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Abstract

The main purpose of this study was to describe the professional development
(PD) activities accorded to non-teaching administrators of Moi University, a national
university in Kenya. It also explored the perceptions of the administrators regarding
various aspects of the PD initiatives. The study targeted all non-teaching administrative
staff from the level of Administrative Assistant to the Registrar level. Forty-six of the 54
circulated questionnaires—representing an 85% return rate—seven interviews, and
various university publications and documents provided data for the study.

The study results indicate that overall, despite the apparent high need for and
interest in PD by the administrators, the university accorded limited opportunities.
Administrator participation in PD activities was also limited and tended to favour those in
the higher-level positions. Seminars and formal education were the most frequently used
forms of PD, most of which were funded by external agencies. For most, self-
development was perceived to be the motivating factor for PD even though the university
official policy and objectives were largely geared towards institutional development. The
PD skills perceived to be of high importance and in need of development were, computer
skills, human resources management, time management, and decision—making. However,
this study revealed that most initiatives undertaken by the administrators were unrelated
to what they perceived as important or of high need.

The lack of established PD programs, clear objectives, guiding policy, financial
and technical resources, needs analysis, supportive administrative structure, and little

support from the senior management were identified as major barriers to PD.
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From the study findings, it is recommended that the university should institute its

own coordinated programs, budgeted through the new training office and backed by a
clear policy. In addition, cost-effective and accessible in-house courses and programs
having the support of university faculty staff should be encouraged. Likewise, a re-
evaluation of the university’s administrative structure and reward system should be
undertaken, with a view to improving morale and fostering interest in PD. Overall, this
study offers constructive insights for university administrators in similar environments
and, as well, contributes to the understanding of issues in professional development

within higher education institutions.
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CHAPTER 1

BACKGROUND OF THE STUDY

Higher education institutions in Africa, as in most parts of the world, have in the
last two decades found themselves in the midst of unprecedented social, economic, and
political changes. Given this scenario, it is imperative that as a matter of survival,
relevance, and credibility, Kenyan as well as other African universities must consciously
search for innovative initiatives, programs, and strategies for effective and efficient
management for their institutions.

The management of universities in Africa has within the last few decades been in
the forefront of educational policy reforms. This has been due to the status accorded to
them and the roles that universities are deemed to play in the overall economic and social
development of the country (Abagi, 1997; Ajayi, 1996; Koech, 1999). However, most
African governments, which shoulder the bulk of the funding to universities and
education in general, have expressed concerns over what they see as gross
mismanagement, inefficiency, and sheer lack of accountability by their universities
(Abagi, 1997; Ajayi, 1996, Sifuna, 1997; UNESCO, 1995). Similarly, recent reports and
studies by African academics, the United Nations Educational, Scientific, and Cultural
Organization (UNESCO), the World Bank (WB), the United Nations Development
Programs (UNDP), and other major agencies involved in funding and revitalizing
education in African universities have deplored the state of management of these
institutions. Consequently, a number of these agencies have formulated policies aimed at
correcting the situation. For instance, UNESCO has resolved to accord priority to the
improvement of both the educational quality and professional efficiency of university

1

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



management and administrative personnel (UNESCO, 1992). The World Bank has also
identified a number of key initiatives needed to revitalize the management of educational
institutions in Sub-Sahara Africa (World Bank, 1988). Because of government concern
and international involvement in university management, professional development is
increasingly becoming an area of great interest in African university reform efforts and
their strategic development planning (Cowan, 1997; Farrant & Afoso, 1997).

Professional development has been defined as planned activities, practiced both
within and outside organizations, that are intended primarily to develop the professional
knowledge, skills, attitudes, and performance of professional staff (Blandford, 2000).
Practitioners have observed that as an organizational practice, professional development
generally serves to enhance individual performance, rectify ineffective practice, establish
groundwork for policy implementation, and facilitate organizational change and
development (Barnes, 1984; Becher, 1999; Levin, 1998). Cowan (1997) also argued that
professional development is more than just staff training or ad hoc approaches to
management survival skills; rather, it must be an “integral part of policy making, goal
setting and evaluation of all practice and output” (p. 124). He explained that a “long term
approach to the development of staff encourages a systematic vision for the organization
and sees change as a challenge through which greater success and opportunity can
accrue” (p. 125).

The importance of professional development for managers not withstanding, the
literature indicates that most of the initiatives at universities globally have generally
tended to concentrate on the development of academic staff. Research indicated that

where administrator professional development has taken place, it has often concentrated
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on academic administrators—such as the faculty deans, department chairs, or directors of
academic institutes—rather than on the professional non-academic administrators.
(Lewis, Cavalier, Hantman, Waechter, & Yamakawa,. 1994; McDade, 1987; Nordvall,
1979; Shtogren, 1978; Zuber-Skerritt, 1992). Despite the fact that professional
development of higher education administrators is a long-recognized necessity and
obligation, emphasis on the development of non-academic administrators has continually
remained low. Brown and Atkins (1986) observed that “from 1929, a succession of
reports, papers and conferences advanced the idea that the training of academic and
administrative staff in universities was essential” (p. 119). However, unlike the
development of faculty, it is only in the last three decades that professional development
programs for administrators have evolved noticeably (Miklos & Nixon, 1979; Shtogren,
1978, p. 12; Zuber-Skerritt, 1992). While this trend was largely true in the western world,
a number of UNESCO reports (1995, 1997, 1998) show that the developing world, and in
particular Africa has lagged behind in the efforts to institutionalize staff and professional
development of both faculty and administrative staff.

Several factors have been credited with the increased interest in administrator
development. The challenges posed by environmental changes and demands exerted by
the society have been instrumental in the evolution of administrator professional
development. Behn (1983) contended that the “crises in the social and political
environment create both problems and opportunities for public organizations such as
universities to rethink their organizational strategy in the strengthening of institutional
management” (p. 117). Gray (1982) also noted that professional development is

important in any institution at any time, and even more so in a period of contraction.
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Contraction is a state that many African universities could be characterized as
experiencing, due to reduced funding from central governments and high demand, among
other factors. The implication of these challenges, as Johnsrud and Rosser (1999) argued
is that administrative staff have had to be targeted for professional development to
enhance their efficiency and morale.

This view is shared by Boyer and Grasha (1987), who, in recognition of the
changing and unstable environments in which higher education institutions operate,
argued that if administrators are to cope and influence the change processes, they need to
enhance the skills and abilities they currently possess (p. 23). The literature indicated that
a great number of institutions of higher learning have, as a result of this recognition,
established programs in the belief that relevant learning experiences to enhance
conceptual skills, decision-making techniques, and sound administrative principles,
policies, and procedures could be imparted to accelerate job effectiveness (Brown, Boyle,
& Boyle, 2000, pp. 31-32; Canon, 2001, p.109; McDade, 1987; Shtogren, 1978, p. 13;
Van Roche, 2001, p. 121; UNESCO, 1997).

Warner and Crosthwaite (1995) also recognized the importance that specific
environments, values, and cultures play in the whole realm of professional development.
They observed that professional development in universities and colleges could not be
discussed “without an understanding of values and cultures associated with higher
education.” (p. xii). They further argued, that “any attempt to transfer into universities
new principles of personnel policy without considering the environment within which
those principles are going to have to be brought into effect is likely to fail” (p. xii). It is in

‘this regard and in light of the above overview that the African and in particular Kenyan
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contexts need to be examined in order to put the professional development practices into

proper perspective.

The African Context

Much of the research on professional development in universities for both faculty
staff and administrators has been done in Western Europe, North America, and Australia,
but little in Africa. A substantial amount of work, as reported by UNESCO, has been
done in the Africa regions through the study program on higher education management in
Africa. However, this also has focused mostly on academic staff development. Although
professional development is increasingly being recognized in African universities, the
state of management of higher education within the African region has within the last 10
years been of concern to the region’s leaders as well as regional and international
organizations. Notable in this regard are the Association of African Universities (AAU);
the African Development Bank (ADB); African academics, foundations, lending bodies,
and United Nation agencies such UNDP and UNESCO; the German Foundation for
International Development (DSE); and German Academic Exchange Service (DAAD).

Under the auspices of UNESCO, ADB, AAU and OAU, a series of international
conferences took place between 1990 and 1997 that explored the state of universities in
Africa. These conferences brought together the vice-chancellors, presidents, and rectors
of all African universities, education ministers, and members of international
organizations. Arising from these initiatives, a policy document entitled Priority:
Africa—Development of Higher Education in Africa (1993) was produced, which
contains, among other things, priority programs for action. The document revealed that

research done in universities across Africa highlighted problems in management. These
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concerns were attributed to a number of problems with which the continent has had to
grapple. The document recorded that specific studies and field activities conducted since
1983 have shown that the unsatisfactory situation of higher education in Africa was the
result of (a) economic difficulties at the national level that have led to frequent and
drastic financial constraints that seriously limit the allocation of resources to universities,
in particular at a time when demand for higher education has been at a high level; (b) lack
of professional development and training; (c) the absence of clear-cut higher education
policy and clear definitions of the roles that higher education should take in development
issues; (d) lack of motivation among staff; and (e) lack of efforts to harmonize,
coordinate, and collaborate in framing higher education policies among the different
African States (UNESCO /AAU, 1993). The importance of professional development
was underscored when a proposal was put forward by UNESCO to establish an African
Staff Development Network for Higher Education in Africa under the Association of
African Universities (AAU). Since then, series of programs and initiatives aimed at
revitalizing management and staff development have been instituted in many universities

across Africa.

The Kenyan Context
Like most countries in Africa, Kenya is committed to the development of higher
education on the premise that university education is perhaps the most crucial resource to
the development of human resources (Abagi, 1997, Koech, 1999). This is evident in the
fact that the government has undertaken a comprehensive review of education and
training programs through a number of reports and commissions and has articulated long-

term policies for development and management of the sector (Abagi, 1997; GOK, 1981,
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1986, 1999). Because of the value the government has placed on university education,
universities in Kenya have emphasized the need to develop skills that would enable
administrative staff to handle the changing environment of higher education. Despite the
recognition of this need, as Sifuna (1997) has noted, the state of Kenyan public
universities in all areas—including administration—is in a crisis.

Bukhala (1985) observed that perhaps the first and last effort in administrative
staff and professional development in Kenyan public universities occurred with the
splitting of the University of East Africa in 1970. This was when there was a deliberate
attempt to plan a relevant program for training registrars and their staff in the respective
universities of Makerere, Nairobi, and Dar-Es-Salaam. Bukhala noted that “as soon as the
initial participants went through the program, their successors were, (and even now are)
often left on their own devices to float and find their own level to the detriment of their
universities and staff vitality” (p. 29). This trend has also been evident in the newly
established universities. Bukhala (1985) added that, coupled with the discontinuation of
the training program, subsequent vice-chancellors and registrars have had no prior
training on aspects of their jobs, which has led to a reduction in institutionalization of the
culture of professional development in universities (p. 29). An attempt to correct this
anomaly and to streamline staff development was put in place with the creation of the
Commission for Higher Education (CHE) under the Universities Act, 1985 with the
responsibility of coordinating the training in both universities and middle level colleges.
Koech (1999) reports an observation made by the Commission of Inquiry into the

Education System of Kenya, which identified various legal instruments, that have
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hampered the meaningful participation of CHE, as an advisory body to the Government,
in the academic and professional development programs of the university sector (p.142).

However, in recognition of the need for professional development, individual
universities in Kenya have pursued professional development initiatives and activities
both at planned and at ad hoc levels. The kinds of activities found in each university
could largely be related to the fact that many of the public universities in Kenya are fairly
young: Four out of five public universities in Kenya are less than 14 years old. This
supports the notion explored by Lore (1985) that in Africa (and in particular Kenya),
universities can be divided into two main groups — those in a formative phase of
development and those that are in a steady-state phase of consolidation, maintenance, and
reorganization (p. 47). Moi University could be classified as being in a formative stage,
having been established in 1984.

Following the harmonization of terms for the university sector in the late 1980s,
and with influence from the World Bank, the Commission for Higher Education (CHE)
was mandated to solicit funding and take over the policy issues and planning regarding
staff development for all public university staff. Although CHE still performs this task on
a minimal scale, the bulk of the decisions and fund solicitation is still done by individual
universities.

Efforts on the ground, however, indicate that as a result of the need and demand
for accountability and good governance in Kenyan universities, there has been a growing
interest in professional development for the attainment of university efficiency and
effectiveness. There have, for instance, been external agencies that demand that

university management be enhanced through training before any form of assistance will
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be extended. Notable in this regard are the World Bank and the International Monetary
Fund (IMF), which have spelt out conditions for financial assistance to the Kenyan
university system within the wider framework of the structural adjustment programs for
Sub-Sahara Africa. Other agencies have in the past been similarly instrumental in
providing training support. They include UNESCO, the Canadian International
Development Agency (CIDA), and the British Council (BC), German Academic
Exchange ServiceDAAD). Consequently, a number of administrative staff from these
universities have undertaken varied training and professional development programs both
within the country and overseas. The universities have also been receiving annual grants

from the central government for purposes of professional development for administrative

staff.
A Brief Overview of the Target University

Establishment and Growth

Moi University, a rural university in Western Kenya, was established in 1984
through an act of parliament as the second public university in Kenya. The establishment
of the university was enacted following the recommendation of a Presidential Working
Party popularly known as the “MacKay Report,” which found overwhelming support
after collecting views from across the country.

Since its establishment in 1984, the university has grown from a student
population of 83 to over 8,000. It has a teaching population of over 500 and
administrative and support staff of over 1,200. It has also grown from one Department of
Forestry in 1984 to 10 faculties, schools, and institutes; a teaching and referral hospital,

and a number of centers and a constituent college.
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The university currently has three campuses. The main campus is set on a 3,000-
acre spread of land 35 kilometers southwest of Eldoret town; the second largest is on
1,200 acres about 10 kilometers east of Eldoret town; and the third campus, where the
teaching and referral hospital is located, is in the heart of Eldoret town. Its largely rural

setting provides a unique environment in terms of both administration and outlook.

Governance and Administration of the University
As a public university in Kenya, Moi University’s ceremonial head was the
chancellor, who was also the country’s president and head of state. (This was the case at
the time of the research. The new government has appointed a chancellor for each
university.) The chancellor appointed all the chief officers of the university, as well as
key members of the university council. The two major policy and administrative organs

of the university are the Council and Senate.

The Council

The council is the overall executive body of the university. Its membership is
drawn from the university and from the private and public sectors and includes key heads
of government ministries. The chancellor appointed all council members with the
exception of those from the university. In terms of jurisdiction, the council is responsible
for major policy decisions, receiving and ratifying recommendations from its standing
committees, as well as from the senate. It is responsible for finance, acts as custodian of
the property of the institution, and is responsible for proper administration and the work

of staff and students.
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The Senate
As an administrative organ, the Senate is in charge of the academic wing of the

university. Ideally, the Senate is charged with awarding degrees and diplomas, assessing
the quality of students and staff, and determining the suitability and content of programs.
In terms of composition, the vice-chancellor chairs the senate with membership
comprising the deputy vice-chancellor, principals of colleges, deans of faculties, heads of
departments, full professors, and elected student representatives. The two chief
administrative officers (administrative and academic registrars) attend senate but with no
voting powers. As a body, the senate acts a collective academic and administrative
advisor to council. Most of the background work is done through committees and

subcommittees, that then report to senate for onward transmission to council.

