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Christopher Robin was going away. Nobody knew why he was
\\ going; nobody knew where he was going; ... But soméhow or other

everybody in the forest felt that it was happening at last ...

Christopher Robin, who was still looking at the world with
his chin in his hands, called out "Pooh!"

“Yes, Christopher Robin?"

"I'm not going to do Noth1ng any more.

"Never again?"

"Well, not so much. They don t let you.

“How do you do Nothing?" askeJ Pooh after he had wondered
for a long time.

"Well, its when peop]e call out at you just as you're go1ng
off to do it, What are you going to do Christopher Robin? and you say,
Oh, nothing, and then you go and do it." (Milne, 1963:162 & 178)

| '_Thenahasbeen'what Banks (1563:13) has cai]ed " a very considerable

neglect of the school as an organization," and her moré recent review of
the situation (1976:190-226) provides little evidence to alter that verdict.
The pertinent literature is either somewhat a:Eed (Waller, 1961; Bidwell,
1965; Corwin, (1965a) developed within a particular sociological paradigm
(Dreeben, 1968; Becker, 1971; Shipdén, 1975; Stubb, 1975), or tightly
fécussed on particular facets af schoois (Lortie, 1975; Corwin and Edelfelt,
1977).‘ Furthermore, much of this ]iterature falls withiﬁ the domain of the
sociology of education and only be being particularly genéerous can we
include some of the more salient works within the discipline of educational
administration. | |

This curious stételof affairs seems to have evolved through a
reliance on what may be called the fallacy of misplaced congruency. Rather
than building representative models of schouls and then atfempting fo relate
these to other bodies of knowledge, the practice in educational administration
appears to héve been td rely.upon extant models and theories of organizétions

‘to provide an understand1ng of schools. Thus there is a danger of a kind
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of conceptuail reification in whi;h shcoels become bureaucracies or open
systems. and we attempt to understand them as such, rather than as schools.
This follows natura]fy from seeking ways in which schools are similar to
other organizations; but rather than concentrating on similarities, it would
séem far more profitable to search for ways in which schools are unlike
other organizations or the models we have of these.” In a previous discussion
of this state of affairs, it was suggested that we ﬁeed to.begin building
images of schools that are congruent with their reality (Allison, 1978:5).
This paper attempts the first stage in thaf task through the development of

an ideal-typical mode! of public schools. _ i -

Problems of Procedure

There are three problems associated with the study of scheols as
analytical phenomena in théir own rdght;'they relate to the two themes of
ubiquity and variety. |

In the first place schools appear to be an amazingly varied
social species found throughout cultures and times, and even if we restrict
attention to the recent mutation known as the pdb]ic school, then there are
many empirical variants, including open sﬁhoo]s, elementary schools, technical
schbo]s, comprehensive secondary schools and so on, and these run the gamut
of size from cne classroom to a hundred or more. This variety suggests that
no one simple model can be representative of all (Corwin and Edelfelt, 1977:
3-4). HoWever, the ideal-type construct seems particuiarly éuitéd for modelling

phenomena that exhibit many empirical variants.

Ideal-typical models. These "theoretically conceived pure types"

form the mainstay of Weber's (1947) Economy and Society, and he is regarded
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as the major proponent of their use. As explained by Weber (1947:103,90) a
jdeal type 15'"an analytical accentUct1on of certain elements of reality ...
. that is, a pure mgnta] construct, the relationship of which to the empirical
reality of the immediately given is problematical in every individual case."
He (weber,i1947:89) notes that ideal types do not attempt to represent the
"average or approx1mate" nature of a phenomenon thus they are not concethél
averages‘ such as might be obtained through statistically based enou1ry
Neither are they based on a single emp1r1ca],1nstance as would a model derived
" from a case study. Idéé]itype models are abstractions from reality in
which selected generic fea;ﬁres are exaggeratéd to a logical extreme so as
to make them.Llear and subject to subsequent analysis. Hence these featurés
_ appear in ideal types in a manner which will rarely, if ever, be found in
their empiricé] referents. These seTectea and exaggerated features are then
related jn ]oéica] fashion to presqu}é,coherentAand récognizab]e image.
Ideal tybes are not intended to be exhaustive, nor are they meant to'includé
all features of the subject They are intended to present a c]eér(specifi-
cation of features of interest. 'Their validity lies in wnether or not the
.1mage presehted appears congruent to the reality portrayed.‘ These particular
features of idea]-typeumodels suit them well to accommodating phendhena that
seem to vary greatly alonga few empirica]fdimensioﬁs. A researcher can
concentrate on the features fhat do not appear to vary as greatly from
instance to instance and in doing this is forced to abstract characteristics
at a high]y‘genera1izab]e level. Both the mpde]s deve]oped below are ideal-
types. They do not purport to be analyses of any particular school or c]aés
of schools, but attempt to identify major generic characteristics of scnoels

in general and public schools in particular. 1

IIt must be noted that the employment and use of 1dea] type models has been
- severely criticized by such authorities as Parsons (1947:13,89), Friedrich

Q | - 5




Ubiquity. The secqndzmajor problem in studying schools is their
commbnp]ace nature. A11 of us, and many who have gone before, have taken the
'ritﬁ\of_passage'from child to adu]thcédﬂon which Christopher Robin was
about to embark. Henée, there is considerable amount of folk knowledge

’re1ating_to schools, and many of the general statements that can be made
about their nature: appear 'obvious'. A major delimitation of folk knowledge
js, as Boulding (1966) remarks, its limitation to the experiences'of the
owner. Fukthermbre, bécause a thing is ‘obvious' seems all the more reason 
to sdbject it to scrutiny, for it is 1ikely, by definition, to be character-
isfic. ~This paper discusses many obvicus features of schools, but thi§ is
seen as both inescapable and necessary.

