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REFLECTIONS ON EDUCATING EDUCATIONAL ADMINISTRATORS

Erwin Miklos and Donald Chapman

University of Alberta

In this paper we sketeh briefly how university-based
programs for - the study of educational administration were
initiated in Canada. We then examine the extent to which formal
preservice preparation is currently required as a condition for
entry’ into administrative poesitions in the various provinces.
The limited extent to which this has occurred prompts an
examination of possible reasons for the slow diffusion of the
belief that administrators require specialized training. Some
tentative explanations are found in the historical, structural
and cultural context of educational administratioen in Canada.
We mave; then to an examination of the conceptual basis for
advocating specialized preservice p?éparatian and speculate about

alternative approaches to educating administrators.

Nature of tl!

Any effort to describe the state of administrator
preparation in Canada and to understand what happens in
university departments which offer programs in educational
administration is fraught with numerous challenges, Little
research has been conducted and little has ~been written on

i
Canadian educational administration programs. What literature
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there is has not been compiled and integrated in any systematic

fashion. The more important critical analyses about educational

[

dministration which originate in Canada often appear to be
2
prompted by general concerns which are not uniquely Canadian.

Even at the level of basic description, the task is
complicated by the variety and diversity in the  wuniversity
prograns which provide for the study of educational
administration. The diversity reflects the social, linguistiec

and regional differences which characterize Canada. To present a
description which purports to be a representation of what is
happening across the country would be to ignore important
differences and to leave the impression that there is a Canadian
approach to preparing educational administratcrs; Such an
exercise would be misleading to outsiders and unfair to those who
7 7 3

value the diversity.

We adopt a more modest, and, hopefully, a more honest
approach in this analysis. The perspective is Canadian only

insofar as it reflects the understandings of two persens who

identify themselves strongly as Canadians. The view is limited
in that their experience is restricted to a particular

geographic and social setting, namely, the prairie regic~ of

Canada. The effect which that particular context has on the
inalysis is, of course, not clearly evident to those who are
immersed in it. To some extent, validity of interpretations

rests on correspondence test which can be performed only by

1]

others.
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Beginnings of Administrator Education

Before the 1950s there was gnly limited interest in fo ..,
preparation for the practice of educational administratior
Canada. Those who wanted to undertake specialized studies &i= za
at universities in the United Stgte;; graduate level courses W
available at only a few Canadian universities. The expansian
of the educational system, the centralization of schools, ar. t -
formation of larger units of administration brought
increasing interest in the role of the school superintendent. In

the eariy 1950s this interest resulted in some significant
L

oy

actions by the Canadian Education Association (CEA).

The initiation of deveiapments'in administrator preparation
appears to have been due to a fortuitous event. As a result of
contacting the Kellogg Foundation in order to explore funding for
educational research, the CEA learned of the Foundation's
interest in educational administration. The inquiry from the CEA
came just at the time when the Cooperative Project in
Eduzétianél Administration was being initiated in the United
States. Subsequently, a proposal was submitted asking for
assistance to develop good administrative practices and
leadership in EdUEEEiDﬁgE The request was for funds to conduct
courses, to develop Canadian instructional materijals, and to
promote the development of graduate study. Mention was made alseo
of the desirability of designating one university in Canada as
the recognized center for studying the administration and
supervision of large rural administrative areas.

The CEA-Kellogg Project in Educational Administration was

announced in 1952, Major focus of the project was on the
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leadership role of the superintendent in the changing coatext
brought on by the centralization of schools. A pilet in-serviece
education course of three week's duration was held. for school
superintendents from across Canada at the University of Alberta
in May=June 1953. In subsequent years, four other cahrses were
held at the University of Aiberta and two at the University of
Toronte before the CEA Short Course became an annual event at
Banff beginning in May, 1969;6 The course has continued to be

held there annually for a quarter of a century under voi@

direction of different universities but with hardly any changes
7
in purpose or format. Although there are numerous provincial and

regional inservice activities, the CEA short course is still the

acministrator education project.

]

only reguiar national

After the initial Kellogg grant was received, discussions
continued on the role of wuniversities in the professional
education of =school administrators. A second proposal was
submitted to the Kellogg Foundation, and in February, 1956 the
Foundatien announced a five-year grant to the University of
Alberta ig suppert of a program which would serve a Canada-wide
éiignte]e.r The first doctorai candidate began studies in 1956-

57 (even before the program was formally established) and

graduated in 1958. Since then, "approximately 250 doctoaral
degrees- have been awarded at the University of Alberta. Some of

these graduates became staff members at other universities as

specialized programs in educational administration were developed
) 9

during the 1960s and 1970s at universities across Canada. By

the mid-1970s programs in educational administration were offered
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at about thirty Canadian universities. Programs are available at
both master's ;nd doctoral levels, and some universities offer a
pre-master's diploma in educational administration. Interest in
educational administration courses at the diploma and master's

. 10
levels, as indicated by enrolments, is relatively high.

Administrator Preparation Requirements

The relatively large number of graduate programs which have

rily an indication that

™
o

- ES55

been established in Canada is not ne

there is general acceptance of the concept of formal preservice
11

preparation of educational administrators. Indeed, indicaftions
are that wuniversity-based studies are still, at best, a

desirable rather than an essential stage in the process of

becoming an administrator. Whether oF not specialized university
study in administration is viewed as am an asset may be
contingent upon a broad range of factors associated with a
particular administrative position. Frequently, simply holding a

master's or doctoral degree may be more important than the field

o

in which it wezs obtained. In addition, in  terms of
qualifications at the superintendency level, we may only now be
shifting to the position at which a doctoral degree is considered
to be an asset rather than =a liability.

he

[ d

Some of tnese impressions appear to be supperted by

recent doctoral study coenducted at the University

findings of

b

]
of Alberta. In the study, Duncan examined the various

provincial certification, preparation and experience requiremants
for superintendents, assistant superintendents, oprincipals and

assistant principals. The results of the survey reveal the

W
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character of the Canadian

re
jm
1]

diversity which is consistent with t
educational mosaic. A summary of the certification, preparation
and experience requirements for Principals and superintendents is

presented in Table 1.