Administrative Structure

As reflected in Figure 1, the vice-chancellor, who is both the administrative and
academic head of the institution, heads the university. Currently, the university provides
for one deputy vice-chancellor, whose major focus is academic matters through the
Deans’ Committee, and research and external relations administration. Below the deputy
vice-chancellor are the two. chief officers (registrars). The chief administrative officer is
the overall administrator of the university and also is secretary to council. Directly
responsible to the chief administrative officer are all administrative officers at the
university. These include offices such as personnel administration, finance, estates, staff
welfare, transport, recruitment and training, central services, and staff development in
general. The chief academic officer is in charge of all academic-related matters, such as

admissions, examinations, academic planning and staff development, department and
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faculty administration, and senate matters. All of the offices under the two chief

administrative officers provided respondents for this study. They ranged from the

Principal Administrative Officers to Administrative Assistants.

Staff Development at the University

From the onset, the focus of staff and professional development at Moi
University, as recommended by the MacKay report (1981), was geared towards the
development of academic staff. The goal was to identify and develop a pool of local
academics who would gradually replace the expatriate staff and who would form a
nucleus for developing other staff. Following its establishment and acting upon its
mandate, the university embarked on establishing links with foreign universities and
international development agencies for purposes of funding for staff development. Local
public institutions as well as the private sector were also included as targets in the quest
for training university staff.

With the above mandate, the development of administrative staff was not
immediately evident judging from the fact that the initial budgets drawn for staff
development did not include administrative staff (MacKay, 1981, pp. 79-80). However,
over the years the administrators have been involved with professional training programs.

The Report of the Presidential Working Party of 1981 (McKay report), which
paved the way for the establishment of Moi University as the second university in Kenya,

emphasized the importance of staff development. One recommendation read in part:

The university will be expected to establish clear staff development programs as a
matter of top priority. The program should include provisions for increasing
efficiency of those already serving as members of staff, and also create a team of
local staff who would take over from expatriate staff members. . . . It will be
necessary to plan to establish a comprehensive staff development program at an
early stage. Such scheme should include identifying Kenyans and offering them
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scholarships and fellowships for further relevant training both locally and abroad.
(p. 58)

The report also recommended the solicitation of funding from various donor
agencies for purposes of staff development. Most professional development programs
envisaged initially targeted academic staff, but emphasis was also given to administrative
staff development. Successive budget allocations did support this endeavor judging from

information in Table 1.

Table 1

Moi University Budget Allocation for Staff Development: 1996 to 2001

1996/97 1997/98 1998/99 1999/2000 2000/01 Total
Section K£ K£ K£ K£ K£ KE£

Academic 106,000 121,100 121,100 121,100 139,265 608,565

Non-academic 44,100 40,367 40,367 40,367 46,422 211,623

Total 150,100 161,467 161,467 161,467 185,687 820,188

(Source: Printed recurrent estimates, Moi University, 2001)
K£= 20 shillings

In acknowledging the need for immediate implementation of staff development
programs, a workshop was organized in Mombasa in 1989 to map out the way forward
for Mot University staff development. Nkonoki (1989) reported that the workshop
acknowledged thaf the broad goals at Moi University should focus on enhancing
academic and professional excellence for all staff. He observed that a comprehensive

university staff development scheme ought to enhance training programs for academic,
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management, and administrative and technical staff (p. 96). Matiru (1989) also indicated
the importance of staff development at the university not to be construed to mean young
academics and administrators being sent to other universities to obtain higher
qualifications. Rather, it should involve training and development of both administrative/
academic university staff, as organized by the university itself. Bukhala (1989) also
observed that the future strategies for Moi University should include staff development
programs that would enhance efficiency, effectiveness, and excellence by means of HRD
in the form of well-planned and -executed programs for academic, managerial, technical,
and administrative staff (see proposed framework for the university by the workshop—
Figure 2). Since then, the Kenya government and funding agencies have provided funds
for staff development purposes for both administration and the academic staff. However,
there is every indication that outcomes of these programs have left a great deal to be
desired. This study has therefore provided an overview of what is on the ground and

assesses the administrator perceptions towards the initiatives.

The Staff Development Committee

The Staff Development Committee (SDC) reports to the Senate and is chaired by
the deputy vice-chancellor. Its membership is largely drawn from among the deans of
faculty and principals of institutes and colleges. The administrators are in attendance and
serve as the secretariat to the committee.

In terms of functions, the SDC is charged with the responsibility of approving
educational leave for staff development, as well as funding. Upon approval, the SDC

forwards the recommendations to Council for ratification.
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Figure 2. Proposed framework for Moi University staff development strategy (Bukhala,
1989; Mombasa workshop for Moi University staff development strategies).
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Statement of the Problem

Moi University has responded to the need for staff and professional development
by attempting to offer opportunities to its administrative staff. However, the extent of the
PD outcomes or whether the initiatives are adapted to the changing environment and
emerging needs of the society is unclear. What is also unclear is the administrators
perceptions regarding the staff development initiatives. Currently, there are various
pressures to undertake professional development for university administrators, but there
is little or no information to guide or harmonize the development of programs. The aim of
this study is to seek answers to specific questions, which together would provide answers

to the above concerns for which information seems to be lacking.

Purpose of the Study

The purpose of this study, therefore, was to explore the professional development
programs undertaken for Moi University professional administrators, and the
administrators’ perceptions of these programs as well as their outcomes. More
specifically, I sought to (a) describe the demographics of the non-teaching administrators
of the university, (b) describe the professional development programs for administrators
at Moi University, (c¢) explore the nature of staff development participation in PD
activities, (d) explore the rationales for professional development at the university,
(e) explore administrators’ perceptions concerning professional development needs and
preferred methods of PD, (f) explore administrators’ perceptions concerning the
outcomes of the professional development programs undertaken, and (g) compare the

responses to the questionnaire items based on a variety of demographic variables.
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These objectives were pursued through analyses of questionnaires, documents,

and interviews with professional administrators.

Research Questions
The specific questions addressed were as follows:
Purpose 1. Describe the demographics of the nonteaching administrators of the
university.
1. What are the demographic characteristics of non-teaching administrators at
Moi University?
Purpose 2: Explore and describe the forms and characteristics of staff development/
professional development activities at the university.
1. What forms of professional development has the university employed?
2. What is the nature of staff participation in professional development
initiatives?
3. What are administrators’ understandings and perceptions of the objectives,
policies and procedures, and strategies for implementation of the initiatives?
Purpose 3. Explore the rationales for staff development/professional development
practices at the university.
1. What are the rationales for staff/professional development practices?
2. What rationales do the senior management have for staff development?
3. To what extent do organizational inputs contribute towards staff development

initiatives?
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Purpose 4. Explore the perceptions of administrators concerning professional
development needs and the preferred methods of professional development.
1. What skills do administrators perceive to be crucial to their current roles?
2. What skills do administrators perceive as being in high need of development?
3. What methods of professional development do administrators prefer?
Purpose 5. Explore the perceptions of administrators concerning outcomes and barriers
towards staff/professional initiatives.
1. To what extend do administrators perceive the PD initiatives to have been
successful?
2. What factors do administrators perceive to impede staff development at the
university?
3. What factors do administrators perceive as encouraging staff development at

the university?

Definitions of Terms
In order to provide a common basis for understanding issues discussed in the
study, a number of terms that are used throughout it are defined below.
Non-academic administrators: Those staff in central administration — including the
registrar/chief administrator’s office, finance division, planning and maintenance
division, central services, and so on — who come within certain senior professional
classification and grading. For purposes of this study, does not include the technical,

clerical, or maintenance staff.
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PD activities: For purposes of this study, PD denotes any activities, formal, informal,
planned or unplanned, undertaken by the university or individual staff members, within
the university towards their professional development.
Perspective: For this study, views held by individual staff members with regard to issues
associated with professional development at the university.
Need: An objectively demonstrable deficiency in relation to one’s work environment.
Needs assessment: A systematic set of procedures undertaken for the purpose of
identifying needs, setting priorities, and making decisions about program or
organizational improvement and allocation of resources. The set priorities are based on
identified needs.
Organizational development: An organizational intervention strategy that uses group
processes to focus on the whole organization or a part of the organization in order to
bring about planned change. In this definition, organizational development seeks to
change values, beliefs, attitudes, structures, and practices so that an organization or some
part of it can better adapt to change.
Career path: A sequent pattern of jobs that form one’s career.
Strategic planning: The process of developing and maintaining a strategic fit between

the organization and its changing environments.

Significance of the Study
The study is meaningful to four broad groups: the profession of university
administration, administrative staff as practitioners, the managers and policy makers, and

researchers.
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Significance to the Profession

According to Nichols (2001), the provision of professional development in higher
education is highly complex and multifaceted. A study that would contribute a piece to
understanding that multifaceted task is therefore significant. Specifically, this study
increases the body of knowledge in the area of professional development from the
African perspective. A survey of the literature revealed that very little study has been
done from the African perspective. Most of the work on professional development in
higher education comes from the United States, Canada, Britain, and Australia. A gap
seems to exist in terms of professional development data from the African region. It is
hoped that this study will inform the profession in that respect.

Although professional and staff development has been instituted in Kenyan as
well as other African universities, there is little or no information to guide or harmonize
the development of professional development programs. The findings from this study
should help inform initiatives in this sphere, especially insofar as the study explores and
examines the nature and essential features of professional development in higher
education in its present form, with the hope of mapping a better future. In sum, it is hoped
that the findings will influence programming, policies, strategies, and foci for

professional development initiatives in the university.

Significance to Administrative Staff and Practitioners
Moore and Twombly (1990) suggested that “administrative functions in colleges
and universities are larger and more complex than before” (p. 109). This complexity, they
argued, demands deeper understanding of the personal and situational variables that are

associated with effective professional development initiatives. But a review of the
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literature has indicated that not much attention has been given to how administrators
perceive programs that affect them, yet so much is expected from them in terms of
performance. Even with this gap in terms of demands and expectation Moore (1984)
suggested that the demands placed on administrators to perform new and more intricate
tasks will increase steadily and the need for competent, committed individuals to perform
these tasks will not diminish.

The current research accorded administrators the opportunity to add their voices,
experiences, and perspectives to the profession in which they were involved; yet, in many
respects, they have little input into decision-making that affects them with respect to staff
development. As input from the administrative community, this work may help
practitioners find collaborative ways for dealing with existing barriers to more relevant

PD and sensitize senior management to strategies for developing institutional vitality.

Significance to Management and Policy Makers

The study is also significant in that, at a practical level, it may help institutions
identify the PD needs of administrators and harmonize them with the needs and strategic
plans of the institutions. There is a growing and real possibility that a gap exists between
the preparation provided in PD programs in Kenyan universities and the practical
problems of the administration profession. This study throws light on possible
discrepancies between the two and offers suggestions for narrowing them. Also, it may
benefit management to have descriptions of the intangible feelings of the staff who work
below them. They can therefore use the information to justify a shift in the ways that they

organize and implement development initiatives for staff.
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Significance to Theory and Research

From the review of the literature it is apparent that there is a lack of theoretical or
conceptual frameworks for understanding professional development in universities. This
study adds to the body of literature and contributes to better conceptualizations and
theory.

The data generated from this study also form a baseline for further studies of
administrator development in other universities in Kenya and Africa generally.

Overall, considering the setting and circumstances within which Moi University
operates, I am hopeful that this study will be used as another lens through which to peer
at and probe the multifaceted complexity of professional development. I am also hopeful
that future researchers will build on this study to work toward a highly effective

framework for professional development in the universities of Kenya

Organization of the Thesis

This thesis is organized into five further chapters, as follows:
Chapter 2: I examine the related literature in three areas: (a) I examine some of the
major issues that affect university management in Africa and how these issues relate to
professional initiatives in specific contexts; (b) I examine the literature related to selected
aspects of professional development for administrators at university; and (c) I provide an
overview of theories that have influenced PD in general and in Africa specifically. In
addition, I suggest a conceptual framework.
Chapter 3: I present the research methodology and study method. Thus I outline the

research design, development and administration of research instruments, population
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target and sampling procedures, data analysis, trustworthiness, assumptions, limitations,
and delimitations.

Chapter 4: I present the findings concerning demographic characteristics of the
respondents. The response rates and implications for overall trustworthiness of the study
are also presented.

Chapter S: I present the major findings of the study from the questionnaire, interviews
and documentary sources. [ also present the association between personal/demographic
variables and perceptions concerning professional development initiatives.

Chapter 6: I summarize the major findings of the study and discuss them in relation to
the literature. I also present the implications for research and practice, some personal

reflections, and study conclusions.
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CHAPTER 2

LITERATURE REVIEW

This chapter is divided into three major sections. The first section provides an
understanding of the environment in which the study took place and the implications for
administrators’ professional development. The second section provides an overview of
issues and perspectives in professional development for non-teaching administrators in
universities. It examines some of the definitions, the place of professional development in
administrative theory, the rationale, aims and purposes, levels and forms of professional
development; and challenges facing universities. The third section proposes a conceptual
framework for the study and implementation and assessment for effective professional

development in higher education.

The Context of Professional Development in African Universities
It is my contention that it is necessary to situate the study and to argue that, unlike
many universities in the Western world, Kenyan and certainly many African universities
are faced with unique situations and challenges. Early and recent studies on staff
development and professional development in higher education indicate that both the
practice and the process are shaped and influenced by the setting in which they are placed
even as they shape the setting (Cannon, 1983; Case, 1976; Croswaithe, 1995). Case

argued that

Inherent in staff development are a dynamic and a momentum. Installed and
viable, it becomes involved in governance, institutional organization and
structures, policies and procedures . . . The direction it takes, its scope and
intensity is strongly influenced by the setting. (p. 1)

25
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Also, Girdwood (1997) argued that university management practices (such as staff
development) are a multifaceted tapestry of woven threads reflecting the great variety of
history, culture, size, age, and geographic location of the university. Numerous
researchers agree that many universities in the developing world are faced with unique
issues, situations, and challenges; and even on issues of a global nature, such as fiscal
constraints, the literature has shown that the effects upon these environments and their
institutions provide major departures. Viewing African institutions thérefore calls for a
different set of frames. The results reported in this study are assessed on the basis of the
environments within which they operate rather than generalized across other universities

worldwide or even within the African region.

Resources

The literature on the state of higher education in Africa is replete with the notion
that most public universities currently face a host of complex and adverse situations as
well as resource shortages, and, as a result, it is widely acknowledged that they are in a
state of crisis (Abagi, 1997; Ajayi, et al 1996; Girdwood, 1997; Sifuna, 1997; UNESCO
1995). Many African scholars agreed that the critical problem confronted by African
universities is their dwindling resources (financial, physical, and human). This, according
to Ajayi et al (1996), is happening ironically during a period of growing student
enrolment. Consequently, universities have found themselves in a position in which they
cannot respond decisively to the challenges that confront them, such as strengthening
human resource capacity (ADEA Newsletter, 1999; UNESCO, 1998).