The third problem relates to the available literature. As noted,
much of this has either a very broad or a very restricted sociologfca1 base, ~
and it appears to present a confusihg, and at times contradictory, meiange

- - of emphases and péradigmatic alternatives. Commonplace attributes of schools

.

(1952) and Selznick (1943,1948). However, both Eldridge and Crombie (1974)
and Mouzelis (1968) point out that most critics fail to take stock of and
~ understand the particular nature of ideal types and the useS to which
- Weber intended them to be put. Mouzelis (1968:43) begins his defense of
Weber by noting that "Many criticisms ... are irrelevant as they make the
assumption that the ideal type has the same Tlogical status as a simple
classificatory type," and he repays reading in full, as does: Weber (1947).
- It is perhaps unfortunate that idealtypes have fallen under suspicion
and into disuse. They offer a particularly useful, parsimonious and at
times elegant method of exploring phenomena when they are used within
th>ir limitations, and they have the great advantage of:offering clear
and recognizable images that can serve well in initial analysis. Weber's
extensive use of them makes his work highly consistent and provides for
“much insight, but also illustrates their susceptibility to unrealistic
criticism which pushes them beyond their intended limitations.




are rére]y‘treated explicitly and many contributors seem content to concen-
trate on-particular empirical variants. For these reasons, much of the
Titerature dealing wifh schools was of Tittle value here and is ignored.
Two exceptions are the historica1 and anthropological works of Myers (1960),
-Ballard (1971), Watkins (1963), Beck (1965) and Aries (1963) and the works

" of Waller (1961), Katz (1964), Carison (1964), Bidwell (1965), Corwin (1967)
and Lortie (1975, 1977) that contain attempts to identify ch&facteristic

~ attributes of schoo]sl Both these bodies of Titerature were drawn on in
the jnitia] work from which the following models were summarized, and have
inf]uenﬁed the final models extensively. An important deTimitation 1mposed
on the use of this 11teratu1e and in the development of the nnde1s relates
to the.main purpose of the paper and should be noted. The models are
developed to clarify the orgahizationa] nature of schools and thus tﬁere is
an -emphasis on goais, structure and technology. This results in a somewhat
stark tfeatment of schools which de]ibérate]y ignores humanistic nuances and
philosophical considerations. For this reason, the models may be seen as

' unrepresentative by some. Nonéthe]ess, it is held that a realistic structural
mapping o} schools is a priority. Furthermore, particular philosophical and
humanistic concerns can be grafted on to suit other approaches with Tittle

modification to the essential characteristics.

Types of School and Their Purpose

-~

There would appear to be three ideal-type variants of schools:

(1) Priviiege schools in which enrolment is restricted by the controlling
authorities to students meeting criteria of ability, social class
and/or wealth, and in which a restricted and protected body of know-
ledge is usually taught.




(2) Vocational schools which teach established skill, trade or
professional knowledge to students who enrol of their own volition
to gain marketable qualifications.

(3) Compulsory schools in which all members of a particular social sub-
system are forced to enrol by the controlling authorities.

It is unlikely that any actual instance of a school will be
congruent to any one of these ideally conceptualized types, most empirical
Cases_embodying aspects and characteristics of two or more of these types.
Nevertheless, certain more or less illustrative cases are observable.
Contemporary private séhoo]s and prestigious Qniversities are primarily
priQi]ege schools and schools in earlier civilizations whose graduates
automatically assumed positions of power and government could be taken as
 type cases. The Emperor Mohammed's Grand Seraglio (éailard, 1971:26) is an
example. Examples of vocational schools are currently evident in private
training institutions, conmuqity colleges and schools of medicine and .
dentistry, although these latter forms also embody elements of the privilege
school. The compulsory type includes public schools and ofher state operated
schools which enrol particular segments of the population such as military
training establishments in nations where compulsory service {s required.
Church operated schools which prepare membefs for sacraments also qualify.

Purpose. Each of these‘types of schoci appears as a special
purpose intermediary social system located between lower and higher status
posifions in its environing society or sub-community. In this respect, they
serve as bridges between being unqualified or qualified for any number of
social positions and statuses such as dentist, engineer, welder or adult in
our society, and warrior, décision-maker or priest ﬁn some earlier times.

In this sense, schools have two major missions. The first «is that



of recreating a body of general and/or specialized knowledge in the minds of
pupils. Mach]up,(i972:7-22) makes a clear distinction between "socially rew
knowledge" which is "that which no one has had before" and "subjectively
new knOw]edge" which is only new to the learner. Schools are explicitly
concerned with subjectively new knowledge thdt is considered important in
their host societies. |

- In addition to their knowledge production function, schools are
also éxpected to socialize their pupils to the future ro]eg to which theyv
-aspire.» This involves the modelling and the aéquisition of new behaviors,
norms, values, attitudes and self and other concepts in addition to the
subjectively new knowledge specified in the formal curriculum. Some of these
learnings may be deliberately encouraged by teachers and the- external

authorities, and some May be a result of unanticipated consequences of school

structure and process (Dreeben, 1968).

The Generic School v ' 4 ©

Each of these three ideal types of school evidences a set of |
common characteristics in addition to similar social functions. These
characteristics serve to define the generic form of this kind of specia]iiéd
instructional system. They are: (1) pupils, who are aggregated into one or
more (2) classes for the purposes of ;eceiving (3) instruction from (4) teachers
in a body of knowledge defined in a (5) curriculum. The estab}jshment and
operation of these schools is undertaken by (6) authorities exferna] to the
school itself which is located on (7) specialized premises. Each of these

seven features requires some comment.




