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ON ETHICS AND QUALITY IN PEDAGOGICAL FORMATION
Teacher education ought to be carefully designed, developed and
administered. It is at the core of this research to show that quality teacher
education stands for the kind of preparation which places learning for
sustainable development and societal needs at the center of teacher
education. This book gathers 22 presentations in ten chapters, selected
among the plethora of papers presented during the interdisciplinary session,
held at the Faculty of Education of the Catholic University of Eastern Africa
in 2016.
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PREFACE
Florentina Ndunge Ndeke
Any development that is not sustainable is not worthy its name. In
the recent past, a lot of emphasis has been placed on the concept of
sustainable development and all issues around it.1 The world at large,
and indeed the African countries are busy trying to search for ways and
means of realising sustainable Development. When in the year 2000,
some countries of the world came together to face their future and
realised things were not working well, they set the millennium goals.
The first fifteen years saw great strides towards accomplishment of these
goals hence they decided to add other goals which were christened
“Sustainable Development Goals” which are seventeen in number. The
fourth goal under sustainable development goals regards Quality
education. As we are all aware, this goal aims at ensuring inclusive and
equitable education and to promote lifelong learning opportunity for all;
countries are still struggling to achieve this goal and the faculty of
Education at the Catholic University of Eastern Africa has not been left
behind in this venture.
This book unfolds various theoretical and empirical approaches that
would enhance quality teacher education for sustainable development.
Education is one of the key tools of development. This book therefore
exposes the reader to contemporary issues that teacher education should
empress as a way of supporting countries and the societies at large in

1
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their search for meaningful and lasting teacher education that would
bring about integral development in all areas of life.
The key elements on teacher education addressed in this book
include,

quality

instructional

leadership,

improving

teaching

experiences, motivation and role of performance and continuous
professional development and environmental conversation. Since the
essence of a good teacher education is for the benefit of future leaders,
the book pays keen interest on emotional intelligence and teacher
efficacy, and teacher involvement in curriculum development that
provides for lasting integral development. Ethics education in teacher
education institutions, gender equity and administrative role as
pertaining to inclusive education are given as elements that contribute to
quality teacher education that strives to bring about complete
sustainable development.
This book is intended for university students, faculty members,
educationists, educational researchers and all who care about quality of
teacher education as core to sustainable development.

KEYNOTE ADDRESS
Raising the Professionalism of Teachers
for the Achievement of Sustainable Development Goals
in Sub-Saharan Africa
Okwach Abagi
Introduction
In 2000, 189 countries of the world, African ones included, came together to face the future, and what they saw was daunting famines,
drought, wars, plagues,

poverty, poor health, illiteracy and

limited access to and poor quality education.

2

lack /

So, leaders from these

countries created an ambitious plan called the Millennium Development
Goals (MDGs). The set of goals imagined a future just 15 years off that
would rid of poverty and all children: girls and boys would access
quality education.
The challenges African countries faced, and still face, were similar
across the continent. But the degree of these problems differed from
country to country. The progress in the fifteen years of MDGS in many
African countries has been disappointing to say the least. An endpoint
report on MDGS 2015 and reports from various countries in Africa
indicate that although some progress have been made as far as access to
education is concerned, millions of school age children are still out of

2
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school, and those who are in school, millions are not effectively taught,
neither are they learning anything useful.
Existing studies on learning outcomes across Africa like Saqmec and
Uwezo indicate that pupils in many countries across Africa: west, east,
south and central - are learning nothing or little. At the end of primary
school level of 6, 7 or 8 years, depending on a country's system of
education, the majority of learners have acquired little competencies in
basic literacy and numeracy leave alone basic life and learning skills.
Studies also show that such children after leaving primary education
become totally illiterate after only 3-5 years.
The available studies indicate that one of the causes of children
not learning (poor quality education) is poor teaching and learning
approaches: i.e. most teachers are not skilled and competent enough to
teach effectively, and teachers' commitment, absenteeism and

morals

are wanting.
Teaching as a profession is being questioned and serious
educationists and researchers are asking: Is teaching a profession in the
first place? What should be done to make it a competitive profession
like that of doctors, engineers, lawyers, among others?
The two questions are important because the countries of the world,
including African countries, crafted a new plan called Sustainable
Development Goals (SDGs) 2015-2030. Now, these countries want to
build on many successes and failures of the past 15 years of millennium
development goals. The aim is to end poverty and conflict.
Sustainable Development Goals and Teacher Education
The international community recognises the connection between
education, people and the planet. For this reason SDG 4 focuses on
quality education: “ensure inclusive and equitable quality education and
promote life-long learning opportunities for all”.
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This goal directly implies that quality teacher education and teachers'
professional development is at the centre of SDGs and professionalising
teaching is a key strategy and vehicle for achieving these goals.
Sustainable Development Goals have provided new challenges to
African countries in general, and their education systems- teacher
education-in particular. However, SDGS also present opportunities for
professionalising teacher education and placing education at the core of
development.
From this perspective, therefore, there is need to take a closer and
radical look at the current teacher education and teachers' professional
development in Sub-Saharan Africa, including certificate, degree and
post-graduate degree programmes.
Based on over two decades of research in education, we believe and
argue that new teacher education and professional development must be
crafted to extend the minimum standards for teachers that go beyond the
primary (conventional) roles of teaching and learning.
To be effective for SDGs, teachers must be prepared to play a secondary role - what can be termed as "extended professionalism". This is
a sure way of making teachers relevant in contributing towards the
achievement of SDGs.
Increasing the quality of teachers’ education and investing heavily
and strategically on teachers' professional development is a must in the
next decade and beyond. This is because with commitment to SDGs, and
increased acquisition of information technology (IT) in education, the
expectations from the public and societies at large are high, across all
countries and communities in Africa.
In this age and time, teachers are expected to be open/democratic
and open to the needs of their pupils/students, their parents, politicians
and to society in general, and to translate these to educational arrangements and to implement these into their curriculum, to collaborate with
their colleagues, to provide leadership to the wider community in setting
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the aims and targets of SDGs (domesticating these goals), and to account for quality and outcome of their performance, and to be role models to their pupils/students and society at large.
In short, the wider perspective of teacher's role, in the context of
SDGs, has been recognised internationally. In Europe, for example, a
survey report by the European commission in 2010 articulated that, and
we quote:
“This additional emphasis on secondary role is also promoted as
part of modernization of the teaching profession. They include
teachers as researchers, as receivers of feedback from colleagues,
as innovators, as active colleagues, as collaborators of principals,
and manifesting ... Teacher leadership...these two dimensions of
promoting - professional development to stimulate the primary
process of teaching and learning and professional development in
terms of new secondary roles in schools - provide alternative
scenarios for prioritizing the content of continuous professional
development” (European Commission, 2010).
Professionalisation of Teaching
Before we get into solutions, we must pose this important question:
is teaching a profession? Are teacher education institutions producing
professionals?
The study of professions and professionalism has been the focus of
sociological research from the beginning of 20th Century. Many ways
of understanding these concepts have been developed. But, one way of
looking at professionalism of teachers is by comparing them with
classical professions like doctors or lawyers, and to identify similarities
and differences.
Literature abound have characteristics of the classical professionals
considered as archetypes of “true professions”.
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Typical attributes are:
 Professional autonomy, through professional monopoly of the
members of the profession who have control of their own work.
 Control over entry requirements to the profession and the further
professional

development

of

the

individual

members.

Professionals also have power to judge, and subsequently to
exclude, members who do not keep to the professional standards
and ethical code of that profession.
 An ethical code that is a means to win the trust of the public and
public bodies (often government) that have the power to license
the profession and its members; and to serve as a guideline for
good conduct of the members of that profession.
 A strong academic knowledge, formal knowledge or technical
knowledge. Academic knowledge legitimises professional work
by clarifying its foundation. Academic professions demonstrate
the rigor, the clarity, and scientific logical character of
professional work.
 Freedom of establishment. Members do not have a job contract
are independent and self-employed.
 When teaching profession is held against the above framework of
the classical professions, the conclusion is clear: teaching cannot
be regarded as a profession.
What needs to be done: solutions for professionalising teaching
profession
 In the modern, competitive and globalised society, the new demands in our societies, including SDGs, demand that teachers
must be “professionals”. Teacher education programmes must
produce professional teachers! This is what has been referred in
literature as "new professionalism" in education.The attributes to
the new professionalism of teachers, thus include:
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 Thorough knowledge of things (SDGs, society, socio-economic
and political issues, teaching-learning issues and pedagogy and
classroom dynamics etc.)
 Skills such as life and learning skills, for example effective
communication, leadership, research, innovator, reconciliatory,
teaching, empowering among others.
 Attitudes (dedicated to learning of pupils, and promoting learning
outcomes, commitment to the profession and to the ethical code,
focus on professional development, and readiness to focus on
improvement and innovations in teaching.
Given this ambition to raise the quality of teachers and the society
expectation of teachers, teacher education programmes must also be
radically changed to march these new expectations. Quality of teacher
education must be raised. Teacher education programmes, especially at
university level, must exceed the conventional minimum standards.
To improve the quality of teacher education, and thus professionalise
teachers, the following three questions are critical:
 Where should teachers be educated?
 Who should educate teachers?
 What should be the content of such education?
Our answers to these questions are based on good practices in other
countries where education have been professionalised. Such countries
include Finland, Sweden, South Korea, Singapore, and Japan among
others. Are these countries different from African countries in terms of
development and social progress? Be the judge?
As a seasoned researcher in education, my take is the following:
Where should teachers be educated?


Teachers should be educated at university level. Whether a primary or secondary school teacher, or a teacher of pre-primary
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children, university is the place for teacher education and professional development based on this. Then, all those who want to be
teachers must first be graduates in their field of specialisation.
Then apply to be trained as teachers at university level: both under-graduate and post-graduate programmes for teachers are to be
offered.
Who should educate teachers?
 Only those with PhD in education or teacher education to be exact. Those with diploma or certificates or PhDs in other disciplines should not be allowed to educate teachers.
 PhD alone is not enough. Teacher educator must be a good educational researcher with a number of recent publications in refereed journals or books on education but not examination oriented
primary and secondary books.
 Such a person must have professional connection to a number of
public schools as a leader, researcher, mentor and motivator to
pupils/learners and young teachers just joining the profession.
What should be the content of teacher education?
 The emphasis should be based on professional and practical
knowledge, skills and scientific basis of providing teachers to be
with competency and confidence to be reflective practitioners, researchers, and discerning in managing information and
knowledge.
 Teaching profession should be placed in the context of life-long
learning.
 Apart from the practical oriented pedagogy training (psychology,
pedagogy, teaching techniques, and measuring learning outcomes), the teacher has to learn how to use ICT and acquire good
command of at least one foreign language and two national/local
languages.
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Conclusion
In my concluding remarks, I would like to reiterate that SDGs provide new challenges to African countries and education systems in particular. This means that doing business as usual in teacher education and
teaching learning process is going against the rights of the child and
dragging back the wheel of development and social progress in Africa.
Teacher education must be radically transformed. Those who are
currently in the teaching profession, at whatever level including those at
universities, must be forced to re-educate and become teacher educators
for the achievement of SDGs.
New radical changes and investment should target:
 Appropriate selection and reward of staff that educate teachers;
 Mastering empowering curricular for teachers' education.
 African governments must allocate enough financial resources
for teacher education and research in education, teaching and
learning.
 More importantly teachers must be rewarded / paid well as professionals to make the sector competitive and effective for national development.
It is only through professionalising teachers, that the teaching profession will attract the 'A' students as an area of first choice. Thus make
teaching a noble occupation, as it should be.

1
INTRODUCTION
Jacinta M. Adhiambo
Quality education is closely linked to the implementers of the education system and more specifically to the teachers who spend more time
with the learners in institutions of learning.3 This is why is quite paramount that education of teachers be properly managed to effectively
facilitate learning for sustainable development. Quality of a teacher
translates to quality teaching and learning with other variables constant.
It is against such a background that the 9th Faculty of Education Interdisclinary session delved on issues related to the theme: Quality Teacher
Education for Sustainable Development.
This book has ten chapters emanating from the proceedings of the
conference held in June 2016. The chapters are in form of empirical and
conceptual studies. Each chapter deals with specific area in a bid to
discuss issue related to teacher education for sustainable development.
The first chapter maintains that principals’ instructional leadership
impacts positively on collective teacher efficacy which in turn positively
affects academic performance. Chapter two explores how the Theory of
Constraints-Thinking Process (TOC-TP) helps in identifying the undesirable factors that impact negatively on teaching experiences of lecturers. It further highlights identified factors inhibiting effective achieve3
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ment of teaching goals: limited interactions between lecturers and students, inadequate teaching skills, academically weak students, inadequate student engagement and limited active learning. It ends with strategies for improvement.
In the third chapter, the authors endeavoured to argue that motivation of teachers positively affects their role performance. Indeed, both
extrinsic and intrinsic factors enable the teachers to carry out their responsibilities thus impacting on the learning environment. In the same
development, Chapter four advances that continuous professional development for teacher educators in primary teacher training colleges is a
means of enhancing the teacher.
The authors of the fifth chapter, present equally important aspects of
the teacher education: emotional intelligence, teacher self-efficacy and
career advancement. They posit that emotional intelligence boosts
teacher self-efficacy and increases teacher dedication to the profession.
The sixth chapter takes the readers on how the Research, Development
and Diffusion model informs the process of curriculum development in
Kenya. It is argues that teachers being indispensable implementers of the
curriculum ought to be involved in its development process.
The book further points other areas of teacher education and sustainable development in the seventh chapter. It is argued that if teachers are
exposed to ethics education, they are likely to be equipped with
knowledge and skills to enable them inculcate values in the learners to
prevent cases of radicalization and eventually contribute towards sustainable development.
Given that sustainable development requires participation of every
person, inclusive education is paramount. This explains why the eighth
chapter discusses gender equity, factors disadvantaging both girls in the
learning process thus hindering inclusive education without which sustainable development is threatened. To expand the discussion on inclusive education, the ninth chapter navigates on how head teachers’ ad-
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ministrative role is crucial for inclusive education for the physically
challenged learners.
The last chapter explores how sponsors’ belief and values are essential for environmental conservation in faith- based learning institutions
in Kenya. The chapter elaborates that strategies such as creating awareness, involving pupils in cleaning and tree planting bear lasting fruits in
the sustaining the environment for the future generation.
It is hoped that critically reading articles presented in this book,
readers will appreciate issues related to quality teacher education for
sustainable development and further the debate in relevant scholarly
forum.

2
PRINCIPALS’ INSTRUCTIONAL
LEADERSHIP, COLLECTIVE TEACHER
EFFICACY AND ACADEMIC
ACHIEVEMENT IN SELECTED PUBLIC
SECONDARY SCHOOLS,
MAKUENI COUNTY, KENYA
Ngigi S. Kang’ethe and Muteti Catherine Mueni
Abstract
The study examined principals’ instructional leadership, collective teacher efficacy and their relationship to students’ academic
achievement in public secondary schools in Makueni Sub-County,
Kenya4,5. The study adopted cross sectional survey design. The study
was anchored on transformational leadership theory. The study targeted
all secondary school teachers in public schools in Makueni County. The
sample size comprised of 128 teachers (63 males and 65 females) drawn
from 15 public secondary schools (Boys' boarding = 3, Girls' boarding =
3, and Mixed day = 9). Data was collected through a structured, selfadministered questionnaire. Data was analysed using Statistical Package
for Social Scientists (SPSS) ver.20. The research hypotheses were tested using independent samples t-test, one-way analysis of variance and

4
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simple linear regression. Results show that there is a significant and
positive correlation [r = 0.73, p = 0.00] between Teachers’ perception of
principals’ instructional leadership and collective efficacy. One way
anova results show that collective teacher efficacy has a significant
effect on academic performance at the p < 0.05 level [f (2,114) = 5.933,
p = 0.004]. It was found that collective teacher efficacy significantly
predicts academic performance (β = - 0.025, p = 0.002). One way anova
results show that there was a significant effect of school category on
academic performance at the p < 0.05 level [f (2,115) = 182.890, p =
0.000]. Post hoc analyses using the LSD post hoc criterion for significance indicated that average academic performance was significantly
lower in mixed day secondary schools (M = 4.28, SD = .49062) than
either boys' boarding (M = 7.52, SD = 1.18) or girls boarding (M =
7.1826, SD = 1.038). It is concluded that principals’ instructional leadership impacts positively on collective teacher efficacy which in turn
positively affects academic performance.
Key words: instructional leadership, collective teacher efficacy,
academic performance
Background
Teaching and learning is considered to be the top priority for any
given leadership. Despite other leadership duties school principals direct
most of their efforts towards improvement of teaching and learning.
Indeed, instructional leadership is learning-focused, learning which is
measured by improvement in instruction and in the quality of student
learning. Thus Instructional leadership must reside with a team of leaders of which the principal serves as the leader of leaders (Jones, 2010).
Without doubt, the Teachers Service Commission (TSC) code of
regulations for teachers (GoK, 2006) underscores the roles of the school
principal as those of instructional leadership. Accordingly, school prin-
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cipals have to model educational leadership that inspires teachers towards beliefs that they have the capability of influencing the school’s
academic achievement. Therefore, instructional leadership bears considerable responsibility for building teachers’ confidence in their ability to
promote students’ learning (Calik, Temel; Sezgin, Ferudun; Kavgaci,
Hasan; Cagatay Kilinc, Ali: 2012). This is the basis of collective teacher
efficacy. This is the perception of teachers in a school that they have the
ability to promote students’ learning and that their combined efforts will
results to improved academic achievement.
Literature (Blasé and Blasé, 2000; Mackenzie, 2001; and Kimosop
(2002) show that instructional characteristics of principals’ influence
classroom instruction. Blasé and Blasé, (2000), found out that principals
who were effective leaders encouraged interaction that promoted teacher
teaching and learning practices. In a related study, Parker, Hannah and
Topping (2006) found that there is a significant positive relationship
between collective teacher efficacy and attainment in reading and writing. These findings are colloborated by Ross and Gray (2006) study on
transformational leadership and teacher efficacy. Similarly studies carried out by Demir (2008) and Baffour-awuah (2011) shows that instructional leadership contributes to teachers’ self-efficacy, collective efficacy, and collaborative culture.
Correspondingly studies carried out in various parts of Kenya
(Mugwe, 2005; Mutune, 2005; Momanyi, 2006; Wakesa, 2006; and
Magaki, 2010) show that teachers who receive support from their principals had relatively higher confidence that their collective teaching and
learning efforts positively influences student academic achievement.
Other studies (Kiprotich, 2010; Reche et al, 2012; and Mavindu, 2013
have clearly demonstrated that principals who did not perform their
instructional leadership roles as expected translated to poor performance
in national examinations.
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Statement of the Problem
The current study’s concern was to assess principals’ instructional
leadership, collective teacher efficacy and academic achievement in
selected public secondary schools, Makueni County, Kenya. Makueni
Sub-County Kenya Certificate of Secondary Education (KCSE) examination results of 2009 through 2012 show that the Sub-County performed poorly. During this period over 67.6% of schools obtained a
mean score range of between 2.00 - 4.99 points, equivalent to grade D+
and below (Makueni Sub-County Education Office, 2013). This phenomenon is not only perplexing but also unanticipated bearing in mind
the massive resource investment in education by both the government
and parents in the sub-county. Thus, there has been a general public
outcry on the continual decline in academic performance in Makueni
Sub-County. The situation has led to many questions from the parents
and other stakeholders as to what could be the cause of the low KCSE
examination performance in the Sub-County. The blame has been put on
school principals and teachers due to their direct involvement in planning and management of school’s instructional processes.
The responsibility of improving instruction and learning rests in the
hands of the school principal. This attribute of school principals has
been derived from the TSC code of regulations (2006) and more recently
from the Education Act of 2012. The school principal has the responsibility of ensuring instructional leadership that enhances collective teacher efficacy and students’ academic performance.
Reviewed literature on principals’ instructional leadership, and collective teacher efficacy (Mackenzie, 2001, Opiyo, 2004, Mutune, 2005;
Mugwe, 2005; Mutune, 2005; Momanyi, 2006; Wakesa, 2006; Ombati,
2009; Mangaki, 2010; Kiprotich; Reche et al, 2012; and Mavindu, 2013)
convey the focus of principals as leaders in the advancement of teaching
and learning processes. However, the reviewed studies show that the
two variables namely instructional leadership and collective teacher
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efficacy and how they relate to academic achievement, have been addressed independent of each other. In addition, it is not clear how these
variables are affected by selected demographic factors of gender, teaching experience, category of school and academic department.
Therefore, this study examined the relationships that exist between
principals’ instructional leadership, collective teacher efficacy and academic performance. In addition, the researchers examined the effect that
the following demographic factors have on and collective teacher
efficacy.
Research Questions
The study was guided by the following research five questions:
What is the teachers’ perception of principals’ instructional

1.

leadership?
2.

What is the level of collective teacher efficacy?

3.

What is the nature of relationship between teachers’ perception of principals’ instructional leadership and collective teacher efficacy?

4.

To what extent does collective teacher efficacy influence
academic performance among students?
Is there a difference in schools’ academic performance

5.

when schools are compared by category of school and
teaching experience?
Hypotheses
For the purpose of establishing the relationship between instructional
leadership, collective teacher efficacy and students’ academic achievement, the null hypotheses that follow were tested.
1.

Ho: There is a no significant relationship between Teachers’
perception of principals’ instructional leadership and collective
efficacy
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2.

Ho: Collective teacher efficacy has no significant effect on academic performance

3.

Ho: Collective teacher efficacy is not significant predictor of
academic performance

4.

