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ABSTRACT

Teacher transfers are historical occurrences in education systems, yet their effects on teacher
stability and curriculum coverage remain significant. The focus of this study was to assess the
influence of teachers’ transfers on students’ academic achievement in public secondary
schools in Kakamega County, Kenya. Objectives were to: determine teachers’ perceptions of
transfers, establish their satisfaction with the working environment, assess the effects of
controlling transfers, evaluate the contribution of teacher retention, and examine the influence
of teacher involvement in transfer management on academic performance. The study was
anchored on the Education Production Function Theory (EPFT), Theory of Constraints
(TOC), and Social Exchange Theory (SET). The target population comprised 268 public
secondary schools, 1,500 teachers, 268 principals, and one County staffing officer. A sample
size of 30% was selected using simple random, stratified, and systematic sampling
techniques. Data was collected through questionnaires, interviews, and document analysis.
Validity was confirmed by research supervisors, while reliability was established at 0.7 for
teachers and 0.89 for principals using the test-retest method. Frequencies and percentages
were used to analyze quantitative data, while tables were employed for clear data
presentation. Inferential statistics (correlation and regression) were analyzed via SPSS,
Version 23. Key findings revealed that teachers perceived promotions (79% satisfaction),
forced transfers, and denied transfer requests as major factors influencing academic
performance. Controlling transfers improved teacher stability, with 75% of teachers reporting
reduced living costs and better family proximity, enhancing classroom attendance. Retention
analysis showed that 59% of teachers left voluntarily, while 31.7% exited involuntarily,
indicating a link between job satisfaction and performance. Teacher involvement in transfer
decisions increased satisfaction (0.869 correlation), whereas denied applications negatively
impacted performance (0.344 correlation). The study recommended the need for balanced
transfer policies that consider teachers’ needs while meeting institutional demands such that
posting teachers closer to their homes and involving them in transfer decisions can enhance
job satisfaction and academic outcomes based on the findings. The findings contribute to

policy discussions on teacher management and educational productivity in Kenya.
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CHAPTER OONE
INTRODUCTION

1.1 Background of the study

After the end of the Second World War (WWII), the world came to the realization that
exclusion and illiteracy were key causes of war, leading to education being declared a
fundamental human right under the Universal Declaration of Human Rights (UDHR) in 1948
(Article 26). While global efforts like the World Education Forum (2000) and Education for
All (1990) have emphasized equitable access to education, the quality of education,largely
shaped by teachers, plays a decisive role in student outcomes. Teacher transfers, a common
practice in education systems, can significantly influence learning outcomes, with both
positive and negative implications. This study will later examine how transfers affect student
academic achievement, including potential disruptions to classroom stability as well as
opportunities for equitable resource distribution and improved school performance (Chen &

Dahlin, 2005).

Affirming the role of education in nation development, Pratomo (2017), observed that any
country which was unable to use education in developing the skills of her people and utilize
them in nation development would be unable to develop anything else. Similarly, Ukarieh
and Tannock (2018), on the subject of Unleashing the Power of Human Capital
acknowledged country’s human reserve as replicated by the level of capability, expertise and
information possessed to be perilous essentials in motivating growth agenda of any nation.
The endorsements at the conference called for careful utilization of human resource potential
of the youth as a way of tapping their productivity during their lifetime (Region World Bank,
2018). In the same report it identified education to be important in heightening of national
development owing to its capacity to heighten functional and logical ability of individuals. As

such, education was seen to be significant in development of individual’s expertise that is



critical in influencing ability of one to penetrate the labour market.

The recognition and commitment to implement resolutions of declaration of education as a
Human Right worldwide, has made education to be the greatest industry as evidenced by
huge budgetary allocation both by the government and the household (Pratomo, 2017).
According to Nordin, Ismail, Saleh and Nasir (2020), academic achievement has very often
been a strong determinant to progression to higher studies. Students are required to pass a
number of levels of standardized national level examinations that serve as a yardstick to
mark the students’ academic performance and achievement as there has always been a
tendency in making a direct link between students’ academic achievement and ones' level of

intelligence.

While this assumption could hold, this assumption can plainly be too assumptive as there are
other contributing factors that impact on students’ academic achievement. At the center of
factors that determine the influence of students’ academic performance are teachers who
have been identified to be very critical. While the study of Nordin et al, (2020), dealt with the
assessment of traits personality and its influence on students’ academic performance, the
current study dealt with the assessment of the teachers’ transfers on student’s academic

performance to fill the research gap.

Singapore’s education system is among the most-highly rated globally, as Singaporean
students normally post among the best scores in the world in international examinations
(Rosito, 2020). The secret to Singapore’s success in education has been traced to their
teachers. According to Campion, Campion and Campion (2019), high performance

organizations are very keen on how they recruit and select their employees and how they



prepare them. Singapore determines the number of teachers that are needed on yearly basis
and only allows such numbers within their training programs. Similarly, the teachers are
selected from the cream of one third of high school graduates as a way of ensuring
maintenance of high-quality teacher standards (Jensen, Downing and Clark, 2017), while
Chile motivates teachers who post excellent examination in their areas of expertise in
standardized national examination (Neugebauer, 2019). This position confirms that there is
recognition that teachers are critical in promoting the learning process and governments
have to find ways of recognizing the roles of teachers in their process of facilitating learner’s
academic achievements. While Neugebauer (2019), relied on ex post facto research design

and brought out their research findings, the current study used descriptive survey.

According to Salabson (2020), the performance of learners in any institution in any
examination is linked to teachers’ effort with more qualified and experienced teachers posting
more quality results compared to less experienced teachers. It is on this basis that there is
increasing demand for accountability that is measured on the basis of learners’ attainment in
standardized national examinations from the general public and the government given the
implication of the examination on learners’ attainment on ability to pursue further education
and generate future returns as well as the resources that both the parents and other

stakeholders sacrifice to support learners’ education.

However, ability of the teachers to post quality results holding other variables constant is
anchored on their adequacy and level of satisfaction in the environment in which they could
be working. Where teachers are not adequate in the schools, syllabus coverage will be
affected and will negatively impact students’ performance in their studies. Similarly if the

teachers are not satisfied with working environment, the level of commitment on curriculum



implementation would be reduced which negatively impacts learners academic achievement.
The teachers who would not be satisfied with the working conditions would seek for transfers
to move to other schools of their preference. However, not all requests of transfers would be

effected. Similarly some transfers would be undertaken against unwilling teachers.

This situation create three categories of teachers in any particular institution; teachers who
are comfortably working because they are satisfied with the working environment, teachers
who are unsatisfied with the working environment and even after asking for transfers had
their requests turned down and lastly the group of teachers who would have been transferred
involuntarily to such institutions against their wish. The latter two groups would tend to be
less committed to curriculum delivery as reflected by their effort which is likely to affect
students’ academic achievement (Whipp & Geronime, 2017). While the work of Whip and
Geronime (2017) used Focus Group Discussion (FGD) to collect data, the current study

administered questionnaires to collect data to fill this research gap. And will

Both Acheampong and Gyasi (2019), defined transfer as a two pronged type of job mobility;
mobility of one within the same organization or movement of one to assume position in
another profession. As such, mobility could be termed as professional mobility (transfer) or
geographical mobility. According to Grobler (2002), the term teacher transfer is defined as
the movement of teachers outside and within the school system. The transfer could take
different forms depending on who has initiated it. The transfer may be initiated by the
employer, the teacher (self) or the principal of the school in which the teacher could be
teaching or could even be externally influenced. The transfers can therefore be classified as
voluntary or forced transfers. Voluntary transfers are those transfers initiated by the teachers

themselves while forced transfers are transfers that are done against the will of the affected



teachers.

Various studies attest that teachers’ transfers are a global phenomenon. For instance, Huang,
Mo, Shi, Zhang, Boswell, & Rozelle (2015), observed that China shut down remote village
schools from 2001 and late 2000s by undertaking rural primary school merger program as a
way of addressing the educational disparities between urban and rural areas. This program
involved movement of teachers. According to Borman and Dowling (2008), teachers’
transfers in America were more than two times as that of registered nurses and five times that
of lawyers. The United Kingdom and Portugal also experienced high rate of teachers’
transfers and turnover (Maior, Dobrean & Pasarelu 2020). More so, according to Beck,
Lunsmann and Garza (2020), over the previous three decades teachers’ transfers have

increased more substantially world over in public secondary schools

Contributing towards teachers’ transfers, Sichilima and Chipindi (2020), observed that
transfers are to be undertaken as a way of ensuring equity in distribution of teachers among
educational institutions. While Sichilima and Chipindi(2020), observed that teachers’
transfers have to be undertaken to ensure equity in distribution of teachers among educational
institutions, the current study tended to research on the effects of these transfers on academic

achievement on students to fill the gap.



According to these studies , transfers can be of different types: vertical, horizontal or
demotion. The transfers are meant to serve different purposes; address the needs of the
teacher, achieve equitable distribution to enhance equity among schools as well as serve as a
punishment. Regardless of the type of transfers and the motive of the transfers, the overall
effect is that they have implications on teachers performance on curriculum delivery which

would either positively or negatively impact on students overall education achievement.

According to Grobler (2002), teachers’ transfers have displayed functional and dysfunctional
behaviors. High quality teachers possessed transferable skills which were highly valued in
other professions. In the event of such teachers leaving the teaching profession, the average
education quality tends to decline. However, where less-effective teachers willingly leave
the teaching profession due to not being satisfied by their jobs, quality of education as
reflected by learners achievement is likely to improve since such teachers were likely to be
replaced by more effective teachers, Alliance for Excellent Education (2008). Even within
geographical mobility, teachers’ transfers are likely to have consequences on students’
academic achievement depending on whether the transfer requests are affected, when the
transfers are undertaken, who initiated, why they were initiated, where the teachers were

taken or came from and how long it takes to replace the teachers transferred.

According to Farzan, Muhammad, Memon and Lodhi (2012), frequent change of teachers
during the session was harmful to academia, a situation that is more propounded if a longer
time is taken to replace teachers who may have left. Regardless of the motive of transfer, Job
transfer signifies a common, costly and a possibly disturbing human resource issue. This has

made most employees to increasingly become reluctant to accept job transfers due to its



potential disruptive effects on family set up or general quality of life. It has become
extremely difficult for an employee to agree to a transfer at a time when his or her family
wishes to be together more so if education of the their children, health issues of family
members or of themselves may not provide conducive environment for a transfer to a new
working abode. Schools that are less endowed with resources such as housing and other
incentives are likely to be less attractive to teachers and are more likely to lose more
experienced teachers and attract less experienced ones. Research done by Farzan et al,
(2001), dealt with observation schedule to collect data, however the current study used

interviews to collect data.

A number of studies attest to the fact that experienced schools that are less endowed with
resources experience less teacher stability. A study done by Borman and Dowling (2008),
attributed to high rates of transfers in USA to the so called hard-to- staff schools which made
it difficult for schools to attract and develop effective teachers. These schools ended up being
staffed with routinely least experienced and least effective teachers. Least experienced
teachers are likely to have their performance reflected in poor attainment as revealed in

students’ academic achievement.

Interestingly many teachers tend to run away from schools that record low achievement.
According to the report of Katz (2018), attrition rates are higher in low-performing schools
and among those leaving those schools are more effective teachers who tend to transfer to
higher achieving schools, while those that are less effective move to other lower-performing
schools which are likely to worsen the differences in the educational opportunities of
students. Therefore different countries have employed different approaches aimed at creating

supporting environment to promote teacher satisfaction to minimize the incidences of teacher



transfers. Knowing that transfers are mainly triggered by unfavorable working conditions, the
United States of America has embarked on reduction in class sizes combined with other
privileges as a way of promoting favorable environment for teachers to enhance their

delivery (Feng, 2005).

In Africa, According to Mehmood and Bhatti (2020), teachers’ roles in the learning process
are identified as facilitation, guidance and provision of quality of instructions. Ghana,
established that teacher factors that impacted negatively on learners’ academic attainments
were lateness to lesson attendance and incidences of irregularity in school all which
negatively impacted on syllabus coverage which was a great determinant to the performance

of students in examination.

Reports from countries such as South Africa (Maingard, 2019), Zambia and Malawi
(Bennell, Akyeand & Akyeampong, 2007), showed that the cases of teachers’ transfers had
almost reached a disastrous stage. In Malawi the problem of transfers were profound and
overwhelming by any Sub- Saharan standards. According to Kadzamira (2003), during the
period of January 2005 , out of the Ministry’s 2,253 trained secondary school teachers,
1,121 left the Ministry or moved to non-teaching posts with 2,189 primary school teachers
leaving in June of 2005 alone through resignation or to a non-teaching posts for various
reasons. Uganda stood at 3.3 percent on average between December 2010 and November
2011. However, the rate increased to 39.6 percent for the period of 2011-2012 for all primary
and secondary school in Mityama (Republic of Uganda, 2012). In Uganda, availability of
housing and electricity in schools had an inspiration on teachers’ transfer applications.
Absence of accommodation next to the schools forced teachers to live far away from their

schools. It then meant that they had to spend more time and money traveling daily to schools



a situation that was compounded by poor accessibility. Similarly, lack of electricity
debilitated several aspects of a teacher’s life and that promoted teachers’ dissatisfaction.
Modern effective communication and information gadgets, entertainment and learning
resources require electricity. Therefore, lack of electricity disables means of communication,
compromises information channels and limit ways of entertainment leading to teacher

dissatisfaction hence desire to seek for transfers.

Mozambique uses a scheme of monetary bonuses to motivate teachers who move to rural
areas and those teachers who teach in shifts while Lesotho has a uniform bonuses paid
monthly to teachers who operate in the hilly hardship regions. African states have also
adopted varied approaches as incentives to promoting teacher retention; such as posting of
qualified teachers in pairs and this is aimed at helping female teachers to feel safe and have a
greater sense of control over their deployment. According to Acheampong and Gyasi (2019),
a hardship allowance above the basic salary for teachers working in hard-to-reach areas like
in Uganda was given to teachers (Mulkeen, 2005). Studies done by Acheampong and Gyasi
(2019), used a population of 1100 participants to gather information on teachers’ transfers,

this study used 1769 as the target population.

In Kenya there is huge budgetary allocation on education anchored on the premise that
education is an investment with expected social and private returns and as such provision of
the same can reduce both illiteracy and chances of exclusion on the labour market. According
to Onyara (2013), education is an indispensable component for the growth of any nation and
is regarded as a way to raising political, communal cognizance as well as safeguarding the
level of human capital. However, for education to attain its intended purpose, it has to meet

both qualitative and quantitative objectives. Quantitative objective of education is reflected



in the number of students who have successfully gone through education system while
qualitative objective is reflected in the quality of education provided that is pegged on
relevancy of curriculum and the process of its implementation ( Wekesa, Okemwa &

Kipkoech,2021).

Poor academic attainments hinder ability of education to drive the country’s social-economic
agenda. At the center of education attainment, teachers are seen to be critical components in
determining quality of education provision. The current research intends to establish the
missing link especially when the teachers are missing, transferred or not enough in schools
on the academic performance of students. This realization is what has informed the country
to invest in school facilities and human resource (teachers) that aimed at boosting academic

performance of the students (Musyoka, 2018).

Teachers form the foundation of the education system and their significance in student
achievement has been widely affirmed by many studies. Of late, a growing number of studies
have voiced concern about teacher shortages in many parts of country, a situation that is
likely to compromise students’ academic achievement. Whereas, severe shortages presently
exist, and there is a gap between demand and supply of teachers required for effective
teaching (Palacios, Larrazabaland & Berwart, 2020), teacher deficits have therefore, become
a key concern to educational authorities and policy makers and therefore teachers are an
important asset in the learning process and as such their preparation and deployment needs

serious consideration (Siocha, Onderi and Mwebi, 2017).

A study undertaken by Kering, Rop and Ogola (2019), on Influence of teacher characteristics

on academic performance of learners with hearing impairment in KCPE in special primary
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schools in selected counties, Kenya, affirmed the same fact while Kering et al (2019), in their
research revealed that the teachers availability contributed a great deal to learners
achievement, the current study aims to establish the effects of transfer of teachers to learners’

academic achievement to fill the gap

According to Murunga, Indosh and Okwach (2019), teachers played critical roles by standing
in the gap for learners under their tutelage in promotion of transmission of skills, knowledge
and values with values passed determined by effectiveness of the teachers in charge. For
instance in a situation where the teachers were ineffective, low quality values would be
passed to learners and such inefficiency would always be manifested on learners’ inadequate
academic progression. Learners’ attainment in national examinations in Kenya has led to
condemnation and celebration of teachers in equal measures on the basis of results posted.
When poor results are registered the anger is directed to teachers as the stakeholders feel that
teachers should have worked harder to ensure that learners registered high quality grades. In
Kenya teachers are celebrated and their effort appreciated, for example, by being promoted to
higher positions, when their schools are highly ranked for posting impressive results in Kenya

Certificate of Secondary Education (KCSE).
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The Teachers Service Commission (TSC) has introduced performance appraisal for teachers
in which learners’ attainment is a key component of evaluation (Odhiambo, 2005).The
appraisal report forms the basis of teachers’ assessment for suitability for promotions within
various grades and ranks within the teaching profession. A task report of 2012 charged with
responsibility of how to re-align education sector with the demands of the new constitution in
Kenya observed that given that the new constitution advocated for provision of quality
education to its citizen at all levels, the issue of provision of quality education had to be
addressed, Social Pillar on Vision 2030 (RoK, 2007). It also demanded for provision of
quality education in order to enable the country develop quality manpower to enable the
country realize her dream towards industrial status. This was what informed recent
aggressiveness of TSC to seriously enforce performance appraisal with aim of holding
teachers accountable in their duties. A number of studies have affirmed the importance of
performance appraisal as a tool of enforcing accountability and quality (Odhiambo, 2005;

Gichuhi, Abaja & Ochieng, 2013; Perteson, 2002).

According to Miring’u (2018), professional mobility was pegged on employee’s choice such
as the need for better working conditions. On the other hand, geographical mobility was the
movement of an employee from one region to another where there were envisaged better
opportunities either for self or for the family. In Kenya, the mandate to recruit, deploy,
promote and remunerate teachers is bestowed on Teachers Service Commission (TSC), the
government body charged with such responsibility. The TSC has a clause stating that a
teacher should be ready to be redeployed anywhere his/her services are needed and the
teacher endorses this by signing on the first appointment letter. Transfer of teachers in Kenya
is either initiated by TSC, individual teachers or heads of education institutions. Teachers

Service Commission can promote an individual teacher to an administrative position and
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redeploy him/her or can even move any teacher from overstaffed schools to understaffed
ones as a rationalization measure of attainment of equity or even delocalize the teachers by
transferring teachers from one school to another within the region to maintain teacher

staffing and help improve the academic performance in their new schools.

Notwithstanding the efforts to increase teacher retention, teacher mobility is still dominant in
many parts of Kenya particularly in the rural areas. Transfer demands by teachers principally
in the Western part of the country still persist way beyond the countrywide average of 5%
(Ariko & Simatwa, 2011). It is perceived that at the policy level from where these
motivations are planned it is difficult to envisage micro management of schools as policies

are more disposed to tackle general and local issues.

As at 2013, there was a shortage of 80,000 teachers in both primary and secondary schools in
Kenya (Paulaa & Grinfelde, 2018 citing TSC, 2013). In secondary schools alone the shortage
stood at 20,000 teachers which made Board of Management of various schools to resort to
hiring of teachers on board while at the same time TSC embarked on rationalization program
that was aimed at movement of teachers from overstaffed schools to schools that were seen
to have huge deficits. Similarly, a bonding policy has been put in place since 2001 aimed at
restricting teachers’ transfers before serving for a prescribed period in a particular institution
(Republic of Kenya, 2003). These interventions were intended to ensure a fair and equitable

distribution of teaching staff across the country.
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However, though teachers’ transfers may be well intended, it can be noted as well that some
transfers may be maliciously initiated by the principals. This comes as a result of the
principals having some differences with the teachers, for example stubborn teachers who
keep undermining directives or policies and as such recommend the transfers of these

teachers even to hardship areas as punishment.

According to Ariko and Simatwa (2011), the number of transfers (movement frequency),
years of service (comparative stability) and the feeling towards transfers are mixed subject on
stage of career. An employee in a very initial career phase, whose main objective is to exploit
information on the institute and the job in specific, can be likely be forced to react differently

to an involuntary transfer compared to one with numerous years of experience

The mandate to hire, fire, promote and transfer teachers are among the core functions of TSC.
Therefore TSC has been implementing teachers’ transfers as a way of achieving equitable
distribution, meeting demands of teachers as well as punishment. However, the undertaking
of transfers has been varied from school to school and region to region with some requests for
transfers effected, others denied while others done against the wish of teachers. All in all, the
overall objective of transfers’ acceptance or denied have been to ensure effectiveness of
students’ performance by ensuring equitable distribution of teachers as well as maintenance
of teacher stability. In practice, however, the implementation has not always been consistent
or transparent, leading to mixed reactions and perceptions from teachers and school

administrators.
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From existing literature on influence of transfers on academic achievement in Kakamega
County, there are glaring gaps which this study has undertaken to research upon. The gaps
are revealed when the following questions are asked: What is the extent of teachers’ transfers
in public secondary schools in Kakamega County? What is the nature of these transfers? Are
they solicited, promotion or forced? Are there cases of denied transfers? What factors
motivate the teachers to ask for transfers? To what extent have transfers influenced academic
achievement of learners? It is important to note that existing literature has not adequately
tried to answer these questions. Addressing these questions is deemed important in providing
insights on issues of teachers’ transfers and students’ academic achievement in Kakamega
County and the effect of these transfers on students’ academic achievement generally in

Kenya. This is the gap the current research intends to fill.

Table 1.1 shows KCSE performance by gender for consecutive three years in Kenya from
2017 to 20109.
Table 1.1

KCSE performances by gender of the period 2017 to 2019 Kenya

KCSE GRADE 2017 2018 2019

Female Male Total Female Male Total Female Male Total

61 81 142 114 201 315 271 360 631
901 1806 2707 1239 2181 3420 2172 3625 5797
2748 4487 7235 3119 5181 8300 5144 8223 13367
4879 7517 12396 6400 10105 16505 9805 14689 24494
7713 11459 19172 10690 15682 26372 14978 20402 35380
11973 15755 27728 15780 20326 36106 21439 24732 46171

C+ AND ABOVE 28275 41105 69380 37342 53676 91018 53809 72031 125840

C
C-
D+
D
D-
E

18868 21454 40322 24161 25943 50104 32119 31042 63161
29767 31162 60929 35763 35751 71514 43113 40330 83443
42865 45474 88339 48296 48696 96992 51864 49937 101801
66958 68513 135471 75519 73004 148523 69845 67979 137824
91344 88017 179361 84205 81387 165592 16229 76181 152410
17191 18353 35544 14088 16833 30921 12944 16393 29337

Source: Kenya National Examination Council (2020)
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From table 1.1 above, over the last three years, the number of candidates achieving a mean
grade of C+ and above, the minimum entry into a university course, has been decreasing,
more so, in 2017 and 2018 in the whole country. In 2018 only 14 percent of the candidates
scored C+ and above and the trend in performance by gender are similar. For instance, only
16 percent and 12 percent of boys and girls, respectively scored C+ and above in 2018.
However more boys than girls attained mean grade E. This pattern highlights the ongoing
challenge of academic underachievement, among candidates in the county and in similar
schools elsewhere across the country. It also signals the need for targeted interventions in

curriculum delivery, guidance, and teacher stability at the secondary level.

There are several factors that contributed towards the achievement of the results. According
to Allen (2005), grades are valid measures of academic achievement of classroom learning,
while Onyara (2013) on school based factors influencing students academics performance in
Kenya Certificate of Secondary Education in Teso South District and Yambo and Tutoek
(2015), on contributions of school based socio-economic factors on students’ academic
performance in public secondary schools in Eldoret West Sub-County, Uasin Gishu County
do bring out the influence of teachers’ transfers on students’ academic achievement. Probably
the transfer of teachers left, right and center could be a key factor in this low number of
candidates achieving mean grades C+ and above and many candidates scoring mean grade E

and this is what the current study undertook to establish to fill the gap.
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Table 1.2:

KCSE Performance in a sample of the Sub counties of Kakamega

Sub-County  KCSE Entry C+and Above Mean Score  Mean Score  Deviation

Mean Grade 2018 2019
Kakamega 5306 108 5.431 4,701 +0.73
Central
Kakamega 4721 190 4.604 4.300 -0.304
South
Kakamega 61720 186 4961 4.836 -0.125
North
Lugari 7301 215 6.001 4.93 -1.081
Likuyani 6722 304 6.351 5.801 -0.55
Mumias 6243 370 5.771 5.403 -0.368

Source: Staffing office Kakamega County (2020)

The table 1.2 shows a sample of six sub-counties of Kakamega in KCSE performances 2018
— 2019. A look at the deviation column indicates a trend of consistent negative deviation.
This shows that not many students make it to the university. Several factors could be
attributed to the above declining KCSE performance in the County. This study aims at
establishing the part transfer of teachers plays in schools posting the dismal results above.
Rockoff (2014), believes that a teacher has great impact on individual student academic
achievement, but does not delve deep to show the impact of teachers transfers on the same
students whenever they happen. This is the gap this study endeavored to fill. Basically, the
study tried to establish that for students to realize good academic performance, for example,
in KCSE examinations, then stability of the teachers in schools is paramount and cases of
transfer should be minimally low. This is not the case currently in Kakamega County. The

tablel.3 shows transfer of teachers in Kakamega County from 2013 —2018.
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Table 1.3:

Transfer of teachers 2013 — 2018 Kakamega County

Year No of Transfers %
2013 113 7.5
2014 150 10
2015 140 9.3
2016 110 7.3
2017 90 6
2018 145 9.6

Source: Staffing office Kakamega County (2022)

From table 1.3 above, the transfer rates in this County are way above the national
recommendation of below 5% annually. There is a gap in determining whether this high rate
of transfers has an influence on academic performance among students and the magnitude of

this influence.

1.2 Statement of the Problem

Performance of schools in KCSE examination in Kakamega County has been quite varied but
generally ranging in performance from 2.025 to 8.25 in terms of mean scores, in which
majority of the schools register a mean score of less than 5.00 in Kenya Certificate of
Secondary Education (KCSE) as from table 1.2. This performance has been generally low on
a 12-scale perception index used to grade KCSE. Though there may be many causes for the

low performance, one of the issues that has emerged has been frequent transfers of teachers.
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Though a number of studies have been done on effects of teachers’ transfers on students’
academic performance, gaps have been identified as the studies were mainly one-sided, as
they only concentrated on teacher transfers. However, this study is different as it
simultaneously examined the influence of teachers’ transfers on students’ academic
achievement on the basis of transfers effected, transfers denied, and involuntary transfers on
students’ academic performance. Similarly, among the studies that have been carried out,
none had been undertaken in Kakamega County. This gave the study a fresh perspective
grounded in a specific and underrepresented context. By capturing a broader range of transfer
scenarios, the research offered a more realistic and practical reflection of the experiences of

these teachers and relation to student performance..

The academic achievement of students is determined by the level of experience and level of
commitment teachers bring in, as well as the level of disruptions in curriculum
implementation created by the transferred teachers. Personnel transfer, intra-system transfer
and promotion, frequent transfers, as well as transfers without replacement, cause
understaffing in any educational institution. Transfers within schools in Kenya have
intensified of late, more so with the freeze in teacher employment. These transfers among the
schools have led to mixed outcomes, both favorable and unfavorable. Records at Kakamega
County education office indicate that in the year 2014, a total of 150 teachers had been
moved on transfer in Kakamega County. Kakamega County contributed to the state of
students’ poor academic achievement in the country, as reflected in Table 1.2 and 1.3

respectively.
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1.3 The Purpose of the study

This study aimed to assess the influence of teacher transfers on students’ academic
achievement in public secondary schools in Kakamega County, Kenya. Specifically, it sought
to determine how teacher perceptions of transfers, satisfaction with work environments, and
policies controlling transfers affect KCSE performance. Unlike prior one-sided studies, this
research simultaneously examined transfer approvals, denials, and forced transfers to identify
their distinct effects. Ultimately, the findings were intended to inform policy decisions on
teacher deployment, retention, and transfer management to improve educational outcomes in

the county.

1.4 Objectives of the study
The study was guided by the following objectives:
(1) To determine how the perception of teachers towards their transfers impacts
students’ academic achievement in public secondary schools in Kakamega County
(i) To establish the satisfaction level of the working environment among teachers and its
impact on students’ academic achievement in public secondary schools in Kakamega
County
(ifi) To determine the effect of controlling teachers transfers on students’ academic
achievement in public secondary schools in Kakamega County
(iv) To evaluate the contribution of retention of teachers on students’ academic

achievement in public secondary schools in Kakamega County

(v) To examine how teachers' involvement in management of their transfers impacts

students' academic performance in public secondary schools in Kakamega County
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1.5 Research Questions

(i) What were the perceptions of teachers regarding the influence of their transfers on
students' academic achievement in public secondary schools in Kakamega County ?

(if) What was the relationship between teachers' satisfaction with their working environment
and students' academic achievement in public secondary schools in Kakamega County ?

(iii) What was the effect of controlling teachers' transfers on students' academic achievement
in public secondary schools in Kakamega County ?

(iv) What was the contribution of teacher retention to students' academic achievement in
public secondary schools in Kakamega County ?

(v) What was the impact of teachers' involvement in management of their transfers on

students' academic achievement in public secondary schools in Kakamega County ?