Pupils and classes. James Garfield apparently asked for nothing
more than a Tog with himself on one end and Mark Hopkins on the other as the
ingredients of an ideal educational system (Greer, 1971:3 and Mayer, 1963).
Such an arrangement may be ideal, but it dges not constitute a school. It
does, however, embody the dyadic structure common to all teaching-learning
systems (Hodgkin, 1976). The three commonest marifestations of such
structures are (1) the face-to-face single teacher and single learner
situation which is Garfield's ideal and best described as tutoring; (2) a .
remote téécher(s) and a single learner as in ‘someone learning from a text-
book or structured environment or a computer; and (3) a single teacher and
a group of pupils. This latter case is characteristic of the teaching-
learning system known as the school, where teachers instruct classes of
pupils through face-to-faée interaction. The otper types of teaching-learning
systems may find some use 'in schools, but the dominant method is always
class teaching, for it provides for valuable scale economies of effort.
in the smallest schools, the school is the class; in larger
schools, classes form the major structural units. Lortie (1975:28-9)
comments in the contaxt of American schooling:
The basic building block of schools and school systems has
been the single classroom in which one teacher works with a group
of students. Growth has been 'cellular' through the addition and
Timited specialization of such units ... The units have been graded
and in the secondary schools they have been further subdivided by
subject, but throughout the entire period, schools and school systems
have assigned particular students to particular teachers for an
‘academic year at a time. ‘

ScHoo] classes are formed by what is best described as an initial

‘aggregation of pupils into a suitably sized group on the basis of one or more

homogeneous characteristics. Mayer (1963:6) reports that "By universal agree-

0




ment, the ideal class size is twenty-five ..." and that there is "... a
prescription to (this) effect in a book of the Talmud written in the fourth
éentury." Pupils are aggregated to represent homogeneity on a variable such
Es age,lsex, ability or subject to be studied, or, if number of pupils and
prevai]ing'philosophies permit, all of these. It is characteristic that for
the most part pupils are assigned to their classes by school authorities,
‘and/or by the structure of the curricufum. Thus, in most situations, pupils
have 1ittle or no control over the composition of the beer group within whiéh
they will be sthoo1ed, nor the teachers who will instruct them.

| Witnin schools, pupils have the 10West status of all members and
are_required to be comp]iant to the instructions and requirements of their
teachers. Their task is to learn what {s taught and, as Parsons {1975:220-1)
observes;‘this entails "relatively systematic evaluation" of achievement,
which serves to encourage competition between individual pupils. Where
pupils ére children, their low status is reinforced by sccial norms and
structures external to the school: When pupils are adults, their Tow status
in the school setting remains, but may be cushioned by differential levels
of achieved or ascribed status in other settirngs. While pupils have the
Towest status in the overall school body, newly enrcl led students or those
within thé initial stages of the.curriculum have the lowest status of all,
which may be marked by special terms, tasks or denial of privileges enjoyed
by more senior students. Handy (1976:135) provides an extensiVe quote from
Dornbuséh which describes the mortifying situation faced By new cadets at
a Coast Guard Acaaemy, where informal 'traditions’ were enforced by senior
class members, and which exemplifies this differentia] status within the

pupil body.

11
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" Teachers. Wilson (1975:309) notes that the specialist occupation
of "school teacher" tends to exist only in societies where “the diffusion of
knowledge is an accepted social goal.". In societie:, or sectors of societies,

where knowledge is more jealously guarded by elites, and privilege schools

are common, then schools are usually staffed by the chosen few who are well
socja1ﬁzed, middle status members of the elite in question. These persons,
be they priests, warriors,.academics or physicians, are 1iké1y t0 view them-
selves not as specialist teachers, but rather as members of theelite first
‘ané teachers second. Hence, even though Schoo]iﬁg is a comﬁdn véﬁic]é for
education and socialization 1nto~5uch elites, ihe teachers in these systems
.Qﬁll differ in some ways from those in other schools.

In non-privilege schools the teachers are usua11y characterized
by their appointment by the external authorities on the basis of cohbefence
and exemplar character, their relative-autonomy in the c]assfoom, their

generally middle class status and their luck of a clear carzer in their

vocation (Allison and Renihan, 1977).

in his description of the petite ecoles of sixteenth and seven-
teenth century France (a system which was transplanted to Canada by early
French settiers) Aries (1964:293) gives this account:

Thus at Castillon, near Bordeaux, in 1759, 'the community
gathered in due order', Tistened to its attorney declare the school . S
vacant and decided that it was necessary to 'obtain immediately a
schoolmaster who would be able to teach reading, writing, arithmetic
and book-keeping.' There was a candidate for the post: a certain i
Laroche, ' a sworn master-scribe of Bordeaux.' The aldermen and jurats' -
(the notables of the community) satisfied themselves as to his ortho-
doxy and morals and ‘having seen his writing and questioned him about
the rules of arithmetic and book-keeping', decided that he was a
suitable person to fill the post 'subject to the approval of His
Grace the Archbishop and His Lordship the Administrator.' On the
other hand, in a vil'age in the Lower Pyrenees in 1689, a candidate
for a similar post wa: rejected because he was incapable of deciphering
the village charters. ~



This pattern of teachers being employed on the basis of subject
competency and moral acceptab1ity appears common to most schools, as i< the
appointment of‘teachers by bodies external to the schop] itself, who-are in
turn accountable to superordinate bodies. An emphasis'on good moral
character as a qualification for employment is a control mechanism to help
ensure that teacders will be suitatle rb]e'mode1s for pupils. Na]]er\(1961;
40) remarks that school teachers in’ega]itariaﬂ societies are "paid agents
of cultural diffusion." This process aiso contributes to the generally
cbserved middie c]ass, m1dd1e status character1st1cs of teachers (E1boim-Dror,
1973; Lortie, 1975). Within their c]assrooms, teachers are accorded re]at1ve|y
extensive autonomy .and d1scret1on in the fulfillment of their duties (Katz,
1964; Becker,:197l) especially in respect to making decisions regarding the’
p]acement progress and future school career of the1r pupils (Cicoure] and
' K1tsuse, 1%3). They are a]soaccordedsubstant1a1 author1ty over the cohduct"
of pupils, their major authority bases appearing‘fw be a higherieducation,_
and a relatively higher status which is bo]stered‘by tradition add the active
" support df external agencies including parents agd_estab]ished authorities.
This dynamic increases the "sociai distance" betweeh'pupi]sfand\teachers and
the community and the teacher,-and serves'to.entrench teacher autbnomy»in
the classroom. '

