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Chapter I

INTRODUCTION

The central purpose of this study was to develop guide-
lines for the development of the professional leadership
role of principals of Nigerian Advanced Teachers' Colleges
(ATCs). Since the training and adequate supply of well-
qualified teachers have constituted one of the major prob-
lems of educatiocnal development programs in Nigeria, there
is a pressing need for principals of these key teacher
training institutions to be aware of and responsive to the
leadership demands of their position.

Over the last two decades the Nigerian Federal and
State Governments have invested heavily in the development
of the nation's human resources through education at all
levels. Between 1960, when the country achieved national
independence, and 1973, the last year for which figures are
available, the enrollment figures for the country's educa-
tional institutions show increases of well over 100 percent
at almost every level, as shown in Table 1. Having
achieved this degree of success as regards enrollment,
particularly at the post-primary school level, attention has
been turned to providing free universal primary education
for all Nigerian children, a scheme which was put in

operation in September 1976.
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But the expansion of the system and the rise in student
population have not been marked by a corresponding increase
in the number and guality of trained teachers available for
primary and seccndary schools and the elementary teacher
training colleges. This problem seems well recognized by
the Nigerian Government. In 1970 the government noted:

One of the major constraints on the desirable

development in primary and secondary educaticn

in the country is the serious shortage cof

qualified and competent teaching staff.l
Again, in 1975, the government drew attention to the per-
sistence of the problem, expressing how crucial it con-
sidered the issue of teacher education to the whole of the
country's educaticnal system and development programs:

. « « having regard to the fact that the gquality

of the teaching staff is probably the most impor-
tant determinant of educational standards at

all levels.?2

The first Advanced Teachers' Ccolleges in the country
were established by the mid-1960s. Established by various
Nigerian Governments following the Ashby Commission recom-

mendations and the Federal Government White Paper on it,3

lFederal Republic of Nigeria, Second National Develop-
ment Plan, 1970-1974 (Lagos: Ministry of Information, 1970},
p. 235.

2Federal Republic of Nigeria, Third National Develop-
ment Plan, 1975-1980 (Lagos: Ministry of Informaticon, 1975),
p. 248.

3gir Eric Ashby, Investment in Education: Report of
the Commission on Post-School Certificate and Higher Educa-
tion in Nigeria (Lagos: Ministry of Information, 1960).




the ATCs serve mainly to help meet the teacher needs at the
lower grades of secondary schools and elementary teacher
training colleges which grew rapidly follewing implementa-
tion of government plans based on the Ashby Report.
Graduates of the Advanced Teachers' Colleges are awarded

the Nigeria Certificate in Education (NCE), and supplement
degree-holding teachers in the post-primary institutions.
Recently, the policy ¢f expanding the existing colleges andl
building new ones marked a broadening of policy regarding
the place'of NCE teachers in the country's educational
system. It shows recognition of the key role which the
institutions can play in meeting the demands for more and
better quality teachers, particularly for the primary schools.
Thus, current government policy favors a rabid increase in
the turn-out of NCE teachers and assigning them to teaching
and administrative duties in the primary school system, thus
making the ATCs the institutions for supplying the country's
teacher needs at the most crucial levels.

However, a major point of weakness which has failed to
receive any worthwhile attention has been the sad neglect
in providing adeguate professional training for leaders in
administrative positions in the ATCs. The assumption in
making most appointments to the principalship of colleges
seems to be that a general educational background (perhaps
just a degree qualification), plus experience, sufficiently

qualifies a person for leadership positions in the country's



educational institutions.

The view taken here is that, considering the importance
of the teacher training programs in the national scheme for
educational development, it is essential that attempts be
made to define the jobs of ATC principals through research
undertakings in order to make useful information available
for developing training programs for such positions.
Furthermore, it is assumed that if there is a clear identifi-
cation of expectations held for ATC principals, with such
expectations taking account of the values held by all
concerned, a sound basis for the understanding and carrying
out of the principals' professional leadership roles might

be available.

Definition of Terms

Grade III teacher--a teacher who holds the Nigerian

Grade III Teacher's Certificate, normally obtained after
the successful completion of a three-year, post-primary
teacher training course.

Grade II teacher--a teacher who holds the Nigerian

Grade II Teacher's Certificate, normally obtained after the
successful completion of a five~-year, post-primary teacher
training course, or a one-year, post-secondary school
course.

NCE teacher--a teacher who holds the Nigeria Certifi-

cate in Education, normally obtained after the successful



completion of a three-year, post-secondary school or post-
Grade II teacher training course.

Graduate teacher-—-a teacher who holds at least one

degree from a recognized university.

Graduate degree--a bachelor's degree or higher, obtained

from a recognized university.

Graduate staff-—-all the teaching staff members of an

institution who hold at least a bachelor's degree.

Non-degree institution--an institution of learning

that is below university level (normally post-secondary),
e.g., the Advanced Teachers' Colleges, Colleges of Tech-
nology, Technical Schools, and Polytechnics.

College--any institution of learning that is post-
primary but below university level (thus, secondary schools
and elementary teacher training institutions are also called
colleges in Nigeria).

White Paper--a government document, approved by parlia-

ment or the highest legislative body, outlining policy and
proposed action in respect to any matters within its juris-
diction.

Role expectations--role, as defined by Neal Gross, is

a set of expectations or evaluative standards applied to an

actor of a particular position;l expectation involves an

evaluative standard applied to an incumbent of a particular

lNeal Gross ana others, Explorations in Role Analysis
(New York: John Wiley and Sons, 1958), pp. 67, 74.




position.l

Values—-—"widely shared conceptions of what is desirabkle,"
i.e., those "universalistic" cultural ideals held in common
by the members of a given society.2

Administration—--

a series of superordinate-subordinate relation-

ships within a social system. . . . (It} is the

locus for allocating and integrating roles,

personnel, and_facilities t¢ achieve the goals

of the system.

Officials--used in the analysis and tables to refer to
members of the Institute of Education and Department of
Education, Ahmadu Bello University, as well as Federal and

State Ministries of Education officials.

The principal--used to refer to the Advanced Teachers’

College principals.

The Role of Principals in Nigerian Colleges

For the Nigerian school principal, either at the
secondary, teacher training, or ATC levels, no strong evi-
dence exists to support the existence of any clear-cut

definitions of the principal's job expectations based on

Libid., p. 67.

2Arthur F. Clagett, "Role Adjustment Modes of Public
School Teachers," Journal of Educational Research 67
{September 1973):29-33,

3Jacob W. Getzels and Egon G. Guba, "Social Behavior
and the Administrative Process," School Review 65 (Winter
1957) :424.




careful conceptualization, analysis, or definition of the
roles, responsibilities, and functions of the professional
position which he or she occupies. Further, this is a
system where most principals receive no professional
training for their job.

As a result, a situation of poor communication,
misunderstanding, and conflict exists between principals
and those who employ them and to whom they are directly
responsible (Ministries of Education, Schocl Boards,
Institutes of Education) on the one hand, and between them-
selves, their staff, and their communities on the other.

Relations with employers or higher authorities are
better documented and have tended to attract some attention,
though without much success, particularly as fegards clari-
fication of roles. Addressing a seminar of school princi-
pals and supervisors in the former Western State, oOne
Ministry official had this to say:

For some time it seems clear that there has been

some miss;ng link in the_rglationship between

the principals and the Ministry in a number of

ways. It is that, between ourselves, we are not

?ommunicating adequately and effectively. Although

it 1s apparent that we have many goals in common

and our goals are often identical, our understanding
of one another's role seems to be twisted.

1B. O. Rotimi, "Administrative Structures and Their
Relationship to Secondary Schocl Supervision," Towards
Better Administration and Supervision of Instruction,
Proceedings of the First Seminar on School Adminlstration
and Supervision (Ile-Ife: Institute of Education, University
of Ile-Ife, July 1971), p. 130.




In spite of this admission, however, the seminar discus-
sion failed to clarify the situation or provide any solu-
tions. 1Instead, the agreement reached was to leave the
resolution of conflicts in the hands of higher authorities
in the Ministry of Education, with the Commissioner of
Education acting as the final arbiter in the case of issues
left unresolved by lower officials.l

Perhaps of equal if not greater significance was the
rejection as being "premature" of the suggestion that
powers to supervise instruction at the building level be
delegated to principals, on the basis that "very few of such
principals are so trained and gqualified to do so."2

The unenviable position of the Nigerian principal is
best described in the words of Professor Fafunwa who, in
examining the problems and challenges of school administra-
tion in Nigeria, described the principal's position this way:

Traditionally, the school principal's role is that

of a mid-way station between the educational policy

makers on [the] one hand and the staff and prin-

cipals on the other. The principal is by and large

an agent who executes or transmits general rules
and regulations as laid down by the school authori-
ties. The curriculum, the system of instruction
and school discipline are often handed down by a
higher authority--that 1s, the appropriate Ministry
of Education or School Board. The modern trend
elsewhere, however, is toward the liberalisation

of the system.3 (Italics mine.)

It is interesting to note that in outlining his own

definition of the principal's main functions, Fafunwa

1 2 3

Ibid., p. 140. Ibid. Ibid., p. 3.
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defined it partly as "interpreting policy, executing instruc-
tional programmes, and selecting, inducting, and retaining

personnel."l

If the principal's task as regards policy is
mainly that of interpretation, it is easy to see an area
of potential conflict deriving mainly from lack of clarity
of stated policies or from the fact that principals may not
view their role in this way. Certainly effective adminis-
tration is guestionable if the principal's role as regards
policy is limited to interpretation.

Further evidence abounds to support the contention
that the role of the Nigerian principal lacks proper defini=-
tion. A senior Ministry of Education official, in address-
ing a seminar organized for school administrators in the
former Northern States, referred to past neglect in mounting
in-service courses to consider the role of the principal:

. .« - maybe because educators have not determined

his [the principal's] proper role and he is

considered as occupying a place between an adminis-

trator and a professional, or does not appear to

fit exactly in either.?
In his view, the role of the principal is of great impor-

tance, and to under-play it is to risk "the very fabric"

of the educational system.

Libig.

2Hafizu Wali, "Qualities of an Effective Principal,”
in School Administration and Management for Principals,
ed. Albert O. Ozigi (Zaria: Institute of Education, Ahmadu
Bello University, 1974), p. 9.
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Another major concern expressed by the official was
the inadequate knowledge base from which training programs
for principals could derive. In his opinion, the need for
knowledge through research was pressing because though
"the principal is a strong influence in the quality and
efficiency of educational programmes," the existing situa-
tion was far from desirable for various reasons:

Recruitment of principals is for the most part

haphazard and disorganized; no study is available,
and no formal course is being run which would

enable us to identify and develop the required
administrative and professional skillsg of a prin-
cipal; . . . no pre-service_programmes exist for
the training of principals.

A senior university official of the Institute of Educa-
tion at Ahmadu Bello University described problems relative
to the principalship:

The rapid development of education in this part

of the country in recent years has resulted in the

tremendous growth of a number of post-primary

institutions all over the States. Due to acute
shortage of experienced administrative personnel

in most of the States, several of these post-

primary institutions have to be managed by young

graduates, most of whom lack adeguate relevant
experience in schecol management.

Though the above review directly concerns and has
greater application to secondary school and teacher training
college principals in most parts of the country, it neverthe-
less has relevance in illustrating the kind of situation

under which most Nigerian principals function, including

l1pbid., p. 11. 21mid., p. i.
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Advanced Teachers' College principals.

With particular reference to the ATCs, this writer did
not come across any documents in which carefully concep-
tualized and defined functions of the ATC principal are
presented. Instead, there seems to be over-reliance on
principals' professional experience and civil service regu-
lations. This is especially true of government-owned ATCs.
Recently, one State Ministry of Education issued a circular
to principals of all post-primary institutions in the state,
in which the duties of principals were outiined (Appendix A).
In spite of this being an improvement on past practice, the
document is most sketchy and vague, and of very limited
practical use to principals. At the ATC where a similar
circular was found, the principal admitted being unaware of
the existence of the document. It was discovered filéd
away with other circulars.

Not even this kind of "guideline" has ever been issued
to principals in the non-government-owned ATCs covered by
this study, in spite of their longer existence and much
higher student and staff population, compared to the other
ATCs. Each principal is appointed and designated "the
academic and administrative head" of the institution, and
assumed to be capable of translating his mandate into
appropriate role functions.

In spite of the supervisory power which the ATC prin-

cipal has over his staff and the instructional program, his
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position is not much different from that of the other school
principals in Nigeria. The lack of adequate definition of
his role does lead to uncertainties and situations of
conflict and misunderstanding as the principal relates to
his superiors and the staff.

