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Abstract

The objective of this qualitative study was to determine the perceptions of Kenyan
principals as regards the effectiveness of the in-service programs given by the Kenya
Education Staff Institute (KESI). Respondents were recent graduates KESI programs and
included both men and women.

Interviews were conducted with 17 purposefully identified principals representing
the different types of schools in Kenya. All interviews were tape recorded and analyzed
using qualitative research techniques.

The findings provided valuable insights into the establishment and functions of
the Kenya Education Staff Institute. Information about the structure, content, and
delivery of the KESI programs was garnered. The findings also revealed the dynamics of
principalship in Kenya. Respondents gave their assessment of the in-service and
suggested ways of improvement.

The study concludes that KESI is a worthy venture that provides a valuable

service to principals, by giving skills which can be transferred to their stations.
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CHAPTER 1: The Problem

Since 1981, the Kenya Education Staff Institute, (KESI), has been offering
in-service programs for principals of Kenyan schools. KESI was established to
provide much needed training for principals who had hitherto been appointed to
managerial positions without any professional preparation. KESI has been
operational for just over ten years. There has been little effort yet to ascertain its
impact on the professional growth of principals in Kenya. The purpose of this
study was to investigate the Kenyan secondary school principals' perceptions of the
effectiveness of in-service programs given by the Kenya Education Staff Institute
(KESI). The study adopted a qualitative research design and involved personal
interviews with a purposive sample of participants who had graduated from the
KESI in-service in recent years. Data were qualitatively analyzed and the resultant
interpretations were grounded in the data.

The following questions guided the study:

1. What do the Kenyan principals perceive to be their staff development needs?

@) What forums do the principals have to voice these needs?

(ii) To what extent is this satisfactory to the principals?

2. What is the nature of the KESI in-service programs?

@) How does KESI identify the principals' needs?

(i) Who are the resource persons used in the programs?

(i)  In what ways are the principals involved in the preparation of

in-service programs?

3. How are the participating principals chosen for the KESI programs?



@) How do the principals respond to the selection method?
(i1) What types of follow-ups are offered?

4. In what ways do the in-service programs offered by KESI meet the
principals' perceived needs? Are the programs satisfactory/effective?
1) What means are used to evaluate the programs?

(i1) How do the principals view the evaluation process?

Background and Rationale

The Kenya Education Staff institute (KESI) was established in 1981 to fill a
void in the Kenyan education system. KESI offers in-service courses designed to
provide skills in areas such as office administration and record keeping,
communication and delegation, and guidance and counseling for students, among
others (Ministry of Education, 1987). The intention of this study was to find out
the KESI clients' perceptions of the effectiveness of the in-service programs offered
to them, particularly with regard to whether or not their needs were addressed, and
whether or not any changes occurred as a result of their participation in the
programs.

Prior to KESI's inception, there was no systematized staff development for
principals in Kenyan schools. The appointees for principalship were usually
teachers who had taught for a minimum of two years after attaining their Bachelor
of Education degree. They had no prior preparation for the posts to which they
were called; therefore, they had to make do with whatever resources they could
muster on their own. Like the British principals described by Dennison and

Shenton (1989), Kenyan principals



had been recruited as teachers, promoted as teachers and then suddenly

were confronted with different managerial tasks. Subsequently, they

learned, by watching, others, perhaps by reading the occasional book,
through discussing difficult situations with colleagues and by applying

common sense. (p. 170)

Olivero (1982) posits that principals are more in need of self renewal than
other persons in the school setting because they shoulder most of the responsibility
for educational improvement. The varied and multi-faceted nature of a principal's
duties requires a multitude of skills. Fullan (1991) states that the principal's job
"has become dramatically more complex, overloaded and unclear..." (p. 144). He
captures the ambivalence pervading the principal's role in his depiction of school
heads as having opposing pressures to "bring about major transformations" and to
"maintain stability” (Fullan, 1991, p. 147). Cawelti (1982) argues that the scope of
the principal's job is a major source of "bewilderment,” which stems from issues
such as "accountability, competency testing, mandated curriculum negotiation, and
shrinking revenues"” (p. 329). Professional development programs should be
designed to meet the needs of principals who have to cope with the ever changing
expectations of headship (Musella, 1992). Musella and Leithwood’s (1991) study
of principals of effective schools in Canada concluded that effective schools can
only result from a deliberate effort to provide opportunities for continued
professional growth and self renewal for both principals and teachers. This study
of the principals' perceptions regarding their professional development will increase
knowledge in this vital area of education, and could help in-service personnel to
plan more relevant and more effective programs.

In Kenya, the need for carefully designed staff development programs is

even greater because, as a developing country, there are serious constraints in



financial and human resources. It is also important to guard against the tendency to
import technology and other ideas whole sale from developed nations into
developing countries. This study is immediately relevant to the country in which
the study took place because it provides valuable information that could help KESI
achieve a greater fit between the neéds of principals and the training they offer. A
brief description of the principalship in Kenya will be given to facilitate a fuller
“appreciation of the situation under study. The rest of the chapter provides an
introduction to the structure of the KESI programs, definition of the terms used,

and concludes with a discussion of the significance of this study.

The Kenyan Principal

As well as running the school, the Kenyan principal is expected to shoulder
some teaching responsibilities. The principal's post is a high profile one attracting
much attention and engendering high expectations from the populace as well as
from the politicians. Olembo and Maneno (1991) note that Kenyan principals are
placed in positions of great responsibility "where they are expected to guide and
direct teachers and students"(p. 131). The description of the principalship is
extensive in scope and reflects the dilemma faced by most of the school heads. On
the one hand, a principal is "responsible for all planning, organizing, directing,
controlling, staffing, innovating, coordinating, motivating, and actualizing the
educational goals and objectives of the institution and the country"” (Ministry of
Education, 1987, p. 1.). On the other hand, he/she is expected to "cultivate good
relations both with parents and with the local community” (Ministry of Education,

1987, p. 2.). The principal is further described as the "financial controller as well



as the accounting officer of the school" (Ministry of Education, 1987, p. 1.).
Olembo and Maneno (1991) argue that financial management is a key aspect of
principalship and therefore, sound knowledge of fiscal matters is crucial.

In recent years, the post of principal has become intensely politicized and
consequently, the holder is often torn between making decisions that are
professionally sound and, therefore, risking the wrath of politicians who wield a lot
of power, or making politically expedient decisions which may not be
professionally sound. In a developing nation like Kenya the principalship brings
great difficulties because, although there is a recommended chain of command, this
is not always strictly adhered to by all concerned. This adds to the complexity of
the situation and, consequently, principals need to be very perceptive and
diplomatic in their daily dealings. For example, a politician who perceives that he
or she has been wronged could, at the very least, influence the demotion of a
principal. It is not unknown for politicians to have had a hand in a situation where
for no apparent reason, a principal, albeit an effective one professionally, has been
relieved of his/her duties. This study will allow the principals to voice their
opinions about whether or not the KESI in-service helps them to respond

effectively to the dilemmas they face as school heads.

The KESI In-service

KESI in-service programs usually consist of residential workshops and
seminars held over a course of two weeks during the August school holidays each
year. Some aspects addressed during in-service include: curriculum supervision

and implementation, guidance, counseling and discipline of students, office



administration and record keeping, and legal provisions in education (Ministry of
Education, 1987). Resource personnel include KESI program developers, senior

head teachers, and senior officers in the Ministry of Education central office.

A Definition of Terms

Staff development and professional development connote "change - in
learning materials, in skills and practices, in thinking and understandings” (Fullan,
1991, p. 318). This view recognizes that there are many ways of achieving
professional growth.

In-service is one of the strategies for promoting professional development
and is defined as "... any planned program of learning opportunities afforded staff
members of schools, colleges, or other educational agencies for purposes of
improving the performance of the individuals in already assigned positions”
(Harris, 1989, p. 18).

"Perceptions of effectiveness" refers to the principals' discernment of how
their professional growth needs were met or not met by the KESI in-service
programs.

In Kenya, school heads are variously referred to as Heads, Headmasters,
Headmistresses, Head Teachers, and Principals. They are designated, starting
from the lowest salary scale, as: Headmaster/Headmistress 111, Senior Head 11,
Senior Head I, Principal Grade II, and Principal Grade 1.

“Harambee’ schools are community schools which were started and run by
the community. Often, these schools are not well equipped in terms of material and

human resources.