(7]

As is indicated in the table, 'only three provinces =- New
Brunswick, Ontario and Manitoba == require spesial certificates
for principals. Four provinces, including the above three, make
specifijc mention of.a B.Ed. degree in statements of requirements
for holding a principalship. In those provinces where a degree
is required for initial certification, this qualification would

cify a required

("
L]

be assumed. .0nly three of the provinces p

number of courses in educational administration which ranges from

w
b
e
w

hree-credit courses in New Brunswick to four in Ontario

dward Island.

[gal
[

and one in Prince

At the superintendency level, oenly the province of Ontario
requires a special administrator's zértiFicate._ In terms of
university training requirements for superintendents, three
praviﬁcgs have no specified requirement, three provinces require

degree, three require an M.Ed., and one accepts any

1]
m
w
m
o
w

master's degree. Of the seven provinces which require some level
of university training, only Alberta and Saskatechewan specify an

administrative component == the equivalent of four full-year

courses. Three of the five provinces require only the

administration courses as specified by the particular M.Ed.
13

pregram.

[n]
-y

A minimum number of years teaching experience for helding
Principalships is specified in some provinces, Amcng' these

Quebec is the highest with eight years. Only Ontario requires



Table 1

Hinimun Certification, Preparation and Experience Requirenents for Prineipals
and Superintendents by Province

Nfld! HiS! NiEi PiE!Ti P'!Q! Qnti Maﬂi SESR! Altal Bgci

1. Certificate No No Yes No Yo Yes Yes No No No
2, Years University - - 5 s 4 5

3, Degree - - BES B, nm g - -

4, Admin, Courses - - 6 1 - 4 - - - -
3. Teaching Exp. - - 5 4 8 5 - . - .
6. Adnin, Exp. - - - - - 3 . , . .
7, Courses @ - - - - . 3 - - ,

Sg’_erintendgnt

1. Certificate No Mo Mo Yo No Yes No Yo Yo No

2, Years University ¢ - b - 6 6

b, Admin, Courses: M.}A.° - M. Ed. - . HEd,

5 ;
3, Degree N.Ed. = M.Ed. = Master's MR, - B.E.  B.E, B.Hd,

8

2

5. Teaching Exp, 3 = 3 - 3 ]

61 Aﬂmil‘l; E}Elﬁ- 2 = 5 = 5 = = 2 = é

1. Courses ® - . . . )

“Adapted from Duncan L) R — i " - B

Notes:
¥ Nom-credit courses which must be completed in order to qualify for certificate

b some provinces, B.Ed. candidates already hold an undergraduate degree

€ Only those adninistration courses specified by a particular M., Program are required

10
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prior administrative experi

[1:]

credit cours

provinces specify a mini

experience which is highest

Saskatchewan with two. Fi

of years of

Newfoundland and Saskatchewan
Quebec.
The above complex of

thereof, seems to be revea

. At the superintendency

administrative

ence as well as completion of a non-=
level, seven of the ten

mum number of vyears of

in Ontarie with zeven

ve provinces specify a minimum number

experience ranging frem

to five in New Brunswick

regulations, or in socme case lack

ling of two or three considerations

germane to this discussion. Clearly, the wvariations are
Indicative of the effect of provincial jurisdiction over

education. In additioen, th

has been less than wholesa

appropriate credentials

specific interest is that a

and/or programs of study in

to nonexistent.

The current situation

administrator preparation i

slow development in reco

preparation for the practic

"Why has the belief that the

is essential to effective pe

bezome more widespread?": a

were implicit in the ini

Association more than three

easily?" Underlying all

for

e situation also indicates that there

o
o
L]
=%
m
mw
7]
W
(¥,

le acceptance of graduate

school administrators. more

requirement for wuniversity courses

educational administration are modest

about

w

prompts a number of question:

n Canada: " Why has there been such a

gnizi the importance of formal

J
Uy

ucational administration 7Y :

[+ 3

e of e

study of educational administratien

rformance in administrative roles not

nd, "Why were the aspirations which

tiatives of the Canadian Education

decades ageo apparently satisfied s0

the stien of why

11

these is

1%

of qu
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administrator preparation has not been more of an issue in Canada
14

in recent years.

}ntgrageta;jaﬁ
The reasons for the fimited Pregress in estabiishing the
importance of specialized preservice preparation for
administraters probably are grounded in the historical, cultural
and structural features of Canadian education. An adeguate

of this

I

examination of these conditjons is beyond the scop

r+
f=

particular paper; however, a limited excursion inte he area may

serve to test whether more intensive enquiry is warranted. The

explanations and analyses which follow are grounded heavily in
personal experience, impressions and speculation. Nevertheless,
even a modest attenpt at interpretation may serve to shed some

light on the particular nature of the Canadian experience with

the training or preparation of educatienal administrators.

Structural Considerations ,

The constitutional provisions which grant. the Canadian
provinces jurisdiction in matters related to 2ducation are, with
few exceptions, defended vigorously and interpreted strictly
according to the letter of the law. Active and direct invelvement
by a federal or national agency in matters related to educatijon

inevitably raises questions of intrusion into the provincial

15

domain. Cooperation among the provinces on matters of any
significance in education, other than defending themselves
against the federal gevernment, occurs only rarely. National

organizations such as the Canadian Education Association operate

9

12
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within political and social realities which foster the exchange
of ideas but which generally preclude coordinated action on ma jor
issues. The involvement of the CEA in the establishment of a
center for the study eof educational administration at the
University of Alberta in the lSSDs‘must be seen as a rare event.
The persistence of the annual CEA short course for school
superintendents is indicative of the reluctance to modify a
national or . interprovincial activity which seems to be
functioning smoothly.

The Constitution Act, 1867, protects denominational

education rights that exist at the time a province joins

con :deration. In relation to language, the Canadian Charter of
Rights and Freedoms guarantees minority language-education

rights, either French or English, where numbers of students

warrant the provision of such services. Consequently, as might
be anticipated, the educational policy issues which engender

6 .

national and interprovincial debate are those which relate to
1
Tanguage and to religi@hgr Although these issues do havei
implications for the administration of schools, they have tended
to lead more to questions about structure than to concern about
the general qualifications of school administrators or the state
of administrator preparation. The latter item simply is not on
any national agenda. Administrator preparation <can be an agenda
item only for previncial ministries. Fer most of the time, the

sed on numerous other

c
w

attention of the policy makers is foc
higherépriarity items.
At the provincial level, there is a strong tradition of

central control over education. Although the responsibility for

io

13
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numerous operational matters is delegated to the local level,
the ma jor opportunities for the exercise of educational
leadership reside with the ministry and, to some extent, at the
district rather than the school level. In contrast to elected

rators have limited opportunities

]
rt

officials, educational admini:

to be the visible initiators of significant changes or reforms.
What appears to be expected of administrators is quiet competence
in the performance of their duties: a low profile becomes the
role. Administrators make their important contributions to
education by influencing those who make the public decisiansi]7

The relatively low visibility of administrators has limited

attention to their training or qualifications.