Girdwood (1997) underscored the fact that public universities in Africa are

funded almost entirely by government (p. 250). Negrao (as cited in Cowan, 1997, p. 253)
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reported that, with only a few exceptions, public universities in Africa are dependent on
governments for approximately 90% of their funding. Recent trends indicate that over the
last 10 years government funding has declined drastically (Abagi, 1997, Ajayi, et al
1996; Mwiria, 1992; Sifuna, 1997).

Ajayi et al (1996) noted that the woeful economic situation of most African
countries since the 1980s has meant steady dwindling of both externally and internally
sourced resources. The funding levels therefore have failed consistently to match, in real
terms, the requirements of critical inputs — training and development, equipment, books,
journals — to sustain acceptable standards of institutional research and service (Ajayi, et
al 1996; Neave & Van Vaught, 1994; UNESCO, 1998).

UNESCO (1998) reported that an outstanding consequence common in higher
education institutions across the continent is that institutional budgets for human resource
development have been cut. Staff development agendas have been adversely affected at a
time when they are needed most to enable institutions meet the challenges posed by the
environment (UNESCO, 1998). A commission of inquiry by the government of Kenya in
1999 (otherwise known as the Koech report) reported that the government resources have
consistently failed to match the needs of the university sector due to student enrolments
and physical expansion. It continued to state that government past programs initiated to

alleviate this concerns have not worked well. It sates in part

The Commission notes that, although both the cost sharing and the loan systems
were initiated in order to guarantee availability of funds to the universities,

besides alleviating financial difficulties for the students, these goals have not been
achieved (p 175).
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Institutional Strategic Planning

One characteristic of most African universities is the lack of institutional strategic
planning (Farant & Afonso, 1997). Castetter & Young (2004) define planning as a
methodological mechanism for projecting intentions and actions rather than reacting to
causes and events. They further observed that strategic planning is more necessary now in
times of budget limitations than ever before. However, Owako (1999) lamented the lack
of institutional strategic planning in Kenyan higher education and suggested that it is
probably the most important tool for institution building in that it enables the institution
not only to chart the path for its future development within a given time frame, but also to
relate such developments to the mission for which the institution was established. The
same is true for many countries of the OECD (OECD, 1998).

In commenting on the crisis in African universities, the Development of
Education in Africa (DEA) newsletter pointed out that with numerous studies now
available for guidance in management of educational institutions, it is believed that the
main constraint to the revival of the African university is not lack of, or a sense of, what
is required, but an inability to take action (DEA, 1999). It further revealed that the
African ministers of finance and education, who met in Arusha, Tanzania, in 1996,
identified strategic planning as the key process that needs to be adapted for African

university renewal. They determined that;

strategic planning provides university leaders and all other stakeholders with
structures and practices that enhance their ability to analyze conditions, to express
a vision, to formulate goals; and to persuade a campus community to promote the
advancement of its institution in a clearly enunciated and programmed manner.

(r-3)
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There are varied reasons provided for the lack of strategic planning. Mwiria
(1992) stated, “Long-term strategic planning has proved virtually impossible in Kenya as
government funding fluctuates on a monthly basis” (p. 14). Eisemon & Salmi (1993)
added that mechanisms for determining the allocation of funding from the African
governments have simply failed to operate for extended periods and that most institutions
have received funding on, at best, an annual basis, making long-term planning difficult.

Although it is an accepted fact that strategic planning is essential to organizational
growth and development, the degree to which higher education institutions in Africa can
plan and implement depends to a large extent on other external forces. In this respect
university-state relations play a key role. According to Farrant & Afonso (1997), “The
standard text of strategic planning assumes that the organization already has a
considerable measure of autonomy to manage its own affairs, to determine both the ends
and the means” (p. 27). However, most African universities do not. Mwiria (1992) noted
that in the 1990-1991 academic sessions, the universities of Zambia, Ghana, and
Makerere received 79%, 53%, and 34%, respectively, of their requested budgets. With
budgets approved outside the system, a great degree of autonomy is lost.

Between 1991 and 1995 UNESCO commissioned the Commonwealth Higher
Education Management Service (CHEMS) and the Association of African Universities
(AAU) to undertake a study on strategic planning in African universities. The study
reported that out of the 59 members of the Association of Commonwealth Universities in
Sub-Saharan Africa, excluding South Africa, no more than 10 universities had, as of mid-

1995, made substantial advances in strategic planning (p. 25). The implication is that with
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lack of strategic planning, staff development initiatives in African universities are in most

cases unplanned or ad hoc.

University/State Relations

Due to funding trends and the university governance structure, African scholars in
higher education suggested that university-state relations is arguably one of the most
contentious points in African higher education. Abagi (1997), in examining this issue as
it relates to Kenya, asserted that currently the relationship between the government and
universities is generally one of conflict. The bone of contention lies in the fact that the
structures of internal governance, as well as funding arrangements, are obstacles to
academic freedom, university autonomy, and institutional planning. Levin (1998) pointed
out that government interventions, government funding behaviours, and government
policies, particularly social policies and other government agency actions, have been
viewed as the precipitators of institutional change. He further posited that most
governments have been accused of “micromanaging” institutions, or “buffering” the
institution from the marketplace and of “affecting the institution with its practices of
social equality.

Using Burton Clark’s “triangle of coordination,” Farrant and Afonso (1997) and
Neave and Van Vaught (1994) linked the present state of affairs to Britain’s exportation
of a “state supervising model” to its colonies and discussed how that model has
degenerated over time to a “state control model.” This is epitomized in Kenya, Tanzania,
Ghana, and Uganda by their countries’ presidents’ being ex-officio chancellors of all of
the public universities (Abagi, 1997; Farrant & Afonso, 1997; Mwiria, 1992; Wandiga,

1997).
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In examining the Kenyan context, Mwira (1992) noted that the Kenyan
government nominates most members of the University Council. He added that in all the
public universities, more than 60% of all council members are nominees of the
chancellor. The implication is that the government’s views become dominant in council
deliberations and that it easily steers university affairs in the government’s favor with full
protection from the law (Farrant & Afonso, 1997; Mwiria, 1992). Neave and Van Vaught
(1994) argued that the Ministry of Education is capable of administering sanctions
against institutions that do not comply with national plans through quarterly budgetary
allocation or release of funds, and appointments of key university administrators where
its support or approval is needed. It follows, therefore, that those who represent the
government in the council do not necessarily share issues that would be of paramount
importance to university staff, such as staff development. The government thus becomes
intervener with regard to it relations with universities.

In their study that provided an international perspective on university-state
relations, Goedegebuure et al. (1997) noted that in “every higher education system,
governments play a certain role in shaping or coordinating the system” (p. 5). However,
Albatch (1998) was quick to point out that, at present, no general agreement exists
concerning the appropriate level of government involvement in higher education. Neave
and Van Vaught (1994) differentiated what has been termed the facilitating state and the
interventionary state. According to them, facilitating state refers to a “government
underwriting higher education as an opportunity for those duly qualified to have access
. . . without actually directing policies at the heart of academia, governance, program

development, and authority” (p. 5). Neave and Van Vaught went on to say that
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“interventionary state refers to a government actively involved in attempts to influence
such dimensions as the nature of student output and the nature of relationship between an
institution and its environment” (p. 5).

Neave and Van Vaught (1994) also argued that in trying to link higher education
with national development, many African countries have tried to force higher education
to adapt to local conditions as a way of formulating solutions to local problems. In the
process they have tended to further increase the power of government with respect to
higher education, which often has led to a rather authoritarian governmental attitude
towards higher education. They further stated that in several African countries, where
initially the British model was introduced, the “state control” model has superseded the
“state-supervising model” (p. 13). Commenting on the Kenyan model, Neave and Van
Vaught termed it “a state control model par excellence” (p. 72). Figure 3 below shows

what research has revealed about the university-state relations in selected countries.

State authority

Kenya
Malawi
Uganda
Tanzania
| mm— Market
Canada UsS
Italy

Academic oligarchy

Figure 3. Selected countries in the triangle of coordination in the university system
(Neave & Van Vaught, 1994, p. 55).
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Expansion

Over the last two decades the demand for university education in Kenya has
increased, and the government has been forced to provide for alternative expansion in
terms of physical location. Neave and Van Vaught (1994) stated that in the 1980s Kenya
went through the most rapid expansion of higher education in the region (p. 72). Student
numbers increased drastically in some institutions. In Kenya, for instance, student
numbers increased from 8,000 in 1984 to 40,000 in 1990 (Koech, 1999; Woodhall, 1992).
Mwiria (1992) argued that this rapid increase has placed a great deal of strain on
facilities, the quality of education, and administration/governance.

Sifuna (1997) reported that in the last two decades also, Kenya experienced
unprecedented expansion in university education. The university system has grown
within the last two decades from one university to six full-fledged universities with a total
student enrolment of over 40,000. He noted that this expansion has precipitated a major
crisis in the area of autonomy and academic freedom, as well as budgetary issues that
have resulted in a serious decline in the quality of education management and increased
state control (Watson, 1987). This was supported by Scott (1994), who provided a
comparative view of the massification of higher education and stated that the expansion
of higher education in Kenya has been linked with explosive expansion in the power and
influence of the state. A recent report of the commission of inquiry into the education
system of Kenya—the Koech Report (1999), underscored the impact of the rapid
expansion of the university system has had with regard to straining resources. The
commission reported that the issue had been addressed by previous reports but little had

been done to address the gap between provision of resources and the expansion needs. As
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such there are numerous stalled projects, reduced student services, and academic
resources. The report largely attributes the crisis in the universities to expansion. It

records,

In considering the challenges currently facing university education, the
Commission observed that most of these are related to the country’s inability to
match the growth in university student numbers, with the provision of appropriate
resources to cater for the increased population (p. 175).

Technological Change

Perhaps the single most visible change in educational institutions is the rate at
which technology is changing and impacting on levels of work efficiency across the
world. Castetter and Young (2004) writing from the perspective of schools systems stated
that the technological advancement has changed the educational landscape in terms of
their operations. Unfortunately, several studies have indicated that in contrast, African
universities have lagged behind all countries of the world in terms of the speed at which
they have been able to change, adopt, modernize, or utilize technology for research,
instruction, and management (Ajayi, et al, 1996). Koech (1999) reports that a number of
Kenyan universities were still using manual means to manage students’ records and other
managerial practices. This underscores the lack of progress in keeping up rwith

technological changes in the educational field and the rest of the world.

Model Challenge
Girdwood (1997) pointed out that although the universities were established at
different times/phases, many were built on models selected in the 1940s. They
characterized them as basically high-cost, elitist, residential institutions, in many

instances established out of town and thus having a separate infrastructure of roads,
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housing, and so on, and a large number of staff employed in service roles (p. 250).
Apparently, all of these institutions that were originally established to cater to a small
elite group now cater to a mass education system, with budgets that have declined in real

terms.

Governance and Management

Albatch (1998), in looking at the expansion of universities in the developing
world, noted that they have become larger and more complex and that this has
necessitated a greater degree of professional administration. At the same time, he noted
that the “traditional forms of governance and administration are increasingly criticized
not only because they are unwieldy but also because in large and bureaucratic institutions
they are inefficient” (p. 15). Critics currently use the term inefficient to refer to the
administrative structures and decision-making processes in African universities (Abagi,
1997; UNESCO, 1998; World Bank, 1987). This view is currently seen in the demands
from governments for greater efficiency and from students for value for money, as well
as in the stringent accountability measures put forward by the government. In other
words, there is a general call from all quarters for greater effectiveness in the quality of
individual and institutional performance.

UNESCO (1998), a proponent of effective institutional management in Africa,
underscored the need for universities to keep up with the times. It noted, “The technical
skills needed by today’s institutional managers call into question some of the traditional
management structures and job specifications” (p. 6) and “If it is thought that the answer
rests in greater devolution to deans and other middle level managers, then a large number

of people in each institution will require management development support” (p. 6).
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Currently, most African governance structures still mirror the structures
established by the former colonial powers (Abagi, 1997; Ajayi, et al,1996; Girdwood,
1997), with highly centralized bureaucracies that have major decision-making power
concentrated at the top. Colonial models cannot accommodate the changes necessitated
by the new realities. According to Levin (1998), administrative models, individuals, and
groups are seen as preserves of traditions and practices. In other cases they are viewed as
resisters to change. According to him, both faculty and administrators view faculty-
dominated bodies, such as the senate or academic councils, as preserves of institutional

traditions and values.

Other Issues

Other factors pertinent to universities in Africa include the implementation of the
Structural Adjustment programs required by international financial agencies such as the
World Bank (WB) and the International Monetary Fund (IMF). Recent studies indicated
that African universities are now grappling with conditions that run counter to the wishes
of those institutions, such as staff retrenchment, funding formulas, and program cuts. At
the time of this study Moi University was working out how to retrench a number of
administrative as well as support staff.

Chapman (2001) explained that the donors are currently changing perspectives
and focus in the support for educational development. He noted that, currently, virtually
all international assistance organizations, (UNICEF, UNESCO, USAID, CIDA, WB)
were evaluating their overall effectiveness in their involvement in higher education in
developing countries (p. 460). The result has been a significant shift in focus away from

higher education to basic education. As a consequence, universities have seen many of
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their previous sources of funding diverted to basic education. Priorities at the universities

have then had to be reorganized, and staft development has in turn been affected.

Issues and Perspectives in Professional Development
of Non-Teaching University Administrators
This section provides a general review of the concept of professional development
as it relates to university non-teaching administrators, as well as its place in
organizational theory. The review examines the rationale, aims/purposes, levels and
forms of development programs, and the challenges and impediments to effective

professional development programs in universities.

Administrator Professional Development Defined

Professional development of administrators in higher education is a fairly recent
area of study. As such, different writers have defined it in many different ways basically
because a unified conceptualization has not emerged. Zuber-Skerritt (1992) stated that
“professional development in higher education lacks a sound theoretical framework”
(p. 1). In support of this assertion, he quoted Elton on professional development in higher
education: “One is left with the impression that staff development in higher education is
many faceted and that it is still looking for a sense of direction” (p. 146). This is reflected
in the fact that different institutions use various terms such as staff development,
professional development, in-service education, training, continuing education, human
resource development, administrative development, educational development, or (when it
involves faculty) academic or faculty staff development (Castetter, 1996; Shtogren, 1978;

Webb & Norton, 1999; Zuber-Skerritt, 1992).
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The literature suggested various reasons for the lack of a unified
conceptualization. One of the perspectives relates to the historical shifts in emphasis.
Webb and Norton (1999) noted that, initially, professional development involved reactive
programs (p. 358): What were perceived as inadequacies in the preparation of teachers,
faculty, and administrators brought into play remedial programs — to provide “missing
education for ill prepared staff” (p. 358). Professional development or staff development
was, as Orlich (1983) explained it, understood to mean something that some people
(developers) do to others (employees). Such notions, according to Webb and Norton,
dominated in-service programs in the 1960s and 1970s, and traces of this view still exist
today. The focus of this perspective is on the individual and the perceived deficiency;
thus staff development was seen predominantly as a remediation process. The downside
of this perspective, as explained by Bailey (1991), is that it is not directed at promoting
long-term professional growth in individuals, but rather a “series of single and
unconnected training events” (p. 47).