Ho: Category of school and Teaching experience have no significant effect on academic performance

Methodology
The study employed cross sectional survey design. This research approach allows for collection of data from a section of a population in
order to sort out the existence and extent of underlying effects of one or
more independent variables upon a dependent variable at a given point
in time. The study is anchored on transformational leadership theory.
This is a management model that posits that leadership is collective/group process that is concerned with fostering change that is
directed towards some future end that is desired (MacGregor, 2003).
According to MacGregor, leaders are not necessarily those who hold
formal leadership positions but leadership is a collective process, implying that other people are involved in bringing about the desired change.
In line with this study hypothesises that desired academic performance
is a result of collective effort facilitated by principals and teachers.
Target population comprised of all teachers in public secondary
schools in Makueni County, Kenya. The study adopted stratified random
sampling technique in selecting the participating schools. The type of
school (day/boarding; single/mixed gender) formed the basis of stratification. The sampling frame comprising of 34 public secondary schools
obtained from Makueni County Education Office. From each stratum,
schools were randomly selected proportional to number of schools in
respective strata. The final sample for participating schools comprised of
three girls’ boarding schools, three boys’ boarding schools and nine
mixed day and boarding schools. The researchers adopted non-

Principals’ Instructional Leadership 29
proportionate stratified sampling procedure. This approach enabled the
researchers to maximise teacher representation across academic departments. These departments included: Science, Mathematics, Languages,
Humanities and Technical Subjects. In total a sample of 128 teachers
(63 males and 65 females) were selected.
Measurement
Data was collected by way of a self-administered questionnaire.
The questionnaire was organised into four main sections. Section A
comprised selected demographic variables namely gender, category of
school, academic department and teaching experience. Basically sections B consisted of a 31 item “principal’s instructional leadership” five
point Likert like perception scale. The items cut across various parameters of principals’ instructional leadership tasks that are believed to influence collective teacher efficacy. Each of the items measured the extent to which a teacher’s perceived efficacy is influenced by principal’s
instructional leadership. The items were answered on a five-point scale
from strongly agree to strongly disagree. Scoring was as follows:
SA=5, A=4, U=3, D=2 and SD=1. The sum of the scores for the 31
items constitutes a teacher’s perception of principals’ instructional leadership.
Similarly, Section C: comprised of 30 item “collective teacher efficacy” five point Likert like scale aimed at obtaining information on
teachers’ perception about their collective efficacy beliefs. The items
cut across various parameters of principals’ instructional leadership
tasks that are believed to influence collective teacher efficacy. The items
were answered on a five-point scale from strongly agree to strongly
disagree. Scoring was as follows: SA=5, A=4, U=3, D=2 and SD=1.
The sum of the scores for the 30 items constitutes a teacher’s collective
efficacy score. The scales have good internal consistency (Cronbach
α = 0.74 and 0.83 for principal’s instructional leadership and collective
teacher efficacy respectively). Most researchers recommend a value
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between 0.7 and 0.90 (De Vellis, 1991; Streiner, 2003; DeVon, Block,
Moyle-Wright, Ernst, Hayden and Lazzara 2007).
Schools academic performance was based on KCSE average score
measured over a period of 4 years (between years 2009 – 2012). In this
study the researchers’ premise is that the calculated academic performance score for a school is the result of teachers’ collective effort. Thus,
each of the participating teachers was assigned a performance score
equivalent to the school score where he or she teachers.
Data was analysed using Statistical Package for Social Scientists
(SPSS) ver.20. The research hypotheses were tested using independent
samples t-test, one-way analysis of variance and simple linear regression.
Results
The study involved 128 teachers (male = 63, female = 65) drawn
from 15 schools (Boys' boarding = 3, Girls' boarding = 3, and Mixed day
= 9). The teachers were represented various academic departments as
follows: science = 27.2 %, mathematics = 14.4%, humanities = 22.4%,
languages = 24% and technical subjects = 12%. Majority (40.2%) of the
teachers were relatively young (1 – 5 years teaching experience) in the
teaching profession while 34.4% had sixteen (16) or more years of
teaching experience.
Teachers’ perception of principals’ instructional leadership
Findings show that male teachers had a perception of principals’ instructional leadership mean score of

58.62 (SD = 21.28) compared to

their female counterparts with a mean score of 60.02 (SD = 22.137).
Independent samples t-test results show that the difference is not significant at p<.05 level [t = 0.364, p > 0.717]. Further analysis shows that
majority (87.5%) of the teachers had negative perception of principals’
instructional leadership.
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Collective teacher efficacy
With respect to collective teacher efficacy findings show that male
teachers had a mean score of 50.47 (SD = 20.398) compared to their
female counterparts who had a mean score of 51.06 (SD = 21.28). Independent samples t-test results show that the difference is not significant
at p<.05 level [t = -0.160, p > 0.873]. Collective teacher efficacy is a
measure of teachers’ confidence and or ability to promote students’
learning and that their combined efforts will results to improved academic achievement. To this end further analysis was carried out to assess teachers’ confidence to promote students’ achievement. Findings
show that majority (60.2%) of teachers had low confidence, while
21.1% had high confidence (fig. 2).
Highly confident

21.1

Moderately confident

18.7

Low confidence

60.2
0

Percent 35

70

Figure 1: Collective teacher efficacy
Teachers’ perception of principals’ instructional leadership and
collective efficacy
The researchers adopted Pearson’s correlation to assess the relationship that exists between teachers’ perception of principals’ instructional
leadership and collective teacher efficacy. The results [r = 0.73, p =
0.00] reflects a strong positive correlation that is significant at alpha
0.05. Teachers with higher perception of principals’ instructional leadership are also likely to have higher collective teacher efficacy (i.e. have
greater confidence levels).
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Collective efficacy and academic performance
The researchers sought whether differences in the level of collective
efficacy among teachers led to significant difference in academic performance among students. There was a significant effect of collective
teacher efficacy on academic performance at the p < 0.05 level
[f

(2,114)

= 5.933, p = 0.004]. Post hoc analyses using the LSD post hoc

criterion for significance indicated that average academic performance
was significantly lower in schools that were taught by teachers with low
collective efficacy (M = 6.07, SD = 1.87) than those taught by teachers
with moderate and high collective efficacy. Simple linear regression
results indicate that collective teacher efficacy explained 7.7% of the
variance (R2 = 0.077, F (2,118) = 9.863, p = 0.002). It was found that collective teacher efficacy significantly predicts academic performance
(β = - 0.025, p = 0.002).
Category of school, Teaching experience and academic performance
The researchers sought after the differences in academic performance among schools when compared by Category of school (Boys'
boarding, Girls' boarding and mixed day). One way ANOVA results
show that there was a significant effect of school category on academic
performance at the p < 0.05 level [f (2,115) = 182.890, p = 0.000]. Post
hoc analyses using the LSD post hoc criterion for significance indicated
that average academic performance was significantly lower in mixed
day secondary schools (M = 4.28, SD = .49062) than either boys' boarding (M = 7.52, SD = 1.18) or girls boarding (M = 7.1826, SD = 1.038).
One way ANOVA results show that there was no significant effect of
teachers teaching experience on academic performance at the p < 0.05
level [f (4,114) = 0.124, p = 0.974].

Principals’ Instructional Leadership 33
Discussion
The researchers found out that there was a slight difference between
male and female teachers’ perceptions of principals’ instructional leadership. From the analysis, teachers expressed negative perceptions on
some components of principals’ instructional leadership, for instance
provision of professional development opportunities. The negative perceptions expressed by teachers in this particular component reveal that
principals in most of the schools were hardly providing professional
development opportunities for teachers’ which is a central component
for ongoing teacher education. The findings are in agreement with several other studies which include Momanyi (2006); Parker, Hannah and
Topping (2006); Ombati (2009) who underscore the positive impact of
professional development on classroom practices. School principals
have to make every effort to enhance professional development for their
teachers.
The analysis shows that male and female teachers had almost equal
mean score on collective efficacy. This would mean male and female
teachers had similar perceptions on collective teacher efficacy. From the
analysis, majority of the teachers had low confidence level. The negative
perceptions’ expressed by teachers’ shows that teachers were struggling
independently to ensure they emerged the best in their teaching subject
rather than departmental oriented teaching. This is contrary to collective
teacher efficacy which is groups shared beliefs that in conjoint capability to execute course of action required in producing a given attainment.
Teachers need to create an environment where together they can contribute far more than an individual.
The negative perceptions by teachers on team spirit further reveal
that teacher did minimal to enhance team spirit. Teachers who did not
value team work cited the reason for their stance as those of poor administrative skills of the principals which often thwarted team spirit. Thus
teachers preferred focusing in their areas of specialisation hence disre-
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garded team work. Common purpose is the extent to which teachers
collaboratively work towards achieving at a highest level common
school objectives; whereas team spirit is that cooperating working environment that leads to collaboration. Therefore school principals have to
employ leadership styles which promote team spirit. Transformational
leadership styles can be preferred which according to Burn (1978) encourages team spirit.
According to the findings, principals’ instructional leadership determines collective teacher efficacy. The positive beliefs from the teachers
confirm that in some school principals demonstrated instructional leadership skills which were accepted by teachers. This can encourage
teachers to make a difference in students’ academic performance. This
could increase teacher commitment to the profession, while negative
beliefs lower teachers’ performance in instructions.
It was found that collective teacher efficacy significantly predicts academic performance. This is a pointer that teachers have a fundamental
responsibility of classroom instructions. They also determine the school
means score through preparing students for national examination.
School principals should ensure teachers embrace collective efficacy in
order to improve the school’s academic performance. The findings suggest concerted efforts of teacher and students to raise the academic performance. The positive beliefs from the teachers that they can make a
difference in students’ academic performance increase their commitment
to the profession; while negative beliefs lower teachers’ performance.
Conclusions
The study investigated principals’ instructional leadership, collective
teacher efficacy and their relationship to students’ academic achievement. Based on the research findings, the following conclusions were
drawn:
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 Majority of the teachers in the study population have negative
perception of principals’ instructional leadership.
 There is no significant gender difference in Collective teacher efficacy.
 Teachers with higher perception of principals’ instructional leadership are likely to have higher collective teacher efficacy (i.e.
have greater confidence levels).
 It was found that collective teacher efficacy significantly predicts
academic performance.
 Average academic performance is significantly lower in mixed
day secondary schools than either boys' boarding or girls boarding.
Recommendation
Principals’ administrative skills should be improved in order to help
them perform their functions effectively. As formal training provides the
theoretical basic of instructional leadership, it should be strengthened by
informal training in which the facilitators can provide skills. The courses
should be offered immediately after appointment and thereafter periodically. Classroom observation as a function is to improve teacher classroom performance. Thus school principals should pay attention to clinical supervision to enhance teacher classroom instruction. School principals should also encourage collective teacher efficacy in order to enhance students’ academic performance.
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UNDERSTANDING AND IMPROVING
THE TEACHING EXPERIENCES
OF UNIVERSITY LECTURERS:
A THEORY OF CONSTRAINTS INFORMED
SYSTEMS STUDY
Sarah W. Kimani, Victoria J. Mabin and John Davies
Abstract
Many studies on quality in higher education (HE) focus on identifying factors that cause teacher satisfaction with their teaching.6-7 But this
begs the question of ‘why devote effort where it cannot have much effect
on improving?’ In contrast, we take the perspective of identifying those
factors that cause dissatisfactory teaching experiences for HE teachers.
Our approach is underpinned by the assumption that learning and teaching systems of many universities are operating less than optimally and
therefore can be improved. In order to effect this improvement, there is a
need to identify the undesirable factors that limit the effective performance of these systems. We also argue that identifying and addressing
satisfaction factors alone may not necessarily and sufficiently bring
about teachers’ satisfaction and/or improvement in teaching. This paper
focuses on examining those factors that cause dissatisfaction in teaching
6
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with the aim of identifying the root cause(s) of these dissatisfying/undesirable teaching experiences. The paper reports recent research
findings about the experiences of Kenyan and New Zealand lecturers,
derived as part of a larger study involving teachers, administrators and
students in two business schools in Kenya and New Zealand. In this
paper, we show how the Theory of Constraints-Thinking Process (TOCTP) methodology was used to identify the undesirable factors that impact negatively on teaching experiences in two comparable business
schools in Kenya and New Zealand. Common factors have been identified by lecturers as inhibiting effective achievement of their teaching
goals. These factors include limited interactions between lecturers and
students, inadequate teaching skills, academically weak students, inadequate student engagement and limited active learning. The root causes of
systemic dysfunction were identified as lack of recognition and reward,
at university level, for teaching in New Zealand where research performance is given higher recognition, and limited government funding in
the Kenyan system. The findings point to factors within the control of
the senior leadership of universities, as well as lecturers and students,
and desirable changes are suggested.
Key words: Learning and Teaching, Experiences, Theory of Constraints
Background and Reviewed Literature
To produce highly skilled graduates that can drive economies of the
21st century has been a challenge to many universities. Indeed, although
university qualifications are often used as a proxy for skills, there are
concerns, not only of the quality of those qualifications but also whether
those qualifications are relevant for the job market (Blom, Raza, Kiamba, Bayusuf & Adil, 2016). A report by PWC (2014) on trends, challenges and future outlook of capital projects and infrastructure in East
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Africa, Southern Africa and West Africa, indicated that the top internal
challenge was availability of skilled resources in the market. In Kenya,
concerns of quality qualifications still persist.
In New Zealand (NZ) the government has identified gaps in skills
related to information and communications technology (ICT) and in the
science, technology, engineering and mathematics (STEM) (Tertiary
Education Strategy 2014-2019, March 2014). Based on these gaps shortage, the New Zealand government has put measures to ensure that the
tertiary education supports development of these skills which include the
ability to communicate well, process information effectively, think logically and critically and adapt to future changes (Tertiary Education
Strategy 2014-2019).
To be able to close the skills gaps and achieve improvements in the
quality of university graduates, there is need to focus on the teacher.
However, many studies of university experiences tend to focus on student satisfaction but not the teachers’. Indeed, Lea and Callaghan (2008)
indicate that research on lecturers’ satisfaction/dissatisfaction with their
teaching experiences is scant. Yet, broadly speaking, quality issues in
learning and teaching are influenced collectively by teachers’ factors,
students’ factors, departmental issues and policies, institutions’ policies
or even specific country policies (Chalmers, 2008). But the most important factor that may help students to succeed in their learning is the
‘teacher factors’: Hattie’s meta-study (2003) found that the major source
of variance in student’s achievement lies with the teacher. He therefore
suggests that any improvement on learning should focus on the teacher.
Why are teachers so important? What role do teachers play in students’ learning? Hattie (2009, p. 24) argues that excellent teachers set
learning goals and set tasks structured to attain such goals; plan and
intentionally transfer experiences, knowledge and decisions from earlier
learning experiences to later ones; increase the amount and quality of
feedback; and understand the appropriate coping strategies for individu-

42 Educating Teachers for Tomorrow
al learners. Chickering and Gamson (1999) on their part argue that good
teachers encourage engagement, contact between students and faculty,
and develop reciprocity and cooperation among students; encourage
active learning, give prompt feedback; emphasizes time on task (proper
usage of time); communicate high expectations; and respect diverse
talents and ways of learning. As such, the centrality of the role of the
teacher becomes evident.
Despite the central role of the teacher in student learning, limited research has focus on investigating those factors that may impact negatively on teaching experiences. Yet, many factors impact negatively on
university teachers’ experiences and are likely to contribute to increased
skills gaps in university graduates. These factors include the perceived
low value placed on L&T; the high value placed on research; and the
erosion of state funding (Lea & Callaghan, 2008); poor state of learning
and teaching (L&T) equipment and increased workload (Houston, Meyer, & Paewai, 2006; Lea & Callaghan, 2008); disenchantment and demoralization (Winter, Taylor, & Sarros, 2000); isolation and a lack of
real teamwork (Barlow & Antoniou, 2007); students who were highly
dependent, demanding and inconsiderate (Winter et al., 2000) as well as
ill- prepared students for independent and critical thinking (Lea & Callaghan, 2008).
The example of emphasis on research for promotion (sometimes, at
the expense of teaching) has brought negative consequences in L&T. In
NZ for instance, Middleton, (2009) indicates that classification of academic staff by PBRF (Performance Based Research Fund) as A, B, C or
R (fail) has brought to some {academics} a ‘sense of crisis and loss in
cherished identities and commitments’ while others experienced it as ‘an
assault on their professionalism’ (p.203). Similarly, Willis (2009) indicates that NZ’s emphasis on PBRF has made scholarship of teaching and
learning increasingly invisible. She argues that this emphasis has dis-
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couraged some academic staff from using theories and methods ‘that
makes sense to them, and to their students’ (p.5).
In developing countries including Kenya, research and publication
among academic staff is comparatively low due to academic staff holding dual teaching jobs and limitation of resources (Lim, 1999). In Kenya, for instance, anecdotal evidence suggests instances of where a lecturer would maintain a university position for many years because of
his/her focus on teaching rather than research. However, the promotion
systems in Kenya now tend towards rewarding research more than
teaching as is the case in many other international HE settings - and
academics are beginning to respond to such changes to seek advancement. Nevertheless, it would not be surprising that someone who choose
to focus on teaching would become disgruntled about such a reward/
promotion system especially if it did not recognise his/her teaching
effort.
In summary, we find that although the above studies have identified
factors that may cause teachers dissatisfaction, when viewed in isolation
or independently, they may not provide an appropriate guide about
where university leadership could focus efforts on improvement. As
such, the studies fail to provide causal and systemic relationships linking
those factors of dissatisfaction to their impact on the learning outcomes
or the goals of L&T. Our opinion is that these studies are essentially
designed as correlation studies, not necessarily as studies that could
provide an indication of causality. Therefore, it still remains unclear
how the ‘dissatisfying’ factors impact on the achievement of the overall
L&T goal(s) and/or outcomes.
For instance, although Winter et al.’s (2000) study identifies negative aspects of the quality of academic work-life, the reliance on correlation fails to identify what causes things to happen or what causes, for
instance, disenchantment and demoralisation of academic staff. Thus, to
provide a deeper understanding and explanation of the causes of unde-
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sirable experiences of university teachers, this study uses a qualitative
approach. In support of this, Chalmers (2008) notes that studies relying
on quantitative measures of quality of L&T fail to effectively and accurately measure quality. Maxwell (2004) corroborates this view arguing
that quantitative studies often fail to provide adequate explanations of a
phenomenon. Instead, he advocates qualitative studies which he argues
can offer more meaningful understanding, particularly if based on causal
explanations.
The reviewed literature also fails to identify factors that are likely to
impact on teaching experiences in unique fields of studies (such as business, law, engineering, and medicine). Indeed, the quality of L&T experiences in business schools is likely to be different from other schools
such as medicine and law, which engage to a great extent with their
professional bodies and with practice, and therefore are better able to
measure their quality in terms of competence of their graduates. In business schools, it is not unusual to find academic staff who have little or
no practical experience, engaged with educating students to make decisions relating to practice (Bennis & O’Toole, 2005).
The setting of this study is in business schools. Literature points to
the fact that business schools make greater contribution to the management and leadership of many corporations compared to other schools.
This contribution is through their business graduates and affiliations to
the corporate sector. The performance of the business schools might
therefore affect the performance of the corporates and the general economies of the world (Adler, 2002). Indeed, reflecting on current corporate
scandals and their impact on stakeholders, Adler called for ‘a reflection
of business school policies’ (p. 149).
This paper draws partly from the general objective of a larger
study that explored the quality of learning and teaching experiences in
HE institutions and how those experiences may be improved (Kimani,
2015). The paper is guided by two specific objectives:
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 To identify the factors that affect the quality of teaching experiences with a view to identifying the critical root causes of lessthan-desirable learning and teaching experiences.
 To propose improvements to enhance the quality of teaching experiences and the performance of learning and teaching systems.
Methodology
This study adopted a qualitative research approach of pragmatic nature to investigate the experiences of learning and teaching of two business schools (Kenya and New Zealand). The use of a qualitative approach using the TOC logic-based systems methodology was deemed
appropriate because it sought to provide explanations of causation, that
is, cause-effect, in terms of both necessity and sufficiency logic, identifying and distinguishing between necessary and sufficient causes of the
observed effects. Indeed, the use of such methodology not only accords
with Mahoney and Goertz's (2006) assertion that a central purpose of
qualitative research is to identify the causes of specific outcomes, but
also with Mahoney's (2008) view that the goal of any qualitative research is to offer valid explanations of the outcomes. Moreover, in a
pragmatic paradigm a researcher may use one or a combination of methods as long as they are best suited to answering the research question (or
achieving the research objective). The use of different methods in pragmatism may also imply that at some point the researcher and the researched would be interactive while at other times the researcher would
easily stand apart from the researched (Saunders, Lewis, & Thornhill,
2007, p.110).
The two business schools were selected to provide case study
contexts with points of comparability, through both similarities and
differences. Both were business schools in full-service public universities of good standing in their national contexts; both had similar objectives to improve learning and teaching for students and academics, as
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well as research performance; and both case locations and potential
study participants were conveniently accessible. The case contexts were
different in terms of geography, national culture, social and economic
circumstances, and educational tradition. As such, the case contexts had
value because they could purposively inform the research problem (Creswell, 2007, p. 125) and provide areas of commonality and difference,
facilitating deeper insights of L&T issues.
While the study as a whole canvassed the views of lecturers, senior
leadership and students, the discussion focuses on the teachers’ perspective, in accord with Hattie’s (2009) view that the prime influencer of the
learning experience is the teacher. Purposive sampling was used to identify lecturers who would be representative of different departments/schools within the business schools. Selected participants were
those who could commit to the study protocols and engage in interviews
within the required timeframe, and convenience sampling was used to
locate the required number of participants within categories. In Kenya,
three categories were used, to represent three departments with a total of
12 Kenyan business lecturers participating in the study. In New Zealand,
participants were selected to ensure representation across five constituent schools/departments of the business school, and four different ranks,
with a total of 12 lecturers participating in NZ. Using different categories of lecturers provided a diverse group of participants in each case.
Data collection was facilitated by a semi-structured interview guide that
allowed for appropriate probing and follow-up questions to provide
information needed for the Theory of Constraints (TOC) analysis.
Theory of Constraints (TOC) methodology
The Theory of Constraints (TOC) is based on the premise that every
system has a goal and that very few factors or constraints limit a system’s performance at any given time. Therefore, TOC focuses on the
constraint that prevents a system from achieving its goal. In this paper,
we focus on identifying the undesirable factors or achievement gaps that
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lecturers perceive as the constraints that impede the achievement of their
teaching goals, using the TOC methodology and specifically a suite of
TOC tools referred to as the TOC thinking processes. These tools, which
have been described elsewhere as constituting a meta-methodology
(Davies, Mabin & Balderstone, 2005), can be used in complex situations
to provide a set of problem-solving interventions that move through the
stages of problem structuring, diagnosis, solution development to implementation (Davies, Mabin & Balderstone, 2005; Kim, Mabin & Davies, 2008).
The strand of the wider study reported in this paper relates to the
identification of factors that adversely affect teaching experiences in HE
institutions. The need to identify the causal relationships between these
factors as well as the critical root causes of any undesirable experiences
in L&T suggested TOC as an appropriate methodological framework. A
TOC logic tool, termed the Current Reality Tree (CRT) can be used to
depict a chain of effect-cause-effect relationships between the factors
that, in this study, limited the achievement of academic/lecturers’ goals,
and thus to identify a cascading sequence of cause - effect links that lead
to the root cause(s) of those limiting or constraining factors (Davies et
al., 2005).
To construct the CRT, factors that negatively impacted on teaching
goals or were symptoms of not meeting the teaching goals, were first
identified. From these factors, a set of undesirable effects (UDEs) were
determined using the protocol described by Cox et al. (2012) (Table 1).
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Characteristics of a well-articulated UDE
1. It is a complaint about an on-going problem that exists in reality and
because of this problem, you cannot perform better.
2. It should be a complete sentence written in the present tense.
3. It is a description of the state of the system, not an action.
4. It is within your area of responsibility or influence.
5. Something can be done about it.
6. It must not blame someone.
7. It must not be a speculated cause.
8. It must not be a hidden solution to the problem.
9. It must contain only one entity.
10. It should not include a cause in its verbalisation.
11. It should be factual and not subjective.