In Chapter 4 the following abbreviations are used:
(Int. K...) denotes an interview with a KESI official.
(Int. T....) refers to an interview with a Teachers’ Service Commission person.
(Int. No. ...) indicates an interview 'with a principal.

(KESI Doc. ...) refers to KESI documents.

Significance of the Study

The idea behind the establishment of the Kenya Education Staff Institute
(KESI) in 1981 in Kenya was to reverse the trend of learning on the job through
trial and error. The in-service programs are aimed at promoting professionalism by
equipping the principals with skills to help them become efficient managers of their
schools. The results of this undertaking have not yet been explored, nor it is
known what the principals' views are regarding its effectiveness.

More and more attention has recently been paid to the role of principals in
effective schools. Barth (1984) argued that principals in the 1960s and 1970s were
somewhat neglected in staff development efforts, neglect which resulted in poor
school management. Barth (1984) and Dennison and Shenton (1989) demonstrated
that principals do need to develop professionally and, since there was not much
training earmarked for them, they supplemented this lack by engaging in self
initiated activities such as reading books and consulting with colleagues in similar
administrative positions.

This study contributes to existing knowledge in the field of professional
development of educational administrators and provides useful insights into areas

that might be dealt with in order to improve in-service programs for school



principals. It underscores the necessity of involving the participants in their own
professional development, in keeping with the current trend of restructuring
educational institutions. The findings suggest that devolution of authority from
sources outside of the principalship into the practitioners' own hands would be
greatly beneficial and would have far reaching effects in promoting effective
education. As Richardson, Short, and Prickett (1993) note:

Change is inevitable, but change is an individual thing. No one can force

another to change. The impetus for change can be external, but the

rationale for change is internal. Until the need for change is internalized by
principals, educational reform is rhetoric without substance. (p. 258)

Limitations

A major limitation of this study was the small sample of respondents
selected. Others were the fact that one method was used to access the participants'
perceptions and only one interview per respondent was done. It was not possible
to corroborate the extent of the changes claimed to have taken place after the KESI
in-service programs. Although KESI claimed to take into account the clients’
views, it was beyond the scope of this study to determine to what extent KESI
incorporated the principals’ comments in the summative evaluation.

Subsequent chapters in this thesis are organized as follows: Chapter 2 will
review the literature on professional development, touching on the theoretical and
historical foundations that inform its practice. Chapter 3 will offer an introduction
to the qualitative research design methodology, and describe the methods employed
in the study. It will provide too, a profile of the respondents, and a description of
the setting where the study took place. Chapter 4 will present and interpret the data

which are organized according to the major themes that emerged. In chapter 5



conclusions will be drawn from the findings, and suggestions for improvement will
be put forward. It will conclude with a discussion of the implications for theory

and for further research, and close with the researcher's reflections.
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CHAPTER 2: Review of the Literature

This chapter will discuss the dynamics of the changing nature of the
principalship which has resulted from an attempt to define it more precisely. An
overview of the major trends that have characterized educational administrators'
staff development will be examined. As well, the concepts of "staff development"
and "in-service" will be analyzed in the light of the recent research activities, and the
increasing awareness that professional growth can be achieved in multiple ways.
The chapter will conclude with a review of the new perspectives regarding future

trends in the professional development of principals.
The Principalship

In the last two decades especially, headship has become more complex in its
definition. Kowalchuk (1990) observes that principalship is constantly changing
with increasing expectations, press;lres, and responsibilities which must be
addressed when planning professional development programs. Sergiovanni (1991)
encapsulates the difficulties faced by program developers when he notes that the
majority of problems and situations that principals encounter are "characterized by
ambiguity and confusion that defy clear-cut technical solutions ...(and) are located
in a turbulent environment where practice is largely indeterminate” (p. 3).

As well as coordinating all the activities in the school, the principal is called
upon to take the leadership role in instruction and curriculum. The principal is
central in the establishment and maintenance of an effective school, and it is

imperative that he or she possesses specific qualities and characteristics necessary



for greater effectiveness and efficiency (Richardson, Prickett, Martray, Cline,

Ecton, & Flannigan, 1989; Parkay & Hall, 1992). Moreover, there is an expanding

knowledge base which has accelerated the rate of obsolescence of knowledge and
skills.

Wilmore and Erlandson (1993) maintain that "human beings, as well a
school leaders, ... should never remain the same; no one should stagnate (because )
today's educator is in the midst of constant change"” (p. 59). They recommend that
there should be a concerted and sustained effort to ensure that educational leaders
carefully assess their performance and plan for their own growth. Roberts (1993)
suggests that programs should provide interlocking training that builds upon past
experience and makes meaningful projections into the future. These exhortations
underscore the need, not only to equip principals with basic skills to handle their
jobs, but also for a continued commitment to update the skills and to encourage

them to become perpetual learners.

In-Service and Staff Development

There is little consensus on the definitional differences between in-service
and staff development. Guthrie and Reed (1991) defined staff development as “a
continuing developmental program focused on a wide range of skills, abilities and
group needs... a formal systematic program designed to foster personal and
professional development” (p. 346). They noted that in-service was ‘“‘concerned
with the acquisition of a specific skill or knowledge of a certain
procedure...(which) may be a building block within the broader context of staff

development” (p. 346). Harris (1989) described in-service as “any planned

11
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program of learning opportunities afforded staff members of schools, colleges, or
other educational agencies for the purposes of improving performance of the
individual in already assigned positions” ( p. 18).

Although professional development and staff development are often used
interchangeably, in-service is commonly viewed as a sub-set of the activities that
help to promote professional growth (Wideen, 1987). These activities should be
“ongoing, interactive, cumulative, combining a variety of learning formats and
learning partners” (Fullan, 1987, p. 215). Hoyle, English and Steffy (1990) posit
that renewal is necessary because "new skills are needed as others are mastered or
they are no longer critical to succes§ful performance” (p. 5).

Fullan (1991) argues that in-service is change. One cannot divorce the two
because one spawns the other. Since in-service is intended to foster specific
alteration in attitudes and practices, it is vital that in-service program personnel
possess a solid understanding of the dynamics of the change. Jonasson (1993)
argues that change will occur more readily when those whose support is required
understand the change, make a commitment to change, and provide the necessary
moral and material support. Leithwood (1986) and Fullan (1982, 1991) believe
that planned change efforts involve the use of definite, carefully planned phases and
steps. People must be convinced of the need for it, and the proposed innovations
must be relevant to the context of the participants ( Richardson, Short, & Prickett,
1993).

Fullan (1982, 1991) points c')ut the inherent dangers of instituting
innovations without understanding the dynamics of the change process. He argues

that people are naturally averse to change and are therefore, prone to anxiety and



struggle when an innovation is introduced. They may cope in various ways such as
trying to visualize the changes in familiar conceptual frames, assimilating the
superficialities of the change or even acquiring a name that suggests that change has
taken place when indeed it has not. It is important, therefore, that there be a close
monitoring of the change efforts to determine the extent of their success.

Evaluation of programs gives people an impetus to want to see actual change, and
enhances reinforcement of learned skills.

Another consideration when planning in-service programs is adult learning
principles. Loacker’s (1986) guidelines for developing programs for adult learners
include the need for voluntary participation, respect among participants, cooperation
between leaders and learners, encouraging and fostering critical reflection, self
directed learning, and building on a learner's past experiences. Adult learners have
different learning styles and most often prefer to set their own goals. Palmer
(1989) argues that although teaching adults using a framework which is based on
principles of adult learning does not necessarily improve behavior, it improves
potential for behavior change. Activities provided in a professional development
course must aim to empower the learners to translate the information gained into the
reality of their work situations.

The growing recognition that principals learn from one another has resulted
in attempts to understand the extent to which socialization helps principals in skills
acquisition. Parkay, Currie, and Rhodes (1992) did a study on professional
socialization of 12 first time principals from five states in the U.S.A. and across 4
geographical regions, in an attempt to understand what informed their practice.

Using observation, documentation, and telephone interviews the researchers

13
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collected data over a three year period. Other data were gathered using a multiple
case study design which involved writing brief case studies for each principal. The
findings indicated that for a principal, the first year is traumatic, and socialization
with colleagues was of great benefit as it helped him/her adjust to the principalship.
The study recommended that soon after appointment and even beyond, there should
be professional support for principals in the form of training, networking, and
coaching. It suggested further that experienced principals could hold workshops
which model effective problem solving and other issues, to help induct new
entrants into the profession. Such principal-led workshops could foster closer
interaction with colleagues and alleviate the sense of aloneness that plagues many

principals.