Related to the above perception is the notion of the “approach to PD”. Greenaway
and Harding (1978) argued that the basic concept of staff development for administrative

staff while not different from that of faculty is, however different in approach. He states;

The greatest difference between non-teaching and their academic colleague’s PD
needs is not in identifying objectives, but in providing the means for fulfilling
them. For instance, it takes longer to perfect many teaching and administrative
skills than it take to learn many manual and clerical tasks. Each skill is as
important to the role of the member of staff but the time-scale to achieve differs.
As the time-scale varies so does the nature of the training program (p. 73)

They further justify the difference in approach by indicating that unlike the faculty, much

of the development for administrative staff takes place on the job and in a team
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environment. This approach brings to the fore the concept of teamwork, which according
to them is central to their learning and development process.

Another perspective sees professional development in terms of programs’ foci.
For instance, there are those who focus on the nature of professional development
programs and what constitutes an effective program (e.g., Aidoo-Taylor, 1986;
Pansegrau, 1983). Emphasis thus has tended to be on the content of the program and its
intended result.

Yet another perspective in professional development focuses on the “purpose” of
professional development. In this regard, debates have also been waged as to whether
emphasis should be more system centered or oriented towards the individual staff
member (Greenfield, 1985).

The literature also pointed to the influence of various disciplines on the
understanding of professional development. Whereas business and industry have been
greatly associated with professional development and training due to their focus on
production, other branches such as behavioral science and psychology have focused on
individual development.

Zuber-Skerritt (1992) defined professional development as the “self-development
and institutional management of administrative staff at all levels with reference to their
activities and responsibilities as administrators in higher education” (p. 145). Castetter
(1996) defined it as both informal and formal approaches to the improvement of human
resources effectiveness (p. 232). To demonstrate the conceptual difference inherent in
certain terms that are often used synonymously, Castetter (1996) differentiated between

professional developments and in-service education. He noted that whereas professional
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development is basically “growth oriented,” in-service education “assumes a deficiency
in the staff and presupposes a set of appropriate ideas, skills, and methods which need
developing” (p. 232). Further, professional development does not assume a deficiency in
the staff member; instead it assumes a need for people at work to grow and develop on
the job.

Bukhala (1987) defined professional development as any activity that is
undertaken to enhance one’s performance. It may include planned development
experience that is not directly related to one’s present administrative assignment.
Although it is true that professional development occurs naturally as one works daily in
one’s environment, most administrators agree that sufficient growth is not possible
without a systematic plan for activities that are designed to develop specific skills,
knowledge, and attitudes (Koehller, 1999; Bryan & Schwartz, 1998; Webb & Norton,
1999).

A major departure in terms of conceptualizing staff and professional development
was provided by the literature that looked at the historical development of staff
development initiatives in the African context. Bukhala (1987) argued, “All across
Africa, most university staff development initiatives were initially bound closely to the
de-colonization process” (p. 140). It was seen as a means to Africanize both the public
and private sector. He noted that international agencies and former colonial powers
supported this policy by providing manpower and resources, and national governments
backed it with massive financial resources in recognition of the importance of
universities. This policy paved the way for the initial conceptualization of staff

development. Next, in the wake of independence, staff development in universities meant
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support for academic training (mainly overseas) of local university staff, who would
replace expatriate staff (Bukhala, 1987; Kashoki, 1994). According to Bukhala, at the
dawn of independence African universities instituted and institutionalized a linear
approach to staff development, especially in development of academic staff. In time this
became true for administrators too. With this approach, staff development involves an
incremental process that starts with identifying a promising student, monitoring his/her
progress, appointing the individual after the first degree as a research assistant/teaching
assistant, and later providing opportunity for masters and doctoral studies. After that the
staff development process for that individual is over. By extension, staff development
meant “formal programs for the achievement of excellence in the academic discipline
through formal qualifications in the form of higher degrees.” (p. 140). This notion still
prevails in some sections of African universities, but with the dwindling of resources,
universities have been forced to rethink priorities to reallocate financial resources and
manpower.

Most definitions found in the higher education literature focused on faculty;
however, some encompass all ranks. For instance, Nichols (2001) and Zuber-Skerritt,
(1995) defined professional development in universities as an attempt to improve
effectiveness in higher education. They stressed that it is an institutional process that
seeks to modify the attitudes, skills, and behaviors of staff members to attain greater
competence and effectiveness in meeting student needs, their own needs, and the needs of
the institution.

For this study I have adopted a simple definition of professional development that

is based on the Getzels-Guba (1957) model of social system. According to the model, as
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adapted from Webb and Norton (1999) in Figure 4, “Each individual employee has
unique dispositions based on personality factors while the institution has certain

~ expectations for the purpose of the organization and what it desires from each employee”
(p. 359). Consequently, “the area of agreement between personal needs and institutional
expectations for the employees constitutes areas for progress” (359). Webb and Norton

explained that,

As each person realizes new knowledge and skills, new and broadened aspirations
of development become possible and through the use of effective motivation and
a system of rewards related to improved performance, personal professional
development becomes an ongoing, continuous process. (p. 359)

Expanding growth areas

\ jtutional

Potential growth areas

Figure 4. Conceptualization of professional development process in higher education
(adapted from Webb & Norton, 1999, p. 360).

Expanding growth areas represent the various resultant outcomes that both the
institution and the individual accrue as a result of PD processes and programs instituted

in order to meet their needs. These include but are not limited to individual acquisition of
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new knowledge, administrative skills, job satisfaction, motivation, attitudes and values
and the organization’s growth in areas of performance, quality services or teaching, fiscal
responsibility, teamwork and image renewal.

While the above model conceptualizes the PD process, it should be looked at in
relation to the framework provided in figure 6, which shows the relationships between

key factors that influence this process and practice of professional development.

Professional Development and Organizational Theory

To understand the dynamics involved in higher education professional
development, it is important, as Schwartz and Bryan (2000) advised, to place it in the
context of organizational theory (p. 9). As stated earlier, universities are unique
organizations. For instance, Middlehurst (1991), after examining various models of
university governance, wrote that universities are unique organizations because they have
“varied and often conflicting goals; professional staff; a high level of autonomy at unit
level; part-time decision makers; environmental vulnerability; and a dual control system”
(p- 4). Middlehurst also described universities as bureaucratic, collegial, political,
organized anarchy, market, and cybernetics systems (p. 5).

Other professional development writers have argued that understanding the
culture of the institution makes it easier to understand the perceptions of managers and
administrators and the appropriateness of specific developmental activities. For example,
Nichols (2001) stated that the relationship between university culture and strategic
management is an element that needs careful and deliberate consideration if professional
development is going to play a major role in the future of a university (p. 114). In this

regard, the work of Bergquist (1992) on cultures of the academy is invaluable. Schwartz
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and Bryan (2000), using the works of Bergquist (1992) and Bolman and Deal (1991),
described higher education as consisting of a number of cultures: collegial, managerial,
developmental, negotiative, and symbolic (p. 9). According to these writers, and others,
notably Dill (1984), Greenfield (1985), Hackmann (1985), Middlehurst (1991), and
Zuber-Skerrit (1992), the culture of an institution determines the outcome of professional
development. To illustrate, Schwartz and Bryan (2000) outlined the forms that

professional development takes in institutions that exhibit particular cultures:

In the collegial culture, professional development is an individual responsibility.
In the managerial culture, a good manager assumes the paternal task of ensuring
that professional development occurs and that employees participate. In a
negotiation culture professional development is a negotiated opportunity or right.
In a developmental culture, enlightened leaders or managers may expect that
individuals want staff development, and help to provide it. In the symbolic frame,
professional development may be a ritual, a rite of passage or part of a larger
process. Professional development is a symbol of how to achieve organizational
mobility and progress. In a symbolic organization, a myth about professional
development may encourage more participation and raise level of interest. (p. 10)

Culture therefore as an organizational characteristic puts professional development into
perspective. It helps us develop frames for understanding not only the rationale or
purpose for professional development in higher education, but also the process and

outcomes.

Rationale for Professional Development in Higher Education
This section reviews what writers have identified as rationales for professional
development in higher education. In the literature about schools, colleges, and
universities, researchers all agree that the basic assumptions underlying the rationale for
administrator professional development are varied. Among the rationales examined here

are the unique nature of universities and their administrators’ roles, changes in the socio-
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economic and technical environment, inadequate pre-service preparation, and changes in

student demographics.

Unique Nature of Universities and Administrators’ Roles

Many characteristics found in the literature point to the uniqueness of this cadre
of staff, specifically in terms of their numbers in the university, their functions/roles, their
importance to the university’s development, and consequently, their need and influence
on the nature of PD.

Non-teaching administrators also referred to in the literature as “middle-level
administrators,” constitute the largest administrative group within most college and
university systems (Rosser, 2001). Sagaria and Johnsrud (1992) observed that the middle-
level group makes up as much as 64% of all administrative staff positions in most
universities. Apart from sizeable numbers, they have also been described as professional,
skilled, loyal, and enthusiastic about their job (Austin, 1985; Scott, 1978). Despite their
numbers and professionalism, studies have indicated that the non-teaching administrators
lack visibility throughout the academy and have been of little concern to educational
researchers (Johnsrud, 1999; Rosser, 2001; Scott, 1976). Scott (1978) noted that a direct
significance of numbers is that they affect the tone, manner, and style of the entire
institution in a major way and that their daily performance can determine the quality of
relationships with faculty, students, and the publics they serve.

Another level of uniqueness lies in the relationships between administrator
roles/functions and the university environment, which has been described as unique
compared to those of other formal organizations (Bergquist, 1992; Birnbaum, 1988).

Cohen and March (1974), Shtogren (1978), Boning (1982), Tumbly (1990), Bergquist
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(1992), Zuber-Skerrit (1995), and Rosser (2001) all attested to the uniqueness of
universities as organizations. Boning (1982) observed that there is a failure to appreciate
the distinctive organizational characteristics of universities, which have often been seen
to be the same as those of other formal organizations. He further contended that what is
usually overlooked and not given much attention is that universities are in themselves
large administrative units. In support of this assertion, Birnbaum (1988) argued that
universities have tended to be problematic when managerial or administrative processes
found in other kinds of organizations are applied.

Organizational uniqueness is further exemplified by the various models and
perspectives offered by many writers to understand university administration. As a matter
of fact, the various theoretical formulations and conceptualizations replete in the
literature are the direct result of attempts to understand the multifaceted nature of the
university administration. Among them is the “garbage can” model (Cohen & March,
1974; Hanson, 1982; Shtogren, 1978). Shtogren pointed out that in the “garbage can”
theory of management (which he claimed is prevalent in universities), problems, choices,
and solutions are not matched in orderly ways or on a timely basis. As a result, many
problems are dealt with by “flight,” “oversight,” and sometimes resolutions (p. 28). As
well, there is the “theatre” perspective, wherein organizations and their members act out
their different roles (Bolman & Deal, 1991; Harman, 1989). Other authors characterized
universities as “organized anarchies” (Harman, 1989; Baldridge, Curtis, Ecker, & Riley,
1978; Cohen & March, 1974) and viewed them as having three general properties:
problematic goals, unclear technology, and fluid participation. Many authors

conceptualized universities in this way and recognized the impact that these features have
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on management and administration. Shtogren (1978), citing Cohen and March (1974),

wrote:

Much of our present theory of management introduces mechanisms for control
and coordination that assume the existence of well-defined goals and technology,
as well as substantial participant involvement in the affairs of the organization.
When goals and technology are hazy, and participation is fluid, many of the
axioms and standard procedure of management collapse. (pp. 27-28)

Given this situation, it is imperative that administrators have skills in the political
arena—skills in lobbying, negotiating, and building constituent support. They also need a
high tolerance for ambiguity, complexity, and disorder (Shtogren, 1978, p. 28).

In terms of unique functions, the literature indicated that universities as large
administrative units have a wide variety. Porter and Padley’s (1982) commentary on
university and administrative functions indicates that not only do they contain large
populations of students, but they are also employers of significant numbers of staff,
handle huge sums of funds, and engage in community service. Specific functions in
which the universities are known to perform as identified by a number of authors, include
planning and organizing university business, identifying and preparing future
developments, designing and constructing buildings, managing a large staff, installing
considerable equipment, providing accommodation, attending to the welfare of thousands
of students, providing infrastructure for the entire university is activities, solving
students’ social problems, purchasing food supplies for patients in the university hospital,
securing energy supplies, carrying on foreign relations, concluding formal agreements
with these foreign countries, and maintaining contact with their own government
(Shtogren, 1978; Zuber-Skerritt, 1995). Warner and Crosthwaite (1995) likewise listed

four functions of university administrators as having to manage operations, manage
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finance, manage people, and manage information. When all of these functions are put
together, universities often find themselves faced with problems of large economic
propotions.

In summing up the importance of middle-level administration, Rosser (2000) and
Tumbly (1990) termed them advisers, analysts, counselors, specialists, technicians, and
officers on whom faculty and students have come to rely and trust. Consequently, many
scholars agreed that specific professional development initiatives are required so that
administrators can meet the unique roles associated with the university administration

and management.

Changes in Socioeconomic and Technical Fields

New trends in the socioeconomic and technical fields have prompted universities
to recognize the need for a more organized and systematic approach to professional
development (Porter & Padley, 1982). Currently, higher education is characterized by
increases in the use of technology as well as fiscal restraints at a time when the scale of
operation has drastically increased (Kauffman, 1990; UNESCO, 1998). The implications
based on the above are that universities have become large spenders of money.
Consequently, as many writers have said, new methods of operations have emerged that
have led to greater complexity of organization and procedure (Ajayi, 1995; Porter &
Padley, 1982; UNESCO, 1998).

The literature indicated that, across the board, universities have introduced
specialist staff in a number of areas to deal with such matters as finance, computerization,
industrial relations, marketing, and fund raising (Middlehurst, 1991; Rottenburg, 1987,

UNESCO, 1998). All of these changes, together with the changes imposed by
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government legislation, have placed new demands on university administrators to grasp
and understand new concepts and techniques and to ensure that they are integrated with
the other more traditional branches of the administration. According to Ajayi (1995),

transition stages are good opportunities to develop university administrators.

Lack of or Inadequate Pre-service Preparation

It is evident from the literature that preparation specifically geared towards
university administration is lacking. The literature has pointed out that most universities
draw their administrators from among their faculty, the private sector, or the school
system (Abagi, 1999; McDade, 1987; Amey, 1990). It also stated that most of them
combine the knowledge and training acquired from previous sectors and thus lack basic
tools and skills to manage unique environments such as universities. Most universities in
the western world, in recognition of this fact, have instituted professional development
programs for their administrative staff once they are in service.

UNESCO (1998) argued that the inadequacy of preservice preparation and lack of
training for most universities in Africa has played a major role in institutional
mismanagement and decline. Abagi (1997) and Sifuna (1997) both agreed that in Kenya
most public university administrators entering middle-level administration come from the
school system or are employed directly from universities after attaining their first degree.
They further noted that the majority of those entering senior management often come
from the faculty (teaching staff) and from various fields of study. In both cases they lack
relevant training in the fundamentals of administration as well as the management skills
necessary to run large enterprises such as universities. Further Koech (1999) reports the

findings of a Government of Kenya commission of inquiry into the education system of
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Kenya that reported grave mismanagement owing to political appointments to senior
level administration to the detriment of university governance. It noted that most of these
political appointees lack the basics in management, as most are professional in fields
other than management.

The literature also pointed out the fact that administrator development programs
in Kenya have been inconsistent. According to Bukhala (1985), there was no deliberate
attempt to plan and institute programs for registrars and their administrative staff in
Kenya, or the entire East African regions, since the collapse of the University of East
Africa in 1970.

Beside the above, for a long time pre-service preparation for administration has
not been seen as an essential requirement for administration, and it has been given little
emphasis. It has been assumed that administration can be performed without higher
qualification (Abagi, 1999; Bukhala, 1985). The lack of pre-service necessitates

professional development to equip staff with relevant skills, knowledge, and attitudes.

Changes in Student Demographics

The changes in student characteristics experienced in the last decade have been
documented widely in the literature in all regions of the world. This has brought in an era
of sweeping reforms in university management as well as changes in terms of student
service and provisions. A key feature in the array of growing diversity in the student
characteristics is the increase in the number of non-traditional students. In Kenya, with
the introduction of parallel programs and satellite campuses in major cities, there is an
increase in the entry of adult students returning after many years of part-time working

professionals, and of other non-traditional and/or under prepared students (Abagi, 1999;
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Sifuna, 1997; Koech, 1999). Consequently, administrator development calls for
flexibility and new strategies to meet the needs of the increasingly evolving student

characteristics.

Purposes of Administrator Development
The review of the literature revealed that the aims of administrators in higher
education vary from one writer to another. Identified in a large body of literature are the

following objectives:

to help staff perform effectively and efficiently in their current job roles
through acquisition of skills and knowledge (UNESCO, 1998),
e to provide opportunities for staff to equip themselves with personal education
for career development (Schwartz & Bryan, 1998),
e to prepare staff to meet changing duties and responsibilities (Cannon, 1981;
Nichols, 2001),
¢ to enhance job satisfaction (Johnsrud & Rosser, 1999; Webb & Norton, 1999,
Zuber-Skerritt, 1995),
e To institutionalize organizational vision (Formbrum and Devanna, 1984).
Implied in many definitions of professional development is the purpose of
institutional goals. This notion forms perhaps the most accepted idea that the attainment
of both individual and institutional continuous growth is the basic purpose of professional
development. Thus, Warner and Crosthwaite (1995) stated, professional development is
to “develop individuals so as to continuously improve management practices and

therefore improve the organization’s ability to meet its own objectives” (p. 140). Webb
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and Norton (1999) captured what many writers saw as the major purposes of
staff/professional development in education, namely:

e to provide the planned learning necessary for employees to perform at the
level of competency required in their current and future positions or
assignments;

e to provide a climate that fosters opportunity for personal setf-fulfillment and
institutional effectiveness, a climate that facilitates human creativity and
system renewal,

¢ to enhance institutional goals while providing and enhancing quality teaching
and learning for students;

e to save money in order to inhibit staff attrition and discouraging the
acceptance of barely satisfactory work as the norm; and

e to enable system personnel to work cooperatively towards achieving the
system’s goal and their own personal goals in the areas of achievement,
satisfaction, and self-fulfillment.

In terms of satisfaction and motivation, Cowan (1997) cited findings from a
survey by Brown and Atkin (1986) of 41 universities and colleges in Britain. In their
report they advocated strongly for an increased level of professional development,
arguing that it “serves to enhance morale in higher education, while creating greater self
esteem among staff through peer and organizational support which comes from
successful training” (p. 122).

Fombrum, and Devanna (1984) observed that PD programs can and have been

used to institutionalize organizational vision. This, according to them is achieved through
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ensuring that the management skills and the philosophy of the organization are
incorporated in training and development experiences are consistent with the vision. They
argue that the impact of the development programs planned in this way will be evident
over time and will help shape the institution develop skills that are consistent with its
vision.

Although all the abbve may be seen as general outcomes of professional
development, a number have grouped them into domains such as (a) increased human
potential (individual development), (b) institutional/organizational development,

(c) leadership development, and (d) career development and progression.

Increased Human Potential

Based on the view expressed by many researchers that a substantial number of
administrators characteristically possess limited administrative training and managerial
skills, most writers agreed that the basic purpose for professional development of
administrators in universities is to increase human potential and capacity in terms of job
performance and effectiveness in their respective roles (Castetter, 2004, 1996; Guskey,
1986). Most administrators fit into this generalization especially because many are
selected on the basis of academic qualifications. Orlich (1989) stated that the basic
premise of all individual-based professional development programs draws from the
notion that the individuals make the difference between an effective and an ineffective
organization (p. 118). Castetter (1996) similarly argued, “Improvement of human
performance calls for a variety of approaches to modify behaviour patterns of individuals
and groups so that institutional effectiveness may be maximized” (p. 235). This purpose

is the target of many professional development programs often categorized as in-service
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education. However, research points to a possible discrepancy between training programs
and outcomes (non-causality) (Orlich, 1989, p. 69). On causality and professional
development, Guskey (1986) warned that assumptions associated with linear designs for
in-service education may be invalid.

Fisher (1978) further explained that individual development as part of developing
human potential responds to specific needs. These have often taken the form of updating
oneself on administrative concerns such as personnel policies, trustee relationships,

planning and budgeting, fundraising, legal issues, and student services.

Institutional or Organizational Development

Researchers in the literature used the terms institutional and organizational
development interchangeably. Early works by Bergquist and Philips (1975) and Nordvall
(1979) and recent writers such as Castetter (2004) and Webb and Norton (1999) clearly
pointed to institutional development as one of the major components of staff
development. They indicated that institutional development, as a goal of professiona‘l
development, seeks to improve the entire organizational system or some major subsystem
over several years. Bergquist and Philips (1975) further argued that complete staff
development must deal with issues such as decision-making, inter-group relations,
conflicts, power and authority, group processes, and managerial styles.

Looked at in the context of professional development, the literature showed that
institutional development is a necessary result of individual development programs.
Boyer and Grasha (1978) succinctly captured the essence of institutional development

and staff development in this regard:
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Institutional development is an educational process by which human resources are
continually identified, allocated and expanded in ways that make these resources
more available to the organization, and therefore, improve the organization’s
problem solving capacities. The most general objective of institutional
development is to develop self-renewing, self correcting systems of people who
learn to organize themselves in a variety of ways to the nature of their tasks, and
who continue to cope with changing demands the environment makes on the
organization. (p. 21)

Leadership Development

Leadership development in many institutions of higher learning has taken the
form of identifying pools of underrepresented groups in the organization so that they can
participate in special leadership development projects. Orlich (1989) reported that in
many educational institutions a number of women and members of visible minorities, by
attending seminars, institutes, and internships and by being appointed to major
committees, have received leadership and administrative credentials. Subsequently, many
have been promoted to positions of authority. As a matter of fact, many universities in
North America, Australia, and Europe have developed centers offering training programs

for administrator leadership development.

Career Progression
McDade (1987) contended that one way to investigate and understand the
professional development habits and needs of college and university administrators is to
understand their career paths (p. 1). The literature showed that until very recently no
special career or profession has been recognized for university non-academic
administrators. McDade asserted that even though administrators have always existed in

universities, their role had not been recognized as a profession. As such, for a long time

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



56
universities have been very dependent on new recruits, generally graduates, with a wide
variety of qualifications.

A series of studies on career paths of non-academic administrators reported by
McDade (1987) both in Britain and the United States revealed that, like academic
administrators, non-academic administrators build their careers in several ways. Overall,
the emergence of university administration as a profession with a clear career pattern,
with the possibility of entering as a junior administrator and progressing through the
ranks to more senior positions, has led to increased demands for training and professional
development, particularly from the more junior administrators. However, he
acknowledged the fact that participation in the “right” professional development will not
necessarily increase promotability.

Castetter (1996) identified different career stages from three sources: (a) early
stage, tenured stage, retirement stage; (b) pre-work stage, initial work stage, stable work
stage, retirement stage; (c) establishment stage, advancement stage, maintenance stage,
and withdrawal stage (p. 246). He stated that “the intent of each is to stress that
professional development occurs over time, goes through several stages, cuts across a
wide range of development issues, and includes changing tasks and personal needs”

(p. 244). Despite the increased demand, it is also true that the complexity of university
administration is such that the available training cannot cover the special features of a
university administration.

Like McDade (1987), Rosser (2001) observed that career paths of middle-level
administrators are highly individualized and pose special needs and distinctive challenges

to the universities. McDade notes that, in higher education, career progress is highly
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individualized, erratic, and circumstantial (p. 8) and that although this variety of
experiences provides a richness of outlook, it militates against a common base of skills
and abilities (p. 8). This, he concluded, forces the universities to use experiential learning
much more than planned professional development programs (p. 8).

As a result of this understanding, many universities and colleges have taken to
incorporating career stages in the design of professional development programs (Porter &
Padley, 1982, Cembrowski, 1997). A number of universities have also moved to ensure
that professional development becomes a policy commitment and that they are

continually providing development opportunities to administrative personnel (Cowan,

1997; McDade, 1987; Middlehurst, 1991).
Levels and Forms of Professional Development

Levels of Professional Development

Schwartz and Bryan (1998) outlined what they called levels of professional
development. According to them, each level is differentiated in terms of focus,
participants, and form. They further observed that “although there is a widespread
agreement about the value of and need for professional development, there is less
consensus on how to accomplish it” (p. 9). Although they acknowledged the existence of
many forms of professional development, they argued that the common foci found in
universities are as follows:

Individual: According to Schwartz and Bryan (1998), this is a level where
individuals are active in their own professional development. Forms of this could involve
taking university courses leading to a degree program, taking short courses, participating

in workshops, and mentoring.
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Group or program: This involves a cluster of individuals who have common
interests or professional responsibility and who come together to learn new skills
(Preston, 1993; Schwartz & Bryan, 1998).

Department: Schwartz and Bryan (1998) observed that most of the work in
universities is organized around specific work groups and that the department is the
simplest form of organization. They argued that although the department represents a
loose confederation of individuals with or without the same interests, professional
development often is addressed at the departmental level. This may include certain issues
such as new skills for the department to address the needs of clientele or the use of new
technology.

Division: In many universities most programs are organized under a hierarchical
structure with the vice president, registrar, or dean at the head. According to Schwartz
and Bryan (1998), at this level, professional development pulls together many groups of
people for a common purpose. They further stated that this type of professional
development activity starts as a result of directives from higher authority. At the
divisional level professional development usually takes the form of workshops or a
gathering. The key difference here, according to Schwartz and Bryan, is that a “general
program may not allow for individual interest or concern because, by design, the effort is
to affect the largest possible number of people” (p. 7).

Professional associations: This level involves efforts by local, regional, and
national professional bodies to provide professional development opportunities to
members. Often, national and international conferences, workshops, seminars , discussion

groups, and other forms of information sharing are made available.
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Caffarella and Zinn (1999), in defining continuing professional development,
suggested that it encompasses three types: (a) self-directed learning experiences,
(b) formal professional development programs, and (c) organizational development
strategies. They argued that in a professional career, professional development most often
takes the self-directed route. This includes learning activities that are planned,
implemented, and evaluated primarily by administrators. Formal professional
development programs such as professional meetings, workshops, and conferences
offered at local regional, national and international levels are also common forms.
Organizational development, which Caffarella and Zinn (1999) characterize as a
systematically planned change effort for the purpose of developing and implementing
action strategies for organizational improvement, is to explicitly affect organizational
change rather than individual change. They further contended that this type of
professional development is implemented by administrators and/or by central offices of
faculty. Some of the examples cited for this type include the adoption of total quality
management (TQM) strategies or any activity aimed at changing the culture or the

climate of the institution.

Forms of Professional Development
Schwartz and Bryan (1998) argued that there are three types of professional
development: formal, nonformal, and informal. Formal professional development is
“active, intentional training or education such as classes, specific workshops, or designed
learning opportunities, often for credit or continuing education” (p. 9). Non-formal
professional development, they stated, may encompass many activities, such as brown-

bag lunches, speaker sessions, department training programs, orientation programs, and
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professional association training and activities (p. 9). Informal professional development
includes observation, job shadowing, learning by example, and mentoring activities
(p. 9).

Schwartz and Bryan (1998) provided an historical perspective of understanding
the origin and growth of these forms of professional development. According to them,
between the 1950s and 1960s many Western countries experienced growth in their
university systems. Consequently, there was an increase in the number of administrators
(Pulman, 1981; Williams, 1982). Due to the expansion, many administrators were asked
to undertake a wide variety of duties depending on the demands of time and,
consequently, gained a great deal of experience, thereby equipping themselves to take up
senior positions when the opportunity presented itself (Williams, p. 58).

According to Williams (1982), the expansion period came to an end in the 1970s,
making it difficult for administrators within the university systems to climb up the career
ladder. Consequently, he continued, the universities witnessed a considerable growth in
professional development opportunities and much more concern with career development
(p. 59). Universities initiated this growth in development activities partly so that
administrators who were unlikely to be promoted could still experience job satisfaction
and so that those with the opportunity to progress could obtain the necessary experience
and skill. Cannon (1983) observed that even today many universities continue to establish
specialist centers whose task it is to carry out various forms of professional development
activities for staft.

Porter and Padley (1982) stated that the various forms of professional

development for administrators, especially “formal training,” have continued to reflect
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the “support” role that administrators play in relation to other sections of the university.
What has also been reflected in the nature of training programs is that many university
administrators have had experience in other kinds of work before embarking on a
university administration career. They pointed out that, until recently, training, as a form
of professional development has been largely on-the-job and by example. Consequently,
they concluded, in many places the demand and need for formal training programs and
external courses have been small.

According to Warner and Crosthwaite (1995), for any form of professional
development program to be successful in a university, there must be a mechanism that
allows line managers to become key developers of their own staff (p. 140). They further
explained that this line management supported function needs to be recognized and
implemented by governors at the top of the institution so that there will be continuity and
a trickle-down throughout the organization (p. 140). Porter and Padley (1982) reported
that in Britain the value and importance of internal development programs and policies
has been recognized. The programs that make use of internal resources at little cost are
often instituted as part of the normal working arrangements. A range of methods is
available, including on-the-job supervision, job rotation, committee briefings,
information sessions, workshops, administrative library, interuniversity visits, and
participative exercises that often encompass activities such as case studies, video-based
exercises, role playing, and simulation/games.

Currently, in most universities professional development programs occur at a

local level; there are few opportunities at national and international levels. Some of the
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forms of professional development activities that are common at the local level examined

below are; induction (orientation) and in-service training.

Induction/Orientation

In general, professional development of university administrators begins at the
point of entry into the system. McCaig (1982) stated that induction into the university
system is a necessarily long period of socialization when values of membership in the
institution and the commitment to the discipline are inculcated. Porter and Padley (1982)
explained that induction/orientation in universities usually takes the form of duties and
lines of responsibility being fully explained to a new member of staff on his/her arrival
and regular discusstion taking place with the immediate supervisor over the first few
months. The idea is that the staff members acquire a command of the procedures,
customs, traditions, and values of the university (Collete, 1994). Additionally, in many
instances new administrators are provided with copies of relevant booklets and
prospectuses relating to the institution and can consult many documents that have been
produced for the university’s administration (Porter & Padley, 1982). Information of this
kind is intended to help staff to gain knowledge of their particular positions within the
university. Failure to socialize, according to Marshall and Kasten (cited in

http://eric.uoregon.edu), leads to new staff mimicking old staff with a possibility of

developing inconsistency and informality in the organization.

Although this is a very crucial point in the development of the administrator, the
literature indicated that this role is usually not given the emphasis it deserves (McCaig,
1982). A recent needs-assessment survey of the APOs at the University of Alberta (1998)

revealed a significant disregard for this process. The data indicated that 82% of
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respondents had not received an orientation for their current APO position, 85% indicated
that there was no formal orientation process within their faculty, and 77% felt that an
orientation is critical for the APO position. A great number stressed the fact that due to
the lack of this process, their professionalism was hampered. Their ability to develop
themselves was affected significantly by the availability or absence of opportunities to
locate resources and key information that are useful to their position; by their inability to
grasp the incredible number of policies, procedures, and structures within the university;
by the workings of the university; by the programs available to APOs; and by their

evaluation system (p. 15).

Inservice Training Opportunities

Inservice education or inservice training is one of the various development
programs that universities afford their administrators. Inservice education takes the form
of job rotation, seminars, workshops, short internal and external courses, and study visits
(Williams, 1982, p. 60). In some universities, administrators who wish to change jobs are
usually provided with the opportunity. However, Williams contended that not very many
universities practice job movement on a systematic basis, but take advantage of situations
that occur when vacancies are available.

Within inservice, the most common form of professional development that is used
by universities is training seminars (Williams, 1982). In the seminars, lectures are
provided as well as the use of materials currently available, such as videotapes, films,
role-playing information, and so on. It is often common to find that the more regular
administrative seminars and workshops that are organized by administrators for

administrators often target the top cadre of administrators. Academic administrators also
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often dominate them. The literature also indicated that levels of administrators within the
institution influence the forms of in-service training.

Figure 5, which 1s a modification of a model first proposed by Lockwood and
Schuster (1976) and adopted by Porter and Padley (1982), indicates that professional
development is a recursive process that spans the entire career of every individual
administrator. As administrators progress up the career ladder, their roles, duties, and
responsibilities change. Professional development programs open to administrators at the
various levels of career development differ, so that by retirement, university
administrators will have gone through a series of programs with different foci and
different aims. After examining administrator development processes in British
universities, Porter and Padley (1982) observed that in the lifetime of an administrator,
professional development processes would have enabled him/her to be inducted into the
policies, goals, procedures, and basic foundational cultures and beliefs of the university.
In addition, she/he will have been provided with techniques of administration and
problem solving, such as decision- and policy-making techniques. This will have been
accomplished formally, non-formally, or informally through professional development
forms or approaches such as induction, in-service education, internal and external

courses, and visits.

Challenges and Impediments to Professional Development
of Administrators in Universities
Professional development of a university administrator has been shown to be
instrumental in organizational effectiveness and development. However, the literature is

replete with findings of low or non-participation rates.
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/\ Years of experience A
Policy 15+
making

/ Problem solving \ 10-15

5-10

Techniques of
administration

Induction \
On-the job supervision 0-5

Figure 5. Model for career-long administrator development in higher education
(adapted from Porter & Padley, 1982).

In a survey conducted in 1997 at the University of Alberta that sought to assess
the administrative and management training and development needs of APOs, it was
found that a large percentage of APOs participated either nominally or not at all.
Furthermore, in the majority of cases the number of hours spent in professional
development activities was very low (University of Alberta, 1998, p. 12): 60% of
respondents had participated for 0-25 hours in formal professional development over the
preceding year, and, of this number, 25% had not participated in any formal professional
development within the past year. It was also reported that 59% of respondents had
participated in 0-25 hours of informal professional development over the preceding year,
and 34% had not participated in any informal professional development activities in the

year. These findings suggest that there had not been an aggressive stand and policy at the
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university to develop this level of administrators. In the light of these and other findings,

several measures to strengthen professional development were proposed.

In a survey done at British universities, Rottenburg (1987) identified seven major

impediments to administrator professional development:

1.

2.

6.

7.

low priority, lack of support;

lack of reward for or incentive to attend training sessions;

existence of panels and committees in charge of professional development—
but inactive;

lack of time;

existing perceptions of staff training;

difficulties of timetabling; and

lack of specific funding.

Similarly, in 1991 the Universities’ Staff Development and Training Unit in Britain

compiled a report on British universities that stressed that

1.

staff development was seen as a peripheral activity that did not form an
integral part of the institutional and departmental planning;

much of the training and development was still ad hoc and patchy, with little
rationale and underpinning;

provision was imbalanced, and more needed to be done for ancillary, clerical,
manual, secretarial, and technical staff;

resources for staff development were still inadequate in all aspects; and

staff development was not seen by management as the priority activity it

ought to be, and individuals lacked clear and continuing professional
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development programs as an integral part of their contacts and work
schedules.

The University of Alberta’s survey of APOs also identified six key barriers to
participating in professional development activities:

1. lack of time,

2. lack of financial resources,

3. lack of human resources,

4. lack of organizational support,

5. lack of information, and

6. lack of guidance.

Of the respondents, 77% indicated that the greatest barrier was lack of time. This
was followed by lack of financial resources and lack of human resources, respectively.

This point was captured well by one respondent, who remarked:

In general, the university needs to allow people the time to learn. It costs money
because it is not only the cost of the course or training but also means that work
gets left on your desk and needs to get done somehow. If there is going to be a
serious effort on the part of the university, they have to realize they need to give
people the time and resources to do just that. They might have to back-fill their
position—or authorize overtime—there is only so much goodwill you can count
on. Time becomes an issue. (p. 13)

Another barrier in certain instances is the argument that sending administrators
for professional development programs is ill advised—on the grounds that the institution
invests time, energy, and money in development, only to have the administrators move to
other institutions. This argument seems to be true for middle-level administrators whose
only means for climbing up the career ladder is accepting lower-senior or senior positions

at other universities.
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A number of studies in African higher education with regard to impediments to
professional development pointed to the lack of resources (Ajayi, et al ,1996; UNESCO,
1995, 1998); lack of strategic plans and constant use of ad hocism (DAE, 1999; Farrant &
Afonso, 1997; Mwiria, 1992); the structure and decision-making process (Abagi, 1997,
Ajayi; et al, 1996; Girdwood, 1997); staff loss, lack of incentive, and the concept that
attainment of higher degrees is the only legitimate form of career advancement (Kashoki,
1994); and lack of staff development policies (Farrant & Afonso, 1997; Rottenburg,
1987; UNESCO, 1998).

Nordvall (1979) and Boyer and Grasha (1978) posited that constraints that affect
the development of administrators professionally in universities include the resistance to
modify old ways, role conflicts between administrators and faculty, and the ambiguous
goals and power relations of a university.

Lack of evaluation of professional development has also been identified as a
major impediment to successful programs in universities. The literature identified a gap
in terms of institutions evaluating staff performance as to how far they achieve
administrative goals and in evaluating training and development programs. It also pointed
that where evaluation is done, there is a great deal of subjectivity and therefore a lack of
empirical data for quality programs for staff. The literature also showed that the lack of
carefully planned programs results in failure, and therefore, as McDade (1987) indicated,
no one wants to report failed programs.

Nordvall (1979) examined the evaluation of administrators and reported a fair
amount of subjectivity because many of the criteria used were based on the evaluator’s

perceptions. The collection of information for evaluation purposes is not a clear-cut
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process and militates against a systematic assessment of both administrators and
professional development programs.

In many universities the evaluation process has been the basis for professional
development. Staff evaluations of university administrators help identify areas of needed

and/or desired individual or institutional improvement.
Towards a Theoretical and Conceptual Framework

Theoretical Underpinnings and Perspective

I share the view expounded by Joongbloed, Maasen, and Neave (1999) that
understanding organizational phenomena is served better by applying competing theories
rather than assuming that one specific theory is superior. In this regard this study is
influenced, guided, and informed by aspects of three distinct yet related theories. The
literature indicated that a number of studies viewed professional development as a means
to achieve organizational development, organizational adaptation, and organizational
change (Middlehurst, 1991). This helps to explain why a number of key theories in
organizational development and change have been used to situate staff and professional
development in higher education. The theoretical framework used in this study is based
on three models: the resource dependency model; the neo-institutional model; and the

open system (contingency model).

Resource Dependency Model

This theory as presented in this study, though was popularized by Pfeffef and
Salancik (1978), draws heavily on the works of Maasen and Gornitzka (1999) and
Joongbloed, et al. (1999). According to Maasen and Gornitzka, the resource dependency

theory shares with earlier open systems theory the assumption that organizations are
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flexible. According to the proponents, the basic starting point of the theory is that
decisions are made within the political organizational structure of the organization as it
attempts to manipulate the environment to its advantage. The theory implies that, rather
than be passive recipients of the environmental forces, organizations will make strategic
decisions about adapting to the environment (Maasen & Gornitzka, 1999).

Maasen and Gornitzka (1999) proposed that a resource dependency perspective
starts with the notion that to understand organizations, one must understand how
organizations relate to other social actors in their environment. This, according to them,
runs counter to the idea of viewing organizations as “self-directed and autonomous
entities pursuing their own ends undisturbed by their social contexts”(p. 297). They
quoted Pfeffer and Salacik (1978, p. 257), who argued that higher education
organizations “are other directed, constantly struggling for autonomy and discretion faced
with constraints and external control” (p. 297).

The theory does not accept the “external determinism” view, in which only
external factors drive organizational actions. Maasen and Gorntzka (1999) explained that
the model “relies heavily on a political view of inter and intra-organizational interaction”
(p. 297), which is a departure from the mainstream open systems view in its emphasis on
how “organizations act strategically and make active choices to make them manage their
dependency on those parts of their environment that control vital resources” (p. 297).
This means that institutional response is not necessarily “automatic and passive but rather
active and volitional” (p. 297).

Maasen and Gornitzka (1999) posited a number of scenarios/assumptions central

to this model:
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¢ Organizations are usually in a position of interdependencies. They stated that
the potential for one organization to influence another derives from its
discretionary control of resources that are needed by the other and the other’s
dependence on the resources, lack of countervailing resources, and access to
an alternative (p. 298). The greater the power of external stakeholder, the
greater the external determinism; whereas the greater the organizational
power, the greater the capacity for organizational choice (p. 298).

e Organizations have other options apart from complying with external
demands. They can manage and manipulate their dependencies in several
ways.

¢ Environments are not treated as “objective realities.” Responses to the
environment depend on how an organization learns and processes information
to give meaning to its environment and how its contexts may affect it. Also,
because organizations operate in complex environments and often with
conflicting and competing demands, the organizational response is not always
the same.

e The contest over control within the organization intervenes to effect the
enactment of organizational environments. In other words, because “coping
with critical contingencies is an important determinant of influence, sub-units
will seek to enact environments to favor their position” (p. 298).

Overall, as Maasen and Gornitzka (1999), summed it up:

To understand organizational change or development, it is not enough to
investigate the “objective” resource dependencies and interdependencies. It is also
necessary to examine the way organizations perceive their environments, how
they act to control and avoid dependencies, the role of organizational leadership
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in the processes, as well as the way internal power distributions affect and are
affected by external dependencies. (p. 298)

Neo-Institutional Theory

The neo-institutional model also expounded by Scott (1981) depicts an institution
as consisting of “cognitive, normative, and regulative structures and activities that
provide stability and meaning to social behavior” (Joongbloed, et al., 1999, p. 8).
Proponents of this theory see institutions as being transported by various carriers —
cultures, structures, and routines — and see these carriers as operating at multiple levels

of jurisdiction (p. 8).

Open System (Contingency) Model

To further understand the relationships of the various related aspects of PD, open
system and contingency theory are used.

An organizational system, as portrayed in the literature, consists of a set of
interrelated components surrounded by a boundary. Organizational system analysts have
further characterized the system as being either closed or open (Hanson, 1991). An open
system, which is adopted for this study’s framework, is one that actively and
constructively interacts with its environments. The open system perspective (also in some
literature referred to as the contingency perspective) contributes to the understanding of
professional development insofar as the university is made up of subsystems that are
interdependent and relate in a manner to give order and meaning to the entire system
(Hanson, 1991).

Contingency theory (Scott, 1981) posits that the best way for the organization to

“organize depends on the nature of environment to which the organization must relate”
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(Joongbloed, et al., 1999, p. 7). The implication, furthermore, is that the more uncertain
and complex its environment, the more differentiated an organization has to be in order to
be successful (Joongbloed, et al., 1999). Contingency theorists such as Maasen and
Gornitzka (1999) used a simple model of exchange wherein organizational action is taken
in response to the environment, but the environment is not affected by organizational
action. Therefore, organizations to them were principally perceived as reactive, so that if
a change in the environment threatens critical resource relationships, an organization will
adapt its prevailing “repertoire” of exchange relationships in order to arrive at an
equilibrium that guarantees a continuous flow of critical resources.

System theorists analyzing institutions of higher learning view a university as
having two environments — one external to itself and the other its own internal
environment. Both environments are seen to possesé variables that interact. Hanson
(1991) and Cannon (1983) have further suggested that organizations such as universities,
which have uncertain and diverse environments, tend to be composed of differentiated
and integrated subsystems.

System theorists further viewed internal adjustments of an organization as
attempts to meet the changing demands of the organization’s external and internal
environments. Accordingly, Hanson (1991) stated that contingency theory requires that
variability in environmental needs demands variability in organizational response
(p. 154). Silver (1983) stated that an open system “imports many diverse elements at a
rapid rate from the environment and uses these inputs for the interaction among

components in production of diverse outputs” (p. 54).
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Moi University, the subject of this study, is a vibrant open system that interacts in
a dynamic way with its economic, political, socio-cultural, demographic and
_technological environments. The framework that I proposed was to assess the
administrator development characteristics, processes, and outcomes of Moi University’s

professional development initiatives in the light of the above review.

The Analytical Framework

My framework (Figure 6) reflects the main features of open systems assumptions:
input, process, output, and feedback. The framework, which is influenced by studies done
by Aidoo-Taylor (1986), Hanson (1991), Cannon (1983), and Shtogren (1978), is used to
guide the presentation of the findings of this study. The model presents diagrammatically
the assumptions and relationship between the environments, inputs, transformational
processes, outcomes, and feedback elements of the system. The model also presents
institutional variables that are seen to be important factors that influence the type of
process adopted. Included in this regard are managerial practices, organizational
characteristics, administrative variables, and environmental influences.

The basic thesis of this framework is that professional development is governed
by the interplay of administrative staff characteristics, professional development designs,
implementation processes, and the characteristics of extra-institutional and internal
institutional working environments. It further views the outcomes of professional
development initiatives as a function of selected staff’s personal and educational
characteristics, well-designed and -implemented development programs that are
connected and sustained, and a supportive working environment from which the staff will

emerge, then come back.
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Needs Assessment

The literature indicated that effective professional development must begin with
an examination of both individual and institutional needs (Castetter and Young, 2004).
Needs assessment is credited with providing a useful method of improving an
organization’s capacity for planning, priority setting, and resource allocation
(Prachongchit, 1984). Specifically, researchers have indicated that needs assessment
serves to identify policies, aims, strategies, methods, personal involvement, and
organizational arrangements for administrative development (Watkins and Altschuld
(1995); Philips and Holton (1995). Previous studies have suggested that both individual
and institutional needs assessments are lacking in institutions due to a lack of skills in

assessing the needs (Bolan, 1982).

Inputs

Inputs are essentially the growth plans efforts and recommendations for
administrator development processes and programs. This is where variables from both the
external and internal environments are channelled towards administrator development
programs. Specifically, in this regard, input elements from the external environment —
such as economics (funding trends), politics (state relations, patronage), social (societal
demands and expectations), student demographics, and technology—are identified and
harnessed. Also, internal institutional variables—such as administrator variables,
managerial practices, and organizational characteristics—are identified. It is in the
interaction of two inputs and the results of the needs assessment that professional

development processes are defined.
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Process
The process element in the framework helps to comprehend the various types of
professional development programs. It encompasses the choice of strategies, activities,
and implementation processes. Forms of professional development, especially of a formal
nature, are key in this element. Further, this element also helps to comprehend resources
for the PD programs. It also influences the frequency of the forms of activities that would

be most effective in achieving desired goals.

Program Outcomes
This is the stage in which immediate outcomes of the program implementation are
assessed. The expected aims of the program include attaining the skills, knowledge, job

performance and attitude change.

Analysis and Interpretation for Effectiveness
In this stage the overall and cumulative effects of the programs on both the
individual and the institution are assessed for effectiveness in terms of process designs,

content, and the overall meeting of set goals.

Feedback

This is the phase where the outcomes are compared with the original aims and
goals identified during the needs assessment or input stage. Systems analysts have
suggested that any differences that may arise should be treated as new and emerging
needs, necessitating the start of the whole cycle (Hanson, 1991). Consistent wi_th the
notion that professional development is a continuous process, the feedback phase is also
seen as a continuous process, with the frequency of the cycle being a function of the

number of variables considered (Aidoo-Taylor, 1986).
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The model depicts administrator development as a system operated in a supra-
system (Prachongchit, 1984), which includes the institution and the larger social system
to which the institution belongs. It shows that both the external and internal environments
have great and direct influence upon the direction of the professional development
activities. In this model, the system attempts to transform inputs (in such forms as aims
and resources) into desirable outputs in terms of efficient and effective programs and
skilled administrators. The assessment and the feedback are drawn from, and in turn have
an impact upon both, inputs and processes adopted. The process thus is a cyclical and

continuous process.

Summary of the Chapter

This chapter has presented a review of the literature in the area of
staff/professional development and related issues within the African context. Specifically,
the chapter focused on, among others, (a) issues facing African universities and how they
affect professional development; (b) perspectives on professional development —
definitions, place of professional development in administrative theory, rationales,
purposes, levels and forms of professional development, and challenges to professional
development; and (c) a proposed theoretical framework for understanding and analyzing
effective staff development initiatives and processes in universities.

The review demonstrates that professional development in the African context is
unique owing to the myriad of environmental influences beyond the control of
universities. Budgetary as well as sociopolitical demands on the institutions dictate the

| level, pace, and type of initiatives undertaken. Pertinent issues raised relate to the notion

that there seems to be a disconnection between the basic requirements for effective staff
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development in organizations such as universities, and the areas of individual and
institutional needs analysis, planning, implementation, and evaluation.

The dependency theory, system approach, and neo-institutional models are
suggested as guiding theoretical underpinnings to understanding the pertinent issues

affecting and influencing staff development at Moi University.
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CHAPTER 3

RESEARCH METHOD

Generally, research method refers to the overall structure or plan of the research
study. The research method for this study was designed to gain an understanding of
administrator professional development as well as the perceptions of administrators
regarding the outcomes of the administrator development programs in one Kenyan public
university. As such the study method falls in the realm of phenomenology which has
been described by Johnson and Christensen (2000) as the description of one or more
individuals’ consciousness and experiences of a phenomenon.” They further contend that
the purpose of phenomenological research is to obtain a view into research participant’s
life-worlds and to understand their personal meanings (what it means to them)
constructed from their life experiences” (p. 315). Walters (1995) adds that
phenomenologists believe that knowledge, and understanding are embedded in our
everyday world... and that “truths and understanding of life can emerge from people’s
life experiences”. It was therefore my belief that to understand administrator development
as a phenomenon at Moi University, it was essential that administrators in this particular
setting tell their stories with regard to PD. In _this chapter I describe (a) the design,

(b) data collection procedures, (c) data analysis, (d) trustworthiness, () pilot study, and

(f) ethical considerations.

Research Design
Many methods have been used in phenomenological research. For this study, the

design was essentially descriptive employing both qualitative and quantitative research
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techniques to gather and analyze data. Borg and Gall (2003) distinguished between
qualitative and quantitative descriptive studies. They reported that quantitative research is
a type of investigation that measures the characteristics of a sample of a population on
pre-specified variables, and qualitative research as a type of investigation that involves
providing a detailed portrayal of one or more cases. Specifically, the study triangulated
data through the use of questionnaire surveys, interviews, and documentary sources. The
bulk of the data came from the questionnaire survey, while the interview and
documentary information was used mainly to corroborate and augment the rest of the
data. Simple statistics were used to report and discuss the data where appropriate. 1
therefore largely adopted a descriptive research approach.

According to Wiersma (2000), survey research has been useful for gathering
descriptive information relating to experiences, opinions, attitudes, and behaviors, as well
as for studying relationships. Gay (1989) explained that descriptive research involves
collecting data in order to answer questions concerning the current status of the subject of
the study: “Descriptive study determines and reports the way things are” (p. 217). Gay
(1989) further explains that “typically, descriptive studies are often concerned with the
assessment of attitudes, opinions, demographic information, conditions, and procedures”
(p. 218). Singleton and Straits (1999) added that a descriptive study seeks to describe the
distribution within a specific population of certain characteristics, attitudes, or
experiences and makes use of simple forms of analysis (p. 91). To obtain data for this
type of study, questionnaire surveys, interviews, and observations are usually employed
(Borg & Gall, 2003, 1996; Gay, 1989, p. 218). Singleton and Straits (1999) contended

that the objective of a descriptive study is to describe some phenomenon. They also
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referred to descriptive study as a fact-finding enterprise that focuses on relatively few
dimensions of a well-defined entity and measures those dimensions systematically and

precisely, usually with detailed numerical descriptions (p. 91).

Data Gathering

Lawler (1982) argued that the choice of approaches to data collection involves
comparing the strengths and weaknesses of various methods within the context of a
particular study. Three techniques—namely, questionnaire surveys, interviews, and
analysis of university-printed documentary sources on professional development—were
utilized to obtain information pertinent to the study. I felt as the researcher that
triangulating data would enhance the validity of the research findings, especially because
the topic had hardly been researched in Kenyan and African universities. There was thus
very little background information to guide the inquiry. Among my considerations when
making choices among possible techniques were reliability, sample size and selection,
costs, variables to be explored, accessibility, ethical issues, richness of data, and time

constraints.
The Participants

Target Population
According to Singleton and Straits (1999), rarget population denotes the entire
group from which the researcher would like to gather his or her data. For this study the
target population was all the nonteaching administrators at Moi University. Nonteaching
administration at this university refer to all staff who provide professional and support
services other than teaching. They include those serving in central administration—such

as personnel, recruitment, council matters, support and administrative services; and the
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academic division—such as student admission, examinations, senate matters, student
services, faculty administration, finance division, planning, public relations, estates,
transport, and security. The university attaches the label “administrators” to all those
from the level of Administrative Assistant to the Chief Administrative Officer.
Consequently, all others, such as the technical, clerical and the maintenance staff are not
included in this definition.

The survey population entailed all administrators from the level of Administrative
Assistant to the Principal Administrative Officer from the two divisions of
administration—Central Administration and the Academic Division. Specific sections
surveyed are represented in figure 1. The two divisions were chosen because they
represent the overwhelming majority of administrative staff at the university.

Questionnaire surveys were thus administered to the entire group—with the
exception of twoindividual. First, one academic administrator was included in the design.
However, he could not participate in the study because of a national assignment. Second,
two of the chief officers was exempted from the questionnaire part of the study because

he was purposively sampled for an interview.

Sampling
Two different sampling techniques were used for the interview participants. All of
the questionnaire respondents were asked whether they would be willing to participate in
an interview related to the study (Appendix A). All of the participants were provided with
two self-addressed envelopes. The first envelope was to be used to return the filled out
questionnaire and the second, a consent form for interview participation (Appendix B).

The rationale was that the questionnaires were to be anonymous while the consent form
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had to contain a name and contact address for the participants. Following this process, 18
of the questionnaire respondents indicated a willingness to participate in an interview. As
I was to interview only six, I employed a Random sampling technique—a process that
would allow each respondent an equal chance or probability of being selected. Each
participant was assigned a number. The numbers were then written on small pieces of
paper, folded, placed in a jar, and shaken. An individual not related to the study and not
known to any of the participants was asked to pick out six folded papers from the jar. The
six individuals whose names had been drawn were then contacted and interviews set at
the place and time of their own choice. These six did not include the four senior
administrators who had been purposively sampled. Bailey (1982) explained that a
purposive sampling is the strategy by which “the researcher uses his or her own judgment
about which respondent to choose, and picks only those who best meet the purpose of the
study” (p. 99). In other words, it involves a careful selection of cases that represent the
most informed section on the subject of study. Other researchers have asserted that a
purposeful sampling is not designed to achieve population representativeness but an
in-depth understanding of selected individuals (Gall, Borg, & Gall, 1996, 2003; Singleton
& Straits, 1999, p. 158). Singleton and Straits, after eXamining the various uses of this
strategy, suggested that the general strategy is to identify important sources of variation
in the population and then to select a sample that reflects this variation.

My choice of officers was influenced by the fact that they were the major players
in determining professional development issues of the university. For instance, they were
active in formulation of policies, determining processes, and determining the finances to

support the programs. This group, as Singleton and Straits (1999) suggested, presented a
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major variation from the rest of the administrators. They were therefore deemed to be in
the best position to offer informed responses. However, only one participant in this
category accepted the request for an interview. The second participant provided
documents that he stated contained what he was ready to discuss. The third declined
altogether, and the fourth was away on a national assignment. I acknowledge that the data
from this group were rather thin. However, useful information with regard to professional
development was obtained from the one participant and the documents provided and were

used in the findings and discussion.
Sources of Data

Development, Design, and Administration of Questionnaires
In developing the questionnaire, I adopted the stages outlined by De Vaus (1986).
He pointed out that a questionnaire should be a “product of the research problem, the

theory, method of administration, and methods of data analysis” (p. 70).

Development and Design of the Questionnaire

De Vaus (1986) contended that in questionnaire development, four issues must be
considered: (a) the selection of areas about which to question, (b) the construction of
actual questions, (c) the evaluation of questions, and (d) the layout of the questionnaire.

Development of the questionnaire. To satisfy these criteria, a questionnaire was
constructed whose features were guided by the purpose of the study and the review of
related literature. An extensive review of the literature pertaining to professional
development revealed a number of themes and facets that underscored the various
dimensions that my study would examine. The studies I reviewed (though the majority

were in faculty development) provided a number of issues, theories, and models that are
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equally important in administrator development. I examined copies of Moi University’s
Terms of Service and government education reports. Several models found in the
literature were also examined to provide a possible conceptual framework that would
further guide the questionnaire development process. The notable studies in this regard
included Ikonwe (1984), Pranchongchit (1984), Aidoo-Taylor (1986), and a study of
administrative professional officers at the University of Alberta (1998). The issues
frequently addressed included: forms of professional development, policies, objectives,
internal and external influence of PD, strategies and implementation, needs and needs
analysis, methods of delivery, and barriers.

Largely, the above issues, dimensions, and variables, as well as concepts drawn
from the model proposed for this study in Chapter 2, guided the initial development of
the questionnaire. The dimensions also provided the conceptual framework for this study.
Ultimately, the questionnaire was structured around the broad areas of inquiry identified
in the purpose of the study: (a) describing the demographics of the non-teaching
administrators of the university, (b) exploring and describing the nature of staff
participation forms and the characteristics of the professional development programs for
administrators at Moi University, (c) exploring the rationales for professional
development at the university, (d) exploring perceptions of administrators concerning
professional development needs and preferred methods of PD, and (e) exploring the
perceptions of administrators concerning the effectiveness of the professional
development programs undertaken.

The initial draft was given to colleagues in the Department of Educational Policy

Studies for feedback on language, clarity, biases, leading questions, and redundancy or
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overlap in questions. Part of this process was done as a class exercise. After the
comments were incorporated, copies of the second draft were given to two members of
the academic staff in the Department of Adult and Higher Education of the University of
Alberta who had recently completed a similar study for their university, and their
suggestions were incorporated. The final version of the questionnaires consisted of 73
items divided into four parts and 11 sections. This version was later pilot-tested.
Following the pilot study, further changes were incorporated. The final version of the
survey is shown in Appendix C.

Design of questionnaire. To meet the purpose of the study and to answer specific
questions raised for the study, the survey questionnaire was structured into four main
parts and 11 sections as mentioned above. Part 1 presents questions pertaining to
biographical information, forms of professional development, and frequency of PD
initiatives. Part 2 comprises a set of questions that describe major characteristics of the
PD initiatives. These include objectives, policies and procedures, and strategies and
activities for implementation of professional development. Part 3 comprises a set of
questions that examine the rationale for professional development at the university. Part 4
presents questions that examine the professional development needs of the administrator
as well as the outcomes of the existing initiatives. This part has three subsections. The
first sought to assess professional development needs using a list of skill areas provided;
the second, to determine participants’ preferences regarding methods of professional
development delivery; and the third, to explore the administrator’s perceptions on

outcomes, factors that facilitate, and factors that impede professional development at the
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university. The questionnaire also provided the opportunity for additional information

that the respondents deemed important.

Permission and Administration of the Questionnaires

Permission. As policy at the time of conducting this research, the Kenya
government required that anyone wishing to undertake research in the country seek
clearance from the Ministry of Education. I sought clearance, which was granted on
condition that the host institution and the district administration had no objection. I had
discussions with both the head of the institution and the chief administrative officer about
the purpose of my research and the need to ask all administrators to participate in my
study. Approval was granted orally. I also notified the district administration, and
permission was granted.