Table 1 Characteristics of a well-articulated undesirable effects (UDE).
Source: Cox et al. (2012, p.130)
The UDEs were then connected together through a logical chain of
cause and effect to the root cause(s) guided by use of a logic-testing
process using various Categories of Legitimate Reservation (CLRs)
(Dettmer, 2007, p. 32). The CLRs consist of rules that test the causeeffect logic checking the clarity and existence of the cause-effect
‘if…then…’ relationships; whether the cause is sufficient to produce the
effect; the possibility of cause-effect reversal; and ensuring there is no
circular logic.
Results
Participants provided a long list of complaints about their teaching
experiences, citing many issues that they felt impacted negatively on the
achievement of the teaching goals in Kenya and in NZ. The issues raised
were then analysed to generate a set of valid, concise and clearlyworded undesirable effects (UDEs) using protocols for articulating
UDEs based on Cox, et al. (2012) (for the resulting list refer to Table 1).
Using these protocols, the researcher checks the claims for their validity
and rewords them so they are clear, cover all valid complaints and avoid
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repetition. In Kenya, the validation process reduced 48 issues into the
27 UDEs shown in Table 2. These issues were found to impact negatively on the teaching goal of Kenyan lecturers which they had identified as
‘imparting knowledge, skills, and attitudinal change to learners’.

1

There is limited government funding

2

There are inadequate lecturers (in numbers)

3

Salaries for all lecturers are low

4

Most lecturers take extra teaching [intermediate effect]
Most lecturers are busy with teaching every semester [intermediate
effect]

5
6

There is lack of trust among staff

7

There is lack of team work among staff

8

The program is not effectively reviewed

9

There are high numbers of module II admissions every trimester

10 There are no trimester breaks
11 The L&T facilities are not adequate
12 There is limited staff development
13 Most lecturers have no training in pedagogy
14 Most students are not effectively engaged in learning
15 There is limited engagement in conferences
16 There are inadequate teaching assistants
17 There is limited student learning support
18 There are no tutorials at UNSB
19 Many students perform poorly [intermediate effect]
20 There are high number of students in most classes
21 All lecturers are overworked
22 Most lecturers fail to engage in research
23 There is lack of quality time with students
24 There is poor monitoring of student performance
25 The program objectives are not always met
26 Most L&T is theoretical
27 Most students are not imparted with knowledge and skills

15 There is limited engagement in conferences
16 There are inadequate teaching assistants
17 There is limited student learning support
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18 There are no tutorials at UNSB
19 Many students perform poorly [intermediate effect]
20 There are high number of students in most classes
21 All lecturers are overworked
22 Most lecturers fail to engage in research
23 There is lack of quality time with students
24 There is poor monitoring of student performance
25 The program objectives are not always met
26 Most L&T is theoretical
27 Most students are not imparted with knowledge and skills
Table 2 - Kenyan lecturers’ UDEs
Using cause and effect logic, the above UDEs were then connected
to form a focused current reality tree (fCRT) shown in Figure 1. A focused CRT (fCRT) is a reduced form of CRT that emphasizes only a few
core UDEs (Ronen & Pass, 2008). The analysis using fCRT identified
two critical root causes of less than desirable experiences of teaching in
the Kenyan business school: limited government funding and lack of
necessary coordination within the school.
In practice, completed fCRTs are used to provide a narrative of logical explanation and diagrammatic representation of how the root causes
lead to under-achievement of the goals of teaching. Due to limitations of
space in this paper, the explanations have been left out. For further details, readers are referred to Kimani (2015).
In the New Zealand business school lecturers raised 86 issues
that impacted negatively on their teaching goal of ‘helping students to
develop competence in thinking and/or cultivate intellectual independence in students’. These were reduced to 25 UDEs as shown in Table 3.
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1
2

Teaching is not rewarded at the university
Teaching is not prioritised at the school

3
4

Teaching skills are not emphasised
Many lecturers are hired with inadequate teaching skills

5

Some schools within the business school do not have active L&T committees
There is no sytematic planning on teaching load & administrative duties in some
schools

6
7

Many lecturers have many admin duties

8

Many lecturers have heavy teaching load

9

Many lecturers have insufficient time to engage with teaching materials
Many lecturers have insufficient time to train for Postgraduate Certificate on
10
Higher Education Learning and Teaching (PHELT)
11 Many lecturers have inadequate teaching skills
12 There is little formal support for L&T dialogue
13 Everybody runs their own courses
14 There is no common understanding of teaching goal among teaching staff
15 There is no common set of expectations on courses among teaching staff
16 There is no systematic focus on graduate profile
17 Many lecturers have low expectations (from students) on the courses
18 Many lecturers spend teaching time doing research
19 Many lecturers do not raise students expectations
20 There is inadequate integration of creativity & innovation in L&T
21 There is limited diversity in L&T styles
22
22 Many
Many students
students are
are not
not motivated
motivated to
to learn
learn
23
23
24
24

Many
Many students
students are
are not
not fully
fully engaged
engaged in
in learning
learning
Many
students
fail
to
gain
full
intellectual
Many students fail to gain full intellectual independence
independence

25
25 Many
Many lecturers
lecturers concentrate
concentrate on
on doing
doing research
research

Table 3 - NZ lecturers’ UDEs
Logical connections between the UDEs were identified to form a focused fCRT for the NZ case, using the same process as described for the
Kenyan case.
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The fCRT identified lack of teaching rewards (UDE 1) as the critical
root cause of undesirable experiences of teaching. If teaching is not
rewarded, then people do not give it priority, which results in four undesirable effects and so on up the tree eventually leading to “many students fail to get full intellectual independence” (i.e. the goal is not
achieved).
Within the TOC framework, identification of the critical root
cause(s) becomes the first step in resolving the problem or dilemma. The
TOC approach helps in surfacing assumptions related to L&T conflicts
or dilemmas and then depicting them in the form of an evaporating
cloud (EC). Resolving conflict situations and dilemmas using the EC
process acknowledges the social complexity of a system, and so necessarily raises/surfaces various assumptions (valid and invalid) that people
might hold concerning the conflict. The intent is always to lead to a winwin solution (Dettmer, 2007). We next demonstrate how the problem of
limited government funding may be resolved using the EC process as
explained in Mabin, Davies and Kim (2009). Due to limitation of space
in this paper we will only attempt to resolve the dilemma of lack of
government funding in Kenyan universities.
Resolving the dilemma of limited government funding
A core problem that seems to challenge the Kenyan business school
is limited funding. To overcome this challenge, the school can adopt the
strategy of increasing student numbers (high enrolment) of fee paying
students so as to cater for the deficit in funding through the tuition fee.
The strategy of using tuition fees to finance some university operations
is a common strategy globally (Altbach et al., 2009; Marginson, 2006).
At the Kenyan business school, however, the strategy of high enrolments tends to put strain on the limited physical and human resources of
the school. And despite its high enrolments and supposedly high tuition
revenue, the school does not have the autonomy to use the revenue to
increase its physical and human resources. This is because the public
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university that hosts the school has a centralised fund management system.
The other root causes identified in the research were tackled in a
similar manner as explained in Kimani (2015). In Kenya, the other root
cause was a lack of necessary coordination within the school, which
could be alleviated by a more devolved structure to allow necessary and
timely coordination. In New Zealand, however, the root cause was the
priority given to research over teaching due to the so-called Performance-based Research Funding model used to rank NZ universities.
This indicated the need for reexamination of the funding model, or at
least the undesirable behaviours induced, so that the resulting unsatisfactory teaching experiences can be avoided.
Conclusion
This paper provides useful insights of the systemic nature of problems impacting on the teaching experiences of university lecturers in the
Kenyan and New Zealand Business Schools.Common factors have been
identified by academics as inhibiting effective achievement of their
teaching goals. These factors include limited interactions between academics and students, inadequate teaching skills, academically weak
students, inadequate student engagement and limited active learning.
TOC analysis suggests that treating such factors in isolation involves a
lot of effort by many people, but may not help to improve the situation,
as it tends to lead to fragmented and often conflicting efforts. It is therefore imperative to see these factors as a systemic whole, not in isolation.
In addition, but by seeming contrast, TOC analysis also identified
specific factors / root causes inhibiting the achievement of learning and
teaching goals in each of the New Zealand and Kenyan Business School
cases. The root causes of systemic dysfunction were identified as lack of
recognition and reward, at university level, for teaching in New Zealand
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where research performance is given higher recognition, and as lack of
government funding in the Kenyan system.
The findings of this study therefore have implications for the senior
leadership of universities and business schools with responsibility and
authority to act at the systems level, as well as academics/lecturers and
students who act at the coal-face. Indeed, the senior leadership teams
can have major indirect impact on staff and student experiences of learning and teaching dependent on what behaviors and activities such leaders emphasize as ‘valued’ and are prepared to ‘reward’. Leaders also
have responsibility to respond to the internal and external challenges of
resourcing. The responses of academics/lecturers indicate their willingness to teach well, but their enthusiasm is dampened by a common perception that teaching well is not recognised or rewarded.
This study also illustrates with the help of a conflict resolution tool,
known as an evaporating cloud, the alternative approaches that may be
used to resolve dilemmatic situations. This tool is not only useful for
academic/lecturers and students but also for senior management and
leaders. The tool helps to explore how surfacing and challenging assumptions; and then developing various injections as ideas, actions,
alternatives and perspectives can help in resolving problematic situations.
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TEACHER MOTIVATION AND ROLE
PERFORMANCE IN PUBLIC SECONDARY
SCHOOLS IN MUKURWE-INI DISTRICT
IN NYERI COUNTY, KENYA
Gyeyir Felicio Timyang, Sabina K. Mutisya
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Abstract
This study investigated teacher motivation and role performance in
public secondary schools in Mukurwe-ini District, Nyeri County, Kenya.8 The study was guided by Herzeberg’s Two Factor Theory and
sought to establish the intrinsic and extrinsic factors that motivated
teachers as well as steps that could be taken to enhance motivation. The
study used mixed method research design specifically the convergent
parallel design. Data were collected using questionnaires and interview
guides from 210 teachers, 21 head teachers and 2 Education Officers.
Quantitative data was analysed into percentages, frequencies, mean and
standard deviation. Qualitative data was transcribed and analysed based
on emerging themes. Data from the two strands were merged during the
analysis and interpretation stages. The findings showed that promotion,
recognition of performance through added responsibilities; trophies,
certificates and study leave were among the intrinsic factors that moti8
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vated teachers. Among the extrinsic factors were positive relations with
the head teacher, communication of the school’s vision, mission and
goals, high pay and allowances for extra responsibilities. The constraints
teachers faced included inadequate teaching and learning resources,
conflict with colleagues, cold weather and lack of social amenities. The
study recommended that the Ministry of Education, Science and Technology provides adequate teaching and learning resources, empower
teachers through further training, promotion, and establishment of welfare schemes to cater for teachers’ emergencies.
Key Words:

Motivation, Role Performance, Intrinsic, Extrinsic,

Strategies, Challenges
Introduction
The level of performance in tasks is influenced by the intensity of
extrinsic and intrinsic motivation. Motivation plays an important role in
changing the behavior of teachers towards efficiency and achievement
of goals in educational institutions (Robbins, Judge, & Sanghi, 2005;
Mustafa & Othman, 2010). According to Bennell and Akyeampong
(2007), intrinsic factors come from within a person and include internal
desires for personal and professional development. Extrinsic motivation
is determined by the level and type of external rewards available, including attractive remuneration, student discipline, good working conditions,
and favorable educational policies.
School administrators need to motivate teachers to perform their
teaching roles effectively and efficiently (Mensah, 2009). According to
Akyeampong (2003) low income among teachers in the developing
countries leads to lower self-esteem and de-motivation. Teachers are
also de-motivated by lack of basic amenities such as piped water, electricity, staff rooms, toilets, and housing.
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Teachers with high educational attainment, in Francophone SubSaharan Africa, were found to leave their jobs due to a mismatch between professional expectations and realities (Michaelowa, 2002). Intrinsic factors such as the desire to work with children, provision of
intellectual stimulation through teaching, and the desire for career advancement were responsible for teachers remaining in the profession
(Matthew, 2005; Sinclair, 2008); while Krugman and Watt, (2006) established that time for family and job transferability were responsible for
participants' motivation in New South Wales and Victoria, Australia.
Teacher Motivation
Snowman, Mcown and Biehler (2008) defined motivation as,
“The forces that lead to the arousal, selection, direction, and continuation of behavior. Motivation is not observed directly but rather inferred from the teacher's behavioral indexes such as verbalizations, task choices, and goal directed activities” (p. 569).
This paper sought to establish how teachers can be sufficiently motivated so that they can provide good quality basic education. Secondary
school teachers are under tremendous pressure from stakeholders to
deliver quality education. The most ambitious education-related Millennium Development Goal was the attainment of basic education for all by
2015.
The Elimu Yetu Coalition (2010) report pointed that this posed a major challenge for national governments, civil organisations, and the international community. The likelihood of responding to this challenge,
given teachers’ levels of pay, working and living conditions, was questioned. There were growing concerns that teachers were becoming increasingly de-motivated, leading to deteriorating performance and learning outcomes. Poor incentives meant that few qualified and experienced
teachers would remain in the service.
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Some occupational psychologists have stated that “pay on its own
does not increase motivation” (Bennell, 2004, p. 8). However, pecuniary
motives are likely to motivate teachers in countries where pay and other
material benefits cannot meet individual and household survival needs.
According to Bennell, only when these basic needs are met is it possible
for higher-order needs, which are the basis of true job satisfaction, to be
realised. Most teachers engage in ventures to extra financial resources
both within and without the education sector, to complement their meager earnings. Engagement in private business is at the expense of their
services in the education sector.
The Kenya 2010 Constitution, Article 77 section 1, and Basic
Education Act, 2013 prohibit teachers from engaging in private tuition
or any other non-educational activity. However, Article 41 (2) of the
Constitution recommends teachers to have fair remuneration, better
working conditions, performance and participation in Unions and engagement in strikes. This notwithstanding, teachers have complained of
poor salaries and working conditions, and have been threatened with
expulsion whenever they engage in strikes.
According to Nadeem, Rana, Lone, Maqbool, Naz, and Ali (2011)
the motivational level of academic staff is affected by low pay and students discipline issues. In the same development, the Elimu Yetu Coalition (2010) states that teachers need adequate motivation to face the
challenges in the education sector.
This study was guided by Herzberg’s (1959) Two Factor or Motivation Hygiene Theory. The motivators or job content factors include
responsibility, recognition, promotion, autonomy and achievement. The
Hygiene or job context factors include; company policies, supervision,
salary, interpersonal relationships, job security and working conditions.
The hygiene factors do not satisfy but prevent employees from feeling
dissatisfied with their work.
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Nadeen, Rana, Lone, Maqbool, Naz and Ali, (2012) established that
teachers in Pakistan were motivated by high pay and security, and they
were de-motivated by poor working relations, stressful work and poor
working environment. In South Africa, transformational leadership style
and achievement motivated employees (Kovach, 2007; Dehaloo, 2008).
Responsibility and independence also motivated teachers in Ghana
(Ampfo, 2010); while conducive working conditions and promotion
motivated teachers in Kenya (Wokabi, 2013). Similarly, working environment could be improved by ensuring transparency in distribution of
responsibilities, promotion, and training opportunities (Gikuhi, 2010).
Empirical literature from Ghana and Uganda shows several challenges facing teachers which lower their motivation levels. Among
these were large class size, lack of sufficient teaching and learning materials, working many hours, and teaching many subjects (George & Mensah, 2011; Maicibi, 2003). Lack of accommodation and poor supervision
were found to lower the performance of teachers in Ghana (Ampfo,
2010).
Statement of the Problem
Motivation of workers is influenced by extrinsic and intrinsic
factors in the work environment. Consequently, employers must ensure
that the working environment motivates workers to excel in their role
performance. Security and good financial package were factors that
motivated teachers in Pakistani (Safdari, Gulap & Shuaib, 2013). Leadership style had a great influence on teachers’ performance in the Eastern Cape of South Africa (Kovach, 2007); and in Kieni East in Kenya,
Njamura (2012) established that recognition, respect, personal relations,
job experience and leadership style of the immediate supervisors contributed to job satisfaction of deputy head teachers.
A survey conducted in Kenya by The Elimu Yetu Coalition in 2010
showed that the professional conduct of teachers was deteriorating.
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There was serious misbehavior in and outside of work, poor preparation
of teaching materials especially lesson notes, and lack of continuous
pupil assessment. Teacher absenteeism was unacceptably high and rising, while time on task was low and falling. Also, teaching practice was
characterized by limited effort, with heavy reliance on traditional teacher-centered practices (The Elimu Yetu Coalition, 2010).
Teacher motivation and role performance is a collaborative effort of all educational stakeholders. In view of this, there was need to
carry out a comprehensive study on teacher motivation, especially during the transition period towards devolved governance. Limited empirical studies on teacher motivation and performance in Mukurwe-ini District also made the study necessary. This study examined the various
extrinsic and intrinsic motivational factors employed in public secondary schools in Mukurwe-ini District, and how they can be improved.
The study was guided by the following research questions.
1.

What intrinsic and extrinsic motivation strategies are employed
in secondary schools in Mukurwe-ini District in Nyeri County,
Kenya?

2.

What challenges hinder teachers’ role performance in schools
in Mukurwe-ini District in Nyeri County, Kenya?

3.

What steps can be taken to enhance teacher motivation for effective role performance in Mukurwe-ini District in Nyeri
County, Kenya?

Methodology
The study adopted the convergent parallel mixed methods research
design, integrating both qualitative and quantitative methods (Creswell,
2007). Cross-sectional survey and phenomenology were used to investigate the views of teachers and head teachers on teachers’ motivation and
role performance in public secondary schools in Mukurwe-ini District
Nyeri County, Kenya.
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The target population for this study was 482 in total: 450 teachers,
30 head teachers, and 2 Education Officers. Mukurwe-ini district has 30
secondary schools. Stratified sampling was used to sample 21 secondary
schools from the 7 locations. Simple random sampling rotary method
was used to sample 210 teachers, 21 head teachers, and 2 Education
Officers. The total number of participants was 233, approximately 20%
of the population of 482, and within the range of 10% to 20% as proposed by Gay (1996) and Kothari (2005).
Self administered closed-ended questionnaires were used for teachers and head teachers, while interview guide was used for the District
Education Officer and Teachers Service Commission staffing officer.
The instruments collected demographic data, participants’ views on
teacher motivation, and their role performance in the public secondary
schools in Mukurwe-ini District. The attitude scale measured intrinsic
and extrinsic teacher motivation using Likert type five item scales ranging from strongly agree (SA)=5, Agree (A)=4, Undecided (U)=3, Disagree (D)=2 and Strongly Disagree (SD)=1. A high overall attitude score
indicated a positive attitude towards intrinsic and extrinsic motivation
while a low overall attitude score indicated a negative attitude towards
intrinsic and extrinsic motivation. Open-ended questions sought information on challenges and their solutions from participants through interviews.
To ensure validity, the instruments were given to three experts in
motivation at The Catholic University of Eastern Africa (CUEA) to
examine the content, and clarity of the questions. The instruments were
pilot tested in three secondary schools which were randomly selected
from the District, to test their reliability. Internal Consistency Reliability
was calculated using Cronbach Alpha. A reliability coefficient of 0.819
was achieved, which according to Amin, 2005) reflects high reliability
of the instruments.
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Descriptive statistics were used to analyze quantitative data from
closed ended questions. Qualitative data obtained through interviews
were analyzed based on identified themes, from which conclusions were
made. Both qualitative and quantitative data were used to complement
each other in answering the research questions
Results and Discussion
Factors that motivate teachers in Mukurwe-ini District
Teachers were asked to rate motivational factors on a scale of 1-5,
where 1 was ‘strongly disagree’ and 5 was ‘strongly agree’. These results are summarised in table 1.
Ways of Motivation

n

Mean

Std.
Deviation

Maternity leave

203

4.38

.508

Recognition

203

4.38

.496

Given trophies and certificates

203

4.37

.534

Allowance in case of games

203

4.37

.534

Given promotion

203

4.37

.485

Given free lunch

203

4.36

.559

Allowed to have study leave

203

4.36

.530

Organised come together parties

203

4.35

.622

Opportunity to give speeches

203

4.35

.537

Table 1- Ways in which Teachers are Motivated
According to table 1, teachers in Mukurwe-ini District were motivated by maternity leave (M=4.38), recognition (M=4.38), trophies and
certificates (M=4.37), allowances as facilitation during games (M=4.37),
recommendation for promotion (M=4.37), free lunch (M=4.36,) and
study leave (M=4.36). The respondents agreed that get together parties
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motivated them (M=4.35), as also were opportunities to give speeches
during assembly (M=4.35).
These findings agreed with The Elimu Yetu Coalition (2010) report
that poor and unattractive remuneration of professional teachers had
compelled many to leave the classrooms in search for greener pastures.
The Teachers’ Service Commission has some forms of incentive packages for teachers which include medical allowances, study leave with
pay, and allowance for teachers serving in hardship areas. Principals as
managers in conjunction with the Board of Managements and Parent
Teachers Association have also put in place motivational incentives such
as free meals and subsidised accommodation for teachers in boarding
schools, there are also motivational allowances, and awards for good
performance.
An Interview with the District Staffing Officer affirmed these findings when he stated
“Teachers’ motivation is at the heart of the TSC office and we
feel fulfilled when our teachers are happy and carrying on their
responsibilities well. We motivate teachers at the District level,
Zonal

level,

school

level

and

individual

level.

The

office organises workshops, seminars, and in-service training to
equip the teachers with the necessary knowledge and skills they
need to execute their roles well. The TSC officer is also keen at
the promotion and writing of recommendation letters for deserving principals and teachers to boost their morale for the job well
done and finally teachers are awarded with certificate of merit”.
It is quite evident from the findings that teachers in Mukurwe-ini
Distict were motivated both intrinsically and extrinsically by the DSO
through workshops, seminars and in-service training.