Foundations

Historical Perspective

The need for a deliberate and sustained effort to provide opportunities for
continued professional growth and self renewal for both teachers and principals is
well recognized (Barth, 1984 & 1990; Fullan, 1991; Musella & Leithwood, 1991).
Early in-service efforts focused mainly on teachers, almost to the exclusion of
principals (Harris, 1989; Fullan, 1991; Passow, 1990). Hallinger and Murphy
(1991) noted that the only available training for school administrators came under
the university programs of educational administration which proved to be
inappropriate because the courses were modeled after the sciences and the arts
rather than the professional schools. Moreover, they argued that the professors at

the universities "were only distantly connected to administrators in the field and



...were often unfamiliar with, and uninterested in problems of practice" (Hallinger
& Murphy, 1991, p. 515). The resulting program content lacked coherence and the
delivery methods were foreign to the practicalities of principalship (Mulkeen &
Cooper, 1992; Goodlad, 1984). For example, whereas the principals' work is
mostly action oriented, the university administration programs were predominantly
lectures and discussions with little or no effort to link them to the actual problems
encountered in the field.

Educational reforms in the United States after 1980 were aimed at
improving the education of administrators, as well as professionalizing it. A
landmark in this era was the National Commission on Excellence in Educational
Administration (1987) which recommended substantive changes in various areas
such as recruitment, preparation, regulation, and evaluation of administrators
(Sergiovanni, 1991; Hallinger & Murphy, 1991). As a direct result of these
recommendations, a flurry of activities burgeoned that led to reforms which formed
the basis of the current in-service programs for principals. Hallinger and Murphy
(1991) observed that many of the resulting programs depended to a large extent, on
the idiosyncrasies of locale and the guidelines of sponsoring agencies. Funding
was decentralized and the in-service centers that emerged were encouraged to
identify local needs, set their own goals, and decide on suitable delivery systems.
No longer would the universities monopolize the preparation of school
administrators.

Until recently, principals were expected to assume leadership roles in their
schools without prior preparation (DeFigio & Hughes, 1987; Parkay & Hall,

1992). Furthermore, they were expected to take a leading role in ensuring
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professional growth for the teachers on their staff. Barth (1984) decried the dearth
of staff development opportunities for principals in early in-service activities. He
attributed this indifference to the omniscience ascribed to principals. He noted that
the few courses that were available were inadequate and were poorly received by
the clients who saw them as having been "prescribed from the outside” (Barth,
1984, p. 93). DeFigio and Hughes (1987) argued that even where efforts were
made to provide training for them, principals often sensed that emphasis was placed
more on their teachers' needs rather than on their own. Principals felt detached
from these activities, which they perceived, bore no relationship to their lived
experiences and, therefore, encouraged little or no change in either attitude or

practice.

Recent Trends in Professional Development

It has not been possible, nor has there been a desire or a necessity to
develop one type of in-service program to meet all the different needs of principals.
However, in recent years, professional development programs have been
diversified and enhanced to include both the teachers and principals. This stemmed
from the increasing realization that successful school management is a collaborative
initiative involving, and drawing from the expertise of all parties in the school
setting. The contemporary staff development programs are multi-method, multi-
dimensional, involve a variety of learning experiences, and promote collegial
collaboration (Fullan, 1987, 1991; Musella, 1992).

Current endeavors in professional development programs reflect the

recommendations contained in studies on effective principal in-service. Lunenburg
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and Ornstein (1991), for instance, submit that professional developers should take
into account the fact that skill variety, task identity, task significance, and
autonomy, are essential to principals’ job enrichment. They believe that these
factors affect the participants' critical psychological states and determine the end
outcomes of a professional development program. Daresh (1988) and Barth (1990)
suggest that in-service can be an effective staff development tool as long as there is
consultation and cooperation between the planners and the target groups of in-
service programs. Additionally, program content should have clearly defined goals
reflecting and building upon the practitioners' experiences, and should be backed
by research (Blum, Butler, & Olson, 1987). Program developers who are aware of
these factors are likely to come up with programs which are more meaningful and
sensitive to the needs of principals.

Murphy and Hallinger (1989) provided a synopsis of the current shifts in
the training of school administrators. They noted that newer programs are more
diversified in approach, and that there is a willingness to redefine the delivery
modes and develop new ones. There is also a difference in the location of the
training to include the school site, the regional or special centers. The role of the
learners is being re-examined and redefined with the intent to make it more
inclusive. For instance, more and more, the learners contribute significantly to the
content of the training as they identify their own needs, take part in the delivery of
the content, and often go on to become key figures in the training of other
administrators through networking and collaboration. They also engage in self
evaluation through a critical reflection of their own practice, and a conscious effort

to analyze, discard irrelevant practices and embrace new, more effective ones.



18

Increasingly, administrators are being encouraged and empowered to take full
responsibility for, and total control of their own training.

Donaldson (1987) observed that there was a noticeable new trend in
administrator in-service which put emphasis on professionalization through the
facilitation and strengthening of strategies such as peer networking, collegial
cooperation, and residential programs. These provided on-going interaction which
helps to reduce the isolation of principals and encourage the development of
common beliefs, knowledge and values. An example of the novel approach to staff
development is the Maine Principals' Academy. Donaldson (1987) noted that in
this academy every activity from development of programs, to delivery, and
evaluation was carried out by the principals themselves, and its success affirmed the
potential for self propelled professional growth. Principals set their own goals,
determined the kind of activities they wanted to engage in, the experiments they
desired to carry out, and the appraisal of the entire program. Identification of needs
was based on the situation existing in the locale where the in-service center was
operating. There was a conscious effort to cultivate a greater correlation between
the program objectives and the actual needs of principals.

Mulkeen and Cooper (1992) pointed out that the Fordham University's
Executive Leadership Program (ELP) was another appropriate example of the new
trends in dealing with principals’ professional growth. The ELP emphasizes
continuing education in keeping with the changing needs of society. Its programs
are designed to encourage principals to view themselves as change agents who
should think critically and analytically about their situation while focusing on what

should be done to improve their performance. Hallinger and Murphy (1991)



observed that these types of programs focus on "skill development, problem
solving, periodic on-site support, and open access to assistance” (p. 519). Fullan
(1991) asserted that by taking part in the preparation of their own programs
principals felt a greater sense of ownership. Consequently, they would have a
greater motivation to change thereby experiencing increased professional growth.

The quest for more effective administrator development programs has
spurred educators to endeavor to identify and pinpoint a basic core of skills
necessary in running educational institutions. Kowalchuk (1990) argued that "if
principals are to be trained to be effective at their jobs, it is important to identify the
core or generic skills they must possess, regardless of their assignment” (p. 29).
Seeing the need to establish what skills were necessary for effective principalship,
Olivero (1982) carried out a survey with California school principals to determine
what they considered the most important competencies in their practice. Of the
ninety nine competencies that Olivero gave the principals to rank, the following five
were identified as most important: school climate, personnel evaluation, team
building, internal communication, and supervision. These findings were
remarkably similar to those of Graff and Street (1956, cited in Kowalchuk, 1990)
whose systematic analysis of key competencies required by principals showed that
they needed to be well versed in school climate, instruction, promotion of personnel
or professional development, and evaluation.

Beckner's (1990) "common core of knowledge" however, went beyond
these two, reflecting the changes that have taken place in education during the
decade of 1980-1990. Beckner (1990) included the following among the key skills

required by principals: social and cultural considerations, psychology and learning
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theory, ethical and moral dimensions, organizational theory, legal and resource
management concerns, use of technology, and an understanding of the change
process. It is recognized, however, that it is not possible to exhaust skills that are
required to run a school. The aim is to equip the principals with a set of skills that
will enhance versatility in responding to situations that might be faced in a school
setting.

Beck (1987) also conducted a study on the principals’ perceptions of the
skills required in the performance of their jobs. Data were gathered through
questionnaires and aimed to obtain perceptions on four aspects related to
principalship, which were: sources of expertise, skills necessary to the success of
any principal, levels of expertise of the respondents in each of the identified skills,
and adequacy of preparation received prior to appointment. Findings showed that
on-the-job experience and common sense were the most important sources of
expertise among the respondents. University programs and experience outside the
field of education were perceived as being the least important sources of expertise.
The respondents identified campus leadership, instructional leadership, and
interpersonal relations as the most important skills. Skills rated lowest in
importance were curriculum development, physical plant management, and
budgeting and financial skills. The respondents believed that the level of expertise
matched the perceived necessity of that skill but that this expertise was not obtained
from the university preparation programs. These findings were consonant with
Pink's and Hyde's (1992) who, after extensive studies and review of various
research findings, concluded that professional growth program developers should

understand the ideas, conceptions, and visions that drive the practitioners, the
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processes of interaction that characterize them, and the visions and processes that
seem most effective in bringing about desired changes. Sergiovanni (1991) adds
that the emerging profession of educational administration will depend on themes of
management as it seeks to create distinct characteristics of its own.