Instruction. Functiona1 autohomy in the classroom and an
authoritative position are both adjuncts of the instructional prdcess in
schools. This process is dominated.by the structural feature of class
instruction and the specification by external authoritfes of the knowledge
sets to be taught. ' _: -

The objective of all instructional activities in schools is the
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recreatj6n\e£\§gyjective1y new know1ed§e in the minds of the pupils. This
may be’achievéd in a varfety of ways, but the dominant technology in teacher-

class settings rests heavi]y on formalized and stereotyped behavior planned, k\

"directed and dominated by the teacher. The teacher "broadcasts" knowledge

by.]e;tdrinqur ta]kiﬁg to the class and augments this with questions.

This knowledge is then reinforced and appIied through "the impoéition of @~

éommoniset of tasks" (Parsons, 1975:220). : //
The,knowledge taught in this fashion is extracted from the

school curricdium by the teacher usually being adapted in the process fbr

the c]ags in question through teacher perception of the pupils' abjlities

and the available resources such,as text books arid other artifacts. This

knowledge is then arranged into a number of sequential and nhierarchically

ordered curriculum fragments called lessons. Hence the actual teaching
process in schools is one in which individual lessons are taught to the

class by the teacher in a serial and logically ordered progression, with

!
i

individual pupil pkogress being monitored from tihe,to time within the

cohtex? of overall class performance and: against the knowledge as defined

in théaéurricu1um. In the pkocess of diéaggregating and fragmenting the
curriculum to form lesson content, teachers are commonly accorded considerable
1atitgde, although a genera],éxpectation is held that the total curricular
knowTedge will be 'covered' during the time available, although informal * "y

norms may modify expectations. One of Becker's (1971:121) ?espondents

!
!

observed: : -'/ ,

. you have to be on your toes and keep up to where you're

/,/; supposed to be in -the course of study. Now, in a school like

e

the D (sTum school) you're just not expected to complete all
that work. It's almost impossible. For instance, in the:second
grade we're supposed to cover nine spelling words in a week. Well,

-~ I can do' that up here at the K " (better school), they can take

o

i4
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.
nine new words a week. But the best class I ever had at the D .
was only able to achieve six words a week and they had to work pretty
hard to get that. So I never finished the year's work in spelling.
[ couldn't. And I rea]]y wasn't expected to. .
Curriculum, Knowledge that constitutes the curricula of schools
is.berhéps the single most usefui indicator for dif;erentiatioh between
different variants. Iﬁ'high]y diffekehtiated and complex societies where
schoo]iﬁg is used extensively, several parallel and sequential, hierarbhica]]y"
branching levels of curricula may be evident from primary through secondary
and tertiary to graduate wjth‘provision for 6ccupatioha] and vocational
specia]ization within the higher cycles. in TeSS‘sophisticafed sociefies,'
schod] curricula may include folk khow]edge and tradition as well as
90cationa1 knowledge. An exémp]e can be taken from the privilege schools of
Ancient Egqypt (c3000-500 Bi:.) where the forming and reading of hierog]yph{cs
" was a necessary skill among the religious andvadministFative classes. - The
_sub-titie of The Teaching of Duaf (Myers, 1960E305) is instructive: "Teaching
that a man named Duaf composed for his son when he went up to the capital
| to put him in the school of the Books ézzﬁb\the children of the great.”
Because of their mission :to teach what is only subjectively new knowledge to
their pupils, all- schools in literate cultures will be "schools of Books",
and thus first cycle instruction will of .necessity cbncentrate on developing
pupil 1itéracy. This in itse]f‘provides a logic which ensures that several
{cyc]es of schooling will be the norm in complex literate societies, with
pupi]§ gaining “basic" know]edée in first»cyc]e échoo]s‘and_more specialized
and differentiated knowledge in subsequent curricular levels. Hence the

:procéss of béing schooled is Tikely to extend over a_subjectﬁve]y extended

period of time. In'our present society this can‘trans]ate:into twenty-five



or more:years of continual schoo]Iattendgnce for those who aspire to higher
status poSftions. |

In additioh to literacy skills, schools offering what may be
termed a general education commonly evidence similarity in the subjects
studied. Yeg}é {1973:1) description of a Eontemporary Chinese middle
school deécribes_a curriculum that would not be unfamiliar to many present

&ay Canadian, Americaﬁ or. British high school students. Furthermore, the

classic cycle of school studies defined by Cicero and Quintilian, the fore-

most educational authorities of Ancient Rome, would not be alien to modern

curriculum analysts:

... a course of study divided into two parts, one which—the -

Romans called the quadrivium (elementary level of schooling),

- composed of the study of arithmetic, geometry, astronomy- (religious
significance) and music, the other, a secondary level consisting
of the study of grammar, rhetoric and logic, called the trivium..
Physical education was not included by name but was taken.for
granted.. The quadrivium and the trivium made up the seven liberal
arts, as they came to be called, which made up the curriculum of
European education for a thousand years to come. . (Beck, 1965:17)

Tradition appears to have particular importance in defining
school curricula especia]]yuin so called academic subjects. But schoo]s
seem rarely to be entirely :2stricted to teaching academic‘kndwlédge. In
the medieval village schcol, some considerab]e emphasis was placed bn
contehporéry "practical" concerns: "... the examples of writiﬁg given tou

the school bdys'to'copyuwere business forms, receipts, bonds and so on. It

was proposed to school them in the affairs of the age.” (Arﬁes; 1964:243)

