly in more remote 
areas, experience limited or intermittent connectivity, which poses challenges in implementing technology-supported 
instruction. 
 
Research Respondents 
 
The respondents of this study consist of school heads, selected teachers, and students from public schools in Mabinay 
Districts I, II, III, and IV for the school year 2025–2026. A sampling formula was used to determine the appropriate number 
of school heads and teacher respondents to ensure adequate representation. A systematic sampling technique was 
employed to select teacher respondents from each school. Specifically, every second teacher listed on the official faculty list 
was chosen as a respondent, ensuring a fair and unbiased selection process. This approach provided a balanced 
representation of teachers across different grade levels and subject areas. To achieve data triangulation of teachers’ 
perceptions of their teaching practices, students are likewise included as respondents. Two students are randomly selected 
for each teacher respondent to provide additional perspectives on classroom practices, thereby enhancing the reliability 
and credibility of the findings. Overall, the selection of respondents allowed the study to capture diverse and relevant 
perspectives from school heads, teachers, and students, providing a comprehensive understanding of how leadership styles 
influence teaching practices in the school setting. 
 
Instrumentation 
 
The study utilized an adapted and researcher-developed questionnaire to gather the required data. The instrument was 
developed based on relevant literature, existing validated tools, and aligned with established theoretical and conceptual 
frameworks to ensure its appropriateness and relevance. The questionnaire consists of three parts. Part I contains a 
disclosure statement that serves as the respondents’ informed consent. Part II gathers demographic information. For 
teachers, this includes age, sex, years of teaching experience, and educational qualifications, while for school heads, it 
includes age, sex, years of supervisory experience, and educational qualifications. Part III assesses the school heads’ 
leadership styles and teachers’ teaching practices. Leadership styles were measured using a 16-item scale categorized into 
two dimensions: transactional leadership (odd-numbered items) and transformational leadership (even-numbered items), 
allowing clear analysis based on their theoretical constructs. Teaching practices were measured through indicators such as 
explicit instruction, assessment and feedback, promotion of active learning, scaffolding of learners, and creation of a 
positive learning environment. To achieve data triangulation, the same teaching practice items were also administered to 
students to validate teachers’ self-reported responses. This approach enhanced the credibility and objectivity of the 
findings. The instrument underwent content validation by three experts in the field of education, and their suggestions 
were incorporated to improve clarity and alignment with the study objectives. A pilot test was conducted among selected 
teachers and students from schools outside the study sample. Reliability analysis using Cronbach’s alpha yielded 
coefficients ranging from 0.700 to 0.825, indicating high internal consistency. 
 
Data Collection and Analysis 
 
Data collection was conducted following a systematic and ethical process. After the design hearing, all revisions and 
recommendations from the panel members were incorporated to improve the research instrument and methodology. An 
endorsement letter was then secured from the Graduate School of Foundation University to ensure compliance with 
academic requirements. Subsequently, formal request letters were distributed to the school heads of the participating 



SCHOOL HEADS’ LEADERSHIP STYLES AND TEACHERS’ TEACHING PRACTICES: BASIS FOR ENHANCEMENT PROGRAM  
The International Review of Multidisciplinary Research, Volume 1, Issue 5, 2026 

   

              

     564       
 

© 2026 The International Review of Multidisciplinary Research. This is an open access article distributed under the terms of the 

Creative Commons Attribution 4.0 International License (CC BY 4.0), which permits unrestricted use, distribution, and 

reproduction in any medium, provided the original author and source are credited. 

schools. These were endorsed through the respective district offices and forwarded to the Schools Division Office of Negros 
Oriental for final approval. Upon approval, the signed endorsements were transmitted to the concerned district supervisors, 
allowing the researcher to proceed with data collection. The researcher then personally coordinated with the school heads 
and teachers to facilitate the administration of the questionnaires. The purpose and significance of the study were clearly 
explained to ensure informed and voluntary participation. The questionnaires were administered in a manner that 
provided respondents with a comfortable and non-restrictive environment. Completed questionnaires were collected 
immediately after administration to ensure completeness of responses. All retrieved data were carefully organized, 
encoded, and analyzed using Jamovi statistical software. The results were interpreted in accordance with the objectives of 
the study, ensuring accuracy, consistency, and alignment with the research questions. 
 
Statistical Treatment of the Data 
 
To ensure accurate and meaningful analysis, both descriptive and inferential statistical tools were employed. 
Descriptive statistics, particularly the mean, was used to determine the extent of school heads’ leadership styles as 
perceived by both school heads and teachers, as well as the level of teachers’ teaching practices as perceived by teachers 
and students. The mean scores were interpreted using a five-point Likert scale, where higher values indicate a greater 
extent of practice. 
 
To examine the relationship between variables, the Pearson Product-Moment Correlation Coefficient (r) was utilized. This 
test measured the strength and direction of the relationship between school heads’ leadership styles and teachers’ teaching 
practices. The interpretation of correlation coefficients followed standard guidelines: ±0.50 to ±1.00 (strong), ±0.30 to 
±0.49 (moderate), ±0.10 to ±0.29 (weak), and ±0.01 to ±0.09 (very weak). All tests were conducted at a 0.05 level of 
significance. 
 
To determine significant differences in leadership styles and teaching practices when grouped according to respondents’ 
profiles, the Chi-square test of independence was employed. This test also examined differences in perceptions between 
school heads and teachers regarding leadership styles. It is appropriate for categorical data and identifies whether 
variations in responses are associated with specific demographic and professional characteristics. 
 
Ethics Considerations 
 
This study strictly adhered to ethical standards to protect the rights, dignity, and well-being of all respondents throughout 
the research process. Before data collection, respondents were provided with a disclosure statement embedded in the 
questionnaire, which served as informed consent and clearly explained the purpose, procedures, risks, and benefits of the 
study. Participation was entirely voluntary, and respondents were informed of their right to decline or withdraw at any 
time without any negative consequences. Approval to conduct the study was secured from the Graduate School of 
Foundation University and the appropriate ethics review body, ensuring compliance with institutional and professional 
guidelines. 
 
During data collection, confidentiality and privacy were rigorously maintained. All responses were anonymized using coded 
identifiers, and no personal information or names appeared in any research document or report. Data were securely stored 
and accessed only by the researcher, ensuring protection from unauthorized use. A respectful and non-threatening 
environment was maintained to minimize any potential psychological discomfort, and all questions were designed to be 
non-intrusive and sensitive to respondents’ experiences. The study also upheld inclusivity and fairness, ensuring that no 
participant was discriminated against based on age, sex, position, experience, or educational background.  
 
After data collection, ethical responsibility was sustained through secure data handling, accurate reporting, and 
preservation of respondent anonymity. All findings and interpretations were carefully reviewed to ensure academic 
integrity and originality.  
 