The Teachers

Service Commission also gave teachers study leave. In the schools,
come together parties were organised and teachers were also given opportunity to give speeches. Bennell and Akyeampong (2003) estab-
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lished that motivation is the employee’s morale booster; meaning that an
employee with a high morale will be more dedicated and loyal to the
organisation.
Motivation Challenges Facing Teachers in their Role Performance
Teachers cited a number of challenges that affected their performance. Among them were inadequate teaching and learning resources
and large class size. This is in agreement with the study by George and
Mensah (2011) in Sekondi-Takoradi Districts of Ghana. Others cited
conflict with colleagues, limited or no accommodation, delay of salaries
and bureaucracy in promotion of teachers. There were others who said
that cold weather and being far from the city affected their motivation.
Nadeem, et al (2011) confirmed this in their conclusion that the level of
motivation of teachers decreased when there were poor social and economic conditions in their work place. These variables also de-motivate
teachers according to Javaid (2009) who noted that working and living
conditions have a huge impact on teacher morale and motivation and
influence their classroom performance.
The research conducted in Mukurwe-ini district identified the extrinsic and intrinsic factors that influenced teachers’ role performance.
Among these factors was recognition through being given added responsibilities, recommendation for promotion by TSC, provision of subsidized accommodation, free meals, and welfare benefits for immediate
family members. A conducive working environment, better pay, and
promotion after every grade level achieved were other factors deemed
motivating to the teachers. In addition, they proposed establishment of
welfare schemes to cater for teachers emergencies. The teachers faced a
number of challenges which included conflict with colleagues, cold
weather, working far from town, inadequate accommodation and heavy
workload.
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Conclusion
This study concluded that motivation strategies used in Mukurwe-ini
District were both extrinsic and intrinsic in nature. These intrinsic factors included study leave, rewards and recognition for good performance. In addition, some teachers were motivated by the job itself, as
they enjoyed teaching and giving back to the community through teaching service. Extrinsic factors which reduced dissatisfaction included
positive relationships with Principals who also communicated the vision, mission and goals of the school. Teachers also enjoyed subsidized
accommodation, free meals, and facilitation to perform extra responsibilities.
Recommendations
The study recommends that Principals motivate their teachers
through subsidized accommodation, free meals, and teaching allowances
to compensate them for long teaching hours.
The Teachers Service Commission could give advance payments in
case of financial problems, free medical care, and higher pay. Teachers
should also be motivated intrinsically through allocation of resources for
personal development and career growth. In addition, more resources
should be allocated for procurement of adequate teaching and learning
resources.
To reduce workload of teachers for effective and efficient teaching,
TSC should post adequate teachers to the schools. In addition, the research recommends fair and transparent appraisal, the instrument should
be used to provide teachers feedback on their performance. Consequently, it should be used to identify areas where teaches need training to
improve service delivery and to grow professionally.
Teacher motivation should be given the attention it deserves in promoting sustainable development. Teachers play a central role in the
development of the citizens of a nation. They facilitate knowledge of
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one’s abilities and nourish the different talents and vocations which lead
to the development of a nation and provide for the sustainability of different achievements at different levels.
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5
CONTINUOUS PROFESSIONAL
DEVELOPMENT FOR TEACHER
EDUCATORS IN PRIMARY TEACHER
TRAINING COLLEGES IN KENYA:
A LITERATURE REVIEW
John Otieno Odhiambo and Lucy A. Wakiaga
Abstract
Global literature indicates that novice faculty tends to enter the profession with inadequate pedagogical and teaching skills.9-10 Such faculty
therefore faces huge challenges in providing effectively preparing teacher trainees. In Kenya, the Teachers’ Service Commission deploys teachers from secondary schools to Primary Teacher Training Colleges
(PTTCs) as teacher educators. These teachers are armed only with secondary school content and teaching skills. The purpose of this paper is to
examine whether PTTCs provide induction and continuous professional
development to these teacher educators; scrutinize global perspectives
on best practices in continuous teacher professional development, and to
make recommendations on how PTTCs can provide effective and sustained professional development to teacher educators. An extensive
review of literature of online and print publications was conducted to
explore local and global trends on continuous professional development
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of teacher educators in tertiary institutions. The literature review shows
that teacher educators deployed into Kenyan PTTCs do not have the
necessary skills needed to teach primary school teacher trainees. Thus,
there is need to provide them with continuous professional development
in order to enhance their pedagogical and teaching skills. The paper
recommends that the TSC should select suitable primary school teachers
to teach in the PTTCs as teacher educators. Also, a comprehensive induction and sustained and appropriate continuous professional development should be provided to all teacher educators. This will ensure a
steady pool of well-trained primary school teachers who will in turn
enhance the quality of education in primary schools.
Key words: Continuous professional development; Teacher educator; Teacher trainee
Background
Teachers, like well oiled-machines, have to constantly upgrade their
capacities in order to teach effectively. Professional development, therefore, is crucial in this endeavor. Through it, teachers strengthen their
individual professional capacities to teach and in turn help their student
to learn more effectively (DiPaola & Hoy, 2014; Hargreaves & Fullan,
2012). Professional Development in a broad sense refers to the development of a person in his or her personal role (Eleonora, 2003). According to OECD (2009), professional development is defined as activities
that enhance an individual’s skills, knowledge, expertise and other characteristics as a teacher. Professional development encompasses varied
approaches, both formal and informal. Some of these approaches include
action

research/inquiry,

networking,

coaching

strategies,

self-

monitoring/self-reflection, mentoring, collaborative planning and teaching, and sharing ideas on good practices in teaching and learning
(Nabhania, O’Day Nicolas, & Bahous, 2014; OECD, 2009). These approaches can be carried out in groups or individually, and can also be
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mandatory or voluntary. Professional development activities can be
made available in various forms including courses, workshops, formal
qualification programs, through collaboration between schools or teachers across schools, or within the schools in which the teachers work.
Patton, Parker, and Tannehill (2015) note that administrators of institutions need to be conversant with current professional development strategies and their possible impact on teacher development since these are
powerful mechanisms for the growth and development of teachers.
Faculty (also referred to in this paper as teacher educators) in tertiary
institutions, like their counterparts, in K-12 level of education, have a
huge impact on the quality learners they produce. Kim (2008) perceives
faculty as conduits to learning through which students are coached to
build their skills. In order for students to achieve these skills, the faculty
have to be experts in their chosen field in order to be effective educators.
Therefore, it is important for faculty, especially those starting out in
their careers, to be provided with on-going professional development
opportunities to enhance their capacities as effective educators (Mundy,
Kupczynski, Ellis, & Salgado 2012). Faculty needs to be equipped with
instructional practices that have been proven to promote the learning,
engagement, retention and success of students (Berg & Haung, 2004).
Studies indicate that novice faculty experiences a lot of challenges
upon entry into the profession. Jones (2008) asserts that novice faculty
are thrown into classrooms, with only the training received in respective
disciplines and then left to rely on their own experiences to inform their
practice as educators. Jones adds that most novice faculty hardly have
training on teaching pedagogy or learning theory. Honeyfield and Fraser
(2012), in their study of newly recruited educators into higher education
in New Zealand note that the latter often enter the profession with a
strong command of their subject area, but lacking in pedagogical
knowledge.
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An examination of literature indicates varied views on the status of
continuous professional development for veteran faculty across the
globe. Herman (2012) observes that in the recent past, institutions have
increased the number of teaching and learning development units. Herman adds that in spite of this, faculty are reluctant to pursue these units.
Other studies, such as that done by Kasule, Wesselink, and Mulder
(2016) in Uganda show that faculty hardly engage in continuous professional development. This, they assert, results in faculty producing students who are not professional prepared for life and the workplace.
Therefore, it is important for institutions to provide the necessary support to make both novice and veteran faculty be more effective in their
teaching practice.
This paper seeks to examine what the literature says regarding Continuous Professional Development (CPD) practices in Primary Teacher
Training Colleges (PTTCs) in Kenya. The aim is to determine whether
these practices reflect global trends and to make recommendations for
strengthening continuous professional development in these PTTCs
order to improve the quality of teaching and learning.
Summarising past research, Smith (1995) indicates that the majority
of faculty members “‘view teaching as their primary role,’ want to do a
good job, and work hard at improving their effectiveness” (p. 5). Yet
most faculty members are not educated to be teachers. At best, they have
received a course in pedagogy specific to their discipline as a requirement of their professional or doctoral degree program. At worst, which
unfortunately is frequently the case, they have been trained only in their
disciplines—as scientists and anthropologists and accountants—and are
thrown into classrooms to rely only on their experience as students to
inform their practice as teachers. As Entwistle (2000) indicates, “So
often are students bored by uninspired teaching or disenchanted by badly taught material”.
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While university lecturers are undoubtedly knowledgeable, they are
totally untrained and unexamined in the art of communication. The
completely incorrect assumption is that anyone with a good degree will
automatically be able to impart this knowledge to others” (p. 158)
Summarsing past research, Smith (1995) indicates that the majority
of faculty members “‘view teaching as their primary role,’ want to do a
good job, and work hard at improving their effectiveness” (p. 5). Yet
most faculty members are not educated to be teachers. At best, they have
received a course in pedagogy specific to their discipline as a requirement of their professional or doctoral degree program. At worst, which
unfortunately is frequently the case, they have been trained only in their
disciplines—as scientists and anthropologists and accountants—and
are thrown into classrooms to rely only on their experience as students
to inform their practice as teachers.
Objectives
1.

To examine the status of continuous professional development
in PTTCs in Kenya.

2.

To determine global perspectives on best practices with regards
to continuous professional development of teacher educators.

3.

To make recommendations that could close gaps in the provision of continuous professional development for teacher educators in Kenya’s PTTCs.

Main Perspective
The body mandated to recruit, register, employ and deploy teachers
in Kenya is the Teachers Service Commission (TSC). The teachers,
trained either in public or private universities, generally are deployed to
primary, secondary, or tertiary institutions. Teachers with a Bachelor’s
of Education degree (four-year training) tend to be posted to secondary
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schools. However, some of these teachers after teaching in the field for a
while are deployed to Primary Teacher Training Colleges (PTTCs) as
teacher educators to train primary school teacher trainees. It seems that
these teacher educators, upon redeployment to the PTTCs, may not be
receiving the necessary pedagogical or teaching skills to be able to effectively train the primary school teacher trainees (UNESCO, 2014).
Inadequate preparation of teacher educators is not unique to Kenya.
An examination of teacher education practices in sub-Saharan Africa
shows that educators training teachers have very little training
(UNESCO, 2014). The report indicates that educators training teachers
in early reading were inadequate in both experience and training. The
trainers were limited in the knowledge of approaches to use in the field
and lacked necessary skills to use in teaching reading in early grade. In
Mali for example, teacher educators had no background in teaching how
to read and often educators’ understanding of how children could progress in reading was based on the teacher education curriculum, little of
which reflected the requirements of the primary education curriculum.
According to Shuls and Ritter (2013), preparation programs for teachers
at the primary and secondary levels should provide meaningful classroom experiences for pre-service teachers. The educators preparing
teachers for primary schools should be skilled in instruction on child
development and pedagogy whereas the focus for educators preparing
teachers for secondary schools would be on content knowledge (Shuls &
Ritter, 2013). The teacher educators in most of the PTTCs in Kenya do
not meet this criterion because their training is for secondary schools,
yet they are to prepare teachers for primary schools (Owino, 2014).
Consequently, they tend to have a challenge in delivering content to
student teachers at the PTTCs.
The quality of teacher trainees in the PTTCs further compoundsthese
entry level challenges. As UNESCO (2014) notes, many teacher trainees
are recruited into the teaching profession with weak subject knowledge.
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This view is shared by Miller and Elman (2013) who asserted that many
teachers in Kenya have no specialised training in teaching pupils to read
in the early-years curriculum. This weakness seems to originate from
their initial schooling in which they receive education of poor quality. In
Kenya, for example, the entry requirement for primary teacher education
is a minimum of Kenya Certificate of Secondary Education (KCSE)
grade of C (Plain) or its equivalent and must have attained a grade of D
(plain) in mathematics and C- in English (MOEST, 2004). The low entry
requirements into the PTTCs for the student teachers and the inadequate
training of the teacher educators do not seem to promote a conducive
environment for quality teaching and learning. If left unchecked, such
scenarios become vicious cycles that are carried from one generation to
the next. This paper, therefore, examines ways that these entry level
challenges of these teacher educators can be mitigated through continuous professional development in order to enhance their teaching and
pedagogical skills, which in turn would enhance the quality of the learners they train.
Methods
An extensive review of related literature was done on continuous
professional development of teacher educators in tertiary institutions
locally and globally. Reviews both print and online, were done of journals, books, government publications, and articles. The information
gathered was analysed for relevance and accuracy and was then synthesised to provide new insights on this topic.
Results and Discussion
It is important to note that no matter how good or effective preservice training for teachers is carried out, it cannot be expected to prepare teachers to meet all the challenges they face throughout their career
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(OECD, 2009). Education systems throughout the world seek to provide
teachers with opportunities for in-service professional development in
order to maintain a high standard of teaching and to retain a high-quality
teacher workforce. OECD (2009) in their comparative review on teacher
preparation observed that effective professional development is an ongoing process and includes training, practice and feedback, and provides
adequate time and follow-up support.
Many researchers in education have looked at the relationship between teacher professional development and student achievement (Desimone, 2009). This realisation, as asserted by Borko (2004) has led educational scholars and policy makers to demand professional development opportunities for teachers as an opportunity that will help them
enhance their knowledge and develop new instructional practices to
improve on quality education. Guskey (2002) asserted that for quality
education to be achieved, policy makers have increasingly recognised
that schools can be no better than the teachers and administrators who
work within them. Guskey (2002) therefore notes that the ultimate aim
of teacher professional development is to bring about change in the
teachers in terms of their classroom practices as well as in their attitudes
and beliefs, and in the learning outcomes of students. Fullan (2001) posit
that individuals need to have opportunities to practice and reflect on
their progress and receive constructive feedback and coaching, hence the
importance of having continuous teacher professional development. This
would apply to teacher educators in PTTCs and their teacher trainees.
In the modern world where there is a lot of talk on globalisation,
teacher issues cannot be left behind. The issue of shrinking space (global
village) and ideas, thoughts, inventions, fashions and technical products
bouncing across continents in a rapid way, it is imperative that lifelong
learning and adaptation are taken into account (Obanya, 2010). The
teacher of today is therefore expected to function and fit into the world
dominated by a knowledge economy. Education systems and schools
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have therefore to prepare learners who will contribute to its continued
progress. Olembo, Wanga, and Karagu (1992) are in agreement that
during the short period of pre-service training it is not possible to equip
the teacher trainee with knowledge and skills required for the entire
professional life. Policy is therefore required to consider the ways and
means of increasing the supply of teachers and renewing their training in
such a way as to enable them to face the challenges of current needs.
Teacher Professional Development (TPD) is an important aspect of
educational life of teachers and is a current critical target of educational
reforms (Desimone, 2009). Olembo, Wanga, and Karagu (1992) call
such professional engagement of teachers as in-service teacher education when considered in its various form among which are refresher
courses, orientation courses, updating courses, induction courses, and
crash programs.
Galabawa (2003) notes that most teacher educators, who had
successfully completed their probation after completion of university,
limited their preparation to handle teacher trainees, especially at the
early school level. He suggests the need for establishment of a pedagogical institution to prepare such teacher educators as they change from
teaching at the secondary school level to the college level, where they
are tasked with preparing teacher trainees for the primary school level.
He notes that the situation was further aggravated by many of the teacher educators in the PTTCs reporting that they had little or no experience
of teaching in primary schools. This goes against best practices observed
in many countries across the globe in which preparation in PTTCs is
done by teacher educators who themselves have had experience of
teaching at the primary school level (Lewin & Stuart, 2003).
According to Republic of Kenya (2012a), there are neither policies
for the recruitment and career development of teacher educators as a
specialized cadre within the teaching profession, nor is there a clear
career and professional route to becoming a teacher educator. Lewin and
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Stuart (2003) note that there is no career path in Kenya for teacher educators in PTTCs and most joined the colleges as a promotion from
school teaching rather than out of an intrinsic interest in training. They
add that many primary teacher educators were themselves secondarytrained and this trend was more pronounced in the younger recruits. This
trend has been observed in PTTCs in Kenya where teachers trained to
teach at the secondary school level are redeployed by the Teachers’
Service Commission (TSC) to PTTCs to teach primary school teacher
trainees. This poses a challenge for the teacher educators who have no
experience in teaching at primary school levels. Such teacher educators
encounter challenges in toning down the content knowledge to the levels
of the teacher trainees. This is especially witnessed by the teacher educators when they set examinations. Secondly, the teacher educators face
a challenge in guiding the teacher trainees in preparation and teaching
during Teaching Practice (TP) where the teacher trainees are expected to
consult with their teacher educators on schemes of work for a specific
class. The interpretation of the syllabus by these teacher-educators to the
level of the class, as well as assessing and awarding marks to the teacher
trainees is quite a challenge.
With regards to professional development, Lewin and Stuart (2003)
posit that very few of teacher educators received specific training for
their role. In addition, the researchers noted that colleges studied had
neither formal induction- orientation, nor professional development
policies in place. Continuous professional development therefore becomes imperative to help such teacher educators settle faster in their
‘new’ environments and start teaching without much challenge. The
Kenyan government has put in place some initiatives to alleviate such
challenges, for instance, the establishment of Center for Mathematics
Science and Technology Education in Africa (CEMASTEA) in 1998
and the Kenya Teacher Education and Professional Development
(TEPD) Program to run from 2007 to 2013.
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The TEPD Program was formed to help the Ministry of Education
(MoE) improve the quality of instruction at the PTTCs by preparing
1600 teacher educators improve their skills in pedagogy, and 35,000
teacher trainees to meet the challenges like large classes that they would
encounter in the field. To improve teaching standards, TEPD developed
a competency framework to enable the education system to shift from
isolated training interventions towards a more sustainable, harmonised,
and integrated system. New teacher education materials were developed
and integrated into the existing in-service materials to enhance childcentered learning, improve approaches to teaching multi-grade and large
classes, and address gender issues. The project also focused on training
prospective teachers in child-centered learning through a professional
development program in all 23 public teacher training colleges.
CEMASTEA on the other hand, has involved the PTTCs in
teacher professional development by setting the public colleges as regional training centers where teacher-educators for Mathematics and
Sciences were involved in the program as regional trainers in a three-tier
cascade model (CEMASTEA, 2009). The cluster trainers were trained in
these centers and subsequently trained the other teachers in the field
within given zones. The CEMASTEA teacher professional development
was meant to help the tutors improve their teaching methodologies and
to focus their teaching on learner-centered approaches through a model
known as Activity, Student, Experiment and Improvisation and Plan,
Do, See and Improve (ASEI-PDSI).
There is an urgent need for the government to fully implement
the policy on Continuous TPD as guided by the Basic Education Act
2012 (Republic of Kenya, 2012b) and the Teachers’ Service Commission (TSC) Act 2012 (Republic of Kenya, 2012c). CEMASTEA seeks to
promote quality teaching and effective curriculum delivery and hence
contribute to the realisation of MoE’s vision for quality education for
development. The Government’s policy framework as defined by Ses-
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sion Paper No. 14 of 2012 (Republic of Kenya, 2012a) states that reforming education and training sectors in Kenya requires the development and management of institutionalised continuous professional development for all teachers. Therefore, there is dire need to harmonise the
national goals of education with the training provide in the PTTCs and
especially on issues of the teacher educators.
Conclusions and recommendations
Continuous Professional Development in the teaching profession is
key to quality education. With the constant changes and challenges in
the dynamic world of education, teachers need to be at the forefront
since they are the ones who mold the learners. As noted in the literature
review, secondary school teachers who join PTTCs as teacher educators
seem to be ill-equipped to prepare teacher trainees for primary classrooms.
Two recommendations are offered at this point. First, the selection of
suitable primary school teachers for professional upgrading so that they
can take the role of teacher educators. Second, the secondary school
teachers, upon entry in to the PTTCs, should receive comprehensive
induction, which should then be followed with a sustained, quality CPD
to enhance their pedagogical skills. Such practices would ensure that
teacher-educators are adequately prepared to for the PTTC environment
which will in turn result in teacher trainees of high quality who are able
to effectively enhance the quality of education in the primary schools.
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SELF-EFFICACY AND CAREER
ADVANCEMENT AMONG SCHOOL-BASED
TEACHER TRAINEES AT CATHOLIC
UNIVERSITY OF EASTERN AFRICA
Kagwe Margaret and Sabina K. Mutisya
Abstract
This study sought to establish the relationship between emotional intelligence and teacher self-efficacy among teachers in school based
training programmes at Catholic University of Eastern Africa and to find
out their career advancement.11 Mixed Method Embedded Design was
used. Forty-six in-service teachers were purposefully sampled to participate. Findings indicate that teachers have high emotional intelligence,
87%, while 13% had moderate levels of emotional intelligence. There
were no statistically significant gender differences in emotional intelligence [t (44) = 1.085, p = 0.284]. Teacher self-efficacy was found to be
generally high with 83%, while 17% scored moderately. A statistically
significant positive relationship was found between emotional intelligence and teacher self-efficacy (r = 0.554, p = 0.005). Although most
participants indicated increased pay as the primary reason for advancing
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their education, some in-service teachers were seeking opportunity to
leave the teaching profession through further studies. Only 26% were
training to become better teachers, the other 74 % were looking for a
way to leave teaching. The study recommended that emotional intelligence training be included in teacher training programmes to boost
teacher self-efficacy and increase teacher dedication to the profession.
Key Words: Emotional Intelligence, Self-Efficacy, Career, School
Based teacher trainees
Background
In their profession, teachers mould children and young people to become responsible citizens. This helps them acquire and develop the
knowledge and skills they need in life. Teaching is a human service
which involves direct relationship with learners during the teaching
process. Teachers usually combine many roles in order to impact on
learners’ development holistically. Teachers are disciplinarians, counselors, role models, leaders, and coaches (Saha & Dworkin 2009). Teachers need to be emotionally capable to accommodate emotional and behavioral needs of learners. It is necessary for teachers to develop and
foster their own and learners’ emotional capabilities (Kremenitzer &
Miller, 2008). These capabilities are manifested in emotional intelligence (EI), which is the ability to perceive, control, evaluate one’s own
emotions and the emotions of others, and use of it to direct behavior
(Doyle, 2012).
The term emotional intelligence was first used in 1966 by Leuner,
a German psychologist, and was later widely researched and defined by
Salovey and Meyer in 1990s. The publication of Daniel Goleman’s book
on emotional intelligence: Why It Can Matter More Than IQ introduced
the importance of emotional quotient (EQ) in workplace, noting that
intelligence quotient (IQ) is a less powerful predictor of outstanding
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leadership than (EQ). The main components of emotional intelligence
include self-awareness, self-management, social-awareness and relationship management (Goleman, 2001).
Research indicates that emotional intelligence is important in different settings which include education and business, and is related to
achievement, leadership, job performance, and reduced stress (OginskaBulik, 2005). The teaching profession involves working with a high
emotional component which requires high emotional capabilities
(Hochschild, 1983). According to Ramana (2013), EI is a key factor in
understanding students. Emotional intelligence has been associated with
stress management (Darwin, 2010), job satisfaction (Dong, 2006) and
Teacher self efficacy (Ignat & Clipa 2009). Studies on (EI) show a significant relationship between (EI) and teaching competency of teacher
trainees (Kakkar, 2014) and positive relationship between (EI) and attitude of B.Ed students towards teaching (Navita & Shivalik, 2012). In
Kenya most studies on (EI) in educational institutions focuses on leadership and targets principals (Ayiro, 2014; Nzomo, 2012).
According to Ormrod (2006) self-efficacy is the personal belief that
one is capable of performing in an appropriate and effective manner to
attain certain goals both professional and behavioral. Fiedman and Kass
(2002) defined teacher self-efficacy as the teacher’s perception of his or
her ability to (a) perform required professional tasks and to regulate
relations involved in the process of teaching and educating students
(classroom efficacy) and, (b) perform organisational tasks, become part
of the organisation and its political and social processes, (organisational
efficacy).
The teacher self-efficacy construct was developed within the context
of Bandura’s social cognitive theory. Bandura (1997) saw self-efficacy
as the belief about one’s own capabilities to organise and execute a
certain task. Self-efficacy beliefs influence thought patterns and emotions, which in turn enable or inhibit actions. Teacher self-efficacy is a
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crucial motivational construct which helps in shaping teacher effectiveness in the classroom leading to better performance by learners (Wolters
& Daugherty, 2007; Tournaki & Podell, 2005). Teachers with a high
level of teacher self-efficacy have been shown to be more persistent in
their teaching. On the contrary, teachers with low levels of teacher selfefficacy have been found to be less effortful in meeting the needs of
their students. Chan (2004) suggested that variations in self-efficacy
beliefs are significantly predicted by components of emotional intelligence. This indicates that higher levels of emotional intelligence are
likely to positively influence teacher self-efficacy beliefs. Moafian and
Ghanizadeh (2009) studied the impact of teacher’s emotional intelligence on self-efficacy. Regression analysis with multiple variables indicated that dimensions of emotional self-awareness, interpersonal relation
and problem solving were significant predictor of teachers’ self-efficacy.
In-service programs are educational programs offered to employees
for purposes of professional development (Burgess, 2013). In-service
teacher professional development includes a wide variety of programs
designed to promote and support the professional learning of teachers
who are already employed and working in classrooms. The goal of inservice professional development is to improve the knowledge, skills,
and commitments of teachers so that they are more effective in planning
lessons, teaching, assessing students’ learning, and undertaking other
responsibilities in the school community. Achieving this goal is crucial
because a teacher’s role is one of the most important factors contributing
to high-quality education and successful student learning.
In-service training for teachers at Catholic University of Eastern Africa includes diverse courses some of which lead to different professions
after graduation. It is an obvious fact that teachers are facing many challenges worldwide. A recent survey in England (Guardian, 2016) found
that 98% of teachers are under increasing stress, 82% say their workload
is unmanageable, and 43% of state teachers in England plan to leave the
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profession. Kenyan teachers also face similar challenges and recurring
teacher strikes (Ogola, 2015) are evidence of discontent. Are teachers
using in-service training to escape from the troubles in the profession?
This study used an open-ended question to find out future career aspirations of in-service teachers training during April, 2016 holidays at Catholic University of Eastern Africa.
Statement of the Problem
Every nation depends on teachers for preparation of children and
young individuals for future roles in nation building. The burden placed
on teachers’ shoulders is sensitive and enormous considering the diversity of needs and abilities of learners. Besides imparting new knowledge
and skills, teachers are expected to mold the character of the learners.
There is need to equip teachers with emotional resources to improve
their relationships with students and colleagues for success in schools.
The emotional intelligence of teachers has been associated with student
achievement, (Nzomo, 2012), teacher competency (Kakkar 2014) and
teacher self-efficacy (Ignat & Clipa 2009).
In Kenya, banning of corporal punishment in schools as a tool for
behavior modification left teachers with fewer options yet they were not
trained on alternative behavior modification strategies (Basic Education
Act, 2013). This situation is likely to affect their feeling of self-efficacy
as teachers. Research shows that emotional intelligence reduces incompatible behaviors such as aggressiveness (Bohnert, Crnic & Lim, 2003)
and increases quality of social relationships (Besharat, Zebardast, Nade
& Salehi, 2008). There is paucity of study on EI and teacher selfefficacy in Kenya and this study sought to establish whether there is a
relationship between EI and teacher self-efficacy among in-service
teachers at Catholic University.
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Research Questions
1.