Daresh and LaPlant (1983) identified five commonly used in-service models
for principals which are summarized below:
(1) the traditional courses at colleges and universities where principals attend to
get additional degrees or courses to meet state requirements,
(11) the institutes sponsored by ]Srofessional agencies catering for principals'
needs. These offer short-term specific learning experiences in the form of
workshops and seminars,
(iii))  the state sponsored institutes which provide short workshops and seminars
that principals can attend without having to leave their stations for a long time,
(iv)  the principals' academy which offers in-service within a school district or
individual schools, using formal, organized courses which are often run by the
principals themselves, and
v) the informal networking among principals whereby they give support to one
another in various ways. Daresh and LaPlant (1983) found that networking was

very popular and was held in high esteem by the principals.

Appraisal of Professional Development Programs

Concern has been expressed that little is known about the actual benefits of
programs which have mushroomed in recent years (Daresh, 1988; Beckner, 1990;

Goodlad, 1990; Sergiovanni, 1991; Fullan, 1991; Hallinger & Murphy 1991).
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Questions have been raised as to whether or not in-service produces any real
changes in the principals' attitudes and practices. In response to these concerns,
various professional development models have been explored to try and determine
their impact on the principals' job performance. There is now a rich array of
research findings which give insight into the principals’ perceptions and concerns
with their professional development programs. Some of these will be examined.

Daresh (1988) undertook a study to ascertain the clients’ perceptions
regarding the effectiveness of the five in-service models identified above. A self
administered survey questionnaire was sent to a randomly selected group of 250
Ohio elementary and secondary school principals. In rating the models,
respondents indicated that the most effective was networking because it solicited
and encouraged participants' input and sharing among colleagues. The least
effective was the state sponsored institutes which were seen as being prescriptive in
outlook. Clients preferred situations where they could actively engage in their own
problem solving without having an authority figure over them. Participants
indicated that they took university courses only to meet the specific certification
requirements mandated by their employers. Many principals said that they attended
institutes and academies because of their need for growth, and the perception that
they could learn specific skills which they required for their jobs.

Other studies have focused more specifically on particular in-service
academies. One such study was done by Keys (1989) on the Administrative
Leadership Development Program (ALDP) in Saskatchewan. This study was an in-
depth evaluation undertaken to determine the principals' perceptions of the

effectiveness of this program, and to ascertain the actual impact of the ALDP
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program. Respondents were administrators who had participated in the ALDP.
Results of the study showed that:

- ALDP conformed to the guidelines of effective in-service

- ALDP achieved its stated program objectives

- changes occurred in the schools as a direct result of the ALDP program.

(Keys, 1989, p. 7-8)

Principals believed that there was merit in attending the in-service program because
it produced real, identifiable changes in their work.

The results of Howell's (1990) study were not in agreement with those of
similar studies on professional development programs elsewhere. Howell (1990)
carried out a quantitative study of the perceived effectiveness of the administrators'
academy on the professional development of secondary school principals in
Northern Illinois. Its aim was to determine whether participation in the Illinois
Administrators' Academy (IAA) satisfied one's personal needs for professional
development, and whether there was an increased level of competence.
Respondents were 100 secondary school principals within the Northern Education
Service Center region of the state. The study concluded that participation in the
Illinois Administrators’ Academy did not significantly benefit one's individual
professional development. Principals believed that the academy was a viable
concept but did not agree that it had effectively met their professional development
needs.

In an effort to ascertain principals' concerns with their in-service, Aitken
(1992) carried out a survey of the attitudes and opinions of 988 heads of
independent schools. The study focused on the aspects of the principals' jobs that

presented problems and difficulties different from those attributable to lack of

preparation, such as the context or location of the school. It sought to understand
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how the principals viewed their various tasks and activities in terms of management
and leadership distinction. The findings showed that few heads were well trained
in fiscal and analytical matters. The principals stated that they least enjoyed their
financial responsibilities because of a perceived lack of adequate preparation. There
was further indication that the weight of responsibilities did not correspond to the
preparation the principals had received in other areas of school management.

Research findings indicate that positive changes can occur as a result of in-
service programs for principals. Forrinstance, Heck (1992) studied the relationship
between the training conducted by the Indiana Principal Leadership Academy
(IPLA) and the resultant behaviors and practices of its graduates. Two survey
instruments were used to gather perceptual data on the graduates' rating of the
IPLA, the extent to which the teaching staff perceived the changes in their principals
after IPLA training, the degree of improvement observed in the principals’
leadership, and the principals' perceptions of their ability to bring about change in
student achievement. Eighty four per cent of the respondents expressed great
satisfaction with the training, with none showing total dissatisfaction. It was
concluded that IPLA had, and continues to have, an impact on Indiana’s public
schools through the training it offers principals.

Another study was conducted on the Indiana Principal Leadership Academy
between 1987 and 1990 by Hallinger and Anast (1992). The focus of this study
was similar to the subject of this thesis. A multi case study design research was
used to explore the nature of the professional development program of the IPLA,
and the degree to which it had accomplished its goals for administrative leadership

during the four years of its operation. Data were collected through observation,



document collection, and a series ofy interviews with current participants and
graduates. The respondents expressed satisfaction over the quality of instruction
and the multi method approach adopted to deliver the content of the program. They
also liked the practicability of the knowledge gained, and said they preferred the
initial presentation of material followed by group discussions which focused on
discovering practical applications. They viewed collegial activity as extremely
important.

In essence, the results were similar to those of Heck's (1992) study which
concluded that IPLA provides a safe, supportive, learning environment through
fostering a sense of collegial closeness. The researchers noted that feedback on the
school based changes after the IPLA training were limited, and that principals felt
that these put a damper on their eff(;rts to produce the best results from their
endeavors. In spite of this limitation, the principals declared that IPLA had helped
them in clarifying their role as the instructional leaders of their schools, they were
able to take risks as a result of the confidence they acquired at the academy, they felt
they communicated more effectively within and without the school community, they
were better role models for personal and professional improvement, and they
perceived themselves to be performing in a more professional manner, according to
the IPLA's conception of instructional leadership. They also perceived that they
were more flexible in working with others, had a clearer vision of their schools'
direction, and that they were more skillful in intrinsic and extrinsic rewarding in
their schools.

Instructional leadership is another area in which principals are expected to

play a large part. Recent research findings indicate that effective schools can result
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when principals take a leadership role in instruction (Musella & Leithwood, 1991).
Marsh (1992) carried out an extensive study of the California School Leadership
Academy to understand how instructional leadership for principals might be
enhanced through staff development programs. The research questions focused on
the methods, and the extent to which CSLA graduates practiced instructional
leadership, the influence of CSLA on this practice, and the factors associated with
the extensive transfer of the CSLA experience. Forty-four CSLA graduates were
studied in a comparative, multi-method case survey. The respondents had
graduated from the three year CSLA program in 1989, and represented five
geographical regions in the state of California, USA.

The study showed that principals were more efficient in their performance in
various aspects of their jobs. For instance, it was found that the CSLA graduates
practiced diverse instructional leadership at their work places by being able to
analyze activities in the classroom and offer constructive suggestions. There was
evidence that the training made a real, identifiable difference for the graduates in
various aspects of school management, and enhanced their effectiveness. It was
clear that following the CSLA training the principals successfully instituted
substantial changes in their schools and exhibited a marked efficiency in school
management. The researchers noted that there were a few challenges in ensuring
the proper transferability of what was learned to the school site in order to ensure
continued, effective leadership. Although coaching was stressed during the CSLA
training, the study found little evidence of it. There were other idiosyncrasies

relating to the principal's personality and locality of the schools which impacted on



the practice of principals. Overall, however, the CSLA was found to have potential
to offer effective training programs for effective instructional leadership in schools.