Listed as one of the main recommendations for achieving
an adequate supply of secondary level teachers for Nigeria
in a recent (1973) report was the need for better personnel
pelicies and managerial support. It refers to the "inade-
guate attention” that has been given to "training programs
that are required for school managers or administraters,
members of the inspectorate, or supervisors in teacher educa-
tion programs.” It recommends that "both logistic competence
and leadership competence should figure prominently in such
programs."l

It is necessary, therefore, that some research be
directed at clarifying the role of the administrative heads
of the ATCs, particularly as viewed by the principals on the
one hand, and on the other, by the people they are mostly in
contact with--Federal and State Ministries of Education,

Institutes of Education, University Faculties of Education,

and ATC staff.

1John W. Hansoh, ed., "Report on the Supply of Secondary
Level Teachers in English-Speaking Africa," in Secondary
Level Teachers: Supply and Demand in Nigeria (East Lansing:
Institute for International Studies in Education and the
African Studies Center, Michigan State University, 1973).,
p. 228.
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The Probklem of the Study

One basic problem which exists in Nigeria and on which
this study is focused concerns the lack of definition of the
role expectations of the principals of the country's
Advanced Teachers' Colleges. The problem is threefold:

1. The vagueness of governmental and Institute

of Education expectations of principals of
ATCs at a time when important educational
developments are underway in the country.

2. The absence of emphasis on this role in terms

of professional leadership, and the absence of
preparation programs for principals.

3. The inevitable differences between teachers

and principals, on the one hand, and between
principals and the government and Institute of
Education, on the other hand, as to the func-
tions and role of the principals.

Most Nigerian ATC principals are either lacking in any
professional training or are inadeguately trained for their
jobs. Most principals are appointed, not on the basis of
professional training for the jcb, but on academic qualifi-
cations which often consist only of academie training in
particular disciplines, plus professional teacher training
and teaching experience. A teacher who demonstrates both

academic and professional competence in the c¢lassroom and
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who has worked within the system for a sufficiently long
period of time is deemed to have achieved seniority and is
considered suitable for appointment as principal. These
considerations are regularly the ones that are described as
being taken into account, but as is often the practice in
personnel selection and appointment, personal and political
considerations may enter into the decision process.

Without training and without a proper understanding of what
his roles are, the principal is not in a position to func-
tion effectively.

The teaching staff in the ATCs have often chosen an
academic career because they value acquiring higher academic
and professional qualifications, and the social and economic
mobility which such achievements help them attain. Failure
to attain these objectives is often attributed to failure on
the part of the principal to attend to and promote their
personal needs and aspirations. It will be interesting to
know if anyone else views this toc be a function of prin-
cipals.

Outside agencies (i.e., those to whom the principal is
directly and indirectly responsible outside the organiza-
tion), including the Institute of Education of the univer-
sity with which the college may be affiliated, State and
Federal Ministries of Educaticn, the National Government,
and the public at large all appear to have conflicting

expectations of the principal. 1In spite of these
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differences, there is a general tendency to view "success-
ful" administrative performance in terms of high passes in
final examinations, the absence of student agitation and
demonstrations, and a low staff turnover.

There is a serious paucity of information derived from
research carried out within the Nigerian socioeconomic and
cultural context on which training programs for educational
administration could be based. In addition to using
available research information in the field of training for
educational administration in other countries, such as the
United States of America, to train the Nigerian college
principal, there is need to ensure that part of the theoreti-
cal foundations of such training derive essentially from
evidence obtained through research intco the existing
Nigerian situation. At present there appears +o be no
attempt to lock for solutions within the Nigerian context.
The launching and implementation of UPE is bound to run
into serious difficulties if the nation's NCE teacher
training program, on which the future provision of higher
quality teachers for the country's primary schools depends,

is not given proper direction.

Purposes of the Study

The central purposes of this study were:
1. To determine the expectations of government and

university officials, of teachers in ATCs and of
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principals in ATCs regarding the functions and
role of ATC principals.

2. To determine discrepancies between these role
expectations.

3. To analyze the role expectations in terms of
a theoretical concept of the principalship.

4. To make recommendations as to how these dis-
crepancies can be reduced and how the principals'
professional leadership role can be better under-
stood, better accepted, and better discharged.

The basic research question to be answered in this
study is inherent in the above statement of purpose; that is:
What are the governmental, the ATC teachers' and the ATC
principals' expectations of the functions and role of ATC
principals, and how do these expectations differ? A second
research dimension of this study which is not made explicit
in the purpose statement is the search of the literature to
discover existing instruments which could be modified for
use in investigating the role expectations of principals or
the use of literature as a basis for devising an appropriate
instrument. The instrument is designed to serve as a
vehicle for investigating role expectations, and includes
tasks related to major aspects of a principal's responsi-
bility and about which sufficient professional literature
exists to give an approximation of the emphasis which a

principal should devote to each aspect of his job.
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Method of Conducting the Study

Following a comprehensive review of deocuments, related
research and literature, a questionnaire was devéloped and
used as the basic data-gathering device in conducting the
study. The instrument was administered to teachers and
principals in ATCs and to selected Ministry of Education
and university officials. A full description of the design
of the study, with elaboration on methodology and data
analysis, is presented in Chapter IV.

Organization of the Remainder
of the Dissertation

In Chapter II the setting of the study is described
under three main topics: g¢general background information on
Nigeria, movement toward free Universal Primary Education
(UPE) in the country, and the staffing of Advanced Teachers'
Colleges. Chapter III contains a review of research,
literature, and documents relevant to the study. & descrip-
tion is given in Chapter IV of the design of the study,
including the sample population, the development of the
instrument, and the procedures for collecting and analyzing
the data. In Chapter V the data collected and the results
obtained from their analysis are presented. Chapter VI
contains summaries, conclusicons, implications of the study,

and recommendations for further research.
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Chapter II

SETTING OF THE STUDY

This chapter is aimed at providing some general back-
ground information which has bearing on the social, eco-
nomic, political, and educational setting of this study.
The intention is to further highlight the significance of
this research within the Nigerian context, and to clarify
issues and make them more relevant. Thus, this chapter
briefly describes the emergence and development of the
country of Nigeria, reviews the historical context of
Nigerian education, describes the movement in the country
toward universal primary education, and provides a descrip-
tion ¢of the staffing of the country's Advanced Teachers'

Colleges.

Nigeria: The Country and Its Pecgple

The political entity now known as Nigeria did not come
into existence until 1914, when the Colony and Protectorate
of Southern Nigeria was amalgamated with the Protectorate of
Northern Nigeria and, henceforth, was called the Colony and
Protectorate of Nigeria. It achieved sovereign status in
1960 after more than one hundred years of British tutelage,
and in 1963 the country adopted a Republican Constitution

and became known as the Federal Republic of Nigeria.
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The cocuntry lies within the tropics between longitudes
3° and 15° east of the Greenwich Meridian, and between 4°
and 14° north of the Equator. With a total area of 356,670
square miles, it occupies about cne-seventh of the total
mainland of West Africa. Except in the south, where it is
bordered by the Atlantic Ocean, the country is surrounded
by French-speaking African countries--the Republic of Benin
(formerly Dahomey) to the west, Niger Republic to the north,
and on the east by the Republic of Cameroun.l

Both the location of the country and its position in
relation to the land and sea arcund it give it a climate
which varies from tropical at the coast to subtropical
further inland. Only two seasons are well marked--the dry
season, lasting from about November t¢ March, and the rainy
season, from about April to October. Temperatures range
from.about 50 to 110 degrees Fahrenheit.

There are no up~-to-date figures on the population of
Nigeria. The latest count in 1973, which gave a population
of 80 million, was surrounded with great controversy and has
been set aside. For planning and other purposes, the 1963
figure of 55.67 million is used. These figures make Nigeria
the most populous country in Africa, with a population that

is greater than that of all the other West African countries

lN. P. Iloeje, A New Geography of Nigeria {Ikejas
Longman Nigeria Ltd., 1972), p. 14.
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combined, seven times the population of Ghana, three times
that of the Republic of South Africa, and third only to
India and Pakistan in the British Commonwealth. Recent
population indicators show that the country now has well
over 70 million people--a heterogenecous population of about
250 ethnic and language groups, the main ones including the
Hausa, Fulani (Fulbe), Ibgo, and Yoruba. This makes for
considerable cultural diversity.
Nigeria has been under military rule since January 1966.
In May 1967 the country was divided into twelve states, which
replaced the existing grouping of the country into the capital
territory of Lagos, the Northern, Eastern, and Western Regions.
Further division tock place in February 1976, and Nigeria
now has a nineteen-state structure. Plans are being made
for the country to return to civilian administration by 1979.
Nigeria is primarily an agricultural country, with
80 percent of the working population engaged in it, producing
food crops and export commodities. In recent years, however,
the petroleum industry has assumed a dominant role in the
nation's economy, particularly in terms of national revenue.
With average daily production of crude oil at about two
million barrels per day since 1974, earnings from oil exports
account for about 90 percent of the country's total export

earnings.

lNigeria Yearbook 1976 {(Lagos: Daily Times Publication,
1976), p. 191.
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One major objective of the current national development
plan is "to achieve a rapid increase in the standard of
living of the average Nigerian.“l The need for this is
best illustrated by the fact that the country's gross
domestic product of about #¥14 billion gives a per capita
income of about #205, compared to a range of about ¥700 to
3,000 in developed countries.2 Thus, during the current
plan period, education is one of the items given top
priority so that, by the end of the plan period in 1980,
"the problem of shortage of high level and intermediate

level manpower will be largely resolved."3

Educational Development during
the Colonial Period

The development of education during the colonial period
is described in terms of government efforts and the efforts

of missionaries.

Government Efforts

It is only in recent years that priority attention has
been accorded educational development in Nigeria. For most

of the colonial period, particularly before the 1880s, the

lFederal Republic of Nigeria, Third National Develop-
ment Plan, p. 29.

2Ibid. (W1, or one Naira, is equivalent to about

1l.6 United States dollars.)
3

Ibid., p. 31.
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colonial administration showed little interest in providing
education, and more or less abdicated this responsibility

to the Christian missions which pioneered Western educa-
tion in Nigeria. There were several reasons for this.

The British Government had no clearly defined policy on
education in its African colenies in the period before
1925.1 Governed by the overriding objectives of establishing
and maintaining its suzerainty, as well as the promoticn of
trade and commerce between "the mother country" and colonial
Nigeria, successive British administrations largely
neglected the educational needs of the people in the
territory.

The first education ordinance was not enacted until
1882, and it was not until 1887 that provisions were first
made for grants-in-aid to schools and scholarships for
secondary education. Following the 1914 unification, some
increased government interest was noticeable, but mainly
in the form of providing assistance to missions and volun-
tary agencies, and setting standards for school curricula
and teaching. Some significant changes in government
attitude occurred following the publication, in 1922, of
the Phelps-Stokes Report on Education in Africa--a report

aptly described as "an important educational document which

1A. Babs Fafunwa, History of Education in Nigeria
(Londen: George Allen & Unwin, 1974), p. 93.
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constitutes a significant turning-point in African educa-

1 Showing particular interest in the religious and

tion."
educational needs of Africa, especially in the areas already
being served by missionary bodies, the Phelps-~Stokes Fund
was an American philanthropic organization which sponsored
the commission to study educational progress and needs in
various regions of Africa.2 The report severely criticized
the colonial government's educational policy and recommended
changes. It was largely in response to the commission's
findings that the British Government adopted a more positive
attitude toward education in its African territories,
including Nigeria, starting with the issue in 1925 of the
"Memorandum on Educational Policy in British Tropical
Africa.“3

Nigeria's educational policies and development in the
succeeding iwo decades was largely guided by this document.
In spite of problems of staffing and financing, progress was
made in the fields of training Nigerian staff to replace
expatriate staff, who were in short supply, and in the
development of higher education in the country, with the

establishment of the Yaba Higher College. The result was

lipid., p. 120.

2L. J. Lewis, ed., Phelps-Stokes Reports on Education
in Africa (Oxford: University Press, 196%).

3“Memorandum on Educational Policy in British Tropical
Africa," Cmd 2374 (London: H.M.5.C., 1%25).
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the layving of
. +» » a firm foundation for an orderly development
of education at all levels . . . and this led to

the phenomenal growth that took place during the
next decade.l

In the predominantly Muslim area of Northern Nigeria,
the colonial administration placed strong limitations on
Christian missionary activities and, therefore, the early
development of Western education in that part of the country,
resulting in considerable disparity in educaticnal develop-
ment between the northern and southern parts of the country.
This problem of the educational gap between the North and
the South has remained a major issue in the country's educa-
tional planning and development. BAs shown in Table 2,
though the North had embarked upon school expansion in the
period before 1960, the gap was still very wide by the end

of the colonial era.