14

But the inclusion of subsets of specialized vocational know?edge in schools

preparing students for general adult roles can often be ﬁng%]ematic. Aries

(1964:297) offers an instance from the.time when.Village g&hoo]s'werex

_ becoming pbpu]ar in France and the ability to write we]]/ﬁnd count accurately

/

16
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were highly marketable trades:

The division of labour between school masters and scribes

was a difficult problem, which even the magistrates to whom it

was submitted found impossible to solve. Thus an edict of the

High Court issued in 1661 states that the scribes may have printed

books or texts to teach spelling but they must not on.any account

teach reading! ... It can be seen that reading and writing , which

are ‘now considered to be complementary, were for a long time

regarded as independent subjects"to be taught separately. one being
. associated with Titeracy and religious culture, the other with the

manual arts and commercial practice. ‘

External authorities. Decisions with regard to who may be.

taught what and”by whom' and where this shall take place are typiCaTTy

determined by authoritative bodies external to the schools themselves. In

'the matter of reading and writﬁng noted above; the legal system was the

arbiter. In the bdsh schools of West Africa, the curriculum was defined

by.tradition and specified by the "grandmaster or namu", ‘who was considered

_ to be "endowed with wisdom-and mystic power 1in a supér]ative degree" and in

‘whose charge the school w?s placed (Watkins,.l963;43)§ Ih the medieval

school, the master appears to specify the curkicu]dﬁ: However, as Aries
(1962)lnotes, the subjects taught Wéreiderived from Graeco-Roman tradition‘
and specified in classical texts. Throughout the medieQé]vperiod, pupils
1n‘ail the'Europeén countries with a Romance Heritage studied siﬁi]arn
classical curricula, frequent]y'from»translations-of thg same classical works,
which the teacher had mastered through his socialization to this culture.

| In contemporary times ahd c;;fures, school curricula appear to
be defined by tradition, practical politicized presses and Tegitimated
formally cénstituted authoritiesisuch as governmenté and university and
school boards. Sanctioning cUrricg]a 1s;a Togical extension of the task that

the external authorities have in the provision, cperation and supervision of

17
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thevsehoo1s they operate. Through their inf]uence on curriculum, power to
appoint-teachers and the ultimate power to establish or discontinue a
particu]ér-schoo], these bodies, be they local jurants, a council of bishops;
a university senate or a local school board, effect control over the
operation of their schools, and thus the molding of aspirants to the roles

of which they are the guafdians.

§Eeeia]ized premises. Almost invariably, schools are housed in

Specialized premises. The West African bush school is no exception. Watkins

N\ (1963:430) tells us that: \
The sessions of this schoo] are not held in the towns or villages
. proper, but a permanent place is selected in the forest not far
k distant from the principal or cap1ta] town of a chiefdom or district.
\ This special section of the forest is ... never used for other
\Q ~ purposes, a]though all the structures are burned at the close of

each term. Every district or subchiefdom has its own school and
special reserved forest for the purpose.

/
So it tends to be in a]l cultures and times.-'Schooling takee
: place in places set apart from the community Which‘are frequent]; reserved

Qﬁ%; fer this_so1e purpose. In cohtemporary times, schoo]s'appear as high]y'.
visible‘and central structures occupying relatively large tracts of land
in central 1ocatione and surrounded by glacts of aspha]f.or greés. The
"eggcrate" architecture of many modern schools promotes wnat lLortie (197513-
17) describes as a "cellular" structure. These insulated classrooms provide
the arena.in which teachers and pupils forge, moeify and act out their

reciprocal roles.

summary-

As desciibed here; schools appear as special purpose and relatively -

. ubiquitous phenomena observable in many societies and times. They serve as

18




extens1ons of societies and sub-communities, established, operated and
regu]ated by appropriately canstituted author1t1es to prepare pup1]s_for

their occupation of higher status positions. This mission 1s accomplished

through the teacHing of a delimited and authoritatively sanctioned“currjculumi
to.aggregates of students by specially engaged teachers considered to be
adequate]y knowledgeabTe and suitable exemplars of community values and

Voo ,

ideals. Nhi]e\schoo]s are only one form of specialized instructiona1 system:

\
"~ they are d1fferent1ated from others by this grouped instruction of pup1]s

engaged in the study of a relatively extended curriculum and by their

\\' !
o N\
THE IDEAL-TYPE PUBLIC SCHOOL | \

regulation by exterral authorities.

[ R : N L

< Contemporary public schools are compu]sory schools which evidence
a]] of the character1st1cs of the ideal-type gener1c school d1scussed above.
They are re]at1ve]y recent mutations of the generic type brought about as
part of the adopt1on of social po]1c1es designed to deve]op human resources
and socialize young residents into complex, h1gh]y d1fferent1ated consumer
. societies. Théy are distinguished from other types of schoo] by two -
part1cu]ar character1st1cs ‘
(1) they are established and operated by external authorities that form
~ part of a hizrarchically crganized administrative structure, the ;-
' Jur1sd1ct70n of which is conterminous with the territorial Jur1sd1ct1on
of a sovere1gn or semi- sovere1gn state;
(2) the compulsorily enro]]ed pup11s in these schools const1tute all the
- non-exempted non-adult and non-infant persons permanently resident
within the terr1tor1a1 Jur1sd1dt1on of the state.

These two features require some e]aboraé ion before a cursory d1scuss1on of

:he manner in which they modify the characteristics of the gener1c school .

-
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Thé External Authorities

The ideal-type pubiic school is never an isolated occurence.
Networks of these schools are established and operated by a three-tier
structure of external authorities between which there is a characteristic

division of powers.

The sovereign authority. All public schools are established and

- operated with legal parameters enacted by a sovereign or semi-sovereign
go;ernment that has appropriated or been accorded jufisdictioh’in this
policy area. In the idea]ltypjca1 case, this is achieved fhrough énab]ing

.1egiélation whichvcreates and apportions powers between two subordinate
authorities,-bpth of which remain accountable to the sovereign power. Among
other thihgs, this enabling legislation specifies the criteria determining

~ who shall be compelled to attend public schdo]s.'

The ;éntraT authority. This body is constituted as a government

_ min1§try\or debartment headed by a Cabinet Minister of senidr.rank. Its
‘primary tasks include: (1) the specification of the qualifications required
by teacher; and principals employed in public schools; (2)‘the awarding énd '
removal o% credentials symbolizing these qua]ificatibns; (3) the approval
and promu]gatioh of the fc=mal curriculum taught in the pub]icVSChoo1-

(4) the Spec1f1cat1on of the credentials to be awarded to different tprs of
public school graduates- and (S) the estab11shment of procedures to ensure
the adequate prov1s1on of public schools throughout its jurisdiction. " This
Iatter'task normally invo]ves the establishment of a scheme-to equitably

\ | distribute public funds»voted or otherwise provided by the sovereign govern-

\ _ ment'to ensure an equalized standard of schooling, as/WeT1 as the powers of

. o j . .
:\~ inspection’ and general supervision which may include the testing of pupils.
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The local ‘authority. The actual establishment and operation of
the ideal type public school will be effected through a-local authority |
composed of regiona] residents elected by tax payers and accorded territorial
and ope'ational Jurisdiction over areas defined by the ~~ntral. authority.

The public schoo]s within such de]imited geographica] regions constitute a
school system. This Tocal authority will normally be accorded the tasks of
estabiishing pubiic schools within appropriate areas, hiring andkdepioying
the necessary teaching and administrative personne] and obtatning other
required resources. In addition'the;local authority is normally accorded
power to make or approve minor curriculum modifications without the approval
of the"centra] budy. Local taxing bowers may or may not be delegated to the
_ 1oca]fauthority, but if they are, they will be restricted to a tax on
property within its territoriai jurisdiction.ﬁ This body may be authorized
~only to establish and administer pubiic'schoois, or may be aceorded or have
appropriated, othermunic1pa1responSibilities | |
" Comment. Public schoo]s appear as the 1owest stratum of a state
' wide_schoo]ing structure-estabnished under the authority of the sovereign
power. The three tonstituent levels of schoo] government embodied in these
structures constitute the externa] authorities re]evant to public schools and
they retain thempowers -and functions characteristic to the external authorities
of other types of schoo]s' Both the central and local authorities norma]]y
emp]oy a full time staff of administrative officials to supervise the
operation of the pub]ic schooling structure and to enforce law and policy.
The most numerous of these officials are the principals assigned to>each |

public school..
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The Pupils

A11 pupils enrolled in the ideal-type public school receive their
schoo]inglgt no direct cost to themselves or their household, the financial
burden of providing public schooling structures being torne by public funds

administered by the authorities.

Compulsory attendance. Weber (1947;151) provides a pertinent
comment on compulsory organizations: |
, The type case of .compulsory organization is the state, along with
its subcidiary ... groups ... The order governing a compulsory
association claims to be binding on all persons to whom the particular
relevant criteria apply - such as birth, residence or the use of
certain facilities. —

In pub]ic schools the ré]evant criteria for the impoéition of
compulsory attendance are age and residence. The enabling legislation in
the 1deal-type instance stipulates that all non-exempted persons aged six
to.sixteen shall attend public schools and Tlegal Sanctions are provided to
ensure comp]iahce. Exemption may only be obtained for chi]dren_@hd are
certified byhan administrative-offiéia1 to be receiving‘a suitable edhcatidn
. elsewhere, or for those Wholare considered to be incapable of 1earning in a
pub]ic_schob1‘c1assroom. .Thus all non-excused. permanent résidents of the
state within the stipulated age cohort form the bulk of the pupil enrolment
in public schools. s 3 | , | .

Voluntary pupils. In addition to the pupils who are combe]]ed to

attend,the ideal type public school also en}oTs children who are over five
years old ana'Whose parenfs elect for them t6 attend., In éddition,~free
attendancelat pub]ié school *is offered to all permanent residents who have
not attained the age of majority. This over-sixﬁeéﬁ age cohort %s of partfl 

cular interest, for, while the compulsory attgndance'age Tasts only ten years,

-
3
~
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it is a characteristic of‘the*idea1 type public school that the formal
curriculum requires twelve years of study for completion. Hence, only those
pupils who remainlah voluntary attendance after the age of sixteen can -
complete the full curriculum and gain a public sehool completion credential.
This is important; for such credentials are always a prerequisite for entry

to higher privilege and vocational schools that provide entry to higher

status positions in the host society.

Discussion

»The two distinctive and definitive characteristics of public
‘schools that set them apart from other types of schools have some impact on
the ‘generic features discussed previously. Space denies a thorough discussion
at this time, but for most purposes the features characteristic of all schoois
appear in a reasonably undistorted fashion in the public school. Pupils are |
instructed in aggregated c]aeses a]though the sheer size of'the operation
-con51dered on & system or structure wide bas1s a]]ows for much var1ety in
how pupils may be grouped Furthermore, the ex1stence of & state established
and pub]1c1y funded administrative structure with ]oca] extens1ons ensures
matters of pupTT group1ng w11] become- po11t1ca] 1ssues In the matter of
teachers, the size and political nature of th° pub]1c 'schooling enterpr.se
further _ensures that the teaching body will ev1dence d1v1e1ty in Spec1a]1zat1on‘
tra1n1ng and competence. Aspects o“ h1r1ng and status will remain as
discussed but teachers within the state will 11ke]y form a representative
po]1t1ca1 association to influence policy and working conditions at both the
"central and Tocal levels., A major goal of this group will be to preserve

traditional teacher autonomy in classrooms.
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The technology of teaching_will a]so.be 1ittle affected apart
from a susceptibility to political and philosophical fashions which are a
direct result of the large size and massive public inVestment associated
with mass compulsory schooiing. Due to obvious pressures to economize the
employment of pUb]ic funds, the economies of scale built into schools will
be capita]ized.on in public schools and. thus class sizes will remain about
or above the long established standard of twenty-five pupils. The re]atiye]y
greater ease associatad with effecting compliance of younger pupils, the
elements of privilege schooling evident in the final two years of the
currice]um together with the {eformally higher status that will a;crue to
the teachers of o]der children ensures thatbclass size wji] 1ikely decrease
in the h1gher curriculum levels.