Adult learning principles are believed to have a bearing on the effectiveness
of in-service. Morland, Seevers, and Smith (1991) conducted a quantitative study
to determine whether or not in-service really made a difference in adult educators’
knowledge and attitudes related to the principles of adult learning. The quasi-
experimental study used a questionnaire with a pre-test and a post-test administered
to the 111 attendees of the two-day ‘in—service in May 1990. The results indicated
that attitude and knowledge could be improved through participation in a short, but
well designed educational opportunity. On the whole, the participants felt satisfied
with their in-service experience because it stressed full participation by the
individuals and encouraged the participants to learn from one another. The
respondents perceived that the information given them was useful, the speakers
were knowledgeable, and that the content and the approach were suitable.

Fullan (1982, 1991) contends that people resist change and this sometimes
causes the innovations to be derailed or abandoned altogether. To ensure
successful educational change, Fullan (1982, 1991) and Harris (1989) suggest that
change efforts should be carefully orchestrated through the judicious identification
and selection of goals. Furthermoré, activities should be conscientiously chosen
and closely monitored to ensure reasonable change and retard negative effects.
Hallinger, Murphy, and Hausman (1992) conducted a study aimed at understanding
how principals respond to change. Using a qualitative research design the
researchers developed a semi structured interview questionnaire to collect data

during one to two hour interviews with 15 principals from public schools in New
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York, Illinois, and Tennessee. The results indicated that many principals were
positively disposed towards restructuring. They endorsed it as a good idea and
thought that involving teachers in a cooperative decision making process would lead
to greater motivation and a sense of ownership among them. They also contended
that this would create a better atmosphere for problem solving in schools. Other
respondents were hesitant about the restructuring and suggested strongly that there
should be no changes. These results led the researchers to conclude that the
reluctance to let go of past experiences suggests that such reluctance moderates the
extent of the change efforts. In fact, they may determine the success of the

innovations.

In Summary

Researchers continue to investigate the ways in which principals can be
given the most suitable forms of support in their daily duties. They continue to
explore how professional development programs can be made more useful in
promoting desirable leadership qualities that can ensure effective and efficient
school management. This chapter has examined the rationale for, and concepts
behind staff development for principals. It has also looked at practices that have
evolved over the years, and the models that have been used to promote staff
development for principals. Research activities in this area have been discussed, in
order to show the directions that professional development programs have taken,
and the factors that have informed their practice.

The present study of the Keﬁyan situation will give another dimension to the
continuing quest for a better understanding of the dynamics of professional

development activities in education. Through a qualitative research design it seeks
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to illuminate the principalship in Kenya, provide an insightful depiction of the
principals' in-service, and describe the KESI graduates' perceptions of the
professional development programs. The results will provide invaluable
information not only to the Kenyan educators, but also to all students of
comparative education who are interested in knowing what happens elsewhere.
This study will add to the colorful mosaic of educational activities in the "global

village" that is our world.



CHAPTER 3: Research Design and Methodology

This was a qualitative study aimed at describing the Kenyan secondary
school principals’ perceptions of the effectiveness of the KESI in-service programs.
Personal interviews were conducted with a purposeful sample of principals who
had graduated from a KESI in-service course in recent years. This chapter provides
a discussion of the methods used in the study. The theoretical foundations of field
study will be examined, followed by a discussion of the characteristics of
qualitative inquiry, and finally, a description of the setting, participant selection,

and the methods used to collect and analyze the data.
Theoretical Foundations

Field research has its roots in anthropology, history, and political studies.
Since the 1970s educational investigators have adopted, systematized, and
popularized it (Miles & Huberman ,1984; Whyte, 1984; Patton, 1990; Bogdan &
Biklen, 1992). Qualitative research reflects a phenomenological perspective that
aspires to understand the meaning of things and events from the participants' points
of view. In qualitative inquiry words, rather than numbers, are used to provide

rich, meaningful descriptions and explanations of the phenomena under study.

Qualitative researchers endeavor to depict an accurate description of the
reality as seen by the respondents themselves, therefore, they do not assume that
they know what the participants will say. The phenomenological perspective holds
the view that human experience is subject to interpretation and that people, events,

and things are devoid of meaning until meaning is ascribed to them (Patton, 1990;
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Bogdan & Biklen, 1992). By the same token, people interpret their realities from
the backdrop of shared experiences, concepts, and interactions within their
community. Bogdan and Biklen (1992) argue that this symbolic interaction is the
construct which enables people to interpret their world. Best and Kahn (1993)
explain that “symbolic interactionism is the belief that people act according to how
they understand the meanings of words, things, and acts in their environment” (p.
188). The qualitative researcher facilitates this through a deliberate effort to enter
the world of the participants and share in their meanings, and then depict these

accurately to the readers (Kirby & McKenna, 1989; Bogdan & Biklen, 1992).
Characteristics of Qualitative Research

There are five features of qualitative research as articulated by Bogdan and
Biklen (1992). First, with the researcher as the key instrument, data collection
happens in the natural setting rather than in a humanly contrived and controlled
laboratory setting. Qualitative researchers believe that phenomena can best be
understood in their natural settings and therefore, strive to be as unobtrusive as
possible, so that the information garnered is not affected much by the researcher.

Secondly, qualitative data are in the form of carefully documented field
notes and memos, and sometimes information is recorded on tape and transcribed
afterwards for analysis. These data are intended to capture and portray the 'real’
world from which they were collected, in as true a fashion as possible. The
qualitative researcher enters the ﬁela with an open mind that does not take anything
for granted. Everything, however insignificant it might seem, has the potential of

impacting on what is being studied, so the researcher tries to be very observant.
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Thirdly, qualitative research concerns itself with the process rather than with
the outcomes only. It attempts to provide the insiders’ views of how people define
their world through social action and interaction.

Fourthly, data analysis in naturalistic research is inductively derived and is
not designed to prove or disprove prior hypotheses. The designs are emergent and
the theory generated from the data is grounded. Themes and categories are
constructed out of the data. Theories emerge "from the bottom up ... from many
disparate pieces of collected evidence that are interconnected” (Bogdan & Biklen,
1992, p. 31-32). This emergent theory that allows the data to speak for themselves
is also known as "grounded theory" (Glaser & Strauss, 1967).

Lastly, qualitative researchers concern themselves with meaning. They are
interested in ways that different people make sense of their world, how they attach
meaning to the events that happen in their world. Qualitative researchers seek to
understand the perspectives of the respondents by using strategies that facilitate an

"interplay"” between them and the respondents (Bogdan & Biklen, 1992).
Ethics

Recent concerns have necessitated the current guidelines with regard to
research involving human beings (Patton, 1990; Bogdan & Biklen, 1992).
Anderson (1990) discusses some of the major abuses in research that involved
human subjects. He notes that "all human behavior is subject to ethical principles,
rules, and conventions which distinguish socially acceptable behavior from that
which is generally considered unacceptable” (p. 17). It has become necessary to

carefully scrutinize research so as to ensure that innocent people are not taken
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advantage of through their ignorance of the research procedures. It is required that
full disclosure be made of the purpose of the investigation in order to obtain
informed consent, and that participants be not exposed to any harm. There should
also be assurance of anonymity and permission should be sought if one desires to
record the responses on tape. A researcher also undertakes to respect the views of
the respondents, for instance, if they indicate that they do not want what they say to
be used. Respondents are assured that participation is voluntary and they may
withdraw from the study at any time without any obligation at all. This information

was contained in the letter of introduction sent to the respondents (see Appendix I).

Credibility of the Researcher

Qualitative inquiry differs from the positivist research tradition in that the
researcher is the instrument of the data collection. Information about the researcher
is important because every researcher, either consciously or unconsciously, brings
preconceived ideas and interpretations into the problem under study (Kirby &
McKenna, 1989; Bogdan & Biklen, 1992). By candidly documenting personal
beliefs, experiences, and any changes that might have occurred in the field, the
researcher is compelled to have a gréatcr awareness of the responsibility of doing a
study and thus enhances his or her credibility (Patton, 1990). In this study the

researcher’s reflections are related elsewhere.

Qualitative inquiry constrains the researcher to take into consideration
certain facts associated with the role. The researcher’s subjective appreciation of
the study can be fully exploited to help foster the readers' appreciation of the

question being investigated. Nonetheless, the researcher should be cognizant of the
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fact that this subjectivity is mediated by possible biases, which include selectivity in
investigating certain areas and ignoring others according to interest (Patton, 1990).
In a qualitative investigation, the researcher's intuition is the primary source of
understanding and, because it is a private process, it is subject to bias and difficult
to authenticate. Sometimes the researcher unconsciously selects what he or she
wants to hear. When these aspects are addressed openly however, a researcher is
able to tread more cautiously and therefore, achieve a more authentic presentation of

the phenomena being studied.