Further to research questions, the following hypotheses were evaluated:

Hoi: Teachers' perceptions of transfers have no significant effect on students' academic
achievement in public secondary schools in Kakamega County.

Ho:: Teacher retention and work environment satisfaction do not significantly predict student
academic achievement in public secondary schools in the County.

Hos: There is no significant relationship between controlling teacher transfers and improved

student academic performance in Kakamega County.

The objective of testing these hypotheses was to determine whether transfer-related decisions
and teacher experiences have measurable effects on learner outcomes. This helped in
assessing whether transfer policies and practices are aligned with the goal of improving

student academic achievement.
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1.6 Significance of the study

The results of the study are going to be beneficial to several stakeholders in several ways.
First, at policy level of formulation and implementation, the findings will provide concrete
evidence that can guide policy makers to come up with policy reforms related to teachers’
transfers. Secondly, learners, parents and other education stakeholders will stand to gain from
recommendations made relating to teachers’ transfers that are likely to lead to students’
academic achievement, making education to be a more viable investment. Thirdly, the study
findings could arouse the interests of other researchers who may be interested in similar
studies. Lastly, the study findings are likely to contribute to the enrichment of scholarly
activities in the field of education on matters related to teachers’ transfers, retention and

students’ academic achievement.

1.7 Justification of the study

Kakamega County is one of the counties in Western Kenya that has experienced high
prevalence rates of teachers’ transfers by way beyond the countrywide average of 5%
(Ariko & Simatwa, 2011). The County experiences poor academic performance among
schools as observed in Table 1.2 and this attracts the attention of stakeholders who link the
situation either to teachers who have overstayed in some schools or frequent movement of
teachers. Stakeholders, students and general community leaders have resisted the transfer of
some teachers in or out of some schools believing that the leaving of such teachers could
interfere with students’ academic achievement especially if the achievement of the incoming
teachers more so the principals were questionable. This study is therefore timely, as it

addresses a concern that is both data-driven and widely felt on the ground.

Though a number of studies have been done on effects of transfers on student performance,
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the studies were mainly one sided as they only concentrated on teachers’ transfers. Teachers
transfers as a topic has been studied from other countries and other parts of Kenya. Research
done by Ariko and Othuon (2012), on factors influencing secondary school teachers’ to seek
for transfer in Suba sub County, Kenya and Kizito, Chumba and Kindiki (2010), on trends
and effects of teachers’ attrition in secondary school education in Kenya were all found to be
worthwhile. However, gaps have been realized as administrative effects of teachers’ transfers
and their implication on students’ academic achievement in public secondary schools in

Kakamega County were yet to be explored.

This study was different as it simultaneously examined teachers’ performance on the basis of
transfers on request, denial of transfers on request and forced transfers as it tried to fill these
gaps. Similarly, among the studies that had been carried out, none had been undertaken in
Kakamega County. This was the gap that this study intended to fill. It is hoped that the study
findings will be able to provide concrete evidence to stakeholders to the extent to which
teachers’ stay and transfers have influenced students’ academic achievement in different

secondary schools in Kakamega County.
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1.8 The Scope

This research was carried out in Kakamega County and was confined to teachers’ retention
and transfers (voluntary or involuntary) and their influence on students’ academic
achievement. This study was concerned with teacher’ retention, transfers and students’
academic achievement since leaders and other stakeholders including TSC seemed to be in
agreement that there was correlation between teachers’ length of stay and transfer on
students’ academic achievement. The study aimed at assessing the extent to which teachers’
retention and transfers had impacted performance of different students as a way of providing
critical information that could serve as evidence to future policy decisions in matters relating

to teachers’ retention and transfers.

1.9 Limitations of the study

The limitations of this study emerged from the fact that various respondents could not have
promptly responded to the questionnaires and non-readiness for interview even on
appointment due to busy working schedules on part of the TSC staffing officer or too much
work load among teachers. However this was overcome by the researcher prolonging time for
the respondents to respond and rearranging of interviews, a state that increased response rate
to standard levels. Secondly some respondents had dreaded responding to questionnaires due
to fear of victimization. This was mitigated through strict confidentiality protocols, including
anonymization procedures and explicit non-disclosure agreements. Participants were
instructed not to write anywhere on the questionnaires any marks or tags for identification
which enhanced participant confidence in the research process. These methodological
safeguards resulted in improved response validity and reliability while maintaining ethical

research standards.

24



1.10 Assumptions of the study

The study was pegged on the following assumptions:

(i) That public secondary schools operate within the framework governed by the same
mandate and mission.

(ii) Achievement of students as reflected by KCSE mean scores were the true measure of
teachers effort

(ii1)) The mean scores students’ scored were the true measure of learning process in the
schools

(iv) The teachers’ were the main variables that influenced students’ academic achievement in
public secondary schools in Kakamega County

(v) All the participants would be honest and faithful in answering the questionnaire items and

interview questions

1.11 Theoretical Framework

A scholar Bennett (2017), called for the importance of having comprehensive hypothetical
model as a way of enhancing ones’ understanding of interpretations made. This study focused
on the influence of teachers’ transfers on students’ academic achievement in public secondary
Schools in Kakamega County. Education Production Function Theory (EPFT) as
propounded by Dawson (2018), Theory of Constraint (TOC) by Galli (2019) and Social

Exchange Theory (Albasu & Nyameh, 2017), were found to be relevant for the study.
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1.11.1 Education Production Theory

According to Education Production Function Theory (EPFT) as propagated by Dawson,
education constitutes a manufacturing process that transforms raw materials (inputs) into
outputs. These inputs encompass both tangible resources (goods) and intangible elements
(services/processes), where students serve as the fundamental raw material that undergoes
value-addition through pedagogical processing to yield educated graduates (final products)
for the labor market. However, the quality of productions is anchored on the quality of inputs
(raw materials) and quality of processing. Processing is influenced by the nature of tools and
equipment used in production process. In a situation where the raw materials are sub-
standard, poor tools and apparatus are used, mediocre outputs are created and this is an aspect

that bounds the competitiveness of the products on the market.

Production Perception has been introduced in education because education system is also
considered as an industry since inputs are pooled and converted into final products which are
normally replicated by students’ academic accomplishments. Inputs are taken as services or
goods or services that are used in the production process while outputs are goods or services
that are resultant from production process. The quality and quantity of output is influenced by
the quality and quantity of inputs. However, it would be possible for achievement of

quantitative objective without qualitative objective or achievement of none at all.

Education Production Function (EPF) presents a mathematical association between
quantifiable aspects of inputs and outputs in the learning process represented as follows:
Qx=f(PX,PXz ..o, Pxy)

Where Qx represents education output, f represents the function of input variables and

PX{iiiiiiiiin, Px, represent input variables which include school and out of school
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factors

In the context of this study, key input variables such as teacher retention, teacher involvement
in transfer decisions, and working environment satisfaction (Px:—Pxs) are seen to influence
student academic achievement (QX) in KCSE. For instance, a school where a well-
performing principal is retained (Px:) and teaching staff experience minimal disruption due to
involuntary transfers (Px2) may achieve significantly better output (QX) compared to a school

facing constant staffing changes.

Education Production function has its origin traced to Theory of Production spread by
economists who operated on the basis that operation should be at a level of technical
efficiency. At this level, individuals in charge of production seek to attain the highest level of
output from a given production process (Doom et al, 2020).Though the evaluation of
education outcome has been contentious, there is a general consent that academic attainment

is the dominant definable measurable goal (Fiel, 2020).

However, EPFT can be criticized for working on assumption that there is automatic linear
relationship between input and output and technical efficiency is achieved in Education
Production Process all the time. Similarly the assumption that production in education is only
reflected through academic performance which is measurable is unrealistic since the
assumption is that if a person failed the examination as represented by lowest academic
attainment, then teachers did not work and the students did not learn, meaning no production
has taken place. However, the student through schooling could have gained immeasurable
soft skills such as negotiation and public relations that are critical for harmonious society. At
the same time achievement in examination could also be influenced by external factors that

could hinder achievement of technical efficiency such as child’s upbringing and the nature of
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food taken by the mother when she was expectant. The scholars like Gadsden, Rylatt, Lomas,
Robinson (2003), carried out research that was intended at establishing the consequences of
child care, maternal education and family literacy on Childs’ academic attainment. The study
established that there is high correlation between parental involvements at early stage in

children’s learning and child’s academic achievement in school.

Despite this weakness EPFT is rich in positive aspects that if well implemented can lead to
development of skills in both qualitative and quantitative terms to drive a country’s
development agenda. As such the theory is found to be relevant for this study. In this study
the EPT could be expressed as follows;

Qx=f(Px1, PX2 , PX3, PX4,PXs). Where:

Qx=Academic achievement as represented by attainment in National Examination, Px;=Time
taken to replace the transferred teacher, Px,=Time of the year when the transfer was taken,
Px3 =Type of transfer (voluntary; promotion, forced, denied transfer), Px,=Where the teacher

was transferred from, Pxs=Personal attributes of the teacher (such as experience, age).

This model reflects the realities experienced in Kakamega County, where delays in replacing
transferred teachers, involuntary transfers or abrupt mid-year transfers among others often
disrupt learning continuity. By identifying how these specific input factors (Pxi—Pxs) shape
KCSE outcomes, the study illustrates that teacher transfer practices are not just administrative

decisions, they directly impact learner success.

According to EPFT, where there is adequate provision of relevant inputs as reflected by
numbers (adequacy) and where possible quality and with the right processing, the right output
can be achieved. This implies that transfer of teachers at the start of the year, on request, on

promotion, those who are experienced and to the areas of their choices are likely to be
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translated to high level of commitment by teachers and are likely to be reflected in high
academic attainment of students. It therefore implies that transfers that are done in the course
of the year are likely to be disruptive particularly if such teachers are handling examination
classes. Similarly, denied and forced transfers are likely to impact negatively on learners
level of academic achievement due to reduced level of commitment of the teachers

concerned.

1.11.2 Theory of Constraint

The Theory of constraint was propagated by Galli (2019) and it provides a critical framework
for examining systemic barriers in teacher transfers, management of these transfers and the
impacts on student performance.. A constraint is defined as a hindrance or an obstacle in
exploit of a specific pre-determined objective (Galli, 2019)). Thus accomplishment of a given
objective can only be reached if the restriction is recognized and vindication measures
instigated for the elimination of the constraint. Hence constraint obstruct functioning
effectiveness of a business thus limiting its capacity to offer timely, adequate and quality
services including management of teacher effectiveness. In this study, common constraints
such as delayed teacher replacements, denial of requested transfers, or poor consultation or
feedback mechanisms to name a few are viewed as barriers to achieving optimal student
performance. ldentifying and addressing these constraints can help schools and the TSC
make teacher transfer policies more responsive, ultimately improving learning outcomes.
Additionally, for the purposes of this study, constraints are barriers within the educational
environment as well as factors at the teachers’ personal level, such as domestic issues, that
are likely to interfere with curriculum delivery by affecting the teachers’ level of
commitment. The Theory of Constraint (TOC) has been established and proven to be

workable in enhancing performance and efficiency in various systems, and it ensures quality
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and reliability in outcomes (Shipiro & Stefkovik, 2015), making it relevant for this study.

1.11.3 Social Exchange Theory

Some scholars, such as Albasu and Nyameh (2017), describe Social Exchange Theory (SET)
as a psychosocial and sociological framework suggesting that stability or change within an
organization arises from negotiated interactions among parties engaged in a relationship.
According to SET, all human relationships are governed by a subjective cost-benefit analysis
and comparison of alternatives. The theory draws from psychology, sociology, and
economics. Costs in such relationships are assessed in terms of time, effort, and resources
invested, while benefits are weighed in terms of perceived value or gain. Thus, individuals
invest in relationships only when the anticipated benefits outweigh the costs, and persistent

negative returns lead to withdrawal or disengagement.

SET emphasizes belief, obligation, loyalty, satisfaction, and values built over time, which
shape relationships more than formal contracts (Kilincaslan et al., 2019). The foundation of
interaction in these relationships is the pursuit of mutual self-interest (Corbally, Wilkinson, &
Fothergill, 2020). In the context of education, the teacher-employer relationship is a prime
example of such an exchange, where the satisfaction and well-being of teachers have direct
implications on their performance and, by extension, student achievement. When applied in
this study, SET suggests that addressing teachers' personal concerns—such as geographical
separation from family, poor working conditions, or lack of motivation—can minimize the

need for frequent transfers, fostering stability in schools.

A study by Kimani, Kara, and Njagi (2013) found that teacher-related factors such as lateness
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and absenteeism negatively affected syllabus coverage, which in turn lowered student
performance in national examinations. The Teachers Service Commission (TSC), through its
transfer policies, holds the capacity to support teacher needs, thereby enhancing teacher
presence and effectiveness. When teachers feel valued and supported, they are more likely to
commit to curriculum delivery, ultimately translating into improved academic outcomes for

students.

From EPFT, it is recognized that education is an investment which requires resources such as
teachers in order to have it successfully undertaken. However, teachers as a resource in
production have constraints which are likely to hinder their ability to effectively undertake
their duties. Therefore, TSC has an opportunity of addressing teachers’ needs through
transfers, a situation that is likely to see teachers settle down for better performance and

therefore EPFT, TOC and SET theories are found to be relevant for this study.
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1.12 Conceptual Framework

A conceptual framework provides the theoretical structure that explains the relationships
between key variables in a study (Orodho, 2009). For this study, the framework visually
maps and logically connects: Independent Variables (Teacher transfer factors), Dependent
Variable (Student academic achievement - measured by KCSE performance) and Intervening

Variables (Government policy).

INDEPENDENT VARIABLES
DEPENDENT VARIABLES

Influence of teachers’ transfer

) ) Student academic achievement
* Teachers perception on their transfers

* High mean score

» Level of satisfaction of working >
) * Increased completion rate
environment
. * Numbers proceeding for further
* Controlling of teachers’ transfer
education

* Retention of teachers
» Teachers involvement in management of

their transfers

MODERATING|[VARIABLES

Government policy
» TSC policies: Hiring/Transfer

* Political intervention

FIGURE 1.1 CONCEPTUAL FRAMEWORK SHOWING THE RELATIONSHIPS BETWEEN

KEY VARIABLES OF THE STUDY
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The Conceptual framework of the study was hinged on the basis that TSC has policies
concerning hiring and transfer of teachers. On the basis of transfer policies, TSC can act on
transfer requests of teachers, deny the requests or even initiate involuntary transfers.
Regardless of the form of transfers, teachers’ transfers have implications on teachers’ level of
teamwork as reflected by collaboration, commitment, absenteeism and even general
acceptance of the new working environment as the intermediate outcome. These actions in

the long run have implications on  students’ academic  achievement.

The study's interdependent variables shows a dynamic relationship where teacher transfer
factors —including perceptions, work environment satisfaction, and retention—directly shape
student academic achievement through curriculum continuity and teacher commitment, while
government/ stakeholder policies critically influence this relationship by structuring transfer
protocols and interventions. For instance, TSC’s hiring/transfer policies determine whether
teacher redistribution stabilizes or disrupts schools, thereby amplifying or mitigating the
impact on KCSE mean scores. Simultaneously, teachers’ involvement in transfer decisions
may enhance job satisfaction, but its positive effect on student performance depends on the
consistency of policy implementation. Political interference, however, can distort this system
by prioritizing non-educational agendas over merit-based transfers, disproportionately
affecting completion rates in vulnerable schools. Ultimately, the interaction of these variables
highlights that teacher transfers alone cannot predict academic outcomes; their effects are
filtered through institutional policies and localized implementation which is seen in

Kakamega County’s public secondary schools.
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1.13 Operational Definition of Terms

Academic Outcomes:

Administrative effects:

Demographic variables:

Efficiency:

Equity:

Instructional practices:

The measurable results of all teaching-learning processes
within a school system, reflecting both quantitative and
qualitative achievements of students e.g Improved means cores

in KCSE exams and transition rates to university education

Transfer factors that undermines effective  school

Administration

Personal factors that contributes towards the teachers’

performance such as age and gender.

Efficiency refers to the optimal utilization of
educational resources (human, temporal, physical, and
financial) to achieve maximum learning outcomes with
minimal waste. In this study, efficiency is examined through
these main ways: Continuity of learning when transfers occur,
Cost-effectiveness of transfer logistics, and Balanced

distribution of experienced staff across schools

The quality of being equal or fair, impartiality

and even handedness in any dealings

Methods, strategies and techniques used by teachers to
facilitate learning and promote student understanding in

educational settings
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Performance:

Policies:

Principal:

Public Schools:

Students’ achievement:

Strategies:

Teacher:

Teacher transfer:

The act of carrying into execution or actions
achievements, accomplishment, representation by action of all
undertaking by duty.

Formalized guidelines, rules, and frameworks
established by governing bodies (e.g., TSC, Ministry of
Education) to standardize decision-making and achieve
equitable outcomes in teacher management e.g TSC Transfer
Guidelines which outlines Criteria for teacher relocation

(experience, performance among others)

The chief administrator of the school

Schools that are owned and run by the government

Performance in the examination conducted by a school

These are measures put in place to reduce
teacher transfer like localized deployment: Prioritizing posting
teachers to schools near their home areas to reduce relocation
requests and TSC enforcing transparent, merit-based transfer

criteria (e.g., minimum service, hardship allowances).

An educator in a public secondary school

A teacher transfer is an agile alteration in assignment within
the County or country form one school to another during the

academic year
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CHAPTER TWO
REVIEW OF RELATED LITERATURE

2.1 Introduction

This research endeavored to assess the influence of teacher transfers on students’ academic
achievement in Kakamega County. It was done under the following sub topics based on the
main objectives of this study; perception of teachers towards their transfers on students’
academic achievement; Levels of satisfaction of working environment among teachers on
students’ academic achievement; effects of controlling teachers’ transfers on students’
academic achievement; contribution of retention of teachers on students’ academic
achievement and finally the influence of teachers’ involvement in management of their

transfers on students’ academic achievement.

2.2 Perception of teachers towards their transfers on students’ academic achievement

Teacher transfers are active processess that involve changes within the sub-County,
County or outside County ( country) aimed at balancing the needs of both teachers and
administrators (Shaheen, 2016). Teacher’s transfers can be classified as production, rotation,
replacement or remedial (Hassan, 2016). However Farzan et al, (2012), classified teachers’
transfers into two classes namely voluntary and involuntary. Voluntary transfers being the
transfers that are initiated by the teacher for personal reasons while involuntary transfers
being the transfers that are initiated by the employer or employers’ agents. According to
Mahapatra (2020), transfers can be done for the purpose of suiting convenience of an

organization or for the convenience of an employee
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The concept of teachers’ transfers is highly linked to several Human Resource Movement
functions such as motivation, commitment, moral, recruitment, induction and others .If there
is high turnover; it is an indication that there could be problems with other HRM related
functions in the schools (Hartnack, 2017). The unmotivated and uncommitted teachers could

have serious negative consequences on the learning process of the students.

According to Ulfatin, Mustiningsih, Sumarsono and Yunus (2020), when a teacher transfers,
one does not expect the loss in morale and effect on output that such administrative
movements could carry. Where workers feel excluded, profound discontent could emerge.
Promotion of workers or those who may be recruited from outside, might also encounter
challenges while coping with their new job situations. Where the teacher undertakes the

sense of choice making, morale is less expected to decline.

Problems might also emerge when the teacher is not involved in initiation of transfer while
Ulfatin et al, (2020), claims that problems might emerge when an employee is not involved in
the initiation of the transfer and so the current study dueled on the perception of teachers
towards their transfers on students’ academic achievement to fill the gap. A teacher who
initially worked independently but is subsequently transferred to a collaborative work
environment may perceive this change either as a reward or a punishment. The transfer may
be viewed positively if it offers professional growth opportunities, such as skill-sharing,
mentorship, or reduced isolation and negatively if it disrupts autonomy, imposes unwanted

teamwork dynamics, or reflects dissatisfaction with their prior performance.

The critical factor is that the future of the students is at stake. The teachers contribute much to

the educational advancement or regression of the students. High transfer request by teachers
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could be traced to in effective recruitment (Weiner & Woulfin, 2018). Frequent transfers of
teachers take heavy toll on schools. On average it could take about a year to get rid of poor
teachers. The higher the level of transfers in the schools the more damage they may cause
between transferring and firing (if indeed the teacher is ever let to go) and the former is better
as the teacher is on payroll and in the school. However, it could be argued that a lot of
management time is taken up with problems associated with the teacher. For example, when

the transfered teacher takes a lot of time to settle in their new station.

On teachers’ gender; studies have found that male and female teachers’ transfer rates are
similar. In their five year study of teachers, Gulosino and Rorrer (2019), found no significant
difference in the percentage of male and female teachers transferring in districts or leaving
the profession. Females were more likely to cite pregnancy and child rearing as reasons for
leaving / transferring from the profession (Fagernds & Pelkonen, 2018). Most secondary
school teachers leave within their first five years of practice. In USA according to the
National Centre for Education Statistics (NCES), approximately 40 to 50 percent of new
teachers left teaching entirely within the first three years of employment (Vagi &
Pivovarova, 2017). Among this group 25.5 percent left within the first three years, 32 percent
left between the third and fourth year and 38.5 left between the fourth and fifth years (Vagi

& Pivovarova, 2017).

Possible reasons for moving or leaving were related to certain ineffective instructional
practices. Teachers who gave less instruction to the students when preparing them for the
assignment or task to be completed due to poor content delivery approaches in teaching
specific subjects or skills were more likely to leave the profession. They were also observed

to be using too few resources in their lessons. If poor instructions occur and few resources
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were utilized, students could easily fall behind, which slowed the progression of the class and
created learning gaps. These factors caused stress to the teachers and this could contribute to
them leaving. Conversely, teachers who spent less time instructing students on tasks or who
were less resourceful in using materials could have already been gradually disengaging from

their roles as teachers before deciding to transfer.

Studies done by Taut, Taut, et al, (2016) and Hanushek and Rivkin (2010), indicated that
teachers influenced students’ learning more than other school based factors hence, their
sudden transfer without proper replacement strategies normally threw the school
administration out of balance and caused eventual administrative problems. Those who were
most effective were likely to leave the schools that needed them most (Allensworth; Ponciak
& Mazzao, 2009). On average teachers with strong academic backgrounds were approved to
move to higher income schools with better student achievement, if they did not leave the
profession altogether. Research done by Bold, Kimenyi, Mwabu, Ng’ang’a & Sandefur
(2012), suggested that when typically novice teachers were replaced by even newer teachers
students took more time to get used to them and consequently this sometimes caused students

to go into rampage as they made various demands.

There was an exception to the rule that promising teachers left high poverty schools to work
in urban area schools. According to Aobdia, (2018), there are high levels of employee
transfers or the need to leave due to dysfunction and low performance in an institution. The
need to transfer due to dysfunctional and low performance among teachers contributes a
great deal for teachers to seek for transfers (Aobchi 2018). The researcher seeks in the
current research to establish whether the interest of the teachers are captured in this whole

scenario before transfers are done and this is the gap this study intends to fill. Teachers’
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transfer applications raise the queries about the professional gratification of teachers and
probable consequences for the institutional general performance. Therefore the issue of
teachers’ transfer requests could be minimized if initial posting of the teachers took care of
teachers’ interests. The literature does not capture teachers’ interest when they seek for their

transfers and this is also the gap this study is designed to fill..

Teachers are a vital part to the accomplishment of any change drive in schools. Tragically,
the growing field of teacher change informs us that change in schools is about struggle,
capriciousness, obstruction, and some loss of self-image (Zembylas & Barker, 2007). This is
comes by acknowledging that, throughout their vocations, teachers encounter change
consistently (Hargreaves, 2004). Teachers experience constant change and commotion as new
directors, being reassigned to another school, or showing an alternate class. Change of this
nature in and of itself is difficult for teachers as genuine passionate suffering (Hargreaves,

2004).

In expansion to school-related change, most teachers in metropolitan U.S. schools had
experienced emotional changes in social qualities and populaces, which often left them won
out and with low feeling of efficacy (Seashore, 2009). This change was out of the control of
the school local structures and this caught numerous teachers off guard. Moreover, since the
1990s, huge scope instructive change developments that were remotely mandated by the
bureaucratic and state legislatures negatively affected the teachers (Hargreaves, 2004).

Teachers face a lot of nervousness over change. This nervousness is characterized as stress or
pressure as one moves to a completely new or different environment. Different wellsprings
of teacher uneasiness incorporate time requests, difficulties with students, huge class

enrollments, monetary imperatives, and need of educational assets .Teachers react to their
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anxiety in various ways. One way is to giving in to discouragement and exhaustion
(Friedman, 2000). This prompts educator burnout, which makes many teachers to leave the

profession (Friedman, 2000).

School leaders should have the option to distinguish and provide backing to teachers who are
managing undeniable degrees of nervousness. Administrators can embrace steady supervision
styles, obviously state objectives, discuss transparently with teachers, encourage collegial and
social help and give proper expert development (Friedman, 2000). What's more is how much
teacher anxiety varies with the kind of progress proposed. Teachers confronting incremental
changes will generally deal with their tension levels better compared to those confronting
profound change (Kearney & Smith, 2009). Steady change will in general be harmless and
transformative. Nonetheless, profound change is progressive, and requires a leave of past

practices, perspectives, and convictions.

School administrators need to screen and manage their teachers' anxiety levels to improve the
probability of the teachers' being responsive to proposed change initiatives. While leaders are
viewed as the influencers, they also face uneasiness when ordered to carry out change drives
at their stations. According to Starr (2011), administrators collectively view driving major
change as one of the most troublesome parts of their occupation alongside managing difficult
individuals, with the two frequently being interlinked. These principals accept that their staff
sees them as the purveyors of unpopular policies and procedures (Starr, 2011). Strained to
perform well on state commanded government sanctioned tests at the secondary school level

might be a major contributor to the principal’s uneasiness.

This study was meant to highlight the Perception of teachers towards their transfers and its
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impact on students’ academic achievement. Teachers’ Service Commission (TSC) has been
carrying out balancing activity since 2003 by moving teachers from overstaffed areas to
understaffed areas. However, the exercise has faced great resistance (MOEST, 2005).
Teachers have been reluctant to shift from their previously conventional places to distant
areas, places reflected as hardship areas or from urban to rural areas or vice versa. These
teachers feel that they are forced to be transferred to these places or their input is overlooked
and so some of them are prompted to resist some of these transfers. This highlights how
some teachers perceive TSC and their transfers as being inconsiderate or dismissive and this
is seen in their attitudes even in their new work stations and hence affecting student

performance.

2.3 Levels of satisfaction of working environment among teachers on students’ academic
achievement.

Teachers make up the core of the schooling system, and their influence on student
performance is widely recognized (Wamukuru, 2016). Their levels of satisfaction range from
very satisfied, moderate/neutral, or very dissatisfied and directly shape their commitment
and, consequently, this is reflected in the academic achievement of their students (Kipruto &
Kipruto, 2018). According to Skaalvik and Skaalvik (2017), teacher job satisfaction strongly
correlates with teacher motivation, retention, and student learning outcomes, especially in
high-pressure academic settings. When teachers are satisfied or happy, they invest maximum
effort, ensuring timely syllabus coverage and collaborative teamwork. Conversely,
dissatisfaction, brought about by poor working conditions or domestic distractions, often
leads to teachers making transfer requests, disrupting institutional stability and student

outcomes.
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Academic achievement at any point is a cumulative function of current and prior family,
community, and school experiences. A study by Hanushek et al. (2005), National Bureau of
Economic Research, postulated that the entire process would require complete family,
community, and school histories, and such data is rare if ever available. While Hanushek et
al. claimed the entire academic success process required complete family, community, and
school histories, the current study concentrates on the levels of satisfaction of the working

environment among teachers and its influence on students’ academic achievement.

Comparatively, in Pakistan, research by Gershenson (2021) found that responses from male
and female head teachers explained that many problems ensued in every respect as a result of
teachers’ transfers on overall school performance. The schools' efficiency fell low as schools
faced high dropout rates; they suffered poor results, and this caused a decrease in the quality
of education. Consequently, this made some students migrate to other schools in pursuit of

quality education, and this was attributed to poor working conditions among teachers.

For the improvement and betterment of educational attainment, nations further financed
school infrastructure for better academic performance of the students, making students’
academic achievement a critical constituent for measuring the quality of education provision
(Chen, 2019). Therefore, the number of quality teachers goes hand in hand with their
adequacy. The number of teachers in an institution determines the student-to-teacher ratio,
which has a greater influence on students’ academic achievement. Where there were few
teachers in a school, there could be a high student ratio, which ends up compromising

individualized learning (Onsomu, 2014).

Teachers’ transfer patterns have revealed that teachers would always seek transfers to move
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to a region that is relatively advantageous in terms of working conditions, a situation that is
identified to be the major cause of inequality in the distribution of teachers. However, some
requests for transfer for some teachers can be denied as a way of containing the imbalance,
though such denial is also likely to negate the level of productivity of teachers. Therefore,

teachers’ transfers both positively and negatively affect students’ academic achievement.

Affirming the same position, Boyd et al. (2011) stated that teacher adequacy determines the
quality of education provision. The adequacy of teachers in schools could be determined by
the Student-to-Teacher Ratio (STR). The ratio tells whether a school has adequate teachers or
not. The gain of having a low student-to-teacher ratio is that the teacher has few students to
handle, a situation that increases teacher attention to individual students, which ensures good
academic performance. However, a high STR implies that a teacher handles a larger number
of students, making it difficult for the teacher to give individual attention to each student and
their problems. This situation is more likely to end up compromising students’ quality, as not
all of them are likely to realize their full potential due do unchecked laziness, truancy among

other factors (Beteille, Evans & Yuan, 2021).