Historical/Cultural Considerations

The historical context of the development of administrative
positions in Canada probably has inhibited the emergence of a
mystique about administration which would require specialized
preparation. In spite of the advanced state of urbanization, thg
one-teacher school remains very much a part of living memoryg]
In that context administrative functions, such as they were, were
shared by the teacher and the lay scheool board. Teacher
recruitment and selection, maintenance of facilities, and
financial operations weres school board responsibilities. The
teacher was responsible for such "administrative" functions as
public relations, pupil personnel services, and curriculum
development in their rudimentary forms. Those teachers who could

perform the broad range of functions in a one-teacher setting

could aspire to the position of a principalship of a multi=

14
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teacher school. For those who were upwardly mobile in the

educational system, the work-experience route into administration

was clearly evident. Success in one positien was a prerequisite
to movement into more favored - or challenging positions.

Administration was learned through experience in an incremental

process. Establishing readiness at one position left only
manageable amounts te. be learned in the next position.

Advancement to a senior post such as that of provincially-
19
appointed inspector involved careful selection.
In retrospect, becoming an administrator during much of the

history of education in rural Canada was a relatively easy

process because administration itself was emergent at various

levels of the educational system. When one-teacher schools and
teachers whe had been socialized to that setting were first

broeught together in multi-classroom schools, the initial demand

or need for administration was rudimentary to say the least.

Teachers, for the most part, maintained a high degree of
independence and carried on their activities according to the
manner in which they were accustomed. A prime task of the
principals of the day was to create a single school out of what
was in effect a multiple number of schoels. The process of
school-making brought with it administrative demands which were
learned and accepted as part of the job. Indeed, there would
have been newhere to turn for training in how the task was to be
accomplished. The processes of school consolidation avid

establishment of larger districts brought both the necessity and

the opportunities for on-the-job learning. For those who were
12

15
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involved in these challenges, there was little mystique about

either what was required in administration or how these skills
20
were to be learned.
Until recently, entry into teaching in Canada has required
: 21
n. The

relatively limited formal preservice preparati
prevailing pattern of teacher education was to start with a
minimal program and to continue with formal education through

part=time study or during perieds of leave after teaching

experience, Many teachers have acquired bachelor's degrees after
long vyears of service in the classroom. This tradition was one
in which training or "preparation" followed experience. The

formal study was seen to contribute to improved skills along with
practice and experience. A similar «concept appears to have been

extended readily to administrator "training" programs when these

were initiated. Not only teaching experience but alse some
administrative experience was regarded as a desirable

prerequisite for undertaking a program of university study.

The structural, historical and cultural factors which have
been discussed provide, at best, only a partial explanation of
why pre-service preparation of educational administrators has
been slow to develop as a concept and as a requirement. To some
extent, university departments of educational administration may
also have contributed to the slow growth in the implementation of

the concept.

Program Considerations

As we have stated, wuniversity-based programs in educational

administration are a phenomenon of the last three decades.

13

16
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Imitially, two main challenges were faced by these prcgrams. One
was to establish credibility ~ithin the university; the other to
establish credibility with practicing educateors. In many .
respects, the two challenges called for Eéﬁflfﬁging reselutions.
The internal eredibility issue called fer highly selective
student admissions and for program elements which are
academically rigorous. The external demand was for ready

access, relevance te practice, and flexible arrangements. For

the most part, the academic interest has prevailed. Programs
I P g

have been designed more with the internal than the external
22
critics and constituencies in mind. Progress in respoending to

the special needs and circumstanc

W

s of practicing educators has
been slow. Where the response has been more rapid, the academic
quality of the program has come under question.

A further consideration is that departments of educational
administration have not identified themselves «closely with
prevailing educational issues, During the last few years,
educational administrators in Canada have been confronted with
developments which led to the introduction of second langquage
pragrahs, integration of the handicapped, community Séh@éisf
operation of smaller schools, and emphasis on muitiéulturaiism.zs
In addition, there have bé&ﬁ administrative changes such as
school=based budgeting and local appointment of

2k
superintendents. Beyond brief mention in the relevant courses,
preparation programs appear to have been largely unaffected by
any of these ehanges. The involvement of departments of
educational administration other than in some research on these

problems has been minimal. Since university-based programs, for

14

17



the most part, have chosen not to address these issues, the

relevance of the programs as preparation for the practice of
25

administration remains problematic. Insofar as some of these

issues are distinctively Canadian, the preparation programs have
6

It T

not developed a distinctive orientation.

The limited extent to which the study of educational
administration c¢an address current issues may reside also,
partly, in the diversity of the clientele enrolled in Canadian
educational administration programs. Early in their development,
the programs began to serve students from a wide variety of
backgrounds: different provinces and countries, aspirants for
different positions, students with a wide variety of interests in
education from early childhoed through te both institutienal and
necn-formal adult education. The involvement of these clients in
the study of educational administration has enriched programs.
However, it has also tended to push conceptualizations and
analyses to the highest common multiple of what might be
considered important issues. In a program which involves a
diverse student group, we can speak of curriculum development as
being an important function of édministratars but we struggle to
find a common ground in terms of specifics. We can say values are
important but not which ones or what difference they make. The
high level of abstraction in these programs helps to make them
academically acceptable and appropriate for a broad range of
clients, However, this reduces their ability to serve as
preparation for a specific field or position. Instead, they

serve more 3s a general orijientation and continuing education

15
18
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function than as preservice preparation.