Generalizability

Qualitative research posits that it is impossible to meaningfully generalize
because it recognizes that the human experiences described are usually context
specific and often change with time (Schofield, 1990; Bogdan & Biklen, 1992).
However, "modest speculations on the likely applicability of findings to other
situations under similar, but not identical conditions" should be put forward
(Patton, 1990, p. 489). Qualitative researchers are more concerned with generating
statements which might be applicable to circumstances and respondents, other than

those studied.

Triangulation

Triangulation in a qualitative study involves using multiple methods,
sources, and theories (Patton, 1990; Miles & Huberman, 1984). In this study,
cross validation was done through interviewing KESI personnel and analyzing

KESI documents. This aimed at providing a better understanding of the KESI in-
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service objectives and plan of action. As well, interviews with the KESI program
developers provided an insight into their work in preparing and conducting the in-

Service courses.

Validity and Reliability

Internal validity for qualitative inquiry is achieved through systematic and
rigorous investigation with the purpose of gathering "useful and credible qualitative
findings through observation, interviewing, and content analysis..." (Patton, 1990,
p. 11). A qualitative researcher should carefully monitor his or her actions and
observations to ensure an accurate depiction of the problem under study. Internal
validity for qualitative research is high because the setting is the source of data
collection and the researcher is the instrument of data collection and analysis.
External validity in this study can be achieved if other Kenyan principals' views are

consonant with those expressed herein.

Research Design

The study was conducted in three phases and the researcher was the
instrument of data collection. The first phase was designed to facilitate a more
comprehensive understanding of the functions of KESI. To this end, informal
interviews with KESI personnel were conducted, and the core documents used at
KESI analyzed. The documents included the “KESI Curriculum in Educational
Management”, a brochure which described the function of KESI, a sample proposal

used by the program developers to plan and develop the in-service courses, a report



on a past in-service, and a sample of the “KESI Certificate of Attendance” which is
given to all graduates at the end of the in-service.

In phase two a pilot study involving five principals was conducted to test
the questionnaire guide. Responses from these interviews helped to clarify the
questions and remove redundancy where such redundancy produced puzzlement on
the part of the respondents. The pilot study revealed that principals were not
involved in the preparation of the KESI in-service, so the questions regarding the
ways in which they were involved and about who facilitated their involvement had
to be deleted from the interview guide. It was also realized that some questions
were not clear as the sample respondents struggled to answer them. Two examples
of such questions were:

“In your job now, what do you see as a direct, significant result of your
attending KESI?”

“Please describe as fully as you can the course you attended.”
In a discussion with the respondents, it was thought that more appropriate
questions were:
“What do you do differently as a result of your having attended KESI?”
“What delivery methods were used at the in-service?”
After the necessary adjustment of possible questions, and questioning

techniques, the researcher felt satisfied that the data collection could proceed.

Phase three involved personal interviews lasting approximately one and a
half to two hours with the purposeful sample of principals who had graduated from
KESI. An open-ended questionnaire guide was developed for the study (see

Appendix II). This allowed for the judicious use of probing questions to clarify
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issues or to explore matters which had a direct bearing on the research question.
The questions guiding the study evolved from the review of the literature and the
researcher's own concerns. Other educators’ views pertaining to availability and
effectiveness of professional development programs for principals helped the
researcher further in the formulation of the research questions. As a person from a
developing country, the researcher’s interest was heightened by a realization that
there was a paucity of research from the developing world on professional
development programs for school administrators. This study will widen the
horizons of, and increase the available knowledge on professional development

programs for school administrators.

Participant Selection

The study took place in Kenya in July and August of 1992. Informal
interviews were conducted with KESI personnel and Kenyan school principals
from all parts of the country, in sessions which lasted between one and a half to
two hours. The distance to the schools varied from between three kilometers to
three hundred and fifty kilometers from the researcher's residence. Clearance to
proceed with the research was obtained from the Office of the President in Kenya,
which is responsible for giving permits for all research done in the country. The
Teachers' Service Commission gave permission for the researcher to look through
the KESI records for the names of in-service participants. Prospective respondents
were purposively selected to include principals who participated in KESI sessions

in the last three years. Attempts were made to select a balanced number of men and
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women principals, and to provide a representation of all types of schools in Kenya.
A profile of the respondents is presénted in Table 1.

Principals who were likely to provide the information targeted by the study
were identified and selected. Selection was also based on the premise that
principals from boarding schools may face different problems from their
counterparts in day schools where students commute from their homes daily.
Likewise, principals from boys schools may have different problems than those
from girls schools. Views from these principals permitted the opportunity to have a
holistic insight into important issues connected with education in Kenya.

After the initial contact, the researcher telephoned those willing to participate
in the study to set up the interview dates and times. Where there was no telephone,
the researcher visited the schools personally and, where possible, conducted the

interviews or set up dates to do so later.
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Table 1: Profile of Respondents

Length of

Respondent Gender Type of School Service

before KESI
Interview 1 | Female Girls' boarding 1 year
Interview 2 | Male Mixed day 2 years
Interview 3 | Male Mixed day 2 years
Interview 4 | Female Girls' day 2 years
Interview 5 | Female Girls' day 7 months
Interview 6 | Male Mixed boarding 2 months
Interview 7 | Male Mixed day 15 years
Interview 8 | Male Mixed boarding/day | 3 years
Interview 9 | Male Boys' day 4 years
Interview 10 | Male Mixed day 15 years
Interview 11 | Male Mixed boarding 1 year
Interview 12 | Female Girls' boarding 1 year
Interview 13 | Female Girls' boarding 7 years
Interview 14 | Male Boys' boarding 1 year
Interview 15 | Male Mixed day a few months
Interview 16 | Male Boys' day 15 years
Interview 17 | Male Boys' day 1 year

Methods of Data Collection
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Interviews took place in the offices of the school principals. A general
interview guide approach was considered appropriate for this study because it
enabled the researcher to probe and explore areas related to the question under

study. Patton (1990) noted that interviews are “dynamic, personal, and



intrapersonal” relationships that impact deeply on the interviewer and the
interviewee by laying “open thoughts, feelings, knowledge, and experience” (p.
356). These aspects were demonstrated during the interviews as most principals
did not suspend their duties. They continued to answer urgent telephone calls, and
members of staff and students who needed to see the principals came and were
attended to for brief periods. The researcher was comfortable with this arrangement
because it provided valuable insight into the day to day life of a school head and
was transported, so to speak, into the ‘real’ world of the respondents who were
able to “respond in a way that represents accurately and thoroughly their points of
view about ... that part of the world about which they are talking...”” (Patton, 1990,
p- 24). A sample transcript of one interview is given in appendix III.

A researcher’s log was kept daily as the interviews progressed. The
following is an extract from the journal that refers to an informal interview with a
senior officer in the Ministry of Education. This served as a reminder to the
researcher to keep the focus of the study in mind at all times.

Z. is very knowledgeable. Encounters principals on a day to day basis and

knows what problems there are in the schools, and which h/ms have what

problems. Granted me a long interview and had many helpful suggestions.

Possibly almost all concerns were reflected in the interview guide, except

that of PEOs (Provincial Education Officers). To consider as part of

background information to the project. The focus for this research is just

principals’ perceptions. (Journal, p. 4)

Another entry about a school in the slums of a large urban center read:
A. school is situated in the slum area with a large influx of refugees, etc.
H/m feels that this affects the school culture, dilutes performance. H/m is

amiable. He has been in several schools as teacher and head. (Journal, p.
48)
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Data Analysis

Data organization. Analysis was ongoing throughout the data collection.
Repeated phrases, ideas and concerns were noted and used as sensitizors. With the
use of the "constant comparative method" (Miles & Huberman, 1984; Patton, 1990;
Bogdan & Biklen, 1992) as many varieties of information as possible were
collected under the question being studied, while at the same time generating
possible codes as the data collection proceeded. At the conclusion of all the
interviews the researcher checked the field notes to ensure that the information was
complete. The interview tapes were transcribed as soon as the researcher returned
from the field. Observations and comments were carefully scrutinized as well.
Copies of the transcribed documents were made for use during analysis and original
copies were put aside for cross-referencing as the need arose. Responses to each
question were combined, organized, and readied for reduction.