AI Usage and Assistance 
 
This study was developed with the assistance of artificial intelligence (AI) tools, including ChatGPT and QuillBot, which 
supported literature organization, language refinement, and drafting of selected sections. The use of these tools was limited 
to enhancing clarity, coherence, and efficiency in writing. The role of AI did not replace the researcher’s intellectual 
contribution, as all content generated or refined was carefully reviewed, critically evaluated, and substantially revised by 
the researcher. The interpretation of data, analysis of findings, and formulation of conclusions remained entirely under the 
responsibility of the researcher, ensuring originality, accuracy, and adherence to ethical standards. 
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Results and Discussion 
 
To determine the verbal interpretation of responses and the extent of practice, the researcher applied the following 
descriptions: 
Verbal Description (VD)                          Extent of Practice (EoP) 
4.21–5.00 – Strongly Agree (SA)              4.21–5.00 – Very High (VH) 
3.41–4.20 – Agree (A)                                  3.41–4.20 – High (H) 
2.61–3.40 – Moderately Agree (MA)       2.61–3.40 – Moderate (M) 
1.81–2.60 – Disagree (D)                            1.81–2.60 – Low (L) 
1.00–1.80 – Strongly Disagree (SD)         1.00–1.80 – Very Low (VL) 
 

Indicators 
School 
Heads 

 Teachers 

x̄ VD  x̄ VD 

I focus my attention on irregularities, exceptions, and deviations from what is expected 
of me. 

4.24 VH  4.25 VH 

I monitor performance to ensure standards are met. 4.74 VH  4.56 VH 
I emphasize the benefits and rewards that others will gain when they perform their 
duties. 

4.65 VH  4.62 VH 

I monitor performance to identify areas for growth and provide feedback. 4.56 VH  4.45 VH 
I communicate the steps others should take so their hard work can be properly 
recognized and rewarded. 

4.54 VH  4.51 VH 

I ensure that when performance falls short, appropriate support is given to maintain 
quality. 

4.54 VH  4.47 VH 

I negotiate agreements with teachers and staff regarding responsibilities and the 
recognition they will receive. 
I set clear expectations and standards for performance. 

4.53 
 

4.78 

VH 
 

VH 
 

4.29 
 

4.54 

VH 
 

VH 
Composite 4.57 VH  4.46 VH 

Note: School Heads n = 55, Teachers n = 218 
 

Table 1. School Heads' Extent of Practice in Terms of Transactional Leadership Styles  

 
Reflected in Table 1 is the school heads’ extent of practice of transactional leadership style. The data show that the 
transactional leadership style is practiced to a very high extent, as perceived by the school heads and the teachers, with a x̄ 
of 4.57 and 4.46, respectively. This finding implies that the school heads consistently establish clear expectations, monitor 
performance, and reinforce desired behaviors through structured systems of accountability and rewards. It further 
suggests that such practices contribute to a stable and organized school environment where roles, responsibilities, and 
performance standards are well understood by teachers. Moreover, the alignment in perceptions between school heads 
and teachers indicates a shared experience of leadership practices, which may strengthen trust, promote consistency in 
implementation, and support sustained organizational effectiveness. 
 
Examining the indicators further, variations in magnitude are observed while remaining within the “very high” descriptive 
level. Setting clear expectations and standards for performance obtained x̄ = 4.78 from school heads and x̄ = 4.54 from 
teachers, while monitoring performance to ensure standards yielded x̄ = 4.74 and x̄ = 4.56, respectively. Emphasizing the 
benefits and rewards garnered x̄ = 4.65 from school heads and x̄ = 4.62 from teachers. These results indicate that clarity of 
expectations, consistent monitoring, and reinforcement through rewards are strongly evident practices within the school 
context. 
 
Further analysis shows that monitoring performance to identify areas for growth and provide feedback obtained x̄ = 4.56 
from school heads and x̄ = 4.45 from teachers, while communicating the steps others should take obtained x̄ = 4.54 and x̄ = 
4.51, respectively. Similarly, ensuring appropriate support when performance falls short yielded x̄ = 4.54 from school heads 
and x̄ = 4.47 from teachers. These findings highlight the presence of structured guidance accompanied by supportive 
mechanisms that sustain performance and accountability. 
 
In addition, negotiating agreements with teachers and staff regarding responsibilities and recognition obtained x̄ = 4.53 
from school heads and x̄ = 4.29 from teachers. Focusing attention on irregularities, exceptions, and deviations from what is 
expected also remained within the “very high” level, with x̄ = 4.24 from school heads and x̄ = 4.25 from teachers, indicating 
that attention to performance gaps is consistently practiced, though to a relatively lesser extent compared with other 
indicators. 
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These findings are consistent with the study of Ali et al. (2024), which emphasized that transactional leadership is 
characterized by clearly defined expectations, performance monitoring, and the use of contingent rewards to reinforce 
desired outcomes. Similarly, Ramirez and Capili (2024) noted that school heads commonly demonstrate transactional 
behaviors such as closely monitoring performance, addressing deviations, and reinforcing compliance through rewards. 
Furthermore, Hieng et al. (2024) found that teachers under transactional leadership exhibit confidence in managing 
instructional tasks due to the clarity of expectations and consistent guidance provided by school leaders, thereby 
reinforcing the present findings. 
 

Indicators 
School 
Heads 

 Teachers 

x̄ VD  x̄ VD 

I engage in words and deeds that enhance my image of competence. 4.51 VH  4.42 VH 
I serve as a role model by inspiring others (i.e., teachers, students, and staff) through my 
actions and decisions. 

4.74 VH  4.47 VH 

I motivate others to take pride in their roles and responsibilities. 4.82 VH  4.54 VH 
I support teachers and staff in overcoming challenges that hinder their work. 4.67 VH  4.49 VH 
I make others aware of strongly held values, ideals, and aspirations that are shared in 
common. 

4.62 VH  4.47 VH 

I promote teamwork by aligning teachers’ and staff efforts with the school’s mission. 4.76 VH  4.54 VH 

I share a vision of future opportunities that inspires and guides the school community. 
I talk optimistically about the future. 

4.69 
 

4.62 

VH 
 

VH 
 

4.47 
 

4.51 

VH 
 

VH 
Composite 4.68 VH  4.49 VH 

Note: School Heads n = 55, Teachers n = 218 
 

Table 2. School Heads’ Extent of Practice in Terms of Transformational Leadership Style  
 

Table 2 reflects the school heads’ extent of practice of transformational leadership style. The data reveal that the school 
heads’ practice of transformational leadership style is at very high extent as perceived by the school heads and the teachers , 
with a x̄ of 4.68 and 4.49, respectively. This suggests that transformational leadership behaviors are strongly manifested in 
the school setting. 
 
Across indicators, variations in magnitude are observed while remaining within the “very high” descriptive level. Motivating 
others to take pride in their roles and responsibilities obtained a mean of x̄ = 4.82 from school heads and x̄ = 4.54 from 
teachers. Promoting teamwork by aligning teachers’ and staff efforts with the school’s mission yielded x̄ = 4.76 from school 
heads and x̄ = 4.54 from teachers. Serving as a role model by inspiring others through actions and decisions got x̄ = 4.74 
from school heads and x̄ = 4.47 from teachers. These results suggest that fostering pride, strengthening collaboration, and 
modeling desired behaviors are consistently evident practices. 
 
In the same vein, sharing a vision of future opportunities that inspires and guides the school community garnered x̄ = 4.69 
from school heads and x̄ = 4.47 from teachers, while supporting teachers and staff in overcoming challenges obtained                 
x̄ = 4.67 and x̄ = 4.49, respectively. Making others aware of strongly held values, ideals, and aspirations, obtained  x̄ = 4.62 
from school heads and x̄ = 4.47 from teachers, and talking optimistically about the future yielded x̄ = 4.62 and x̄ = 4.51, 
respectively. Engaging in words and deeds that enhance the image of competence, while still described as “very high,” 
obtained x̄ = 4.51 from school heads and x̄ = 4.42 from teachers. 
 
As a whole, the results show that motivating others, promoting teamwork, modeling desired behaviors, articulating shared 
values, and expressing optimism about the future are strongly practiced. This pattern reinforces the essential elements of 
transformational leadership within the school context. The findings are consistent with Deng et al. (2023), who found that 
transformational leadership significantly enhances employee engagement and organizational innovation by encouraging 
optimism, intellectual stimulation, and shared aspirations. Moreover, these findings are further supported by Alzoraiki et 
al. (2024), who reported that when school leaders consistently communicate a shared vision, reinforce common values, and 
provide concrete support to teachers, a positive and performance-oriented school culture is strengthened. Their study 
emphasized that optimism and visible competence from leaders build trust and collective confidence among teachers.  
 

 
I am able to… 

Teachers  Students 
x̄ VD  x̄ VD 

clearly communicate the learning objectives and expectations at the start of each lesson, 
ensuring my students understand the topic and why it is important. 

4.26 SA  4.18 SA 
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explain new concepts in a direct, step-by-step manner and demonstrate tasks or skills, 
making sure my instructions are easy to follow. 

4.30 SA  4.19 SA 

break down complex topics into simpler parts or smaller lessons so that students can grasp 
difficult content more easily and not feel overwhelmed. 

4.70 SA  4.28 SA 

guide students through practice activities by working through examples together, 
providing support and modeling before letting them attempt similar tasks on their own.  
check for students' understanding throughout the lesson by asking questions and clarifying 
confusion. 

4.71 
 
 
 

4.53 
 

SA 
 
 
 

SA 

 

4.34 
 
 
 

4.36 

SA 
 
 
 

SA 

Composite 4.50 SA  4.27 SA 
Note: Teachers n = 218, Students n = 436 
 
Table 3. Extent to which Teachers Employ the Teaching Practices in Terms of Delivering Explicit Instruction as Perceived by Themselves and 

Their Students 
 

Table 3 reflects the extent to which teachers employ teaching practices in terms of delivering explicit instruction. The data 
show that teachers’ employment of teaching practices in terms of delivering explicit instruction is “very high” with a x̄ = 
4.50 for teachers and  x̄ = 4.27 for students. This implies that teachers are successfully providing clear, structured, and 
guided learning experiences that support student understanding. Sustaining these practices is essential, while continuous 
refinement, such as incorporating more student feedback and differentiated strategies, can further enhance engagement 
and ensure that high-quality instruction translates into deeper learning outcomes. 
 
The table also exhibits that both teachers and students “strongly agree” that teachers are able to clearly communicate 
learning objectives and expectations at the start of each lesson (teachers: x̄ = 4.26; students: x̄ = 4.18). This suggests that 
teachers intentionally set a clear direction for learning, helping students understand not only what they are expected to 
learn but also why the lesson is important. Establishing clear objectives at the outset provides structure and purpose, which 
are essential elements of effective instruction. This finding corroborates the study of Chinpakdee and Gu’s (2024), which 
emphasized that articulating goals provides students with a clear direction for learning and helps them understand the 
purpose behind lessons. 
 
Similarly, the respondents strongly agree that teachers explain new concepts in a direct, step-by-step manner and 
demonstrate tasks or skills clearly (teachers: x̄ = 4.30; students: x̄ = 4.19). This finding signifies teachers’ commitment to 
organized and systematic teaching. By presenting information sequentially and modeling procedures, teachers reduce 
ambiguity and make lessons easier to follow. It aligns with the results of Cadungog and Rollo (2024), which indicate that 
systematic explanation and modeling reduce confusion and support learners in mastering skills sequentially. 
 
The indicator “ability to break down complex topics into simpler parts” received a strong level of agreement from teachers 
(x̄ = 4.70), with students likewise expressing strong agreement (x̄ = 4.28). This finding signifies that teachers are mindful of 
students’ cognitive load and deliberately scaffold instruction to prevent learners from feeling overwhelmed. When complex 
concepts are segmented into manageable components, students are more likely to grasp difficult content and gain 
confidence in their learning. Similarly, Cadungog and Rollo (2024) stressed the importance of scaffolding instruction to 
manage students’ cognitive load and foster confidence.  
 
Teachers also reported a “very high” extent of guiding students through practice activities by working through examples 
together before allowing independent practice (x̄ = 4.71), and students similarly perceived this practice positively (x̄ = 4.34). 
This gradual release of responsibility from modeling to guided practice to independent work reflects a hallmark of explicit 
instruction. It ensures that students receive sufficient support before being expected to perform tasks on their own, thereby 
strengthening mastery and reducing misconceptions. The finding corresponds with the statement of Chinpakdee and Gu 
(2024) that clear strategy instruction, which included working through examples with students before assigning 
independent tasks, significantly improved learners’ comprehension and confidence.  
 
Moreover, both groups “strongly agree” that teachers check for students’ understanding throughout the lesson by asking 
questions and clarifying confusion (teachers: x̄ = 4.53; students: x̄ = 4.36). This indicates that formative assessment is 
actively embedded within instruction. By continuously monitoring comprehension and addressing misunderstandings in 
real time, teachers foster a responsive learning environment where students feel supported and guided. This result is 
consistent with the study of Bandahala (2024), which posited that continuous formative assessment allows teachers to 
monitor comprehension, provide immediate feedback, and adjust instruction to meet learners’ needs. 
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I am able to… 

Teachers  Students 
x̄ VD  x̄ VD 

      
use regular assessments (such as quizzes, tests, or check-up activities) to monitor my 
students’ learning progress and identify areas where they need more help. 

4.54 SA  4.21 SA 

provide timely and constructive feedback on my students’ work, returning tests, 
assignments, or projects quickly with comments so that they know what/how to 
improve. 

4.62 SA  4.17 A 

adjust my teaching strategies based on assessment results, for example, by reviewing 
materials that many students find difficult or by giving extra practice where needed.  

4.69 SA  4.22 SA 

give specific feedback that highlights my students’ strengths and point out areas for 
improvement, rather than simply giving a score or a general remark. 
involve students in the feedback process, for instance, by encouraging self-assessment or 
peer feedback, so they can reflect on their own learning and progress. 

4.40 
 
 

4.35 
 

SA 
 
 

SA 

 

4.20 
 
 

4.16 

A 
 
 

A 

Composite 4.52 SA  4.19 A 
Note: Teachers n = 218, Students n = 436 
 

Table 4. Extent to Which Teachers Employ the Teaching Practices in Terms of Assessment and Feedback as Perceived by Themselves and 
Their Students 

 
Table 4 depicts the extent to which teachers employ the teaching practices in terms of assessment and feedback. The data 
indicate that teachers believe their use of teaching practices in this area is "very high," with a mean score of  4.52. In contrast, 
students perceive these practices as being "high," reflected in their mean score of 4.19. Teachers' ratings are categorized as 
"strongly agree," while students' ratings fall under "agree." These results indicate that assessment and feedback are 
consistently embedded in classroom instruction, although slight variations can be observed across specific indicators. This 
further implies that teachers are actively using assessment and feedback strategies to support student learning and monitor 
progress in a structured manner. However, the difference in perceptions suggests the need to further strengthen the clarity, 
timeliness, and visibility of feedback so that students can more fully recognize and benefit from these practices.  
 
Specifically, the table shows that both groups “strongly agree” that teachers use regular assessments (such as quizzes, tests , 
or check-up activities) to monitor students’ learning progress and identify areas where they need more help (teachers:           
x̄ = 4.54; students: x̄ = 4.21). This finding corroborates Yao et al.’s (2024) assertion that ongoing checks for understanding 
enable teachers to identify learning gaps and respond appropriately. This suggests that teachers systematically gather 
evidence of learning to determine students’ strengths and difficulties. Through regular assessments, teachers are able to 
track progress and make informed instructional decisions that respond to learners’ needs. 
 
Teachers “strongly agree” that they provide timely and constructive feedback, while students “agree.” This feedback 
includes returning tests, assignments, or projects quickly with comments, allowing students to understand how to improve 
(teachers: x̄ = 4.62; students: x̄ = 4.17). This result stresses the importance teachers place on responsiveness. By returning 
outputs promptly and including meaningful comments, teachers help students recognize specific steps for improvement 
rather than leaving them uncertain about their performance. This also aligns with the systematic review of Sortwell et al. 
(2024), which specified that formative feedback enhances achievement and promotes self-regulated learning. Prompt and 
meaningful responses help students clearly recognize how to improve their performance.  
 
Moreover, one of the highest-rated indicators from the teachers’ perspective is their ability to adjust their teaching 
strategies based on assessment results (i.e., reviewing materials that many students find difficult or giving extra practice 
where needed) (teachers: x̄ = 4.69; students: x̄ = 4.22). Both groups are in strong agreement regarding this indicator. In 
other words, assessment results are not merely recorded but are actively utilized to refine instruction. When teachers 
revisit challenging content or provide additional practice, they demonstrate instructional flexibility and responsiveness to 
students’ learning gaps. 
 
In the same manner, teachers “strongly agree” while students “agree” that teachers give specific feedback that highlights 
students’ strengths and points out areas for improvement, rather than simply giving a score or a general remark (teachers: 
x̄ = 4.40; students: x̄ = 4.20). This result shows that feedback in the classroom goes beyond numerical grades. By identifying 
strengths and clearly pointing out areas for improvement, teachers create a more supportive and growth-oriented learning 
environment that encourages students to develop their competencies further. In the same way, this result corresponds with 
Cagasan et al. (2020), who posited that formative assessment enables teachers to modify instruction to address students’ 
immediate needs. 
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Furthermore, teachers “strongly agree” while students “agree” that teachers involve students in the feedback process, for 
instance, by encouraging self-assessment or peer feedback, so students can reflect on their own learning and progress 
(teachers: x̄ = 4.35; students: x̄ = 4.16). This result indicates that feedback is not solely teacher-driven but also participatory. 
Encouraging self-assessment and peer feedback fosters reflection, accountability, and deeper engagement in the learning 
process. This notion coincides with Sortwell et al. (2024), who noted that targeted feedback fosters growth-oriented 
learning rather than mere grade-focused evaluation.  
 

 
I am able to… 

Teachers  Students 
x̄ VD  x̄ VD 

engage my students in interactive activities (such as class discussions, problem-solving tasks, 
or educational games), rather than just having them listen to lectures. 

4.61 SA  4.24 SA 

practice a two-way dialogue in the classroom, where students ask questions, share ideas, and 
actively participate during lessons. 

4.46 SA  4.20 A 

organize group work or peer learning opportunities, where students collaborate on tasks or 
projects and learn from each other. 

4.58 SA  4.25 SA 

incorporate hands-on experiences and real-world projects into my teaching, allowing 
students to learn by doing (for example, through experiments, role-plays, or simulations). 
give students leadership roles or chances to present their work    to the class , so they become 
active contributors to the learning process and take more ownership of their learning. 

4.48 
 
 
 

4.59 
 

SA 
 
 
 

SA 

 

4.19 
 
 
 

4.21 

A 
 
 
 

SA 

Composite 4.54 SA  4.22 SA 
Note: Teachers n = 218, Students n = 436 
 
Table 5. Extent to Which Teachers Employ the Teaching Practices in Terms of Promotion of Active Learning as Perceived by Themselves and 

Their Students 
 

Table 5 reflects the extent to which teachers employ the teaching practices in terms of promoting active learning. The data 
reveal that teachers’ employment of teaching practices in this domain is “very high,” with a composite mean of x̄ = 4.54 from 
the teachers and wx̄ = 4.22 from the students, both verbally described as “Strongly Agree” and interpreted as a “Very High” 
extent of practice. These findings suggest that active learning strategies are consistently embedded in classroom 
instruction, and both groups share a strong and aligned perception of their implementation.  
 
Particularly, both teachers and students strongly agree that teachers are able to engage students in interactive activities 
(i.e., class discussions, problem-solving tasks, or educational games), rather than just having them listen to lectures 
(teachers: x̄ = 4.61; students: x̄ = 4.24). This finding shows that classroom instruction moves beyond passive listening and 
instead promotes meaningful engagement. Incorporating class discussions, problem-solving tasks, and educational games 
allows teachers to create dynamic learning environments where students are encouraged to think critically and participate 
actively. The present result reflects the conclusions of Md Yusof et al. (2023) that practical and activity-based approaches 
significantly enhance students’ motivation compared to traditional lecture-based instruction. 
 
Similarly, teachers “strongly agree” while students “agree” that teachers practice a two-way dialogue in the classroom, 
where students ask questions, share ideas, and actively participate during lessons (teachers: x̄ = 4.46; students: x̄ = 4.20). 
This finding underscores the importance of open communication in the learning process. A two-way dialogue allows 
students to clarify misconceptions, express their perspectives, and contribute to discussions, thereby fostering a more 
inclusive and collaborative classroom atmosphere. The findings align with those of De Bruijn-Smolders and Prinsen (2024), 
who emphasized the importance of reciprocal communication in fostering behavioral and emotional engagement.  
 
In addition, both groups strongly agree that teachers organize group work or peer learning opportunities, where students 
collaborate on tasks or projects and learn from each other (teachers: x̄ = 4.58; students: x̄ = 4.25). This result suggests that 
collaborative learning is a prominent feature of instruction. Through group work and peer learning opportunities, students 
not only develop academic skills but also enhance their communication, teamwork, and problem-solving abilities. Learning 
from one another further deepens understanding and strengthens social interaction within the classroom. The present data 
mirror the outcomes reported by Almario et al. (2023), which showed that collaborative and gamified strategies enhance 
participation and reinforce shared responsibility in learning tasks. 
 
Moreover, teachers “strongly agree” while students “agree” that teachers incorporate hands-on experiences and real-world 
projects into their teaching, allowing students to learn by doing (i.e., experiments, role-plays, and simulations) (teachers: x̄ 
= 4.48; students: x̄ = 4.19). This result implies that experiential learning is meaningfully integrated into lessons. By allowing 
students to learn by doing, teachers help bridge theoretical knowledge and practical application, which makes learning 
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more authentic, relevant, and memorable. The result coincides with the finding of Md Yusof et al. (2023) that experiential 
and application-based activities increased relevance and sustained learner interest. Such strategies bridge theoretical 
understanding and practical application. 
 
Furthermore, one of the highest-rated indicators from the teachers' perspective is their ability to assign leadership roles to 
students or provide opportunities for them to present their work to the class. This approach encourages students to become 
active contributors to the learning process and take greater ownership of their education (teachers: x̄ = 4.59; students: x̄ = 
4.21). Both groups interpreted these scores as "Strongly Agree." This goes to show that teachers intentionally empower 
students to assume responsibility in the classroom. Providing leadership roles and presentation opportunities nurtures 
confidence, accountability, and a sense of ownership, transforming students from passive recipients of information into 
active contributors to the learning process. The data corresponds with Almario et al. (2023), who postulated that 
empowering students to take visible roles in classroom activities nurtures ownership, confidence, and deeper engagement. 
This finding is further supported by Cagatan and Quirap (2024), who asserted that structured classroom engagement 
strategies, particularly those that assign active roles to students, are positively associated with improved academic 
performance and deeper participation. 
 

 
I am able to… 

Teachers  Students 
x̄ VD  x̄ VD 

connect new lessons to my students’ prior knowledge or past lessons, helping them link 
new information to what they already understand. 

4.60 SA  4.30 SA 

break down complex tasks and skills into smaller, manageable steps, so that my students 
can learn and master each part one at a time. 

4.69 SA  4.29 SA 

provide helpful support, like hints, guiding questions, visual aids, or examples, when 
introducing difficult material, to make it easier for students to grasp new concepts. 

4.58 SA  4.28 SA 

give extra guidance or one-on-one support to students who are struggling, adjusting the 
level of help based on each student’s needs in the moment. 
gradually remove support and let my students work more independently until they 
become more confident to handle tasks on their own. 

4.39 
 

4.36 

SA 
 

SA 
 

4.20 
 

4.18 

A 
 

A 

Composite 4.52 SA  4.22 SA 
Note: Teachers n = 218, Students n = 436 
 

Table 6. Extent to Which Teachers Employ the Teaching Practices in Terms of Scaffolding Learners as Perceived by Themselves and Their 
Students 

 

Table 6 presents the data signifying the extent to which teachers employ the teaching practices in terms of scaffolding 
learners. The data show that teachers’ employment of teaching practices in this domain is “very high,” with a composite 
mean of x̄ = 4.52 from the teachers and x̄ = 4.25 from the students. Both groups verbally described their responses as 
“Strongly Agree” and interpreted the overall rating as a “Very High” extent of practice. These findings indicate that 
scaffolding strategies are consistently integrated into classroom instruction, and there is strong congruence between 
teachers’ self-perceptions and students’ observations.  
 
More precisely, both teachers and students “strongly agree” that teachers are able to connect new lessons to students’ prior 
knowledge or past lessons, helping them link new information to what they already know (teachers: x̄ = 4.60; students:          
x̄ = 4.30). This finding suggests that teachers intentionally anchor new concepts to learners’ existing knowledge base. 
Helping students link new information to their current understanding allows teachers to make learning more meaningful 
and coherent, reducing confusion and strengthening conceptual continuity. The result aligns with the findings of Fuentes 
(2025) that anchoring new concepts to students’ existing knowledge improves comprehension and retention.  
 
Likewise, the respondents “strongly agree” that teachers break down complex tasks and skills into smaller, manageable 
steps, so that students can learn and master each part one at a time (teachers: x̄ = 4.69; students: x̄ = 4.29). Notably, this 
indicator obtained one of the highest ratings from the teachers’ perspective. This means that teachers are highly attentive 
to cognitive load and pacing. The teachers structure the lessons into manageable steps and enable the students to 
progressively build competence and confidence. This ensures mastery before moving to more advanced components. This 
finding is supported by Surbakti et al. (2024), who found that segmenting instructional content into smaller, manageable 
parts reduces cognitive load and improves learning efficiency and student engagement.  
 
It is also evident that both groups “strongly agree” that teachers provide helpful support to make it easier for students to 
grasp new concepts (teachers: x̄ = 4.58; students: x̄ = 4.28). This result signifies that instructional support is deliberately 
embedded when challenges arise. Through hints, guiding questions, visual aids, and examples, teachers create multiple 
entry points to understanding, thereby accommodating diverse learning needs and styles. This result is in affirmation of Vo 
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et al. (2024), who claimed that strategically embedded instructional support facilitates comprehension and accommodates 
diverse learning styles. 
 
Moreover, teachers “strongly agree” while students “agree” that teachers give extra guidance or one-on-one support to 
students who are struggling, adjusting the level of help based on each student’s needs in the moment (teachers: x̄ = 4.39; 
students: x̄ = 4.20). This finding highlights the responsive nature of scaffolding. Rather than providing uniform assistance, 
teachers tailor their support depending on individual learners’ difficulties. Such personalized guidance ensures that 
struggling students receive timely intervention without feeling overwhelmed or left behind. Correspondingly, Esparcia et 
al. (2024) also found that personalized scaffolding improves learner confidence and performance. 
 
Equally important, teachers “strongly agree” while students “agree” that teachers gradually remove support and let the 
students work more independently until they become more confident to handle tasks on their own (teachers: x̄ = 4.36; 
students: x̄ = 4.18). This finding indicates that scaffolding is not intended to create dependency but to promote autonomy. 
By gradually removing support, teachers encourage students to internalize skills and strategies, which fosters 
independence and self-confidence in handling academic tasks. Similarly, the Gradual Release of Responsibility (GRR) model 
reported by Fuentes (2025) supposed that fading scaffolding at the right pace fosters autonomy and self-efficacy in learners. 
 

 
I am able to… 

Teachers  Students 
x̄ VD  x̄ VD 

create a classroom atmosphere where my students feel safe asking questions and 
expressing their ideas, without fear of being embarrassed or ridiculed. 

4.71 SA  4.36 SA 

show care, respect, and fair treatment for all my students. 4.67 SA  4.38 SA 
encourage students to be respectful and supportive of one another, fostering a sense of 
community and camaraderie. 

4.68 SA  4.30 SA 

recognize and praise my students for their efforts and achievements, using positive 
reinforcement. 
maintain clear and consistent classroom rules and handle any misbehavior calmly and 
fairly. 

4.70 
 

4.68 
 

SA 
 

SA 
 

4.34 
 

4.27 

SA 
 

SA 

Composite 4.69 SA  4.33 SA 
Note: Teachers n = 218, Students n = 436 
 

Table 7. Extent to Which Teachers Employ the Teaching Practices in Terms of Creating a Positive Learning Environment as Perceived by 
Themselves and Their Students 

 
The data in Table 7 reveal the extent to which teachers employ the teaching practices in terms of creating a positive learning 
environment. Based on the results, teachers’ employment of teaching practices in this domain is “Very High,” with a 
composite mean of x̄ = 4.69 from the teachers and x̄ = 4.33 from the students. Both groups verbally described their 
responses as “Strongly Agree” and interpreted the overall rating as a “Very High” extent of practice. This result suggests 
that teachers are consistently creating supportive and engaging classroom environments, highlighting the importance of 
sustaining these practices to further strengthen student participation, confidence, and overall learning experience.  
 
Notably, both teachers and students “strongly agree” that teachers are able to create a classroom atmosphere where 
students feel safe asking questions and expressing their ideas, without fear of being embarrassed or ridiculed (teachers: x̄ 
= 4.71; students: x̄ = 4.36). Notably, this indicator received one of the highest ratings from the teachers’ perspective. This 
suggests that psychological safety is firmly established in the classroom. When students feel safe asking questions and 
expressing their ideas, they are more likely to participate actively, take intellectual risks, and engage meaningfully in 
discussions without fear of negative judgment. This result affirms the findings of Zhang and Mauhay (2024) that 
psychological safety in classrooms promotes active participation and intellectual risk-taking. 
 
In addition, the respondents “strongly agree” that teachers show care, respect, and fair treatment for all students (teachers: 
x̄ = 4.67; students: x̄ = 4.38). This finding highlights the relational dimension of teaching, wherein teachers demonstrate 
care, respect, and fairness, thereby cultivating trust and mutual regard, which are essential foundations for effective 
learning. Such treatment reinforces students’ sense of belonging and value within the classroom community. This is 
consistent with Dumagyo and Ponsades (2024), who noted that teacher-student relational quality enhances trust, sense of 
belonging, and academic engagement. 
 
Likewise, both groups “strongly agree” that teachers encourage students to be respectful and supportive of one another, 
fostering a sense of community and camaraderie (teachers: x̄ = 4.68; students: x̄ = 4.30). This underscores the importance 
of peer relationships in shaping the classroom climate. By promoting respect and support among students, teachers help 
build a collaborative environment where learners feel connected and motivated. A sense of community and camaraderie 
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not only enhances social interaction but also contributes to collective responsibility for learning. A similar finding by 
Rusticus et al. (2023) emphasized that peer support and collaborative interactions significantly contribute to a positive 
classroom climate and collective responsibility for learning. 
 
Moreover, teachers and students “strongly agree” that teachers recognize and praise students for their efforts and 
achievements, using positive reinforcement (teachers: x̄ = 4.70; students: x̄ = 4.34). This suggests that positive 
reinforcement is actively utilized by teachers to motivate learners. Recognizing and praising efforts and achievements 
affirms students’ progress, boosts confidence, and encourages continued engagement. Rather than focusing solely on 
shortcomings, teachers emphasize growth and accomplishment, thereby nurturing a constructive and encouraging 
atmosphere. As noted by Chow et al. (2024), positive reinforcement strengthens motivation, builds confidence, and 
encourages continued engagement, which aligns with the emphasis on growth-oriented classroom practices observed in 
the current study. 
 
Finally, the respondents “strongly agree” that teachers maintain clear and consistent classroom rules and handle any 
misbehavior calmly and fairly (teachers: x̄ = 4.68; students: x̄ = 4.27). This indicates that structure and discipline are 
managed with professionalism and balance. Maintaining clear and consistent classroom rules provides stability and 
predictability, while handling misbehavior calmly and fairly ensures that students perceive discipline as just and respectful 
rather than punitive. Such practices reinforce order without compromising the positive tone of the classroom. This 
corresponds with Zhang and Mauhay (2024), who argued that consistent rules and fair disciplinary practices create 
stability, reinforce order, and sustain a positive classroom atmosphere. 
 

I am able to… x̄ VD  x̄ VD 

1. Delivering of Explicit Instruction 4.50 SA  4.27 SA 

2. Assessment and Feedback 4.52 SA  4.19 A 

3. Promotion of Active Learning 4.54 SA  4.22 SA 

4. Scaffolding Learners 
5. Creating a Positive Learning Environment 

4.52 
4.69 

SA 
SA 

 
4.25 
4.33 

SA 
SA 

Composite 4.55 SA  4.25 SA 
Note: Teachers n = 218, Students n = 436 
 

Table 8. Summary Table as to the Extent Teachers Employ the Teaching Practices as Perceived by Themselves and Their Student s 
 

Table 8 bears the summary of the extent to which teachers employ core teaching practices. The findings reveal that the 
overall extent of practice is very high, with a composite mean of  4.55 as perceived by teachers and x̄ = 4.25 as perceived by 
students, both verbally described as “Strongly Agree” and interpreted as a very high extent of practice. This implies a strong 
alignment between teachers’ self-assessment and students’ perceptions, suggesting that effective instructional practices 
are consistently implemented and meaningfully experienced in the classroom.  
 
Among the indicators, scaffolding learners obtained the highest rating from teachers (x̄ = 4.69), as well as a very high rating 
from students (x̄ = 4.33). In other words, the teachers actively provide structured support to help students gradually 
develop independence and mastery of skills. This finding aligns with Sun et al. (2023), who emphasized that teacher 
scaffolding significantly enhances student engagement and knowledge construction. Promotion of active learning 
(teachers: x̄ = 4.54; students: x̄ = 4.22) also received very high ratings, indicating that interactive strategies such as 
discussions, collaboration, and problem-solving are embedded in instruction. This supports the findings of Bhuttah et al. 
(2024) that active learning approaches foster critical thinking and improve learning outcomes. 
 
Similarly, assessment and feedback (teachers: x̄ = 4.52; students: x̄ = 4.19) were strongly affirmed, highlighting the teachers’ 
consistent use of formative assessment and constructive feedback to guide student improvement, which is consistent with 
the conclusions of Alpuerto et al. (2025) that meaningful feedback strengthens student engagement and knowledge 
exchange. Delivering explicit instruction (teachers: x̄ = 4.50; students: x̄ = 4.27) was likewise rated very high, suggesting 
that teachers provide clear explanations, modeling, and structured guidance, a practice supported by Baniqued (2024), who 
highlighted the effectiveness of explicit instructional approaches in improving conceptual understanding.  
 
Lastly, creating a positive learning environment (teachers: x̄ = 4.52; students: x̄ = 4.25) further confirms that teachers foster 
supportive, respectful, and motivating classroom climates that enhance student confidence and participation, which 
coincides with contemporary research linking positive classroom environments to improved academic and socio-emotional 
outcomes. Overall, the consistently very high ratings across all domains reflect a shared recognition between teachers and 
students that high-impact, evidence-based teaching practices are systematically integrated into classroom instruction, 
reinforcing both academic achievement and meaningful student engagement. This is supported by Regidor et al. (2024), 
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who found that students reported a high level of supportive classroom environment, indicating that classrooms are generally 
perceived as conducive to learning and student engagement. 
 

Chi-square test at 0.05 level of significance 
 

Table 9. Test on Significant Difference in the Perception of School Heads and Teachers as to the Leadership Style of the Former 
 

Table 9 reflects the test of significant difference in perceptions between school heads and teachers. Results of the test reveal 
that the school heads and teachers’ perceptions differ, as reflected in the p-value of .0013. which is less than the level of 
significance 0.05. Given that the p-value is less than the level of significance (0.05), the null hypothesis stating that no 
significant difference exists in the school heads and teachers’ perception as to the leadership style of the former is rejected.  
Correspondingly, Da’as (2023) noted that principals often view their leadership as more transformational than teachers 
perceive, highlighting a perceptual gap between leaders and subordinates. Similarly, Hiba (2023) found in their study that 
while school heads believed they exercised transformational leadership, teachers often perceived a stronger influence of 
transactional leadership on their commitment, underscoring potential misalignment in perception. 
This finding clearly indicates that a statistically significant difference exists between the perceptions of school heads and 
those of teachers regarding the former’s leadership styles. Although both groups may hold generally favorable views, the 
difference in their perceptions suggests that leadership practices may be interpreted or experienced differently by those 
who exercise leadership and those who are directly influenced by it. Such variation in perception may stem from differences 
in roles, responsibilities, expectations, and day-to-day experiences within the school setting. 
 