Missionary Efforts

As noted above, the Christian missions were responsible
for the introduction and, to a very large extent, the
development of Western education in Nigeria. Greatly
influenced by early nineteenth-century demands for stamping
out the slave trade and the evils associated with it,
philanthropists and missionaries alike sought to transform

African society through the "eivilizing" mission of the

lFafunwa, History of Education in Nigeria, p. 1l65.
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church. What the missionaries sought to achieve was no
less than a social revolution. As one writer put it:

The missionary is a revolutionary and he has to be
so, for to preach and plant Christianity means

to make a frontal attack on the beliefs, the
customs, the apprehensions of life and the world,
and by implication (because tribal religions are
primarily social realities} on the social struc-
tures and bases of primitive society.l

Right from the earliest stages of their activities,
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dating from about 1840 onwards, the educational objectives

of the missionaries had been fairly well defined and pursued.

Theirs was essentially a "civilizing" mission with emphasis

on evangelization and the establishment of schools so as to

promote literacy. These ideas and objectives are best

expressed in the memorable words of Reverend Thomas Bowen,

pioneer of the American Baptist Mission to Nigeria, who
wrote in 1857:

Our designs and hopes in regard to Africa are not
simply to bring as many individuals as possible
to the knowledge of Christ. We desire to estab~
lish the Gospel in the hearts and minds and '
social life of the people, so that truth and
righteousness may remain and flourish among them,
without the instrumentality of foreign mig-
sionaries. This cannot be done without civiliza=-
tion. To establish the Gospel among any people,
they must have Bibles and therefore must have

the art to make them or the money to buy them.
They must re%d the Bible and this implies
instruction.

1

H. Kraemer, The Christian Message in a Non-Christian

World (London, 1938).
2

Thomas J. Bowen, Missionary Labours and Adventures in

Central Africa (Charleston, S.C., 1857).
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As pointed out by Ajayi, the main aspects of this
program included the introduction of literacy, the training
of missionary agents, and the promotion through technical
education of a class of people "with the art to make Bibles
or the money to buy them." BAjayi noted further that though
the last twc objectives were never free from controversy,
there was "complete unanimity" on the great importance of
the first.l

The first known school in Nigeria was established by
the Wesleyvan Methodist Missionary Society in 1843, and
appropriately referred to as "the nursery of the infant
church." This clearly reflects the primary missionary
objective of not only converting the local people to
Christianity but also turning them into "good" Christians
through education, i.e., through knowledge of the Bible,
the abkility to engage in Christian worship, and to communi-
cate orally and in writing. Also considered important was
training to produce local clergy, catechists, and teachers
who would serve their own people.2 Considerable significance
was attached to the study of local Nigerian languages and,
within a short period of time, progress was made in this

field. Beginning with the study of grammar and vocabulary of

ly. F. Ade Ajayi, Christian Missions in Nigeria 1841-
1891: The Making of a New Elite (Ibadan: History Series,
Longmans, 1965), p. 126.

2Fafunwa, History of Education in Nigeria, p. 81.
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the major local languages, and in most cases reducing them
to writing for the first time, translations of the Bible
and portions of it were soon pubklished in these languages,
the most notable successes being made with the Yoruba,
Hausa, Kanuri, and Efik languages.

By 1912 enrollment in mission schools aided by the
government was 11,732 and 20,000 in unassisted schools, as
against 3,984 in government schools. Alsc between 1859 and
1914, the number of missionary secondary schools in Southern
Nigeria had grown to ten, compared to one by the gove.rnment.l
By 1960 more than 70 percent of the schools in the Eastern
and Western Regions and the Federal Territory of Lagos
were the responsibility of the missions and other voluntary

agencies.2

Teacher Education

Since the guestion of the {}aining and supply of
teachers in Nigeria is discussed in some detail later in
this report, only highlights of the developments in this area
during the coleonial period need be mentioned here. Again,
it was the missionaries who took the initiative and main-
tained a lead throughout the period under review. The

earliest teacher training institutions developed out of

1

2P. H. Hilliard, A Short History of Education in British
West Africa (London: Thomas Nelson and Sons, 1966), p. 123.

Ibidl r pp. 97_99-
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missionary attempts to maintain and expand the role of the
churches. By 1859 the first training institution was
founded by the Church Missionary Society, followed by other
missionary and voluntary organizations.l Apart from
assisting these agencies through grants-in-aid, government
effort was limited to laying down provisions for regqulating
training standards and certification requirements, though it
later started to provide training through evening classes
and vacation courses. It was not until 1915 that the first
government teacher traihing institution was established.2

By 1914 the need for increasing teacher supply and
quality could not have been greater, considering that even
in the more "educationally advanced" south, the teacher-
pupil ratio was estimated at 1 to 91 in veoluntary schools on
the "assisted list,” and in the "unassisted” schools it was
put as low as 1 to 800.3 Out of a total of 97,667 teachers
in the country's primary schools in 1959, 61,968 were
untrained and uncertificated or probationary.4

Though the period following the first world war was one
of reorganization and expansion, the problems of quality and
supply remained acute, in spite of widespread recognition of

the crucial role which a sound teacher education program

would provide for the educational structure of the country.

1T. T. Solaru, Teacher Training in Nigeria {(Ibadan:

University Press, 1964), p. 4.

21pid., p. 25. 9

4

Ibid., p. 81. Ibid., p. 102.
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The main problems concerned lack of teacher trainers, inade-
quate financing, and the fact that teacher training problems
had tended to receive less attention and support in the
country, compared to secondary education, for example.
Perhaps the most intractable problem concerned the status
and conditions under which teachers worked. These condi-
tions were unattractive and were largely responsible not
only for discouraging potential teachers from entering the
profession but also in causing many teachers to leave the
profession for other jobs, both in the private and public
sectors.

Such was the situation in teacher education when the
Ashby Commission, appointed by the Federal Government "to
conduct an investigation into Nigeria's needs in the field
of post-school certificate and Higher Education over the
next twenty years,"l submitted its report in 1959. The
commission drew attention to the serious teacher situation
at all levels. It was particularly critical of teacher
training, pointing out that "something like nine-tenths of
the primary school teachers and over half the secondary
school teachers are not adequately or fully trained for

their work.2 As described later in this dissertation, it

lSir Eric Ashby, Investment in Education: Report of
the Commission on Post-School Certificate and Higher Educa-
tion in Nigeria (Lagos: Ministry of Information, 1960),
P. 2.

21pid., p. 42.
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was mainly in response t¢ one of the recommendations of the
commission that the Advanced Teachers' Colleges began to be
established in 1962,

Movement toward Universal Primary
Education in Nigeria

Since an examination of the role expectations of
Advanced Teachers' College principals in Nigeria falls into
proper perspective only within the context of the country's
educational developnent toward universal free primary educa-
tion (UPE), this section deals with that development as a
means to highlight the major educational and administrative
problems which constitute the focus of this study.

The early 1950s marked the beginning ¢f rapid educa-
tional development in Nigeria, particularly the tremendous
growth in primary school enrollment--a phencmenon that was
closely related to the constitutional advances in the country.
Beginning from 1251, the country's constitutional arrange-
ments provided for both the Federal and Regional Governments
to have "concurrent constitutional and administrative
responsibility for educational development.“1 The regions
thereby came to possess primary responsibility not only for
financing but also for deciding educaticnal policies and

their implementation, while the Federal Government aided

lFederal Republic of Nigeria, Second National Develop-~
ment Plan 1970-1974 (Lagos: Ministry of Information, 1974},
p. 235.
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the various educational development programs. As a result,
there was tremendous growth of education at all levels,
reflecting a strongly held kelief in education as a means
to nation-building and economic development. The regions
used their powers to great advantage. The Western and
Eastern Regions (now broken into various states) introduced
free primary education; primary education was already
virtually free in most parts of the Northern Region.l

For varicus reasons, however, as documented in a recent
research study of the country's educaticnal planning experi-
ence, it has been found that "actual educational development
was at variance with the intent and the stated quantitative
goals of Nigeria's educational plans,” with the failure
attributed to

. « «» political instability and the persistent

tendency to politicize educational plans, over-

estimation of the nation's financial resources

for sustaining the plans and its concomitant

over-reliance on uncertain financial expecta-
tions, the absence of a formal implementation
machinery legally or officially recognized, and
the formulation of education plans with hope-
lessly inacsurate and technically deficient
statistics.

The Western State which had introduced free primary edu-

cation in the mid-50s had an enrcllment of under 50 percent

1Adeniji Adaralegbe, "Problems and Issues in Financing
Education in Nigeria," West African Journal of Education 16
(February 1972):27-28.

2Sylvester A. BAdesina, "An Analysis of Nigeria's Educa-
tional Plans and Actual Educational Development between
1945 and 1970" (Doctoral dissertation, Teachers College,
Columbia University, 1973}, p. 267.
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as late as 1973.1
Yet great progress was made overall at the national
level, particularly in the post~independence {(post-1960)
period, which witnessed an unprecedented increase in primary
school enryxollment, rising to 2.9 million in 1960, 3.8 million
in 1971 {one out of every three children of primary school

2 Estimated enroll-~

age), and to about 4.7 million in 1973.
ment for 1980 is 11 million.-
Nigeria's decisicn to have free and compulsory six-
year primary education for all children of school age fits
with the UNESCO goals of 100 percent attendance by 1980 for
developing African countries--as contained in its 1961
Report which states, inter alia, that "every country should
aim at having every child in school within two decades."4
The decision to introduce UPE in Nigeria was thus a
logical development in the course of the country's overall

educational advancement. So also does it serve political

purposes. One major problem concerning primary school

lOtonti A. Nduka, "Problems and Issues in the Organi-
zation of Nigerian Education,"” West African Journal of
Bducation 16 (February 1972):50.

2Federal Republic of Migeria, Third NMational Develop~
ment Plan 1975-1980 (Lagos: Ministry of Information, 1975),
P. 237.

3

Ibid., p. 238.

4UNESC0, Final Report: Conference of African States
on the Development of Education in Africa (Paris: UNESCO,
1961), p. 11.
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enrollment concerns the serious imbalances in educational
development existing among different areas in the country,
with the ratio ranging from a low of 4 percent in some
areas to a high of over 70 percent in others.l

It was while he was on an official visit to Sokoto,
the capital of the former North-Western State, in January
1974, that the former Nigerian Head of State, General Gowon,
announced that the Federal Government intended to introduce
free primary education throughout the country in 1975,
But, although Nigerians welcomed the announcement, it was
obvious that necessary conditions for the launching and
successful implementation of such a gigantic scheme had not
been given adequate consideration and planning.2

The intendea launching date (September 1975) was most
unrealistic considering various problems that have tradi-
tionally plagued Nigerian education at the primary,
secondary, and.teacher training college levels, and which
have continued to defy solutions. Apart from the general
problem of inadeguate planning, there are problems of
logistics, administration, finance, and curriculum. Most
of these proklems are spotlighted in a series of articles

in West Africa by Hugh Hawes and Peter Williams from the

lFederal Republic of Nigeria, Second National Develop-
ment Plan, p. 236.

2Segun Adesina, "Conditions for Success in Planning
Universal Primary Education in Nigeria," West African
Journal of Education 18 (October 1974):293-308.
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University of London Institute of Education. The editor of

West Africa, in his introduction to the four installments

of the articles, referred to the scheme as "one of the
greatest social endeavours the world has seen.“l

The problems notwithstanding, plans were soon drawn up
and executed, and the scheme was put into operation in
September 1976. The political and social considerations
that constitute some cof the most fundamental objectives of
the scheme are partly responsible for the combined efforts
of Nigerians to make the plan a success. As widely recog-
nized, one major problem undermining national unity in
Nigeria is the wide gap in educational attainment between
the northern and southern parts of the country.

In an address to the National Council on Education in
December 1972, the Federal Commissioner for Education put it
this way:

So wide is the gap that, roughly speaking, for every

child in a primary schoel in the northern states

there are four in the southern states; for every

boy or girl in a secondary schcol in the north

there are five in the south; and for every student

in a post-secondary institution in the north there

are six in the south.?

The objective of "bridging the educational gap" was strongly
reflected when General Gowon launched the scheme, expressing

-

his belief in finding a solution to the problem of

1West Africa, no. 2988, September 23, 1974.

2Ibid., no. 2990, March 25, 1974.
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educational imbalance in the country by starting at the
primary level.