Data Coding and Data Presentation. Smith and Glass (1987) note that in
qualitative research data collection and coding is ongoing, and as the data fall into
categories the researcher generates suitable categories. Through inductive analysis
the researcher identified patterns, themes and categories emerging from the data
following which suitable codes were provided for ease of reference and
identification (Miles & Huberman, 1984; Patton, 1990; Bogdan & Biklen, 1992).
Data were reduced and the major themes that emerged were identified and coded as
summarized in Table 2. The major goal of this endeavor is to reduce the volume of
data without losing track of the essential characteristics and meanings contained in

them (Smith & Glass, 1987).
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Table 2:

Codes generated to organize data
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Before in-service
. appointment to headship
. first encounter with headship

Recruitment for in-service
. preparation for in-service
. needs assessment

Challenges of a new head
. assuming school headship

. starting a new school

. location of the school

. finances

. administration

. students’ conduct and academic
performance

Coping Strategies

. using own talents

. peer support

. using an in-school support system
. consulting with the education office

The KESI in-service and its
impact

Overall assessment

. school administration

. on a personal level

. discipline

. board of governors

. finance

. delegation

. legal aspects

Shortcomings of the in-service
. duration of the course

. timing of the in-service

. frequency of the in-service

. depth and breadth of the in-service
. resource personnel

. relations with the central office

These were organized and presented to provide logical, thick descriptions of the
situations under which Kenyan principals work, events leading up to the KESI in-

service, and the perceptions of the participants as will be seen in Chapter 4.

Data Interpretation. Interpretation of data entails attaching meaning, giving
explanations, making inferences, and drawing conclusions. In qualitative research
"emphasis is on illumination, understanding and extrapolation" (Patton, 1990, p.

424). The data were interpreted with this understanding in mind. The research



questions were continually consulted during this exercise in order to ensure that the

focus and purpose of the study were not lost.

Summary

An overview of the qualitative inquiry techniques in the context of this study
was provided in this chapter. It endeavored to provide an understanding of the
qualitative research goals and methods of data collection, data reduction, and data
analysis; methods which are consonant with the emergent theory associated with
this type of research. The position of the researcher as the instrument of data
collection was discussed, touching on the possible researcher effects, and how
these could be minimized, in order to come up with a well balanced research study.

The field research approach was appropriate in this study because it sought
to understand the principals' perceptions of the effectiveness of the in-service they
attended. The study aimed at presenting a clear, and candid depiction of the
perceptions of the principals by enabling the principals to speak for themselves.
Personal interviews presented a chance for the respondents to express themselves in
their own words. It accorded them the opportunity to relate their own experiences
and to describe how the in-service wrought a difference in their job as principals.
Chapter 4 will present and interpret the major findings of the study in response to
the questions guiding the study, and in relation to other literature on principals’

professional development programs.
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CHAPTER 4: Presentation and Interpretation of the Findings

This chapter provides a report on the findings of the study and attempts to
strike a balance between description and interpretation. A summary of the major
themes and categories that emerged from analysis of the data is presented. These
provide a conceptual overview of principalship in Kenya that enables one to fully
appreciate the role of KESI, and the ways in which KESI in-service is conducted in
relation to the research findings on professional renewal programs for
administrators and current theories on change. The Kenyan principals' perceptions
of the effectiveness of KESI in-service programs will be presented, discussed, and
interpreted. The discussion will respond to the research questions, and review
findings in relation to the literature. The followin g broad categories summarize the
major themes that facilitated the coding of the data:

() The Kenya Education Staff Institute;

(ii) the principals’ experiences before in-service;

(i)  the participants’ descriptions of the KESI in-service and

(iv)  the respondents' evaluation of the effectiveness of the KESI in-service and
its impact on their attitudes and practices.

The chapter will begin with the findings of the first phase which involved
informal interviews with KESI personnel and an analysis of KESI documents.
These will describe the KESI objectives, the development, and the structure of the
in-service programs. Next, the findings from the interviews with the principals will

be presented and discussed. Quotations from respondents will be incorporated
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where they serve to explain or bring out a point in clearer focus than would the

researcher by explanation.

Phase I: The Kenya Education Staff Institute (KEST)

Establishment and Functions of KESI

KESI was established in 1981 as a result of “a clamor for an institution to
induct newly appointed heads in educational management” (Int. K. 1, p. 21). The
Ministry of Education (1987) outlines the functions of the institute as to: liaise with
the Ministry of Education, organize in-service training, design, develop, and
coordinate instruction materials, produce and disseminate educational courses, and
act as a consultancy and resource center.

The KESI brochure (KESI Doc. 1) explained that KESI was funded by
both the World Bank and the Kenya government who contributed 70% and 30%
respectively. It was intended that a small secretariat be formed to take care of the
in-service activities in the country. initially the institute was an arm of the Ministry
of Education. In 1988 it became a separate entity although it is still affiliated to, but
not directly under the control of, the Ministry of Education. KESI funding was
channeled through the Ministry of Education, and was given over a 5 year period
during when 10,000 people were expected to be trained. After 1991 the agreement
with the World Bank expired and the Kenya government assumed full funding of
the KESI. Respondent K. 1 expressed concern with the latest developments at
KESI and observed that it might not be possible to sustain KESI financially in the

future, and this could compromise the in-service programs.
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Interviews with KESI personnel and an analysis of KESI documents
revealed that the institute provides services to a wide range of educational
personnel. Its stated purpose is the “strengthening of the management capacity of
the Ministry of Education through in-service training...” (Ministry of Education,
1992, p. v.). The target group of the KESI programs include head teachers of both
primary and secondary schools, District Education Officers (DEOs), and others
“who are already in administrative and managerial positions at various levels within
the Education Sector” (Ministry of ,Education, 1992, p. v.). The KESI document,
(Ministry of Education, 1992) gives statistics of people targeted for training and
those who have been trained at KESI by August 1991. Table 3 shows the
breakdown. This study focused on the secondary school heads, shown in bold
type.

Table 3: KESI Training Targets

Description of Target for Those already
personnel training trained
Primary school heads 14,000 5, 938
*Secondary school heads 2, 760 2, 051

Ministry of Ed. personnel 45, 500 10, 008

The KESI Program Developers

The KESI program developers’ tasks included making a proposal to obtain
funds for the particular course that they were involved in. Additionally, they were
expected to liaise with the District Education Office whose job it was to identify,

contact, and invite principals who had never attended the in-service. They also



arranged a suitable venue for the in-service, ensured that hospitality services were
adequate, invited resource persons to deliver in-service material, and prepared
themselves to take over the sessions if some resource persons failed to show up
(Int. K. 2, p. 4; Int. K. 3, p. 6). They also had overall charge of the training center

during the two weeks it was in session.

The KESI Objectives

KESI states in the current curriculum document that "the need for training
... was diagnosed by the two Wamalwa Training Review Commission Reports of
1971/72 and 1978..." (Ministry of Education, 1992). The KESI curriculum
springs directly from their stated general objectives which are to enable participants:
- to acquire and practice management techniques at their work place,
to acquire functional knowledge, skills and attitudes relevant for
proper management, planning and administration...,
to acquire techniques and skills of adoption/adaptation necessary for

management of change...,

to display awareness and ability to solve present and future
problems...(for) effective and efficient utilization of ...resources in

the provision of quality education ... (Ministry of Education, 1992,

p.- 1
Clients' Needs Assessment and the In-service Curriculum

The KESI had realized the need to carry out more investigation in the field

in order to better understand what the principals have to contend with (Int. K. 1).
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The principals who were interviewed noted that this was one area in which the
KESI programs were deficient. They stated that they had not been asked about
their needs, and it was evident from the interviews that principals felt a sense of
detachment from the institute. KESI was considering revision in other areas such
as learning materials, and putting an emphasis on getting information directly from
the practitioners rather than relying on information from the schools Inspectorate or
the Teachers’ Service Commission to prepare in-service courses (Int. K. 1. Int. K.
2). KESI acknowledged that principals had the greatest difficulties in managing
finances and that misappropriation of funds was a big problem. This was
confirmed by the principals who perceived that most principals had great difficulties

with finances before attending the KESI in-service.