Curricula in public schools are pernaps the elements most
affected by their particular structure. As noted the full curriculum w111
extend beyond the years of compulsory attendance and in the ideal-typical
case w1]] evidence a branching in vocational and spec1a]1zed academic
know]edge sets around the teqth year. The academic branch will pr0v1de
preparation for entry into higher level privilege schools, the vocational
branch preparation for low status occupational eosiﬁions in the environing
society or entry to middie 1eve] vocat1ona1 sciiools. The elements of
,externa] sanction and preSCr1pt1on of curr1cu1um common in the generie school
will be evident in public schools, these be1ng effected through the central
and ]oca] authorities. In the ideal-type, pupil progress through'the
curr1cu1um will be highly correlated with age and the curr1cu1um sequent1a]]y

graded to prov1de proqrams of study for .each pupil age cohort There will be

- maJor djvision into elementary and secondary curriculum cycles based on the _

A\
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tradition established in the quadrivium and trivium and which w311, in the

ideal-typical case, occur after the initial six years. In.an ideal sense,

-public school curricula onTy really appear in the remaining three or four

years of study which correlate with th2 upper 1imit on compulsory atteindance
age,‘ the remaining additional years of study being modified by aspects of
privilege and vocational schcoling associated with vo1untary attendance.

.In the establishment of public schools, the Tocal authorities will
be duided by the principTe'b%igéagraphic_entit]ement. Schools will have to
be esfab]ished as‘dictated by economic and demographic considerations anq‘
modified by local political forces. The local authority may elect tﬁ
establish public schools specializing in particular curriculun levels and
1ndeed this.may be required or encouraged by the central authorities to gain
additional economies of scale. If this is the case, and empirical observations
suggest it is, then a logical division is that between elementary and
secondary curricu]a Where the authorities establish schoo]s specializing
in the highest two or three years of the curr1cu1um these will, as a
consequence of the nature of the total curriculum, appear as correspondipg
to privi]ege or vocational types of school and be publicly subsidized

variants of these.

v
1

Some Imp]1cat1ons and Uses

A -thorough enquiry into the 1mp11cat1ons and possible uses of

the models developed here is prohibited by space and time 1imitations.

‘Comments will be restricted to two implications for administrative theory

and two pessible uses in organizational analysis.

Implications for principals. In the models developed, school

classes ‘appear as the most characteristic and crucial elements of schools.
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Public schools cén be.regarded as conglomerations of classes, the size of
the conglomeration being dictated by demo-economic and philosophical-political
forcés. Principals, as the representatives of the exterral authorities in
‘public schools, have dominion over the whole school, but are severely
réstricted jn their influence and control of teacher behavior in classrooms.
by virtue of the cellular structure and a tradition of teacher autonemy,
confirmed by the political influerce of téacher associations. Thfélsuggests
~ that the most crucial school decision areaé through, which principals may
nave an impact'on school effectiveness are those relating to the assignment
and regulation of teachers and other resources to classesand the formation
of these units. Apart from teachers, .the other key schoo]-re30urcé is
Lime a]16wed for instruction. In the ideal type public school, instructional
time is normally regulated by the central and local authorit}es through the
promulgation of minimumand maximum time allocations for the teaching of
aubjects within curriculum levels. Nevertheless, some latitude is commonly
available to principals for the provision of remedial instruction and the
1ike and the authorities usually proscribe rather than prescribe the curriculum
timé é]]ocations. Furtheniore, the assignment of teachers to classes is -
normally within .the principal's sphere of authority. Hence the two operational
areas through which public school administrators may be able to influence
organizational effectiveness could be teacher asSignment and c]aés scheduling.
Re]evant'qqestioné would appear to be: are the structural couplings between
“teacher and classes justified by what-is known about teacher and class abilities,
andvis/the best possible use of available teaching time peing made? = These |
are both rescurce a]]pcafion questions and imply that in seeking the best

deployment of resources, effective principals will almost cerﬁain]y be spending

2(,
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muth time and energy in acquiring the most appropriate resource mix -from the
local authority executive, from whence all major resources floQ.

The second selected implication relates to the training of public
school principals. The structural environment of the public school ensures
that principals are the lowest status administrative members of a state wide

2, and the only permanent members of this structure within

scho0Ting structure
the'schoo1. As teaching experience in public schools is one of the appoint-
.ment criteria universally mandated by the central authority, then it seems

- inevitable that principals_will experience.ro]e conflict and role ambiguities.
Such problems wf]] be exaterbated by training programs that stress identity
with teachers rather than socialization to the administrative hierarchy.