Hawes and Williams see UPE objectives as being hasically
political and social. They argued:

The overriding objective is to ensure a meore stable

political future for Nigeria by making the indi-

vidual states more equal in educational terms and

in skilled manpower resources so that each state

has a sense of being in control of its own destiny

and not dominated by others. All of this is

necessary if the states are to work harmoniously
in a united Nigeria. . . .1

These objectives are well reflected in the country’s
current educational program as contained in the Third
National Development Plan. In the statement of objectives
and policies, education is given recognition as "a very
powerful instrument for social change in a process of
dynamic nation—buflding." The objectives of the educational
program include plans

e « «» to expand facilities for education aimed

at egualizing individual access to education

throughout the country J[and] to reform the

content of general education to make it more

responsive to the sccio-economic needs of the
country. . . .2

The policy implications at the primary level are a commit-
ment to "equalization" as a major objective through

- « - the introduction of a free and compulscry
primary education (UPE) throughout the Federation.

libid., no. 2988, September 23, 1974.

zFederal Republic of Nigeria, Third National Develop-
ment Plan, p. 245.
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The scheme will start in September 1976. . . .
From that date, primary education will be free and
universal throughout the c¢ountry, while from 1979,
it will become compulsory.l

The shortage of teachers and the inadequate preparation
of existing teachers are sericus problems both now and in
the foreseeable future. The Third National Development Plan
refers to teacher training as "the ccornerstcne" of the UPE
scheme on which the success of the wheole UPE effort rests.2
Hawes and Williams argued that the supply of "adeguately

rpared teachers in suffiecient numbers is generally recog-

zed to be the key to the success of UPE.“3 The Permanent
Secretary in the Federal Ministry of Education described the
problem of teacher shortage as one of the major problems
facing the scheme.4

The Federal Government itself admitted the failure of
past efforts at meeting the teacher needs of the country's
educational system, and the implications of this failure for
Juality education. It admitted that "persistent shortages

ave enforced the recruitment of untrained teachers to
ipplement the pool of trained teachers," and recognized
:he disturbing truth that unless teachers become available
h adequate numbers, accelerated expansion programmes and

iticipated enrollment increases will remain unattainable."

2

lipid., p. 246. Ihid.

3West Africa, no. 2990, October 7, 1974.

41bid., no. 2992, October 21, 1974.
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The document went on to point to "the alternative, which
is inferior choice of poor quality education."l

The dimensions of the problem become more apparent
when one locks at the enrcllment statistics both at the

primary and post-primary school levels, as shown in Table 3.

Table 23

Trends in Primary and Post-Primary
Schoeol Enrollment

Recent Trends Targets
1973 1475-80
Primary Schools 4,746,808 11,521,500
Secondary Schools 448,904 1,555,180
Secondary Technical and
Vocational Schools 22,585 117,686
Teacher Training Colleges 46,951 234,680

Source: Federal Republic of Nigeria, Third National
Development Plan 1975-1980 (Lagos: Ministry of Information,
1975), pp. 238-242. :

There has been no improvement in teaching standards to
match increased enrcllment although the problem is accorded
top priority in each development program. It is estimated
that an additional 70-80,000 teachers will be needed every

vear to operate the UPE scheme.z In the National Plan the

lrederal Republic ©f Nigeria, Third National Develop-
ment Plan, pp. 244-245.

2West Africa, no. 2990, Qctcber 7, 1974.
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estimate of the total additional staff required by 1982

is placed at 281,190.1 Yet, according to Hawes and
Williams,
. - . present levels of output from the training

college system are around 12,000 per annum. One
can reckon that by 1981, if 18 million Nigerian
children (an estimate of some 5.5 million more
children than is estimated for 1980 in the

Third National Development Plan) were then
enrolled in primary schools, about 600,000
teachers would be needed over-all compared with
about 150,000 now, of whom 80,000 are gualified.?

The problem has another important dimension. With the
wide recognition of the need for curriculum changes as one
of the major means to achieving better quality education
in Nigeria, the demand is not just for teachers in the
schools. These teachers have to be well trained. Yet in
the area of teacher training, there is a grave shortage of
trained manpower.3

In both the Second and Third Development Plans a major
objective was stated as being to improve the gquality of
education, having regard for the increased enrollment and
for inadequate facilities, textbooks, materials, and staff.

According to the Second Plan:

lFederal Republic of Nigeria, Third National Develop-
ment Plan, p. 251.

2

West Africa, no. 2990, October 7, 1974.

3H. W. R. Hawes, "The Administrative Implications of
Curriculum Change: A Case Study from Nigeria," West
African Journal of Education 16 (February 1972):71.
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The sharp increase in primary school enrcllment
over the past two decades has been accompanied
by a high drop-out rate. . . . This has been
nore marked in areas where free primary educa-
tion schemes have been in operation. This
probklem has been traced to inadequate facilities
and pcoor quality of teaching. . . .

During the First Plan period (1962-1968), one of the
measures taken to improve the quality of teaching was to

abolish the lowest level of teacher training colleges

{the Grade III Teacher Training Colleges) and provide further

training for teachers holding such certificates. The projec-
Ition was for the majority of primary school teachers to
hold at least the Grade II teachers' certificate~-a target
that is yet to be attained. As indicated above, there have
even been resorts to employing untrained teachers to meet
the increasing démands. With UPE, the problem will increase
rather than diminish, with many ungualified and underquali-
fied teachers having to be employed (at least in the early
years of the program).

It was in pursuance of the policy of improving the
quality of instruction in the schools through up-grading
the professional gualification of primary school teachers
that the Federal Government announced in mid-1975 its
intention to gradually replace Grade II teachers with
Nigeria Certificate in Education (NCE) teachers in all

primary schools.

lFederal Republic of Nigeria, Second National Develop-
ment Plan, p. 236.
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The NCE teacher training program in Nigeria was a
direct ocutcome of the Ashby Report. A commisgion headed by
Sir Eric Ashby had been appointed in 1959 to look into
Nigeria's needs in the area of post-secondary school certifi-

1

cation and higher education. On the basis of the Commis-

sion Report, entitled Investment in Education, the Nigerian

Government (in 1961) approved a White Paper on education
development for a ten-year period (1961-1970}. One of the
main features was the provision in the White Paper for the
enlargement of existing secondary schools and the building
of 600 new ones, thus envisaging an annual student intake
rising from 12,000 to 45,000,

Among the problems expected to arise from the expected
rapid expansion, one of the most urgent was the provision
of suitably trained teachers for the'secondary schools.
It was in trying to meet this need that four Advanced
Teacher Training Colleges were proposed and subsequently
esﬁablished in the country. The intention was that NCE
teachers would supplement graduate teachers (i.e., teachers
who hold university degrees) in both secondary and elementary
teacher training colleges by forming between one-half and
two-thirds of the total teaching staff at that level through-

out the country (teaching in the lower classes). Two were

lSir Eric Ashby, Investment in Education: Report of
the Commission on Post-School Certificate and Higher Educa-
tion in Nigeria (Lagos: Ministry of Informaticon, 1960]).
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established in Northern Nigeria--the first at Zaria in 1962,
and the other at Kano in 1964. By 1972-73 both colleges
had a combined student population of over 1,500, and by
the end of the 1975 academic year they had turned out over
2,500 NCE teachers.

The need at the time in Northern Nigeria was great.
Serving over half the country's population, less than
38 percent of the staff in the secondary schools and only
43 percent in the elementary teacher training colleges were
Nigerians. The situation as regards teachers with univer-
sity degrees was even more serious--only 6 percent of this
category of the staff in the secondary schoecls and 2 percent
in the teacher training colleges were Nigerians.1

As was the case with other programs, only limited
success was achieved. By 1970 when NCE and other non-degree-
holding staff of secondary schools was expected to be about
6,000 out of nearly 12,000, the number actually produced in
the whole country was only about 2,400.2 A program of
increased enrollment was vigorously pursued by the Institute
of Education, Ahmadu Bello University, Zaria, from 1971.

The result was reflected in the number of NCE teachers

lJoseph Y. Bello, "The Establishment of the Advanced
Teachers' College, Zaria" (Paper prepared for the Department
of Education, Ahmadu Bello University, Zaria, September
1972).

2Adesina, "Analysis of Nigeria's Educational Plans,”"
pp. 171-172.
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produced by the colleges at Zaria and Kano. The 1975-76
enrollment for both colleges stood at about 2,500, with
plans to bring the total up to 4,000 by the 1979-80
academic year. Other ATCs have since been opened--two by
the former North Western State Government and three by the
Federal Government, which has also promised to establish
three others at locations to be determined later. Figure 1
is a map showing the new nineteen states of Nigeria and the
location of ATCs in former Northern Nigeria in 1976.

The need for NCE teachers notwithstanding, government
policy toward the colleges as contained in the current
development plan is rather vague. It promises to carry out
the training of secondary school teachers and teacher
educators "in specialized post-secondary institutions such
as the Advanced Teachers' Colleges and the universities, and
[such training] will be given adequate emphasis." It is
more specific with regard to teachers for primary schools,
where it is intended to achieve

. « « @ minimum ratio of 80 percent grade II

teachers in primary schools and 100 percent

trained [university] graduate teachers in

secondary and teacher training colleges by
the end of the fourth plan period.l

It will be noted that government intention as contained
in the plan is to fully staff post-primary institutions with

teachers who have university degrees and staff primary

lFederal Republic of Nigeria, Third National Develop-
ment Plan, p. 248.
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schools with B0 percent Grade II teachers during the current
plan period; nothing is said about the place of NCE teachers.
It is this kind of ambiguity (the government had previously
announced its intention to place NCE teachers in primary
schools) which makes it absolutely necessary that the
Nigerian principal keep constantly examining his role,
particularly in terms of the expectations held for him by
the people he has to work with--his staff, the government,
and his employers. Often he has no clear guidelines, and
has little or no say in formulating policies. Yet he is
required to produce "acceptable" results.

The ATC program will have to change in various impor-
tant ways in terms of meeting the teacher needs of a vastly
expanding national education system that is also calling
for improved quality education. Also, it has to be respon-
sive to the needs of new types of students under the UPE

scheme. Already, as reported in West Africa, ATC Zaria

doubled its intake in the 1975-76 academic year "to produce

more teachers for the successful implementation of the

UPE scheme."l

The Staffing of Advanced
Teachers' Colleges

All teaching staff members are expected to be degree

holders. 1In most colleges the teaching staffs are mainly

1West Africa, no. 2992, November 24, 1975.
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university graduates {approximately 95 percent), holding
degrees in various disciplines. Besides actual teaching
experience, preferably before appointment to the ATC, staff
members are reguired to possess professional teacher
training gqualifications at graduate or post-graduate levels,
Thus, several teachers have post~graduate qualifications
{diplomas or master's degrees). New recruitment policies
and practices tend to limit appointment to candidates
possessing both post-graduate teaching qualifications and/or
a master's degree. Existing staff members are encouraged,
through in-service programs, to up-grade their academic and
professional qualifications. By now, about half the staff
in the two oldest ATCs (Zaria and Kano) hold master's or
higher degrees. '

Before the ATCs at Zaria and Kano were transferred
(19705 from the Northern Regional Government to the Ahmadu
Bello University [(ABU), under new administrative arrange-
ments, the staff were appointed by the government through
the regular recruitment procedures--advertisement, written
applications, screening of applications, and, finally,
interview and appointment by the Public Service Commission,
the membership of which included a member of the Ministry
of Education. Initially, staff members were withdrawn
from various teacher training colleges to serve with the
UNESCO expatriate staff in the Zaria ATC (Ohio University

staff at Kano). Later on, more teachers were transferred
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from existing colleges, while others were given their first
appointment to serve in the ATCs. |

Under the university, recruitment has been through
advertisement, followed by application screening and inter-
views. Menmbership of the interxview panel consists of the
Director of the Institute ¢of Education at ABU or his repre-
sentative, the Secretary of the Institute, a senior member
of the Institute, and the principals of the two ATCs or
their representatives. All relevant information relating
to sach candidate found acceptable after interviews is
referred to the University Appointments and Promotions
Committee (headed by the University Vice Chancellor), which
has power to appoint or reject any candidates and to deter-
mine their initial salary.

The principals ©of ATCs are people who have met the
academic and professional gqualifications which apply to
the teaching staff. In all appeointments, except perhaps
at Zaria and Xano ATCs, the major emphasis seems
to have been on senicority in terms of vears of service.
Administrative positions are not regarded as demanding any
special professional training or particularly high academic
gqualifications. The principalship is often a reward for
"meritorious" service-~-a position of social prestige and
power worth looking forward to. The main professional
reguirements--and often the only cnes-~seem to be teaching

and administrative experience at secondary and/or teacher
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training institutions. These criteria and procedures seem
to continue to apply to most principals appointed by State
and Federal Governments to head the newer ATCs in the
northern part of the country.