Interviews with the KESI program developers revealed that the main
resource used to develop programs is the Ministry of Education booklet entitled
“Kenya Education Staff Institute (KESI) Curriculum in Educational Management”
published by the Kenya Literature Bureau in 1992. This document provides
background information on KESI, such as its purpose, objectives, and the current
situation at KESI. The KESI core curriculum includes several topics: Management
in education, management and administration, management of resources. It also
deals with institutional administration and the management of non-classroom

activities (Ministry of Education, 1992).
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Evaluation

At the end of the in-service participants were given a questionnaire fill out to
indicate how much they had learned from the course (Int. K2, 3; KESI doc. 2.).
Asked what they thought about the evaluation process, the respondents said they
had nothing to say about it as they did not know what KESI did with the
questionnaires. However, they lauded the opportunities given them during the
course to make suggestions for changes. The KESI personnel stated that at the end
of the in-service they were expected to make a report which included the comments
on the summative evaluation forms filled out by the course participants. They said
that the sentiments expressed in the summative evaluation questionnaires were
considered and incorporated in subsequent in-service courses. However, it was not
possible to ascertain the trustworthiness of these claims since it was not within the

scope of this study to do so.

Phase II: Interviews with the Principals

Interviews with the principals yielded information that pertains to diverse
areas of the Kenyan education system. Several distinctive areas emerged in relation
to the job of principals in Kenyan sécondary schools. In order to understand the
importance of KESI it is necessary to understand the processes and problems
encountered by school heads prior to, and after in-service, and the difference in
handling them before and after the in-service. The information provided by the
respondents has been reported using the following categories:

(a) School headship in Kenya,



(b) the various challenges and the coping strategies which they employed before
they attended the KESI in-service,

(9] the KESI in-service and the respondents' perceptions of, and reflections on
its scope in relation to the needs of principals,

(d) the on-going dynamics of the relationship between the school heads and
various people within and without the school before and after KESI in-service,
such as: their colleagues in other schools, students, teachers and support staff, the
Ministry of Education and their employer, the Teachers Service Commission
(TSC); politicians, councilors, parents and others outside of the school but who
impact on the head teacher's job, and

(e) the principals' perceptions (;f KESI's effectiveness and its impact on their

attitudes and practices.

School Headship in Kenya

Appointment

Kenyan school heads are appointed from the ranks of successful classroom
teachers and deputy school heads. The Teachers Service Commission, (TSC), a
body that recruits teachers and appoints school heads, normally requests a school
principal to recommend teachers who exhibit leadership qualities. Such teachers
can be appointed at any time to head schools when vacancies arise, or they could be
asked to start a school (Int. T. 1). This information was corroborated by the
respondents who felt that they had been identified to be heads due to their excellent
performance in the classroom (Int. 1, Int. 5). Some said that they had been deputy

heads for only a few months before being promoted and appointed to head schools
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(Int. 1, Int. 3, Int. 4, Int. 5, Int. 8, Int. 9, Int. 14, Int. 17). They believed that
their appointment to deputy headship was a signal for them that they might be
required to head schools at a future date (Int. 8, Int. 11). None of the respondents
were given any specific training pertaining to headship before they assumed their

duties.

Johnson (1993) notes that as the responsibility for making decisions
affecting schools is transferred to the school level, there is need for principals to be
better prepared for the new roles connected with this transfer. The principal is
increasingly seen as the "critical agent who gets things done" (Richardson, et al.
1989, p. 1). The recognition of the centrality of the principal in promoting effective
schools is shared by others who see the principal as taking a leadership role in all
aspects within the school, and acting as a bridge between the school and the rest of
the community (Johnson & Snyder, 1980; Barth, 1984; Blum, Butler & Olson,
1987; Hallinger & Murphy, 1991): Fullan (1991) believes that in order to promote
meaningful change in schools, professional development of school administrators

should be in-built into their careers.

First Encounter with Headship

Invariably a principal's first encounter with headship was an adventure into
the unknown; adventure which carried with it the possibility of great drama.
Appointment to headship created, to varying degrees, feelings of expectancy, fear
of failure, lack of confidence, determination to succeed, and a resignation to deal
with problems as they arose in whatever way was possible. Newly appointed

principals did not have an explicitly defined job description so they did not have a
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clear perception of what their job involved. Many described their first taste of
headship as being like "groping in the dark, literally" and "being lost"(Int. 1). Here
are some responses:

You are going to start a whole new system and not having been equipped in
way of training, you are groping in the dark, literally... (Int. 1, p. 5)

I don't want to call it exactly a nightmare but I would like to say that... I
went through areas I didn't quite know. (Int. 1, p. 3-4)

You are appointed head, you just go and start getting correspondences:

'Can you give us this?' or "Trial balances have not been submitted to this

office." You don't know what trial balances look like. Now you wonder

and unless you go to the records and see what type of document that

is... (Int. 8, p. 4)

Many of the principals felt that due to lack of prior preparation they were ill
equipped to head their schools (Int. 2; Int. 16). For example,

Being a head and having to make decisions was something I had not
been prepared for... (Int. 7, p. 3)

They just got me out of the classroom and appointed me headmaster... (Int.
16, p. 2)

[ found it a job that requires a lot of patience and I have to do a lot of extra

work and I have really to offer myself in all ways that I am required to step

in whenever there is need. (Int. 4, p. 2)

Bass (1990) asserts that the first year of a principal is most critical and that
every effort should be made to provide individualized assistance to beginning
principals. This calls for a deliberate, carefully planned support system, that should
be readily available to the principals at every stage of their careers (Richardson, et
al. 1989). Levine (1991) submitted that the lack of a clear vision of professional
development for principals could create a vacuum which could result in uncertainty
when handling difficult situations. He contended that the principals' "groping

efforts” underscore the dire necessity for professional development. For Kenyan



principals there was a vacuum which they tried to fill, especially as they described

their first experiences as school heads.

Challenges of a New Principal

This study revealed that the complexity of principalship in Kenya is
comparable to that in other parts of the world. It demonstrated that principals are
often recruited and abruptly introduced into a world foreign to their experience, a
world where they are expected to ensure the development and good management of
physical and human resources, as well as helping to foster an atmosphere
conducive to learning of all the individuals concerned. These expectations,
however, were not congruent with the preparation given them. Many described
how they were appointed straight from the classroom into the administrative job,
the ensuing turmoil, and the frustrations that they faced as they tried to come to
grips with their situation. They had seemingly insurmountable problems for which

they had to figure out the solutions on their own.

The problems these new principals faced were as varied as the situations
they encountered in their stations. These related to: assuming school headship,
starting and developing a new school, the locality of a school, administration,
finance, students, teachers and support staff, dealing with the central education

offices, and handling the parents. Each of these will be addressed separately.
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Assuming School Headship

The principals responded in different ways to the challenges facing them in
their new position. They shared their thoughts regarding the burden of
responsibility after appointment. They said:

I was a bit scared of running the office, and I am telling you I was scared.
One, I was scared of finances ... (Int. 5, p.3)

What I found most challenging is laying down the management
operations, you know, what do you do? How do you address the teachers
who are coming in one by one? How do you organize a body of the work
men? How do you lay the traditions, the whole administration of the
school? (Int. 1, p. 5)

Head teachers, when they first move into the office the first two years

they do not have ... shock absorbers. To sit in the office and absorb a lot of
problems... (Int. 5, p. 5)

Starting and Developing a New School

The logistics of starting a school presented many principals with great
problems because it involved holding fundraising meetings to construct and equip
the schools. Twelve respondents were abruptly asked to take up their new duties.
For example, some described their situations:

I was told we're starting a new school, go and start it... (Int. 1, p. 3-4)

I was made a head teacher just after two terms (equivalent to 6 months) of
deputy headship ... to start off a young school with all those teething
problems and challenges. (Int. 5, p. 3)

I got a letter that I had been promoted; to go to the DEO's Office (District
Education) etc. for further instructions. Now I was starting a school which
was not really a school... So I moved in and the establishment for the
workers had not also been given. ... From January up to July, ... I
worked without a BOG (board of governors). I did not have an accounts
clerk... (Int. 5, p. 5)
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Respondent No. 5 found support staff who were employed under another Ministry
and, as a representative of the Ministry of Education, these people were not under
her jurisdiction. Due to her ignorance in matters of labor relations she says she
almost made a serious blunder. She explained her difficulty:
I had a problem with the workers...(who)... could not fit in the jobs we
advertised. I was somehow requested to write a letter telling them to apply

and if they do not fit they should look for jobs elsewhere and this put me in
trouble with the Ministry of Labor and with the (Workers) Union. (Int. 5,

p-5)

Another person was posted to head a Harambee school. Harambee schools
are community schools initially started by parents of a particular area for their
children. Such schools are usually not well established in terms of physical
facilities and staff. More often than not, teachers in such schools are high school
graduates employed by the community of parents to work as "untrained teachers"<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>