This suggests that an emphasis on Teadership in training programs prgvides
poor preparation for principals. Aspirants to the position of printipa]

- could be better prepared if they are schooled in matters of management, Taw
and prudent followership. A suitable curriculum would probably piace

emphasis on development of effective communication tethniques, motivational
strategieé suit&b]e for resource-scarce environments and techniques of
conflict resolution. Furthermore, the. model suggests’that upwardly mobile
persons who aspire to the superintendency or the post of assistant deputy
\ﬁinister may maké better principals than those who are firmly oriented to a
vocation 6f teaching. In passjng we may note that §gﬁggl_qdministration only

!

appears as a specialist occupation in public schools. Administrators, as

y &

2Vice principals and department heads are best seen in the ideal-type model as
assistants to the principal. These are positions that provide pre-socializa-
tion to the principalship for upwardly mobile personnel and for prestige and
monetary. rewards for selected teachers. They are of only operational and
political importance in public school and public systems and essentially
irrelevant in most analytical considerations of public schooling structures.

S
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opposed to principals or head teathers seem unnecessary in child enrolling
schools that are not of this type.

Using the models in organizational analysis. The first majof

use we may note, and the use for which the models were developed, is that of

estimating the congruency between schools and other organizations and schoo]s.
and the available analytical models of‘organiiations. In attempting this, ~
an appropriate procedure is to seek a Match between the characteristics of
the ideal-type public school and the features incorporated into models of
organizations. This seemingly Simple procedure can produce interesting
results, one of which isnthe pecul iar way in which the ce!]u]ér struﬁture of
“the pub]ie school -matches the bureaucratic, Oben ;ystems or technog]oy
models. Major observations must be left to a subsequent paper, but we may
note in passing that it is the agé-grade curriculum structure of the public
scﬁool that defines workflow while the actual technology is that of classroom
teaéhing. This gives a situation in which the main producfion unit of E
public schnols is the “batch" of Pupils in each class. However, the overall
sequence of lesson to lesson, class to class and year to year workflow seems
to appear as a process technology. In the Woodwardian (1965, 1970) technology
models, this implies that two control Structures will be evident in public
schools: a "personal" system to handle unit and batch production in classrooms,
and a "mechanical" system to manage the ovéra]]‘procéss at school, system and
structure levels. These seem evident in the close, dften affective, relation-
ship between teacher and pupils &nd the more remote and production oriented .
approach characteristic of the external authorities and ;he principal. Hence,
the professional-bureaucratic confljct in public schools could be partially

understood as a consequence of two yverlapping technologies. Analysis of '

conflicts between teacher autonomy and administrator regulation such as that
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offered by Corwin(196§b) could profit by considering this technology aspect.
Technd]ogy jsmore firmly ne;;tedto school structure which in turn Ségﬁﬁ\é\\\\n\ N
more gubstantiél basis for explanation than the more usual approach which is
based on'variant ideologies, although there appears an obvious 1ink between
the two.

The final organizational use of the model selected for Comment
here relates to policy. Viewed as conglomerates of classrooms in which the
proddction process is only partially controllable by the external authorities
and‘their executives, then aspects of school size appear as a much more
indéterminate variable than is comhon]y assumed. The recent praqtice of
attempting increased economies of scale through 1arger“aggregation of class-

rooms can be seen as a very risky business for any scale economies realized

in this fashion will depend on depreciating the cost of the large premises

~ required gver a considerable time. The possibility - of this is, of course,

entirely dependent upon the population density and fertility rates in a
given geographical region. Once enrolment begiﬁs to subside, then the
scale economies resulting from an aggregation of classrooms will obviously

be cancelled out by a 1owerihg of class sizes. Class instruction provides

in itself the scale advantage that has ensured the popu]arity of schoo]ing,

as opposed to other teaching-]earﬁing systems, throughout cultures and times.

Hence structural arrangements in school systems which allow for class sizes

-to remain’heasonably constant regardless of minor fluctuations in pupil

flow, would appear to offer ﬁhe most economical arrangement. " This would

seem to suggest that Targe schools, that is larger aggregations of classrooms,
represent faTse_economy in geographical regioné that do not offer the prOSpect‘
of steady or increasing school enrolments over, say, a twenty to forty year

time horizon. This is especially so when a large aggregatibn of classes in a
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sing1e school is effected to accommodate a total school age cohort in a
reasonably large geographic area. Large schools are very sensitive to
demographic,veriation.

A prefefab]e alternative to putting all ones pupils in one
basket would be $o\put fewer pupils in many baskets. A flexible network of
smaller schoo]s may be much more economical than a single 1arge building,

especially if additional classrooms can be coupled anqrdecoup]ed as required

through some temporary and easily transported type of accommodation.

Furthermore, the model suggests that, as a public school is an administrative
unit of classrooms, then there seems Tittle structural reason why all these

classrooms need be connected to each other in'the_same premises. Perhaps

~an ideal public school system wou]d approxfmate a network structure wherein

ne1ghbourhood schools of two or so-classes were coupled through modern
conmun1cat1on techno]ogy to ‘other such units, -with "batches" of these being
administered by a peripatetic principal. Necessary specialist un1ts could

/

also be disaggregated in small centrally located packages.

Conclusion

There has been 1ittle room to discuss possible 1mp11cat1ons and -

\

potent1a] uses of the two models at any- Jength and the four short d1scuss1ons

above were se]ected from many that appear from a consideration of the mode]s

H

They do suggest that there is a place for models of schoo]s in the literature

|

of educational administration. Those offered here represent an initial
experimental centribution and are less than fully developed. In addition,
3

the high level of genera]ization and abstrection offered by an ideal-type

construct has been partially demonstrated. Exfension of the models into

- other formats cou]d.be a profitable exercise.

30 .



29

In closing, we note that the two models deve]obed stress that
schools and pub]ig schools are different but similar things. Schools are not
a recent invention, but public schoo]s.éfe, and it is within public schools
and their aftendant schooling structures that the discipline of educatfona]
administration has ité justification and domaipf We could do well to  remember
thfs, As Lewis Carroll (1970:271) put it, to quote another contributor to -
the realm of childhood and thus school literature: "You see, it's like a

portmanteau - there are two meanings packed up into one word." School does

not necessarily mean public school; the differences are significant.
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