With the policy of up-grading staff qualifications
encouraged by ABU, some attempts have been made to help
serving or prospective principals attain higher academic
qualifications, up to the doctoral level.

After 1970 responsibility for the appointment of prin-
cipals for Zaria and Kano ATCs passed to the Vice Chan-
cellor of ABU. There have been no new appointments to
substantive posts in recent years. Recommendations for
acting appointments are made from among the ATC staff by
the Director and forwarded to the Vice Chancellor for
approval. (A college organizational and authority struc-

ture chart is in Appendix B.)
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Chapter 11l

REVIEW OF LITERATURE RELATED T0O THE STUDY

Post-secondary sub-degree teacher training institutions
like the Advanced Teachers' Colleges are relatively rare.
For this reason there is hardly anything available in the
literature on the administrative functions and behavior of
ATC principals. It is necessary, therefore, to use existing
literature dealing with other local school administrators
and draw inferences from it to establish a background and
framework for the present study.

The mcdern concept of the principalship has been
through a long evelvement process. The earliest schools
were small and had no need for principals. With mounting
enrollments and the related preblems of size and the diver-
sity of school programs since the eighteenth century, it
‘became necessary to give greater coordination and direction
to the various school activities. Thus, from having to
appoint a "head teacher" from among the ranks of classroom
teachers to perform such activities, the position of the
secondary school principalship eventually emerged.l Though

the duties and responsibilities of the office have expanded

lLester W. Anderson and Lauren A. Van Dyke, Secondary
School Administration (Boston: Houghton Mifflin Co., 1972).




51

tremendously in the course of time, varicus studies and
publications have come to view the principalship as being
by and large a leadership position concerned mainly with
promoting, improving, and supervising the instructional
program.l

Qver the vears there have been shifts in the theoreti-
cal bases of the view and study of organizations and the
leadership of organizations. There have been shifts from
the early concept of scientific management, as represented
by Frederick Taylor,2 to the human relations approach, of
which Elton May03 was a main source of inspiration, and
recently to more modern views such as are reflected in the
writings of Herbert Simon,4 who attempts to develop organi-
zational theory that combines elements of earlier concepts

with new ideas under the general label of the behavioral

'approach.s

lMuttaniyie Idiculla, "A Comparative study of the Expec-
tations of High Schoe¢l Principals in Selected Western
States" (Doctoral dissertation, Brigham Young Uniwversity,
1965},

2Frederick Taylor, The Principles of Scientific
Management (New York: Harper and Brothers, 1945).

3Elton Mayo, The Human Problems of an Industrial
Civilization (New York: The Macmillan Co., 1933).

4Nicos P, Mouzelis, Crganization and Bureaucracy--»An
Analysis of Modern Trends (Chicago: Aldine Publishing Co.,
1973)’ p‘ 122.

5Robert G. Owens, Organizational Behavior in Schools
(Englewood Cliffs, N.J.: Prentice-Hall, 1970).
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Barly attempts to study leadership, referred to as the
trait approach, were focused on the personal attributes of
leaders. The assumption was that by identifying certain
traits of successful leaders, like the physical, intel-
lectual, or personality traits, it would be possible to
determine what traits were necessary to make a "good"
leader. The results of such studies were not very promising
as they indicate that people with different combinations of
traits can be effective leaders, and that there are no set
lists of traits which make a leader most effective.l
Although the trait approach seems inadegquate, Stogdill
found that effective leadership appears to be consistently
related to social skills, language fluency, humor, socia-
bility, diplomacy, tact, and popularity, even if they are
altered in different situations. He concluded that these
traits, in combination with cther dimensions of the
followers, could be attributed to a leader.2

Since most of the results of the trait approach did not
gain widespread acceptance, it gradually led to the situa-
tional approach, which is based on the hypothesis that a

leader's behavior may and perhaps should vary from one

lGordon L. Lippitt, "What Do We Know about Leadership?"
in The Planning of Change, ed. Warren G. Bennis et al.
{New York: Rinehart and Winston, 1966).

2Ralph M. Stogdill, "Personal Factors Associated with
Leadership: A Survey of the Literature," Journal of
Psychology 25 (1948):35~-71.
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setting to another. A person who proves to be a leader in
one group situation may be lacking as a good leader in
another. Thus, different situations reguire different
leadership behavior, and effective leadership depends on
a combination of leader and group characteristics.l

Leadership studies have more recently adopted the
behavioral approach. One of the earliest contributors was
Andrew Halpin, who identified four distinct leader behavior
styles which he combined in tweo major dimensions of leader
behavior--Initiating Structure and Consideration. Leaders
could be rated by reference groups as high or low on both
dimensions; they could also be rated above average on one
dimension but below average on the other.2 This approach
Iwas an outgrowth of the school of thought which favored
the concept of "leader behavior" rather than "leadership”
as it makes for hetter investigation and analysis.3

A major contribution was made by Getzels, Guba, and
others. As represented by the "Getzels-Guba model," the
organization is viewed as a social system. Behavior within

it is considered as deriving from both the nomothetic and

1Ralph M. Stogdill and others, Leadership and Role
Expectations (Columbus: Ohio State University Press, 1956).

2Andrew W. Halpin, "The Leadership Behavior of School
Superintendents, " Studies in School Administration,
Monograph no. 6 (Chicago: Midwest Administration Center,
Universgity of Chicago, 1959).

3Ibid., p. 123.
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idiographic dimensions, with interaction between them
depending on the individual and the role he occupies,
expressed as a function of the interplay between the two
dimensions.l The school organization as a social system is
thus characterized by "an input-output relationship with its
environment," which includes "both the school's own sub-
system as well as its various suprasystems, including the
community."2 To define the administrative behavior of the
principal, therefore, is to relate the personality of the
incumbent to both the school's internal and external
environments.

Other concepts and definitions of leadership derive
from the above. For example, according to Katz and Kahn,
there is more to the principal's leadership role than mere
interpretation of school policies. In the exercise of
leadership the principal is expected not only to supplement
existing policy but also to give it an imaginative inter-
pretation.3

An action-oriented definition is cffered by Hemphill,

who sees administration as the initiation of "a structure-

1Jacob W. Getzels and Egon G. Guba, "“Social Behavior
and the Administrative Process," School Review 65 (Winter
1957):423-441.

20wens, Organizational Behavior in Schools, pp. 52-53.

3Danie1 Katz and Robert Kahn, The Social Psychology of
Organizations {(New York: John Wiley, 1966).
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in-interaction as part of the process of solving a mutual
problem."l Modifying this, Lipham differentiated leader-
ship from administration, defining leadership as "the
initiation of a new structure or procedure for accom-
plishing an organization's goals and objectives or for
changing an organization's goals and objectives.“2
This view of the principal as a change-agent seems well
favored in recent literature. In his contribution, Onofrio
not only suggests that the principal exercise his discretion
with regard to policy matters and in dealing with his
superiors but also maintain a strong leadership role with
regard to the staff, the instructional program, and the
management of resources and facilities.3
One trend in studying leadership has been the investi-
gation of the climate created by different leadership
styles. Lippitt and White conducted studies to determine
how different leadership styles affect groups, and came up

with three leadership styles--authoritarian, laissez-faire,

and democratic.4 The study seems to indicate that the

lJohn K. Hemphill, "Administration as Problem Solving,"
in Administrative Theory in Education, ed. Andrew Halpin
(Chicago: Midwest Administration Center, University of
Chicago, 1958), pp. 89-118,

2Andrew W. Halpin, Theory and Research in Administra-
tion (New York: The Macmillan Co., 1966), pp. 81-130.

3John E. Onofrio, The Public School Principal in Terms
of Today's Leadership Role Expectations (Bethesda, Md.: ERIC
Document Reproduction Service, ED 025 024, 1968).

4Lippitt, "What Do We Know about Leadership?" p. 431.
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democratic leader is the most effective. However, subse-
quent studies appear to indicate that a leader cannot be
categorized as one type since leadership styles vary with
situations.l

Another approach to leadership study, the functional
approach, seeks to identify what actions are required by
groups under different circumstances in order to achieve
their objectives. It also examines how different members
of the group take part in various activities, as leadership
is viewed as a shared responsibility among group members in
the performance of those acts which are required by the
group., The designated leader must, therefore, be sensgitive
to the needs of the group to see that they are carried out.2

In sketching what appears to be the profile of the
future executive, Chris Argyris sees him in terms of a
leader who mobilizes resources that are necessary for
solving particular problems.3

It appears, therefore, that considerations c¢f individual
and organizational behavior, the environment, and the inter-
action of all have been stressed as necessary for the under-

standing and exercise of leadership. But, as Hemphill

1Halpin, "The Leadership Behavior of School Superin-
tendents,” p. 77.

2Lippitt, "What Do We Know about Leadership?" p. 432,

3Chris Argyris, "How Tomorrow's Executives Will Make
Decisions," Think 33 (November-December 1967):6~8.
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suggests, leadership acts are important mainly in terms
0of the effectiveness of the leader. As such, leadership
could be categorized in terms of attempted leadership,
successful leadership, and effective leazrlership.:L
In various studies of the school as a social organiza-
tion and leadership behavior within it, the concept of roles
has necessarily received great attention, with attempts
directed at identifying, defining, and clarifying the
principal’'s role. Defined by Neal Gross as a set of expec-
tations ¢or evaluative standards applied to an actor of a
particular position,2 role concept also includes the expec-
tations held for himself by the role player. Owens provides
some useful clarification of various terms pertaining to

this concept. According to Owens: role prescription

represents "the idea of what the general norm in the cul-

ture is for the role"; role expectation refers to "the

expectation that one person has o0f the role behavior of

another,"” while role perception describes "the perception

that one has of the role expectation that another person

holds for him."3

lAndrew W. Halpin and Carroll L. Shartle, "A Theoreti-
cal Framework for the Study of Behavior in Organizations," in
Administrative Theory in Education, ed. Andrew W. Halpin
(Toronto: The Macmillan Co., 1969), pp. 70-75.

2Neal Gross and others, Explorations in Role Bnalysis
(New York: John Wiley and Sons, 1958), p. 5.

30wens, Crganizational Behavior in Scheools, p. 72.
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Considering the various theoretical bases of organiza-
tions and concepts of leadership, perhaps it is to be
expected that there is no consensus on the role of the
principal. In a way, this reflects the growing complexity
of the school and the resultant administrative problems,
and is partly accounted for by the multidimensicnal nature
of the frincipal's role and the conflicting expectations
held for him by the groups with which he is in contact, both
inside and cutside the school. 0ften, the perceptions
differ and lead to conflicting expectations between the
principal and the staff, on the one hand, as well as gréups
and bodies outside the school, on the other. Elkins
observed that

« « » how the administrator operates within the

limits of the role-set provided by the organiza-

tion is determined by a complex pattern of

influences from within the organization and the

suprasystem as well as his own personality

make-up.
The need for principals to have an accurate perception of
what others hold for them is, therefore, stressed in various

studies, as in the study repcrted by Robert Sweitzer and

others.2

1Irwin C. Elkins, "The Design and Initial Testing of
an Instrument to Gather the Perceptions of Administrative
Roles" (Doctoral dissertation, Teachers College, Columbia
University, 1972), p. 21.

2Robert Sweitzer and others, "Rcle Expectations and
Perceptions of School Principals" {(Bethesda, Md.: ERIC
Document Repreduction Service, ED 001 210, 1963).

.
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Many of the studies in educaticnal administration date
back to the early 1950s. Andrew Halpin conducted a study
covering fifty superintendents in the Chio schools, using
the LBDQ instrument. It was designed to measure the rela-
tionship between the superintendent's perception of how he
behaves and the board and staff's perception of his
behavior. Another objective was to ascertain the corre-
sponding relationship between the superintendent’s percep-
tions and those of the board and staff concerning how he
should behave as a 1eader.l The results of the study indi-
cate that on each leader behavior dimension the staff and
board members tended to agree on the role of superintendents.
But the two groups differed in their perceptions of each
other's roles. This seems to indicate that superintendents
tend to adopt different behavioral roles in dealing with
members of the staff and board members.