What is the level of Emotional Intelligence among in-service
teachers at Catholic University of Eastern Africa?

2.

What is the level of Teacher Self-efficacy among in-service
teachers at Catholic University of Eastern Africa?

3.

Is there a relationship between emotional intelligence and
teacher self-efficacy among in-service teachers at Catholic
University of Eastern Africa?

4.

What are the career aspirations of teachers in in-service training
at Catholic university of Eastern Africa?

Hypotheses
1.

HO: There is no statistically significant gender difference in
emotional intelligence among in-service teachers at Catholic
University of Eastern Africa?

2.

HO: There is no statistically significant gender difference in
teacher self-efficacy among in-service teachers at Catholic
University of Eastern Africa?

3.

HO: There is no relationship between emotional intelligence
and teacher self-efficacy among in-service teachers at Catholic
University of Eastern Africa?

Theoretical Framework
This study was based on the self-efficacy theory by Albert Bandura
which is grounded in the theoretical framework of social cognitive theory. The theory emphasizes the evolvement and exercise of human agency and influence in what they do (Bandura, 2006a). According to Bandura (1995 p.2) self-efficacy is "the belief in one’s capabilities to
organise and execute the courses of action required to manage prospective situations." Gecas (2004) asserts that people behave in the way that
executes their initial beliefs, thus self-efficacy functions as a self-
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fulfilling prophecy. Self-efficacy has influence over people's ability to
learn, their motivation and their performance (Lunenburg, 2011). Williams and Williams (2010) argued that individuals with high levels of
self-efficacy approach difficult tasks as challenges to master rather than
as threats to be avoided.
Based on social cognitive theory teacher self-efficacy may be conceptualized as individual teachers' beliefs in their own ability to plan,
organize, and carry out activities that are required to attain given educational goals. Teachers with high self-efficacy beliefs are more likely
than teachers with low self-efficacy to use diverse teaching and class
control approaches and teaching methods, encourage students’ autonomy, and manage classroom problems (Chacon, 2005). Bandura (1986)
posited that self-efficacy is the central mediator of effort.
Conceptual Framework on Emotional Intelligence and Teacher
Self-Efficacy

Source: Researcher, (2016)
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Emotional intelligence is mainly composed of four competencies
namely self-awareness, self-management, social awareness and relationship management. These competencies feed into the four self-efficacy
sources (Physiological arousal, mastery experiences, verbal persuasion
and vicarious experiences) that determine self-efficacy. Factors that
influence the levels of self-efficacy include age, work experience, and
gender.
Methodology
This study adopted mixed methods embedded research design, specifically concurrent nested model. This involved collection of quantitative and qualitative data at the same time to help establish the relationship between emotional intelligence, teacher self-efficacy, and find out
career advancement of in-service teachers. Qualitative data was collected using open-ended questions. The target population was in-service
teachers enrolled in all courses during April 2016 holiday. In-service
teachers were purposively sampled in order to capture teachers enrolled
in various courses, including non-educational departments. A sample of
62 respondents was selected, but only 46 participants returned the questionnaires fully completed. According to McMillan and Schumacher
(2010), a correlation study should have a minimum of 30 subjects. The
current study met the threshold. The study used two instruments for data
collection. Schutte Self-report Emotional Intelligence Test (Schutte
Malouff, Hall, Haggerty, Cooper, Golden & Dornheim,

(1998),

and

was used to collect data on emotional intelligence. The test is a likert
type scale with items on a five-point scale - from strongly agree to
strongly disagree. The maximum total score possible is 165 and minimum total score possible is 33. High scores indicating increased level of
emotional intelligence range from 75% and above and low scores indicating decreased level of emotional intelligence range from 74% and
below. The Validity and reliability of the instrument in previous studies
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(Jude, 2011) shows a reliability co-efficient Cronbach alpha of 0.78
using a two week test re-test reliability technique (Shutte et al, 1998),
content validity of the instrument yielded 79.59%, and the construct
validity range between .45 and .96 (Akpochafo, 2011). Content validity
of the instrument has been established through consultation with experts.
Reliability of the Teacher Self Efficacy instrument was established in a
study by Kagwe (2015). Test re-test reliability was established in pilot
study at Tangaza College which yielded a coefficient of 0.87.
Bandura’s (1998) Self-efficacy scale was used to collect data on
Teacher Self-efficacy, but it was slightly modified for easier scoring.
Responses were incorporated in columns in all items to ensure that participants could easily select the response of choice. The instrument is a
30 item scale which measured the degree to which teachers believe they
can effectively teach, as well as influence the school, parents, and students. Responses were measured on a 5-point Likert scale ranging from
1 (Nothing) to 5 (A Great Deal). There were other seven subscales:
efficacy to influence decision making; efficacy to influence school resources; instructional self-efficacy; disciplinary self-efficacy; efficacy to
enlist parental involvement; efficacy to enlist community involvement;
efficacy to create a positive school climate. Data was analysed using
Statistical Package for Social Scientists (SPSS) version 20 and qualitative data was analysed to identify content themes.
Results and Discussion
The returned questionnaires were from 46 in-service teachers 15
males and 31 females. Findings indicated high levels of emotional Intelligence levels among the teacher with a mean of 123.5 (SD = 8.47) and a
range of 147 maximum and 79 minimum scores; 87% of the participants
had high levels of emotional intelligence while 13% had moderate levels
of EI. An independent t-test conducted to test the null hypothesis
showed there were no statistically significant gender differences in emo-
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tional intelligence (t (44) = 1.085, p = 0.284.These results are consistent
with those of (Shin, 2011) but differ with other studies which indicate
existence of statistically significant gender differences in emotional
intelligence (Extremera et al., 2006; Salguero et al., 2012).
Teacher Self-Efficacy (TSE) levels had a mean score of 114 (SD =
14.11), maximum TSE was 148 and minimum TSE was 67; with 83% of
the participants showing high levels of TSE and 17% moderate levels.
An independent t-test was conducted to test the null hypothesis showed
that there were no statistically significant gender differences in (TSE)
among in-service teachers at CUEA; t (44) = 0.628, p = 0.533. These
results are in agreement with (Shaukat, 2011). However many studies
show female have statistically significantly higher (TSE) than males
(Isiksal, 2005; Sridhar & Badiei, 2008)) and a few indicate males have
higher (TSE) than females (Kivet & Mji, 2003).
A two tailed t-test analysis was conducted to test the null hypothesis that there is no relationship between emotional intelligence and
teacher self-efficacy. [The correlation between emotional intelligence
and teacher self-efficacy was statistically significant at 0.01 levels (two
tailed). The relationship was positive and moderate. (r = 0.554, p <
0.0005). This means that we reject the null hypothesis and accept the
alternative hypothesis that there is a statistically significant relationship
between EI and TSE. These findings are consistent with other studies,
(Bryan, 2011, Chan, 2004)].
Most participants indicated that they hoped to improve their financial status after graduation by getting promotions or securing better
jobs. Only 12 participants indicated that they were furthering their education to become better teachers while the rest indented to change professions; 16 hoped to become full time administrators, 5 hoped to become psychological counselors, 4 wanted to become curriculum developers, 5 were preparing to become university lecturers, 1 was hoped to
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become a researcher while 3 were not sure what they wanted besides
increased pay.
Conclusion and Recommendations
This study affirmed the existence of high levels of emotional intelligence and teacher self-efficacy, and there is a moderate relationship
between emotional intelligence and teacher self-efficacy among inservice teachers at Catholic University of Eastern Africa. This means
that improving emotional intelligence levels in teachers is likely to increase self-efficacy beliefs thus promoting teachers commitment to their
profession. Also manifested is the desire by teachers to leave the profession for other careers. This calls upon policy makers address the challenges teachers are facing such as low salaries, and teacher-training
institutions to introduce EI training so as to improve retention of teachers.
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TEACHER INVOLVEMENT
IN CURRICULUM DEVELOPMENT
IN KENYA: A REFLECTION OF RESEARCH,
DEVELOPMENT AND DIFFUSION MODEL
Ateka Florence, Charles Niyigena and Damas Mahali
Abstract
The aim of this paper is to show the extent to which the Research,
Development and Diffusion (RD & D) model informs the process of
curriculum development in Kenya.12 In the course of the discussion,
based on reviewing literature, it is indicated that by following the
RD&D model, the curriculum development process in Kenya, shares the
weaknesses of the model. That is, it assumes a passive diffusion of innovation to teachers. This makes the initiation of change in the curriculum ineffective. The thesis of this paper is that teachers as essential
implementers of the curriculum must be involved in its development
process from the very beginning. Finally, the paper advises the Kenya
Institute of Curriculum Development (KICD) to supplement the RD &
D model with the Linkage Model of curriculum development for a better
effectiveness of curriculum change by involving teachers and other
stakeholders.
12
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Introduction
Education is a pathway to development. A rapid social, economic
and political development of any country depends largely on the literacy
rate of its citizens (Azikiwe, 1992). Investing in education is therefore
one of the best ways for ensuring sustainable development and economic growth for societies that are still struggling to raise the living conditions of all its citizens. Like many African countries, Kenya inherited
from the colonial masters an education that was foreign to the needs of
the local communities. Ever since independence, Kenya has continually
reformed her curriculum in order to make it more relevant to the local
context. This has been done through various commissions and task forces. Were those reforms worthwhile? Were they carefully planned? Have
they been successfully implemented?
An attempt to answer such questions reveals that there is a lot to be
desired as far as educational changes, reforms and innovations are concerned, generally in Africa and particularly in Kenya. It is through curriculum that any changes envisaged by an education system are manifested. Nonetheless, it has been noted that the process of curriculum
development in many countries gives little or no importance to teacher
involvement. With centralised education systems, teachers are often
asked to implement a curriculum about whose development process they
have little knowledge. Such a curriculum is doomed to fail. Teachers are
the most important persons in curriculum implementation process and
because their knowledge, experiences and competencies are central to
any curriculum development effort, their involvement is important for
successful and meaningful curriculum development (Alsubaie, 2016).
Hence, teachers must be meaningfully involved in the entire process of
curriculum development.
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The Research, Development and Diffusion (RD&D) Model
Models of curriculum development are used to describe the change
processes that help curriculum developers understand factors which
promote or inhibit change. An example of such models is the Research,
Development and Diffusion (RD & D) model. The model looks at the
whole process of change from the perspective of the developer who
formulates a solution in response to an identified need (Blenkin, Gwyn,
& Kelly 1975; Mkpa & Izuagba, 2004; Nnenna 2013). This model developed by Havelock in 1971 represents a perspective that sees the
change process as a continuum of activities from research to practice.
Since research informs the change RD & D is considered to have an
empirical basis which is considered to provide a rationale for change.
The model involves the formulation of an innovation by an originator (Nnenna et al., 2013). In Kenya the originator is the Kenya Institute of Curriculum Development (KICD). This originator starts with the
identification of the problem, goes through the process of finding solutions to the problem through research and development, and finally
diffuses the solution to the audience. The RD & D model uses a centreperiphery approach. In this approach the initiatives are in most cases
taken by the researchers or developers with the receivers remaining
mostly passive (Havelock, 1971). Guba and Miles (cited by Nnenna
(2013) suggests that the process should not stop once diffusion has occurred. In reality a cyclical process involving design, evaluation, feedback and redesign is necessary if a change or an innovation is to be
successfully implemented (Organisation for Economic Cooperation and
Development—OECD, 2013). In line with what other authors perceive
about the model, Nduanya (1986; 1991) and Nnenna et al. (2013) observe that RD & D model is a sequential order of solving an educational
problem as presented in Table 1.
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Planning

Development

Research

Diagnosis

Formulation

Dissemination

Evaluation

or Diffusion

(Summative)
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of instructional
objectives
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Development

Publications

strategy

of texts and mate-

Teacher-
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(awareness)

in-service
courses
Formulation of

Development of

educational

evaluation in-

objectives

struments

Repeated testing,

Commercial

evaluation and

publication

Demonstration

revision of texts
and materials

Table 1 - The RD & D Process Model. Source: (Nduanya, 1986:104)
Table 1 indicates that the model is a process that follows sequential
activities at four levels namely planning, development, dissemination or
diffusion, and evaluation. At each level, different activities are undertaken. For example, diagnosis, formulation of instructional objectives,
and lecturers are carried out at the planning, development and diffusion
levels respectively.
Strengths of the RD&D Model
According to Nduanya (1986), Mkpa and Izuagba (2004), and Ivowi
(2008), the advantages of the RD & D model include the following.
One, it is solely based on established research findings. Two, materials
are adequately tested before use. Three, it provides an easy opportunity
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to train and re-train curriculum implementers. Four, it uses proven curriculum development processes. Five, it has appropriate methods of
selecting specialists and experts in trying the curriculum materials before installation in schools.
Weaknesses of the RD & D model
The limitation of RD&D model is that it assumes a passive diffusion
of innovation to teachers, and this proves to be ineffective in initiating
and sustaining change (Pasigui, 2012).

Teachers receive a curriculum

document as an imposition coming from top authorities. In addition, the
model assumes that all schools in the country are identical. This is not
the case all the time. According to Phakisi (2008), regions are affected
by digital, cultural, economic, and social divides, which imply differences in access to and uses of information technology that are correlated
with income, race, ethnicity, gender, age, place of residence and other
measures of socioeconomic status. Consequently, different regions will
have different capabilities of implementing the same curriculum.
Curriculum Innovations in Kenya
Centralised education systems often use centralised curriculum development models. Such models give little or no consideration to contributions of every stakeholder in education. The RD&D model of curriculum development seems to inform the process of curriculum development in Kenya. Drawing from the RD&D model of curriculum change,
we explore the role of teachers in the process of curriculum development
in Kenya and argue that teachers need to be given more voice for meaningful change and successful implementation of that change.
Major changes in Kenyan education system have resulted from various commissions and task forces. The commissions formed since independence include the Kenya Education Commission known as the
Ominde Report of 1964 which, in efforts to increase manpower capaci-
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ties and reduce poverty dealt with social, cultural, religious and other
needs of the new independent nation (Bunyi, 2012; Gikungu et al,
2014). The Commission helped in formulating goals of education that
include national unity, national development, individual development
and self-fulfillment, social equality, respect and development of cultural
heritage, and international consciousness. It recommended the strengthening of science at primary and secondary school levels and the absorption of agriculture in the science syllabus (Bunyi, 2012).
The National Committee on Educational Objectives and Policy
(NCEOP) of 1976, also known as Gachathi Report, sought to restructure
educational system in light of the Ominde report objectives. The commission was charged, among others, with the responsibility to address
unemployment among school levers. It recommended the return of agriculture to the primary school curriculum as agricultural science as well
as the introduction of pre-vocational subjects and business education.
For secondary education, the Commission urged for more emphasis on
practical skills orientation in the curriculum (Bunyi, 2012).
The Mackay Report of 1981 was a report of the Presidential Working Party on the Second University in Kenya. The report was the genesis
of the sweeping away of the old British system and the introduction of
the 8-4-4 educational system in 1985, the establishment of Moi University, and the then Commission for Higher Education (CHE), now Commission for

University Education (CUE) (Gikungu, Karanja &

Thinguri, 2014). The 8-4-4 system targeted equipping learners with
work-related skills for employment and self-employment with a strong
vocational and technical orientation in the curriculum of both primary
and secondary education (Bunyi, 2012). Mackay report remains the
biggest educational reform in Kenya since independence.
In 1988, another Presidential Working Party on Education and Manpower Training for the next decade and beyond, also known as the
Kamunge Report, showed how the 8-4-4 system was overloaded and
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recommended its review to allow option in the vocational and technical
subjects and more time for an efficient coverage of the curriculum
(Bunyi, 2012 & Gikungu et al, 2014).

Ten years later the Commission

of Inquiry into the Education System of Kenya recommended that practical subjects (such as music, art, craft, and home science) in the primary
curriculum cease to be examinable. At the secondary level, the commission identified applied practical skills, and technical and vocational
subjects as a group of electives from which students were required to
take only one (Bunyi, 2012). In 2012, Odhiambo Douglas, chaired a
Task Force on the Re-alignment of the Education Sector to the 2010
Constitution of Kenya. The skills oriented education regained momentum owing to the country's vision 2030, which aims at transforming
Kenya into an industrialised and middle-income country by the year
2030. The many innovations that were imbued in the Kenyan education
system since independence targeted at meeting the various goals of
education both at individual and at national levels (Bunyi, 2012). Yet,
no matter how well formulated the recommendations were, there were
some failures partly because some important stakeholders were ignored
in the planning process.
Participation of Teachers in the Curriculum Change Process
Many goals of education across different countries are not achieved
as intended. For various reasons, argues Bunyi (2012), many of the
curriculum reforms implemented in Kenya have remained at the level of
intentions with little enactment of the intended innovation. Failures are
partly caused by little participation of teachers in the process of planning
and implementation.
Exploring the extent to which teachers have participated in various
commissions, on whose recommendations education system in Kenya
has been severally changed, reveals a low involvement of teachers.
Otunga and Nyandusi (2010) argue that the compositions of those com-
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missions have been oblivious of curriculum expertise and it exhibits
political connectedness. Similarly, politicians have had a lot of impact in
education reforms in Kenya than educationists (Muricho & Chang'ah,
2013). This has affected the reform momentum and desire to change
which has been resisted by majority in the country. This is the case of
the Mackay Report and the 8-4-4 education system it produced.
Nevertheless, in a press release dated 30th May 2014, the Kenya Institute of Curriculum Development (KICD) announced the start of the
process of reviewing basic education curriculum in Kenya. The document clearly stipulates that the process is participatory and that the public is required to give input on views to be incorporated. During the
needs assessment stage, several learning institutions comprising early
childhood, primary schools, secondary schools, teacher training colleges, technical and vocational institutions will be targeted. Other institutions

and

organisations,

such

as

the

faith

based

organisations, associations, trade unions, employers, industrialists, manufacturers and the general public will also be targeted (KICD, 2014,
p.ii). Like many other countries, the process of curriculum development
in Kenya is a systematic process comprising varied activities as shown
in Figure 1.
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Figure 1: Process of curriculum development in Kenya
(Source: KICD, 2014, p.14)
Figures 1 shows all the stages that need to be present whenever a
planned curriculum change takes place (Okech & Asiachi, 1992). There
are many reasons to believe that the changes in Kenyan curricula have
followed the same process. In the first place, the Kenya Institute of Curriculum Development (KICD) conceives the idea and conducts a needs
assessment. Then recommendations from the different curriculum experts are used to develop curriculum materials. These are tested through
pilot studies. After a thorough revision, the materials are then officially
distributed to intended users. Through the process of evaluation and
monitoring, curriculum development process may restart and remains a
cyclical mode.
In various educational reforms in Kenya, teachers find themselves
implementing a curriculum that’s planning and development is foreign
to most of them. An example is given by Muricho and Chang’ah (2013)
of the Strengthening of Science and Mathematics in Secondary Education (SSMASE) educational reform which was a noble change in education to boost the teaching and learning of mathematics and sciences but
failed and has not worked because it was implemented by a top-down
strategy.
According to Chin and Benne as cited by Phikisi (2008), the model
of curriculum innovation that sees changes moving from center to periphery is typical of power-coercive approach. It is most dominant in
centralized education systems. In Kenya, the change from 7-4-2-3 to 84-4 system adopted the top-down, power coercive strategy. The challenge with this strategy is lack of participation from down resulting in
failure to support the changes (Muricho & Chang'ah, 2013).
In Kenya, education reforms have always focused on the curriculum
processes, results and solving the problems of the country. Unfortunately, important stakeholders were left out in the process and planning of
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the reforms. These stakeholders include parents, teachers and students
who are the people to carry out and implement the change to get the
desired results (Muricho & Chang'ah, 2013). This is probably due to the
model of curriculum change used. Okech and Asiachi (1992) wrote that
the process of curriculum development in Kenya coordinated by the
Kenya Institute of Curriculum Development (KICD) followed the
RD&D model. This model limits the participation of teachers.
More participation can improve responsibility, accountability, commitment, performance support, and results. Partnerships can provide
opportunities for individuals and groups to enrich their professional
experience and can also lead to professional development. Participation
in curriculum and decision-making provides more opportunities for
schools, so that they overcome resistance and change ineffective activities (Cheng, 1996). With the current ongoing process of curriculum
reform in Kenya, all stakeholders, especially teachers, must fully participate. As Otunga and Nyandusi (2010) quoting Fullan (1991) point out,
the implementation of the curriculum is bound to fail if teachers are not
involved in the entire development process. For a curriculum innovation
to take root, “teachers must be involved from the start. And their involvement must be genuine, not just a matter of telling them what to do
and why, but a proper participation in planning and decision” (Bishop,
1995, p. 191).
The Linkage Model: A Complementary Model
The proponents of RD & D model saw its shortcoming early. This is
the reason why in order to make the model more active and sustainable;
another stage of Adoption was added. It concerns incorporating an innovation into the formal system. Guba and Clark as cited by Nnenna et al.,
(2013) suggest that three processes should happen under adoption.
These are Trial, installation and institutionalisation. During the trial
stage the new idea is tried. Installation involves making the innovation
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permanent in the implementing institution, for instance, by putting it in
the examination. Institutionalisation, involves building the innovation
into the wider system like making it a legalised part of the national examination (Havelock, 1971). However, these modifications leave much
to desire. The adoption stage begins with the trial of the developed materials and ends with the institutionalisation of the materials. In this way
the perceived weaknesses of the non-involvement of the teachers in the
needs assessment and production of the curriculum materials are still
ignored. The Linkage model can overcome such a challenge.
The linkage model recognises that, despite the presence of innovators in research centers, teachers in the field fail in their attempts at
innovations to solving problems. There is need therefore to match problems and innovation or an establishment of linkages. Those linkages
should be formed from the planning to the implementation of innovations. The Linkage also referred to in Ornstein and Hunkins (2009) as
Systems model rests on the idea that a system of relations among people
and structures exists in an organisation and that system of relations or
networks can be explored to enrich the implementation of the curriculum. Networking is essential to create successful innovation across the
entire learning system (OECD, 2013).
The linkage model involves a cycle of diagnosis, research, retrieval, formulation of solutions, dissemination and evaluation of the
product (Pasigui, 2012). This forms the basis of a successful resource
system.
The linkage centers such as colleges, universities, and research centers provide linkage by giving support and advice, providing resources
such as curriculum materials, running in-service courses and seminars or
visits, providing a service to trial schools, proposing innovations tried
and tested elsewhere to users with similar or related problems (Bishop,
1995, p. 183).
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The Linkage model encourages the interactions between various
people with different levels of responsibility. If people responsible for a
major portion of an innovation respect, support, and trust one another,
Ornstein and Hunkins (2009) note, they are also likely to interact in a
positive way with others throughout the organisation. Thus, successful
implementation depends on long-term efforts of cooperation and collaboration among various education stakeholders with teachers at the centre. OECD (2013, p. 12) notes, “the contemporary learning environment
should develop strong connections with other partners so as to extend its
boundaries, resources and learning spaces, bringing in such partners as
local communities, businesses, cultural institutions, and/or those of
higher education”.

Indeed, all parties connected to the curriculum

should be linked together for its success, both in development and implementation. Teachers as main actors in education play a vital role and
the linkage model encourages their participation.
Conclusion
The aim of this paper was to describe the curriculum development process in Kenya as influenced by the RD&D model. The weaknesses shown in the model are also reflected in the curriculum development process in Kenya whereby teachers’ involvement in the process is
limited. The paper has emphasized that for an innovation to take root,
teachers must be involved from the beginning of the planning of the
curriculum program, the decision making to its implementation. As a
remedy to the shortcomings of the RD & D model the paper suggests
that the Linkage model be applied as complement.
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ETHICS EDUCATION IN TEACHER
EDUCATION INSTITUTIONS IN KENYA:
A TOOL FOR RADICALISATION
PREVENTION AND SUSTAINABLE
DEVELOPMENT
Anne W. Kanga and Dorcas W. Wambugu
Abstract
Teacher education is an important driver for sustainable development (SD).13 This is because literally every knowledgeable and skilled
individual in either micro or macro productive activity has been shaped
in some ways by the contribution of a teacher. Together with cognitive
and psychomotor developments, teachers also shape the affective domain of learners through teaching ethics, which are necessary for SD. To
develop into responsible adults and be equipped with knowledge, skills
and values for personal, national development, and healthy coexistence
with others in the society, morals and ethics are critically important.
Informed by current literature on ethics education in teacher education
institutions, teachers experience a number of challenges both in the
institutions where they train and in the schools where they teach. The
mismatch between knowledge, skills and lack of a value laden education

13

Anne W. Kanga and Dorcas W. Wambugu,The Catholic University of Eastern
Africa, Kenya.
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affects their influence on learners’ ethical development. This in turn
promotes vices such as radicalisation, corruption and robbery amongst
youths, which negatively affect SD. This conceptual paper attempts to
foreground societal and institutional challenges concerning ethics education that teachers face right from their training institutions to the schools
they are posted to work in. It also looks at the possible ways to overcome these challenges to make SD a reality in our communities.
Key words: Teacher Education, Sustainable Development, Ethics,
Radicalisation
Background Information
“There is no peace without development, no development without peace, and there is no lasting peace or sustainable development without respect for human rights and the rule of law”
Ban Ki Moon, Secretary General, United Nations (2015)
Teacher education is an important component of education.
Through it, school teachers who are considered mentors of any society
are prepared and produced (Kafu, 2011). While referring to Sessional
Paper No. 6 of 1988, the Kenyan government emphasised that, teacher
education program needed to be promoted urgently if the administration
of education in the country was to succeed and national development
was to be accelerated (Republic of Kenya, 1988). This suggests that
education is regarded as a strong driving force behind development of
our societies and our nation. While the role of formal education is clearly valued by society, change is needed to ensure that the system provides
education that predisposes learners to consider sustainability across their
life choices. This education should help individuals to handle issues
such as radicalisation, crime, corruption and other injustices in the socie-
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ty which are adversely affecting sustainable development (SD) in our
communities.
Teacher education in Kenya and other nations should prepare and
produce not only academically and pedagogically competent teachers,
but teachers who show high ethical standards and who can help the
youths both in schools and outside schools to develop ethically (Fallona,
2000). All teachers must learn about and get committed to instructional
and behavioral practices that foster an ethical school culture that embrace and promote the core values of respect and responsibility, integrity, honesty, and care for self and others (Mathur & Corley, 2014). All
these when learnt and practiced by both teachers and their students can
go a long way in reducing injustices such as radicalisation hence improved SD.
Sustainable Development and Sustainable Development Goals
Sustainable Development is a multidimensional concept that is conceptualised in many ways. Although many definitions have been established, the most commonly used definition of SD is that proposed by the
Brundtland Commission and the United Nations World Committee on
Environment and Development 1992 (Cerin, 2006; Dernbach, 2003;
Stoddart, 2011). Both bodies defined SD as “development that meets the
needs of present without compromising the ability of future generations
to meet their own needs”. This concept of SD aims to maintain economic advancement and progress while protecting the long-term value of the
environment (UNGA, 1987).
According to the Millennium Development Goals (MDGs) report
(UNGA, 2015), there has been remarkable success on the MDGs but
conflicts and violence have remained the biggest threat to human and
economic development. To build on success of the MDGs and salvage
the situation on conflicts and any other unfulfilled goals, SDGs were
laid down at the end of the year 2015. Specifically, to cater for violence,
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one of the SDGS (SDG NO. 16) clearly stipulated that inclusive institutions are necessary to prevent all forms of abuse, exploitation, trafficking, torture, and violence. Most importantly, this goal stipulated that
enhanced global cooperation through the UN Security Council and other
UN institutions is necessary to prevent the spread of wars and extreme
violence as is now afflicting many countries and affecting SD.
Education for Sustainable Development (ESD) (2005–2014) on
the other hand suggests a broad range of topics that can help in prevention of violence and conflicts. ESD is an education that helps people to
develop the attitudes, skills and knowledge to make informed decisions
for the benefit of themselves and others, now and in the future, and to
act upon these decisions (UNESCO, 20006). It proposes topics such as:
peace studies, ethics, and philosophy; citizenship, democracy and governance; human rights; poverty alleviation; cultural diversity; biological
and landscape diversity; environmental protection; ecological principles
and an ecosystem approach for violence and conflict prevention.
As suggested in the ESD, ethics education can be a useful tool in the
prevention of violence and radicalisation. Ethics is basically defined as
rules or standards for governing the relations between people to benefit
all concerned, with mutual respect for the needs and wants of all parties
involved (Halisa, Akova & Tagraf). This enables individuals to be critically aware and analyse practices around them rather than merely being
socialized and enculturated into existing practices and values. These
could be the missing skills for radicalised individuals who are always in
support of conflict and violence. From this background, authors in this
paper seek to examine ethics education in teacher education as a tool for
radicalisation prevention in the endeavor to improve SD. This study
seeks to achieve the following objectives.
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Objectives
1.

To establish how radicalisation affects SD

2.

To determine the challenges facing teachers in their effort to
enhance ethics for radicalised free societies

3.

To establish practical suggestions for improvement on ethics
education in teacher education to ameliorate the problem of
radicalisation and enhance SD

Theoretical Framework
This study is grounded on Social Learning Theory (SLT) proposed by Albert Bandura in 1978. The theory proposes that much of
human behavior including moral behaviour and aggression are learned
through socialising with others (Bandura, 1978; Burdick, 2014). In his
theory, Bandura (1990, 2004) assert that, socialisation within terrorist
organisations facilitate the use of extremely violent behavior through
learning specific mechanisms of moral disengagement through indoctrination where people are made to believe that violence is morally right.
Terrorists do this by rationalizing their acts as having been mandated by
some authority greater than themselves, such as a leader, ideological
principle, or deity, thereby shifting responsibility to the authority figure.
Due to this moral disengagement, terrorists are able to hurt innocent
people and still justify it (Bandura, 1999).
Arguing from the fact that aggression and radicalization is
learned through indoctrination and socializing with other terrorists, it
can be prevented through teaching and learning ethics and socialising
with ethical teachers. Ethics education helps to develop non-violent
traits such as empathy, respect, tolerance, cooperation, peaceful coexistence and self-restraint. Prevention of aggression and radicalization from
this approach focuses on learning alternative behaviors or counter condi-
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tioning the aggressive behaviors that have already been learned through
socialisation with terrorist groups.
Methods and Data Sources
Literature review and content analysis of various documents including teacher Education syllabi was done to review the content [if any] on
ethics education in the current teacher training institutions. The paper
also analyzed theoretical and empirical studies on ethics education in
teacher education institutions which were derived from local, regional
and global studies. Due to the scarcity of empirical research done in
ethics education in teacher training institutions in Kenya, more sources
of information about this topic were derived from other countries such
as Tanzania, Australia, USA and Britain.
Radicalisation and Sustainable Development
The term “radicalisation” has many meanings but for the purposes of
this paper, the authors adopted the definition by Wilner and Dubouloz
(2010) who state that, radicalization is a personal process in which individuals are socialized to adopt extreme political, social, and/or religious
ideals and aspirations. According to Wilner and Dubuoloz, attainment of
these particular goals justifies the use of indiscriminate violence. Radicalization as such is understood to be a mental and emotional process
that prepares and motivates an individual to pursue violent behavior.
This violent behavior results in activities such as terrorism, which as
foreground by this paper are negatively affecting sustainable development.
In the past 15 years, countries have struggled to achieve the MDGS,
but despite remarkable progress, conflict affected states have performed
decimally and as a result, post 2015 development agenda came up with a
standalone Sustainable Development Goal on peace and security, with
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the theme ‘promoting peaceful societies and strong institutions’. This
goal suggests that combating terrorism is an important component of the
peace and security agenda.
From literature reviewed, it has been noted that insecurities such as
terrorism in a country, pose dire consequences on SD in the regions of
attack. For instance, bombings and property destruction due to terrorism
and radicalisation has been found to potentially drag back economic
fortune of regions attacked by several steps. Besides, economic life in
those regions is also automatically grounded to a halt. Foreign investors
who create livelihood opportunities through the creation of job opportunities and the provision of large scale products and services in the host
countries also fear investing in such areas which have insecurity. Together with these, tourism sector is also heavily affected by such insecurity and all these in one way or another negatively affect SD (Omadjohwoefe, 2013).
In education sector, the impact of terrorism commonly extends far
beyond the original target. This is because the fear of further attacks
causes whole schools to close temporarily or teachers and students temporarily to stay at home as was the case in Kenya (Garrissa University
College) attack in the year 2015. As such, this affects education, which
is the foundation for every type of development whether economic,
social, or political (O O’Malley, 2010).
Ethics Education for Radicalisation Free Society: Societal, Institutional and Teacher Challenges
It is evident from literature that ethics education is a necessity to
counter to radicalisation principles. Teachers are however faced with a
number of challenges in their endeavor to achieve this dimension as
explained in the following section.
First, for many years, though ethics education has been considered a
crucial dimension in the teaching profession, ethics education courses
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have been glaringly absent from the curricula of teacher education and
training (Anangisye, 2010). In Australia, for example, literature reviewed showed that there has been limited evidence on ethics education
in Pre Service Teacher Training (PST) (Drury & Baer, 2011). In the
United States, a research by Glanzer and Ream (2007) also showed that
Pre Service Teacher Education contained only a very small percentage
of ethics education. The situation is not different in Kenya. Kafu (2011)
retaliates that ethics education has never been taught to trainee teachers
since the colonial period in Kenya and that ethics are casually mentioned
in passing as aspects of principles and practices of teaching and by those
teacher-trainers who care to do so.
In some countries like England, there is a curriculum, which specifies the virtues, ethics and character development in schools that teachers are expected to inculcate into pupils. However, teachers are still not
trained or educated about their responsibilities in this area (Anangisye,
2010). It therefore becomes generally difficult for teachers to teach
ethics education when they were not adequately exposed to it during
their pre-service training at college or university. Revell and Arthur
(2007) in their research however found out that, majority of student
teachers believed that teaching is an ethical endeavor, and that teachers
had a responsibility to influence the values and behavior of their pupils.
They however retaliated that, if student teachers receive no training in
the area of ethics development, character or values education, they will
be unprepared to teach this area themselves.
Fragmentation of ethics education across programs in the teacher
education curriculum also poses a challenge in ethics education. According to Revell and Arthur, details of ethics education can easily be
compromised amongst the details of other subject areas if taught together. This is supported by Campbell (2013) who says that, there is a great
risk of ethics becoming diluted within the broader substantive context of
other subjects where it may end up being taught by instructors who lack
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the necessary familiarity with this dimension. To say the least, when
ethics is taught as integrated curriculum, its delivery is patchy and unequal across programs. Literature however revealed that in most countries, ethics education was integrated in other subjects (Anangisye, 2010;
Campbell, 2013).
Prioritising and motivating teaching and learning of science and
mathematics at the expense of the arts which are the main channels of
developing social capital by increasing individual propensity to trust and
be tolerant has also been a challenge (World Bank, 2005). For example
in the 1990s, teachers of science and mathematics were paid more than
teachers of art subjects in Kenya. Further, there was the establishment of
a national centre for strengthening the teaching of Mathematics and
Science - SMASSE, but none of such efforts exists for the teaching of
the arts. The net effect of such policies is that most teachers in the training colleges do not get the motivation to study the subjects that promote
ethical development of the learners in schools hence causing a shortage
of teachers whose subject areas are very instrumental in enhancing
learners’ ethical development.
Lastly, another challenge originates from the societies where both
the teachers and the students come from. According to Anangisye
(2010), lack of ethics in the society poses a serious impediment to promotion of ethics education in teacher training colleges. As posted in
Kaduma (2004), ethically depraved societies whereby related misdeeds
such as corruption, robbery, terrorism and injustice are pervasive have
an effect on teachers and students ethical behaviors. This can be attributed to the fact that both students and teachers are part and parcel of
these societies.
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Way Forward for Ethics Education in Teacher Education Institutions: A Multifaceted Approach
In the light of literature reviewed on the effects of radicalisation on
SD and the usefulness of ethics education in radicalisation prevention,
ethics education should be made a comprehensive and a mandatory
course for all pre-service teachers in teacher training colleges and Universities (Anangisye, 2010). Ethics education as well as the delivery of
that education should be made an integral part of teachers training. This
is a necessity to enhance the teachers’ capacity to instill ethics and handle ethical issues in schools.
Teachers should also constantly get acquainted with contemporary
ethical and social issues affecting the society. This should not only be
done through print media and other types of media, but also through
interactive forums such as seminars and workshops. Goble and Porter
(1977) reported that in-service training is necessary to remedy deficiency that teachers discover in their professional skills and in some
specialised skills to keep pace with the changing demands of a society
and the curriculum. Nzomo (2011) also argues that teachers need to
improve their competence through training since it helps one develop
skills, character and ultimately better their profession.
Parents are also teachers of their own children at home and should
teach appropriate ethics to them. If this is not well done, trainee teachers
will find it difficult to change their conduct when they join teacher training institutions. This is supported by Nyerere (1968) who noted that,
“when a child first comes to school at the age of six or seven, such individual has already developed some character traits, and has absorbed
some ideas through life in the family” (p.40). The foregoing excerpt
suggests that teacher training institutions have the responsibility to promote and develop character traits that trainee teachers already posses
when they join teacher training colleges, courtesy of the first and most
important social institution – the family.
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Finally, the government should consider educational reforms and innovations to current curriculum programs and some of the policies to
ensure ethics education is not compromised, but rather integrated in the
process of teaching and learning. The government should realise that
even if the education system produced the most qualified teachers, engineers, architects, doctors amongst others, without proper ethics, they
will be ill equipped to challenge unethical practices such as corruption,
robbery, and terrorism which will continually affect SD. Therefore,
cognitive, psychomotor and affective domains of education should be
given equal priorities in teacher educational institutions.
Conclusion
Against this backdrop, this paper concludes that teacher education is
ultimately important in radicalisation prevention through ethics education. However, as currently structured, theorised and practiced, ethics
education in teacher education institutions is facing myriad challenges,
which could be limiting their effective participation in radicalisation
prevention in schools. Hence, as this paper foregrounds, there is an urgent call for a deliberate integration and implementation of ethics education in the teacher preparation programs to enhance their engagement
with students in schools for radicalisation prevention necessary for SD.
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GENDER EQUITY IN EDUCATION
STRATEGY FOR INCLUSIVE EDUCATION:
A KENYAN CONTEXT
Ateka Florence, Charles Niyigena and Damas Mahali
Abstract
This article aims at showing the need for gender equity in achieving
inclusive education in Kenya.14 It sketches the evidence for gender imbalances in Kenyan schools; looks at factors inherent to those imbalances; and finally suggests strategies that can be adopted to achieve gender
equity in education for a better inclusive society whose future sustainable development can be better secured. This paper, based on literature
review, argues that both girls and boys face challenges in education in
Kenya. Factors disadvantaging girls include the socialisation process,
the hidden curriculum, socioeconomic factors and sexual harassment.
The boy is disadvantaged by the feminisation of education, the unfriendly school culture, and the masculine roles. These factors impede inclusive education without which sustainable development is threatened.
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Introduction
In any system where inclusion becomes a pressing need, questions of
who, when, why and how is one included become pertinent. Inclusion in
education can be traced back to the 1948 United Nations Declaration of
Human Right (UNDHR) whose Article 26 guarantees the right of every
citizen to education. Education is directed towards a full development of
the human personality and to the strengthening of respect for human
rights and fundamental freedoms (United Nations, 2015). There are
other international documents emphasising the right to quality education
and are relevant to inclusive education. These include the Convention on
the Elimination of all Forms of Discrimination Against Women (1979),
the UN Convention on the Rights of the Child (1989), the World Declaration on Education for All (1990), the Standard Rules on the Equalisation of Opportunities for Persons with Disabilities (1993), the Salamanca Statement and framework for Action on Special Needs Education
(1994), the World Education Forum Framework for Action (2000), the
Millennium Development Goals (2000), and the Sustainable Development Goals (2015). Most countries, including Kenya, have ratified these
documents.
In Kenya, the 2010 Constitution and the 2013 Education Act are
leading instruments in the provision of inclusive education. A commitment to the principles of equality and nondiscrimination is expressed
throughout the Constitution with equality being listed as one of six essential values upon which governance should be based on (Bii & Taylor,
2013). Initially inclusive education was associated with students with
disabilities. The term used was special needs education, referring to an
instruction specifically designed to meet the unique needs of a child with
a disability. Special needs education came up as educators realised that
even disabled children had the potential to learn and grow. Consequently, special schools based on different impairments were established.
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Over the years however, the need to integrate students with disabilities into mainstream schools has grown, giving rise to what is known
today as inclusive education. For education to be inclusive, it must take
into account the diversity and different needs of all learners. The Salamanca Statement and Framework for Action on Special Needs Education highlight that inclusion is reflected in the development of strategies
that seek to bring about a genuine equalisation of opportunities among
learners. The experiences of many countries have shown that the integration of children and youth with special educational needs is best
achieved in inclusive schools that serve all children within the community (UNESCO, 1994).
Inclusive education is a system in which the entire education system
considers the measures it must take in order to provide an appropriate
education with all children learning together (Bii & Taylor, 2013). It is
about ensuring the rights to education of all learners regardless of their
individual characteristics or difficulties in order to build a just society.
In a just society, all members, regardless of their genders and differences
enjoy a fair distribution of the goods and opportunities of the society.
In order to bring about justice in the society, Richards (1980) thinks,
one needs to consider two principles. Firstly, the most important purpose
of society is to improve the well-being of people so that they can be as
well off as possible. Secondly, everyone’s well being is to be considered
equally when social structures are being planned so that no individual or
group is given more consideration than any other. However, justice must
not necessarily entail equality. Only those who are equal must be treated
equally. Yet, people are different and have various needs. They must be
treated as such. Thus, genuine and just inclusion should be based on the
fact that people have different needs to be catered for. That is why we
need to start from gender equity in our inclusion strategies in the hope
that we will embrace equality. While equity aims at giving everyone
what they need to succeed, equality consists in treating everyone in the
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same way. Inclusion is about school renewal and change to improve the
education system for all students (Janney & Snell, 2013).
Nonetheless, gender is an aspect that tends to be ignored by inclusive
education policies and strategies. Many efforts are taken to integrate
learners with disabilities and/or from marginalised communities but
rarely is gender taken as part and parcel of inclusive education. This is
why it is important to discuss how gender equity is a relevant aspect of
inclusion in education. Gender equity is the impartial treatment of women and men so as to ensure equal enjoyment of privileges and rights
allotted to members of either gender (Kibui & Mwaniki, 2014). No
country can claim to have achieved inclusive education if gender imbalances still dominate their educational system.
Gender Equity in Education in Kenya
Gender equity is understood as the right to gain access and participate in education, as well as to benefit from gender-sensitive and gender-responsive educational environments. It aims at obtaining meaningful educational outcomes that ensure that education benefits translate
into greater participation in social, economic and political development
of their societies (UNESCO, 2012). Ensuring gender equity is therefore
an important step towards gender equality. In today’s society where
boys and girls do not stand on equal grounds one must ensure that educational opportunities are enjoyed by both gender according to their
needs and the proportion they represent in the society.
The Government of Kenya has not succeeded in ensuring gender equity in education. The latest population and housing census indicates
that women constitute 50.5 % of the total population; yet only 39.0% of
female against 43.0% of male were attending school, and 20.0% of female against 16.0% of male never went to school (Republic of Kenya,
2012). Concrete indicators of inequality in enrollment are shown in
Table 1.
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2011
Boys

Girls

Enrolment in Primary School

000

4’887.3

4’673.7

Enrolment in Secondary School

‘’

948.7

819.0

‘’

127.5

91.2

‘’

14’912.0

14’701.0

53’585.8

48’173.0

Enrolment in Universities

1

Teacher Training Institutions
Technical Institutions
1

Includes students in National Universities and Private accreditation.
2012

2013

2014

Boys

Girls

Boys

Girls

Boys

Girls

4’972.7

4’784.9

6’019.7

4’837.9

6’062.4

4’898.4

1’019.0

896.5

1’127.7

976.6

1’202.3

1’107.6

140.2

111.0

214.0

147.4

269.6

184.2

16’180.0

16’6160

18’236.0

18’978.0

19’623.0

20’330.0

77’260.0

60’431.0

88’064.0

69’945.0

89’765.4

68’377.0

Table1- Students Enrollment by Type of Educational Training Institution
and Sex (2011-2014). Source: Kenya national Bureau of statistics, 2015
Table 1 shows that enrollment at all levels of education is higher for
boys than girls, an indication that gender equity is not yet ensured. This
happens even as the proportion of females in the country is higher than
that of males. Chege and Sifuna (2006) noted that many factors combine
to contribute to low girls' enrollment and completion of primary schools
in Kenya.
Factors Affecting Educational Advancement of Girls
Despite a noticeable progress in women education, education of
women in Africa is still plagued by a number of problems (Zalenga,
2009). These include low literacy among women, under representation
of girls and women at all ages of formal education. At higher levels of
education, we experience high attrition rates among girls; specialisation
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of girls and women in certain areas of study such as humanities and
teaching; very low representation of women and girls in mathematics,
physical sciences and technical studies. These obstacles are still prevalent among women in African countries including Kenya. They indicate
the lack of inclusive education.
Such problems result from many interacting factors including, poverty which frustrates efforts to enhance gender equity, socio-cultural
norms, values and practices that relegate women in a subordinate position, the ideology of social exclusion which perpetuates the subordination of women orchastrated by power-hierarchy based gender relations,
and unfriendly school learning environment that tends to repel females
due to stereotypes (Meena, 2001). At the core of these factors is a
socialisation process that defines gender differences in terms of power
(of men over women) and takes these differences as the guiding principle of life regardless of what each person is capable of doing. The inequalities created by that socialisation process are so rooted within individuals and social structures that overcoming them requires radical
change. Many girls across Kenya do not attend school because of such
structures.
For example, in Kenya, despite the apparently widespread participation of girls especially at the primary and secondary school levels, the
structure of school opportunities seriously disadvantages girls from less
developed regions and less affluent families (Chege & Sifuna, 2006). A
study by Kang’ethe and Karuti (2015) reveals that in all secondary
schools in Kenya, the proportionate loss between each successive year
of schooling is greater for girls than for boys. Additionally, school and
classroom cultures are generally hostile to girls. A study on the extent of
sexual harassment in Kenyan schools showed that girls recorded a
slightly higher frequency of 60% compared with 55% boys (Ruto,
2009). Sexual harassment persists even in secondary schools resulting in
premarital pregnancies, and violence meted out to girls, especially in
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mixed secondary schools (Kang’ethe and Karuti (2015). This ultimately
results into high drop outs for girls. The inadequacy and insufficiency of
appropriate infrastructures and provision of resources such as sanitary
towels combine with other factors to exclude women and constrain their
performance and the quality education they deserve. Inclusive education is therefore compromised by the lack of provision of adequate educational opportunities for the girl child.
Legewie and Di Prete (2012) give provocative views regarding the
role of femininity on girls’ schooling, arguing that “girls perform better
than boys because they are conditioned to follow directions, sit nicely on
their chairs and listen to the teachers. Boys, on the other hand, are conditioned and expected to misbehave, be subjects of constant reprimands
and humiliation, skip school or drop out entirely, and generally develop
low self-esteem” (p.133). Those sentiments have been expressed by
other authors. However, in many ways, girls have always been given
lower educational opportunities and have had lower performance compared to that of boys.
Factors Affecting Educational Advancement of Boys
Since the 1990s, a new impetus has emerged to understand the male
side of gender and the concept of masculinity. “The interest has been
spawned by concerns over rising male unemployment, the declining
proportion of men in higher education, and boys’ under-performance in
primary and secondary schools” (Bannon & Correia, 2006, p. xviii).
This might be true in developed countries. In developing countries such
as Kenya, it may generally be argued that in schools, boys are majority,
perform better and have more employable opportunities than girls. Yet,
it remains equally true that women come at the center of any gender
equity initiative. Boys may therefore be ignored and this may make
gender equality initiatives turn more unequal.

144 Educating Teachers for Tomorrow
In an article on gender differences on educational achievement, Gibb
et al. (2008) show that boys’ under participation and under-achievement
is because schools no longer address the education needs of boys. For
instance, the continuing under-representation of men in the teaching
profession (Carrington& McPhee, 2008) deprives boys from male role
models. Concurrently, and this is relevant to Kenya, unfriendly classroom and school culture is often manifested in activities relatively
friendlier to girls and constructing boys as the problem (Chege, 2006).
Where boys are asked to do ten push-ups, for example, girls are asked to
do less. The same may apply to imposing punishments where some
teachers may be harsher on boys and lenient on girls. This can be seen as
a socialisation process that sees girls as a fragile being but also gives
boys the strengths that they may not necessarily have.
Gender equity discourses should not only look at how boys and girls
benefit from education. They should go beyond the quantitative characteristics (gender parity) and tackle disadvantages that prevent women
and men from operating on an even playing field through the principle
of fairness (gender equity). The inclusion of men in gender discourses is
not about transferring benefits or attention from women and girls to boys
and men, but rather making interventions more meaningful. Women’s
well-being often cannot improve without including men because gender
is relational (Bannon & Correira, 2006).

In Kenya, the needs of both

boys and girls in their various experiences and backgrounds must be
taken care of if true inclusive education is to take place.
Strategies for Improving Gender Equity in Education
Gender inequalities affect the structure and management of the education system, the practices and attitudes of teachers, the structure of the
learning materials and the content of the curriculum. No single solution
can tackle gender imbalance in education. The Organisation for Economic Cooperation and Development ((OECD), 2004) identified four
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dimensions of equity relevant to this discussion. They range from equity
in access, learning environment, production, to equity of realisation.
Equity of access or equality of opportunities is interested in knowing
whether all individuals have the same chance of progressing to a particular level in the education system.

It ensures that girls and boys are

offered equitable opportunities to gain admission to formal, non formal
or alternative approaches to basic and higher levels of education. Actual
attendance, rather than enrollment, is a better indicator of whether equity
in access has been achieved (USAID, 2008). To realise this, the following suggestions are worth considering. Parents and educators should
value both genders; schools should be situated in close proximity to
students’ homes and schools’ advisory committees should be formed in
which teachers are able to monitor learners’ participation at school and
intervene when necessary. Additionally, raising parents’ awareness of
their rights and responsibilities in education and of the importance of
schooling for boys and girls can be helpful. Education officers should
also have strategic plans to reach out-of-school children, such as boy
herders, and children mothers through instruction provided in distance
teaching centers.
Equity in terms of learning environment or equality of means ensures that boys and girls enjoy equivalent learning conditions. They
should all benefit from equivalent learning environment in terms of the
level of training of their instructors and professionals attached to the
scholastic infrastructures, and quantity and quality of didactic tools
(OECD, 2004). In other words, boys and girls are exposed to the same
curriculum, have fair treatment and attention. Concrete actions that may
produce equality include the training of all curriculum developers, textbook writers, administrators, managers, and teachers in gender understanding prior to developing new curricula and teaching materials. Curriculum implementers can be trained in inclusive and unbiased teaching
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practices to help in integrating students who have been marginalised by
gender discrimination.
It is also important to undertake an annual classroom study to monitor teachers’ interactions with boys and girls to ensure equitable student
treatment. This may result in instituting inclusion policies, ending academic streaming based on gender stereotypes and ensuring that teachers
in conflict areas are equipped to help children understand and claim their
rights, or provide context-specific knowledge such as landmine safety,
first aid, and peace education (INEE, 2004 as quoted by USAID, 2008).
As for students whose education was interrupted by war or other hardships, it is necessary to provide accelerated learning programs to help
them achieve grade level equivalencies and potentially re-enter the formal school system.
Equity in production or equality of achievements ensures that all
students master, or have the same chance to master, with the same degree of expertise, knowledge, skills and values taught. They should be
given the same chance of pursuing for example a qualifying degree
(OECD, 2004). To ensure fair chances for achievement, the length of
school careers, academic qualifications, and diplomas should not differ
based on a person’s sex (USAID, 2008). Strategic actions to achieve
equality of achievements include training teachers to understand how
their perceptions or expectations of male and female students influence
how they assess students’ progress, mark examinations, and provide
feedback. It is also important to include an assortment of types of questions when developing test, examination, or assessment questions to
respond to the diversity in students’ learning styles and weigh the test
items to ensure that students with different learning styles have equal
opportunities to succeed. Again the teacher should make intended efforts
to balance classroom assessment methods to evaluate group and individual work using verbal and written evaluation tools.
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Lastly, equity of realisation or exploitation of results checks that
once they have left school, boys and girls have the same chances of
using acquired skills to realise their individual or group goals and validate their skills (OECD, 2004). This occurs when the status of men and
women, their access to goods and services, and their ability to contribute
to, participate in, and benefit from economic, social, cultural, and political activities are equitable (USAID, 2008). Concrete actions to be taken
include enacting and enforcing labor laws that ensure fair opportunity
and pay; conducting social mobilisation campaigns aimed at increasing
women and girls’ status and value in society; promoting legal reforms
that ensure women and girls have equal protections and rights with regards to family law, citizenship, property ownership, political participation, inheritance, and the financial sector; and promoting infrastructure
enhancements that encourage economic growth, reduce poverty, improve families’ health and well being, and ease the burden on women
and girls.
Those strategies will work towards gender inclusion in education.
Effective inclusion practices require changes in the curriculum, in how
teachers teach, in how students learn, and in how students with and
without disabilities as well as their teachers interact with one another
(Janney & Snell, 2013). By so doing, the whole education system will
improve leading to meaningful and sustainable development for all
Kenyans.
Conclusion
For ideal inclusive classrooms, educators must understand how stereotypes limit the choices and opportunities for boys and girls and obscure their needs and differences. Quality, retention, and achievement
are essential elements of an education strategy designed to ensure inclusion so that boys and girls maximize their full potential. Getting children
into school is crucial but ensuring that they stay in school, learn, and
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achieve is also necessary. The four dimensions of educational equity
provide planners with a systematic way of addressing the components
necessary for ensuring a relevant and high quality education for all
learners. Taking advantage of these opportunities will help move closer
to making inclusive education not just a lofty idea, but a reality for millions of girls and boys, not only in Kenya but also in other parts of the
world. This will therefore enhance the sustainable development goals.
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HEADTEACHERS' ADMINISTRATIVE
ROLE AND INCLUSIVE EDUCATION
FOR PHYSICALLY CHALLENGED LEARNERS

IN BOMET SUB-COUNTY, KENYA
Margret C. Kosonei and Jacinta M. Adhiambo
Abstract
Globally, inclusive education has evolved over years through different stages as a way of looking for the most effective approach to helping
learners with special needs.15 As such international conventions and
Kenya's educational policies guide the implementation of inclusive education in Kenya. Research reveals that there is relationship between
headteachers administrative role and implementation of educational
policy. This paper seeks to find out headteachers' administrative role in
implementing inclusive education policy through regular schools for
sustainable development of the physically challenged learners from
primary schools in Bomet Sub-county, Kenya for better citizenship. Tow
research questions guided the study, cross sectional survey and phenomenology designs were used. The participants (93) were selected through
stratified and purposive sampling techniques. Data was collected using
questionnaires and interview guide. Frequencies, percentages and theme
category were used to analyse data. Findings show that headteachers'
administrative roles were both in school and the community and that the
15
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preparation of the headteachers is a requirement for effective implementation. This paper highlights administrative roles: admission of physically challenged learners, supervision of instruction, staff development, and
deployment of special need education specialists and purchase of devices among others. The roles enable the headteachers to contribute to
sustainable development of the graduates. The training of key players to
implement inclusive education is crucial. The study recommends that
headteachers be trained or given refresher courses in special need education so that they become champions of inclusive education for sustainable development of physically challenged learners.
Key Words: Headteachers, inclusive education, policy, implementation and sustainable development
Background
Inclusive education has evolved over years through different
stages as a way of looking for the most effective approach to helping
learners with special needs. As such International conventions and Kenya's educational policies are guiding principles for inclusive education in
the Kenyan context. The concept of inclusive education has been supported by a number of international conventions on education
(UNESCO, 1989; 1990; 1993; 1994; 1998; 2000; 20082and 2015).
Kenya being a signatory to the international interventions has consistently attempted to take care of the learners with special needs.
Kenya since independence has had various policy recommendations
by educational commissions and committees in relation to learners with
special needs. The recommendations have been directives on provision
of education to all learners (Republic of Kenya, 1964; 1976; 1988;
1999). Adoyo and Odeny (2015) highlight the national policy and the
legal acts treasured by the government of Kenya in the provision of
inclusive education: Children's Act, 2001; Person with Disabilities Act,
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2003; Sessional Paper No. I 2005; National Special Education Policy
Frame work of 2009; and mainstreaming policy; and Sessional paper
no.14 of 2012. The legal frameworks mentioned above underscore provision of education to learners with special needs in an inclusive setting.
Kenya’s Constitution (2010) affirms the right to education for every
person. In Chapter Four (Bill of Rights); Article 43 Sec.1 (f) and Article
54 Sec.1 (b) are government’s policy on the right to education and integration of educational institutions and facilities challenged persons in
the society.
Education is key to all forms of development. Sessional paper No.
1of 2005 posits that education plays a role of “enhancing the ability of
Kenyans to preserve and utilise the environment for productive gain and
sustainable livelihoods” (p.1) and Sessional paper No. 14 of 2012 stipulates that education is the most important means of social mobility, national cohesion and socio economic development. This explains why the
headteachers ought to carry out their administrative roles to ensure that
all learners regardless of the status are provided education for sustainability.
Kenya Vision 2030 puts a link between education and the labour
market and developing of entrepreneurial skills, competencies and values/attitudes to enable the people engage in lifelong learning. There has
been debate that lifelong learning is equivalent to sustainable development. Lifelong learning can only be true if learners with special needs
are exposed and mentored to develop those competencies, skills and
values required as early as during basic education. It is in support of this
that Kaimenyi (2015) during a world education day forum argued that
quality of education system cannot exceed the quality of its teachers and
neither can the quality of teaching exceed the quality of the system in
place to recruit, train, develop and advance teachers. The aforementioned fact could be enhanced by the supervision of the headteachers to
ensure that learners and especially those who are physically challenged
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are taken through the curriculum activities to prepare them towards
sustainable development.
But what is sustainable development? The concept of sustainable development was described by the 1987 Brundtland Commission Report
as "Development that meets the needs of the present without compromising the ability of future generations to meet their own needs." The
description presupposes that the society is supposed to know that any
activity that it engages in must not compromise the continuity of the
future. In the same vein in 2007, The UN Secretary General, Ki-Moon
echoed the idea of Bruntland report and said: "We hold the future in our
hands. Together, we must ensure that our grandchildren will not have to
ask why we failed to do the right thing, and let them suffer the
consequences." This implies that learners with special needs are among
those who should not be left behind in working towards a better future.
In the same development, UNESCO (2010) argues that there is a
need to have a

whole school approach to sustainability, the type of

approach which enables each and every one in the school to contribute
towards the sustainable projects for the continuity of the knowledge,
skills and values in the stakeholders of education. The school ought to
have a “sustainability ethos reflected in the treatment of others, school
property, and the environment” (p 23).
A great emphasis is put on education for sustainable development in
culture, economy, society and environment. The whole school approach
can only become a reality if headteachers play their administrative roles
effectively to ensure inclusion of physically challenged learners in the
development process. Headteachers are expected to support the government’s effort in implementing the set policies. They are to ensure that
the policies are implemented so that they do not remain on paper. The
study was inspired by parents’ act of taking children with special needs
to special schools and special units attached to regular schools as opposed to regular schools. The government places emphasis on inclusive

Inclusive Education for Physically Challenged Learners 157
education through regular schools for learners with special needs (MOE,
2009).
Statement of the Problem
Bomet Sub-County is reported to have high percentage of physically
challenged persons. Social Services Department County Government of
Bomet (2014) indicates that physical disability is the highest disability representing 43.5% followed by mental impairment at 20.9%.
Among these persons with challenges are children of school going age
but they do not go to school because they are being hidden.
Studies describing challenges faced in implementation of inclusive
education (IE) have been conducted by Mogire (2008), Janmohamed
and Mumbi (2012). Mueni (2008), Mutisya and Wanjiku (2009), Ogutu
and Wanyonyi (2012) researched on factors affecting implementation of
inclusive education for children with special needs in public primary schools. The aforementioned researchers found out that among the
factors and challenges facing implementation of inclusive education is
unpreparedness of teachers. Teachers teaching in schools where special
need education learners access education do not have adequate skills to
handle them. Other challenges are parental factors such as ignorance or
lack of information on disability. It is in view of this that the study endeavored to find out how the headteachers as the supervisors of implementation of policies play their administrative roles in enhancing the
inclusive education for physically challenged learners in Bomet SubCounty.
Research Questions
The study set out to answer the following questions:
1.

What are headteachers’ administrative roles in inclusion of
physically challenged learners in the selected primary schools
for their sustainability?
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2.

How influential are headteachers’ activities/roles on the implementation of inclusive education for physically challenged
learners for sustainable development?