Note: n = 55 
 

Table 10. Dominant Leadership Style Practiced by School Heads 
 

Table 10 presents the dominant leadership styles practiced by school heads, categorized into transactional and 
transformational leadership. The results show that transformational leadership emerges as the dominant style, as indicated 
by its higher mean score (x̄ = 4.68) compared to transactional leadership (x̄ = 4.57). This finding suggests that school heads 
tend to lead through vision, motivation, and professional support, indicating the need to further strengthen 
transformational leadership practices while maintaining essential transactional structures to ensure balanced and effective 
school management. 
 
Of the 55 school heads surveyed, 35, or 63.64%, are identified as predominantly practicing transformational leadership. In 
contrast, 20 school heads, accounting for 36.36%, were found to primarily employ transactional leadership as their 
dominant style. This distribution clearly shows that a greater proportion of school heads adopt transformational leadership 
behaviors compared to transactional approaches. The findings suggest that most school heads tend to emphasize 
inspiration, vision-sharing, motivation, and professional support rather than relying primarily on reward-based or 
corrective leadership mechanisms. 
 
In the aspect of sex, the data further illustrate meaningful patterns. Among male school heads (n = 27), 11 or 20% practice 
transactional leadership, while 16 or 29.1% practice transformational leadership. This signifies that even among male 
school heads, transformational leadership is more prevalent than transactional leadership. Similarly, among female school 
heads (n = 28), 9 or 16.36% are classified under transactional leadership, whereas 19 or 34.54% are identified as practicing 
transformational leadership. Again, transformational leadership accounts for the larger share. 

Variables 𝒙̄̄ 
Mean 

Difference 
χ² Df p-value Decision Rule Remarks 

School Heads 4.62 
 
 

.1506 

 
 

3.54 

 
 

271 

 
 

.0013 

 
 

Reject Ho1 

 
Significant 

Teachers 4.46       

𝒙̄̄  Variables Male 
Percent 

(%) 
 

Female 
Percent 

(%) 
 

Total 
Percent 

(%) 
 

Transactional          4.57 
 

Transformational  4.68 

11 
 

16 

20 
 

29.1 
 

9 
 

19 

16.36 
 

34.54 

20 
 

35 

36.36 
 

63.64 
 

 

Total 27 49.1 28 50.9 55 100  
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Notably, both male and female school heads demonstrate a stronger inclination toward transformational leadership. 
Although slight differences exist in percentages, the overall pattern remains consistent: regardless of sex, more school 
heads are characterized by transformational rather than transactional leadership. This consistency suggests that leadership 
orientation within the group is shaped more by professional philosophy and institutional expectations than by gender 
differences. 
These results affirm the findings of Aldhaheri (2023), who discovered that school leaders in Abu Dhabi primarily exhibit 
transformational behaviors, which positively impact organizational performance and subordinate outcomes. Similarly, 
Soriano and Banayo (2024) conjectured that while school heads utilize both transformational and transactional practices, 
transformational behaviors are still the most prevalent and are crucial for motivating teachers and promoting positive 
educational results. 

   Note:  Level of significance = 0.05  
 

Table 11.Test on the Significant Relationship Between the Dominant Leadership Style Practiced 
by School Heads and Teachers’ Teaching Practices 

 

Table 11 presents the test on the significant relationship between the dominant leadership style practiced by school heads 
and teachers’ teaching practices. Using Pearson r, the results reveal p-values of .001 for all variables, which are less than 
the level of significance of 0.05. This finding provides sufficient evidence to reject the null hypothesis Ho3. Hence, there is a 
significant relationship between the dominant leadership style practiced by school heads and teachers’ teaching practices 
across all five domains. This finding suggests that improving school heads’ leadership practices can directly enhance 
teachers’ teaching practices, highlighting the need for schools to invest in leadership development as a key strategy for 
strengthening classroom instruction and overall school performance. 
 
It is important to note that the dominant leadership style that emerged is transformational leadership; however, both 
transactional and transformational leadership styles were included in the analysis. The leadership styles practiced by 
school heads were treated using data coding, wherein transactional leadership was coded as 1 and transformational 
leadership as 2. Both were utilized and treated equally in the statistical analysis. Thus, the significant relationship 
established reflects the combined influence of the leadership styles practiced by school heads, with transformational 
leadership emerging as dominant based on the results. 
 
Specifically, the relationship between the dominant leadership style practiced by school heads and the delivery of explicit 
instruction is significant (r = .669, p = .001). The positive correlation indicates that as school heads demonstrate stronger 
leadership practices, teachers likewise show a greater extent in delivering explicit instruction. This connotes that 
leadership direction and guidance may influence how clearly and systematically teachers present lessons in the classroom. 
This result concurs with Dacpano (2024), who noted that transformational leadership fosters a shared vision that promotes 
clarity and effectiveness in teaching strategies. 
 
A significant correlation was also observed between the dominant leadership style practiced by school heads and 
assessment and feedback (r = .787, p = .001). Notably, the assessment and feedback variable obtained the highest Pearson 
r value among all teaching practices. This implies that leadership style is most strongly associated with how teachers 
implement assessment and feedback strategies. When school heads emphasize clear expectations, monitoring, and 
professional growth, teachers may become more consistent and intentional in assessing student learning and providing 
constructive feedback. This is consistent with the notion of Academia (2025) that transformational leadership encourages 
structured monitoring and professional growth, thereby enhancing teachers’ consistency in assessing student learning and 
providing constructive feedback. 
 
In like manner, promotion of active learning is significantly related to the dominant leadership style practiced by school 
heads (r = .718, p = .001). This moderate to strong positive relationship indicates that leadership practices that inspire, 

Variables Correlated to Dominant 
Leadership Style Practiced by School 

Heads 

 
 

Pearson r 

 
 

p-value 

 
 

Decision Rule 

 
 

Remarks 

• Delivering of Explicit Instruction 
.669 

 
.001 

 
Reject Ho3 

 
Significant 

 
• Assessment and Feedback .787 .001 Reject Ho3 Significant 

• Promotion of Active Learning .718 .001 Reject Ho3 Significant 

• Scaffolding Learners .774 .001 Reject Ho3 Significant 

• Creating a Positive Learning 
Environment 

.705 .001 Reject Ho3 Significant 
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guide, and support teachers may encourage the use of strategies that actively engage students. As school heads foster vision 
and motivation, teachers may feel empowered to implement more interactive and participatory approaches in their 
instruction. A similar finding by Andriadi and Sulistiyo (2024) showed that transformational leadership boosts teacher 
motivation, encouraging the adoption of active learning strategies. 
 
Moreover, the dominant leadership style practiced by school heads and the teachers’ scaffolding of learners likewise have 
a significant correlation (r = .774, p = .001). This strong positive correlation suggests that when school heads provide 
direction, support, and developmental guidance, teachers are more likely to extend structured assistance to students. 
Leadership that values growth and improvement may translate into instructional practices that gradually build learners’ 
independence and competence. Correspondingly, Da’as (2023) maintained that principals’ perspective-taking fosters 
similar supportive behaviors among teachers, enhancing instructional scaffolding and collaboration.  
 