In a 1956 study aimed at determining attitudes toward
the high school principalship, Austin and Collins identified
eleven areas of job performance which they further
developed to compile a list of thirty-two activities con-
sidered essential to the success of high school principals.
The results of the study show substantial agreement between
the principals and the community as to the activities

considered important, and helped in defining the role of

lHalpin, "The Leadership Behavior of School Superin-
tendents."”
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the modern principal. The high school principal's leader-
ship in developing the instructional program was ranked
foremost. It was also considered an important responsi-
bility of the principal tc counsel the students and to
guide the staff in the solution of their personal and
professional problems. When considered necessary in the
interests of his other major responsibilities, it was felt
the principal could and should delegate some of his
managerial duties.l
A study in 1967 indicated conflicting views of the
role of the principal as held by the principals themselves,
on the one hand, and by groups both inside and outside, on
the other.2 In 1967 the American Association of School
Administrators expressed the view that the expectations of
the principal's role as well as which responsibilities
should receive emphasis vary, depending on the time and the
referent groups.3

Ranniger in 1962, in a review of various studies and

publications on the role functions of elementary school

lDavid B. Austin and James S. Collins, "A Study of
Attitudes toward the High School Principalship,™ NASSP
Bulletin 40 (January 1956):104-140.

2John M. Foskett, The Normative World of the Elementary
School Principal (Eugene: Center for Advanced Study of Edu-
cational Administration, University of Oregon, 1967).

3American Association of School Administrators, The
Right Principal for the Right School (Washington, D.C.:
AASA' 1967}! PI 13-
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principals, found that the tasks were becoming increasingly
more complex and that the perceptions ¢f the role of the
principal differed, leading to the inescapable finding
showing lack of agreement over the ordering of priorities
as far as the principal's functions are concerned.1
The important place which seems to be accorded the
principal's role in the instructional program of the school
receives confirmation iﬁ a study by Idiculla, who found
strong support for the institutional role of the principal
among superintendents, high school principalg, and
professors of educational administration.2 This is in
substantive agreement with the view of the National Asso-
ciation of Secondary School Principals which, while
admitting the changing and varied roles o? the present-day
principal, still views him as being essentially the educa-
tional leader of the school he heads.3
The principal’s job expectations, particularly as

related to and as perceived by the staff, have attracted

attention in several studies, each with its own focus.

1Billy Ranniger, "A Summary ¢f the Job Responsibilities
of the Elementary School Principal™ (Doctoral dissertation,
University of Oregon, 1962).

2Idiculla, "A Comparative Study of the Expectations
of High Schocl Principals."

3National Association of Secondary School Principals,
The Principalship: Job Specifications and Salary Con=-
siderations for the 70's (Washington, D.C.: NASSP, 1970).

!
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The major hypothesis ¢f the study conducted by Gross and
Herriott was that |

. - - the degree to which a principal attempts to

conform to a description of his role that stresses

his obligation to provide leadership to his

teachers w111 have lmportant consequences upoen

the school.l
A national study covering about 501 principals in forty-one
cities in the United States also focused on the ability of
principals to stimulate improvement in the quality cf staff
performance. Using the Executive Professicnal Leadership
(EPL) behavioral instrument, it was found that principals who
got the highest ratings were those considered high on pro-~-
viding for staff involvement in decisions, maintaining
interpersonal relationships that derive more from collegial
than authority basis, and providing social and managerial
support for the staff.2 ’

In 1971 samas found some significant differences in
the expectations for the role of the principal as perceived
by principals and teachers cf senior high schools in Puerto
Rico. While no differences were found in the areas of cur-
riculum and instructicen, major differences occurred in

teaching supervision, the professional growth of the prin-

cipal, organization, structure, and management, while minor

lNeal Gross and Robert Herriott, Staff Leadership in
Public Schools: A Socioclogical Inguiry (New York: John
Wiley and Sons, 1965). -

2

Ibid.



differences concerned staff personnel, pupil personnel, and
school-community relations.l

More recently, Costanzo studied the perceptions of the
roles and functions of Philadelphia's publiec high school
principals by different segments of the school community,
in an attempt at clarifying differences. His study was based
on the belief that ambiquity and conflicting expectations
had been shown to be capable of leading to such problems
as low morale and effectiveness of the staff members
concerned. In the area of decision making, the researcher
found that generally a significant number of school-based
and non-school-based respondents felt that "the principal
should be responsible for decision-making after having con-
sulted representatives of the total school community."2 As
far as delegating or assigning responsibilities is concerned,
the study shows that while an overwhelming percentage agreed
to the principal assigning some of his responsibilities to
assistants, neither group would have the principal delegate

the respconsibilities completely nor retain complete authority

lLillian Samas, "Expectations for the Role of the Prin-
cipal as Perceived by Principals and Selected Teachers of
the Public High Schools of Puerto Rico" (Doctoral disser-
tation, Fordham University, 1971).

2Matthew W. Costanzo, "Perceptions of the Roles and
Functions of Philadelphia Public High School Principals as
Expressed by the Principals and Other Members of the School
Community" (Doctoral dissertation, Teachers College,
Columbia University, 1972).



64

in the areas examined.l

In their study Gross and Herriott had found disagree-
ment between principals and presidents of parent associa-
tions. The principals were willing to involve parents in
planning and development programs but not in staff assign-
ment and evaluation. fhe parents wanted control of teacher-
principal evaluation.2

Scme studies have emphasized the managerial aspect of
the principal's functions. One such study by vidich and
McReynolds considered the principal's role as two-dimen-
sional: as a business head and head teacher.3 Emphasizing
the principal's responsibilities as the procurer of human
and material resources for the school, considered in terms
of obtaining money, Bumberger and Theimann stress the need
for principals not only to obtain these resources through
employing the social network, persconal attributes and
expertise, but also consider the wise allccation of the

. . - . 4
resources a major determinant of administrative success.

1
2

3Arthur J. Vidich and Charles McReynolds, High School

Principals Study Seminar Final Report (Bethesda, Md.:
ERIC Document Reproduction Service, ED 037 831, 1969).

4C. S. Bumberger and I. C. Theimann, "“Resources Acguisi-
tion: A Basic Administrative Task," in The Principal's
Role in the 70s: The 1970 Leadership Course for School
Principals Lecture Series, ed. J. J. Bergen and N. J.
Chamchuk (Bethesda, Md.: ERIC Document Reproduction Service,
ED 047 398, 1970). :

Ibid., p. 203.

Gross and Herriott, Staff Leadership in Public Schools.
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In an examination by Ellis of the principal in his
various roles as educational leader, personnel manager,
and business manager, and based cn several other studies,
the analysis of the findings indicates that the principal's
educational leadership role is being eroded as a conse-
quence of the expansion of his other roles. He cites
Melton who, in 1968, undertook a replication of an earlier
study of the role perception of principals and found that
principals were engaged to a greater extent in managerial
tasks. Though principals perceived instructional leader-
ship tasks to be ideally a first priority, it rated third
in actual performance. Another study cited by Ellis was
the one by Cross and Bennett which showed that immediate
administrative responsibilities consume most of the prin-
cipal's time (more than 40 percent) regardless of the
socioeconomic setting. It is suggested that a reducticn be
made in the time spent on such problems if more effective
instructional leadership is to be exercised.1

Studies on the principal's student personnel role
réveal both the increasing complexity cf the problem and the
higher expectations for the principal in this regard.
Students have beccme more critical of what goes on in the

schocl, seeing it as part of the larger society that needs

ljames R. Ellis, "The Man in the Middle: The Role of
the Principal™ (Bethesda, Md.: ERIC Document Reproduction
Service, ED 071 165, 1972).
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drastic changes.l Pederson found, in a study conducted
among high school students in scuthern California to assess
the students' perceptions of the effectiveness of the
principal, that the most valued attributes of the principal
included warmth, personal relations, friendliness, courtesy,
sincerity, and interest. They also considered student
advisory boards as useful tools for the effective principal.
An interesting finding by Chung concerned the area of
administrative behavior within the organization related to
teacher job satisfaction.3 As earlier posited by Guba
and Bidwell, a principal's perception of a teacher's effec-
tiveness is a reflection of how the teacher fits the prin-
cipal's expectations of the teacher role.4 Chung's findings
indicate a significant relationship between teacher ijob

satisfaction and their perception of a teacher-centered

1J J. Bergen, ed., Administration for Student Develop-
ment (Edmonton: Alberta University; Bethesda, Md.: ERIC
Document Reproduction Service, ED 044 802, 1969).

2Monroe Pederson, "Pupil Expectations cof the High
School Principal" (Doctoral dissertation, University of
Southern California, 1970).

3Kl-Suck Chung, Teacher-Centered Management Style of
Public School Principals and Job Satisfaction (Bethesda,
Md.: ERIC Document Reproduction Service, ED 042 259, 1970).

4E. Guba and C. Bidwell, Administrative Relationships:
Teacher Effectiveness, Teacher Satisfaction, and Adminis-
trative Behavior--A Study of the School as a Social Insti-
tution (Chicago: Midwest Administration Center, University
of Chicago, 1957).
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leadership style by the principal.

Ellis maintained that "the effectiveness of the prin-
cipal's involvement in high level tasks will depend on
the clarity with which his job responsibilities are
defined."1 This is re-echoed in the findings from a survey
of 190 high school principals in twenty-three cities
throughout Canada as to how they viewed their roles and
responsibilities. What emerged most strongly from the
study was

+ « « the need for clarifying of the principal's

role and, along with this, a wvital requirement

for a continuing upgrading and retraining program

to better prepare principals tce adapt to new

situations placed upon them.

This was also reemphasized in the summary of the findings,
where it is stressed that

. «» o 1f any message emerges from this report,

it is that the secondary principal needs a

clarificaticon of his role. More specifically,

he seeks reassurance and confirmation that his

prime role is that of an educational leader
rather than a business manager of sorts. 2

The above survey would seem to indicate the signifi-
cance of studies aimed at identifying and clarifving the

role of the principal. 2as Gross and his associates suggest,

1Ellis, "The Man in the Middle."

2Harriet Goldsborough et al., The Man in the Middle:
How the Urban Secondary Schocel Principal Sees His Role and
Responsibilities (Toronto: Canadian Educational Associa-
tion; Bethesda, Md.: ERIC Document Reproduction Service,
ED 077 071, 1971).
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further studies would help in analyzing prcoblems at
several different levels--at the levels of individual
behavior, group behavior, and at a cultural 1evel.1 In
the view of Gross and Herriott, not only can the concept
of role as it relates to expectation provide valuable
learning experiences,but also these concepts and the
necessary skill to utilize them behaviorally should form
part of the training for prospective administrators.2
In the context of educational development in Nigeria
and within which this study was undertaken, the position
taken by this researcher is in agreement with that of
McCleary and Hencley, who draw additional attention to the
role of the institutional leader in the realms of educa-
tional policy and goals. Emphasis in leadership trends,
they argue, should not be limited to "means and processes"”
though these are essential features of educational leader-
ship. There must be concern for ends, as "the distinguishing
characteristic of educational statesmanship is most clearly
evident in the realm of policy and purpose activity. . . ."
As they argued, institutional leadership encompasses but
. +« «» goes beyond means and processes, routine

organizational maintenance, efficiency, and
skills needed for interpersonal leadership.

lGross et al., Explorations in Role Analysis, p. 326.

2Gross and Herriott, Staff Leadership in Public
Schools, pp. 92-93.
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Most important, the educational leader must have
a firm grasp of significant educational goals

to be achieved in our time. Only then will
research and new social theory be of maximum
assistance t¢o him as he chooses among means to
attain ends.l

The various aspects of the principal's functions con-
tained in the series of literature reviewed above, viewed
from both the theoretical and practical bases, show broad
divisions within which the tasks fall. Having gone through
some substantive and relevant literature, this writer
agrees with Lipham and Hoeh that there is still some dis-
~ agreement cver "the nature of boundaries" in the categori-
zation of the principal's tasks. However, as they show,
there is widespread support for this approach ¢of grouping
tasks as a reasonable way of loocking at and developing
competencies related to the principalship.2 This is also
in agreement with McCleary and Hencley, who favor this
approach as the means of describing educational administra-
tion and gathering information about administrative job

performance.

lLloyd E. McCleary and Stephen P. Hencley, Secondar
School Administration: Theoretical Bases of Professiona
Practice (New York: Dodd, Mead and Co., 1973), p. 123.

2James M. Lipham and James A. Hoeh, Jr., The Principal-
ship: FPoundations and Functions (New York: Harper & Row,
Publishers, 1%74), p. 10.