Theoretical Framework
The study was based on Dworkin’s theory of equality. Dworkin
(2007) asserts that there is a difference between treating people equally,
with respect to one or another commodity or opportunity, and treating
them as equals. The theory is based on distributional equality, which has
rights to some amount or share of resources. The equality of welfare
theory states that people are treated as equals when resources are
distributed among them until no further distribution would leave
them more equal in welfare. The theory further states that because of
disabilities those with special needs needed more resources to achieve
equal welfare.
Dworkin’s theory of equality is relevant for this study because inclusive education gives opportunity to the physically challenged learners to
access education in the same school setting with those with no special
needs. This has a positive impact on education for sustainable development because all persons are supposed to contribute to the development
of the economy, environment and society as a whole. This theory is
applicable in an inclusive school setting which comprises of learners
with diverse needs. Thus, headteachers ought to ensure that physically
challenged learners are provided with facilities, equipments, devices,
teaching and learning materials to enable them learn just as their colleagues who are challenged. Dworkin’s theory is applicable in cases
where equal opportunities are provided but with more emphasis on extra
resources to those with special needs for example, the physically challenged learners. Thus, the school managers should prioritise when it
comes to resource allocation to physically challenged learners.
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Methodology
Cross sectional survey and phenomenology designs were used. The
target population was 90 public primary schools in Bomet Sub County.
The researchers chose to use 20% of the target population as a sample as
proposed by (Gay, Mills & Airisian, 2009) as representative enough.
Stratified sampling was used to select samples from the two divisions of
Bomet Sub-County: Bomet Central and Longisa. Stratified sampling
technique was employed to select 18 schools and one school was purposively selected because it had a special need education unit.
All headteachers of 19 of the selected schools were automatically included by virtue of their position as school administrators who implement government policies; deputy headteachers were included because
they are assistant administrators of the schools. Stratified sampling technique was employed to select 2 Special Need Education (SNE) and 2
Non-SNE teachers from every school. In addition, District Education
Officer and SNE officer were purposively picked because of relevant
information about the implementation of inclusive education.
Questionnaire and interview guide were used for data collection and
the data were analysed using descriptive statistics: frequencies and percentages were used to describe the status on the role of headteachers.
The qualitative data was analysed using theme category and reported in
verbatim form. In this study the researchers ensured that the participants
were protected by keeping the information confidential; principle of
anonymity was observed by asking them not to indicate their names on
the instruments and observation of ethics was done by acknowledging
all sources of information.
Results and Discussions
Research question one sought to find out the headteachers’ administrative roles in inclusion of physically challenged learners in the selected
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primary schools for their sustainability. The findings in Table 1 indicate
that headteachers have a role to play to ensure inclusive education is
implemented for sustainable development.
Administrators’ Role

Frequency

Percentage

25

83.3

23

76.7

20

66.7

15

50

12

40

Utilisation of government grants

14

46.7

Utilisation of specialists

11

6.7

Admission of physically
challenged learners
Advocacy on causes of diverse
challenges
Awareness creation
(potentiality of SNE children)
Supervision of instruction
for SNE learners
Staff development on special need
education learners

( SNE teacher and Officer)
Table 1 - Headteachers’ Role in Implementing Inclusive Education
(n=25)
The data in Table 1, that headteachers have a role to play in implementing inclusive education, both in school and the community. From
the data 83.3% reported that one of the headteachers in school is admission of physically challenged learners while 76.7% indicated that in the
community they were involved in advocacy on the cause of disability
and creating awareness on potentiality of SNE children. The findings
concur with Mullick and Sharma (2012) who argued that headteachers
provide support and assistance in general in the implementation of inclusive education practices. Such practices include promoting positive
attitude towards inclusive education, providing in-service training and
identifying special needs of schools and teachers in inclusive education.
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The headteachers’ creation of awareness in form of advocacy shows
that education for all learners with special emphasis on the physically
challenged is important. On this District Education Officer reported:
“Headteachers advise parents not to hide SNE children; they
sensitise parents on importance of exposing learners who were physically challenged towards making them resourceful persons in future which
in turn will change the negative opinion of the community towards children with disabilities.”(4/3/2014)
District Education Officer further said: "Headteachers in public primary schools have a role of purchasing relevant devices for the SNE
learners and they supervise both curriculum and co-curricular activities"
(4/3/2014). From the findings it is clear that for special needs learners to
reach completion of their learning activities, the head teacher is vital. As
such the physically challenged learners will be exposed to skills and
competencies for sustainability. This would be in line with UNESCO
(2010) who advocates for whole school approaches to sustainability to
enable all learners contribute towards the sustainable projects for the
continuity.
The headteachers also ensured that teachers have basic skills in handling physically and so made encouraged teachers to go for in-service
courses on special need education as part of staff development and once
in awhile invited resource persons were invited to train the teachers in
the school setting. This echoes what Oriedo (2003) found out that the
needs of children with challenges cannot be met if most of the teachers
do not have at least some basic training in the relevant area.
In the same development, according to Grima (2010) a head teacher’s role is to monitor the teaching and learning process in school. Thus
the present study inquired on the frequency the headteachers supervised
teaching and learning process of the physically challenged learners. The
results are presented in Figure 2.
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Figure 1 Frequency of Supervision
Data in Figure 1 show that 53.3% of SNE teachers indicated that the
headteachers did supervise them twice a month, 30% and 16.7% said
they were supervised once a month and a term respectively. Headteachers supervision was not efficient. The success of inclusive education of
the physically challenged learners is dependent on how the headteachers
supervised the teachers in executing their mandate. On further interrogation on the matter, one SNE asserted “headteachers in two integrated
schools are trained as SNE teachers. However, many of the headteachers
are not trained in special needs education and so may not be as effective
in their supervision.(4/3/2014).
It is therefore, necessary that the headteachers are trained on how to
handle all types of learners in both integrated and regular schools to
enhance quality learning towards sustainable development. Oduru and
Bosu (2010) argue that headteachers should be given appropriate sustained training to give them some level of autonomy to operate and
provide the requisite logistic support for learners in their respective
needs.
The second research question sought to determine how headteachers’
activities affected the implementation of inclusive education for physically challenged learners for sustainable development. The findings as
follows:
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Headteachers’ activities

Frequency

Percent

19

63.3%

Change in community attitude

17

56.7 %

Accessibility of education

13

43.3 %

11

36.6 %

Quality education to all learners

9

30.0 %

Retention of physically challenged

6

20.0%

Provision of equal opportunities for
education

by the physically challenged
Increased enrolment of all cadre of
learners

learners
Table 2 - Headteachers’ Responses on how Activities Influence
the Implementation of Inclusive Education (n = 19)
Data from Table 2 show that 63.3% and 56.7% participants respectively indicated that headteachers provided equal opportunities for education to all and that awareness creation brought change in community
attitude towards the challenged. This finding somehow gives solution to
Mumbi (2012) who found out that obstacles facing inclusive education
in Nyeri were socio-cultural factors reflected in negative attitudes towards disabilities. If the change of attitude is achieved, then the physically challenged will be taken to school to be exposed to the sustainable
skills for lifelong learning and being.
To reinforce the already presented findings, non special need education teachers indicated means adopted by headteachers to advocate for
the inclusion of learners in regular schools. The results are in figure 1.
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Figure 2 Means used to advocate for Inclusive Education
Data from Figure 2 show that 86.7 % of the participants reported that
headteachers exposed the community to issues related to inclusive education during education days and 80.0% said parents' meeting. Other
means were public forums, Church and seminars. These were relevant
forums to use to advocate for inclusive education and seek a way forward for sustainable development of learners with special needs and
specially those who are physically challenged.
Conclusions
Inclusive education is an approach of offering quality education to
all types of learners with special needs. The headteachers' administrative
roles in implementing inclusive education are both in school and the
community. Their major roles in school were admission of psychically
challenged learners, close supervision of the teaching and learning process, ensuring that teachers are trained on how to handle the learners
who may be challenged in one way or another. The effectiveness of the
roles is dependent on the training on special needs education.
The role of advocacy, awareness creation on issues related to special
needs education and inclusive education made the community to have a
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change of attitude towards the challenged learners. The change of attitude made the community to appreciate the need of taking the physically
challenged learners to regular schools. The headteachers roles and activities could influence quality education for the physically challenged
learners thus promoting lifelong learning.
Recommendations
The study recommends that headteachers be trained or given refresher courses to update them in emerging issues in special need education
as appropriate. to become champions of inclusive education for sustainable development of the special needs learners.
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SPONSORS’ BELIEFS AND VALUES
INFLUENCE IN IMPLEMENTING
ENVIRONMENTAL CONSERVATION
IN FAITH-BASED
PRIMARY SCHOOLS IN MUKURWE-INI
SUB-COUNTY, KENYA
Monica Wairimu Mwangi and Vincent Gaitho
Abstract
This study investigated the influence of sponsors’ traditions on the
implementation of environmental conservation practices in faith-based
primary schools in Mukurwe-ini Sub-County, Kenya.16 The research
was guided by the following questions: How do sponsors’ beliefs and
values influence implementation of environmental conservation in faithbased schools in Mukurwe-ini Sub-County? What strategies do faith
based school sponsors employ in implementing environmental conservation in faith-based schools in Mukurwe-ini Sub-County? What challenges do faith based school sponsors’ encounter in implementing environmental conservation practices in faith based schools in Mukurwe-ini
Sub-County? Seven schools sponsored by the Catholic Church, Anglican Church of Kenya, Presbyterian Church of Eastern Africa and Ortho16

Monica Wairimu Mwangi and Vincent Gaitho, The Catholic University of
Eastern Africa, Kenya.
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dox Church participated in the study. The sample consisted of 80 pupils,
14 teachers, 1 Sub-County Educational Officer, 7 Parent Teachers Association representatives and 4 sponsors. Convergent parallel mixed method approach was employed. Qualitative and quantitative data were collected using questionnaires, interview guide and observation guide. The
findings showed that the sponsors’ environmental beliefs influenced
pupils’ attitudes towards environmental conservation in primary schools.
The strategies employed by sponsors in implementing environmental
conservation included creating awareness, involving pupils in cleaning
and tree planting. Although challenges faced by the community, school
and sponsor had negative influence in implementing environmental
conservation, the study concluded that sponsors’ belief and values had
direct influence on the implementation of environmental conservation in
faith based primary schools. The study recommended collaboration
between government, sponsors and other stakeholders in managing
primary schools and establishment of policies to govern conservation of
natural resources.
Key Words: Environmental Conservation, Faith-based schools,
Sponsors’ Beliefs, Sponsors’ Values.
Introduction
Religion and environmental conservation are fundamentally related
(Miller, 2006). This relationship stems, on one hand, from the role religion has played since time immemorial in shaping human environmental
worldviews. On the other hand, this relationship flows from the religious
significance that human beings attach to the natural environment (Farmoriti, 2007). Thus, religious cosmologies have influenced the way
people think, talk and relate with the natural environment. According to
Regnerus (2003) religious traditions and mythologies on the natural
environment have continually and in fundamental ways shaped human
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concept on the origin, development and meanings on how humans
should relate with the natural environment. Religious traditions significantly influence human environmental moral imperatives, value systems, worldviews and ethical practices. They have mobilised the sensibility of people toward the goals of Earth Stewardship that enhance
ecological resilience and human well-being (Herderson & Tilbury,
2004).
According to Bishop (2012), the commitment and influence of religion, particularly Christianity, on environmental conservation at the
global scene is patently clear. For instance, the Anglican Church affirms
and includes environmental stewardship as an essential mark of its mission, striving to safeguard the integrity of creation in order to sustain and
renew life on the earth (Anglican Church of England, 2011).
In Kenya, Faith based groups and individuals play a key role in environmental conservation. Otieno (2010) posits that African religion and
beliefs, Christianity and Islam religion have been involved in environmental conservation in Kenya. He further says that the Mijikenda religion and beliefs system significantly influenced the conservation of
Kaya forests in Kenya. In the same development, Ndaruga (2003) argues that the Agikuyu religion and beliefs systems has played a great
role in the conservation of Mugumo trees and other sacred grooves in
Aberdare ranges and Mount Kenya forests.

The Catholic Church,

through the Kenya Conference of Catholic Bishops (KCCB) has shown
great concern on environmental conservation. There is a massive improvement in the implementation of environmental conservation practices in faith-based schools. Lugulu (2013) supports the view that faith
sponsors have significantly influenced the prayer life, worship, and
sacramental life especially in Catholic Church sponsored primary
schools. Nevertheless, there is still a need to determine the influence of
faith based school sponsors in the implementation of environmental
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conservation practices in faith-based schools in Mukurwe-ini SubCounty.
Statement of the Problem
The influence of faith based schools sponsor on different domains in
faith-based schools is evident. However, there is hardly a study on sponsors’ influence on the implementation of environmental conservation
practices in these schools. Considering the role religion has played in
education and conceptions about the natural environment, and the role of
religion in the socialisation process, this study sought to find out how
sponsors’ beliefs and values have influenced the implementation of
environmental conservation practices in faith-based schools in Mukurwe-ini Sub-County.
Research Questions
The study sought to answer the following questions:
1.

How do sponsors’ beliefs and values influence implementation of environmental conservation in faith-based schools
in Mukurwe-ini Sub-County?

2.

What strategies do faith based school sponsors employ in
implementing environmental conservation in faith-based
schools in Mukurwe-ini Sub-County?

3.

What challenges do faith-based school sponsors’ encounter
in implementing environmental conservation practices in
faith based schools in Mukurwe-ini Sub-County?

Theoretical Framework
A theoretical framework is a general set of assumptions that explains
and clarifies a phenomenon under the study (Kombo & Tromp, 2013).
This study was based on theocentric theory of natural environment in an
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attempt to explain the influence of sponsors traditional beliefs and values on the implementation of environmental conservation practices in
faith based primary schools in Mukurwe-ini Sub-County.
The theocentric theory of the natural environment is a faith based
and a God-centered perspective on the natural environment. According
to the theocentric theory, the natural environment and all it contains was
created by God with a superlative intrinsic goodness and is related to
God as its Creator, Owner Lord (Benedict XVI, 2009). The natural environment is a gift and a common patrimony entrusted to all human beings; who in their use of the things in the natural environment should
consider the nature of each being, its mutual connection in the ordered
system in nature, and its renewable or non-renewable characteristic
(John Paul II, 1987). According to theocentric theory human beings are
created unique from other creatures in the natural environment (John
Paul II, 1995). In their exalted position human beings have a divine
command and responsibility to exercise stewardship over other creatures
in the natural environment. Human beings have a responsibility to steward nature according to divine precepts and in the direction of God (John
XXIII, 1963). Pope Francis (2013) insisted that in fulfilling this noble
duty, human beings have to care for the harmony and development of
nature according to the ably laid wisdom in the natural environment
(Gen1:27, NJB).
Methodology
The study employed a convergent parallel mixed method approach.
Simple random sampling and stratified sampling and were utilised in
sampling study participants. The sample consisted of 80 pupils, 14
teachers, 1 Sub-County Educational Officer, 7 Parent Teachers Association representatives and 4 sponsors. Questionnaires, interview guide and
observation check list were used to collect data collection. Data was
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analysed using descriptive statistics such as frequencies and percentages
to summarise data.
Results and Discussion
Information on Primary School Sponsorship
From the analysis, the sponsorship of Catholic Church (23.8%),
Presbyterian Church of Eastern Africa (23.8%), Anglican Church of
Kenya (22.5%), and the sponsorship of the Orthodox Church (21.2%)
was acknowledged and highlighted by the pupils in the sampled schools.
This reflected that the faith sponsors were active and hence recognised
by the pupils in the sampled schools. Nevertheless, 8.8% of the respondents were uncertain who sponsored their school in terms of faith.
Influence of Sponsors Beliefs and Values on the Implementation of
Environmental Conservation
To seek information on the influence of sponsors on the implementation of environmental conservation in faith based primary schools in
Mukurwe-ini Sub-County; participants were presented with an open
ended question where they were to express the influence of the Sponsor
on the environmental conservation practices.
Influential ways
The study depicted religious wisdom as an essential element whose
contribution to implementation of environmental conservation practices
has long been sidelined within the Kenyan Government and elsewhere
in the world. However, the role faith plays in shaping society’s value
system cannot be underrated (Odongo, 2009). Sponsors not only influenced pupils’ academic practices, but also their attitudes and values
towards environmental conservation. Although environmental conservation is incorporated in various school subjects in Kenya this research
came up with the following findings as indicated in Table 1.
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Valid
Responses

Setting Rules

Frequency

Percent

Percent

Cumulative
Percent

11

11.2

11.7

11.7

23

23.5

24.5

36.2

22

22.4

23.4

59.6

13

13.3

13.8

73.4

20

20.4

21.3

94.7

5

5.1

5.3

100.0

94

95.9

100.0

Teaching
Respect for
God's
Creation
Advocating
for Good
Stewardship
over Nature
Encouraging
Recycle,
Re-use and
Reduce
Creating
awareness on
the Intrinsic
Nature of the
Environment
Encouraging
Solidarity in
Solving
Environmental Problems
Total

Table 1 Faith Sponsors influence on Environmental Conservation in
Primary Schools
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From Table 1, environmental Education was done through teaching
respect for God's creation (24.5%), advocating for good stewardship
over nature (23.4%), creating awareness on the intrinsic nature of the
environment (21.3%), encouraging recycle, re-use and reduce (13.8%),
setting rules (11.7%), and encouraging solidarity in solving environmental problems (5.3%).
Beliefs Emphasized by sponsors on Environmental Conservation in
Faith-Based Primary Schools

50
40
30
20
10
0

4849

1616.3

1414

1616.3
Frequenct
Percentage

Figure 1: Sponsors Beliefs on Environmental Conservation
Analysed data in figure 1 shows that sponsors’ environmental beliefs
on: respect for God’s creatures (48%), stewardship (16.3%), harmony
with nature (16.3%) and Solidarity (14%) were emphasised in schools.
Pupils acquired varied knowledge which contributed to their change of
attitude towards the environment. This also influenced their rate of participation in conservation activities within the school, church and community.
This implies that if sponsors inculcate in pupils a positive attitude
and values towards environmental conservation, they would take an
active role in conserving the environment and its resources; hence pre-
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serve them for future generations. This concurs with Mwangangi (2012)
that environmental attitudes enhance a clear understanding of interests
and beliefs that influence positivism in environmental conservation.
Environmental Conservation Practices in faith-based schools based on
Sponsors beliefs
Participants’ responses showed a number of strategies that different sponsors employed to engage pupils in conserving the environment.
These activities were prompted by the environmental beliefs that varied
sponsors held on to firmly and transmitted them to the pupils. Some of
the strategies employed are indicated Figure 2.

Figure 2: Environmental conservation Strategies
The Figure 3 above shows that 28.57% of the respondents cared for
the environment through planting trees and flowers to sustain the beautiful scenery around the school. This activity was accompanied by regular
watering and weeding. In order to preserve the little water available in
school, pupils were creative enough with majority of the trees having
improvised drip irrigation bottles.
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To maintain a clean and healthy environment, 27.55% of the pupil
participants engaged in garbage collection, school cleaning and litter
collection. They also visited the hospital neighboring their schools to
offer a helping hand in slashing the grass to avoid mosquito breeding.
This reflects the transformative role that the faith based school sponsors
played in molding learners’ sensitivity to the needs of others since God
is the Creator of all.
Landscaping strategy was rated third at 16.3%. Landscaping here
means modification of the physical features of land in a place in order to
make it more appealing or beautiful. Pupils engaged in landscaping the
school compound in an attempt to ensure safe movement of pupils, vehicles, people and animals.
Education is said to be formal, informal or non-formal. From the
sampled participants, 14.29% posited that faith based sponsors engaged
in teaching pupils the importance of conserving the environment. The
pupils extended their services to the neighboring schools in simple exchange programs. The faith based sponsors where available and delivered this knowledge during Pastoral Programme Instruction lessons as
well as during spiritual services such as worship homilies to pupils in
their respective schools.
Recreation and Spiritual Activities With a clear knowledge on the
eco-centric values of nature, the faith based sponsors ensured that pupils
utilised every opportunity they got by walking around the school compound to reflect on nature and hence appreciate God’s creation. Analysis
showed that 9.18% of the participants’ highlighted the use of recreation
and spiritual activities as a strategy for conservation of the environment.
Besides this, recreational activities such as sport games were conducted
within the church and school grounds. Thus, the church played a great
role in integrating environmental practices and its values as a way of
ensuring environmental sustainability. However, this strategy scored
least percentage.
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Challenges Encountered by Faith Based School Sponsors in Implementing Environmental Conservation
Environmental conservation is a complex activity that entails sensitising people as well as guiding them to take necessary action to implement varied decisions and policies (Mwangangi, 2012). Table 2 shows
some challenges encountered by sponsors in implementing environmental conservation.

Frequency

Percent

Waste Dumping

28

28.6

Cutting down Trees

36

36.7

Burning of Plastics

11

11.2

Poor Drainage System

10

10.2

Noise Pollution

13

13.3

Total

98

100.0

Table 2 - Community Based Environmental Challenges
Challenges in Table 3 included cutting down trees (36.7%), waste
dumping (28.6%) in the school compound hence affecting the microclimate in the schools’ environment. Noise pollution from moving vehicles wand indicated by (13.3%), music from neighboring homes and
burning of plastic wastes (11.2%) these are air pollutants. Besides, there
was a poor drainage system (10.2%) which was a health hazard especially to the pupils as they commuted to and from school.
According to United Nations Environmental Program (UNEP, 2005)
these challenges could be attributed to low levels community awareness
on environmental policies, inadequate planning; financial problems in
promoting environmentally sound decisions as well as poor enforcement
of existing legislations on environmental conservation.
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Solutions to the challenges encountered by faith based School sponsor
in environmental conservation
In order to enhance sound environmental conservation practices are
applied both in the school and in the community. It was suggested that
both the faith sponsors and school authorities work hand in hand in
creating awareness on environmental conservation issues by use of the
local radios, calling for seminars, provision of posters and composition
of songs, poems and dances.
The sponsors can organize for inter-denominational workshops
where pupils of different denominations can meet and exchange ideas on
how best to care for Mother Nature. In such gatherings, varied church
groups may be given an opportunity to make presentations on environmental sustainability.
Both the pupils and the wider community should be encouraged to
keep the environment clean and tidy by avoiding littering. With this,
sponsors and schools leaders were charged with the responsibility of
providing garbage bins. This also called for more awareness among
pupils and the community on the impact of careless dumping of waste
on the environment.
Conclusions
Through education on environmental beliefs pupils have been prepared to recognise their role in environmental conservation as well as
being involved in such activities. Christian sponsors’ beliefs related to
environmental conservation practices shaped pupils’ behavior towards
sustaining and nurturing the environment around them. Some of the
strategies of maintaining a clean and healthy environment ranged from
simple activities such as garbage collection to appreciation of God’s
creation. The educative role of the church was highlighted as well as
core beliefs in conservation. The study showed that faith based sponsors
had direct impact on environmental management and were effective in
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addressing conservation issues especially faith based primary schools in
the selected schools.
Nevertheless, faith based sponsors were called upon to be more vibrant in educating the general society on simple sustainable measures so
as to counteract the current environmental negligence. Faith based sponsors can also work hand in hand with the government to provide advisory and directives concerning environmental management and conservation in faith based primary schools.
Recommendations
Since the church has better and appropriate chances of interacting
with people of varied academic levels frequently, integration of the
Word of God and environmental conservation can be enhanced through
homilies. This can also be done through organising frequent seminars
and workshops to create awareness among church adherents on the importance of environmental conservation. The different denominations
can develop a platform where exchange of information on conservation
issues could be done in a more ecumenical manner rather than leaving to
individual denominations for nature is a gift to all humanity.
All manner of environmental pollution should be addressed and
avoided.

Community awareness on environmental

conservation

measures such as garbage collection, use of alternative sources of energy
among others needs to be enhanced. Schools should make efforts to
include members of the local community in all efforts of environmental
conservation. This will encourage them to not only participate in environmental conservation but also to support the school administration in
this endeavor.
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ON ETHICS AND QUALITY IN PEDAGOGICAL FORMATION
Teacher education ought to be carefully designed, developed and
administered. It is at the core of this research to show that quality teacher
education stands for the kind of preparation which places learning for
sustainable development and societal needs at the center of teacher
education. This book gathers 22 presentations in ten chapters, selected
among the plethora of papers presented during the interdisciplinary session,
held at the Faculty of Education of the Catholic University of Eastern Africa
in 2016.
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