Furthermore, creating a positive learning environment also shows a significant relationship with the dominant leadership 
style practiced by school heads (r = .705, p = .001). The positive association connotes that leadership behaviors 
characterized by inspiration, clarity, and support may influence teachers in fostering respectful, inclusive, and encouraging 
classroom climates. When school heads model professionalism and shared values, teachers may reflect these qualities in 
their interactions with students. This result echoes the finding of Balili and General (2023) that transformational leadership 
positively shapes school culture, teacher behavior, and overall school effectiveness. 
 

Note: Level of significance = 0.05; n = 218 
 

Table 12. Test on Significant Difference in Teachers’ Teaching Practices when Grouped According to Their Profile 
 

Table 12 presents the test on the significant difference in teachers’ teaching practices when grouped according to their 
profile. Using the chi-square (x²) test, the results reveal p-values that are greater than the level of significance of 0.05 across 
all profile variables. In short, there is no statistically significant difference in teachers’ teaching practices when they are 
grouped according to age, sex, years of teaching experience, and educational qualification. Consequently, the results lead to 
the rejection of the null hypothesis. These results indicate that teachers’ profile is not a determinant of their teaching 
practices. This signifies that teaching practices may be shaped more by shared institutional standards, professional 
development training, and established school policies rather than by individual profile characteristics.  
 
This finding is corroborated by Nketsia et al. (2025), who found no significant differences in teaching practices based on 
teacher demographic factors such as gender, age, teaching experience, or prior training when examining inclusive teaching 
strategy use, suggesting that instructional practice patterns are shaped more by professional role expectations and 
contextual supports than by individual profiles. Similarly, Ingaran et al. (2025) reported that teacher professionalism levels 
do not significantly differ by age, educational qualification, academic rank, years of experience, or number of trainings 
attended, and are instead influenced by shared factors such as administrative support and collaborative work 
environments. 

Note: Level of significance = 0.05; n = 55 
 

Table 13. Test on Significant Difference in the Leadership Styles of School Heads when Grouped According to Their Profile  
 

Table 13  presents the test of the significant difference in the leadership style of school heads when grouped according to 
their profile. Using the chi-square (x²) test, the results reveal p-values that are greater than the level of significance (0.05) 
across all profile variables. Specifically, age (x² = .375, p = .762), sex (x² = .921, p = .846), years of supervisory experience 
(x² = .1317, p = .717), and educational qualification (x² = 1.5421, p = .214) all yielded non-significant results. This leads to 
the failure to reject the null hypothesis, indicating that there is no statistically significant difference in the leadership style 
of school heads based on these profile variables. This finding suggests that the leadership style practiced by school heads 
is consistent regardless of their age, sex, years of supervisory experience, or educational qualification. In other words, 

Teaching Practices x2 Df p-value Decision Rule Remarks 
Age .863 4 .930 Do not Reject Ho3.1 Not Significant 
Sex .957 1 .328 Do not Reject Ho3.2 Not Significant 
Years of teaching Exp. 6.75 5 .240 Do not Reject Ho3.3 Not Significant 
Educational Qualification .719 4 .949 Do not Reject Ho3.4 Not Significant 

Leadership Style and x2 Df p-value Decision Rule Remarks 

Age .375 1 .762 Fail to Reject Ho4 Not Significant 
Sex .921 1 .846 Fail to Reject Ho4 Not Significant 
Years 
of Supervisory Exp. 

.1317 1 .717 Fail to Reject Ho4 Not Significant 

Educational Qualification 1.5421 1 .214 Fail to Reject Ho4 Not Significant 
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individual demographic or professional characteristics do not appear to influence how school heads exercise their 
leadership.  
This result is similar to the findings of Esogon and Gumban (2024), which showed no significant differences in 
transformational leadership practices among school heads when grouped by profile variables, suggesting that leadership 
behaviors are consistent across different profile characteristics. Likewise, a recent study by Joan et al. (2025) on 
instructional leadership among elementary school heads in Biliran District found no significant relationship between school 
heads’ demographic profiles and their instructional leadership practices, which reinforces the idea that leadership 
effectiveness is not determined by personal attributes but rather by professional competencies and leadership 
development opportunities. 
 

Conclusion and Implications 
 
Leadership and instruction are not separate forces but mutually reinforcing elements that shape overall school 
effectiveness. This inquiry proved that schools are generally aligned with the expectations of the PPSSH and PPST, 
particularly in promoting learner-centered practices, instructional leadership, and professional growth. Indeed, existing 
systems and standards are not only understood but are being actively practiced in schools. 
 
With the dominance of transformational leadership, alongside the sustained use of transactional practices, effective school 
leadership requires both inspiration and structure. School heads should not rely solely on one leadership style; instead, 
they must intentionally balance motivating teachers toward a shared vision while also maintaining clear expectations, 
accountability, and organizational stability. In practice, this means strengthening leadership development programs that 
cultivate both relational transformational and managerial transactional competencies. However, there exists a critical need 
for improved communication and alignment. Even when leadership practices are strong, their impact may be limited if they 
are not consistently understood or experienced in the same way by teachers. Therefore, there is a need for schools to 
prioritize reflective dialogue, feedback mechanisms, and collaborative planning to ensure that leadership intentions are 
clearly translated into classroom realities. 
 
Furthermore, this study confirmed that leadership behavior directly shapes instructional quality. Improving leadership 
practices is a strategic pathway to enhancing teaching outcomes. Thus, school systems should invest in continuous 
leadership training, mentoring, and monitoring systems that explicitly connect leadership actions to classroom practices. 
Finally, the findings made it clear that effective leadership and teaching are less about individual characteristics and more  
about shared standards, school culture, and professional commitment.  
 

Recommendations 
 
Based on the findings and conclusions drawn, the following are hereby recommended to the school district supervisor, 
teachers, and students: 
 
District Supervisors: 

1. Sustain and strengthen a balanced leadership approach by integrating the positive elements of both 
transformational and transactional leadership dimensions. 

2. Conduct regular Learning Action Cell (LAC) sessions, feedback conferences, and reflective leadership meetings 
with teachers to address perceptual gaps and foster a shared understanding of leadership practices that support 
effective classroom instruction. 

3. Develop and implement a structured professional development program for school heads that emphasizes the 
balanced application of transformational and transactional leadership styles. The program should equip school 
leaders with practical strategies to inspire and motivate teachers while ensuring accountability, consistency, and 
high instructional standards. 

4. Conduct training to enhance the leadership capacity of school heads and strengthen teachers’ instructional 
practices through the implementation of the Strategic Leadership and Instructional Enhancement Program 
(SLIEP). 

 
    Teachers: 

5. Conduct LAC sessions at least once a week, in accordance with DepEd Order No. 35 s. 2016, with clearly defined 
agendas focused on instructional improvement priorities (e.g., differentiated instruction, classroom management, 
or formative assessment strategies). 

6. Utilize assessment results to guide informed instructional decisions and improve the overall quality of teaching 
and learning. 
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 Students: 
7. Participate in classroom activities that promote engagement, collaboration, and independent learning.  
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