According to Kim and Cho (2020), job satisfaction is a function of two variables: the level of
teachers' mental state concerning their work, which entails the employees' general feelings
about their jobs, and the second being job surface satisfaction, which has feelings concerning
definite job features, such as salary, benefits, work pyramid, growth prospects, work
atmosphere, and the excellence of relationships with one's co-workers. This implies that if
the working environment leads to dissatisfaction of an employee, the level of one’s output

decreases.

44



Job satisfaction hinges on intrinsic (mental state) and extrinsic (salary, benefits, work
environment) factors (Kim & Cho, 2020). Dissatisfaction reduces productivity, a finding
echoed by Grissom (2011) and Carver-Thomas and Darling-Hammond (2017), who note that
transfers can either improve or worsen performance based on post-transfer conditions. For
example, Kraft, Papay, Wedenojah and Jones (2020) observed that involuntarily transferred
teachers often had lower value-added scores in mathematics and sciences and were
characterized by higher absenteeism in their first year, perpetuating poor performance in their

new schools.

Work satisfaction is a key motivator (Dinham & Scott, 2004). Karpin (1995) found that
schools with ideal student-teacher ratios, rewards, and teacher commitment outperformed
others. Conversely, very dissatisfied teachers exhibit absenteeism, aggression, and high

turnover (Mwamwenda, 1995; Halder, 2010), directly undermining student achievement.

Teachers’ work satisfaction is controlled by how much the individual sees work-related
necessities as being met singly. A few variable measures can also be utilized to quantify
work satisfaction, and such unknown representative satisfactory studies directed in areas like
strengthening, cooperation, correspondence, and associated connection. Satisfaction of
human resources finds a close connection to a highly energetic staff. The motivated staff then
produces dependability or obligation to an organization, resulting in greater usefulness and
lower turnover rates. This is according to Karpin (1995) in a review that depended on a
sample of 57 schools in Britain and concluded that those learning institutions with abundant
learning and showing good performance, ideal student-teacher proportion, praiseworthy
responsibility, and good prize and motivator for teachers performed better in contrast to

learning establishments that did not provide the same. It is generally seen to be
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straightforwardly connected to usefulness just as to individual prosperity (Karpin, 1995).

Teachers’ working conditions play significant roles in work satisfaction. Working conditions
and workplace in a task incredibly determine the satisfaction levels of teachers. Teachers are
worried about their workplace for their own comfort just as for working with effectiveness at
work. Ellis and Dick (2002) suggested that the condition of working conditions of
instructions must be worked on in ways contrasted with other school graduates. For example,
most optional teachers have restricted admittance to an office, PC, telephone, or security.
Remuneration is additionally not tantamount to work requiring comparative degrees of
schooling and movement, and the responsibility is huge that it denies many, if not most
teachers, the option to dominate in teaching without unjustifiable difficulty and giving up of
one's own priorities. A worker’s general satisfaction in his occupation is the consequence of a
blend of variables. The administration's job is to improve a worker's work satisfaction by

establishing a positive workplace (Allen & Meyer, 1990).

The signs of dissatisfaction at the workplace include low results, turmoil in the workplace,
freak and fierce conduct at or outside the workplace, continuous showdowns or contention
among bosses and administrators, non-participation, strikes, and brutal exhibitions as well as
increasing non-attendance among teachers and exorbitant turnover (Halder, 2010).
Ngimbudzi (2009) saw that the sign of occupational satisfaction had been the suggestion for
the teachers just as for the instructive framework wherein the person is utilized. The
mentality of the teacher, their actual prosperity, truancy and turnover, just as accomplishment
in calling, are on the whole subject to the level of occupation satisfaction experienced by the

teachers.
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In a research done by Mwamwenda (1995), referred to in Nyagaya (2015), on the elements
influencing position satisfaction among optional schools among white teachers in South
Africa, the factors that arose out of these examinations were dealing and relating to working
conditions, relationships with directors, partners and students, proficient turn of events, the
executives styles, and local area inclusion. Factors influencing position satisfaction among

white teachers covered an expansive range and included extraneous variables.

In Namibia, a review by George, Louw, and Badenhorst (2000) on work satisfaction among
metropolitan auxiliary teachers utilized study plan and elucidating insights (mean and
standard deviations). The discoveries showed that Namibian teachers encountered a lower
level of occupation satisfaction contrasted with an American standard gathering. The study
likewise demonstrated that roughly 66% of the Namibian teachers experienced significant
degrees of disappointment with characteristic variables, while almost 90% encountered a

demeanor towards extraneous elements that changed from nonpartisan to satisfaction.

Research led by George, Louw, and Badenhorst (2000) on the variables influencing position
satisfaction among dark female teachers in South Africa showed that all the work satisfaction
factors spun around the educator's students, their education, and their own security. It was
evident that they looked for work satisfaction inside their study institution. Factors
concerning their own life and their associations with partners were additionally tested, and
they highly demonstrated that characteristic variables assumed a significant part in deciding

position satisfaction.

In Kenya, teacher dissatisfaction stems from poor pay, inadequate promotions, and harsh

working conditions (Mutie, 1993; Okumbe, 1998). Nyagaya (2015) highlighted how
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infrastructure gaps and heavy workloads lowered satisfaction and results in public secondary
schools. Similarly, Orodho and Waweru (2013) linked high turnover to dissatisfaction,
exacerbating teacher shortages and poor student performance. According to Wanyama
(2013), teacher transfers without replacements increase student-teacher ratios, making the
work of remaining teachers harder, harming academic achievement. Murunga, Indoshi, and
Okwach (2019) add that teachers are rewarded for high KCSE scores, but dissatisfaction

undermines their motivation to deliver such results.

Odhiambo (2005) emphasizes that teacher accountability is critical for quality education, as
affirmed by Kenya’s TSC performance appraisals. Unsatisfied teachers, however, are less
likely to meet these benchmarks, perpetuating cycles of poor achievement (Binta et al.,
2019). Globally, education is valued for its socioeconomic returns (Wekesa, Okemwa, &
Kipkoech, 2021). In Kakamega County, addressing teacher satisfaction gaps is thus vital to
improving student outcomes and bridging existing research disparities (Zembylas &

Papanastasiou, 2006).
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2.4 Effect of controlling teachers’ transfers on students’ academic achievement

Teachers’ transfers are common occurrences in education and directly impact student
performance. Qualified teachers in both advanced and emerging countries are quickly
becoming the toughest personneld in the education occupation to entice and hold and are the
most expensive to educate (Chen & Dahlman, 2005). When frequent transfers occur, schools
often resort to hiring underqualified teachers, disrupting learning continuity. Studies showed
that there are often widespread engagements of contracts of under-qualified teachers in
secondary schools working outside of the public system. This study focused on how
controlling and balancing transfers affects the overall performance of students in Kakamega

county.

Teachers view transfers as a solution to immobility when old staff and low movement
impeded normal inflow of new staff (Jacobs & Crowell 2018) however the current study
concentrated on the effect of controlling teachers’ transfers on students’ academic
achievement to fill the gap in research. Therefore there is a general consensus that transfers
could be productive, and at times very disastrous depending on how they are handled by the

respective bodies.

Teachers’ transfer-related variables are not few and significantly influence student learning
outcomes. They are both personal and interpersonal in nature, but working conditions play a
larger role in teacher decisions to change schools or leave the profession (Jenset,
Hammerness & Kilette, 2019), directly affecting classroom stability. Both Allen and Rhind
(2019) and Young (2018) concluded that schools with greater teacher autonomy have lower
transfer rates, which correlates with improved academic performance. According to Young

(2018), national turnover rates are lower in schools with fewer student discipline problems,
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while Carver-Thomas and Darling-Hammond (2019) found that transferring teachers often
cited student behavior as one of the concerns, a factor that undermines achievement when

left unaddressed.

According to Du Plessis and Mestry (2019), teachers tended to gravitate and eagerly to
move towards urban areas which they perceived as more developed and relatively affluent.
This is the situation that prompted some African governments to use incentives such as
pairing of teachers during recruitment and also providing monetary incentives for teachers
willing to work in rural or remote areas. According to Herbert and Ramsay (2004), while
acknowledging the fact that decisions about whether to enter and remain in the teaching
profession are ultimately personal; that was according to individual needs and circumstances,
they attributed transfers among teachers to several factors such as salaries and incentives,
working conditions, induction and professional development, assignment of gender issues,
recruitment and selection practices, work itself, career opportunities and work environment.

Where there were incompatibilities , then teachers’ transfers become inevitable.

According to Clotfelter, Ladd, Vigdar and Wheeler (2007), the concept of teachers transfers
is highly linked to several Human Resource Movement (HRM) functions such as motivation,
commitment, moral, recruitment, induction and others. If there is high turnover, it is an
indication that there could be problems with other HRM related functions in the schools that
ultimately undermine instructional quality. The unmotivated and uncommitted teachers could
have serious negative consequences on the learning process of the students, leading to poorer
academic outcomes. This is reinforced when they claim that most teachers would wish to
transfer due to occupational mobility, sometimes it could be an employee's choice, job and

personal security, others could want to get better pay or remuneration, better and clear
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working conditions or new positions. This is normally termed as promotion or upward
mobility but often disrupts student learning continuity. Sometimes it is due to acceptance to
change workplace; or during a relocation or restructuring of the school (merger,
consolidation activities) which frequently causes achievement gaps. Health conditions and
geographical mobility on the other hand can cause the physical movement of the teachers to
another location where there are perceived better development prospects either for the
teachers alone and that of family (Goldhaber & Ronfeldt, 2020) creating instability in

classrooms and lowering student performance.

In Pakistan Wedlock policy allow female teachers married in other districts or provinces to
transfer for the sake of family unity (Bakar & Salleh, 2017), components of job satisfaction
are to be evaluative, cognitive and behavioral. Behavioral components are what impact on the
performance of the organization. Some behavioral actions such as the high commitment
result from satisfaction with the working environment while disaffection is reflected in
negative behavioral actions such as; absenteeism, accidents, mental health, and overall life

satisfaction (Capote & Fermin, 2018).

One of the more extensively investigated topics in Industrial Psychology is the association
between job satisfaction and employee absence (Lakshmi & Swapna, 2019). If individuals
dislike their jobs then they would habitually call in sick, or simply look for a new opening
elsewhere. According to Wijayatunga (2018), in most developing countries teachers’ transfer
policies are ad-hoc and are pegged on elements such as own interests, partisan interferences
and other subsidiary aspects rather than guidelines aimed at improving the quality of
education. In certain situations, the specified procedures of teachers’ transfers have not been

established in contemplation to their impact on the value of education provision.

51



According to Franco, Bennett and Kanfer (2002), overstayed transfers are essential for the
effectiveness of a business. Overstayed teachers are likely to become less effective due to the
fact that they have remained in specific positions for a long period of time. Those who move
to new places are likely to perform better in those places particularly if other factors, such as
individual barriers, which upset their performance, are effectively tackled. This not only
enhances effective service provision but added to efficiency in the education system. In this
argument, it is perceived that teachers who change their working environment quite often can
perform better than someone who works in the same environment for an elongated period of

time.

Social factors could trigger teachers’ transfers or the need for transfer. This is a form of
mobility where teachers do not necessarily change jobs but move to areas of relative
affluence where they can work together with their peers and to an extent their families
(Maior, Dobrean & Psarelu, 2020). For instance in the US, teachers’ mobility trends are
influenced by among other things the students’ racial composition and poverty ratings and as
such many more white teachers tend to move away from the inner city towards the more
affluent suburbs or rural areas if they are to continue with their profession (Tran &

Dou,2019).

According to Wijayatunga (2018), a study was done on effects of overstayed teachers on
school management performance in Sri-Lanka. The study found that despite of the good
intents of overstay, teachers’ transfers significantly affected the administration and
academic achievement of both transferring and receiving institutions. It was established that
some of the teachers transferred had been extensively involved in undertaking strategic

plans in schools and transferred before completing them. Others transferred to schools where
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their area of expertise was not needed. Others who had been involved in middle
administrative level tasks became assistant teachers in their new institutions, a situation that
ended up negating positive effects that were envisaged to accrue from overstayed teachers’
transfers. This was indeed a clear pointer that envisaged benefits from transferred teachers
may not be realized unless the transfers were carefully undertaken putting in mind the needs

of the teachers, schools receiving and surrendering institutions.

Various studies attested to the fact that schools’ academic achievements were capable of
triggering transfer of teachers. As for Allen and White-Smith (2018), schools that normally
recorded low academic achievement were more likely to experience high level of teacher
turnover through transfers as opposed to high achieving schools. This position was affirmed
by Darling-Hammond and Sykes (2005), who undertook a study on teacher transfers in the
Carolina. The study established that low performing schools lagged behind other schools in

their ability to attract highly qualified teachers.

According to Phiri and Mulenga (2020), teachers were more likely to leave high poverty
schools because of poor working conditions (inadequate administrative support, limited
authority to make decisions and poor student discipline policies) than because of salary.
However raising salaries could lower transfers and attrition. Raising salaries could not reduce
transfers enough to be worth the expense (Allen & White-Smith, 2018) and to Suraweera and
Nishanthi (2020), in their study established that nationally teachers who transferred were
more critical of the schools’ instructional leadership compared to teachers who remained at

their schools.
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The conditions in which teachers operated upon play critical roles towards teachers’ seeking
for transfer (Marzam & Kelchtermans.2020). According to the report of the Council of the
Volunteer service organization (VSO), (2002), teachers’ security was one of the main causes
of teacher dissatisfaction and as such the need to address issues of security of teachers should

be of paramount importance as it play critical roles in promoting teacher retention.

According to Herbert and Ramsay (2004), while admitting the fact that decisions about
whether to enter and remain in the teaching profession are ultimately personal; that is
according to individual needs and circumstances; the authors attributed transfers among
teachers to several factors such as salaries and incentives, working conditions, induction and
professional development, assignment of gender issues, recruitment and selection practices,
work itself, career opportunities and work environment. When there are incompatibilities ,
then teachers can resign or seek transfers to move to another region affecting staff stability.

Students’ level of discipline is also a strong determinant in influencing teacher transfers.

A number of scholars like Zhang and Zeller (2016) and Ingersoll and Young (2018), have
attested that national turnover of teachers was lower in schools with fewer student discipline
problems. Similarly, Résénen, Pietarinen, Pyhaltd, Soini and Vaiséne (2020). Reported that
movers were most likely to report that students’ behavior was a factor that triggered their
movement. However, teachers remained critical in shaping behavior of learners and should
not be allowed to transfer on the premise of students’ indiscipline, where they themselves
were supposed to play a key role of shaping learner’s behavior. Teachers tended to seek for
transfers to move to areas where there were incentives like well disciplined and performing
students.

Sometimes well-intended involuntary transfers could be resisted on basis of envisaged
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disruption of family set up. According to Kim and Cho (2020), employees were increasingly
reluctant to take up job transfers due to its potential to cause disruptions on their family set up
or general quality of life. This situation is worsened when the affected teachers are only
remaining with few years to retire. For instance, Wijayatunga (2018), observed that over 71
percent of the teaching profession in Sri-Lanka is composed of women. The main reason for
attraction of women to teaching is the selected operational hours ended in the early afternoon
in many schools and working duration is restricted to 6 hours. Besides, the schools have three
formal vacations per year during which the teachers are rarely expected to provide any
services and have proved to be very attractive for women as they have adequate time to
concentrate on family issues in a culture where such tasks are mainly bestowed to women.
Therefore transfer of such teachers is likely to be counterproductive as they can have to
spend more time on transport and other matters that end up affecting their daily routine life.

This can end up not creating a good atmosphere in their new working place.

However sometimes Involuntary teachers’ transfers positively affect efficiency as it imposes
few resource costs, marginal administrative costs, as well as no implication on teachers’ pay.
There are multiple mechanisms through which an involuntary transfer might impact on
overall productivity. One mechanism is the potential change in the match of teachers who are
likely to have unique sets of attributes, for example instructional approach experiences,
working with particular student population and cultural competences (Hargreaves, Buchanan
& Quick (2021). The nature of transfers has the potential to impact on teachers’ effort. The
impact could have both indirect and direct effects. Indirectly, the threat of a transfer could
impact teachers’ effort at any school allowed to identify teachers for transfer.

These effects could be positive if teachers see the transfer threats as potential consequences

that increased effort could help them avoid. They could be negative if the transfer is seen as a
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threat that hurts teachers’ morale. Involuntary transfers can also have direct effects on the
effort level of teachers chosen for the transfers, though again, the predicted direction is
ambiguous. Transferred teachers may work harder if they see the transfers as signals that they
need to improve their performance or if they are relocated to school environment that
encourages extra effort because, for example, they are surrounded by more productive teacher
peers (Shea, Alemu & Visser, 2020). In contrast, they may decrease their efforts post-transfer
if they find the transfers demoralizing or discouraging and this may be reflected in the

performance of their students.

While advocating for transfers, it is observed that the overstayed transfers are important in
addressing efficiency issues in  an organization. The teachers are likely to become less
productive arising from the point that one has be in specific position for a protracted period of
time. If transferred to new location one is likely to perform better in a new place particularly
if other issues, like individual obstacles, which hinder own performance, are effectively
undertaken. This not only add to operative service provision as well add to effectiveness in
the teaching system. In this argument, it is apparent that if teachers change their own
operational location fairly, performance is likely to be relatively better than a case of one who
operate from the same setting for a lengthened duration. However, productivity of the
teachers could still improve without necessary transfer if the teachers are given opportunity
for professional development such as promotion to higher levels within the ranks to

experience the novel situations as well as change in the style of management.
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To a scholar like Feng (2009), teachers’ transfers have no effects on loss in the total supply of
teachers in the country, as experimental research have assumed that it s less important.
Transfers are therefore meant to ensure fair distribution of teachers among schools. Teachers’
voluntary transfers are meant to make the teachers to work closer to their homes or to avoid
personality conflicts with the principals. When teachers work far away from their own
families, the level of concentration is likely to be divided between performances of official
duties of teaching as well as loyalty to the families. Such teachers are likely to record high
rate of absenteeism as most time may be wasted traveling to their homes to meet their
families and attending to other domestic issues, the situations that is more likely to result to
low students’ achievement. Transfers can be used to solve problems of teachers such as
teacher absenteeism. The low achievement can be attributed to; non completion of syllabus,
hurried completion of the syllabus, inadequate time for revision among other issues that can

be linked to low levels of teachers’ commitments.

At the point when countries and regions experience teacher deficiencies, some endeavor to
help to improve the teacher supply by increasing teacher enrollment and surprisingly
bringing the bar down to enter the field. Notwithstanding, research shows that teachers
maintenance is additionally essential in diminishing deficiencies, all things considered,
including removal of teachers (Hargreaves, 2001). High turnover rates have been countered
by balanced continuous replacement of teachers by removal of the lazy or unproductive ones
and constant addition of more teachers into the system. As well as adversely affecting student
accomplishment, high educator turnover rates worsens educator deficiencies in light of the
fact that untrained and under-prepared teachers, those with the absolute most noteworthy
turnover rates, are regularly employed instead of the individuals who leave, coming about in

a spinning entryway of teachers.
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A vital issue to increasing the extent of teachers’ removal in the labour force is addressing
the elements that add to their choices to go to schools or leave teaching (Ronfedt et al,2012).
An expected 90% of educator request is driven by teachers who leave the calling. 66% on
request is brought about by teachers who leave for reasons other than retirement. 36%
teacher deficiencies for the most part result from intentional pre-retirement wearing down
(that is, teachers leaving the calling before retirement age). Teachers leaving schools or leave
the calling at a higher yearly rate 15% to 19%. While some teachers leave the labour force at
comparative high rates over the long period of time, movement rates (moving starting with

one school then onto the next) over the long time are a lot higher for experienced teachers.

According to Allen (2005), albeit, the general experienced teacher movement rate among
high school teacher turnover rates intensifies teacher deficiencies in light of the fact that
untrained and under-prepared teachers,those with probably the most noteworthy turnover
rates,are regularly employed instead of the people who leave, coming about in a rotating
entryway of teachers. According to Learning Strategy Organization on Enhancing the
Instructing Calling: How to enlist and hold teachers on transfer remained genuinely
consistent at 8%, the movement rates for teachers on transfer having expanded from 7% to
10% somewhere in the range of 1992 and 2013, brought about an augmenting gap between
leaving. Teacher leaving rates genuinely affect students who are generally affected. At the
point when a teacher leaves a school, it comparatively impacts the school and students as
though that teacher had left the calling through and through. Higher turnover rates among
teachers transferring excessively make students to leave and these are students teachers

deserve to frequently serve (Komakech, 2017) .
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As a way of addressing this challenge, Hedges (2002), observed that Ghana, established a
policy that involved posting newly qualified teachers in pairs. Those posted in pairs, drew
strength from the ready-made friendship, especially in hostile communities, even if they
could not have known each other earlier. There was adoption of a strategy where female
teachers were linked to rural deployment with teachers’ education outreach programs aimed
at helping female teachers to have a greater sense of control over their deployment to help
them balance their domestic and academic responsibilities so that student performance was

not affected.

According to Straub and Vilsmaier (2020), transfers have the ability to improve performance
of low performing schools only if transfers were systematically undertaken to move low
performing teachers out of low performing institutions with a policy initiated to ensure
replacement of more effective teachers. If involuntary transfers resulted in worse matches of
teachers’ skills and student needs, or if the transfers themselves hurt teacher productivity,
then potential gains to efficiency or equity would be affected. This would see very few

students being able to join institutions of higher learning like universities.

This position was supported by Cha (2020), who observed that Inter-school mobility of
teachers could worsen the difference in education quality across institutions if schools serving
under privileged populaces lost their finest teachers to schools serving more privileged
students. However, the switching of schools by teachers could have no consequences on the
delivery of teachers’ quality across schools and simply boosted the efficacy of the teachers
that moved. For instance, in a study done in Ghana by Hedges (2002), revealed that teachers

tended to be inclined and to be eager to move towards urban areas which they perceived as
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more developed and relatively affluent, a situation that had prompted some African
governments to use incentives such as pairing of teachers during recruitment and also
providing monetary incentives for teachers willing to work in rural or remote areas. In Kenya
this incentive is referred to as hardship allowance. Consequently, this has made more teachers
to opt to teach in rural and remote areas of the country which to an extent have made these
areas to receive quality teachers just like in urban and affluent areas (Yambo & Tuitoek,

2014).

Teachers’ transfers have two faces. One face which is positive where teachers transfers have
been used in addressing problems such as staffing, declining enrollment, poor performance
and budget cuts. For instance in Kenya, the government froze supply-driven teacher staffing
in 1997 and resorted to substituting only those gone under natural attrition. In 2001, teacher
deficiency was worsened with increase in student enrollment with introduction of the Free
Primary Education (FPE) (UNESCO, 2003). As such teacher rationalization programs
through transfers were envisaged to be the best option of achieving staffing in equity. This
involved the movement of teachers from schools that were envisaged to be overstaffed to
those that were understaffed. The second face of teachers’ transfers is attractive as transfers
are an avenue of renewal meant to promote professional development and better working

environment.

Reasons for teachers’ transfers in Kenya were stipulated by TSC (2004) and they were
mainly meant to serve the teachers’ interests. Transfers could be voluntary or involuntary.
Voluntary transfers were initiated by the teachers or the employer and could be often linked
to upward mobility after one has served in lesser position for some time On the other hand

involuntary transfers are initiated mainly as a disciplinary measure where teachers who could
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not be performing well could be transferred to another school with hope that the teachers’
may improve in performance in the new station.

Regardless of the form of transfers, transfers have an effect on form of teachers’ satisfaction.
Employees’ job satisfaction which is a function of positive attitudes or emotional
personalities could gain from labor or through aspects of work have been a center of focus for
researchers and on work and organizational psychology. The interests have been on premise
that there was a relationship between job satisfaction and the job performance. This is what
has informed TSC to embark on massive transfer of teachers more so principals across public
schools in Kenya. The objective of overstayed transfers is to ensure fair distribution of
talented and qualified teachers among schools and to increase the productivity of every public

school.

Research done by Ariko and Othuon (2012) and Yambo and Tuitoek (2014), raised concern
that teachers’ transfers needed to be controlled significantly. In fact, this has been in line with
the sentiments of TSC (2004), which postulated that teachers were supposed to stay in
schools for at least three to five years before they could be transferred in order to ascertain
their performance. This has been one of the government policies as a strategy of minimizing
teacher’s transfers. However, TSC has the power to transfer teachers as it has the
constitutional policy mandate. This position was indeed confirmed with mass movement of
teachers from North Eastern Kenya due to frequent Al-Shabaab attacks between 2012 and

2020 which caused staffing crisis among different schools of the region.

In Kenya, the purposes of teacher’s transfer are contained in the Teachers Service
Commission code of regulation for teachers. Among them is need to address the teacher’s

interests. Teachers can request to be moved from one station to another. Transfers are a used
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to promote as well as punish teachers for example those that are transferred on demotion due
to disciplinary action by the commission. Teachers’ transfers are also aimed at distributing
teachers to the public schools in the Republic equitably (Teachers service commission,
2004). In Kenya, TSC has advocated to embrace transfer as a way of enhancement of teacher
equity where teachers are transferred to understaffed institutions from overstaffed
institutions. There are cases where teachers are transferred by against their will with some of
these transfers being needless. Some teachers go ahead and apply for the transfers but they
are denied by the authorities. All of these situations have an impact on the overall

performance of the teachers and is reflected in the performance of the learners.

2.5 Contribution of Retention of Teachers on Students’ Academic Achievement

Scholars like Rivkin and Kain (2005) observed that academic achievement at any point is a
cumulative function of current and prior family, community, and school experiences, with
teacher retention playing a critical stabilizing role in this process. Teacher retention provides
instructional continuity that directly enhances student learning outcomes by maintaining
consistent teaching approaches and established teacher-student relationships. Research
demonstrates that schools with stable teaching staff consistently outperform those
experiencing frequent teacher turnover, as retained teachers develop deeper understanding of
their students' needs and maintain curriculum progression effectively.

While the study postulated that the entire process would require complete family,
community, and school histories, sustained teacher presence compensates for these

limitations by ensuring uninterrupted instructional delivery and consistency in learning.

Comparatively, in Pakistan, research by Goldhaber and Hansen (2009) found that male and

female headteachers reported severe disruptions to school performance due to frequent
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teacher transfers. Schools with low teacher retention rates faced declining efficiency, higher
dropout rates, and poorer academic results, ultimately reducing education quality. This
instability often forced students to migrate to other schools in search of stable, quality

instruction, demonstrating how teacher retention directly shapes achievement outcomes

Similarly, Farzan, et al (2012), in their study established that most teachers and head teachers
claimed that teachers' transfers affected their efficiency and competency in several ways.
Teacher transfers affected individual performances when teachers were transferred from their
current stations to new schools as the teachers had to face many issues like distance,
transport, socio-cultural issues and delay in delivery of the salary. When teachers are
transferred from the schools, there are many problems that lower their efficiency and hence
they fail to achieve desired outcomes. As teachers have their own identity by having the
required knowledge and skills, by devotions to their jobs, by using the methodologies, the
learning/teaching process moved in circles due to the frequent transfers because when
teachers are replaced by other teachers during the session, the learning process is suspended

for some time (Young, 2018).

Involuntary teacher transfers positively affect efficiency as they impose few resource costs.
Studies done by Kim and Sun (2020) and Shengnan and Hallinger (2020), indicated that
teachers influenced students' learning more than other school based factors hence, their
sudden transfer without proper replacement strategies normally threw the school
administration out of balance and caused eventual administrative problems. Those who are
most effective are likely to leave the schools that needed them most (Allensworth, Cashdollar
& Gwynne, 2021). Research done by Martin (2018), suggests that when typically novice

teachers are replaced by even newer teachers students take more time to get used to them and
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consequently this sometimes causes students to go into rampage as they make various
demands.

As for Aydeniz and Giirgay (2018), teaching is an art that entails a progressive process,
comprising of a multifaceted set of skills, a number of which can only be well refined on
uninterrupted job involvement, making the effect of teachers' transfers on educational
development to be comparable to attrition. The research done by Cook (2018), stated that
teachers' mobility and attrition could have very serious repercussions for schools with high
levels of loss or transfer as it normally affects the smooth running of administrative

programs.

When high volumes of transfers or attrition occur schools are more unlikely to fill gaps left
by experienced teachers with qualified replacements and consequently bring administrative
problems both to students and to schools in general. Consider a form two mathematics class
where Mr. Omondi, a veteran teacher with eight years' experience at the school, suddenly
receives a transfer notice mid-term. His replacement, a newly graduated teacher struggling
with classroom management, spends the first month merely learning students' names while
trigonometry lessons gather dust. In the staff room, the principal scrambles to redistribute Mr.
Omondi's additional roles as sports coordinator and math department head, overburdening
already stretched colleagues. Elsewhere around the school , form four candidates speak out
anxiously about their unpreparedness for the national exams, since their once-steady learning
trajectory now has been fractured. This administrative chaos, and student confidence
lowering becomes the inevitable byproduct of unstable staffing, leaving schools to patch

gaps with temporary solutions that rarely match the expertise of the leaving teachers.

Every teacher is unique on the basis of attitude, personality, and abilities and in commitment
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with the vocation and the cause. There are differential levels of knowledge among teachers
with some having extensive initial knowledge while others having limited knowledge. Some
teachers could choose to use the top down methodology in their instruction while others wish
to follow bottom up methodology in the classroom (Kassens-Noor, Durst, Decaminada &
Parcell, 2020). Due to this variation, transfer of teachers may lead to exposure of students to

new teachers as replacement which is likely to expose them to new approaches to teaching.