As a final aspect of program considerations, in terms of
their basic orientation departments of educational administration
seem to have set themselves apart from other areas of
educational studies by allowing the emphasis on administration

27
to outweigh the emphasis on education. The interdisciplinary
approach to the training of educational administration which was
strong Iin the 1950s took the field toward the social sciences and
away from direct centact with curriculum, educational foundations

and educational psychology. A generic view of administration was

[1]

persuasive and still continues to influence the definition of the
field of study. Although some Eduéét{énal administration
programs are now more closely related te other areas within
education, the dominant orientation has undergone little change.

The interpretation which has been provided prompts the

question of what directions should the education of

ce of

(%0
[
(1]

administraters in Canada take in the future. | £ he slow p

acceptance of the preservice preparation model appropriate?
Should there be more rapid development in the impiéméntation of a
certification requirement? or is there some wunintended and
intuitive wisdem present in the relatively «cautious approach
which is being Luken to mandating administrator preparation? We
would, of course, like to believe that at least a small element

of the latter is at the basis of present practice.

Reflections

Reflecting wupon the evolution and state of the art of

university-based administrator preparation in Canada -- or, for

19
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that matter, administrater preparation in general =- once again
raises broad and complex questiions. As we reawaken our senses to
the complexity and diversity of the undertaking, those of us who
occupy and define the field are confronted by questions which
have significant ontological, epistemological and ‘pedagogical
implications: Do we really mean preparation? Preparation for

ration in what

V1

what purponse? Preparation in what sense? Prep
setting? Preparation of and for whom? Perhaps in the face gf
such questions and of diversity such as that whieh exists in
settings like Canada, we might be well advised to seek multiple
approaches to understanding administration and the education of
administraters.

In order to develop a broadly-based perspective on

educating administrators, we shall turn for general guidance to

the four paradigmatic viewpoints developed by Burrell and
28
Horgan. Intriguingly, these authors indicate that their

efforts te make sense out of the confusion within the social

sciences resulted in their achieving a "way of seeing” social
29

theory and thinking about its implications. Perhaps their

vision may help us toe catch a glimpse of alternative ways of

o]

viewing questions about the education of administrators. Before

we turn to the insights which the paradigms might yield on this
particular issue, we will present a brief overview of the
30

perspective.

Alternative Paradigms

Using a model-building process which is not wunfamiliar in

cur field, Burrell and Morgan based their analysis on a two-by~-

17
20
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two matrix formed by the intersection of twoe continua. The
herizontal axis represents a continuum of assumptions about the

nature of the social world. One extreme represents a perspective

in social science which assumes the existence of a concrete
world external to the ebserver, Research orientatiohs at this

end of the continuum involve a scientifie, objective, nomothetic
approach to gaining knowliedge about the social weorld. The
opposite end of the continuum represents a r ibjectivist approach

To understanding a world which is socially constructed. In terms

of research, Perspectives at this end of the continuum are
concerned with the value-laden ideographic nature of knowledge
which suggests that understanding depends very much on the nature
of the subject, emerging through the very processes of inquiry.
The wupper extreme of the vertical axis represents a social

science which is concerned with the dynamics of the social world,

with such matters as radical change, structural confliet,
contradiction, and modes of domination. The other extreme

represents approcaches to socielogy based upon a cancern for
matters which sustain social order, regulation, cohesion and

social integration.

On the basis of these two dimensions, then, the authors

posit four paradigmatic viewpoints: functionalist, interpretive,

list and radical humanist. The former, which is

]

radical structur
oriented toward an objectivist view of the world and a concern
for regularity, is generally accepted as reflecting the dominant

orientation in social science; consequently, this is alse the

perspective which characterizes most of organizational and
administrative theory. The alternative paradigms which are

18
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oriented toward more subjectivist or change orientatiens have
31

attracted only a limited interest in the field.

We will attempt to apply Burrell and Morgan's

¥

conceptualization to administrater preparation or educatien. The
line of reasoning is as follows. Each of the four paradigms --
functienalist, interpretive, radical structuralist, radical
humanist == suggests a concept of organization which has at

: 32

least some distinctive characteristics. In turn, each concept
of organization suggests a particular concept of 2dministration
or of administrators and their relationship to the social world.
Further, the preferred type or kind of knowledge on which te base
the practice of administration can be inferred from each of the
concepts of administration. Finally, the knowledge base would

seem to hold certain implications for the education of the

administrator,

Our line of analysis will be pursued in two stages. First,
we will derive a concept of administration from a statement on
the za%;ept of organization. Second, we will make some
inferences aba&t administrator education on the basis of a

presumed knowledge base. The first stage is summarized in Figure

Organization and Administration

Within the functionalist paradigm, organizations are viewed
as real entities in a real warld; they have an objective
existence like other naturally-occuring phenomena. Either
mechanistic or organismic metaphors are used in thinking of

organizations as the means by which collectivities achieve

19
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CONCEPT OF ORGANIZATIONS CONCEPT OF ADMHINISTRATION

- real entities in a - designing structures and
real world processes

- means for attaining - establishing means~ends
goals through col- chains

lective action - = satisfying organizational
definable structures needs .

= universalistic charac- - achieving effectiveness
eristics and efficiency

= shaped by external and - controlling

internal forces - performing a role

W - EZO -z o™
]

- subjective creation - facilitating invelve-
- shared mental constructs ment of others
- formed and reformed - defining shared values
through interaction = communicating inten-
= consequence of human tions and meanings
intentionality - participating in
creating the organiza-
tion
= living in a social
context

M M DO m— 2 —

I entities in a real - acting to bring about
ial structure fundamental change
nternal class structure = transforming social
eplication of external structures
structure = eliminating oppression
differential distribu- - dispersing power
tion of power - using ecrises to achieve
- oppressors and oppressed desired ends
- differential access to
resources

=20 — s X
TN —-r>OcC—AOC 3~
¥

- process of individual - liberating and eman-
intention and action cipating

= organizing rather than = developing human
organization potential

- shared consciousness = transforming through

= serving persenal, human reflecting ard acting
ends = living

Lo~ o TR e e
Hdwnm—=>XTcx

Figure 1. Concepts of Organizations and Administration
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predeterminad common goals. " Organizations have definable
structures which are shaped by both internal and external forces.
A. strong belief in universalism pervades the development of
knowledge about the nature of organizations. In keeping with
the emphasis on order and regularity, the tasks of adm}nistratgrs
revolve around designing organizational structures and directing
organizational processes in order to accomplish the mission of
the organization. Administrators establish rational means-end
chains, satisfy organizational needs, and strive to achieve
efficiency and effectiveness. The dynamic underlying

administration :s performing a role; the primary objective of the
, 33
administrator iz control.