Administration of questionnaire, Following approval by the university, a list of
all administrators who fitted the description for the study was obtained from the
personnel division of the chief administrative officer’s office. The list included all 62
administrators on the three campuses of the university, and they were sent a letter of
invitation to participate in the research study (Appendix A). Fifty-four questionnaires
were circulated because four administrators were on annual leave, two were on study
leave, and two were to be purposively sampled for interviews and exempted from the
questionnaire survey.

Because I did not have a permanent address or a personal telephone number, I
established a contact person on each campus. These contact persons were to receive all

mailed responses.
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After establishing the location of each administrator from the personnel list, I

personally distributed all of the questionnaires. I decided to distribute them personally
because I felt that I needed to address concerns that had been raised by the contact
persons and to clarify questionnaire procedures. Along with the questionnaire, I provided
the participants with a letter of introduction, an interview sign-up sheet, and two prepaid
and preaddressed envelopes. All of the envelopes were addressed to the contact person on
each campus. As mentioned earlier, the interview sign-up sheet was to be mailed back

separately from the questionnaire to protect anonymity.

Interviews

Part of the justification for using interviews is that a questionnaire consists of
preconceived assumptions imposed on the subjects by the investigator (Pansegrau, 1983);
in other words, respondents are denied the chance to express their independent opinions
or use their terminology.

Two distinct sets of interviews were conducted. The first set involved six
administrators drawn from the sample population who had responded to the questionnaire
and who had expressed willingness to be interviewed. The interview questions
(Appendix D) were partly generated from an initial analysis of the questionnaire
responses. I did not rigidly follow the schedule because I allowed the participants to
discuss issues that were important to them. In a number of instances I used the questions
from the schedule as probes when the interviewees alluded to related issues. As
mentioned earlier, the second set of interviews was supposed to involve four chief
officers of the university who had been purposively sampled. All of the four were

contacted for participation. One consented to participate without being recorded, one
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chose to provide relevant documents, one declined, and one was unavailable due to prior
national commitments.

As indicated above, all of the interviews were unstructured. The interviews lasted
an average of 45 minutes. Those that involved participants drawn from the questionnaire
respondents were recorded and transcribed, and the transcripts were verified by all of the
participants. In the case of one administrator who had consented to participate but did not

consent to the interview being recorded, I took notes instead.

Documentary Sources

Lawler, Nadler, and Cammann (1982) suggested that documents, records, and
written material in the possession of the organization are the richest sources of
unobtrusive data. Additionally, Aidoo-Taylor (1986) posited that documentary sources
provide one with the language of the organization that makes meaning to the employees.
Berg (1995) added that documents or archival data are non-reactive to the presence of
investigators. Printed institutional records are also expected to provide factual
information to be corroborated with the subjective responses obtained from interviews or
questionnaires. Berg acknowledged that errors are inherent in the use of documents, but
contended that this possibility should be recognized and can be controlled through data
triangulation.

I first obtained permission to gain access to official university documents—such
as minutes of the Staff Development Committee and files on training—that would
include information on personnel who had undergone training. My initial assumption was
that minutes from the Staff Development Committee would provide information related

to staff development issues. The training office allowed me only to read the minutes in
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their offices. No permission was granted to photocopy relevant sections, so I took notes,
identifying keys issues that would generate themes. I also obtained and examined non-
confidential written documents from the university that had a direct bearing on
professional development. These include copies of the new policy on staff training, the
university calendar, Printed Recurrent Estimates 1996/97-2000/01, the Memorandum of
Agreement between Moi University and the union, the Terms of Service documents for
both middle level and senior academic and administrative staff, seminar proceedings,
newsletters, annual reports, and speeches delivered by the vice-chancellor during major
official university functions where major policy pronouncements are often made and
communicated to the public and staff. Interview participants suggested most of the

documents that were obtained for content analysis.

Pilot Study

Singleton and Straits (1999) warned that failure to conduct adequate pre-testing
can result in a meaningless study. Accordingly, a pilot study was conducted with a
sample of four Kenyan graduate students at the University of Alberta who were staff
members of some of the public universities in Kenya. I felt that they were familiar with
the context of my study and knew of constraints and professional development practices
in their respective universities. They were also, in my view, in a position to know
whether the terms used in the questionnaire conformed with what Aidoo-Taylor (1986)
called the language of the organization that makes meaning to the employees.

The main purpose of the pilot study was to test the questionnaire and the
interview questions to be used in the research—to identify problems in wording,

ordering, and formatting.
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The pilot study participants were requested to respond to all questions according
to how they understood them. They were then asked to make suggestions or submit
comments for improving the questionnaire. All four completed the questionnaires and
returned them with comments. I had the opportunity to meet with each one to review the
comments. Among the changes was the incorporation of the term “staff development”
alongside “Professional development” as PD as term is not a common word in this

particular setting.

Data Analysis

Content and statistical analyses were used to interpret the questionnaire,
interview, and documentary data. Specifically, the following analyses were carried out:
(a) summary statistics concerning the demographic characteristics of the respondents, as
well as the respondents’ overall perceptions of the various facets of professional
development; (b) categorization of written responses from the open-ended items in the
questionnaires; and (c) analysis of interview data along major themes identified from the
questionnaire, as well as new or emerging themes.

The Statistical Package for the Social Science (SPSS) was used for statistical
analysis. In these analyses, first, frequencies and percentage frequencies were calculated
to construct demographic profiles for the respondents. Second, the analyses generated
percentage frequency distributions of responses, standard deviations, and overall ranked
order of means for the biographical characteristics and each facet of the study. Both the
means score frequencies and the percentages (where appropriate) were used to compare
administrators’ perceptions of aspects of the professional development initiatives at the

university. For purposes of comparing the different groups, responses for each category
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were reported only when an arbitrarily chosen substantial difference of at least 0.75
existed between the means of two groups. Where percentages were used in reporting, an
arbitrary margin difference of 25% was adopted as denoting a substantial difference.

The analyses were applied to the following variables: (a) the different
administrative positions/levels, (b) the two administrative divisions, (c) gender, and
(d) staff development participation.

The interview and documentary data were analyzed using a number of qualitative
techniques. McMillan and Schumacher (1989) defined qualitative data analysis as a
“systematic process of selecting, categorizing, comparing, synthesizing and interpreting
to provide explanations of the single phenomenon of interest” (p. 414). These strategies
alongside those outlined by Bogdan and Biklen (1982) and Guba and Lincoln (1985)
were used. These include a systematic coding, categorization, or classification of data
into major themes. Information obtained from documentary sources was also analyzed,
and, similarly, the findings were compared with the information obtained from the
interviews and questionnaires. A list containing the response from the optional part of the
questionnaire was also generated, analyzed for content, and compared to the data from

both the first part of the questionnaire and the interviews.

Trustworthiness
A number of measures were taken to ensure that the study was trustworthy. First,
I ensured that my personal assumptions as the researcher do not influence the study
through bracketing. Second, I adopted Lincoln and Guba’s (1985) umbrella concept of

trustworthiness which they contended encompassed four issues: (a) credibility—the

results reflect the social world being studied, (b) dependability (reliability)}—the findings
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could be replicated with the same or similar participants and contexts,
(c) transferability—the findings are applicable in other similar situations, and
(d) confirmability—the outcomes mirror the social phenomenon rather than the personal

perspectives of the researcher.

Bracketing

Bracketing was practised as a means of guarding against bias. Rembley (2003)
contends that “phenomenology instructs us to allow the phenomenon to reveal itself in its
fullness” (p. 1) free from our assumptions. Bracketing as a means of ensuring
trustworthiness assumes that people can separate their personal knowledge from their
experiences (Paley, 1998). According to Rembley (2003) bracketing means setting aside
all our usual, “natural” assumptions about the phenomena. This means having to put
aside our biases, prejudices, theories, philosophies, religions, even common sense, and
accept the phenomenon for what it is. As such practicing bracketing enables one to
objectively describe the phenomena under study (Hallet, 1995). Being a member of staff
in the same institution, I endeavoured to not allow my experiences and familiarity
influence my study. To ensure this was done, I suspended all my judgements and
described the setting in detail as it was at the time and as presented to me by the
participants. I pilot-tested my study instrument for clarity and for neutrality against bias. I
also asked the respondents to verify the accuracy of my transcripts and subjected my data

interpretation to member checks.
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Credibility

To ensure credibility, I checked consistently for accuracy, sought verification,
probed, and confirmed data/information from interview participants—adhering to a
process to which Guba and Lincoln (1985) referred as “member checks.”

Owens (1982) suggested the use of “peer debriefing” or consultation to allow the
researcher to “disengage from the setting and discuss progress of the work and the nature
of experience with qualified peers who are interested” (p. 15). My consultations with
peers started at the proposal formulation stage, continued through the preparation of
research instruments, and continued throughout the data analysis stage. The proposal was
discussed several times in my research class. A number of colleagues, including some
from Kenya, were involved in commenting on my questionnaire. I met with my
supervisor to discuss the progress of the research and emerging concerns, particularly in
assessing the questionnaire for bias, leading questions, double-barreled questions, and
ambiguity.

Triangulation of the data also enhanced credibility. Berg (1995) explained that by
combining several methods, researchers obtain a better, more substantive picture of
reality; a richer, more complete array of symbols and theoretical concepts; and a means
of verifying many of these elements (p. 5). For the recorded data, care was taken to
ensure accurate recording and extraction of meanings. The perceptions of a variety of

people were solicited.

Dependability
With regard to dependability, a number of issues were addressed. Singleton and

Straits (1999) stated that dependability or reliability is concerned with issues of stability
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and consistency. Two important questions are, “Is the operational definition measuring
something consistently and dependably?” and “Do repeated applications of the
operational definition under similar condition yield consistent results?” (Borg & Gall,
2003; Singleton & Straits, 1999). First, a dependable instrument for data gathering,
especially the questionnaires, was developed. The instruments’ dependability was
ensured through a series of steps taken in its development and administration. Wide input
into the development and improvement of the instrument was incorporated. The
instrument was also piloted with respondents familiar with the setting to streamline the
wording, ordering, formatting, and issues being measured.

Also, as the researcher, I have outlined all of the methods and procedures taken at
all levels. These steps and procedures should be helpful if there were need to replicate the
study. But for ethical reasons all other documentation, especially as it relates to recorded

interviews, journals and notes are confidential.

Transferability

Because the research involved one rural university in Kenya, it was not my
intention to generalize the findings to all universities in Kenya or elsewhere. On the
contrary, it was intended, through the use of the entire administrative staff population to
“maximize the range of information collected and to provide the most plausible
conditions for theory building” (Le Compte & Goetz, 1982). With respect to
transferability, Le Compte and Goetz (1982) suggested that purposive sampling and
“thick description” be used. I have provided a detailed description of the contexts, the
activities involved, and the sampling process. Descriptions include areas such as the

university’s organizational and administrative structure (Figure 1), the setting, nature of
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interaction with its environment, and the university system in Kenya. This was done to
help the readers to determine the degree to which the study’s particular contexts parallel

their environments and render my findings relevant.

Confirmability
To ensure confirmability, Guba and Lincoln (1981) recommended that researchers
utilize triangulation. They added that the process of triangulation permits “multiple value
perspectives to emerge from the same context or events” (p. 257). These multiple value
perspectives then “become warp and weft of the context fabric” that the “researcher
uncovers in the course of checking his/her facts” (p. 257). Triangulation thus contributes

to credibility, dependability, and confirmability.

Assumptions

This study is based on the following assumptions:

1 The university engages in both formal and informal professional development
activities for non-academic administrators and has established mechanisms to
ensure their implementation.

2 The information sought for the study could adequately be obtained through
both the questionnaire and interviews.

3 The respondents would understand and be sincere in their responses to both
the interview questions and the questionnaires.

4 Senior members of staff selected for the interview could best provide the

required information from the senior management perspective.
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Limitations

This study had inherent limitations because of its design. Among them are the

following:

1. The findings were limited to responses provided on the questionnaires,
interviews from a total of 7 participants, and the availability of relevant
documents from the institution.

2. My biases and/or weaknesses as a researcher and interviewer and staff
member of Moi University could place a limitation on data collection in
interviews.

3. There were no alternate participants among the senior management for those
identified who failed to participate.

4, Data only limited to PD practices up to the period in which the study was
conducted. Any new developments that occurred since data collection was

completed or that may occur in the future will not be reflected in this study.

Ethical Considerations
The three broad areas of ethical concern regarding social science research were
addressed: the ethics of data collection and analysis, the ethics of treatment of
participants, and the ethics of responsibility to the society.
First, in terms of data collection and analysis, Singleton and Straits (1999)

contended that,

The norms of science tacitly require researchers to be unremittingly honest in
their observations and analysis; to be tolerant, questioning, and be willing to
admit error, and to place the pursuit of knowledge and understanding above
personal gain or the promotion of a particular philosophy or ideology. (p. 513)
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They further indicated that for a researcher, “the highest or most fundamental ethical
dictum is honesty and accuracy” (p. 513). I did my best to carry out the research carefully
and honestly at the design stage, with procedures required at each stage, and at each
setting while collecting data, as well as in the analysis and reporting.

Second, every effort was made to guard participants against potential harm, lack
of informed consent, deception, and invasion of privacy. The participants’ freedom of
choice was guaranteed. In this regard, the participants were informed that their
participation was voluntary, and they were given enough information about the research
to enable them to make informed decisions as to whether they should participate or not.
Issues such as the purpose and procedures of the research were discussed before written
consent was solicited from the participants. Additionally, the participants were informed
that one Way of exercising their right was not to respond to the questionnaire at all.

The right to privacy of the participants was honored in the study. Singleton and
Straits (1999) defined privacy as the individual’s right to decide when, where, to whom,
and to what extent his or her attitudes, beliefs, and behavior will be revealed.
Accordingly, personal information was safeguarded, and informants’ identities will
remain anonymous.

On instances in which anonymity was difficult to maintain, permission was
sought. In this regard since it was not possible to completely mask the identity of the
university, I obtained permission from the institution use the actual name. This was done
at the same time as the permission was sought to conduct the research. Permission was

granted though verbally.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



100

The third broad area of ethical concern is the researcher’s responsibility to the
public. Singleton and Straits (1999) stated that researchers have an obligation to assess
the possible uses of findings by promoting beneficial applications and speaking against
harmful or destructive applications. The nature of the study was such that there would be
no harm to the community or the institution. Recommendations from the study in fact
facilitate a more effective set of programs for PD at the University.

Also, in further fulfillment of this ethical concern, permission to conduct research
in the specified location was sought through the appropriate administrative channels in
Kenya. Government regulations in Kenya require that a permit be obtained from the
Office of the President before any kind of research is conducted in the country. Finally, I
also adhered to all ethical guidelines set by the General Faculties Council of the
University of Alberta, and the Ethics Review Committee of the Department of

Educational Policy Studies examined the research proposal.
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