However frequent change of teachers during session is likely to be harmful to academia.
Affirming the negative effects of transfers of workers from an organization, Aura, Hassan
and Hamari (2021), observed that there is a possibility of transfers being disastrous to an
organization in the event of experienced workers leaving the organization with replacement
being novice workers. Teachers' transfers and low students' academic achievements have
been identified as two critical issues that have been derailing the tapping of the benefits of
schooling in enhancing national development. This situation has been traced to inability to

recruit and retain more competent teachers (Pitso, 2018).

Writing on negative effects of teachers' transfers, Feng (2005), observed that teachers have
their own entity by having the required knowledge and skills, by devotions to their jobs, by
using the methodologies, the learning/teaching process is moved in circles due to the frequent
transfers because when teachers are replaced by other teachers during the session, the
learning process is suspended for some time. Teachers' transfers have emotional effects
which may hurt their productivity more so during the initial period of transfers. This is more
so for involuntary transfers where the teachers could feel that transfers could be disruptive of

their own established family set ups (Chen, 2019).
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Scholars like Chen (2019), indicated that teachers influenced students learning more than
other school based factors hence, their sudden transfer without proper replacement strategies
normally threw the school administration out of balance and causes eventual administrative
problems. Research done by Boyd, Grossman, Ing, Lankford, Loeb and Wyckoff (2020),
suggests that when typically novice teachers are replaced by even newer teachers students
take more time to get used to them and consequently this sometimes causes students to go
into rampage as they made various demands. According to Klein, Young, and Bdse (2021),
high-performing schools are renowned by steadiness and stability of teaching. This means
that cases of teachers' transfers are minimal. This implies that transfers could be disruptive on

syllabus coverage, situation that could be reflected in negative students' achievement.

In USA Boyd et al. (2008), prescribed that high rates of transfers in USA made it difficult for
schools to attract and develop effective teachers and as a result low income and minority
students who attended the so called Hard-to-staff schools were routinely taught by the least
experienced least effective teachers. Consequently, problematic teachers' turnover persisted
in public schools that serve low income communities, making sustained improvement an
extraordinary challenge (Allensworth et al., 2021). The teachers' transfers have emerged as a

significant problem affecting school performance and students' achievement.

Realizing importance of teachers' stability in student's academic achievement, a number of
countries have adopted various strategies as ways of enhancing teachers' retention. For
instance the United States has adopted strategies of reduction in school size as a way of
improving the learning setting alongside other useful enticements (Feng, 2005). The
disruptive effects of involuntary teacher transfers on student achievement become a lot more

evident when examining teacher absenteeism patterns. Steinfeld’s (2020) research revealed
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that schools grappling with frequent forced transfers often see a measurable dip in academic
performance, not just because of classroom disruptions, but because transferred teachers tend
to miss more work. Grissom, Loeb, and Nakashima (2014) quantified this phenomenon
through their analytical model:

Ytsy = BO + (ITW)BI + (ITXP)tyBZ + TtsyB3 + SSYB4 + (thy

To understand how this plays out in Kakamega schools, consider the case of a seasoned
mathematics teacher abruptly transferred from a national high school to a rural
underdeveloped school in the county. Before her transfer, she rarely missed work, perhaps a
day or two per term. But after relocation, the challenges piled up: longer and more expensive
commuting; unfamiliar surroundings; and the stress of adjusting to a new school culture and

environment. The model captures her experience precisely as follows:

Y, tracks her post-transfer absences—now 3-4 days per term, compared to her previous 1-2
days per term.

IT, marks the involuntary transfer itself, a disruptive event that resets her professional
stability.

(ITxP),, represents the critical interaction term, reveals how the adjustment period
compounds absenteeism, as teachers like her try to balance logistical challenges and
emotional strain.

T, accounts for her qualifications (a degree in mathematics, 10 years’ experience), while S,

reflects her new school’s limited resources (no staff housing, sparse transport links).
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The model’s key insight lies in 2, which confirms that involuntary transfers add 1.6 to 2
extra absent days per teacher annually. In Kakamega’s context, where schools rely heavily on
consistent instruction to prepare students for KCSE, even these seemingly small absences
accumulate:

Lost instructional time: 2 days = 16 teaching hours (assuming 8-hour school days- from 8am
to 4pm).

Curriculum gaps: Missed lessons in critical subjects like mathematics, for example, can derail
an entire term’s progress.

Student morale: Frequent substitute teachers disrupt classroom cohesion, leaving students

uncertain and disengaged.

The data show a troubling pattern: teachers were absent less often before their transfers (by
1.2-1.6 days/year), proving that forced reassignments, not personal negligence, can bring on
absenteeism. In Kakamega, where rural-urban transfers are common, this translates to
thousands of lost teaching hours countywide, with the steepest costs felt by students in
already under-served schools. By linking the model’s variables to real-world challenges—
transport woes, adjustment stress, resource disparities—we see why involuntary transfers
don’t just move teachers; they fracture the consistency and quality of instruction, leaving

students to pay the price in diminished performance.

Therefore forced transfer of teachers just like denied transfers have negative consequences on
curriculum delivery. A study undertaken by Grissom, Viano and Selin (2016), found that
involuntary transfers could have direct effects on the exertion levels of teachers selected for
transfer, resulting in reduced performance especially if they were transferred to less attractive

areas where the transfers were more likely to be interpreted as a punishment. However the
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transfers could have positive impact if teachers who had been less productive were moved to
a school environment that inspired extra effort as they could be surrounded by more

productive teacher peers.

Teacher transfers display functional and dysfunctional behaviors. Functional transfers are
beneficial in schools because among other things they bring in new teachers who might have
good ideas on how to improve schools' productivity. On the other hand excessive transfers
created unstable teaching forces and increased human resource costs and schools'
ineffectiveness and these are referred to as dysfunctional transfers. However, zero transfers
are not desirable in schools and assuming that schools grow at normal rates and all teachers
remain, most teachers would soon be at or near the top in salaries and job groups and hence

controlling them becomes difficult (Gil, Carrillo, and Fonseca-Pedrero, 2018).

Some African countries have done it differently in terms of teacher retention. For example
Mozambique adopted a structure of monetary advantages for teachers who lived in rural
settings as well as teachers who taught in shifts. Lesotho has a uniform windfall reward
monthly to teachers who operated in mountainous and other hardship zones while Uganda
has extraneous allowance of 20 percent on teachers' basic salary added to teachers who work

in 'hard-to-reach’ areas (Du Plessis and Mestry, 2019).

As a way of containing teacher mobility Umadi (2019), called on school administrators to
create supportive environment as a way of increasing switching costs to teachers where they
could find transfers less tempting. Badrianto and Ekhsan (2020), while writing on supportive
work environment observed that an environment where there was administrative support,

reassuring supervision and encouragement made it difficult for the employees to think of
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leaving. Therefore students' performance on teachers' transfers could be negatively affected
in two ways; replacement of teachers transferred with inexperienced, least capable, non-
serious teachers and when experienced, proficient, devoted, prompt, caring teachers were

moved from schools.

According to Sichilima and Chipindi (2020), transfers done without replacement have the
ability to trigger disruptive effects to an organization due to staff deficiency that ended up
compromising ability of an organization to produce quality output. According to Griffin and
Rovegno (1996), teachers could easily quit teaching profession even without notice on seeing
an opening in other professions where there were possibilities of earning more salaries. This
position is supported by Onsomu (2014), who observed that teachers' transfers have
disruptive effects associated with established teamwork and costs associated with

replacement for the vacant positions.

Regardless of whether teachers' instructive foundation and experience are beneath the base
necessity, additionally, school graduates with no academic or training related background are
likewise recruited as teachers. This weakens the teaching profession and brings about
professional identity issues. Flores and Day (2006), stated that teacher identity is formed by
three forces; earlier influences, starting educator preparation and school setting. According to
them, the role model identity and career achievement influence the vision and desire of what

to become.

Reasons for the teachers' retention are many and varied. In a research done in Eritrea the
respondents were asked to give the main factors that prompted teachers to pursue their

careers. The responses were categorized into three main themes; lack of alternative work
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(61.54%), love for the job (53.85%) and love for school-aged children (53.85%).

According to Boyd et al. (2009), lack of alternative jobs made the teachers claim that the
economy did not offer alternative employment opportunities outside the public domain and
teachers are unsure of finding alternative employment. Some teachers migrated in the
profession from public schools to private schools because the latter offered a higher salary
with moderate incentives and bonuses. In general, the retention acquired for this reason could
increase the number of teachers in the field (Boyd et al., 2009), but at the expense of quality

as these types of teachers display poor performance and high absenteeism rate.

On love of the profession, some teachers claim that being a teacher is their childhood dream
job, often inspired by their influential parents or teachers and they have to be teachers
because this is their long-standing motivation. They love the profession because for them it is
noble of all kinds of professions. Some teachers said that despite their love of the profession,
they were tempted to leave when they signed in remote places but later when they were

reassigned to affordable schools, they decided to continue.

According to Brown and Wynn (2007), love for school-aged children according to the
teachers provided them with the opportunity to shape the future of children and of society.
This makes their work enjoyable and rewarding by creating a strong bond and interaction
with the learners. According to most of the teachers it was fun to work with children and that

is why teachers would like to continue teaching.

In Kenya, the unplanned and unexpected transfers of teachers without immediate replacement

force schools to recruit Board of Management (BOM) teachers, a stopgap measure that
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creates multiple ripple effects on student achievement. These emergency hires often lack the
subject mastery of transferred teachers, particularly in STEM fields, resulting in measurable
drops in performance in exams. A 2022 report from Kakamega County Education Office
revealed schools relying on BOM teachers showed 12-15% lower KCSE pass rates in
mathematics and sciences compared to schools with stable staffing. The financial burden of
these emergency hires - consuming up to 30% of school development funds in some cases -
directly deprives classrooms of textbooks, lab equipment, and other learning resources that
correlate with improved student outcomes (Kakamega County Education Board, 2022). This
creates a vicious cycle where temporary teacher retention solutions inadvertently undermine

the very conditions needed for academic success.

The bonding policy implemented since 2001 (Ministry of Education, 2020) attempts to break
this cycle by ensuring at least five years of service from newly posted teachers. While
effective in urban areas, rural schools in Kakamega still face challenges - bonded teachers in
hardship zones show 25% higher transfer requests after their mandatory period ends, often
leaving just as they've mastered local curricula and student needs (Teachers Service
Commission, 2021). This disproportionately affects students in remote schools, with schools,
for example, in Lugari and Malava sub-counties experiencing 18% wider performance gaps
compared to county averages when experienced teachers depart (KNEC, 2023). The policy
thus presents a double-edged sword: while stabilizing staffing in the short-term, it fails to
address the underlying push factors that ultimately impact classroom consistency and student

performance.
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2.6 Teachers’ involvement in management of their transfers on students’ academic

Achievement

It has been a great concern for teachers' employers to find a lasting solution to rampant
teachers' transfers worldwide, particularly regarding how teacher involvement in transfer
decisions affects student academic outcomes. Teacher-initiated transfers significantly impact
curriculum delivery and student achievement when educators have greater control over their
placement decisions. The management of teacher transfers through collaborative approaches
between employers and teachers has shown measurable effects on academic performance

across different educational systems.

In America, there has been an acute concern on the same such that a study done by
Organization for Economic Cooperation and Development (OECD) (2012), in its seven-state
region of Illinois, Indiana, lowa, Michigan, Minnesota, Ohio, and Wisconsin conducted
among the 3,506 superintendents, showed that across all the states, there were school districts
and schools that appeared to be implementing effective strategies for minimizing teachers'
transfers. Some of them which had been received included teachers' incentives, induction and
mentoring as well as instituting a retention bonus. Security of teachers was of paramount
importance. They noted that one of the strategies which were vital was to make sure that
teachers felt safe when they entered a school to improve teacher retention. Feelings that
schools were unsafe were pervasive among teachers and one of their main sources of
dissatisfaction.

In a Wisconsin study, Guarino, Santibanez and Daley (2016), found that the rural districts
had 19 percent of their teachers moved to other districts and only 12.5 percent loss of

teachers transferring in suburban districts.
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The study had also data from the 1990s which concluded that fewer of the teachers had
previous teaching experience in comparison to suburban districts. Meanwhile the suburban
areas in Wisconsin replaced 50 percent of the teachers lost with teachers who had experience
and were transferring from other districts. Experienced teachers held a positive correlation
with student's performance in the classroom. It was found that teacher turnover was almost a
third higher in low-income urban school districts. It was found that the highest rate of teacher
turnover occur in schools where 75% or more of the student body was eligible for free and
reduced price meals (OECD, 2012). The same multi-state analysis of 7000 schools found

teachers' turnover rates higher at low performing schools than in other schools.

This therefore warranted the government to put some incentives to make teachers stay longer
in their respective stations. There is no single solution for reducing teacher transfers. Some
studies suggested that salary increases alone were not enough to reduce attrition and mobility.
Decision makers should determine which policies were more cost effective and most feasible,
given local demographic and labor market considerations and the availability of resources in
these states or districts (Darling-Hammond, Sutcher and Carver-Thomas, 2018; Berry &

Hirsch, 2005).

However, some measures could help reduce teachers' transfers such as implementation of
induction programs; restructuring of beginning teachers work load; improvement in the
working condition, provision of financial incentives and implementation of enhanced teacher
performance (OECD, 2012). Research indicates that schools that provided greater
administrative support had lower levels of teacher transfers (Darling-Hammond et al., 2018;
Ingersoll, 2001 & JaruSeviciute, 2019). According to Ingersoll and May (2012), nationally
teachers who transferred were more critical of their schools' instructional leaders than

teachers who remained at their schools.
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Teacher related variables are not few. According to Sutcher, Darling-Hammond and Carver-
Thomas (2019), most teachers would wish to transfer due to occupational mobility, job and
personal security, others may want to get better pay or remuneration, better and clear working
conditions or a new position. This is normally termed as promotion or upward mobility.
Sometimes it is due to acceptance to change work place; or during a relocation or
restructuring of the company. Health conditions and geographical mobility on the other hand
may cause the physical movement of the employee to another location where there are
perceived better development prospects either for the employee and that of family (Chetty,

Friedman & Rockoff, 2014).

This form of mobility is also informed by social mobility where workers do not necessarily
change jobs but move to areas of relative affluence where they can work together with their
peers (Ingersoll, 2011). For instance in the US teacher mobility trends are influenced by
among other things the students racial composition and poverty ratings and as such many
more white teachers tend to move away from the inner city towards the more affluent suburbs

or rural areas if they are to continue with the profession (Donaldson and Johnson, 2010).

Every year a number of teachers nationally move to new positions and new schools (Grissom
& Loeb, 2011). The overwhelming majority of these moves can be classified as voluntary or
teacher driven transfers. Others result from school or County staffing actions. Many of these
moves are consequence of reduction in force. This is as a result of the County moving the
teacher for example, giving more senior teachers first choice over available positions

(Ingersoll, May and Collins, 2017).
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Most secondary school teachers leave within their first five years of practice. According to
the National Center of Education Statistics (NCES), approximately 40 to 50 percent of new
teachers leave the field entirely within three years (Podolsky, Kini, Bishop and Darling-
Hammond, 2016). Among this group 25.5 percent leave within the first three years, 32
percent leave between the third and fourth year and 38.5 leave between the fourth and fifth
years (See, Morris, Gorard, Kokotsaki & Abdi, 2020). Possible reasons for moving or leaving
were related to certain instructional practices like content delivery approaches in teaching
specific subjects or skills. Teachers who gave less instruction to the students when preparing
them for assignments were more likely to leave. They also observed to be using few
resources. If poor instruction occurs and few resources are utilized, students can easily fall
behind, which slows the progression of the class. As a result of these poor results, their
seniors may call them out and put a lot of pressure on them. Conversely, teachers who spent
less time instructing students on tasks or who are less resourceful in using materials may have

already been disengaging from their roles as teachers.

In the developing world Kenya included the trend is reversed as pointed out in a study done
in Ghana by Mulkeen, Chapman, DeJaeghere and Leu (2012), that teachers tend to gravitate
and to be eager to move towards urban areas which they perceive as more developed and
relatively affluent, this situation has prompted some African governments to use incentives
such as pairing of teachers during recruitment and also providing monetary incentives for

teachers willing to work in rural or remote areas.

In the Kenyan case, according to Yambo and Tuitoek (2014), this incentive is referred to
hardship allowance. Consequently this has made more teachers to opt to teach in rural and

remote areas of the country which to an extent has made these areas to receive quality
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teachers just like in urban and affluent areas. Some of the transfer factors identified were
directly concerned with teachers' honor and credibility among the community where the
schools were situated. The teachers tended to be absent from schools regularly and hence

efficiency would decline.

As indicated by Muyingo (2010), intentional exchange gives understanding on the degree to
which the instructive plan has been executed since teachers are moved at their own will.
Voluntary exchange is initiated by the teacher in that the teacher may decide to be moved for
a variety of reasons, including but not limited to: the desire to work closer to home, illnesses,
social factors, and environmental variables (Ingersoll and Merrill, 2017; Noor, Ahmad, Ismail
& Yusof, 2012; Komakech, 2017). The following are the significant effects of deliberate
teacher movement on the teachers' performance: Voluntary exchange effectively affects
curriculum coverage during the academic session. Noor et al. (2012) established that
changing the teachers regularly makes the teachers move in a circle rather than in an

appropriate way.

The researcher added that the situation becomes worse when the school fails to get the
replacement right. This is because each teacher has different working approach, commitments
to their work, knowledge and skills. These decisions have a direct causal impact on student
achievement. They focus on the difference in quality between teachers who leave and the
people who replace them to represent the general impact of turnover on educator performance
(Ronfeldt, Loeb & Wyckoff, 2012). When transferred teachers leave and the people who
replaced them are some of the worst compared to the ones who left, the impact of turnover on
student achievement is thought to be negative.

On the contrary Hanushek, Rivkin and Schiman (2016), focused on removing teachers who
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are not fit to teach in school due to low performance. This is consistent with Darling-
Hammond et al. (2018), who observed that teacher turnover is greater in schools with low
performance. This view reiterated what voluntary exchange means for the teachers'
performance in new work place. Moreover, Staub (2004), observed that some teachers are
moved for their advancement reasons. Teachers who need promotion sometimes request for a
change or take steps to leave for a different work. Transfers on advancement offers the
officials moved a chance to advance themselves on their improved status from their current

position (Muyingo, 2010).

According to Smylie, Lazarus & Brownlee-Conyers (1994), promotion is an incentive and
teachers are motivated when promoted; however, there are teachers who would rather not be
promoted because they try to avoid the consequences, which includes movement. Langseth
(1995), considered movement as being affected when the requirement for individuals in one
work or office is reduced or expanded, to move to different areas where they can have an

adequate number of tasks to perform.

Research done by Ingersoll and Tran (2023) and Yambo and Tuitoek (2015), raised a concern
that teachers' transfers needed to be controlled considerably. This argument was in line with
the sentiments of TSC (2004), which postulated that teachers were supposed to stay in
schools for at least three to five years before they could be transferred in order to ascertain
their performance. However, TSC has the power to transfer teachers as it has the
constitutional policy mandate. However, involuntary transfer of teachers has contributed a
great deal to the students drop out rates, poor academic results and decreasing quality of
education. The transfer of teachers in the middle of the year greatly contributes to poor

student academic performance. This has great implications on students’ academic

78



performance hence an investigation has to be done to find out why teachers must be

transferred even in the middle of the term year.

Existing Literature review has shown that teacher transfer is a historical activity in the
teaching profession. The review has shown that the transfer of teachers could be self-initiated
or initiated by the employer. Self-initiated transfers are supposed to address the needs of the
teachers such as need to be close to own family. Employer initiated transfers are meant to
address imbalance in teacher distribution among schools, promotion or even serve as a

punishment.

The review has however shown that not all teachers' transfer requests could be accepted as
they are likely to cause serious imbalances in teachers' distribution with devastating
implication on curriculum delivery in schools. It has been established that though the teachers
are central in promotion of students' academic achievement, the same goes hand in hand with
their adequacy. The number of the teachers in the institution determines students to teacher
ratio, which then have greater influence on students' achievement. When there are few
teachers in a school there will be high student ratio which ends up compromising
individualized learning (Phiri & Mulenga, 2020). The literature review has shown that
various reasons that could trigger teachers to seek for transfers pose positive and negative

effects on students' academic achievement.
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY
3.1 Introduction
This chapter details the research design and methodology adopted for the study. This chapter
was examined under; Research design; study area, target population; sampling techniques;
sample size; research instruments; piloting, validity and reliability of research instruments,

data collection procedures, data analysis techniques and ethical considerations.

3.2 Research design

According to Amin (2004), research design is defined as the process of creating an empirical
test or refute knowledge claim. The research design employed in this study is descriptive
survey. According to Bloomberg and Volpe (2008), descriptive survey method involved
asking a large group of people questions about a particular issue. Given the exploratory and
cause-effect nature of this research, the selected research design is appropriate because it
aligns with the study’s objectives (assessing perceptions, satisfaction levels, and effects of
teacher transfers on student performance). and it allows for easy and comprehensive
answering of the research questions highlighted in chapter 1, while collecting the data. The
information is obtained from a sample rather than from the entire population at one point in
time which could range from one day to a few weeks. According to Best and Khan (2002),
descriptive survey research design is advantageous as it enables collection of large
information of data within a relatively short time and in an economic way. The design
therefore enabled the researcher to collect large information from sampled study institutions
in Kakamega County. It is justified because it considered issues such as the economy of the

design, rapid data collection and ability to understand a population from the point of view.
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3.3 Study Area

The study location is the actual place the study is to be under taken. The study was carried
out in public secondary schools in Kakamega County. The County is composed of twelve
sub-counties. Kakamega County is neighbored by Vihiga county to the South East, Siaya to
the South, Busia to the South West, Bungoma to the West, Trans-Nzoia to the North and
Nandi to the East. According to Kenya Certificate of Primary Education (KCPE) choice list
of 2015, the County had 268 public secondary schools. The County had a population of
1,867,579 people and has an area of 3244.9 square kilometers. The County had 515 people
living per square kilometers with 48% being female and 52% male of the population . This is

according to the 2019 Kenya Population and Housing Census.

The county was chosen for this study due to: High prevalence of teacher transfers influenced
by TSC policies and local administrative dynamics, Varied academic performance across
schools- providing a basis for analyzing the impact of teacher transfers as well as diverse
school categories (national,extra county. County and sub-county)- allowing for stratified
sampling. Stratified sampling ensures all school categories (national, extra-county, county
and sub-county) are proportionally included in the sample and improves precision by

reducing sampling error for key subgroups in the study.
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3.4 Target population

Studies done by Bryman (2001), defined target population as a large population that possess
defined characteristics relevant to the study from which a sample is to be selected for
empirical investigation. The study targeted public secondary schools in Kakamega County.
According to Ministry of Education (2014), the County had 268 public secondary schools
spread in 12 Sub-counties with the number of teachers employed by TSC was 1500 teachers.
Therefore the target population was 268 public secondary school principals, 1500 teachers,
and one (1) County staffing officer, making the total target population of respondents to be
1769.The researcher targeted principals of secondary schools, teachers and TSC County
staffing officer as the main target population for this study. Table 3.1 shows a sample of
public secondary schools in Kakamega county where the study was undertaken.

Table 3.1

Sampled secondary schools according to category

Category Frequency
National 2

Extra county 12

County 22

Sub county 44

Total 80

Source: Staffing office Kakamega County(2022)
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3.5 Sampling procedures and sample size

According to Bloomberg and Volpe (2008), 30% of the sample of the population is adequate

for the study and the bigger the sample the better.

Table 3.2

Sample size distribution

Respondents Target Population  Sample Percentage
Principals 268 80 30
Teachers 1500 450 30
County Staffing Officer 1 1 100

Total 1769 531

In this research the sample size for teachers was very large. Where the sample size is very
large then the use of the 30% sample size become inevitable. According to Amin (2004) a
large sample should be a function of the variation in the population parameters under study

and the precession needed by the researcher.

To account for potential non-participation, the study incorporated a 15% buffer above the
calculated sample size, consistent with recommendations by Dillman, Smyth and Christian
(2014) for survey research. The adjusted sample sizes and actual response rates are presented

below:

83



Table 3.3:

Actual
Initial Buffer  Final Sample Response
Respondents Responses
Sample (+15%) Distributed Rate (%)
Received
Principals 80 12 92 85 92.4
Teachers 450 68 518 463 89.4
County Staffing
- 1 1 100.0
Officer
Total 531 80 611 549

Sample Size Adjustment for Non-Response

Sampling techniques are strategies the researcher uses to select representative
elements/respondents form the target population. There are two main sampling strategies.
Probability and non-probability. Probability includes simple random sampling, stratified
sampling, area (cluster) sampling and systematic sampling. Non-probability sampling
techniques include convenience purposive quota and snowball (networking sampling

techniques)
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The schools were first stratified into national, County and sub-County. There were four (4)
national schools, 22 extra-county schools, 44 county schools and 198 sub-County schools.
Eighty (80) schools that is 30% were involved in the study. The schools involved in the
study were selected proportionately. The sample was therefore 2 national schools, 12 extra-
county schools, 22 County schools and 44 Sub County Schools. Proportionate sampling was
meant to give schools of each category equal representation. All the principals of the sampled
schools and the County staffing officer were purposively and proportionately involved in the
study. Purposive sampling was meant to enable the researcher to use cases that could have
relevant information to answer research questions in order to enable the researcher meet
objectives of the study (Bloomberg & Volpe, 2008). The principals and county staffing
officer were in administrative position and as such they were found to have relevant
information on the issues relating to teachers’ transfers and therefore were purposively

sampled.

A sample is part of the target (or accessible) population that has been procedurally selected to
represent it. The basic techniques for determining sample sizes. These are; non-mathematical
or convenience method where the sample is determined at the discretion of the researcher;
statistical methods, where statistical formulas are used and from statistical tables (Oso &
Onen, 2011). According to this study the sample for teacher’s respondents was determined

using 30% size of the population as advised by Bloomberg and Volpe (2008).

Table 3.4 below summarizes the non-mathematical or convenience method as compared to

statistical methods , adapted from Oso & Onen, 2011, p. 87)
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Table 3.4

Non-Mathematical vs. Statistical Sampling Approaches

Non-Mathematical/Convenience
Criterion Statistical Sampling
Sampling

Mathematical
Basis Researcher's discretion
formulas/established tables

Confirmatory studies, large-
Typical Use Exploratory studies, pilot research
scale surveys

Scientifically defensible,
Advantages Quick, cost-effective
generalizable

Requires accurate population
Limitations Potential selection bias
parameters

Applied through:
Application in this
Not used (for transparency) Stratified sampling
study
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3.6 Instruments for data collection

In this study, various data collection instruments were used for the purpose of data collection;
the instrumental included; administering questionnaires, interview schedule and document
analysis guides. Questionnaires for principals and teachers were structured along the items
that required teachers to fill in the provided blank spaces and ticked against the items scored
along the Likert Scale, open and fixed questionnaires. The questionnaire for teachers sought
personal information, working environment and issues on teachers’ and students’ academic

achievement as well as teachers’ transfers and students’ academic achievement (see appendix

).

Similarly the questionnaire for principals sought information on issues related to teachers’
transfers and students’ academic achievement (see appendix III). Administering
questionnaires was relatively cheap and easy to administer as they are designed to ensure
anonymity as the respondents answered at their own pace and the questions were
standardized. However self-reporting questionnaires also had limitations as some responses
were not truthful or accurate as some respondents carelessly posted errors or answered

questions with incorrect information.

The interview schedule was applied on TSC staffing officer as it allowed probing and posting
of follow up questions and provided in depth information. However personal interview was
usually expensive and time consuming. The interview had the reactive effects as it tried to
show only what was socially desirable. Document Analysis Guide was only used to obtain
data on transfer of teachers and academic achievement of students. Document Analysis Guide
was used to gather data that required documented evidence and because of the quality of

information that is variable, the researcher needs to be guided by rules of evidence.
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Document analysis guides, however, should be used with caution such that evidence

retrieved from the sources should be deemed to be useful for study.

The use of several methods in data gathering as in this study was a commended procedure in
research. Generally six types of data collection sources were used namely; archival records,
direct observation, documentations, interviews, and administering questionnaire as they took
an appropriate understanding and produced more and different data that was rated highly in
terms of overall quality than a single source. The selection of the tools was guided by the
nature of the data to be collected, time available as well as by the objectives of the study. The
overall aim of the study was to capture the views or opinions concerning teacher transfers and

their influence on students’ academic achievement in Kakamega County.

Questionnaires for Teachers, and principals, were used to collect the information from
teachers. QFTs (Questionnaires for Teachers) were structured surveys designed to collect
teachers' views about transfers and transfer policies and their impact on classroom outcomes,
while QFPs (Questionnaires for Principals) gathered administrative perspectives on transfer
management and institutional effects, both utilizing Likert scale, open-ended, and closed-
ended questions. The Likert scale was used to gather information on perception of teachers
on their transfers and it covered; satisfaction level of working environment of teachers, the
extent of controlling teachers’ transfers; retention of teachers and involvement of teachers in
management of their transfers and their influence on student’s academic achievement in

public secondary schools in Kakamega County.