In contrast to the preceding perspective, within the
interpretive paradigm organizations have no ob jective existence.
Instead, the phenomena to which we give the name organizations
are the consequences of subjective creations of individuals.
The shared «constructs of organization are constantly ©being
created and re-created through the process of social interaction.
At the base of this human interaction are intentional acts. The
essence of organizations resides in the meanings which
individuals assign to their actions and to those of others.
Consequently, our understanding of organizations and of
organizatienal life wvaries with individual meanings and the
exXxtent to which these are shared. The  universalism of the
functionalist paradigm is replaced by an intersubjective
particularism. This concept of organization leads to a concept

of administration in which the administrator may be viewed as a

21
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partner in the creation of organizational meaning. To the extent

that administration is differentiated from other activities, in

the idealized setting the administrator makes important
contributions to defining shared values, to communicating and
explicating meanings, and to facilitating the involivement of
others in activities from which organization emerges. I'n
contrast to the functionalist paradigm, when viewed from an
interpretive perspective the administrator is seepn as existing
within a social context rather than performing a role.

The radical structuralist perspective, like functionalism,
views organizations as real entitjes but places more emphasis on
their linkages with society in general, Organizations are part

of a differentiated class structure and, n turn, are
characterized by internal class divisions. The class divisiens
are related intimately to differential distributions of power and
to differentials in access to resources;: erganizations are
composed of ‘'oppressors" and of the "oppressed." From the
perspective of the emergent administrator within the radical
structuralist framework, administration is acting teo bring about
significant change, transforming social structures, and
equalizing access to power . Ka jor ob jectives of the

administrator-change agents include eliminating oppression and
. 35
using crises to bring about desired changes.

In keeping with a basic interpretive orientation, within the
radical humanist paradigm organizations are viewsd as being
socially created and sustained. However, the notien of
"organizing" through individual action is more appropriate than

is "organization" for describing the phenomenon. Although

22
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"erganization" serves numan cnds, it does so imperfeztly, The
imperfection results in an alienation of persons frem the

activities in which they engage. Over time organization, as

shared consciousness, tends to become reified and to domirate
the individual, The major task of "administrators" is te reduce

or eliminate the alienation, that is, tc reveal the "eonstructed"

ature of what we take as social "reality." Administraiors

-
T

attempt to liberate and to emancipate individuals from the
constraints of a wnrld which they all have labored to create.
Administrators may aptly be thought of as "teachers" who help
others to understand the human condition and to develon human
potential. They transform relationships between and among people
through reflection and active invelvement in shared activities.
Neither the ‘“administrater" roele nor the person is clearly
distinct from others in the organization. Administration and the
36

conduct of daily life are reciprocal activities.

Insofar as these paradigms generate or imply alternative
ngtiongaaf administration, differences may be identified in the
knowledge on which administrative practice might be bssedi37
Some implications may then be inferred for the substance and
process of administrator education. These ideas are summarized

in Figure 2,

Administrative Knowledge and Education

Within the functionalist perspective, administrators must
have expertise in the science of management. ldeally, they
should be knowledgeable about the universal truths which gavern

the operation of organizations and should be able to mode | the

™
> o
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Figure 2 -.

PRACT=Z ICE KNOWLEDGE BASE

- exp=ertise in universal
mar=3agement science

-~ gem=maeral truths which
undc=ergird regularities

- mod=elling operation of
ory _zuizations

-~ spc=ial science
- mea zsurement

- sta :tistics and
pro =bability

- pre -dicting censequen-
ces of alternatiwve
gct ions

sonal and practical

= int uitive and empathetic

= und erstanding of sense
mak 1ing and negotiation

= how organizatioens are
cre. ated and sustained

- pro- cess of deriving
mea- nings

- per

= undeserstand organi-
zat ion in social and
hisZterical context

- cri®tique contempo-
Farwsy social order

~ thecries of fundanmen-
tal change

= per=spective of the
oppr—essead

= perssonal and
part—icular

= prax=is

= ¢crit—ical theory

= dial . ectical
proc—esses

= tranmmscendant
cons =ciousness

z2h
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Implications for Admi

E

DUCATION IMPLICATIONS
Timing: preservice and
refreshers

Setting: institutional
Process: didactic
Content: banked know-
ledge; theory and
science of administra-
tion; application of
positivistiec social
science

Timing: lifeleng and
inservice
Setting:
and field
Process: interactive
Content: shared
meanings; direct
experience; variety of
settings; arts and
humanities

institutional

Timing: lifelong but
intermittent

Setting: alternative or
anti-institutional
Process: critical
reflection and action
Content: histerical
analysis of society;
political, econemic¢ and
social theory; experience
as "worker" and study

Timing: engoing == living
is learning

Setting: social milieu
Process: self-directed;
reflection about practice
Content: inter- and anti-
disciplinary; generalist;
humanities; spiritual

“"nistrater Education
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organization in order to predict ihéﬁﬁ-;@ewenées of alternative
courses of action. Administraters | mnhabit a stati stical and
preobabilistic domain; they must bsa ble to engage in social
engineering in order to achieve given ends, Clearly, the source
of this knowledge is the study cf the =cience of adﬁ,inmtratiaﬁ
which, to a large extent, is based =wIpon positivis tic social
science. Both the theorist and the pr actitioner are confronted
by the <challenge of applying this kn ©wledge to pra ctice. In
erder teo acquire the necessary knowledy &, pre-service preparation
and periedic inservice educat}aﬁ are required., T he logical
setting for this training is an educa Ttional imstitut ien within
which '""banked" knowledge is transmi T ted, wusually through a
38

didactic process.

Administrators within the interpre=tive paradigm Zsase their
practice on a definition of knowledege which emphaasizes the
development of wunderstanding. The wanderstanding w=—omes from
having an empathy for others and fronm knowing intui-x ively and
thraugh thoughtful reflection how otlFaers make sense of their
experience. At best, only the prescess for exarmining how
organizations are given form, not how arad what organiz=ations are
in an objective sense, can be lear— ned. Conseque=ntly, the
education of the administrator shorxld be oriente=d toward
approaches for developing an understancd ing of how oOrczanizations
come into being and are sustained. The= ability te int—erpret how
meanings are developed through negot= iation and ccs>mmunicated

re particularly import= ant. Administr— ators «can

o

through symbols

become educated through experience in 2 wide variety of settings,
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both administratce ive and wn=administrative

. beth institutional

S neces £3ry; some

ent with the arts and the

administrater is a

and field. Inte. Nnsive inltraction with ot hers i
insights can a lso comefrom engagem i

| 39 | |
humanities. B 2coming cetducated as a n
lifeleng process . The importance of per sonal

which are difficu 1t to leirn suggests tha ¢

significant than "trainig" in the proce =

characteristics

selection may be more

s of

becomes an admimni=trator. Of course, the ehal

to identifying s T tuatiomilly appropriate =
sustaining a Fre=asonablelevel of reflec=

activities of adm= n stering.

elect

m

determining who
lenge then shifts

and

o]
=
0
-1
[
w
-
g

ive engagement in the

From the ractical strueturalist perspe=ctive, administrators

need to have ==n understanding of orcgganizations in their
Lo

historiecal and sc=scial context. In parti cular, they need to

have the perspec tive of the oppressed ancE

class. Their acti ons mustreflect a sense

not

of the deminant

of solidarity with the

dominated. Adminm istrators must sustain a n ability to critique

the contemporary social erer and must und

how fundamental =tructuril change can be

bro

ught

rstand the theory of

bout. In

[+

erder to achieve tEF:iis understanding, a study of political theory

is essential. St=sdies of social and econoemic theery will have

politi~1] overtone==, in thsense that the= will be eritical and

oriented toward cF3ange. Mrninistrator edueation will take place

largely within =social wttings and alt—ernative or anti-
institutional cont-exts. The learning prescess would probably

involve work exper— ience, study and reflect ion.

The knowledge base for dministrat?

o

education would pr— obably btlifelong but mz= y be

The period of
intermittent.

in the radical
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humanist par &digm rests on thé concept of praxis == on the
me lding of theery and praztigeihl Knowledge s personal,
particular an d grounded in the concrete; it is understood to be
the result of critical and dialectical pProcesses. An
understanding of how social life can be transfarméd through
changes in coeisciousness is particularly important. Learning can
be largely ==elf-directed and grounded in reflection about
Practice. A lthough disciplines such as philosophy and theology
can be part of the fermal education, the orientation would be
interdisciplirsary or anti-discipliinary and grounded in life
itself. A F==uman-centered approach would be based broadly in
human experier=<ce and the interpretation of that experience. The

855 ence of t-he education of the administrater can best be
L2
captured by th e notien that "living is learning."

Conclusion

The apal v¥sis in which we have just engaged speaks to both
the form and t he substance of administrator preparation. Insofar
as the form is concerned, formalized preservizé training or
preparation emem=rges most clearly within a functionalist paradigm.
Although the cther paradigms accommodate various forms of
education, the= emphasis on a formalized program preceding the
practice of admministration seems to be reduced. S5tudy following
or parallielir—g practice is readily compatible with the
alternative par—adigms. Insofar as these paradigms reflect views
of the world in which administrators find themselves, they
support alter-native approaches to becoming educated as an

administrator, ‘The perspective speaks against a narrow

27
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conception of administrater education which is grounded in a

particular approach. Instead, the alternatives suggest varijous

poessibilities for the preparation of educational administrgtgrs{

In additieon, they offer suggestions as to how university-based
programs might become enriched, not just by incorporating

alternative paradigmatic perspectives, but also by following
through with the implications which those perspectives hold for
educating administrators.

We return to our questions about the state of administrator
preparation in Canada. The analysis presented in this paper
suggests no great cause for alarm in the slow pace at which the
study of admiﬁistratiaﬁ has been adopted as a prerequisite for
appointment as an administrator. On the contrary, the analysis

suggests that administrator preparation pelicy may havé been

I

following the "right" path. Perhaps some collective wisdom m y
be in operation; perhaps theory has lagged behind practice.

rdless of the reasons, those responsible for educational

oW
]

Reg

administration programs might be well-advised teo .clarify their

intentions and to design programs in accordznce with the
distinctive characteristic of the social context rather than to

assume that there are universalistijc forces at work which diectate
L3

the particular form and nature of administrator education.

dministrator education programs to the

W

Perhaps relevance of
cultural and historical context should be more compelling than

adherence to a particular professional ideology.
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1. The nature of educational administration pr«:agrgms in the
early 1970s is described perceptively in A. R. & homas, "The
Preparation of Educational Administrators i Canadian
Universities: Laying on of the Hands," The Journal of= Educational
Administration 13,1(May 1975): 35-60. ) o . -

2. See, for example, T. B. Greenfield, "T= heory about
Organizatioens: A New Perspective and its Impiit cations for
Schools," in Administering Schools: International Chk=aallenge, M.

Hughes, ed.(London: The Athlone Press of the Urs iversity of

Lendon, 1375). pPp - 71-79; €. Hodgkinson, "The Failure of
Organizational and Administrative Theory," MecGill Journal ef

Education i3(Fall 1978): 271-278; €. Deblois,  YC=hallenge to
Administrative Theory," The Canadian Adninistrator | 8 (May 1979):
1-6,

3. Fer a succinct description of the context of educational
administration, see C. Hodgkinson, "Educational Admin: istration in
Canada: A Conspectus," School 0Organization and Management
Abstracts 1,2(1982): 61-67. -

L. A description of these events and of the in itiation of

university-based programs for the study of educationa]
~-dministration is presented in W. H. Swift, Educational]

gﬂmjn;stragnan in Canada: A Memorial to A. W. Ree wves(Toronto:

czemillan Company of Canada, 1970).
5. Ibid., p. 14.

6. Three regional conferences were also held | m Quebec in

1954, 1955 and 1956.

7. The history of the course it outlined in Canadian
Education Assoeciation, Leadership in Action: The CEA =S heort fourse
1953-1977 (Toronto: Canadian Education Assm:natltsn 1=77).

B. Swift, op. cit., p. 25.

9. Thomas, op. cit., p. 49, reported that in 1=373 only one
of the twelve departments which he visited did r=—ot have a
graduate of the University of Alberta as a faculty memmber.

0. For an overview of the nature of preparation m—rograns see
A. Holdaway, "Educational Administration in Canadses : Concerns,
earch, and Preparation Programs," infanadian and Comparative
and |- E. Hausega,
(Vancouver: University of British Columbia, 1980). pp. 16-38.
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11, i The preparation of administrators is given only limited

attention by scheool districts. See, for example, J. G. T. Kelsey
and B- Leullier, "School District Policies for the
ldentific=ation, Selection and Training of Principals,"” The

Canadian AAdministrator 17,5(February 1978): 1-6.

Education==1 Administration in Alberta" (Doctoral dissertation,
Universitmer of Alberta, 1985). .

12. b. B. Duncan, "Poliey Recommendations Regarding

13. Idn spite of the apparently minimal requirements, the

ma jority of superintendents in all provinces probably hold a
Haster's degree which will inciude at least some studies in
educatiomas=s |l administration. See, for example, E. M. Carlin and
D. J. Broown, Careers and lssues: A Survey of lhe Superintendency
(Vancouver —: Department of Administrative, Adult and Higher

Education, - University of British Columbia, 1985) . An earlier
study fouwnd that a substantial propertion of superintendents
aspire toe complete doctoral studies: L. W. Downey Research
Associates =, The School Superintendency in Alberta: A Report of an
inquiry(td HBmonton: L. W. Downey Research Associates, 1976).

14, T he certification issue does surface from time to time.
See, for example, P. R'Eﬁihaﬁ; "Certification for Principals --
Weighing -he Pros and Cons," The Canadian School Executive L{June

t e,
1984): 3~6 -.

15. f« or a description and discussion of these i ssues see E.
D. Hedgso: n, Federal Intervention in Public Edication (Taraﬁtaz

Canadian E= ducation Association, 1976).

16. fe er an overview of the force of language, religion and
other elepms ents of culture on education see, for example, E. B.
Titley ansd P, J. Miller, eds. Education in Canada: An
Interpreta~ tion (Calgary: Detselig Entérprlses. ISBE)-

17. Thee potential influence of superintendents on educational
policy was investigated in a recent study: M. A, Awender, "The
Superintenc>dent-School Board Relationship," Lanidian Journal of

Education T 10(Spring 1985): 176-198.

18. Ir=n part, the "memory™" both exists as and is reflected in
popular littterature. For an analysis of this literature see, for
example, J. E. Oster, “"The Image of the Teaicher in Canadian
Prairie Fjcetion: 1921-1971 (Doctoral dissertation, University of
Alberta, H1972); and R, R. Rust, "The Image of the Teacher as
Reflected in S5elected Novels of the Prairie Provinces"(Master's
thesis, Uniddversity of Alberta, 1972).

19, T. Fleming, "Tha Changing Chiracter of the
Superinteaﬁéﬁiy and its Implications for Policy-Making," Policy

8
Exploratioms 2(Fall 1985): 1~4,.
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20. The nature of school administration and the process
becoming an administrator are captured effectively
reminiscences of educators of the day. See, for example.

Melntesh and R. cC. Bryce, "Coenversations with Tim

=2

Reflections of Education in Alberta," Challenge in Educational
Administration 15(Nos. 3 & 4 1977): 7-107; and, H. W. Hodysh and
R. G. Mcintosh, "Conversations with a Dean: The Life and Times of
H. T. Eautts.‘ Challenye in Educational Administration 21(No.

1982): 7-192.

21. The protracted process of bringing about improvements
teacher preparation programs is described in R. S. Patterson,
"Histery of Teacher Educatien in Alberta," in Shaping the Schools
;i the Canadian West, D. c. Jones, N. M. Shéehan. and R.
Stamp, eds. (Calgary: Detselig Enterprises, 1979), pp. 192-207.

22. There have been some critiques of the discrepancies

between the orientation of programs and the needs of

clients.

See, for example, D. Pratt and R. Common, "The Miseducation of
Canadian Educatienal Administrators,' The Lanadian Administrator

25(Februzry 19286): 1-8.; also C. Hodgkinson, "A Practical
for Preparing Administrators," Education Canada 2,1(March

Program

19-21. For evidence that relevance has been of long- standiﬁg

cencern to professors, see Thomas, op. cit., pp.39-L4k,.

23. For a discussion of issues based in economic

factors,

demographics ana values see, for example, T. R. Williams,

Leadership lIssues for Canadian Education (Toronto:

Education Association, 1979). Some of the challenges
multiculturalism to community relationships, planning
teaching are outlined in K. C. Sullivan, "The EhaIIEﬁge

Multiculturalism: Perspectives for School Principals,"”

Canadian

Journal of [Education 19(Fall 198L): 293-30L4. The impaﬁt
declining enrolments has been discussed in numerous reports
studies such as M. Crespo and J. B. Hache, Gestion et decralsance

en educatlon. Le cas d'une commission SEOIEIFE
(Montreal: Les Presses de 1'Universite de Montreal, 1983)

uebe:olse

254, A rationale for greater decentralization is presented
P. Coleman, "Improving Schools by School-Based KManagement, "

MeGill Journal of Education 19(Winter 1984): 25-43,

25, For a discussion of the problem of reconciling

perspectives of practitioners and academics see F.
"Prospects for Reconciliation and Synthesis. of

Current

Conceptualizations in Educational Administration"(Paper presented
a2t the Annual Conference of the Canadian Society for the Study of
Education, University of Guelph, June 2, 1984). On the need for
reforming preparation programs see P. Coleman, "Administrative
Leadership, Change, and Training Programs for Administrators,

Canadian Journal of Education 7(No. 1 1982): 44-58,
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26. For a collection of essays in which are pres
variety of perspectives o

Townsend and 5. B. La
Canadian Educational Admini
for Studies in Education, 1
contributuion to educati
"Educatioenal Administrati

=2
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ation (Toronto: Ontario
1). For an overview of the Canadian

1 administration see Hodgkinson,
n in . Canada: A Conspectus."

27. 0On the need for relating administrator preparation to
developments in education and for differentiating the preparation
of educational administrators from that of public administrators,
see c. Deblois and J, Moisett, 'La preparation des
administrateurs scolaires dans le Quebec des annees 1980," Revue
canadienne d'education de langue francaise 12,1(1983): 8-16.