3McCleary and Hencley, Secondary School Adminigtra-
tion: Theoretical Bases of Professional Practice,
pp. 10_1]--
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For this study, therefore, the writer has adopted as
a reasonable way of grouping the principal's tasks the seven
categories used by McCleary and Hencley:

l. Instructional Leadership and Curriculum Development

2. Staff Personnel Administration

3. Student Personnel Administration

4, Financial Management

5. School-Plant Administration

6. Scheool-Community Relations
7. Organization and Structurel

The guestionnaire used in the study includes items
under each of the seven categories, which correspond to the
role tasks which the principal might be expected to perform.

Attention is drawn to the fact that, in the cultural
environment within which this study was based, the princi-
pal's contact with the community is rather limited. Of
greater significance is the relationship with superiors and
employers (government and university authorities). As this
relationship concerns the central issue of the determina-
tion, interpretation, and implementation of the national
educational policies, this was given special attention in

the various items under the seven broad categories of tasks.

11bid., pp. 10-11.
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Chapter IV

DESIGN OF THE STUDY

This chapter is developed under four major topics:
(1) the sample for the study, (2) instrumentation, {3) data

collection, and (4) data analysis.

Sample for the Study

The sample, whose perceptions of the role of the
principals of Nigerian Advanced Teachers' Colleges were
sought, included the following:

l. The 200 teachers and six principals of the oldest
six Advanced Teachers' Colleges in the northern part of the
country. These are the ATCe at Zaria and Kano, both of
which constitute one of the units of the Institute of Educa-
tion, Ahmadu Belle University, Zaria, the Sokoto State
Government ATC at Sckoto, and the Federal Government ATCS
at Okene, Pankshin, and Yola.

2. The Assistant Director of Educaticn in charge of
Teacher Training and the Principal Education Officer in
charge of Teacher Training, both of the Federal Ministry of
Education, Lagos.

3. The Chief Inspector ¢f Education or the Deputy
Chief Education Officer, and the Principal Education Officer

in charge of Teacher Training in each of the following
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states: Xano, Kaduna, Kwara, Jos, and Sokoto. These
represent state government officials who have responsibility
for the ATCs and who possess considerable experience in
matters connected with teacher education, as well as
administration.

4. Four senior members of the Institute of Education
and four Education Professors and Lecturers in the Department

of Education, Ahmadu Bello University, Zaria.

Instrumentation

The instrument employed for this study emerged after
a number of tentative instruments were designed, piloted,
analyzed, and revised.

An extensive search of the literature, as reflected
in Chapter III, was conducted to find instruments or parts
of instruments which could be used in developing an instru-
ment for this study. Of particular value in this task were
the instruments developed in three studies: (1} "A Compara-
tive Study of the Expectations of High School Principals,"l

2

(2) "Expectaticns for the Role of the Principal,”” and

(3) "Perceptions of the Roles and Functions of Philadelphia

lIdiculla, “"A Comparative Study of the Expectations of
High School Principals in Selected Western States.”

2Samas, "Expectations for the Role of the Principal
as Perceived by Principals and Selected Teachers cf the
Public High Schcools of Puerto Rico."
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Public High Schoocl Principals."1

One basic concept underlying the design of the instru-
rent for this study was derived from McCleary and Hencley--
that educational administration could be described through
gathering data on "what administrators actually do on the
job and the aspects of their work which they feel to be most
important to providing good schools."2 Although there were
variations in the way administrative tasks have been classi-
fied in the literature, the following seven categories
which were established by McClearly and Hencley are repre-
sentative of the several classifications and are the ones
used in the guestionnaire of the present study, with a
series of specific questions formulated related to each
task category:

1. Instructional Leadership and Curriculum Development
2. Staff Personnel Administration

3. Student Personnel Administration

4. Organization and Structure -

5. School-Community Relations “

6. School-Plant Administration

7. Pinancial Management3

Responses to items in the questionnaire were made on
a Likert-type scale. This is a scale which, according to

Kerlinger, enables subijects to "respond with degrees of

1Costanzo, "Perceptions of the Reles and Functions of
Philadelphia Public High School Principals.”

2McCleary and Hencley, Secondary School Administra-
tion: Theoretical Bases of Professiconal Practice, p. 10.

3

Ibid., pp. 10-11,



agreement or disagreement (intensity)," the summated scale
serving "to place an individual somewhere on an agreement
continuum of the attitude in question."l This approach
made possible determining the expectations which the various
groups hold for principals of Nigerian advanced Teachers'
Colleges. 1In eliciting this kind of information through
the "shoulds” and "oughts" of human behavior on approval-
disapproval continua, "implying choices among courses of
action and thinking," the researcher is enabled to obtain
perceptions of administrative roles.2
In its first stage of develcpment, the instrument
consisted of a number of items related to the seven cate-
gories of administrative functions of principals. This
first version was presented to and discussed with a class
of twenty graduate students of educational administration
and three professors at Teachers College, Columbia Univer-
sity. The class discussion and suggestions mainly
concerned the design of the instrument, overlapping of
items, and methods stating the gquestions. Based on this
preliminary discussion, the instrument was reavised into
a fifty~two-item questionnaire. Individual follow-up

discussicns with the three professors and selected students

1Fred N. Kerlinger, Foundations of Behavioral Research
(New York: Holt, Rinehart and Winston, 1373), p. 496.

21bid., p. 499.
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from the class resulted in further refinement of many of
the items in the gquestionnaire. But of even greater
significance to the instrument, these discussions resulted
in a major change in the instrument--instead of responden£s
ranking administrative tasks in order of importance, the
form was changed to ask for responses in terms of percep-
tions ¢of the percentage of time which principals

actually spend performing administrative functions and the

percentage of time which principals ideally should spend

performing these functions. These "actual" and "should"

items were put in separate sections of the questionnaire,

replacing the earlier side-by-side placement in two columns.

A five-part instrument emerged under the following headings:
I. Personal Information

II. Relative Amount of Time the Principal Himself
Actually Devotes to Tasks

IIT. Relative Amcunt of Time the Principal Should
Personally Devote to Tasks

IV. Percentage of Time the Principal Himself
Actually Devotes, and Percentage he Ideally
Should Devote to Seven Categories of Tasks

V. Expectations of the ATC Principal's Profes-
sional Leadership Role

This version ¢f the instrument was pilot-tested using
fifteen Nigerian students at Teachers College. They
responded to all items on the questionnaire and provided
both verbal and written reactions and suggestions regarding

the instrument. The returned gquestionnaires were analyzed
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and discussed with members of the dissertation committee.
Based on the results of this pilot test of the instrument,
some items were rewritten, some were consolidated, and a
few were added. The final instrument was developed in

five parts and appears as Appendix C.

Method of Data Cellection

Two months before the survey, letters were sent to
Ministry, university, and other ATC-related authorities in
Nigeria requesting approval of the study and permission to
conduct the survey. The letters contained information
regarding the time, nature, and purpose of the survey.
Specifically, it was emphasized that the study was a research
undertaking to deterﬁine the perceptions of various groups
regarding the importance of administrative tasks performed
by Advanced Teachers' College principals, and not an attempt
at evaluating the performance of any principal. A promise
of strict confidentiality was made, including assurance that
the identity of the colleges would not be revealed in the
report. It was alsc made known that the investigator was
traveling to Nigeria to facilitate the conduct of the
survey. Letters requesting approval were sent to the
following officials and copies of them appear as Appendix D.

l. The Director, Institute of Education, Ahmadu

Bello University, Zaria



77

2. The Assistant Director (Teacher Training) and
the Deputy Chief or Principal Education Officer
(Teacher Training), Federal Ministry of
Education, Lagos

3. The Chief Inspector of Education and the Deputy
Chief or Principal Education Officer (Teacher
Training) in each of these states: Kano, Kaduna,
Kwara, Jos, and Sokoto

4. The Principals of the Advanced Teachers' Colleges:

Kano, Okene, Pankshin, Sokoto, ¥ola, and Zaria

The Director of the Institute of Education, Zaria, was
first to autherize the survey, and subsequently, with his
deputy and staff, gave full cooperation in the course of
the investigations. But other than this reply and a reply
from one of the states, the usual delay in getting action
taken on official correspondence in most government depart-
ments was experiencea{ and no other responses were received
before the investigator traveled to Nigeria, two months
after the letters were sent out. Permission was granted,
however, by all concerned, following personal visits to
the Ministries, beginning with the Federal Ministry of
Education in Lagos.

At the time of the visits with Ministry, State, Insti-
tute of Education, and university cofficials who were
included in the sample, interviews were conducted and

questionnaires were distributed with instructions for their
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return. Similarly, visits were made to the six colleges,
where the principals cooperated by granting interviews
with them and their staff, and arranging meetings with
them. In some colleges, the principals had already given
their staff prior notice of the time and nature of the
survey. The responsibility for distribution of gquestion-
naires was assumed by the principals.

Due to a recent move, one of the colleges chose not
to participate in the study. It was replaced by one of
the more recently established ATCs in the country.

The number of completed questionnaires received ranged
frem about 30 to 50 percent during the period of the original
vigsits. Arrangements were made for posting the result of
the questionnaires to Zaria, which served as the central
collection point. After about three weeks, there were
follow~ups in the form of either visits, letters, telephone
calls, or emissaries, with instructions that responses
collected during the following two weeks should be sent to
Zaria, and any responses collected after that time should
be sent to New York. This resulted in some additional
responses being received in both Zaria and New York,

Table 4 shows the number of gquestionnaires distributed to
each of the respondent groups, the number of usable returns,

and the percentage of the return.



Table 4

Questionnaire Distribution and Returns

No. No. %
Colleges Distributed Received Received

Teachers

1 21 15 71.4

2 45 ' 32 71.1

3 6l 44 72.1

4 30 20 66.7

5 35 24 68.6

6 23 - 9 39.1

Total 215 144 67.0
Principals

1-6 6 6 100.0

Ministry and University Officials
20 16 80.0
Grand total 241 166 68.9
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Analysis of Data

This was a study tec determine expectations for the
professional leadership role of Nigerian Advanced Teachers'
College (ATC) principals as perceived by the ATC principals,
by teachers, and by Ministry ¢of Education and university
officials.

The questionnaire was arranged in five parts. Part I
requested personal data. Each of Parts II and III contained
fifty-six task items, each of which related to one or more
of the seven categories of tasks: Instructional Leadership
and Curriculum Development, Staff Personnel Administration,
Student Perscnnel Administration, Organization and Structure,
School~Community Relations, School~Plant Administration, and
Financial Management. The responses to items were récorded
on an intensity scale ranging from 1 to 5. Part IV called
for responses alleocating the whole of the principal's time
(100 percent) by task category for each of the seven task
categories, both under perceived actual and ideal situations,
without rating a predetermined list of specific tasks within
each cateqgory. The response to each of the seven tasks in
Part V required the choice of one out of six responses
indicating respondents' degree of preference for either of
two polar statements. These choices were expected to reveal
the degree of professionalism respondents desired in the

principalship. Respondents indicated whether they agreed
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a great deal more, somewhat more, or slightly more with one
or the other of the combination of two statements. The
score record for each respondent under each task area was
the respondent's single cheoice out of the six possible
choices for the task category. Choices selected for each
respondent were tabulated in order to determine how profes-
sional the principal was expected to be, and they were
organized by respondent group in order to make compariscons.
In analyzing the data obtained from Parts II and III of
the instrument, a frequency distribution was calculated on
each of the fifty-six task items in order to cbtain results
that might indicate the perceived amount of time which the
principal himself actually devotes, and ideally should devote
to each task item. Each item was responded to on a scale of
l to 5, with a score of 1 indicating the highest possible
amount of time and a score of 5 indicating that no time was
devoted or should be devoted to the task. The results,
therefore, included the responses on the 5-point scale for
each item for each respondent, responding group, and for all
respondents collectively. The mean and standard deviation
for each item were calculated. The scores for all the items
falling under each of the seven task areas were summed and
recoded on a scale of 1 to 5, Appendix E presents the list
of questionnaire items falling under each of the seven task

categories.
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In analyzing the data obtained from the fifty-six items
in Parts II and IITI of the questionnaire for differences in
expectations among the responding groups, a one-way analysis
of variance (ANOVA) was performed on the summed data obtained
from each of the seven task categories in order to determine
where significance existed at the .05 level. Where statis-
tically significant differences were found to exist, pair-
wise multiple comparisons were performed using t-tests.

Both the one-way analysis of variance and the Bonferroni
T-Method of Multiple Comparisons were the appropriate pro-
cedures for comparative analysis because of the small
number of principals involved in the study.

The t-tests were also employed to establish statisti-
cally significant differences in respondents' perceptions of
actual and ideal roles within the seven task categories.