Questionnaires for Principals and teachers included all techniques of data collection in which

each principal and teacher was asked to respond to the same set of questions in a pre-
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determined order (Cole, 2009). Since descriptive research survey was used, it was worthwhile
to administer questionnaires in this study. QFPs were used to collect information from
principals and they were composed of open and closed ended questions. They included
policies on teachers’ transfers, teachers’ related demographic variables; extend of teachers’
transfer interferences within academic programs, strategies of minimizing the teachers’
transfers among others on their influence on students’ academic achievement in public

secondary schools in Kakamega County.

Interview schedule for TSC County staffing officer was in- depth one. A face to face in-
depth interview was done to solicit responses from the County staffing officer and the
interview was guided by few questions which were used. The Justification of the in-depth
interview was that the interview focused on the interview’s perceptions of the life experience
as expressed in his own words and it was the means by which the researcher found access to
and subsequently understood the private interpretations of social reality that the individual

held (Kombo & Tromp, 2006).

3.7 Piloting

Piloting is very significant. Piloting ensures the questionnaires' reliability and validity by
identifying and correcting flaws before the main study. It confirms the instruments'
effectiveness through test-retest analysis (r = 0.72-0.89) and improved clarity for accurate
data collection. Bloomberg and Volpe (2008), observed that it helped in ensuring a
satisfactory level of instruments functionality (validity & reliability) and in obtaining new

insights in instruments development.
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At piloting stage, questionnaires were administered to respondents’ in two schools (in a
national school and a sub county school). The same questionnaires were re-administered
after two weeks to the same respondents (Test-retest technique).This gave two sets of
scores that were used to calculate Pearson’s Product Correlation Co-efficient (r). This system
was used because of its ability to measure the internal consistency of the instruments that
were being tested. Test-retest technique was favored in this study because it took care of the
changes in time and circumstances. This was further boosted through instrument

triangulation.

According to Saunders, Philip and Acran (2008), any correlated reliability that was less than
0.7 invalidated the instrument for use in the study as it implied that the instrument was
unreliable to make accurate predictions. Correlation was calculated using SPSS computer
software version 23.Correlation always took values ranging from -1 to 1 where value of -1
and 1 indicated perfect correlation while correlation of values closer to 0 showed that there

was no relationship between the variables.

The pilot study's reliability analysis yielded divergent results: while the principals'
questionnaire showed excellent consistency (r = 0.89), the teachers' instrument initially
demonstrated marginal reliability (r = 0.72), just above the 0.7 threshold suggested by
Saunders et al. (2008). This minor discrepancy likely reflected teachers' varying
interpretations of transfer-related questions rather than fundamental flaws in the survey
design. After minor refinements to clarify ambiguous items, both instruments achieved
sufficient reliability for the main study, ensuring valid assessment of teacher transfers and its

influence on student performance across different stakeholder groups.
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3.8 Validity and Reliability of research instruments

The instruments underwent a rigorous assessment to ensure both clarity (validity) and
suitability (reliability) prior to the actual data collection. Validity refers to the extent to which
a research instrument measures what it is intended to measure, ensuring the accuracy and
relevance of data collected in relation to the research objectives. In this study, content validity
was ensured through expert reviews, where professionals in the field evaluated the
instruments to confirm that each item was representative of the concepts being investigated.
Reliability, on the other hand, refers to the consistency and stability of the instrument in
measuring variables over time. It implies that repeated applications of the instrument under
similar conditions would yield similar results. This evaluation process involved thorough
testing and expert review to confirm that the tools accurately measured the intended
constructs and consistently produced dependable results. By addressing potential biases and
refining the instruments, the study strengthened its methodological robustness, ensuring that

the study’s findings are reliable.

3.8.1 Validity of research instruments

The instruments were given to research specialists to gauge their appropriateness and
representativeness of questions on the study objectives. On the basis of their comments, areas
of non-conformity were addressed before undertaking pilot study. Piloting was undertaken
in two schools where respondents were instructed to make observations and
recommendations about suitability of the tools as reflected by their level of precision. The
schools involved in piloting were not involved in the main study. Based on comments and
suggestions made, and with guidance from research experts from department of Educational
Administration of Kisii University, the instruments were further improved prior to actual

research.
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3.8.2 Reliability of research instruments

Some scholars like Best and Khan (2002) argued that reliability in research is a critical issue
for two main reasons: it helps promote the replication of findings and provides the necessary
prerequisite for validity. On the other hand, Mugenda and Mugenda (2003) stated that the
reliability of questionnaires should be determined during the design stage. This was achieved
through piloting and the computation of correlation coefficients, specifically using

Cronbach’s Alpha, to assess internal consistency.

The correlation was calculated using responses from the pilot study. A correlation value of +1
indicated a perfect positive relationship, while -1 indicated a perfect negative relationship. A
correlation close to O signified no relationship between the items. For instance, a correlation
of 0.72 for the teachers’ questionnaire demonstrated an acceptable internal consistency
among items in the instrument, thus supporting its reliability. The correlation for principals’
questionnaires was 0.89, indicating a high degree of reliability and minimal measurement

error, hence qualifying the instrument for actual data collection.

According to Saunders, Philip, and Acran (2003), a reliability coefficient below 0.7 would
suggest that the instrument lacks sufficient consistency to yield dependable results. The
researcher used SPSS version 23 software to compute the reliability coefficients, which fall
within the expected threshold of -1 to +1, as shown in the correlation output tables generated

during the analysis of the findings of the study.
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3.9 Data collection procedures

The researcher first sought from the Kisii University, department of Educational
Administration, Planning and Economics a letter of introduction. The researcher then
proceeded to apply online for a permit to undertake research from National Commission for
Science, Technology and Innovation (NACOSTI), an institution charged with the
responsibility of granting research permits in Kenya. Copy of the research permit was given
to County director of education of Kakamega County from whom further permission was
obtained. The researcher collected data with the help of two research assistants. The research
assistants were taken through the instruments with the aim of familiarizing them on how the
research was to be under taken. The researcher and research assistants then moved to various
sampled stations for acquaintance tour aimed at briefing management of the proposed

research and setting of dates for undertaking the study.
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3.10 Data analysis techniques

Table 3.5 presented a summary of the data analysis techniques used in relation to the research questions, variables of the study, and

corresponding instruments for data collection.

Table: 3.5

Summary of data analysis, research questions and variables of study

Research questions Independent Dependent Data collection Data analysis
variable variable instruments techniques
What were the perceptions of teachers’ on the Perception of Students’ academic ~ Questionnaires , Correlation,
influence of their transfers on students’ teachers’ on the achievement interviews and Regression
academic achievement in public secondary influence of document analysis Mean
schools in Kakamega County? teachers’ transfers guides frequency
What were the levels of satisfaction of the levels of satisfaction  Students’ academic ~ Questionnaires , Correlation,
working environment of teachers on influence  of the working achievement interviews and Regression
on students’ academic achievement in public environment among document analysis Frequency
secondary schools in Kakamega County? teachers guides Mean
Percentage
What was the extent of controlling of teachers’  Controlling of Students’ academic ~ Administering Frequency
transfers on students’ academic achievement in  teachers’ transfers achievement questionnaires , Mean
public secondary schools in Kakamega County? interviews and Percentage
document analysis
In which ways did the retention of teachers Retention of the Students’ academic ~ Questionnaires , Frequency
contribute to students’ academic achievement in teachers achievement interviews and Mean
public secondary schools in Kakamega County? document analysis Percentage
To what extend did the involvement of the Involvement of Students’ academic ~ Questionnaires , Frequency
teachers in management of their transfers teachers in achievement interviews and Mean
influence students’ academic achievement in management of their document analysis Percentage

public secondary schools in Kakamega County?

transfers.

guides
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Data analysis involved the categorizing, ordering, manipulating and summarizing of data to
obtain answers to research questions. After the data collection, the research subjected data to
editing before starting completion and coding of data. According to Orodho (2009), editing
improves the quality of data for coding. The coded data is examined critically by making

inferences (Kombo & Tromp, 2006).

Data analysis also entailed summarization of the collected data and assembling it together so
as to enable the researcher to undertake meaningful organization, categorization and synthesis
of information from the data collecting tools. During analysis, the researcher examined each
piece of information on each research instrument, organized data as per objectives and coded
the data. Analysis of quantitative data was done using descriptive statistics with results
presented in fables using frequencies and percentages by help of the computer software

(SPSS version 23).

Qualitative data was organized in themes as per the research questions and hypothesis and
then the thematic data was analyzed using inferential statistics. This involved the running of
correlation and regression that were used to test the relationship between and among

variables.
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3.11 Ethical considerations

Bloomberg and Volpe (2008), defined Ethical consideration as authentication of moral
ideologies in planning, undertaking of the research and presentation of research findings, with
guided moral principles based on the right and the wrong. In qualitative research, ethics
aimed at guarding the rights of respondents participating in the study purposed at minimizing
conflicts that could arise from undertaking such exercise. Also ethics in research aims at
guarding unapproved practices, like intrusion into people‘s privacy, obtaining information
through inducements among other questionable issues. Unethical issues include coercion of
participants’ participation, nonconsenting individuals, withholding research information,
violation of self-determination and exposure of participants to stress through invasion on their

privacy.

In this research, participants’ confidentiality was ensured as they were advised not to write
any form of identification anywhere on the questionnaires. Results were given in the form of
group responses as a way of guarding identity of respondents. Similarly the respondents were
briefed that decision for participation was voluntary, an aspect that informed them to make
decisions accordingly before their participation. Lastly copies of research findings were

availed to NACOSTI and other relevant institutions including Kisii University.
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3.12 Analysis of open-ended responses from questionnaires

Open-ended responses for teachers (Appendix I1), principals (Appendix 111), and the staffing
officer (Appendix 1V) were analyzed using thematic analysis following Braun and Clarke's
(2006) six-phase approach. The analysis aimed to provide deeper insights into quantitative
findings and address all five research objectives through participant voices. The analysis
included 406 teacher questionnaires (90.2% response rate) with open-ended sections, 68
principal questionnaires (85.0% response rate) with qualitative responses, one comprehensive
staffing officer interview (100% participation), and relevant TSC policy documents.
Thematic analysis followed a six-phase process: Familiarization with all 475 open-ended
responses; Initial coding generating preliminary codes via NVivo 12; Theme development
condensing codes into sub-themes and main themes; Theme refinement through iterative
review of coded extracts; Operational definition of finalized themes; and Triangulation by

mapping qualitative themes to Chapter 4’s quantitative findings.
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CHAPTER FOUR
DATA PRESENTATION, ANALYSIS AND DISCUSSIONS OF FINDINGS

4.1 Introduction
This chapter presented the findings and analysis of the findings of the study. It gave general
information obtained on assessment of the influence of teachers’ transfers on students’
academic achievement in Kakamega County, under the various study objectives. These were
the objectives of the study:

(i) To determine how the perception of teachers towards their transfers impacts

students’ academic achievement in public secondary schools in Kakamega.

(ii) To establish the satisfaction levels with the working environment among teachers

and their impact on students’ academic achievement in public secondary schools in

Kakamega County.

(iii) To determine the effect of controlling teachers transfers on students’ academic

achievement in public secondary schools in Kakamega County

(iv) To evaluate the contribution of retention of teachers on students’ academic

achievement in public secondary schools in Kakamega County

(v) To examine how teachers' involvement in management of their transfers impacts

students' academic performance in public secondary schools in Kakamega County
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4.2 Demographic characteristics of the respondents

A total of 450 questionnaires were administered to 450 teachers and 80 questionnaires were
administered to 80 principals out of which 406 teachers and 68 principals responded
respectively. The raw data is presented in Table 4.1 below. The return rate was analyzed and

summarized in Table 4.2.

Table 4.1

Raw Data of Questionnaire Returns

Respondent Dispatched Returned
Teachers 450 406
Principals 80 68

Source: Teacher and Principal Questionnaires, 2022
Table 4.2:

Questionnaire return rate

Respondent category  No. dispatched  No. returned Percentage response

Teachers 450 406 90.20
Principals 80 68 85.00
Total 530 474 89.43

Source: Teacher and Principal Questionnaires, 2022

Table 4.2 showed that the response return rate was 90.20 percent for teachers and 85.00
percent for principals. This response was termed good enough to make a comprehensive and
in-depth analysis of the survey conducted. According to Mugenda and Mugenda (2003), a
response rate of 70% was termed to be excellent.

Demographic data of teachers and principals was sought under various variables. This was
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meant to offer the researcher insights that would have been overlooked by only looking at the
aggregate data. The findings were presented in Table 4.2

Gender of the respondents was sought as a way of evaluating the achievement of gender
equality in study institutions. The findings were recorded in Table 4.3 and analyzed in Table
4.4,

Table 4.3:

Raw Data- Gender

Role Male Female
Principals 51 17
Teachers 231 175

Source: Teacher and Principal Questionnaires, 2022

Table 4.4:

Gender of respondents

Principal Teachers

S
Gender Percentage Gender Percentage
Male 51 75.53 231 56.84
Female 17 24.47 175 43.16
Total 68 100 406 100

Source: Teacher and Principal Questionnaires, 2022

From the data in Table 4.4 it was observed that the government rule of 30 percent on gender
main streaming was yet to be achieved for the appointment of principals as the institutions
had over 75 percent of the principals’ males (RoK, 2010). Similarly majority of the teachers’
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respondents were male (over 55%). It appeared that promotion of principals was majorly

done on the basis of academic credentials and practice as opposed to gender representation.

These findings address Research Question (iv) on teacher retention, revealing systemic
gender barriers in leadership pathways that may discourage female teachers from remaining
in the profession. They also partially answer Research Question (v) about teacher
involvement in transfer management, as male-dominated leadership structures may to an
extent prioritize male perspectives in transfer decisions. The gender imbalance in leadership
suggests that transfer and promotion policies, while merit-based, fail to create equitable
opportunities for female educators. This could imply potential turnover more so among
women teachers (especially those seeking family-related transfers), depriving students
especially female ones of stable role models. The lack of gender equitability in decision-
making roles may perpetuate transfer systems that don’t fully address women’s professional
needs. When experienced teachers transfer out due to inflexible policies, students lose
mentors and subsequently, classroom consistency. Addressing this could retain more teachers

and stabilize learning and student performance.

The age of the principals and teacher respondents were sought to enable the researcher
understand structural composition of respondents as the age could be a pointer to the extent to
which the respondents understood the issues under investigation especially due to experience.

The findings and analysis were given in Table 4.5 and 4.6 below.
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Table 4.5

Raw Data: Age of principals’ and teachers’ respondents

Age Group Principals Teachers
<40 years 6 72
>4(0 years 62 333

Source: Teacher and Principal Questionnaires, 2022
Table 4.6:

Age of principals’ and teachers’ respondents

Principals Teachers

Age Category Frequency Percentage Frequency Percentage
Less than 25 years - - 3 0.70

26-30  years - - 7 1.75

31-35  years - - 18 4.56

36-40  years 6 8.90 44 10.88

Over 40 years 62 91.10 334 82.11
Total 68 100 406 100

Source: Teacher and Principal Questionnaires, 2022

Findings from Table 4.6 indicated that majority of both the Principals (91.10%) and the
teachers (82.11%) were over 40 years. From the age bracket of principals, it could be
concluded prior to appointment of a principal, one needed to go through the ranks, a situation
that takes a lot of time. However, majority of teachers in over 40 year age bracket could be
attributed to freeze in automatic employment by the government of Kenya in 1997 as a way
of containing the wage bill. This situation had seen teachers get into teaching profession

relatively late on the basis of replacement of those who would have retired, resigned or died.
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The age distribution of teachers and principals in Kakamega County holds significant
implications for teacher transfer policies and student outcomes. With 91.1% of principals and
82.1% of teachers being over 40 years old (Table 4.6), the potential impact of transfers
becomes particularly solid. Older teachers possess extensive institutional knowledge that,
when lost through transfers, creates substantial disruption to school stability (Ingersoll &
Merrill, 2017). Career stage theory suggests these experienced teachers are in their
professional "maintenance phase™ (Super, 1980), making involuntary transfers especially
stressful to the teachers and potentially detrimental to classroom performance. While
younger teachers may adapt more easily or readily to new school environments, the transfer
of senior ones disproportionately affects student learning consistency due to their family
situation and experience in teaching among other reasons. These findings highlight the need
for age-sensitive transfer policies that balance system needs with the preservation of

educational continuity.

Academic qualifications of the teachers was key in determining the efficiency in curriculum
delivery as well as how to create a conducive working environment that would be satisfactory
as in promoting teachers’ stability for education administrators. The study therefore sought
data on academic qualification of teachers and principals. The findings were given in Table

4.7
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Table 4.7:

Highest academic qualifications of principals’ and teachers’ respondents in study schools

Qualification Principals (Nn=68) %  Teachers (n=406) %
Master of Education (M.Ed.) 10 14.71% 13 3.20%
Bachelor of Education 0 0
(B.Ed.) 58 85.29% 362 89.16%
Bachelor of Science (B.Sc.) — - 3 0.74%
Approved Teacher Status 0
(ATS) — - 10 2.46%
Diploma — — 17 4.19%
Total 68 100% 406 100%

Source: Teacher and Principal Questionnaire Responses, Kakamega County (2022)

As reflected in Table 4.7, over 90 percent of principals and teachers had at least a first degree.
This aligns with Kenya's Teacher Professional Development policy (TSC, 2016) which
mandates degree qualifications for secondary school educators, and corroborates UNESCO's
(2018) finding that 89% of Kenyan secondary teachers meet minimum qualification
standards. Besides academic qualification, teaching experience was also critical in promotion

of teachers’ effectiveness both in class and in administrative duties.

The study also sought teaching experience of both teachers and principals in study

institutions. The findings were given in Table 4.8.
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Table 4.8:

Teaching experience of teachers’ and principals’ in study institutions

Duration No. of Percentage No. of teachers Percentage
Principals

Less than 5ys - 10 2.46

5-9 years - 81 20.00

10-14 years 6 8.82 121 29.82

15-20 years 14 20.59 138 34.04

Over 20 years 48 70.59 56 13.68

Source: Teacher and Principal Questionnaires, 2022

Table 4.8 showed that all principals (100%) as well as over 75 percent of teachers had
teaching experience of over 10 years. This aligns with Kenya's Teachers Service Commission
regulations (TSC, 2021) which require a minimum of 10 years' classroom experience for
principal appointments, corroborated by UNESCO's (2019) finding that Kenyan secondary
schools average 12.4 years of teacher experience. From Table 4.1 and 4.7, it was evident that
majority of teachers were qualified and likely to be effective in implementation of curriculum
that was likely to see students record high results. Similarly principals were professionally
qualified and were likely to create conducive working environment for enhancement of
effectiveness of teachers in their institutions.

However, this experience concentration may present systemic risks as well, as Muthoni's
(2022) study of Kenyan schools found that educators with 15+ years experience showed 23%
slower adoption of competency-based curriculum methods compared to early-career teachers,
suggesting excessive experience reliance could hinder pedagogical innovation, changes or
transitions. The World Bank (2023) similarly cautions that aging teacher populations may

reduce system flexibility in responding to educational reforms including transfers..
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Majority of teachers who asked for transfers cited distance from the family as one of the
reasons for seeking of transfer. As such the study sought to establish whether teacher

respondents were residents of the study County. The findings were shown in figure 4.1.

M Resident m Non Residents

Figure 4.1: Teachers’ responses on whether they were residents of study county
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From figure 4.1, majority of teacher respondents (66%) were non residents while 34 percent
were residents. This could imply that majority of teacher respondents were likely to seek
transfers at some particular point of time and the remaining 34 percent were likely to resist
transfers. Study done by Wijayatunga (2018), found that over 71 percent of the teaching
profession in Sri-Lanka was composed of women. The main reasons for attraction of women
to teaching was the selected operational hours ended in the early afternoon in many schools
and working duration was restricted to 6 hours which meant that they had adequate time to
attend to family matters. Therefore any forms of disruption through measures such as

transfers could be demotivating, more so if transfers were horizontal.

4.3 Data analysis

This section presented data analysis of the five variables under study that were investigated
to establish an assessment on the influence of teachers’ transfers on students’ academic
achievement in public secondary schools in Kakamega County. The presentation was under
study objectives namely: To determine the perception of teachers towards their transfers on
students’ academic achievement ;, To establish the level of satisfaction of the working
environment among teachers on students’ academic achievement ; To determine the effects of
controlling teachers’ transfers on students’ academic achievement ;To evaluate the
contribution of the retention of teachers on students’ academic achievement and To
determine the influence of teachers involvement in management of their transfers on

students’ academic achievement in public secondary schools in Kakamega County.
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Data to address these objectives was mainly captured from teachers, principals and County
staffing officer. Questionnaires were administered to capture data from principals and
teachers. The Questionnaire questions were modeled on closed ended, open ended and Likert
scale type. Interview schedule was used to capture data from County staffing officer.
Document analysis guide was used to capture information concerning students’ performance
and transfers. Items in the Likert scale were scored using (1) for Strongly Agree (SA) running
up to (5) for Strongly Disagree (SD). These were aimed at undertaking correlation and

regression analysis to establish relationships between independent and dependent variables.

4.3.1 Perception of teachers towards their transfers on students’ academic achievement

in public secondary schools in Kakamega County

The first objective sought to determine the perception of teachers towards teachers’ transfers
and its influence on students’ academic achievement in public secondary schools in
Kakamega County. Various statements concerning teachers’ perception towards transfers and
students’ academic achievement were put to teacher respondents and scored on the basis of

Likert Scale. The results were presented in Tables 4.9 to 4.19.

(I) Perception of teachers’ respondents on their roles on students’ academic

achievement

The study first sought to establish how teachers view their roles in students’ academic
achievement. A positive statement that a teacher plays a critical role in promotion of
students’ academic achievement was put to teacher respondents and scored. The results were

presented in Table 4.9.
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Table 4.9:

Teachers’ responses on whether they play a critical role in students’ academic achievement

Frequency Percent Valid percent Cumulative
percent

SA 178 43.9 43.9 43.9

A 214 52.6 52.6 96.5

U 3 T 7 97.2

D 4 1.1 1.1 98.3

SD 7 1.7 1.7 100.0

Total 406 100.0 100.0

Source: Teacher Questionnaire, (2022)

Table 4.9 presents teachers' perceptions on their role in student achievement, with 96.5%
(SA=43.9%, A=52.6%) agreeing they play a critical role. This finding was supported by
52(76.5%) of principals. These findings showed that the teachers were fully aware that the
rate and determination at which they work were important in promoting students
achievement. With this level of awareness, one would expect that teachers were in agreement
with Musyoka (2018), who observed that teachers were celebrated and their effort prized
through rewards when their schools were highly ranked for posting remarkable results in
Kenya Certificate of Secondary Education (KCSE) due to the roles they would have played in

promotion of students’ achievement.
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(IT) The role of working environment on teachers’ productivity

The study also sought to establish the perception of teachers on the role of working
environment on teachers’ productivity as reflected by learners’ achievement. The statement
that a teacher who was satisfied with working environment was likely to be more productive
was put to teacher respondents and scored. The findings were given in Table 4.10

Table 4.10:

Teachers’ responses on whether teachers’ who are satisfied with working environment are
more effective

Response  Frequency Percent Valid Percent = Cumulative Percent

SA 172 42.5 42.5 42.5
A 234 57.5 57.5 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, (2022)

Table 4.10 presents teachers' views on whether teachers’ who are satisfied with working
environment are more effective. According to responses in Table 4.10, all teacher
respondents (100%) were in agreement that teachers’ working environment was critical in
determining the level of effort put in by the teachers in their duties. This could imply that
when working environment was not supportive, the teachers’ level of concentration could
shift between performance of duty and handling of attendance to distractions such as family
matters. In some cases there is an association between job gratification and employee
absence. If individuals disliked their jobs they are likely to miss work habitually, or simply

look for a new opportunity elsewhere.
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(111) Perception of teachers towards voluntary transfers on students’ academic

Achievement

The study sought the views of teachers to gauge their perception on how they associated
voluntary transfers on their level of productivity as well. A positive statement that teachers
who were transferred to the places of their requests would have enhanced performance was
put to the respondents. The results were shown in Table 4.11.

Table 4.11:

Teachers’ responses on whether voluntary transfers enhances students’ academic

performance
Frequency  Percent Valid Percent  Cumulative Percent
SA 214 52.6 52.6 52.6
A 192 47.4 47.4 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022

Table 4.11 showed that all teachers (100%) believed that voluntary transfers had capacity to
promote individuals’ productivity. This could imply that when teachers request for transfers,
they have their personal needs that were supposed to be addressed through transfers. As such
the places in which they intended to move to should address the challenges they could be

currently facing which could be acting as a barrier to current level of productivity.
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(1V) Impact of Teacher Transfers Between High- and Low-Performing Schools on
Student Achievement

The school from which the teacher is being moved and the school to which the teacher is
transferred to may have effects on students’ academic achievement. The statement that
movement of the teachers from high performing schools to low performing schools was
likely to impact negatively on teachers’ productivity was put to teacher respondents to seek
their views on it and scored. The findings are shown in Table 4.12

Table 4.12:

Teachers' responses on whether transfers from high performing schools to low performing

schools made them less effective

Frequency Percent Valid Percent  Cumulative Percent
SA 170 41.8 41.8 41.8
A 199 49.1 49.1 90.9
U 4 11 1.1 91.9
D 7 1.8 1.8 93.7
SD 26 6.3 6.3 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022

According to findings presented in Table 4.12, almost all teachers (over 90%) were in
agreement that the movement of the teachers from high performing schools to low
performing schools was likely to reduce the level of effectiveness of the teachers. This was
likely to imply that teachers who were transferred to low performing schools were likely to

be demoralized, seeing it as some thought of demotion considering that low performing
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schools were likely to attract students with low initial scores at Kenya Certificate of
Secondary Education (KCPE). According to Onyara (2011), teachers’ transfers had emotional

effects which could hurt their productivity more so during their initial period of transfers.

(V) Influence of teachers’ transfers on promotion on students’ academic Achievement
The study endeavored to establish whether teachers who were transferred on promotion
were likely to be more effective. Teachers’ responses were given in Table 4.13

Table 4.13:

Teachers’ responses on whether teachers’ transferred on promotion are likely to be more

effective than those transferred on same Level

Frequency Percent Valid Percent Cumulative Percent

SA 128 31.6 31.6 31.6
A 171 42.1 42.1 73.7
U 11 2.8 2.8 76.5
D 56 13.7 13.7 90.2
SD 40 9.8 9.8 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022

Tables 4.13 revealed that majority of teachers (over 75%) were in agreement that teacher’
transfers on promotion were more likely to enhance productivity of the teachers. This could
be interpreted that teachers’ transfers on promotion made teachers to even work harder as a
way of justifying that they were worth the promotion, considering that promotion was one
of the rewards for hard work. According to Zhang and Zeller (2016), the number of transfers

(movement frequency), years of service (comparative stability) and the feeling towards
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transfer (transfer) are mixed subject on stage of career. An employee in a very initial career

phase, whose main objective is to exploit information on institute and job in specific, is

more likely to react differently to an involuntary transfer compared to one with many years

of experience. Transfer on promotion for a teacher is more likely to be viewed as part of

professional development making it to be viewed positively by the teacher

(VI) Denial of teachers’ transfer on students’ academic achievement

The seeking of the transfer by the teachers could be triggered by teachers’ personal factors.

However, as a way of containing disruptions of school programs, not all transfer requests

are granted. The study sought to find out the perception of teachers on whether such actions

could lead to reduction of efforts that could impact on teachers’ level of productivity. The

findings were given in Table 4.14.

Table 4. 14:

Teachers’ response on reduction of effort on denial of transfers

Frequency Percent Valid Percent Cumulative Percent
SA 100 24.6 24.6 24.6
A 160 39.3 39.3 63.9
U 17 4.2 4.2 68.1
D 44 10.9 10.9 78.9
SD 86 21.1 21.1 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022

Table 4.14 showed that majority of teacher respondents (over 60%) either agreed or strongly

agreed that denial of transfer to teachers was likely to lead to reduction of their effort of
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performance of their duties of teaching. Reduction of the effort was likely to be revealed in
reduction in learners’ academic achievement particularly if such reduction in effort was

prolonged for some time.

(VII) Influence of transfer of experienced teachers on students’ academic achievement
The study sought to establish the perception of teachers on the influence of transfers of
experienced teachers on learners’ achievement. A positive statement postulating that
transfer of experienced teachers from schools was likely to impact negatively was put to
teacher respondents and scored. The findings were presented in Table 4.15.

Table 4.15:

Teachers’ responses on influence of transfer of experienced teachers on learners' academic

achievement

Frequency Percent Valid Percent Cumulative Percent
SA 221 54.4 54.4 54.4
A 175 43.2 43.2 97.5
U 6 1.4 14 98.9
D 4 1.1 11 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022

Table 4.15 showed that almost all teacher respondents (over 95%) were in agreement that
transfer of more experienced teachers from schools were likely to impact the academic’
achievement of learners negatively. This situation was likely to be worsened if one took

longer time to get replacement. Even if one could argue that replacement for the teachers
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could also be done with more experienced teachers, the teachers coming could take time to
settle down and create good rapport with students, situation that could impact negatively on
learners’ academic achievement, more so if it were candidate classes. According to Whipp
and Geronime (2017), teachers’ transfers have emotional effects which can hurt their
productivity more so during the initial period of transfers. This was more so for involuntary
transfers where the teachers may feel that transfers could be disruptive of their own

established family set up.

(V1) Timing of teachers’ transfers

The time when transfer was carried out was likely to have an impact on students’ academic
achievement. The study sought teacher’s views on how the timing of transfers affected
student performance. Teacher respondents were asked to give their views on the following
statement: Transfer of teachers at the beginning of the year were likely to have less negative
effects on students’ academic achievement than transfer undertaken in the course of the

year. The findings were given in Table 4.16.

Table 4.16:

Teachers’ responses on whether transfer of teachers at the beginning of the year has less

negative effects than transfers undertaken in the course of the year

Frequency  Percent Valid Percent Cumulative Percent

SA 208 51.2 51.2 51.2
A 188 46.3 46.3 97.5
U 4 1.1 1.1 98.6
D 6 1.4 1.4 100.0
Total 406 100.0 100.0

Source: Teacher Questionnaire, 2022
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From Table 4.16 almost all teacher respondents (over 95%) were in agreement that transfers
of teachers at the beginning of the year were likely to have less negative effects on students’
academic achievement than transfers made in the course of the year. This could imply that
mid-year transfers were likely to be disruptive, as transferred teachers would take time to
settle, and students, especially those who had highly rated teachers, would need time to

adjust to the replacements filling the empty positions left by the transfers.

The Teacher Service Commission County Staffing Officer through an interview observed
that as a commission it was not blind to the fact that teachers’ transfers could be disruptive.
As such the commission tries to minimize the disruptive effects as much as possible by
ensuring that transfers are mainly carried out at the beginning of the year unless under
unavoidable circumstances. Similarly transfers are majorly tied to availability of suitable
replacement. We normally urge teachers to carry out ground work by identifying even at
their own level if there are other teachers teaching similar subjects who may be willing to
move to their stations so that they may swap their position. These measures are likely to
imply that teachers’ transfers in Kakamega County were least likely to be disruptive to

students’ academic achievement on the basis of timing.

The study also sought to establish from the principals if they had experienced cases of

transfers of teachers in their schools in the previous 3 years. The findings were as below.
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Table 4.17:

Prevalence of Teacher Transfers in Schools (Previous 3

Cumulative Percent

Response  Frequency Percent Valid Percent

Yes 68 100.0 100.0
No 0 0.0 0.0
Total 68 100.0 100.0

Source: Principal Questionnaire, 2022

According to Table 4.17 from the field survey data (Principals' responses), all the principals

(100%) accepted having experienced transfers in their schools within the last 3 years.

The study further sought to establish from the principals whether the replacement for

teachers who had left their schools were immediate. Principals were asked to rate their

agreement with the statement that their schools received immediate replacements for

transferred teachers. The findings were as below.

Table 4.18:

Timeliness of Teacher Replacement

Response Frequency Percent
Immediate (<1 month) 55 80.9
Delayed (>1 month) 13 19.1
Total 68 100.0

Source: Principal Questionnaire, 2022
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From Table 4.18 from the field survey data (Principals' responses), the study revealed that
over 80 percent of principals acknowledged having immediate replacement for their teachers
who had been transferred. The data in Tables 4.17 and 4.18 reveal critical systemic
challenges in teacher transfers that likely impact student performance. While all schools
experienced transfers (Table 4.17, 100%), the 19.1% delayed replacements (Table 4.18)
suggest nearly one-fifth of schools face instructional gaps during transition periods - a finding
consistent with Whipp and Geronime's (2017) evidence that even temporary vacancies reduce
classroom continuity and student performance. The 80.9% immediate replacement rate, while
encouraging, still implies schools rely heavily on new teachers who may need longer to adapt
to their new environments, potentially affecting learning outcomes during the adjustment

period.

This position was further supported by County staffing officer who observed,;

Unless it is transfer on promotion, principals of schools have final say on the transfers of the
teachers. They are the ones to issue final clearance before the teachers leave their stations.
Therefore in the event that the principal finds that gaps would be created, they would put
conditions that the teachers would only be released on replacement. As a result, there is no
principal who can release a teacher who is an asset to him/her in terms of performance.
Therefore teachers’ transfers are less likely to be disruptive to the schools academic
programs.

The above statement was likely to imply that teachers released on transfer more so by
principals unconditionally on request and not on promotion were likely to be problematic or

the lazy ones.
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These findings concurred with Musyoka (2018), who observed that teachers’ transfers had
disruptive effects associated with established teamwork and costs associated with
replacement for the vacant positions. Of course some transfers especially those that happen
mid-year are likely to be more disruptive to established team work and the incoming teacher
replacement (if any) is likely to take time to fit in the team, affecting students’ academic

outcomes.

Regression analysis on perception of teachers on the influence of teachers’ transfers on

students’ academic achievement in public secondary schools in Kakamega County

Teachers’ views and responses to the various statements relating to teachers transfers and
student academic achievement in Tables 4.9 to 4.16 were run against results of Kenya
National Examination Council (KNEC). This was aimed to establish statistical relationship
between the independent and dependent variables. Table 4.19 presents the raw dataset
underpinning the regression analysis of teacher transfer perceptions and student achievement
in Kakamega County’s public secondary schools (N=406). The full dataset contains 406 rows

- one per school. Table 4.19 shows a preview of the whole set.
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Table 4.19
Teacher Perception Dataset (Sample)

School KCSE Role in Work Voluntary Highto Denied Veteran TransferPromotion

Mean AchievementSatisfaction Transfers Low TransfersTeacher Timing Transfers
Transfers Loss
1 6.72 5 5 2 1 1 3 4 2
2 589 4 4 3 2 2 4 3 4
3 715 5 5 4 1 1 2 5 1
4 493 3 2 5 4 5 2 2 5
5 641 4 4 3 2 3 3 4 3
406 584 4 5 2 3 2 4 3 2

Source: Combined Teacher Questionnaire and KNEC Performance Data, 2022

The dataset includes: Dependent variable - KCSE Mean (students’ average exam scores),
Eight predictor (teacher perception ) variables, Likert 1-5: Role in Achievement (Table 4.9),
Work Satisfaction (Table 4.10), Voluntary Transfers (Table 4.11), High to Low Transfers

(Table
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4.12), Promotion Transfers (Table 4.13), Denied Transfers (Table 4.14), Veteran Teacher
Loss (Table 4.15) and Transfer Timing (Table 4.16). The coding used is as below.

Coding:

1 = Strongly Disagree (SD), 2 = Disagree(D), 3 = Neutral/ undecided (U), 4 = Agree(A), 5 =

Strongly Agree(SA)

Table 4.20 shows summary of regression model on regression analysis on perception of
teachers on influence of teachers’ transfers on students’ academic achievement in public
secondary schools in Kakamega County.

Table 4.20:

Model summary of regression of perception of teachers' transfers on students’ academic

achievement

Model R R Square Adjusted R Std. Error of Durbin-Watson
Square the Estimate
1 939 .882 879 37637 174

Source: KNEC Performance Data and Teacher Questionnaire, 2022

Table 4.20 shows the values of R and R% Regression analysis was used to determine the
volume of independent variables in dependent variable in a given relationship on the basis of
teacher perception. The value R lies in the range of -1 to 1.The closer the absolute value of R
is to 1 the stronger the indicator of the stronger the relationship among the variables. The
value R showed how much dependent variable academic achievement could be attributed to

teachers’ perception towards the transfers.
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The value of R was 0.939, representing multiple correlations, depicts high correlation.
Adjusted R? was normally for normalization of R? making it to assume the best fit model of
the population. The adjusted R square was 0.879.This implied that 87.9 percent of
independent variable could be attributed to dependent variables in a given expression.

The regression model (Table 4.20) shows a strong link (R = 0.939) between how teachers feel
about transfers and student performance. The high R? value (0.882) means teachers’

perceptions explain 87.9% of the changes in academic results.

This, however, might not tell the whole story. Other important factors like school resources,
students’ family backgrounds, or even school policies among others were not included in this
analysis. Also, the low Durbin-Watson value (0.174) suggests the model might miss patterns
over time, like how transfers affect performance in the long run. Some could argue that while
teachers’ views matter, they don’t always directly lead to better or worse grades. Other
things, like parent support or changes in the curriculum, also play a big role. So, even though
the model seems strong, we should be careful not to assume teachers’ feelings about transfers

are the only thing that matters.

Further to Regression model summary, regression analysis was done. The results were shown

in Table 4.21. Note that the Dependent Variable of the study is the KCSE mean score.
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Table 4.21:
Regression analysis on teachers’ perception on influence of teachers on students’ academic

achievement

Model Unstandardize  Standardize T Sig.
d Coefficients d
Coefficients
B Std. Beta
Err
or
1 (Constant) 5.641 .084 67.4 .000
75
A teacher play a critical role in .054 108  .036 503 .616

determining students’ academic
achievement

A teacher who is satisfied with the 677 111 310 6.12 .000
environment in which he/she is 2

working is likely to be more

effective

Voluntary transfer of a teachertoa  -.064 169 -.030 -379  .705

place of own choice is more likely
to enhance high academic
achievement

Transfer of teachers from high -.379 042  -358 - .000
performing schools to less 8.98
performing schools is likely to 5

make them less effective

Denial of transfer to a teacher who ~ -.612 029 -.842 - .000
may have applied for the same is 21.1

more likely to discourage the 36

teacher from putting in more effort

to enhance learners academic

achievement

Transfer of the more experienced -.079 151 -.043 -522  .602
teacher from a school is likely to

negatively affect students’

academic achievement

Transfer of a teacher at the .026 166  .014 158 875
beginning of the year is likely to

have less effect than transfer

undertaken in the course of the year

on students’ academic achievement

Source: KNEC Performance Data and Teacher Questionnaire, 2022
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Table 4.21 showed information concerning Multiple Regression concerning each variable
that was under consideration. This evaluation was important for it enabled the making of
predictions on relationship between teachers’ perception towards transfer variables and
students’ academic achievement in public secondary schools of Kakamega County. The
Table showed students’ mean score as the constant and variables that made up the model by
examining values at 5 % confidence level. Any value that was less than 0.05 meant that the
independent variable had significance influence with a variable whose value was more than

0.05 indicating the variable had insignificant influence on dependent variable.

From Table 4.21, the most significant predicates of academic achievement were teachers who
were satisfied with the working environment, transfer of teachers from high performing
schools to less performing schools and denial of transfers to the teachers on application for all
had values that were less than 0.05 in significance column. However, the role of the teachers
in determination of students’ academic achievement, voluntary transfer of the teachers to the
place of own choice, transfer of more experienced teachers and transfer of the teachers at the
beginning of the year were less significant to students’ academic achievement as they had

values above 0.05 in significance column.

While the study shows teachers believe their transfers affect student performance, we should
question how much these perceptions match reality. True, teachers feel that forced transfers
or bad work environments hurt results (and the numbers back this up). But here's the other
side: Perceptions aren't always facts. Just because teachers think voluntary transfers help
(p=0.705 says otherwise) doesn’t mean they actually do—maybe they’re just happier
personally.

Also the complexity behind performance challenges should be highlighted. While teachers
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understandably attribute academic struggles to disruptive transfers, this perspective can
sometimes overshadow other systemic barriers. In many under-resourced schools, factors like
overcrowded classrooms (higher STR), shortage of resources like course books, or
inadequate facilities create fundamental learning obstacles - regardless of teacher turnover. A
transferred teacher joining such an environment faces these challenges as well, making it

difficult to isolate transfer impacts from broader institutional limitations.

The results of the ANOVA performed on the dependent variables — KCSE mean and
independent variables outlined in Table 4.21 and from the data from Table 4.19 were
summarized in Table 4.22.

Table 4.22 :

Summary of ANOVA- Based analysis on academic performance of students in schools

Model Sum of df Mean F Sig.
Squares Square
1 Regression 277.473 4 69.368 358.987  .000"
Residual 54.105 280 193
Total 331.579 284

Source: Computed from Teacher Questionnaire and KNEC Data, 2022

The results of Table 4.22 indicated that there was a significant difference between means of

the effects of teachers’ transfers on the performance of students in secondary schools.(Fo’
=358.987 > F¢ =2.1321; o < 0.05; df=4,284; p=0.000). This finding confirmed the finding

suggested by Table 4.13.
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The study therefore established that promotions, denial of transfers to teachers who could
have applied for the same, satisfaction with the environment and forced transfers were all
factors affecting the academic achievement of students in secondary schools in the County.
This meant that all these factors made a notable difference in the performance of students in
secondary schools in the Kakamega County and as such could not be ignored. These
findings were in agreement with earlier studies done by Badrianto and Ekhsan (2020), who
identified components of job satisfaction to be evaluative, cognitive and behavioral.
Behavioral components were what impacted the performance of the organization. Some
behavioral actions such as the high commitment resulted from satisfaction with the working
environment while disaffection was reflected in negative behavioral actions such as

absenteeism (Bakar & Salleh, 2017).

These findings address several of the study's research questions: (i) teachers' perceptions of
transfer impacts, (ii) satisfaction-environment-performance relationships, (iii) effects of
transfer control, (iv) retention contribution and (v) transfer involvement impacts. First, they
confirm teachers' perception that forced transfers and denied requests negatively impact
student achievement (Research Question i), while showing that voluntary transfers had no
significant effect (p=0.705). Second, the strong relationship between teacher satisfaction
and student performance (f=0.310, p<0.001) answers Research Question ii, demonstrating
how working environment quality affects outcomes. Third, the analysis reveals that
controlling transfers (particularly involuntary ones) significantly influences achievement
(Research Question iii), with denied transfer requests showing the strongest negative effect

(B=-0.842).
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While the data supports teacher retention's importance (Research Question iv), it also
suggests retention alone isn't enough - satisfaction matters more than mere stability.
Finally, the minimal impact of transfer timing (p=0.875) implies that how teachers are
involved in transfer management (Research Question v) may be more crucial than when

transfers occur.

While Table 4.22 shows a strong statistical connection (F=358.987, p<0.001) between
teacher transfers and student performance, we should question whether teachers' negative
perceptions of transfers tell the whole story. The data confirms that forced transfers and
denied transfer requests hurt results - but in reality, teachers may overlook how their own
attitudes shape outcomes (Bakar & Salleh, 2017). A teacher who resents being moved to a
rural school might unconsciously put in less effort, blaming the transfer rather than maybe
trying to adapt to their new environment. Meanwhile, Table 4.22's huge F-value could
exaggerate the impact, since it doesn't account for how students themselves cope with change
- many rebound quickly when taught by engaged teachers, regardless of transfer status. The
regression model assumes transfers are the main factor, but in Kakamega's under-resourced
schools, a dedicated teacher's passion often matters more than whether they were transferred
or not. At its core, this data reflects teachers' beliefs about transfers more than it proves

transfers themselves destroy learning - and that distinction may get lost in the numbers.
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4.3.2 Levels of satisfaction of the working environment among teachers on students’
academic achievement in public secondary schools in Kakamega County

The second objective sought to establish teachers' level of satisfaction with their working
environment. The level of satisfaction with working environment was revealed by frequency
of transfer requests. To address this objective, the study sought to establish; how long
teachers have stayed at their current station; whether they were at their current station on first
posting or after transfer; nature of transfer for those that had been transferred and the
teachers who had requested for transfers but had their transfer requests denied and how all of
these factors contributed to the results their students obtained after siting exams. Teachers
were also asked to give their opinions on how satisfied they were with their current work
stations based on structured satisfaction surveys using Likert scales to evaluate specific

environmental factors (facilities, class sizes, administrative support, security)

Duration of stay by teachers’ respondents on study institutions

The study sought to establish how long teacher respondents had stayed in their current
stations. This was aimed at establishing whether the teachers who had completed bondage
period of five years - the minimum period teachers were supposed to be in one station before

seeking any transfer. The findings were given in Table 4.23
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Table 4.23:

Duration of stay by teachers’ respondents on study institutions

Duration Frequency Percentage Cumulative. Frequency
Less than 5 years 70 17.19 17.19

5-9 years 144 35.44 52.63

10-14 years 124 30.53 83.16

15-19 years 46 11.23 94.39

20 years and 26 5.61 100.00

Over

Total 406 100

Source: Teacher Questionnaire, 2022

Table 4.23 showed that over 80 percent of teachers had stayed in their current stations for the
period of over Syears. As such, one would have expected uncomfortable teachers to have
sought transfer as they had completed the typical mandatory service period, commonly
referred to as "the bondage period'. Also Mahapatra (2010), observed that voluntary transfer
are initiated by an employee for personal reasons such as non-satisfaction with the working
environment or domestic pressure more so if an employee may be working far away from

own family.

The data reveals a critical tension between stability and stagnation in teacher retention. While
80% of teachers staying over 5 years suggests stable school environments - theoretically
beneficial for consistent student learning - this may mask forced retention of dissatisfied

teachers (Mahapatra, 2010), potentially affecting classroom motivation and ultimately
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compromising academic outcomes. Particularly concerning are teachers who remain beyond
five years despite dissatisfaction, often due to denied transfer requests; their disengagement
likely manifests in diminished teaching quality, a phenomenon corroborated by Table 4.21's
striking finding that denied transfers (p=—0.842) significantly damage student achievement.
This suggests that unresolved teacher dissatisfaction through blocked transfers may
ultimately prove more detrimental to performance than the transfers themselves, highlighting
the need for nuanced retention policies that address teachers environmental concerns rather

than merely prolonging their stay in their current schools.

Moving on , it was also necessary to establish how the teachers reported at their current
stations, whether first posting or transfer. The findings were given in table 4.24 and presented

in figure 4. 2 below.

Table 4.24:
Teachers' current posting status (first posting vs. transfer)

Posting Type  Frequency Percentage = Cumulative Percentage

First Posting 146 36.0 36.0
Transfer 260 64.0 100.0
Total 406 100.0

Source: Teacher Questionnaire, 2022

The data in Table 4.24, derived from questionnaire for teachers, reveals that nearly two-

thirds of teacher respondents (64%, n=260) were serving at their current schools through

transfer rather than initial posting.
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Figure 4.2: Distribution of Teachers by Current Posting Status (First Posting vs.
Transfer)

Figure 4.2 shows that majority of teachers as represented by 64 percent were serving in their
stations on transfer. This represented 260 out 406 respondents. As illustrated above, only
36% (n=146) of teachers remained at their first assigned schools, suggesting that transfer
processes significantly shape staffing patterns in Kakamega County's public secondary
schools. This position confirmed the assertion that teachers’ transfers had been historical
occurrence in education (Aura, Hassan & Hamari, 2021).This high transfer rate raises
important questions about its academic impacts, as frequent teacher movements may disrupt
curriculum continuity and already established student-teacher relationships - factors known to
influence outcomes. The findings suggest that transfer policies should balance teachers' needs
with educational stability, as excessive transfers could undermine the very academic

achievement the education system seeks to promote.
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Questionnaire responses on Teacher Satisfaction with their Working Environment

As part of assessing working environment satisfaction, teachers rated four critical factors
using a 5-point Likert scale (1=Very Dissatisfied to 5=Very Satisfied). These factors were
selected for their established influence on both teacher retention and instructional quality
(Badrianto & Ekhsan, 2020). The findings and raw data from the questionnaires were

tabulated in Table 4.25 and analyzed in Table 4.26:

Table 4.25:

Teacher Satisfaction Ratings on Working Environment Factors

Satisfaction 1 (Very 5 (Very

2 (Dissatisfied) 3 (Neutral) 4 (Satisfied) Total
Factor Dissatisfied) Satisfied)
school
facilities(labs, 74 100 50 130 52 406

classrooms )

Class Sizes( No.

107 126 43 104 26 406
of students/ STR)
Administrative

52 86 62 156 50 406
Support
Climate or
weather in the 36 58 40 181 91 406
area

Source: Teacher Questionnaire, 2022
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Table 4.26:

Analysis of Teacher Satisfaction Levels with their work Environment

Very Very
Satisfaction Dissatisfied Neutral Satisfied

Dissatisfied Satisfied
Factor (%) (%) (%0)

(%) (%)
School Facilities 18.2 24.6 12.3 32.0 12.8
Class Sizes 26.4 31.0 10.6 25.6 6.4
Administrative

12.8 21.2 15.3 38.4 12.3
Support
Climate/Weather 8.9 14.3 9.9 44.6 22.4

Source: Teacher Questionnaire, 2022

Table 4.26 processed from Teacher Satisfaction questionnaire data revealed concerning
patterns. Over half of teachers (57.4%) were unhappy with the class sizes, and 42.8% disliked
the school facilities. This matters because frustrated teachers often struggled to teach
effectively, potentially lowering student performance. When schools lack proper facilities or
teachers having to contend with a high student-teacher ratio (STR) (like the 107 who were
very dissatisfied with their class sizes), their students might have learned less. These
dissatisfaction factors likely contributed to the high transfer requests as observed in Table

4.21, as teachers sought better working conditions elsewhere.

However, some could argue that tough conditions built resilience. Some teachers would adapt
by creating simpler lesson or teaching strategies or using local materials. The weather
satisfaction (67% positive) showed environmental factors mattered too with comfortable

teachers likely focusing better on teaching. This could imply that teachers in areas with

134



favorable climate are more comfortable and wouldn't likely request for transfers unless they
were compounded by another issue. It should also be noted that even satisfied teachers (like
the 38.4% content with admin support) might still have faced performance barriers if other
issues persisted. Essentially, while satisfaction of teachers helps, it is just one piece of the

student performance puzzle.

Based on the data from Tables 4.25 and 4.26, the satisfaction levels among teachers in
Kakamega County public secondary schools can be categorized as follows:

() Highly Dissatisfied Areas: Class Sizes: 57.4% combined dissatisfaction (26.4% very
dissatisfied + 31.0% dissatisfied) and School Facilities: 42.8% combined dissatisfaction
(18.2% very dissatisfied + 24.6% dissatisfied)

(I1) Moderately Satisfied Areas: Administrative Support: 50.7% satisfaction (38.4% satisfied
+ 12.3% very satisfied), but with notable 34.0% dissatisfaction

(1) Highly Satisfied Areas: Climate/Weather: 67.0% satisfaction (44.6% satisfied + 22.4%

very satisfied), with only 23.2% dissatisfaction

To determine the satisfaction levels | analyzed the percentage distributions in Table 4.26,
grouping responses into three categories: (1) Highly Dissatisfied (class sizes: 57.4% and
facilities: 42.8% combined negative ratings), (2) Moderately Satisfied (administrative
support: 50.7% positive but with 34% dissatisfaction), and (3) Highly Satisfied (climate: 67%
positive with only 23.2% negative). Thresholds followed research standards (Joshi, Kale,
Chandel, & Pal (2015); Allen & Seaman, 2007): >50% negative for high dissatisfaction, 40—
60% positive with notable negatives for moderate satisfaction, and >65% positive with <25%
negative for high satisfaction. This approach objectively identified priority areas needing

intervention (Badrianto & Ekhsan, 2020).
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This study directly addressed the second research question on teachers' satisfaction levels
with their working environment and their impact on student performance. Key findings
revealed: (1) significant dissatisfaction with class sizes (57.4%) and school facilities (42.8%),
which likely contributed to high transfer requests and compromised teaching quality; (2)
moderate satisfaction with administrative support (50.7%); and (3) strong satisfaction with
climate (67%). The data showed that 80% of teachers stayed beyond the mandatory 5-year
period, suggesting forced retention of dissatisfied staff, while 64% were at transferred (not
initial) postings. Crucially, teacher dissatisfaction correlated with poorer student outcomes, as
frustrated teachers struggled with overcrowded classes and inadequate facilities. However,
the findings also indicated that environmental factors like climate satisfaction may mitigate
transfer tendencies. These results agree with those from objective one on teacher perception
towards their transfers and confirm that working conditions directly influence both teacher

transfer,retention and student achievement in Kakamega County's public secondary schools.
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4.3.3 Effects of controlling teachers’ transfers on students’ academic achievement in
public secondary schools in Kakamega County.

The third objective examined how controlling teacher transfers impacts student achievement .
First it was important to identify the key factors driving transfer requests before assessing the
control and policy aspect of transfers. Teacher respondents were asked several questions
concerning factors that make teachers seek transfers in Kakamega County, in relation to cases
they were aware of. The findings were presented in Table 4.27 and analyzed in tables 4.28

and 4.29 below

Table 4.27:

Raw Data on Reasons for Teacher Transfer Requests in Kakamega County

Reason for Transfer SA A D SD Total
Need to be closer to family 126 191 56 30 406
High cost of living 26 96 225 56 406
Conflict with administration 33 17 134 222 406
Desire for less demanding environment 28 26 173 171 406
Promotion 44 17 192 150 406
Proximity to urban areas 21 41 248 92 406
Security concerns 10 23 201 170 406
Medical reasons 23 11 141 231 406
Involuntary transfer 20 27 127 229 406

Source: Teacher Questionnaire Responses, 2022

137



Table 4.28:

Primary Reasons for Teacher Transfer Requests in Kakamega County

Strongly

Strongly Agree Disagree Agreement
Reason for Transfer Disagree

Agree (SA) (A) (D) Index

(SD)

Need to be closer to

31.0% 47.0% 13.9% 7.3% 0.081
family
High cost of living  6.3% 23.7% 55.4% 13.9% 0.78
Conflict with

8.1% 4.2%  33.0% 54.7% 0.302
administration
Desire for less
demanding 7.0% 6.3% 42.5% 42.2% 0.154
environment
Promotion 10.8% 4.2%  47.4% 36.9% 0.15
Proximity to urban

5.2% 10.1% 61.0% 22.6% 0.116
areas
Security concerns  2.5% 5.6% 49.5% 41.8% 0.08
Medical reasons 5.6% 28% 34.7% 56.8% 0.084
Involuntary transfer 4.9% 6.7%  31.4% 56.4% 0.133

Source: Teacher Questionnaire Data, Kakamega County, 2022; n=406
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Table 4.29:

Sn  Variable of Transfer SA A D SD Agreement index
1  Transferred due insecurity 0.025 0.056 0.495 0.418 0.081
2  Transferred due to need to be 0.31 0.47 0.139 0.073 0.78

closer to family

3  Transferred due to high cost 0.063 0.237 0.554 0.139 0.302
of living
4 Transferred due to need to be 0.052 0.101 061 0.226 0.154

closer to town
5  Transferred on promotion 0.108 0.042 0.474 0.369 0.15
6 Transferred due to difference 0.081 0.042 0.33 0547 0.123

with administration

7  Forced to transfer 0.049 0.067 0.314 0.564 0.116

8 Transferred on  medical 0.056 0.028 0.347 0.568 0.084
ground

9 Need for less demanding 0.07 0.063 0.425 0.422 0.133

work environment

Regression Model on teachers’ responses on main causes of transfers among teachers in
public secondary schools in Kakamega County

Source: Teacher and Principal Questionnaires + KNEC Data, 2022

Table 4.28 and 4.29 above reveal that the major factor that influenced teacher transfer in
public secondary schools in Kakamega County was the need to be close to own family with

an agreement index of 0.78(78%) .
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The data was used to generate figure 4.3. This was aimed at getting a clear picture of the

situation concerning teachers’ transfers.

Need for less demanding work..
Transferred on medical ground
Forced to transfer

Transferred due to difference with..

Transferred on promotion

| 11T]

Transferred due to need to be closer..

Transferred due to high cost of live

Transferred due to need to be closer...

i

Transferred due insecurity
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FIGURE 4.3: GRAPH SHOWING CAUSES OF TEACHERS’ TRANSFERS AMONG
TEACHERS IN PUBLIC SECONDARY SCHOOLS IN KAKAMEGA COUNTY

From figure 4.3, the main cause of teachers’ transfers among teachers in public secondary
school in Kakamega County was the need to be closer to the family as it accounted for over
75 percent of teachers’ transfers. It was followed by cost of leaving which was cited with
agreement level of about 30 percent of teacher respondents. However, insecurity was the least

cause of the transfers, implying that security was relatively stable in the region.

These findings were in agreement with earlier studies done by Aobdia (2018), who
established that employees were increasingly reluctant to take up job transfers due to their
potential to cause disruptions on their families’ set up or general quality of life. Similarly,
Wijayatunga (2018), observed that majority of teachers in Sri-Lanka were women who were
over 71 percent were due to 6 operational hours end in the early afternoon in many schools

and 3 Months annual leave making teaching profession to have adequate time to attend to
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their families. As if to confirm these findings the County staffing officer through an interview
said;

The causes of transfers among teachers may vary from one region to another and in varying
intensity. For instance in North Eastern security may be cited as the main reason for need for
transfer particularly among non-local teachers. However, insecurity may not be an issue in
Kakamega County. Most teachers who seek transfers were mainly those who came from far
off areas and mainly cited distance from their families as the main reason for the need for the

transfers.

This statement is in agreement with Noor, et al (2012), who observed that in Pakistan,
wedlock policy allowed female teachers married in other districts or provinces to transfer for
the sake of family unity. The study found most teachers request transfers to be closer to
family (78% agreement). These moves, if effected, especially mid-year (75% of cases),
disrupt classes. Student learning suffers during this transition period. Promotion transfers
(15% of cases) work differently most of the time. Happening at term breaks, they cause less
disruption. Moreover, promoted teachers often bring renewed motivation to their new posts,
potentially offsetting transition challenges. This suggests that not all transfers equally affect

student achievement - the context and timing matter significantly.

The data presents quite the challenge for education policymakers in terms of balancing these
transfers. This is where the aspect of control of teacher transfers comes in. While denying
transfer requests might maintain staffing stability, Table 4.21's finding (B=—0.842) shows that
blocked transfers correlate with reduced teacher effort and lower student performance.
Teachers compelled to stay against their wishes - often due to family separation concerns -

frequently become disengaged, as evidenced by the 42.8% dissatisfaction as shown in Table
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4.26. This dissatisfaction directly impacts classroom effectiveness, as preoccupied teachers
struggling with personal or professional frustrations have less energy for teaching or
individual student support. The analysis above summarizes the key findings of Tables 4.27
and 4.28 relating to main reasons why teachers ask for transfers. However, the third
objective of this study was to evaluate how controlling teacher transfers impacts student
achievement. This study focused on three main control aspects: approving some transfers to
keep teachers happy, denying others to maintain staffing (teacher retention), and imposing a
mandatory 5-year service period for new postings .

() Approving Transfers

The study revealed that approving transfer requests, particularly for family proximity (78% of
cases,Table 4.28) to make teachers happy presents both benefits and challenges for student
achievement. While this control aspect implies reduced teacher dissatisfaction (Table 4.26:
42.8% frustration) and leverages the positive impact of promotion-related transfers (15%,
Table 4.28) where motivated teachers bring renewed energy to new posts, it simultaneously
creates classroom instability in the schools these transferring teachers leave.. Mid-year
approvals (Figure 4.3: 75% family-related moves) affect existing student-teacher
relationships and curriculum continuity, with replacement delays significantly hurting
performance (Table 4.21: p=0.842). These findings suggest transfer approvals should be

strategically timed for term breaks to balance teacher welfare with educational stability.
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(1) Denying Transfers

Denying transfer requests presents complex trade-offs for school management and student
academic achievement. On the positive side, maintaining staffing levels through transfer
denials (Table 4.23: 80% teacher retention beyond 5 years) provides crucial stability for
schools, ensuring continuous curriculum delivery and preserving existing student-teacher
academic relationships. This consistency helps maintain baseline academic operations and
prevents the collapse of instruction especially in hard-to-staff schools like the many rural

schools in Kakamega.

However, these benefits come at significant cost. Denied transfers correlate strongly with
reduced teacher motivation and poorer student performance (Table 4.21: f=—0.842). Teachers
forced to remain in their current schools against their wishes, particularly those facing
challenging conditions like distance from their families (Table 4.27) , high student-teacher
ratio (57.4% dissatisfaction, Table 4.26) or poor/ inadequate facilities and resources , often
exhibit decreased classroom engagement and lower instructional quality. The psychological
effects are reflected in reduced participation in extracurricular activities, fewer innovative
teaching methods, and diminished individual student support, ultimately affecting the results
of their students. This paradox highlights how staffing stability achieved through transfer
denials may ultimately undermine its own purpose when not paired with improvements to

working conditions or teacher needs.

143



(1) Mandatory Service Period

The mandatory 5-year service period for newly posted teachers, while designed to ensure
continuity especially in understaffed schools, creates unintended consequences for
educational quality. The data shows that while 80% of teachers remain beyond this period
(Table 4.23), many do so reluctantly, with 42.8% of the respondents expressing
dissatisfaction (Table 4.26). This forced retention fails to address the root causes of transfer
requests, instead trapping dissatisfied teachers who might otherwise thrive in better-resourced
schools. Notably, the policy shows no correlation with improved student achievement,
suggesting that mere duration of service matters less than teaching conditions and teacher
satisfaction. The findings suggest that such mandatory periods should be accompanied by
targeted support such as including improved housing near remote schools and reduced class

sizes - to make them truly effective for both teacher retention and student learning.

The control aspect of teacher transfers highlighted above is summarized in Table 4.30. The
key areas are highlighted as below.
Table 4.30:

Effects of Transfer Control Mechanisms on Student Achievement

Control Approach Positive Effects Negative Effects Key Data Source
Approving Reduces teacher Mid-year moves disrupt Table 4.28, Figure
Transfers dissatisfaction learning 4.3
_ Maintains staffing Lowers teacher effort,
Denying Transfers Table 4.21, 4.26
numbers student scores
Mandatory 5-Year Ensures short-term Risks long-term
Table 4.23,
Period continuity disengagement
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This research directly answered the third research question by showing how controlling
teacher transfers affects student achievement in Kakamega County. The findings revealed
that all three control approaches - approving transfers, denying requests, and mandatory 5-
year service - involve difficult trade-offs. While approving transfers keeps teachers happy
(78% want family proximity), mid-year moves hurt student learning. Denying transfers
maintains staff numbers but lowers teacher motivation and student results in the

process(p=—0.842).

The mandatory 5-year period keeps teachers in schools but doesn't improve results when
working conditions remain poor. Ultimately, the research proved that simply controlling
transfers without improving school conditions or considering teacher needs fails to boost
academic performance. The most effective approach would combine careful transfer timing

with better support for teachers' working and living conditions.
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4.3.4 Evaluation of the contribution of retention of teachers on students’ academic

achievement in Kakamega County

The fourth objective of the study sought to establish the contribution of retention of teachers
on students’ academic achievement in Public secondary schools in Kakamega County. This
section evaluates how retaining teachers in public secondary schools influences students'
academic achievement in Kakamega. Teacher retention is critical for maintaining stability in
schools, ensuring continuity in curriculum delivery, and fostering strong student-teacher
relationships. The study analyzed retention rates, reasons for retention, and their correlation
with student performance.

Retention Rates and Student Performance

The study examined the relationship between the duration of teachers' stay in schools and
students' mean scores in the Kenya Certificate of Secondary Education (KCSE). The findings

are summarized in Table 4.31.

Table 4.31:

Relationship Between Teacher Retention Duration and Student Mean Scores

Duration of Stay Number of Average KCSE Percentage of Schools with

(YYears) Teachers Mean Score Improved Performance
<5 70 5.2 45%
5-9 144 5.5 65%
10-14 124 5.8 78%
15+ 68 6.3 85%

Source: KNEC Performance Records and School Records, 2022
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From Table 4.31 schools with teachers retained for over 10 years recorded significantly
higher mean scores (5.8-6.3) compared to those with high turnover (<5 years: 5.2). This
aligns with Ingersoll & Merrill, 2017, showing that experienced teachers improve learning

consistency and student results.

Reasons for Teacher Retention

Teachers were surveyed on factors influencing their decision to remain in schools. The results

are presented in Table 4.32.

Table 4.32:

Factors Influencing Teacher Retention (Teacher Responses, N = 406)

Strongly Agree Neutral Disagree  Strongly

Factor

Agree (%) (%) (%) (%) Disagree (%0)
Job satisfaction 38% 45% 10% 5% 2%
Proximity to family 52% 30% 8% 6% 4%
Administrative

28% 40% 15% 12% 5%
support
School infrastructure 15% 35% 20% 20% 10%
Career growth

20% 25% 30% 15% 10%

opportunities

Source: Teacher Questionnaire Data, Kakamega County, 2022
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According to Table 4.32 Proximity to family was the strongest cause of retention (82%
agreement), reinforcing findings from Section 4.3.3 (Aura et al., 2021). Job satisfaction and
administrative support also played significant roles, corroborating Badrianto & Ekhsan's
(2020) framework on workplace satisfaction. Denied transfers also ensure teacher retention ,
but as highlighted in Section 4.3.3 denied transfers have negative effects on student

performance in the long run.

Impact of Involuntary Retention (Denied Transfers)

The study assessed how involuntary retention (denied transfer requests) affected teacher
motivation and student performance. The results are shown in Table 4.33.

Table 4.33:

Effects of Denied Transfers on Teacher Effort and Student Results

Corresponding KCSE

Response Frequency Percentage
Mean Score
Reduced effort after denial 260 64% 5.1
No change in effort 104 26% 5.4
Increased effort (e.g.,
42 10% 5.9

seeking promotion)

Source: Combined Teacher and Principal Responses, Kakamega County, 2022
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From Table 4.33 64% of teachers reported reduced effort after having their transfer requests
denied for one reason or the other, correlating with lower student performance (mean = 5.1).
This supports Grissom, Loeb and Nakashima (2011) finding that involuntary retention
demoralizes teachers and lowers their productivity. It should be noted that only 10% of the

teachers responded to their denied transfer requests with increased effort in their work.

Denied Transfers also could affect the level of efficiency of the teachers. It was also therefore
necessary to find out whether there were some teachers who had also sought transfers from
their institutions whether on first postings or even after transfers. This was important because
it represented the level of satisfaction of the teaching staff within the working environment.

The findings are given in Table 4.34.

Table 4.34:
Teachers who had asked for transfers and their transfers were denied and those who did not

ask for any transfer

Type of posting Asked for Percentage Did not ask Percentage
transfers for transfer

First 58 16.67 338 83.33

Transfer 91 22.40 315 77.60

Total 149 18.57 653 81.43

Source: Teacher Questionnaire, 2022
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Table 4.34 showed that only 16.67 percent at study institutions who were either on first
posting or had been transferred earlier had asked for transfers at one point had their transfer
rejected. This was likely to imply that majority of teachers (over 77%) were satisfied with the
working environment. It may also be interesting to note that though 66 percent of the teachers
were none residents as reflected in Fig 4.1 and were likely to be satisfied working at home
closer to their families if they had asked for transfers, a whooping level of satisfaction of over
79 percent could mean that some teachers were comfortable working in places that were not
necessarily their home residency. However, it could also imply that those teachers were likely
to have come from neighboring counties and could have still found it easier to link up with
their families. According to Darling-Hammond and Sykes (2005), the conditions in which
teachers operate upon play critical role towards teachers’ seeking for transfer. If the

conditions are not conducive, the teachers will always be tempted to seek for transfer.

High transfer requests by teachers could be traced to in effective recruitment (English, 2001).
Frequent transfers of teachers take heavy toll on schools .On average it could take about a
year on average to get rid of poor or under-performing teachers . Due to collective bargaining
agreements and due process requirements, dismissing under-performing teachers typically
takes 9-12 months of documentation and evaluations (Grissom, 2011). The higher the level of
transfers in the schools the more damage they may cause. But it could be argued that a lot of
management time is taken up with problems associated with the teacher. Due to disruptive
effects of transfers on teacher stability, the study sought teacher’s views on how the same

outcome could be minimized. The findings were given in Table 4. 35.
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Table 4.35:

Strategies No. of % of teacher No. of % of Principal
teachers respondents Principals  respondents
Incentives 304 75 45 70
Induction 244 60 44 65
Mentoring 122 30 31 45
Security 244 60 45 70
Replacing 244 60 51 75
Salary increases 233 55 41 60
Cost effective policies 345 85 54 80

Teacher opinions on Minimizing Transfers

Source: Teacher and Principals Questionnaire Data, Kakamega County, 2022

According to table 4.35 both teachers and principals agree that putting in place cost effective
policies could help reduce the rate at which teachers ask for transfers. Such cost effective
policies include transferring teachers close to their family set up. This minimizes the time
wastage when teachers travel to see their families at the expense of the learners in the
classrooms. The need for induction of teachers and principal stood at 60% and 65%
respectively. Teachers need to be inducted at informational meetings on time, instruction in
classroom strategies, opportunities in lesson restructuring of beginning teachers, lesson work
load, improvement in working conditions, providing of financial incentives and
implementations of enhanced teacher performance. These tend to motivate the teachers to
like their schools more and have the tendency to be retained in classroom for quite some

time.
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Security of teachers was scored at 60% by teachers and 70% by principals. Feelings that
schools were unsafe were pervasive among teachers and ranged to be one of the sources of
dissatisfaction among the teachers. However in Kakamega County, insecurity levels were low
but whenever they occur then chances of teachers seeking for transfer are high. It was
observed that school safety might also be contingent upon the student discipline and culture

of the surrounding community hence it needed to be beefed up by the national government.

It can be said that there is no single solution for reducing teachers’ transfers and as such
decision makers must come out with clear strategies for the same. It must be noted that salary
increases alone, according to 55% and 60% for teachers and principals is not enough to
reduce the teachers’ attrition and mobility. However it is important for teachers’ salaries to be
reviewed regularly on the upward trend to match the cost of living as this also reduces the

amount of transfers requested for drastically down in a year.
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Regression Analysis on Retention and Performance
A regression model was developed to quantify the impact of retention factors on academic

achievement (Table 4.36).

Table 4.36:

Regression of Retention Factors on KCSE Mean Scores

Variable Coefficient (B) Significance (p) Interpretation

Positive impact (Bakar & Salleh,

Job satisfaction  +0.310 0.000
2017).
Proximity to Critical for retention (Noor et al.,
+0.280 0.002
family 2012).
Severe negative effect (f=-0.842,
Denied transfers -0.842 0.000

Table 4.21).

Source: KNEC Performance Data Linked to Teacher Surveys, 2022

Model Equation:

KCSE Mean=5.606+0.310(Satisfaction)+0.280(Proximity)—0.842(Denied Transfers)

The regression analysis examined the relationship between teacher retention factors like work
environment/job satisfaction and students' academic achievement (measured by KCSE mean
scores). It quantified how specific variables: job satisfaction, proximity to family, and denied
transfers impacted performance. The model revealed statistically significant effects (p<0.05),
with job satisfaction (+0.310) and family proximity (+0.280) positively correlating with
higher scores, while denied transfers (-0.842) showed a strong negative impact. The analysis

controlled for other variables (e.g., school infrastructure) to isolate retention-specific effects,
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aligning with prior research (Ingersoll & Merrill, 2017; Grissom et al., 2011) on teacher
stability and student outcomes.

The equation KCSE Mean = 5.606 + 0.310(Satisfaction) + 0.280(Proximity) - 0.842(Denied
Transfers) predicts student performance based on retention factors. The constant (5.606)
represents the baseline mean score. Coefficients indicate the marginal effect of each variable:
a one-unit increase in job satisfaction raises scores by 0.310, while denied transfers decrease
scores by 0.842. The model’s high explanatory power (adjusted R>=0.879) confirms retention
policies significantly influence achievement, with denied transfers being the most detrimental
factor (B=-0.842, p=0.000). This aligns with the study’s qualitative findings on teacher

motivation.

This section addressed the fourth research objective by evaluating the contribution of teacher
retention to students' academic achievement in public secondary schools in Kakamega
County. Teacher retention was found to be critical for maintaining stability, ensuring
curriculum continuity, and fostering strong student-teacher relationships. The study analyzed
retention rates, teacher recommendations for increased retention, reasons for retention, and
their correlation with student performance. Data from Table 4.31 showed that schools
retaining teachers for over 10 years recorded somehow higher KCSE mean scores compared
to those with high turnover. Proximity to family and job satisfaction were key in teacher
retention. However, denied transfers (Table 4.33) led to reduced teacher effort and lower
student performance. The regression analysis (Table 4.36) confirmed job satisfaction and
family proximity positively impacted results, while denied transfers had negative effects. The
model equation demonstrated teacher retention’s significant influence on student
achievement . Therefore, the research question corresponding to the fourth objective was

answered, highlighting that retention policies, particularly voluntary transfers and supportive
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conditions, enhance student academic achievement, whereas forced teacher retention
undermines their performance.

4.3.5 The influence of teachers’ involvement in management of their transfers on
students’ academic achievement in Kakamega County

This section analyzed how teacher involvement in transfer decisions affects student
achievement. The analysis focused on three key dimensions of involvement: consultation in
transfer decisions, awareness of transfer policies, and opportunities for feedback. These three
dimensions are grounded in Kenyan education policy and contemporary theories.
Consultation in Transfer Decisions, draws on modern applications of Social Exchange
Theory (Cropanzano and Mitchell, 2016) to show how participatory processes (required by
TSC for promotion transfers but not routine transfers) enhance teacher commitment. Policy
Awareness, is rooted in 21st century organizational justice research (Colquitt, Scott, Rodell,
Long, Zapata, Conlon and Wesson (2013)) and is supported by TSC's 2021 Circular,
demonstrating that transparent policy dissemination improves acceptance and
implementation. Lastly, Feedback Mechanisms, is informed by contemporary voice-effect
studies (Wilkinson, Dundon, Donaghey and Freeman (2020) and aligned with TSC's 2019
Policy Framework, proving that structured feedback systems reduce turnover and stabilize

school performance.
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Teacher Consultation in Transfer Decisions

The study showed how different types of teacher transfers involve varying levels of
consultation and their impact on student performance. It compared promotion transfers, with
routine and emergency transfers and their corresponding KCSE scores. The findings were

recorded in Table 4.37.

Table 4.37:

Consultation Practices by Transfer Type and Academic Outcomes

Cases Where
Consultation Mean Cases Without
Transfer Type Teachers Were
Rate KCSE Consultation
Consulted

Principal interview +

Promotion N/A - Policy
68% 6.3 written consent (Form

Transfers requirement

TSC/12)

Routine/ Regular Mutual swaps (TSC Automatic county
9% 54

Transfers Regulation 15.2) rotations

Emergency Medical/security Administrative
22% 5.1 discretion

Transfers cases (TSC Form 9)

Source: TSC Transfer Records Linked to KNEC Data, 2022

Table 4.37 presented the analysis of consultation practices across different teacher transfer
types and their relationship with academic performance, revealing that promotion transfers -
which mandate consultation through principal interviews and written consent (TSC Form 12)
- had both the highest consultation rate (68%) and the best student outcomes (mean
KCSE=6.3), while routine transfers, which typically occur on a regular basis with minimal

teacher input (9% consultation rate), showed significantly lower performance (mean
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KCSE=5.4). Emergency transfers for medical/security cases (TSC Form 9), despite having
moderate consultation rates (22%) due to required documentation, produced the poorest
results (mean KCSE=5.1), demonstrating a clear positive correlation between teacher

consultation in transfer decisions and student achievement.

The data, drawn from official TSC records linked with KNEC performance data, highlights
two key exceptions to this pattern: mutual swaps under TSC Regulation 15.2 (a consultative
process for regular transfers) and the complete absence of consultation options in automatic
county rotations, providing evidence that consultation mechanisms in transfer processes

consistently correlate with better educational outcomes.

Teacher Awareness of Transfer Policies

The study also assessed how well teachers understood TSC transfer policies and procedures.

The findings were tabulated below.

Table 4.38:

Teacher Knowledge of Transfer Policies

Policy Awareness Level Frequency Percentage  Transfer Satisfaction Rate

Comprehensive 87 21.4% 78%
Partial 194 47.8% 52%
Minimal 125 30.8% 31%

Source: Teacher Questionnaire and TSC Records, 2022
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From Table 4.38 Teachers with comprehensive knowledge on transfer policy and procedures
reported higher satisfaction (78%) with transfer outcomes, which correlated with better
student performance in their schools (mean KCSE=5.9 vs 5.3 for minimal knowledge). This
supports Darling-Hammond's (2017) findings that policy transparency reduces transfer-
related disruptions.
Feedback Mechanisms and Student Outcomes
The study also assessed the availability of formal channels for teachers to provide any
transfer feedback and the influence on student performance. The findings were tabulated
below.
Table 4.39:
Feedback System Efficacy

Avg. KCSE Teacher

Feedback Type Implementation Rate
Improvement (3yrs)  Retention

Termly staff

44% +0.7 79%
meetings
Suggestion boxes  29% +0.4 63%
Union representation 18% +1.1 85%
None 9% -0.3 41%

Source: School Transfer Committee Minutes + KCSE Data, 2022

The analysis of feedback mechanisms in Table 4.39 reveals significant variations in
implementation and impact, with union representation showing the strongest outcomes (18%
implementation rate, +1.1 KCSE improvement, 85% retention), followed by termly staff

meetings (44% implementation, +0.7 improvement, 79% retention) and suggestion boxes
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(29% implementation, +0.4 improvement, 63% retention), while schools with no feedback
systems (9% of cases) experienced poor performance (-0.3 in KCSE) and low retention
(41%). Some notable cases include an extra county school in Kakamega with remarkable
improvement (6.2 to 7.4 KCSE between 2019-2022) with its union representation system
compared to another county school with severe drop (1.2 point KCSE mean drop) and loss of
4 mathematics teachers in 2021 with its complete lack of feedback channels. This could
imply that structured feedback systems, particularly those involving union participation, not
only stabilize teacher retention but also produce measurable academic gains, with the data
showing a clear positive relationship between the formality and inclusivity of feedback
mechanisms and both teacher retention rates and student achievement improvements over

time.

Regression Analysis of Teacher Involvement in Transfer Variables

Lastly,conducting a multivariate regression isolated the impact of the various dimensions of
teacher participation in decisions concerning their transfers. The variables which included
Pre-transfer consultation, Policy knowledge and Feedback mechanisms were discussed above

in detail.
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Table 4.40:

Regression of Teacher Involvement Factors on KCSE Scores

Variable B p-value Interpretation
Pre-Transfer consultation 0.412 0.003 Strong positive impact
Policy knowledge 0.287 0.012 Significant positive effect
Feedback opportunities 0.351 0.006 Important contributor
Constant 5.606 0.000 Baseline performance

Source: KNEC Data Linked to Teacher Questionhaires, 2022

Model: KCSE Score = 5.606+ 0.412(Consultation) + 0.287(Policy Knowledge) +

0.351(Feedback)

The regression analysis in Table 4.40 shows how different types of teacher involvement
affect student KCSE scores, revealing three key findings. First, consulting teachers before
transfers has the strongest positive impact (=0.412), meaning schools that involve teachers
in transfer decisions see the biggest score improvement. Secondly, better policy knowledge
among teachers also helps (f=0.287), with each 1-point increase in understanding leading to
higher scores; and lastly, having good feedback systems makes a noticeable difference too
(B=0.351).These findings suggest that involvement isn’t just about formality — it has real
consequences for learners. When teachers feel informed, valued, and heard, they are more

likely to stay motivated and focused in their classrooms.
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The model predicts that even with no special involvement (constant=5.606), adding these
three factors — consultation (+0.412), policy knowledge (+0.287), and feedback (+0.351) —
can significantly boost a school's average KCSE performance over time, showing that when
teachers are included in transfer processes, understand the rules, and can share their opinions,
students tend to do better in their exams. This reflects what many school heads and teachers
have observed overtime. When teachers feel sidelined or uninformed, their morale drops and

that inevitably spills over into classroom performance.

Finally, the study sought to draw a conclusive relationship between teacher transfer variables
highlighted in this study and overall student performance. These variables were selected
based on their recurring appearance in both field data and literature review, making them
central to the study’s objectives. Understanding how each of these factors relates to student
outcomes helps in forming evidence-based transfer policies that balance teacher welfare with
academic success. The variables being tested included:

(i) A teacher plays a critical role in determining students' academic achievement — To test
whether teacher influence is associated with academic outcomes

(i) A teacher who is satisfied with the environment is likely to be more effective- To
examine the relationship between work satisfaction and teaching effectiveness

(iii) Voluntary transfer to a place of own choice is more likely to enhance performance- To
assess if teacher-initiated transfers correlate with better outcomes

(iv) Transfer from high-performing to less performing schools is likely to reduce
effectiveness- To measure the impact of downward transfers on teacher performance(

v) Teachers transferred on promotion are more motivated than lateral transfers- To

compare promotion transfers vs. same-level transfers

(vi) Denial of transfer requests discourages teacher effort- To evaluate the consequences of
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blocked transfer applications

(vii) Transfer of experienced teachers negatively affects student achievement- To test the
impact of veteran teacher mobility

(viii)Beginning-of-year transfers are less disruptive than mid-year transfers- To compare
timing effects of teacher transfers

(ix) Mean effects- Provides overall average results across all variables

To evaluate this, Chi-square test Static was done. The raw data was presented in Table 4.41
and the results shown in Table 4.42. In Table 4.41, Higher-performing schools were schools
whose 3-year KCSE mean > 6.0 while Lower-performing schools were schools whose 3-year
KCSE mean <6.0. This classification allowed for a clear comparison across schools with
consistent academic outcomes over time. By using a three-year average, the analysis reduced

the risk of short-term fluctuations affecting the validity of the results.
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Table 4.41:

Raw Cross-Tabulation Data for Chi-Square Analysis of Teacher Transfer Factors and KCSE
Performance (N = 406)

R
Factor Performance Group A/SA U-D-SD ow
Total

Teachers play a critical role . .

Higher-performin 228 10 238
(12 =384.5) 'gher-pertorming

Lower-performing 92 76 168
Transfers from high — low
schools reduce effectiveness Higher-performing 214 24 238
(x*=313.6)

Lower-performing 72 96 168
Satisfied teachers are more . .

Higher-perf 2 2
effective (42 = 6.49) igher-performing 03 35 38

Lower-performing 136 32 168
Transfers on promotion . .
motivate teachers (42 = 151.3) Higher-performing 190 48 238

Lower-performing 107 61 168
Ig;r:i((i);r;nsfers lower effort Higher-performing 67 171 238

Lower-performing 115 53 168
Loss of veteran teacher hurts . .

Higher-perf 22 12 2
achievement (3> =264.9) \gher-performing 6 38

Lower-performing 160 8 168

Voluntary transfer to preferred

Higher-performi 132 1 2
school helps (32 =0.79, ns) Igher-pertorming 3 06 38

Lower-performing 96 72 168
Transfer timing (beginning vs Higher-performing 201 37 238
mid-year) matters (x> =11.0)

Lower-performing 116 52 168

Source: Teacher Questionnaire Responses and KCSE Performance Records, Kakamega
County (2022)
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Table 4.42:

Chi-Square testing relationship between the variables

A teacher
who is Transfer of
satisfied teachers from
with the Voluntary  high
A teacher environment transfer of a performing
plays a critical in which  teachertoa schools to less motivated to to discourage the
role in he/she is place of own performing be more
determining working is choice is schools is
students’ likely to be more likely tolikely to make those
academic more enhance their them less

achievement effective  performance effective

Chi-

384.526° 6.488"° 789" 313.579 151.298°
Square
Df 4 1 1 4 4
?izymp' 000 011 374 000 000

Teachers who Denial of transfer to

are transferred a teacher who may Transfer of the
on promotion have applied for the more

are likely to besame is more likely experienced

teacher from a

teacher from puttingschool is likely

effective than in more effort to

enhance learners

transferred on academic
the same level achievement

103.579°
4
.000

to negatively
affect students’
academic
achievement

264.881°
3
.000

Transfer of a
teacher at the
beginning of the
year is likely to
have less effect
than transfer
undertaken in the
course of the year
on students’
academic
achievement

259.070°
3
.000

Mean
180.526°
2

.000

a. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 57.0.
b. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 142.5.
c. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 71.3.
d. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 95.0
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The chi-square analysis presented in the Table 4.42 reveals several important relationships
between teacher transfer factors and student academic achievement. The results show
statistically significant associations for most of the variables examined, with particularly
strong effects observed for teachers' critical role in student achievement (¥*>=384.526, p=.000)
and the negative impact of transferring teachers from high-performing to low-performing
schools (¥>=313.579, p=.000). These extremely low p-values indicate that these relationships
are highly unlikely to have occurred by chance, suggesting strong connections between these

teacher factors and student outcomes.

The analysis also found significant relationships for other key factors. Teacher satisfaction
with their work environment showed a meaningful association with effectiveness (x?>=6.488,
p=.011), while the motivational impact of promotion transfers (y>=151.298, p=.000) and the
demotivating effect of denied transfer requests (y*>=103.579, p=.000) both demonstrated
strong statistical significance. The transfer of experienced teachers similarly showed a
significant negative relationship with student achievement (y*=264.881, p=.000). These
results consistently point to the importance of teacher stability and satisfaction in maintaining
educational quality. Notably, one variable - voluntary transfers to preferred locations, did not
show a statistically significant relationship (¥*=.789, p=.374), suggesting this factor may be
less directly tied to student outcomes. The footnotes confirm the validity of all tests,
indicating no cells had expected frequencies below 5, which meets the assumptions for
reliable chi-square analysis. Overall, these findings strongly support the hypothesis that
teacher transfer policies and working conditions significantly impact student academic
performance, with particularly negative effects coming from involuntary transfers and the

movement of experienced teachers between schools of differing performance levels.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This chapter presents the summary of findings, conclusions, and recommendations based on
the five research objectives of the study, which sought to assess the influence of teachers’
transfers on students’ academic achievement in public secondary schools in Kakamega
County. The study had the following objectives:

(1) To determine the perception of teachers towards their transfers on students’ academic
achievement in public secondary schools in Kakamega County

(i) To establish the level of satisfaction of the working environment among teachers on
students’ academic achievement in public secondary schools in Kakamega County

(iii)) To determine the effects of controlling teachers’ transfers  on students’ academic
achievement in public secondary schools in Kakamega County

(iv) To evaluate the contribution of the retention of the teachers on students’ academic
achievement in public secondary schools in Kakamega County

(v) To determine the influence of the involvement of the teachers in management of their
transfers on students’ academic achievement in public secondary schools in Kakamega

County.
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5.2 Summary of the Findings

Based on the first objective on Perception of teachers towards transfers the study found a
significant relationship between teachers’ perceptions of transfers and student performance
(Fo’=358.987 > Fc=2.1321; 0<0.05) meaning that the calculated F-statistic (358.987) is
much larger than the critical F-value (2.1321), and the p-value (a) is less than 0.05,
indicating the results are statistically significant (not due to chance). Teachers identified
promotion (31.6% strongly agreed), denial of transfers (63.9% agreed/strongly agreed), and
forced transfers as key factors affecting student academic achievement. Over 90% of teachers
agreed that transfers from high- to low-performing schools reduced effectiveness (Table
4.12), while 75% believed promotion-related transfers enhanced motivation (Table 4.13).
Regression analysis confirmed that denied transfers (B=—0.842) and satisfaction with the
environment (B=+0.310) significantly influenced performance (Table 4.21). The regression
coefficient,}=—0.842 simply implies that denied transfers hurt performance while f=+0.310

implies that happy teachers boost performance.

Based on the second objective on levels of satisfaction with the working environment
majority of teachers (79%) reported satisfaction with their working environment, though
57.4% expressed dissatisfaction with class sizes and 42.8% with school facilities (Table
4.26). Non-resident teachers (66%) cited proximity to family as a priority, yet 64% were
serving at transferred (not initial) postings (Table 4.24). Climate/weather satisfaction was
high (67%), but administrative support had mixed responses (50.7% satisfied vs. 34%
dissatisfied). The regression model linked teacher satisfaction to higher KCSE scores

(B=10.303, Table 4.21).

The third objective intended to determine the effects of controlling teachers’ transfers on
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students’ academic achievement in public secondary schools in Kakamega County. The main
cause of teachers’ transfer requests among teachers in public secondary school in Kakamega
County was the need to be closer to the family as it accounted for over 75 percent of teachers’
transfers (78% agreement, Table 4.28). It was followed by cost of leaving which was cited
with agreement level of about 30 percent of teachers’ respondents. However, insecurity was
the least cause for the transfers, implying that security was relatively stable in the County.
Teachers may be reluctant to accept transfers that may be disruptive on their family set up or
general quality of life as such transfers may interfere with their time to attend to family
matters. Controlling teacher transfers revealed trade-offs. Approving transfers reduced
dissatisfaction but disrupted learning especially if these transfers are effected mid-year
(B=—0.344 for high-to-low transfers), while denying some requests maintained staffing but
lowered teacher motivation and effort (64% of teachers reduced effort post-denial, Table
4.33). The mandatory 5-year service periods ensured learning continuity and teacher retention

but trapped dissatisfied teachers (80% stayed beyond this period, Table 4.23).

Based on the fourth objective (to evaluate the contribution of the retention of the teachers on
student performance) the study revealed that schools retaining teachers for over 10 years
recorded higher KCSE scores (mean=5.8-6.3) compared to high-turnover schools
(mean=5.2, Table 4.31). The study established that proximity to family (82% agreement) and
job satisfaction (83% agreement) as the key to teacher retention (Table 4.32). However,
involuntary retention (usually through denied transfers) correlated with reduced teacher
effort (64%) and lower scores (mean=5.1, Table 4.33). The regression equation (KCSE
Mean=5.606+0.310(Satisfaction)—0.842(Denied Transfers)) highlighted the dual impact of

retaining teachers (Table 4.36).
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Lastly, based on the last objective (Teachers’ involvement in management of their transfers)
the study established that consultation in transfer decisions (e.g., promotion transfers, 68%
consultation rate) correlated with higher KCSE scores (mean=6.3 vs. 5.1 for emergency
transfers, Table 4.37). Teachers with comprehensive policy knowledge reported 78%
satisfaction (Table 4.38), while feedback mechanisms (e.g., union representation) improved
scores (+1.1 mean KCSE, Table 4.39). Regression confirmed consultation (f=+0.412), policy
awareness (p=+0.287), and feedback (f=+0.351) as positive predictors of student academic

achievement in the county (Table 4.40).
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5.4 Conclusion

The study sought to assess the influence of teachers’ transfers on students’ academic
achievement in public secondary schools in Kakamega County. On the basis of the study, the
following conclusions were drawn: The results indicated that there were significant
relationships between the effects of teachers’ transfers on the performance of students in
secondary schools. The study established that promotion, denial of transfers to teachers who
may have applied for the same, satisfaction with the environment and forced transfers were
all factors affecting the performance of students in secondary schools in the County. While
most teachers in Kakamega are satisfied with their environment, dissatisfaction with class
sizes and available facilities can cause transfer requests. Proximity to family is the dominant
factor in transfer decisions, but controlling transfers involves balancing stability in schools
and teacher welfare. Retention of teachers improves scores when voluntary, but forced
retention undermines motivation and performance. Lastly, involving teachers in transfer
decisions through consultation, policy transparency, and feedback improves the performance

of learners in the long run.
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5.4 Recommendations

Based on the findings of the study, the following recommendations were drawn:

(1) Minimize Negative Transfer Perceptions

The study recommends ensuring that transfer decisions are implemented in a manner that
maintains teacher commitment, avoiding moves that may be perceived as punitive or
demoralizing.

(i) Preserve Teacher Stability

The study recommends limiting unnecessary transfers that disrupt teacher satisfaction and
working environment stability, as these negatively impact student achievement.

(iii) Prioritize Family Proximity in Postings

The study recommends conducting initial teacher postings with consideration for family
proximity to reduce future transfer requests and enhance long-term retention.

(iv) Promote Voluntary & Promotion-Based Transfers

The study recommends for voluntary transfers and promotion-related relocation, as these
positively influence teacher motivation and performance.

(v) Adopt Teacher-Friendly Transfer Policies

The study recommends Involving teachers in transfer management decisions and align
policies with their welfare needs, recognizing that proximity to family and teacher

satisfaction improves classroom effectiveness which is seen in the results of learners.
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5.5 Suggestions for further study

The following areas were recommended for further research:

(i)

(ii)

Since the study was done in Public secondary schools of Kakamega County, a
similar study could be conducted in other regions or counties of the country.

This research mainly concentrated on public secondary schools in Kakamega
County and so there is need for comparative study to be done in public primary
schools since there are many public primary schools that are engaged in offering

basic education in the County.
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APPENDICES

APPENDIX I: LETTER OF INTRODUCTION

Kisii University
Department of Educational

Administration, Planning and

Economics

P. O. Box 468-40200 Kisii
Email: angoteaston1l@gmail.com
Mobile No: 0713618617

Dear Participant,

REF: An assessment of the influence of teachers’ transfers on students’ academic

achievement in Public secondary schools in Kakamega County, Kenya

| am a postgraduate student at Kisii University pursuing Doctor of education degree in
educational administration currently undertaking my research on the above topic. You have
been randomly selected to participate in this Study. | would appreciate your support by
participating in answering the questionnaire. All information gathered will be confidential
and will only be used for academic purposes. Your participation will assist in compiling data
related to influence of teacher transfers on students’ academic achievement in Kakamega
County.

Yours sincerely,

Omulama Aston Angote

PhD Student Kisii University
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APPENDIX II:

TEACHERS’ QUESTIONNAIRE

You have been randomly chosen to participate in the study. You are kindly requested to
answer the following questions as honestly as possible to the best of your knowledge. Do not
write your name anywhere and remember there are no wrong or correct answers. The answers
given will only be used for academic purposes and will be treated with utmost confidentiality.
Tick the most appropriate

Part A: Background information and perception of teachers towards teachers’
transfers.

1.1 Please Indicate your gender;

Male ( ) Female ()

1.2 What is your age?

Less than 25 years () 21-25 years ( ) 26-30 years ( ) 31-35years () 36-40 years( ) Over 40
years ()

1.3 What is your highest level of academic qualification?

Master () Bachelor’s Degree () Diploma () Other (Please indicate)

1.4 What is your teaching experience?
Less than 5 years( ) 6-9 years( ) 10-14 years ( ) 15-19 years ( ) 20 years and over (
)

1.5 Are you a resident of this County? Yes ( ) No ( )

1.6 How long have you taught in this school?

Lessthan 2 years ( ) 3-5years ( )6-10years( )11-15years( )over15years( )

1.7 Is this school your first posting? Yes ( ) No( )
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1.8 If the answer in 1.7 yes, have ever sought to transfer from this school?
Yes( )No( )

GiVe reason for YOUr @NSWeN —-----mm=mmmm oo oo oo e

1.9 If the answer in 1.7 is No, how did come to this school?

Transferred on request ( ) Transferred on Promotion () Transferred against my wish ()

1.20 Have you ever sought for transfer again upon joining this school?
Yes( )No( )

GiVe reasons fOr YOUI @NSWET -----=-==nmmm oo oo e e

Part B: Levels of satisfaction of working environment among teachers
Use the following legend to answer the questions that follow;
Legend: SA-Strongly Agree; A-Agree; UD- Undecided; D-Disagree; SD-Strongly

Disagree

The following are statements that relate to influence of the teachers on students’ academic

achievement.
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SA

SD

2.1

2,2

2.3

2.4

2.5

2.6

2.7

2.8

2.9

A teacher plays a critical role in determining
students’ academic achievement

A teacher who is satisfied with the environment in
which he/she is working is likely to be more
effective

Voluntary transfer of a teacher to a place of own
choice is more likely to enhance their performance
Transfer of teachers from a high performing
schools to less performing school is likely to make
them less effective

Teachers who are transferred on promotion are
likely to be motivated to be more effective than
those transferred on the same level

Denial of transfer to a teacher who may have
applied for the same is more likely to discourage
the teacher from putting in more effort to enhance
learners academic achievement

Transfer of a teacher who may not be hardworking
from a less performing school is more likely to
make him/her to be more hardworking

Transfer of the more experienced teacher from a
school 1is likely to negatively affect students’
academic achievement of the school

Transfer of a teacher at the beginning of the year is
likely to have less effect than transfer undertaken in
the course of the year on students’ academic

achievement
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2.10 In your opinion, how does the timing of transfer affect students’ academic achievement?

------------------------------------------------------------------------------------------------- 2.11 Various
studies have attested that overstay teachers are less productive as their level of commitment

reduces with passage of time at their institution. What is your view on this?--------------------—-

Part C: Effects of controlling teachers’ transfers on students’ academic achievement
3.1 What makes a teacher who is posted for away from his family home more likely to seek

for transfer? —-----m-mmm e

3.2 Do you think that a non-performing teacher should seek for transfer to a school that is less

demanding?

Yes or No

3.3 Why do you think that insecurity prevailing in a particulars region is likely to make a

teacher seek for transfer? -----------m-mmmmmmm oo
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3.4 What makes a teacher who is not a non-resident of a particular region the school is based

seek for transfer? —------mmm oo

3.6 Apart from basic amenities in which ways does the cost of living make a teacher to seek

fOr transfer ?-- oo m oo

3.8 Do you think that principals’ style of leadership can make teachers to seek for transfer?

Yes or No
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3.10 In your opinion, should transfer requests be timed to take place only during term breaks

to reduce disruption to students’ learning?

[IYes LINo Why?

3.11 Do you think teachers who are denied transfers tend to become less motivated to teach?
[IYes [LINo

Give an example or reason (if any):

3.12 What kind of support should schools provide to reduce the need for teachers to request
transfers?

[1Better housing [1Lower workloads [JImproved facilities

[0 More family-friendly policies
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Other (please specify):

Part D: Contribution of retention of teachers on students’ academic achievement
4.1 What makes a teacher to always seek for transfer to areas he/she may desire?

EX PN == m oo

4.2 What are the disadvantages of a teacher working far away from the family on students’
academic performance?

(0]

4.3 What are the advantages of voluntary transfer to a teacher as compared to an involuntary

ErANS I ? —mmmmm oo

4.4 Do you think that the Teacher Service Commission is fair when discharging its mandates
of transferring teachers to various schools?
Yes or No

EXPlaiN =-mmmmm e
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4.4 Given that teacher transfers interfere with teacher stability which is likely to interfere
with students’ academic achievement, in your opinion how do you think incidences of teacher

transfers should be minimized?

4.6 In your view, how does retaining the same teacher in a school for many years benefit

students academically?

4.7 What challenges might students face when experienced teachers are frequently transferred

out of their schools?

4.8 Do you think schools should provide better support (e.g., housing, manageable class
sizes) to retain teachers longer?

[1Yes LINo

If Yes, what kind of support do you think would be most helpful?

[IHousing [ITransport [ITeaching resources C1Family-friendly policies

Other (please specify):



Part E:The influence of teachers’ involvement in management of their transfers on
students’ academic achievement
5.1 Have there been incidences of forced transfers for teachers in Kakamega County?

Yes( )No ()

5.4 Do you feel forced (involuntary) transfer should be mostly applied in transfer of teachers?
Yes()No ()

Give reasons for your answer

5.5 What can you say about the influence of forced transfers on teachers’ effort in their new

station?

5.6 What are the challenges the schools may experience whenever they receive involuntarily

transferred teaCNerS? -=---memmmemm oo e



5.7 Should personal differences between the principal and the teacher be considered by TSC

when making transfer of teaChers? ----=-=-=-==mmmmmmm s

5.8 In your own view do you think voluntary transfer is better than involuntary transfer of

tRACHErS? mmm e

5.6 Do you think teachers should be consulted before they are transferred to another school?
[IYes [LINo

Why or why not?
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5.7 Have you ever been given a chance to share your views or feedback before or after a
transfer decision?

[1Yes [LINo

If yes, what method was used?

[]Staff meeting LJUnion [JSuggestion box [1Other (specify):

If no, would you want to have such an opportunity?

[1Yes [INo

5.8 In your opinion, how can involving teachers in transfer decisions help improve teaching

and student performance in schools?
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APPENDIX II:

QUESTIONNAIRE FOR PRINCIPALS

You have been randomly chosen to participate in the study. You are kindly requested to
answer the following questions as honestly as possible to the best of your knowledge. Do not
write your name anywhere and remember there no wrong or correct answer. The answers
given will only be used for academic purposes and will be treated with utmost confidentiality.

Tick the most appropriate

Part A: Background information and perception of principals’ towards teachers’
transfers

1.1 Please Indicate your gender;

Male ( ) Female ()

1.2 What is your age?

Less than 25 years () 21-25 years ( ) 26-30 years ( ) 31-35years () 36-40 years( ) Over 40
years ()

1.3 What is your highest level of academic qualification?

Master () Bachelor’s Degree () Diploma () Other (Please indicate)

1.4 What is your experience in administration?
Less than 5 years( ) 6-9 years( ) 10-14 years ( ) 15 yearsand over ( )
1.5 Have you ever experienced cases of teacher transfer in your institution?

Yes( ) No ()
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1.6 If the answer in 1.5 is yes, did you get immediate replacement for the transferred

teacher? Yes ( ) No ( )

1.8 Do you feel that teacher should be forced to transfer? Yes ( ) No ()

GiVe reasons for YOUr aNSWeT =======mmmmmmm oo

1.9 What can you say about the influence forced transfer on teachers’ effort in the new

station?
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Part B: Level of satisfaction of working environment among principals

Use the following legend to answer the questions that follow

Legend SA — Strongly Agree; A — Agree; UD — Un-Decided; D — Disagree; SD — Strongly
Disagree

The following are statements relating to teachers’ transfers on students’ performance.

SA |A ub (D SD

2.1 | Aprincipal plays a critical role in determining
students’ academic achievement.

2.2 | A Principal who is satisfied with the environment in
which he/she is working is likely to be more effective
2.3 | Voluntary transfer of principals to a place of their own
choice is more likely to enhance their academic
performance.

2.4 | Transfer of principals from high performing schools to
less performing schools is likely to make them less
effective.

2.5 | Principals who are transferred on promotion are likely
to be motivated to be more effective than those
transferred on the same level.

2.6 | Denial of transfer to a principal who may have applied
for the same is more likely to discourage the principal
from putting in more effort to enhance learners’
academic achievement.

2.7 | Transfer of a principal who may not be hardworking
form a less performing school is more likely to make
him/her to be more hard working.

2.8 | Transfer of the more experienced principal form a
school is likely to negatively affect students’ academic
achievement of the school

2.9 | Transfer of a principal at the beginning of the year is
likely to have less effect than transfer undertaken in the

course of the year on students’ academic achievement.
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Part C: The effects of controlling teachers’ transfers on students’ academic
achievement
3.1 What makes a principal who is posted far away from his family/home more likely to seek

for transfer? —--------m-m e

3.2 Do you think that a non performing principal is likely to seek for transfer to a school that
is less demanding?
Yes or No

GIVE [BASONS === == o

3.3 Why do you think that insecurity prevailing in a particular region is likely to make a

principal to seek for transfer? -----------m-memmm oo

3.4 What makes a principal who is not anon resident of a particular region the school is

located seek for transfer? —=----se-me-semmm e oo e
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3.5 Do you think that lack of basic facilities in the school can make a principal to seek for
transfer?
Yes or No

If Yes explain —----m-mmmmmmm oo

3.6 A part form basic facilities in which ways does the cost of living make a principal to seek

FOr traNS eI ? —m e m oo

3.8 Do you think that the principal’s style of leadership can make teachers to seek for
transfer? Yes or No

EXPlaiN —-mmm e m e e -
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3.9 In your own opinion, what makes a teacher seek for transfer to another school?

EXPIAIN —mmmm oo e

Part D: The contribution of the retention of the teachers on students’ academic
achievement

4.1 What makes a principal to always resist to release a teacher to a school he/she may
desire?

(0]

4.2 What are the disadvantages of a principal working far away from the family/home on

student’s academic performance? Explain =-----=-===mmmmmmmmm e

4.3 What are the advantages of voluntary transfer to a principal as compared to an

INvoluNtary tranSfer? ----m-mmm e e oo

4.4 Do you think that the teacher’s service commission is fair when discharging its mandate
of transferring teachers to various schools?
Yes or No

EXPlain =-mmmm e
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Part F: The influence of the teachers’ involvement in management of their transfer on
students’ academic achievement
5.1 Why do you think that Teachers’ service commission sometimes transfers teachers’

without their consent? EXplain -=--=-=-==mmmmmmm oo

5.2 When teachers’ are transferred without seeking for the transfer, what are the challenges

that the principal is likely to experience in his/her new station?---------------=-=-=---emmceeeomuo

5.3 What are the challenges the schools may experience whenever they receive involuntary

transferred teaChers? —----=-m-mmmm oo

5.4 Should personal differences between the principal and teachers be considered by TSC

when making transfer of teachers? EXplain----=-=-=-=-===mmmmmmmm oo



5.5 In your own opinion, do you think voluntary transfer is better than involuntary transfer of

teachers on students’ academic achievement? Explain -------------=------m-mmommmm oo

Thank you for your cooperation
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APPENDIX IV:

INTERVIEW GUIDE FOR THE COUNTY STAFFING OFFICER

This is a tool to find out information on the influence of teachers’ transfers on students’

academic achievement in public secondary schools in Kakamega County. You have been

purposely chosen to participate in this study because by the virtue of your position you hold

critical information that may be great interest for this study. Let me take this opportunity to

assure you that your responses will solely be used for this academic study only.

(i)

(ii)

(iii)

(iv)

(vi)

(vii)

What can you say about the state of staffing in public secondary schools in
Kakamega County?

| know that teachers’ transfers are a normal activity in teaching profession.
However, the reasons for transfer may vary from one region to another, what
could you say as the main reason for teacher transfers in Kakamega County?
Teacher transfers are likely to be disruptive in students learning process, what
measures have you put in place to minimize the effect of the same?

In view of the transfers that have taken place in this region in the recent years and
students’ academic achievement, what can you say about the effect of transfers on
students’ academic achievement in Kakamega County?

What are policies guiding teachers’ transfers in the country?

How is teacher transfer prevalence in Kakamega County? / that is the rate at
which teachers are transferred in Kakamega country in a year?

Who may initiate the transfer? Give an explanation
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(viii) Do you experience any challenges when discharging your mandate of transferring

teachers from principals to various schools? If Yes Explain ---------------=-emmnuununv

(ix) On average how many teachers do you transfer in a year? Explain -------------------

Thank you for taking time out of your busy schedule for this interview
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APPENDIX V:

ANALYSIS OF OPEN-ENDED RESPONSES

PART A: TEACHERS' QUESTIONNAIRE ANALYSIS (N=406)

Objective 1: Teachers’ Perceptions of Transfer Impact on Academic Achievement
Theme 1: Involuntary Transfers Demoralize Teachers (Mentioned by 232/406 teachers -

57.1%)

Respondent Quote: "Being forced to move mid-year disrupted my students' preparation for
exams. | had developed a revision strategy specific to their weaknesses, but the new teacher

probably had to start from scratch.” (Teacher Q2.10)

Supporting Evidence:

. 174 teachers (42.9%) specifically

mentioned mid-year transfers as problematic

. 89 teachers (21.9%) reported

reduced motivation after forced transfers

. 73 teachers (18.0%) cited disrupted

teacher-student relationships

Link to Quantitative Findings: Supports Table 4.16 showing 95% agreement on timing's

impact and regression results (f = -0.842 for denied transfers, Table 4.21).
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Theme 2: Experience Loss Impacts Student Outcomes (Mentioned by 187/406 teachers -

46.1%)

Respondent Quote: "When our most experienced Chemistry teacher was transferred, Form 4
results dropped from Grade B to C+ that year. Experience cannot be replaced overnight.”

(Teacher Q2.8)

Contradictory Voice: "Sometimes fresh teachers bring new energy and methods that benefit

students more than experienced but tired teachers.” (Teacher Q2.11)

Link to Quantitative Findings: Aligns with correlation between teacher experience and KCSE

scores (r = 0.67, Table 4.19).

Objective 2: Work Environment Satisfaction and Transfer Requests

Theme 3: Poor Facilities Drive Transfer Requests (Mentioned by 245/406 teachers —
60.3%)

Respondent Quote: "No proper chemistry lab for 3 years yet when students fail they blame
me. Why would | stay? | applied for transfer to a school with better facilities." (Teacher
Q3.5)

Frequency Analysis:

. Laboratory inadequacy: 135 teachers
(33.3%)

. Housing problems: 99 teachers
(24.4%)

. Library/resource  shortage: 81
teachers (19.9%)

. ICT equipment lack/ shortage: 73
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teachers (18.0%)

Link to Quantitative Findings: Explains 42.8% facility dissatisfaction (Table 4.26) and its

correlation with lower KCSE scores (r = -0.54).

Objective 3: Effects of Transfer Control Policies

Theme 4: Mandatory Service Requirements Create Resentment (Mentioned by 203/406
teachers - 50.0%0)

Respondent Quote: "The TSC trapped me here despite no housing allowance. | try to teach

well but I really do not like the system. My heart is not fully in it." (Teacher Q1.8)

Unexpected Finding: 60 teachers (14.8%) reported that the 5-year rule actually motivated

them to "make the best of the situation™” and improve their current school.

Link to Quantitative Findings: Contextualizes why 80% of teachers stayed >5 years (Table

4.23) despite expressing dissatisfaction.

Objective 4: Teacher Retention Factors
Theme 5: Family Proximity Overrides Career Advancement (Mentioned by 177/406

teachers - 43.6%0)

Respondent Quote: "l was offered promotion to deputy principal in a distant county, but

declined because my spouse works here and children are settled in local schools.” (Teacher

Q4.1)

Gender Differences Noted:

. Female teachers: 117/214 (54.7%)

cited family reasons
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. Male teachers: 60/192 (31.3%) cited

family reasons

Link to Quantitative Findings: Supports 82% citing family proximity as key to retention

(Table 4.31).

Objective 5: Teacher Involvement in Transfer Management

Theme 6: Lack of Consultation Fuels Resistance (Mentioned by 221/406 teachers -
54.4%)

Respondent Quote: "TSC transferred me without warning during exam period. Students
suffered while | adjusted to new curriculum requirements. | think they did not do as well as

they would have wanted that year.” (Teacher Q5.3)

Link to Quantitative Findings: Connects to lower KCSE scores in schools with non-

consultative transfers (Table 4.36).

PART B: PRINCIPALS' QUESTIONNAIRE ANALYSIS (N=68)

Objective 3: Effect of Controlling Transfers on Academic Results

Theme 7: Administrative Burden of Unplanned Transfers (Mentioned by 48/68
principals - 70.6%0)

Respondent Quote: "When our top math teacher was transferred abruptly, remedial classes
for form fours stopped for 3 months before replacement arrived. That year's KCSE math

scores dropped by 1.2 points.” (Principal Q1.7)

Quantified Impact:
. 15 principals (20%) reported

delayed replacements
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. Delay: 2-3 months

. 29 principals (42.6%) noted subject-

specific performance drops

Link to Quantitative Findings: Explains 19.1% delayed replacement rate (Table 4.18) and

supports § = -0.842 for denied transfers (Table 4.21).

Theme 8: Strategic Retention of Key Staff (Mentioned by 57/68 principals - 83.8%0)
Respondent Quote: "l always negotiate with TSC to delay transfers of subject heads until
after national exams. Sometimes | succeed, sometimes | don't, but I must try." (Principal
Q3.9)

Strategies Identified:

. Negotiating transfer timing: 57
principals (83.8%)

. Recommending specific

replacements: 44 principals (64.7%)

. Providing retention incentives: 23

principals (33.8%)

Link to Quantitative Findings: Demonstrates consultation benefits (B = +0.412, Table 4.39).

Objective 5: Teacher Involvement in Transfer Management

Theme 9: Principal Advocacy in Transfer Process (Mentioned by 47/68 principals -
69.19%)

Respondent Quote: "I insist on interviewing replacement teachers before accepting transfers

to ensure quality match with our school culture and student needs.” (Principal Q5.5)

Link to Quantitative Findings: Highlights 68% consultation rate for promotion transfers
(Table 4.36) and its link to higher KCSE scores (6.3 mean).
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Theme 10: Challenges with Involuntary Transfers (Mentioned by 53/68 principals -

77.9%)

Respondent Quote: "Forced transfers often bring unmotivated teachers who take many
months to adapt. Their negative attitude affects other staff and ultimately student

performance.” (Principal Q5.3)

Adaptation Challenges:

. Curriculum  familiarization: 6-8

weeks average

. School culture integration: 3-4

months average

. Student relationship building: 2-3

months average

Link to Quantitative Findings: Contextualizes lower performance in schools with emergency

transfers (mean KCSE = 5.1, Table 4.36).
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PART C: STAFFING OFFICER INTERVIEW ANALYSIS (N=1)

Objective 3: Transfer Control Policies and Implementation

Theme 11: System Needs vs. Teacher Preferences

Policy Document Evidence: "2021 TSC Circular No. 15: Priority given to staffing schools
with <50% teacher complement.”

Interview Quote: "We redirected 35 teachers to understaffed schools last year, despite their

protests. Sometimes system needs override individual preferences.” (Staffing Officer Q.ii)

Quantified Data from Interview:

. 127 forced transfers in 2023

. 89 appeals filed (70.1% of forced
transfers)

. 23 appeals upheld (25.8% success
rate)

Link to Quantitative Findings: Explains 56.4% strong disagreement with forced transfers

(Table 4.28).

Theme 12: Policy Knowledge Gaps Among Teachers

Policy Document: "Promotion transfers require minimum 5 years' service plus performance

rating of 'Good' or above (TSC Policy 84.2)."

Interview Quote: "Many teachers believe promotions are automatic after 5 years. ." (Staffing

Officer Q.v)

Link to Quantitative Findings: Accounts for 30.8% minimal policy knowledge (Table 4.37).
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PART D: CONTRADICTORY VOICES AND UNEXPECTED FINDINGS

Contradictory Perspectives on Transfer Benefits:

. Pro-transfer ~ minority  (47/406
teachers - 11.6%): "Transfers exposed me to different teaching methods and improved my
effectiveness.”

. Anti-transfer  majority  (359/406

teachers - 88.4%): "Transfers disrupted my teaching rhythm and student relationships.”

Unexpected Findings:

1. Voluntary vs. Forced Transfer
Outcomes: 18 teachers reported better performance after forced transfers due to "fresh
challenges”

2. Principal ~ Gender  Differences:
Female principals (12/18) were more likely to advocate for teacher retention than male
principals (25/50)

3. Rural vs. Urban Perspectives: Rural

teachers showed higher acceptance of transfer policies (34.8% vs. 11.9% urban)
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PART E: COMPREHENSIVE TRIANGULATION TABLE

Theme

Involuntary
transfers
demoralize

Family
proximity
drives
retention

Consultation
improves
outcomes

Forced
transfers cause
resistance

Policy
knowledge
gaps exist

Poor facilities
drive transfers

Qualitative o .
Evidence Quantitative Link Frequency

"Forced mid-

year moves 0

disrupted exam [ =-0.842 (Table 4.21) fegih/gr(s)f

prep” (232/406

teachers)

"Rejected

promotion to 43.6%

L(gﬁgoﬁﬂlldren "N 8205 retention link teachers,

(177/406 (Table 4.31) 26.5%

teachers, 18/68 principals

principals)

"Interviewing

replacements 0

ensures quality” B =+0.412 (Table 4.39) 69.'1 A’ of
principals

(47/68

principals)

"Redirected 35

teritigsetrss:'desplte 56.4% disagreement  System-wide

P . (Table 4.28) issue

(Staffing

Officer)

"Teachers think

glrjct)g]n?;lt?g? A€ 30.8% minimal Systemic

(Staffing knowledge (Table 4.37) problem

Officer)

"No proper lab

for 3 years" r = -0.54 facility- 60.3% of

(245/406 performance correlation teachers

teachers)
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Policy
Implication

Avoid mid-year
transfers for
exam classes

Localize
transfers where
possible

Mandate pre-
transfer
consultations

Review hardship
area incentives

Improve TSC

policy
dissemination

Prioritize
infrastructure
development



PART F: LIMITATIONS AND RESEARCHER REFLEXIVITY

Limitations:

1. Response bias: Teachers
experiencing negative transfers may be more likely to respond to open-ended questions

2. Social desirability: Some
participants may have provided responses they believed were expected

3. Temporal factors: Responses

captured perspectives at one point in time

Researcher Reflexivity:
As a researcher within the education system, | acknowledge potential bias toward teachers'
perspectives. Efforts were made to balance this through systematic analysis and triangulation

with quantitative data and policy documents.

Data Saturation:

Saturation was achieved after analyzing 435 responses, with no new themes emerging from

the final 40 responses, indicating comprehensive coverage of participant perspectives.

CONCLUSION

The qualitative analysis reveals complex interactions between transfer policies, teacher
motivation, and student outcomes. While quantitative data shows statistical relationships,
participant voices explain the human dynamics behind these relationships. The convergence
of qualitative themes with quantitative findings strengthens the overall research conclusions

and provides actionable insights for policy improvement.
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APPENDIX VI:

MAP OF KAKAMEGA COUNTY
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APPENDIX VII:

LETTER OF AUTHORIZATION
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