28. G. Burrell and G. Morgan, Sociological Paradigms and
Organisational Analysis (London:Heinemann, 1979).

29. Ibid., p. vii.

30. The Burrell and Morgan analysis has been used by others
to examine the current state of theorizing about organizations in
educational administration. See, in particular, D. E. Griffiths,
"Theories: Past, Presemt and Future" (Paper presented at the
International Intervisitation Program, Nigeria, August, 1982);
and, D. E. Griffiths, “"Evolution in Research and Theery: A Study
of Prominent Researchers," Educational Administration Quarterly
'9,3(Summer 1983): 201-221. However, the implications of the
paradigmatic perspective for the education of administrators do
not appear to have been explored to any significant extent.

31. For an analysis of the impaet o
organizations on educational administrat

overview of an alternatijve perspsctive, =se T- B. Greenfield,
"Theories of Educational Organizatien: A Crit 1 Perpsective,"
dnternational Encyclopedia of Education: Research and Studies
(0Oxford:Pergamon Press, 1985), pp. 5240-5257,

the dominant view of
n, and also for an

32. Variations within perspectives or paradigms will be set
side for purposes of this analysis. Although we have attempted
remain consistent with the Burrell and Moergan
conceptualization, readers are cautioned that some distortions
may have resulted from the need to compress the discussion.

- W
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33. The view of administration as a "techonology of control®
is described and critiqued effectively in R. Bates, Educational
Administration and the Management of Knowledge. ESA8L) Theory and

Practice in Educational Administration (Victoria: Deakin
University Press, 1983).
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3. An interpretive approach to understanding organizations
is central to the alternative proposed by Greenfield in his
various papers. See, for example, his "Theory about
Organizations: A MNew Perspective and its Implications for
Scheools'; alsao, T. B. Greenfield, “"Leaders and Sehools:
Willfulness and Nonnatural Order in Organizations," in Leadership
and Organizational Culture, T. J. Sergiovanni and J. E. Corbally,
eds.(Chicago: University of illinois Press, 1984), pp. 142-169.

35. For contrasting views about the potential contribution of
a radical structuralist approach to studying educational
administration see R. Bates, "A Marxist Theory of Educational
Administration?" (Paper presented at the Anhnual Meeting of the
American Educational Research Association, Chicago, March-April,
1985; and D. J. Willower, '"Marxian Critical Theory and
Educational Administration: A Criticism," (Faper presented at the
Annual Meeting of the American Educational! Research Association,
Chicago, March=April, 1985). See, also J. K. Benson,
“"Organizations: A Dialectical View," Administrative Science
uarterly 22(March 1977): 1-21. :

36. The distinction between radical structuralist and radical
humanist critiques of mainstream theorizing in educational
administratioen is not always clear to us: there seems to be a
blurring of the two perspectives. Although a clearly radical
humanist perspective remains to ba articulated, some important
pioneering work was reported a decade ago in C. Debleis, "An
Emerging Model of Organization Based on the Literature of
Liberation" (Doctoral dissertation, University of Alberta, 1976).

37. The difficulties which uncertainties about tihe knowledge
base for administrative practice create for preparation programs
usually surface in discussions about the nature of such programs.
See, for example, J. Hills, “Critical lssues in the Preparation
of Educationmal Administraters in North America," in Farquhar and
Housego, Canadian and Comparative Educational Administratioen,
PP 224-235; and, M. G. Hughes, "Critical lssues in the
Preparation of Educational Administrators in Britain," in
Fargquhar and Housego, pp. 236-24k.

38. The limitations of mainstream approaches to educating or
preparing educational administrators have been discussed
thoroughly by T. B. Greenfield. See, for example, his "Can
Science Guide the Administrater's Hand? A Critique of the +FNew
Movement' Ideolegy in Educational Administration" (Paper
presented at the Annual Meeting of the Canadian Society for the
5tudy of Education, Universite du Quebec a Montreal, June, 1980);
also, T. B. Greenfield, " Research in Educational Administration
in the United States and Canada: An Overview and a Critigque,"

Educational Administration 8,1 (Winter 19580): 207-245.
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39, Indeed, in the views of some scholars the "engagemer—t"
with the humanities should be central to the study of
administration. The case for the centrality of philesephic=al
analyses has been made effectively in C. Hodgkinson, Tgyaﬁds a
Philosophy of Administration(Oxford: Blackwell, 1278);: and C.

o

Hodgkinson, The Philosophy of Leadership (Dxford: BlackweZ: 1,
1983).

Lo, The basis for developing these understandings is
reflected in the content of P. Watkins, Llass, Control, =:nd

Contestation in Educational Organizations. ESABY1 Theory =a_ nd

Practice in Educational Administration (Victoria: Deak in
University Press, 1983).

b1. The concept of praxis, which is a key aspect of eritic al
theory, appears to be grounded inm both the radical structurali st
and the radical humanist perspectives. Althoughpraxis may be

the major theme in a eritical analysis, an understanding of t he
concept may be taken for granted as in W. P. foster, " T he
Changing Administrator: Developing Managerial Praxis ,"
Educational Thecry 30,1(Winter 1980): 11-23. For a view on t fe

possibility of Praxis in another setting see R. 0. Denhardt a:nd
K. G. Denhardt, "Public Administration and the Critique =of

"Demination," Administration and Society 11,1 (May 1979): 107-12s0.

The reflection-in- action perspective also woull seem to BMse
relevant; see, for example, T. J. Sergiovanni, "Landscape ==,
Mindscapes, and Reflective Practice in Supervision," Journal =f

Lurriculum and Supervision 1,1(Fall 1985): 5-17.

L2. The view of administrator preparation as'training fesr
life'" has been developed effect! ively in T. B. Greenfield, "TEe
Man Who Comes Back through the Door in the Wall: Discoverirmg
Truth, Discovering Self, Discovering Organizations, " Educatjop==1

Administration Quarterly 16,3(Fall 1980): 26-59.

L3. Suppert for this view is implicit in M., Holmes, "Trae
Revival of Traditional Thought and its Effects on Educatiopn=s |
Administration: The Case of Decision Making" (Paper presented == t
the Annual Meeting of the Camadian Society for the Study e f
Education, Universite de Montreal, June 1985) .