Responses made by the three respondent groups to the
seven task categories in Part IV were calculated in numbers
and mean percentages to show the perceived distribution among
the seven task areas of the total time of the principal.

The mean percentage scores for each task category were ranked
and Spearman Rank-Order correlations were computed between
the rankings for actual and ideal roles to determine rela-
tionships between them for the groups combined and for the
teachers, principals, and officials as groups.

The number and percentage of responses made to the two

polarized statements pertaining to the dimensions of each
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of the seven task areas in Part V were calculated for each
of the six possible choices. The scores for each of the
two statements were summed to form a subtotal, and the two
subtotals for every task category compared to obtain

respondents' preferences.
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Chapter V

PRESENTATICN AND ANALYSIS OF DATA

This chapter presents an analysis of the data ccllected
in the survey regarding Nigerian Advanced Teachers' College
principals. The data represent perceptions of the profes-
sional role of the Advanced Teachers' College principal.

The analysis is divided into three main parts.

Part I -~ Presentation of all respondents' expectations
regarding the role of the principal, as indicated in
responses to actual/ideal performance, relative time devoted
te tasks, and role pricrities: This part is organized into
three subsections: (1) attitudes regarding the principal's
professional leadership role, (2) actual and ideal per-
centage of the principal's time distributed by task category
for each of the seven categories, and (3) actual and ideal
emphasis in terms of time allocation to individual task
items within each of the seven task categories.

Part II --Presentation and analysis of the data for
differences among the three groups of respondents regarding
actual and ideal role expectations of the principal: This
part is organized into four subsections: (1) analysis of
group differences in perceptions of actual and ideal role
in the seven task categories, (2} analysis of group

differences between perceptions of actual and ideal role
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based on all fifty-six task items, (3) analysis of group
differences in perceptions ¢f actual and ideal role within
the seven task categories, and (4) comparison of percep-
tions of the actual and ideal role of the principal based on
responses to all fifty-six items.

Part III--Presentation and analysis of the data for
differences within the three groups ¢of respondents as to
perceived actual and ideal role of the principal: The
analysis is organized in the following three subsections:
(1) comparison of actual and ideal roles as perceived by
teachers, (2) comparison of actual and ideal roles as
perceived by principals, and (3) comparison of actual and
ideal roles as perceived by officials.

Various tables show the number and the percentage of
responses and, when considered necessary, the means. In
interpreting the combined responses of the three groups, it
should be noted that the number of responding teachers is
far greater than that of principals and officials and,
therefore, is the dominating influence on total responses
which are reported.

Analyses of data were not made in terms of the personal
data oflrespondents, but personal data are presented in
Appendix F to give the reader who may be interested a
profile of the respondents in terms of sex, age, degrees,

and experience.
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Part I: Perceptions of the Principal's
Role as Held by Teachers, Principals,
and Officials

This part presents the respondents' expectations
regarding the functions and role of the ATC principal, as
indicated in responses about actual and ideal performance,
the relative time devoted to wvarious tasks, and the role
priorities of the position. As indicated, the presentation
is organized into three subsections: (1} attitudes regard-
ing the principal's professional leadership role, (2) actual
and ideal percentage of the principal's time distributed by
task category for each of the seven categories, and
(3) actual and ideal emphasis in terms of time allocation
to individual task items within each of the seven task
categories.

Principal’'s Professiocnal
Leadership Role

This section of the questionnaire was designed to
obtain information regarding the judgment of respondents as
to the principal's profesgsional leadership role in each of
the seven task categeries--Instructional Leadership and
Curriculum Development, Staff Persconnel Administration,
Student Personnel Administration, Organization and Structure,
School-Community Relations, School-Plant Administration,
and Financial Management.

Two statements were presented for each task area, with

one of the statements reflecting a more professional role
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than the other. For each task area, respondents were given
a set of forced choices and were required to choose one of
two statements, A or B. For each statement preferred, it
was indicated whether they agreed a great deal more, some-
what more, or slightly more with that statement as compared
with the alternative. The number and percentage of responses
to each of the two statements were calculated and constitute
subtotals for each statement in that particular task cate-
gory. Subtotals for one statement can then be compared with
the subtotals for the alternative statement within that

task area.

Instructional Leadership and Curriculum Development.

The two statements dealing with the principal's leadership
role in the area of Instruction and Curriculum Development
are given below:

A. It is a major responsibility of the ATC Principal
to provide staff with direct help in improving
the curriculum and instruction.

B. At the ATC level the teaching staff are suffi-
ciently gqualified that they do not require the
Principal's direct help in improving curriculum
and teaching.

The opinion expressed here varied from group to group.

The distribution of responses, as presented in Table 5,
shows the officials as the only group which agrees, and
rather strongly (69 percent), that principals should provide
staff with leadership in the area of instruction and

curriculum development. The principals were split in equal

halves between providing staff with leadership in the area
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Attitudes of Teachers, Principals, and Officials
Regarding the Principal's Professional Leadership
Role in Instruction and Curriculum Development

Item:

It is a major responsibility of the ATC Principal to

provide staff with direct help in improving the
curriculum and instruction.

B. At the ATC level the teaching staff are sufficiently
qualified that they do not require the Principal's

direct help

in improving curriculum and instruction.

A 1 (A3) I agree a great deal more with A than B.
2 (A2) I agree somewhat more with A than B.
3 (Al) I agree slightly more with A than B.
B 4 (Bl) I agree slightly more with B than A,
5 (B2) I agree somewhat more with B than A.
6 (B3) I agree a great deal more with B than A.
All Groups Teachers Principals Officials
N % N 3 N 3 N %
A 1 29 17.7 22 15.5 1 16.7 6 37.5
2 23 14.0 20 14.1 1 16.7 2 12.5%
3 22 13.4 18 12.7 1 16.7 3 18.8
Subtotal 74 45.1 60 42.3 3 50.0 11 68.8
B 4 15 9.1 15 10.6 0 0.0 0 0.0
5 26 15.9 20 14.1 2 33.3 4 25.0
6 49 29.9 47 33.1 1 16.7 1 6.3
Subtotal 90 54.9 82 57.8 3 50.0 5 31.3
Total 164 100.0 142 100.0 6 100.90 16 100.0
No response 2 1.2 2 1.4 - - - -
Mean 3.81 3.93 3.67 2.81




89

of instruction and curriculum development or not providing
such direct help since the teachers are sufficiently
qualified that they do not require the principal's direct
help in that area. The teachers, on the other hand, indi-
cated fairly strongly (58 percent) that they were suffi-
ciently qualified so as not to require the principal's
direct help in improving the curriculum and instruction, and
did not regard it as a major responsibility of the principal
to provide them with direct help in that area.

Staff Personnel Administration. The two statements

dealing with the principal's leadership role in the area of
Staff Personnel Administration are given below:

A. ATC staff depend upon the support and leadership
of the Principal in attending to matters
pertaining to their welfare and professional
growth, like on-the-job training, promotion,
personal welfare, and the recruitment and orien-
tation of new staff.

B. Since the individual person is regarded as the
architect of his or her own fortune, it is up to
the individual ATC staff member working alone
or working as a member of a group, rather than
in conjunction with the Principal, to promote
his or her own interests.

As presented in Table 6, each of the three groups of
respondents showed strong preference for the first state-
ment, thereby indicating that the support and leadership of
the principal in attending to matters pertaining to their
welfare and professional growth are considered important.
All the principals were in favor, while many of the teachers

(78 percent) and a similar percentage of officials
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Attitudes of Teachers, Principals, and Officials
Regarding the Principal's Professional Leadership
Role in Staff Personnel Administration

Item:

A. ATC staff depend upon the support and leadership of
the Principal in attending to matters pertaining to
their welfare and professional growth, like on~the-
job training, promotion, personal welfare, and the
recruitment and orientation of new staff.

B. Since the individual person is regarded as the archi-
it is up to the indi-
vidual ATC staff member working alone or working as
a member cf a group, rather than in conjunction with
the Principal, to promote his or her own interests.

tect of his or her own fortune,

A 1l (A3) I agree a great deal more with A than B.
2 (A2) I agree somewhat more with A than B.
3 (Al) I agree slightly more with A than B.
B 4 (Bl) I agree slightly more with B than A.
5 (B2) I agree somewhat more with B than A.
6 (B3) I agree a great deal more with B than A.
All Groups | Teachers | Principals | Officials
N % N % N % N %
Al 61 37.2 53 37.3 3 50.0 5 31.3
2 43 26.2 37 26.1 1 16.7 5§ 31.3
3 25 15.2 21 14.8 2 33.3 2 12.5
Subtotal 129 78.7 131 78.2 6 100.0 12 78.0
B 4 13 7.9 11 7.7 0 0.0 d 12.85
5 12 7.3 10 a0 0 0.0 2 I2.,5
6 10 6.1 10 7.0 0 0.0 0 0.0
Subtotal 35 21.3 31 21.7 0 0.0 4 25.0
Total 164 100.0 142 100.0 6 100.0 16 100.0
No response 2 1.2 2 1.4 - - - -
Mean 2.40 2.42 1.83 2.44
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{75 percent) prefer that the principal provide staff with
leadership in attending to matters pertaining to staff
welfare and personal growth=--not leaving it to the individual
staff member working alone or working as a member of a group,
rather than in conjunction with the principal, to promote
his or her own interests,

Student Personnel 2dministration. The two statements

dealing with the principal's leadership role in the area of
Student Personnel Administration are given below:

A, It is essential that ATC students be more
actively involved in making decisions about
matters pertaining to their welfare and the
provision of a more favorable learning
environment.

B, More active involvement in decision making is
not the main solution to the question of
promoting student welfare and providing a more
favorable learning environment.

As shown in Table 7, each of the three groups indicated
strong support for students being more actively involved in
making decisions about matters pertaining to their welfare
and the provision of a more favorable learning environment.

Support among officials for statement A was almost
unanimous (fifteen out of the sixteen)}. It is significant,
however, that about 25 percent of the teachers and two of the
six principals tock the position that more active involve-
ment of students in decision making was not the main solu-

tion to the question of promoting student welfare and

providing a more favorable learning environment,
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Table

7

92

Attitudes of Teachers, Principals, and Officials
Regarding the Principal's Professicnal Leadership

Role in Student Personnel Administration

A. It is essential that ATC students be more actively

invelved in making decisions about matters pertaining
to their welfare and the preovision of a more favorable
learning environment.

B. More active involvement in decision making is not the
main solution to the question of promoting student
welfare and providing a more favorable learning

environment.
A1 (A3) I agree a great deal more with A than B.
2 {(A2) I agree somewhat more with A than B.
3 {Al) I agree slightly more with A than B.
B 4 (Bl) I agree slightly more with B than B?@®)
5 {(B2) I agree somewhat more with B than A.
6 (B3) I agree a great deal more with B than A.
All Groups Teachers | Principals Officials
N % N & N % N %
Al 66 40.5 56 39.7 3 50.0 7 43.8
2 37 22.7 32 22.7 0 0.0 5 31.3
3 21 12.9 17 12.1 1 1l6.7 3 18.8
Subtotal 124 76.1 105 74.5 4 66.7 15 93.8
B 4 13 8.0 12 8.5 1 16.7 0 0.0
5 14 8.6 13 9.2 0 0.0 1 6.3
6 12 7.4 11 7.8 1 16.7 0 0.0
Subtotal 39 24.0 36 25.5 2 33.3 1 6.3
Total 163 100.0 141 100.0 6 100.0 16 100.0
No response 3 1.8 3 2.1 - - - -
Mean 2.44 2.48 2.67 1.94
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Organization and Structure. The two statements dealing

with the principal's leadership role in the area of Organi-
zation and Structure are given below:

A. If policy-making bodies are to promote better and
gquicker determination and clarification of issues,
the Principal must have greater access to his
superiors engaged in the policy-making processes.

B. The main problem with policy matters is that ATC
Principals spend too much time performing routine
office jobs and do not communicate sufficiently
with the staff.

Principals showed overwhelming support for the first
statement (83 percent), which advocates their having greater
access to their superiors engaged in the policy-making
processes in order to promote better and guicker determina-
tion and clarification of issues. This was also the posi-
tion taken by slightly over two-thirds of the officials
(69 percent). The teachers, on the other hand, were almost
equally divided between both statements, with 49.6 percent
indicating agqreement with the majority of principals and
officials. It is worth noting that the teachers emphasize
that a major problem with policy matters is that principals
spend too much time performing routine cffice jobs and do
not communicate sufficiently with the staff. See Table 8 for

the summary of responses to this item.

School-Community Relations. The two statements dealing

with the principal's leadership rcle in the area of School-

Community Relations are given below:






